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INTRODUCTION

Whether you are starting to teach English to afew studentsor are beginning alarge program, thetask of
teaching English can seem overwhel ming at first. Taken one step at atime, it can beamanageableand
rewarding experience. We hopethisKit will help you get started.

Section A of theKitisdesigned to offer someideasfor testing, registering and placing studentsinthe
correct classaccording to their specific needsand goas. Thereisasampleregistration form, asample
placement test, and areferencelist of available commercial tests. Also included are sample needs assess-
mentsso that you can determinewhat it isthat your studentswant to learn. Thefinal part of Section A gives
abrief description of variousprogram models.

In Section B of theKit youwill find several listsor resources—from professional associationsto community
resources. Thispart alsoincludesalist of someof themany Internet sitesthat you may find valuable.

Thenext section (C) of theKit includes useful information about how adultslearn, descriptionsof various
typesof languageinstruction, and sometipsfor effectiveteaching.

I ntegrating thefour bas ¢ language skills—listening, speaking, reading and writing—isthefocusof Section
D. Some samplelesson plan formsareincluded. Thissection also offerssuggestionsfor realiathat can be
useful intheadult ESOL* class.

Becauseal ESOL classesare multi-level in someway, someideasareincluded on how to deal withthe
multi-level class. Section E, aso, deal swith helping studentswith specia needs, using volunteersinthe
classroom, and eva uating your teaching.

Section F of theKit offersan overview on curriculum devel opment, along with areferencelist of curricula
already devel oped.

Two new sections G and H, ESOL and Technology and EL/Civics, respectively, have been added to the
revised edition (2002) of the Starter Kit. Inthelast few yearsthese areas have becomethe center of much
instructional focusin both adult education and ESOL.

Themateriasinthebinder can be copied asawholeor in parts.

When you usetheKit, pleasetakethetimetofill out an eva uation form at the back of theKit and returniit
with your feedback.

*ESL (English asaSecond Language)

ESOL (Englishfor Speakersof Other Languages)
Both termsare used in the profession of teaching English to non-native speakers. ESOL, however, has
becometheterm of choice, sinceitimpliesthat many people already speak asecond or even athird
language before embarking on the challenge of studying English. Throughout this Starter Kit youwill see
both terms.
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1. Cultural Considerations

Part of the enjoyment of teaching Englishto Speakersof Other Languages (ESOL ) to adults (and children)
isgetting to know moreabout other peopl€’scultures. 1t isalwaysfun to have studentsdiscusstheir home-
land traditions and holidays, and to wear costumesand sharefood from their countries.

But cultureismorethan dressand food —it isnon-verba communication styles, beliefs, va ues, customs,
family structures, and much, much more.

An ESOL teacher cannot begin to know everything about every country intheworld. However, afew
basic and practical pointscan makethelearning experience more comfortablefor both the sudentsand the
teacher.

Thefollowing articlesaddresstipsfor communicating with nonnative speakersof English and dedingwith
crosscultural misunderstandings. A list of resourcesisa soincluded. Whilethisinformation providesguide-
linesand ‘food for thought,’ the best way to get to know about astudent’s cultureisby getting to know the
Student.
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Communicating with Nonnative Speakers of English
by Laura Schanes Romstedt

Mr. Park, from K orea, walked up to the cashier and asked in halting English whereto find men’ssocks.
Thecashier, whiletalying uptheday’ sreceipts, gavetheman detailed directions. “ Go through women'sshoes
until you reach the escal ator. Takethe escalator down onefloor and turn right past shirtsand suitsand you' |
seetiesand socksinthefar left corner. Don't turnleft when you get off the escalator becauseif you do, you'll
hit the gift shop, and then you'’ l| know you’ ve gonethewrong way, won't you.” Mr. Park said nothing. The
cashier asked, “ Do you understand?’ Mr. Park smiled, nodded, and slowly walked away. Did effective
communication happen here? How do you know?

Anessentid part of our missionascaring profess onasisto communicate effectively with othersin order
to get something accomplished. Thiscould entail meeting with aparent to discusshow hisor her childisdoing
inschool; to give out information about aservice that may be hel pful; to answer questions or concernsthe
parent may be having; or just to haveacasual conversation. These encounters can sometimes be stressful for
both the native speaker and the nonnative speaker of English. Hereare somepointsto keep in mind when
communicating with thosefor whom Englishisasecondlanguage. Whilethese suggestionsare meant tofocus
on communi cation with nonnative speakers of English, one can easily see how some of thesetipscould be
hel pful when communi cating with anyone, foreign or native born.

Two-Way Street

First and foremost, agood attitude isthe cornerstone of good communication. The expression that
communicationisa“twoway street” isvery true. Itistheresponsibility of all partiesconcerned (native and
nonnative) to want thisinterchange to be successful for it to be successful. 1tisnot so muchwhat we say as
how wesay it. We attempt to speak more often with someonewhen weknow they areopenand willing totalk
tous.

EyeContact

Inthe American cultureitisnot uncommon for usto do something whilewe aretalking - putting papers
into abriefcase, tidying up adesk, looking throughfiles. Whentryingtotalk to someonefrom another culture,
itisessential to“keep aneye’ onthat person (evenif they arenot looking at you), inorder towatch for signs
of understanding, confusion, or miscommunication. Watch for the dazed |ook (al so known asthe* glassy-eyed
stare’) that each of ushasexhibited at onetime or another when we are confused or don’t understand some-

thing.

Gestures

Beawarethat gesturesdo not meanthesameall over theworld. Somethingwhichisperfectly acceptable
here may be offensivein another country. The nonnative speaker of English may not know which gestureis
acceptablehere. For example, the A-OK gestureisoffensiveto many Hispanics. Thisdoesnot meanthat we
should stop using thisgesture, or any other gesture, for fear of offending someone. However, if after usnga
gesture, you noticethat the other person looks surprised, confused, or angry, that isagood indication that there
might beaproblem with that gesture, and that an explanation may bein order.

Allowing Timefor Response

Givethe other person with whom you are speaking extratimeto respond — pausetime. Pausetimeisthe
amount of time it takesfor one person to respond orally to another person. Everyoneintheworld hasa
different pausetime. Some peoplearevery quick to respond, while othersseemtotaketheir time. How many
timeshave we*jumped the gun” and answered for someonewho did not respond in what wefelt wasan
appropriatetime? Keep in mind that when aperson learning Englishistrying to carry on aconversationin
English, hisbrainisgoing through avery complicated process. It first receivestheinformation from the other
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person and trand atesthe Englishinto hisfirst language. Thebrainthen comesup withtheresponseinthefirst
language and hastotrandateitinto English. After al these steps, the nonnative speaker finally hasto actually
say thewordsout loud. All thisprocessing and trandating and verbalizing takestime. It canseemlikean
eternity waiting an extrafew secondsfor the person to respond, but in most cases, the nonnative speaker will
respond. Heor shemay not givethe responseyou expect, but at |east you will have some sense of how much
he or sheunderstands.

Literal Interpretation

Many peoplelearning asecond language have difficulty following context clues, that is, following a
conversation and remembering what was said beforeand itsrel ation towhat isbeing said now. Thesameholds
truewiththewrittenword. They takeeachword or sentenceliterally. They also havedifficulty distinguishing
betweenimportant (key) wordsand nonessential words. 1nboth oral and written communication, usesmple
sentencesinlogical order, avoiding unnecessary information. Giveno morethantwo stepsof directionsat a
time. Itiseasier for theother personto processtheinformation.

It can also be helpful to use nounsto replace pronouns. Many people learning English have great
difficulty distinguishing among the different pronouns, (he, her, ours, them, etc.). For example, instead of
saying, “Hesaidtogiveitto him,” it would beclearer to say, “ Mr. Jonessaid to give the paper to Tom.”

Idioms

Avoidusingidiomsor expressons(“1 needit yesterday”) unlessyou are surethe person you are speaking
with clearly understandswhat you aretalking about. |diomsarethemost difficult part of thelanguagetolearn
becausein many casestheactual wordshaveno relation to themeaning, and we usethemall thetime. Idioms
dealing with sports (“He'sout inleft field”) or animals (“1” m happy asaclam”) can be potential causes of
communication breakdown because the nonnative speaker may focusall hisattention trying to decipher the
idiom (“Why doeshethink he'saclam?’) instead of concentrating on therest of the conversation. Rewriteor
rephraseidiomsinto Englishthat literally sayswhat it means. (Say “He svery busy doingalot of different
things,” ingtead of “He'sjuggling afull schedule.”)

Explain and emphasizewordsthat areimportant to themeaning of the conversation. If itisimportant for
that person to know that tomorrow’s meeting has been cancelled, say it oneway and, if necessary repedt it,
using differentwords. (“ Thereisno school tomorrow. School isclosed tomorrow.”)

Show When You Tell

Keepinmindthat thereareall typesof learners. Somelearn best by reading, somewith pictures, some
by doing, and some by hearinginformation. Provide examples, charts, pictures, or diagramsto support what
you aresaying. Demonstrate using real objectsto show what you would like done. (Show the person where
thephoneis, or hold up acaendar and point to the day of thenext appointment.) Write down theinformation
youwant to givetheother person. They may beproficient in reading thelanguage, or they cantakeit homeand
trandateit themsealvesor have someonee sehel p them.

If necessary, follow-up the conversation by asking the other person clarification questionsstarting with
who, what, where, when, how, or why. (“Whenisyour next appointment?’ Who areyou goingto seeinthe
office?’) Avoid questionswith negatives. (“ You do understand, don’'t you?’) Thiscan be confusing, asthe
nonnative speakersof English may not know whereayesor no answer isappropriate. Some of usworry that
wemay sound rude asking thesefollow-up questions. Demonstrating apositive attitude and asking the ques-
tionstactfully can help thingsgo moresmoothly.

A-4 (Laura S. Romstedt works for the Office of Adult and Community Education, Fairfax County Public Schools.)
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What about when we don’ t understand what the other personissaying? Repeating back what wethink
we heard can help. And we can use those same clarification questionsto make surewe are clear on what
information hasbeen givento us. (“You said you are coming on Tuesday, right?’) Asking othersto slow
down, repeat theinformation, or show uswhat they want givesusanother chanceto understand what wejust
heard.

Sometimesitisdifficult to havetheright attitude, and to be patient, especially when it'stheend of the
work day and weareready to go home. Whilethese practical stepsmay takemoretimeat first, they will save
timeinthelong runif they help both partiesfeel more comfortable and confident about communicating effec-
tively. Successful communicationisalarge part of what our jobisall about.
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Dealing with Crosscultural Misunderstanding
by Laura Schanes Romstedt

When peoplefrom differing cultural backgroundsinteract, it isnatural to experience discomfort and even
conflict. Thisoccursbecause peoplefrom other culturesbehaveinwaysthat seem unpredictable and even
threatening from our own cultura viewpoint. Keepinmindthefollowingtips:

Try tolook at asituation from the other person’scultural point of view. The nonnative speaker may
be doing what he or shefeelsisappropriate because that istheway heor shehaslearnedto doit.

Every country hasdifferent customsabout what ispolite or impolite behavior. Whileweusualy
get thewaiter’ sattention in arestaurant by “catching hiseye,” in another culture the appropriate
behavior would beto bang ahand on thetable.

Consider whether the conflict isdueto persondity differencesor cultural differences. Isthat
person deliber ately acting in amanner we might consider rude, or doeshenot know how we
get thewaiter’ sattentionin thiscountry?

Remember that fluency in English doesnot mean fluency inthe culture. Many peopleknow the
language very well but are still learning about the culture (that in our cultureweformaline
whenwaiting to pay at the grocery store, and that we value our own* personal” spacewhilein
thoselines).

Try tobepatient. Perhapsthisisthemost difficult part about communicating with anonnative
speaker of English, particularly when we have so much to doinavery short amount of time. It
doestaketimeto communicate effectively, but it will beworthit if both partiesare, intheend,
ableto understand each other.

When at dl possible, address situations of miscommunication or conflict asthey happen. When
peoplefed offended or hurt, they carry thosefedingswiththemfor alongtime. If someone

appearsto have become angry based on what we said, it isbest to talk about it at that moment.

Ask for help. Contact someone experienced inworking with nonnative speakersof English.

(Laura S. Romstedt works for the Office of Adult and Community Education, Fairfax County Public Schools.)
A-6 © 1994 Parenting Education Center, Fairfax County Public Schools. Permission to copy for noncommercial
purposes. Please credit source.



ESOL Sarter Kit

Communication and Culture Resources
American Ways: A Guidefor Foreignersin the United States, Gary Althen, Intercultural Press,
1988.

The American Ways : An I ntroduction to American Culture, Maryanne Kearny Datesman, Jo Ann
Crandall, Edward N. Kearny, 2™ Edition, Longman, 1996.

Beyond Language: Cross-Cultural Communication, DeenaR. Levine, MaraB., Ph.D. Adelman,
2nd Edition, Longman, 2002.

Communicating With Asia: Understanding People and Customs, Harry Irwin, Allen & Unwin 1996.

Cross-Cultural Communication for New Americans (The Working Culture, Book 1), David
Hemphill, Barbara Pfaffenberger, BarbaraHockman, Prentice Hall, 1989.

Cultural Considerationsin Adult Literacy Education ERIC Digest, George Spanos, National
Clearinghouse on Literacy Education, Center for Applied Linguistics, EDO-LE-91-01, April 1991.

Cultural Encountersin the U.SA. : Cross-Cultural Dialogues and Mini-Dramas, Andrew
Murphy, Nationa Textbook Company Trade, 1994.

The Culture Puzze : Cross-Cultural Communication for English as a Second Language, Deena
R. Levine, Jm Baxter, Piper McNulty, PrenticeHall, 1987.

Do’'sand TaboosAround theWorld, Roger E. Axtell (Editor), 4" Edition, John Wiley & Sons, 2000.

Faceto Face: the Cross-Cultural Workbook, VirginiaVogel Zanger, 2™ Edition, Heinle& Heinle,
1993.

Good Neighbors: Communicating with the Mexicans (The I nteract Series), John C. Condon,
2" Edition, Intercultural Press, 1997.

The Spirit Catches You and You Fall Down: A Hmong Child, Her American Doctors, and the
Coallison of Two Cultures, Anne Fadiman, Farrar Straus& Giroux, 1997.

Understanding Arabs: A Guide for Westerners (The I nteract Series), Margaret K. Nydell, 3™
Revised Edition Intercultural Press, 2002.
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# 2. Registration

A registration formfor new students can bevery helpful in determining alearner’sneeds. It should provide
theteacher withinformation about the student’ sage, years of schooling, any previouseducationin English,

work experience, etc. Theability or inability of the student to read and fill out theform tellstheteacher
something about hisor her level of English proficiency.

Students may need ass stance reading, understanding, andfilling out theform. Thefollowingisasampleof a
basi cregistration form. Teachersshould add any information pertinent to their particular location.
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REGISTRATION FORM

Today’s Date: / / Dateof arrival intheU.S.A.: /
Month Day Year Month Day Year
NAME:
Last First Middle
ADDRESS:
# )_
House # Street Name Apartment
_( )
City State Zip Code Telephone Number
DATE of BIRTH: / | AGE: SEX: (M)Male (F) Female
Month Day Year
NATIVE COUNTRY: NATIVE LANGUAGE:
Inan EMERGENCY, contact: NAME Phone# ( )
Yearsof EDUCATION in NativeCountry: 0 1 2 3 456 7 8 910 11 12 13 14 15 16+
Student ID Number (SOCIAL SECURITY #):
Didyou study Englishbefore: NO: __ YES: __ If YES, how long? Where?
Doyouwork? (1) Full-time (2) Part-time (3) NO:
Occupation in Native county:
Doyou havechildrenin school: Yes: No: If yes, how many?
Doyou recieve public assistance? Yes No: Areyou handicapped?Yes No
Comments.
NEW STUDENT CONTINUINGSTUDENT | Time:
Test Date: / / CurrentDate. /| | Site/Class:
Oral: _ Written:__ / Level:
Start Date: /
Level: Teacher:
Coord: New Levd:
Revised: June 25, 1998
Adapted from REEP Registration Form, Arlington, VA A-9
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H 3. Assessing Your ESL Learners

by Cheryl L. Fuentes
Assessing the progressand skillsof your ESL learnersisacontinuous process, starting from the moment
they arriveinyour office or classroom and until sometimeseven after they leave. Programsor classes
should consider thefollowing phases of assessment:

Intake

Theregistration form completed during theintake processwill assist youin ng someof the
needsand skillsof your learners. Review theformto gain abetter understanding of your new student.
Perhapsthe student had difficulty writing the correct information on theform—uwhat implicationsdoesthat
have on hig/her literacy skills? How many yearsof education hasthe student completed? What was/isthe
student’sjob? Think about how thisinformationwill assist youin determining how to best meet the needs of
your student.

I nitial Assessment/Placement

Aninitial assessment, or placement, should take placeto determinethe student’slevel of English
proficiency. 1dedly, theinitia assessment wouldinvolveal 4 skill areas(e.g. listening, speaking, reading,
writing) to giveyou agenera senseof thestudent’sabilities. Depending onyour program design, you may
weighmoreheavily theresultsin oneskill area(e.g. if thefocusof the programiswriting, thewriting kill
assessment may determinewhether the student isabeginner or intermediate). Students should beencour-
aged to compl ete as much of thetest as possible; at thispoint there should not bea*“pass’ or “fail” marking
system. Sampleproficiency levelsaredescribedin Section A, Part 4, “Language Proficiency Levels.”

Perhapsyour interaction and conversation with the student during theintake processwill assist you
inmaking aninitial assessment of the student’sabilitiesintheseskill areas. In other cases, and again de-
pending on your program sizeand design, you may prefer to administer acommercialy-available assess-
ment instrument, or test. TheB.E.S.T. (Basic English SkillsTest) iswidely usedinadult ESL programsfor
assessing listening and speaking skills. The CASAS (Comprehensive Adult Student Assessment System)
testisalsowiddy-usedfor ng basiclifeskillsof adults, including listening and reading for ESL |earn-
ers. Other testsare also available—or you may design your own test to meet your own needs. Keepin
mind the purposes of thetest: to determinewhat skillsand abilitiesthe studentsalready possessand to
develop aplan of actionfor meeting hisor her needs.

On-Going Assessment

Oncethe student isin the program or class, on-going assessment iscritical to ensurethat learners
know wherethey are making progressand inwhat areasthey still need improvement. On-going assessment
may beformal (e.g. awrittentest) or informal (e.g. teacher observation, checklists, etc.). Inaddition, itis
important to make surethat the assessment toolsand techniquesthat you use arereflective of your instruc-
tion. Themost effective assessment systemswill lsoincludeaway for learnersto self-assesstheir

progress.

Final Assessment

A final assessment should take place at the end of the classor program. Thefinal assessment
should again include both an eva uation by theteacher, aswell asastudent self-assessment. Thefina
assessment may includetesting, writing samples, portfolio review, or teacher observations. Thefinal assess-
ment typically indicateswhich level the student should be placed into for the next class.

Itiscritica tofind amethod of assessment that worksfor your program, for the person(s) administering the
test, and for prospective students. Thefollowing pagesinclude sampletestsdevel oped by ESL programs, a
list of nationally recognized ESL tests, and an articlewhich describes varioustypes of assessment. For more
information on ng low-level adultsESL learnersin particular, refer to page C-11.
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RECOMMENDED ESL TESTSFOR ADULTS

LISTENING/SPEAKING READING WRITING
LITERACY BEST ORAL INTERVIEW | BEST LITERACY NATIVELANGUAGE
LEVEL ESLOA WRITING SAMPLE

NYSPLACE

DICTATION

BEST ORAL INTERVIEW | ATEPL WRITING SAMPLE
BEGINNING ESLOA BEST LITERACY Use ESL Composition

NYSPLACE CELSA Profileto score

BEST ORAL INTERVIEW | ATEPL
INTERMEDIATE | ESLOA BEST LITERACY

NYSPLACE CELSA

ESLOA CELSA
ADVANCED NYSPLACE ATEPL

Adult Learning Resource Center 1855 Mt. Prospect Road DesPlaines, IL 60018
(847) 803- 3535 FAX: (847) 803-3231
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ADAPTED TEST OF ENGLISH PROFICIENCY LEVEL (ATEPL)

The ATEPL (adapted 88 item TEPL ) assesses reading comprehension and grammar usage. Therearetwo
sectionsof thetest, 50 reading questionsin acloze format and 25 structure questionsin sentence context.
Testing timeis45 minutes, with 10-15 minutes needed for giving instructions. Test itemsare sequenced from
easy to difficult. Scoring can bedonein lessthan oneminute per test. Thereisa.93 correlation with CEL SA
1. Studentscan be placed inseveninstructional levels-low beginning to high advanced. Schoolswanting to
usetheATEPL must purchaseayearly sitelicense.

Waystouse:  Placement
Achievement

Orderform:  Association of Classroom Teacher Testers
1187 Coast Village Road
Montecito, CA 93108-2794 Suite 1 #378
(805) 899-1291
FAX: (805) 899-1290

BASIC ENGLISH SKILLSTEST (BEST)

The BEST test hastwo sections. Theord interview isavailablein along (20 minutes) and ashort (fiveto seven
minutes) version. Both must be administered individualy, but theliteracy skillssection may beadministered
individually or to groups. Verba and written responsesare assigned numerica val ueswhich areadded together
for raw scores. Test scoresare correlated to the Mainstream English Language Training (MELT) ESL profi-
ciency descriptionswhich are used by thelllinois State Board of Education-Adult Education and Literacy
Section. TheLiteracy SkillsTestisconsumable.

Waystouse:  Placement
Diagnostic
Achievement

Orderfrom:  Centerfor Applied Linguistics
4646 40th Street NW
Washington, DC 20016-1859
(202) 362-0700

Adult Learning Resource Center 1855 Mt. Prospect Road DesPlains, IL 60018
(847)803-3535 FAX: (847) 803-3231
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ESL COMPOSITION PROFILE

Theprofile providesguiddinesfor rating ESL writingin five categories: content, organi zation, vocabulary,
language use, and mechani cs. Each category containsnumerical scoreswithin descriptiverangesfrom excel-
lent to very poor i.e. Content: Excellent - 30-27; Very Poor - 16-13. The numbersfor each category arethen
added together for afina score. The profile can be used to rate student writing at any level andisvery useful
for demonstrating progress.

Waystouse:  Placement
Diagnostic
Achievement

Refer to: Testing ESL Composition: A Practical Approach.
Holly Jacobs. Newbury House, 1981.

*Note: Newbury House materialsare now availablethrough Heinle & Heinle Publishers. Call (800) 237-0053 or (617) 451-
1940for information.

THENYSPLACETEST

New York State’'s Placement Test for English asa Second Language Adult Studentstests|istening and speak-
ing ability. Thetest hasthree sections: Oral Warm-up, Basic English Literacy Screening and Oral Assessment
with Pictures. Studentsresponsesarerated onascaleof 0-2. The scoresaretallied and studentsare assigned
tooneof four ingructiona levels. Thetest manua includesacurriculumwhichidentifiesgrammatical structures
and topicsfor each of thefour instructiond levels.

Waystouse:  Placement

Orderfrom:  NY SPlace (New York State Placement Test for Adult ESL Students)
City School Didtrict of Albany, Albany Educationa TV
Albany, New York 12203
(518) 462-7292 x30

Adult Learning Resource Center 1855 Mt. Prospect Road DesPlaines, IL 60018
Tel. (847) 803-3535 FAX: (847) 803-3231
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COMBINED ENGLISH LANGUAGE SKILLSASSESSMENT (CELSA)

Thistest measuresreading comprehension and grammatica proficiency. Therearetwo formsof the45 minute
test. Eachform has 75items. Raw scoresand percentileranks are used to place sudentsinto seven levels, low
beginning (literate) to advanced plus. Thetest can beadministeredindividualy or to groups. A testing manual is
available. (CEL SA hasbeen approved for “federd ability to benefit” by the U.S. federa government. Schools
havethe option of purchasing test setsor Sitelicenses.

Waystouse:  Placement
Diagnostic
Achievement

Order from:  Association of Classroom Teacher Testers
1187 Coast Village Road Suite 1 - #378
Montecito, CA 93108-1291
FAX: (805) 899-1290

ENGLISH ASA SECOND LANGUAGE ORAL ASSESSMENT (ESLOA)

Thistest wasdesigned to hel p tutors measure astudent’ s ability to speak and understand English. Thetestis
dividedintofour levelsof English proficiency. Level | assessesaura comprehension. Level |1 assessesbasic
surviva vocabulary. Leve 111 and 1V assessability to answer questionsusing selected verb tenses. Administra:
tiontimevariesaccording to student level . Survival topicsand grammar structures are suggested for student
lessonsat each level.

Waystouse:  Placement
Achievement

Orderform:  Literacy Volunteersof America, Inc. (Soon to mergewith Laubach Literacy)
P. O. Box 6506
Syracuse, NY 13217
1-800-LVA-8812

Adult Learning Resource Center 1855 Mt. Prospect Road DesPlaines, IL 60018
Tel. (847) 803-3535 FAX: (847) 803-3231
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CASASTESTS

ESL Appraisal Test: Thistest assessesanindividud’s' ability to apply basiclistening and basicreading skills
inafunctiona context.’ Thetestismadeup of four parts. Listening, Reading, Writing, and Speaking/Listening.
Thelistening and reading sectionseach consist of 20 multiple choicequestions. Thewriting test involveswriting
two sentence from an audio tape, and the speaking/li stening section cons stsof a5-item one-on-oneinterview.

Life SkillsSurvey Achievement/Pre-Post Tests. Thesetestsassessreading and listening comprehension
and are‘ designed to measure alearner’ sability to apply basic skillsinafunctional lifeskillscontext.” The
listening testsinclude an audio tape. Thetestsmeasurefour levelsof proficiency: Level A, B, C, andD.

WaystoUse: Placement
Achievement

Orderfrom:  CASAS
5151 Murphy Canyon Rd. Ste. 220
San Diego, Cdlifornia 92123
1-800-255-1036
Fax (858) 292-2910

Adult Learning Resource Center 1855 Mt. Prospect Road DesPlaines, IL 60018
Tel. (847) 803-3535 FAX: (847) 803-3231
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Adult ESL Learner Assessment: Purposes and Tools
by Burt, Miriam; Keenan, Fran
ERIC Digest: ED386962 Sep 95

L earner assessment is conducted in adult basic education (ABE) and adult English asa Second L anguage
(ESL) educational programsfor many reasons—to placelearnersin appropriateinstructional levels, to mea-
suretheir ongoing progress, to qualify themto enroll in academic or job training programs, to verify program
effectiveness, and to demonstratelearner gainsin order to justify continued funding for aprogram. Because of
thismultiplicity of objectives, learner assessment involvesusing avariety of instrumentsand proceduresto
gather dataon aregular basisto ensurethat programsare“identifying learners needs, documenting thelearn-
ers progresstoward meeting their own goal's, and ascertaining the extent to which the project objectivesare
being met” (Holt,1994, p. 6).

Thisdigest looksat learner assessment inadult ESL programs. It describescommercialy availabletestsand
alternative assessment tool s, discusses key issuesin assessment, and highlights some of the differencesbe-
tween assessment and eva uation.

COMMERCIALLYAVAILABLETESTS
Inadult basic education, commercialy availableinstruments such asthe Test of Adult Basic Education (TABE)
andthe Adult Basic L earning Examination (ABL E) predominate as assessment tool s because they have con-
struct vaidity and scoring reliability, are easy to administer to groups, requireminimal training onthe part of the
teacher, and are often stipul ated by funding sources (Solorzano, 1994; Wrigley, 1992). ESL testsmost com-
monly used in adult education programs are the Basic English Skills Test (BEST) and the CASAS ESL
Appraisa (Sticht, 1990).

TheBEST, originally devel oped by the Center for Applied Linguisticsin 1982 to test newly arrived Southeast
Asanrefugees, assessesEnglishliteracy (reading and writing) skillsand listening and speaking skills. Although
thistest measureslanguage and literacy skillsat thelowest level s (no speaking isnecessary for someitemsas
learnersrespond to pictures by pointing), it requires sometraining on the part of thetester. Also, theoral
segment islengthy and must beadministered individudly (Sticht, 1990).

The Comprehensive Adult Student Assessment System (CASAYS) of Californiahasdevel oped competencies,
training manuas, and assessment toolsfor ABE and ESL programs. The CASASESL Appraisd ismultiple
choiceandincludesreading and listening items. It iseasy to administer becauseit isgivento groups, but does
not test oral skills(Sticht, 1990).

Other testsused for ESL arethe NY SPLACE Test, published by New York State, which isdesigned for
placement and includesabasic English literacy screening and an oral assessment; the Basic Inventory of
Natural Language (BINL) which providesagrammetica anaysisof spokenlanguage; the Henderson-Moriarty
ESL Placement (HEL P) test which was designed to measuretheliteracy skills(in the nativelanguageandin
English) and theora English proficiency of Southeast Asan refugeeadults, and Literacy Volunteersof America's
ESL Oral Assessment (ESLOA) which assessesalearner’sability to speak and understand English.

LIMITATIONSOFCOMMERCIALLY AVAILABLETESTS
Theuseof commercialy availabletestswith adult learnersis problematic because these tool s may not ad-
equatdy assessindividua learner srengthsand weaknessesespecidly a thelowest leve of literacy skills. Such
testsdo not necessarily measure what has been learned in class, nor address|earner goals (Lytle & Wolf,
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1989; Wrigley, 1992).

Sometesting issuesareuniqueto ESL learners. Itisnot alwaysclear whether ESL learnershavetroublewith
selected test items because of difficultieswith reading, with thevocabulary, or with the cultural notionsunder-
lying thetest items (Wrigley & Guth, 1992). Another problem may bethat somelow-literate ESL learnersare
unfamiliar with classroom conventionssuch astest taking. Henderson and Moriarty, intheir introduction tothe
HEL Ptest, advisethat ESL programsshould eva uate whether learners possessthefunctiona skillsnecessary
for writing (such asholding apencil), arefamiliar with classroom behaviors (such asresponding to teacher
guestions), and are ableto keep up with the pace of learning in beginning level classes (Wrigley and Guth,
1992).

Somewould arguethat the teststhemsel ves are not the problem, but rather their inappropriate use, for ex-
ample, administeringacommercialy availableadult “literacy” test (assessesreading and writing skills) to mea:
sureEnglishlanguage* proficiency” (listening and speaking ability). Funding stipul ationsmay specify ingppro-
priate instruments (Solorzano, 1994) or even testsdeveloped for native speskers(e.g., TABE,ABLE). Wilde
(1994) suggeststhat programs maximizethe benefitsof commercially available, norm-referenced, and diag-
nostic testsby: (1) choos ng teststhat match the demographi c and educationd backgroundsof thelearners; (2)
interpreting scores carefully; (3) ensuring that test obj ectives match the program objectivesand curricular
content; and (4) using additiona instrumentsto measurelearner achievement.

ALTERNATIVESTO COMMERCIALLY AVAILABLETESTS
Duein part to the drawbacks of thetests described above, many adult (and K-12) educators promotethe use
of aternative assessment tool sthat incorporate learner goalsand relate more closely to instruction (Lytle &
Wolfe, 1989). Alternative assessment (al so known as classroom-based, authentic, or congruent assessment)
includes such toolsassurveys, interviews, checklists, observation measures, teacher-devel oped tests, learner
self-assessment, portfoliosand other performance samples, and performance-based tests (Balliro, 1993;
Genesee, 1994; Isserlis, 1992; Wrigley, 1992).

Alternative assessment allowsfor flexibility in gathering information about |earners and measureswhat has
beentaughtinclass. “ L earner portfolios,” collectionsof individua work, are common examplesof aterna-
tive assessment. Portfolios caninclude such itemsasreports on booksread, notesfrom learner/teacher inter-
views, learners reflectionson their progress, writing samples, datafrom performance-based assessments, and
scoreson commercially availabletests (Fingeret, 1993; Wrigley, 1992). From“ lear ner interviews,” admin-
istrators and instructors get information to hel p with placement decisionsand to determineanindividua’s
progress. In one survey of adult teachers, 80% reported using oral interviewsto assesswhat students needed
and what they werelearning (Davisand Yap, 1992). From program-devel oped* per for mance-based tests,”
ingtructors, administrators, and thelearnersthemseal ves get information on how learnersuse Englishand basic
skillsregularly. Thesetests, inwhich items (such asreading achart or locating information on aschedule) are
putinactual contextsthelearners might encounter (Alamprese & Kay, 1993; Holt, 1994), are commonin
workplace programs. Authentic materials such asjob schedules, pay stubs, and union contractsprovidethe
context inwhichliteracy skillsare assessed.

Alternative assessment procedures, however, are not apanacea. Maintaining portfoliosistime consuming for
both learnersand teachers. The cultural expectationsand educational backgrounds of ESL learners might
makethem especially resistant to the use of participatory and other aternative assessments (Wrigley & Guth,
1992). Furthermore, fundersoftenrequire* hard data,” and it isdifficult to quantify outcomeswithout using
commercialy availabletests. Finaly, datafrom alternative assessment instruments may not meet digibility
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requirementsfor job training programs, or higher level classes, or certification (Balliro, 1993; Lytle& Wolfe,
1989).

Because of theseissues, ESL programs often use acombination of commercialy available and program-
developed assessment instrumentsto assessliteracy and language proficiency (Guth & Wrigley, 1992; Wrigley,
1992).
LEARNERASSESSMENT AND PROGRAM EVALUATION

Although learner progress, asmeasured both by commercially available and aternative assessment instru-
ments, isan indicator of program effectiveness, it isnot the only factor in evaluating ABE and adult ESL
programs. Other quantifiableindicatorsincludelearner retention, learner promotion to higher level sof instruc-
tion, and learner trangition to jobsor to other typesof programs(e.g., moving froman adult ESL programto
avocational program, or to afor-credit ESL or academic program). Less quantifiable learner outcomes
include heightened self-esteem and increased parti cipation in community, school, and church events (Alamprese
& Kay, 1993).

Other measures of adult education program effectiveness depend to alarge extent on program goas. Infamily
literacy programs, increased parental participation in children’slearning, parentsreading morefrequently to
thelir children, and the presence of more booksin the home might indicate success (Holt, 1994). Workplace
program outcomes might include promotion to higher level jobs, increased participationinwork teams, and
improved worker attitude that shows up in better job attendance and in awillingnessto learn new skills
(Alamprese & Kay, 1993).

CONCLUSION

Assessment isproblematic for adult ESL educators searching for toolsthat will quantify learner gainsand
program successto funders, demonstrateimprovement in English proficiency andliteracy skillstolearners, and
clarify for theeducatorsthemse veswhat has beenlearned and what hasnot. Dissatisfactionwith commercidly
availabletool s has been widespread, and many teachershavefet | eft out of the processof determining how to
assesslearner gainsin away that hel psteaching and learning. Current practice and theory seemto recommend
using acombination of commercialy available and program-devel oped alternative assessment instruments.
Further research in thisareaboth by teachersand researchersiswarranted.
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I ssuesin Accountability and Assessment for Adult ESL Instruction
by Carol Van Duzer
National Center for ESL Literacy Education (NCLE)
ERIC Digest February 2002

Throughout the 1990s, legidationincreasingly required programsreceiving federal funding to bemoreac-
countablefor what they do. For adult education, these requirements haveintensified the debate among prac-
titioners, researchers, and policy makersasto what constitutes success and how to measureit. At the same
time, the number of Englishlanguagelearnersenrolled in adult education programs hasbeen growing, particu-
larly inareasof the country that have not previoudy seen many immigrants(Pugdey, 2001). New programsare
being established to meet the demand for English asasecond language (ESL) instruction, and existing pro-
gramsareexpanding.

ThisQ&A describesthelegidative background of current accountability requirementsfor ESL programs, the
issuesinvolvedintesting level gain, and critical questionswhoseanswerscan lead thefield forward.

What doeslegidation require?

TheAdult Education and Family Literacy Act (Titlell of the Workforce Investment Act [WIA] of 1998)
requires each state to negotiatetarget levelsof performancewith the U.S. Department of Education (ED) for
threecoreindicators:
demondtrated improvementsinskill level sin reading, writing, and spesking the Englishlanguage, numeracy,
problem solving, Englishlanguage acquisition, and other literacy kills;
placement in, retentionin, or compl etion of postsecondary education, training, unsubsidized employment,
or career advancement; and
receipt of asecondary school diplomaor itsrecognized equivalent.
ED established the Nationa Reporting System for Adult Education (NRS) to definehow statesarerequiredto
report their data. NRSidentifies 12 functioning level descriptors, 6 for Adult Basic Education and 6 for English
asaSecond Language. The ESL level descriptorsdescribewhat alearner knowsand candointhreearess. ()
speaking and listening, (b) reading and writing, and (¢) functiona and workplace skills(U.S. Department of
Education, 1999-2001). Theselevel descriptorsdefine English language proficiency acrosssix levels, from
ESL Literacy toHigh Advanced.

Title!l of theWIA aso lists 12 criteriafor statesto consider when funding adult education and literacy
activities. Among these criteriaare establishing performance measuresfor learner outcomes, determining past
effectivenessin meeting or exceeding these performance measures, and maintaining ahigh-quality informeation
management system for reporting learner outcomes and monitoring program performance against the estab-
lished measures. For measuring level gain, the NRSimplementation document statesthat astandardized as-
sessment procedure (e.g., atest or aperformance assessment) isto be used.
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How ar e states meeting theserequirements?

Tomeet these criteria, each Sate has set itsown performance standardsin consultation with ED, indicating the
percentage of learnersthat should progressfrom level to level in funded programsor acrossthe stateasa
whole. A state can set different standardsfor different service providersor for different levelsof proficiency.
For exampl e, the percentage of learners expected to movefrom ESL Literacy to Beginning ESL could be
lower than the percentage expected to move from Beginning ESL to Low Intermediate. Thisrecognizesthat a
learner who entersaprogram with noliteracy skillsmay requireagreat deal of instruction beforeshowing level
gain. Each stateisevaluated by ED according to the state’ s own performance standards. A few states(e.g.,
Cadlifornia) haveingtituted performance-based contracts by which programsreceive money only for thelearn-
erswho makecertaingains.

States have a so designated specific assessment tool sor processesthat programs may useto show level gain.
Thesetoolsand processesvary among the states. Most states have chosen astandardized test (e.g., Califor-
nia: ComprehensiveAdult Student Assessment System [CASAS], Texas. Basic English SkillsTest [BEST],
and New York: New York State Placement Test [NY SPlace]); several give choicesamong alist of approved
tests(e.g., Arkansas. BEST or CASAS); and afew allow astandardized test for initia-level determinationand
then acompetency checklist or uniform portfolio for exit-level determination (e.g., Floridaand Ohio). For
contact information for the BEST, CASAS, and NY SPlace, seethe Adult ESL Tests section of thisdocu-
ment.

What aretheissuesin testing level gain?

NRSlevel descriptors

Programsarerequired to report the percentage of learnersthat movefromleve to level during thefunding
year. However, thereisno research to support how long it takesto advance one NRSIlevel . Becauseit takes
severa yearstolearn alanguagewel (Thomas& Callier, 1997), suchinformationiscrucia in high-stakes
assessment.

Thetimeit takesto show level gain on aproficiency scaleisdependent on both program and learner factors.
Programfactorsincludeintensity of the classes (how long and how many times per week); training and
experienceof theingtructors; adequacy of facilities(e.g., comfortable, adequatelighting); and resourcesavail-
ableto bothinstructorsand learners. Lear ner factorsinclude educational background, degreeof literacy in
native language, age, experience with trauma, and opportunitiesto usethelanguage outside of Programsare
required to report the percentage of learnersthat movefrom level to level during thefunding year. However,
thereisno research to support how long it takesto advance one NRSlevel . Becauseit takes several yearsto
learnalanguagewedl (Thomasé& Callier, 1997), suchinformationiscrucid in high-stakesassessment. Thetime
it takesto show level gain onaproficiency scaleisdependent on both program and learner factors. Program
factorsincludeintensity of the classes (how long and how many times per week); training and experience of
theinstructors; adequacy of facilities (e.g., comfortable, adequate lighting); and resources availableto both
instructorsand learners. Learner factorsinclude educational background, degree of literacy in nativelan-
guage, age, experiencewith trauma, and opportunitiesto usethelanguage outside of ingtructiona time. Stake-
holdersneed to know under what conditions (with which combinations of learner and program factors) NRS
level gainsareachievable,
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Standar dized testing

Oneway totest language devel opment isthrough the use of standardized tests, which are devel oped according
toexplicit specifications. Test itemsare chosenfor their ability to discriminateamong levels, and administration
procedures are consi stent and uniform. Pencil-and-paper standardized tests are often used becausethey are
easy to administer to groups, requireminimal training for thetest administrator, and have documentation of
reliability (consstency of resultsover time) and vaidity (measuring what thetest saysit measures) (Holt & Van
Duzer, 2000).

Degpitethe advantages, standardized testshavelimitations. Their resultswill have meaningto learnersand
teachersonly if thetest content isrelated to the goalsand content of theinstruction (Van Duzer & Berdan,
1999). Adult education programs are often tail ored to take advantage of thefew hours (typicaly 4-8 hoursper
week) that adult |learnersare avail ableto study. I nstruction may focus on alimited number of learner goals
(e.g., finding abetter job or helping children with their homework). If theitemsin astandardized test reflect the
actud curriculum, then thetest may accurately assessachievement of thelearners. However, if theitemsdo not
reflect what iscovered in the classroom, the test may not adequately assesswhat |earnersknow and can do.
Giventhefocusonrea-life, practical content in adult ESL instruction, using atest that assesses everyday
vocabulary andtasks(e.g., BEST or CASAS) canyield satisfactory results.

Thereisconcern, however, that standardized tests may not be ableto capture theincremental changesin
learning that occur over short periodsof instructiond time. Test-administration manualsusually recommendthe
minimum number of hoursof instruction that should occur between pre- and post-testing, yet thelearning that
takes placewithinthat timeframeisdependent on the program and learner factorsdiscussed previoudly. Inthe
effort to make surethat learnersare tested and counted before they leave, program staff may be post-testing
before adequateinstruction hasbeen given. In such cases, learners may not show enough progressto advance
alevel unlessthey pre-tested near the high end of the scorerangesfor aparticular NRSlevel.

Per for mance Assessment

Performance assessmentsrequirelearnersto use prior knowledge and recent learning to accomplish tasksthat
demonstratewhat they know and can do. Thereisadirect link betweeninstruction and assessment. Examples
of performance assessment tasksincludeoral or writtenreports(e.g., on how to becomeacitizen); projects
(e.g., researching, producing, and distributing abookl et on recreationa opportunitiesavailableinthe commu-
nity); and exhibitions or demonstrations (e.g., aposter depicting the stepsto becoming aU.S. citizen). A
variety of performance assessments provideamore complete picture of alearner’sabilitiesthan can begath-
ered from performance on apencil-and-paper standardized test.
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For adult ESL, performance assessment refl ects current thought about second language acquisition: Learners
acquirelanguage asthey useitinsocia interactionsto accomplish purposeful tasks(e.g., findinginformation or
applyingfor ajob). The performance may be assessed s mply by documenting the successful compl etion of the
task or by the use of rubricsdesigned to assess various dimensions of carrying out thetask (e.g., rating oral
presentation skillson ascale of 1-5). Both instructorsand learners can beinvolved in the devel opment of
evaluation guidelinesand in theevaluation procedureitsaf (Van Duzer & Berdan, 1999).

Although performance assessments provide valuableinformation to learners, instructors, and other program
daff, their usefor accountability purposesiscurrently limited. Thesetypesof assessment aretime consumingto
administer and score. To producethereliable, quantifiable datarequired for high stakes assessment, perfor-
mance assessmentswould need to be standardized. That is, for each of the NRSfunctioning levels, tasks
would need to be devel oped (and agreed upon) that would represent level compl etion; scoring rubricsand
guidelinesfor evaluating performance would need to bein place; and administrators and evaluatorswould
need to betrained.

What attemptsat standar dizing per for mance assessment ar ebeing undertaken?

A few projectsare attempting to devel op performance assessments that would be acceptablefor the NRS.

e Ohioisdeveoping auniform portfolio system of performance assessment that isbeing validated by
Ohio State University (Gillette, 2001).

e Colorado developed acertificate system based on performance assessmentsthat wasdiscarded in
favor of astandardized test for NRSreporting. However, the Colorado Department of Educationis
working with CASASto standardize and validate onelevel of the Colorado Certificate of Accom-
plishment so that it meetstherigorsof high-stakes assessment (K.

e TheNationa Institutefor Literacy’s (NIFL) Equipped for the Future (EFF) project staff isworking
with programsin severa statesto devel op acontinuum of performance for the EFF adult literacy
content standards so that performance assessment tasks can be constructed (Stein, 2001).

o ED’sofficeof Vocational and Adult Education (OVAE) issupporting two performance assessment
projects: (a) The Test of Emerging Literacy (TEL) isbeing developed by American Institutesfor
Research (AIR) with additional support from Arizona, M assachusetts, and Washington, and (b) the
BEST Ord Interview isbeing revised by the Center for Applied Linguistics(CAL) in order to assess
thefull range of NRSfunctioning levels. (Two versionsof the I nterview, one print and one computer
adaptive, will beavailable Fall 2002.)

e OVAE and NIFL are supporting the National Academy of Sciences review of standardsfor alterna-
tive performance assessment (National AcademiesBoard on Testing and Assessment, 2001).

For thetimebeing, however, performance assessmentsremain difficult and costly to producefor high-stakes
reporting (Wrigley, 2001).

What arethecritical questionsto beanswered?

Theissuesdiscussedinthis Q& A point to severa critical questionsthat need to be examined to movethe
field of adult education forward in solving the complexities of defining learner progressand how to measure
it.
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1. What should be counted as success, and how should it bemeasur ed? What |earners, instructors,
and program staff count as success may differ fromwhat ismeasured by state-mandated assessment
procedures. Level gainisjust one possible outcome of instruction. Equally important to learner successmay
beanincreasein literacy practices(e.g., reading agreater variety of print materials, reading to children);
achievement of apersonal goa (e.g., passing the citizenship test, receiving ajob promotion); or anincrease
in confidence and salf-esteem. Statesare currently ableto count these outcomesintheir own evauation
plansif they so choose. However, achangein thelegidation would berequired for the outcomesto be
allowable under the provisionsof the WIA.

Stakeholders should work together to identify what combination of assessments(e.g., standardized, perfor-
mance, logsof increased practices, goa attainment, observationsof increased confidence) will yield useful
informationfor designing, modifying, and improving programs. If accountability continuesto rest mainly on
theresultsof standardized testing, then thereisaneed for additional language-based instrumentsthat
measure morethan one skill (i.e., listening, speaking, reading, writing, grammar). Information about legida
tiverequirements, learner goalsand needs, and assessment specifications (e.g., what is purported to be
measured, reliability study results) should be clear to each stakehol der. If alegidative changeiswarranted,
then stakehol ders should work with ED and legidatorsto haveit enacted.

2. How well doesthe NRS scalefacilitatethereporting of lear ner progress? The NRS|ooks at
functional level gain asoneof three coreindicators by which programs can measuretheir success. However,
no dataare availablethat identify how long it takesto make alevel gain and under what conditions (program
type, intensity and length of instruction, resources and support servicesavailable). Adult education services
areprovided by awidevariety of ingtitutions(e.g., loca education agencies, community colleges, libraries,
community-based and vol unteer organi zations, businesses, and unions) under varying conditions. The
complex livesof thelearnerscan leavethemwithlittletimefor educationa pursuits. Theinterrelationship
among thetimeand conditionsit takesto makealeve gain, the assessment procedure chosento measure
that gain, and the resources avail ableto assessit need to be examined.

3.What isthecost in time, staffing, and fundsto effectively assessand document lear ning out-
comes? Adult education programsgenerally havelimited operating funds. Theimplementation of standard-
ized assessments, whether inasmall program or alarge one, requiresextrastaffing time, often beyond the
limitsof thefunding received. In programswith largenumbersof learnerswith low literacy sKills, itisa
tremendouschallengejust to ensurethat test formsare properly filled out (e.g., nameand identification
number) and answersare marked in appropriate places. Additional costsmay beincurred asprogramstrain
staff or hireadditional staff to devel op, administer, or score assessmentsin away that assuresreliableand
timdy results.

4. What changesin program design and staff development are needed to ensur ethat assessment
toolsarerdiably used? Even though standardi zed testsand some performance assessments have guidelines
for administering and scoring, test administrators may not be following them. As mentioned above, some
programsand states are post-testing too soon after pre-testing because they are concerned that learners may
leavethe program before they are post-tested. However, learners may not show progressif they have not had
adequateingtruction time between test administrations. To ensure consi stent and reliabl e assessment, adminis-
tration procedures need to be carefully followed and adequate resources need to be allocated for training.
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5.How dolocal, state, and national policiesaffect assessment toolsand practicesand what poli-
ciesneed to bepracticesand what policiesneed tobecreated? Atthenational level, the WIA and
theNRS have set criteriathat statesmust meet in order to receivefedera funding. Stateshaveleeway,
however, to set their own performance measures and select their own assessment procedures. Not all
program staff may be aware of these policies. Their attitudestowards being required to use certain assess-
mentsmay affect theresults. What impact does such apolicy have on programs? How doesit differ from
what ishappening in other stateswhere, to receivefunding, programsarerequired only to achieve or
exceed acertain percentage of learnersmaking level gain? Aretheredifferencesinresultsamong states
requiring certain assessment tool sversusthose statesthat allow programsto choose?

Conclusion

The United States has made progress over the past decadein creating acohesive system of adult education
through legidation such asthe Workforce Investment Act and frameworks such asthe National Reporting
System for Adult Education. Finding answersto the questions presented herewill contributeto theevolving
system. At the sametime, the political environment that pressesfor accountability createstension withthe
enormous amount of timeit takesto build such asystem. As program staff in both new and established
programs strugglewith accountability issues, they need to advocate for sound assessment policiesat thelocal,
state, and national levels-and the resourcesto implement them.
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ﬁ 4. Language Proficiency Levels

A languageproficiency leve referstotheleve at which astudent functionsin English—in other words, how
much English heor sheknows. Determining thelanguagelevel of the student assistsprogramsin measuring
the student’ s progressand noting achievement of benchmark levels, aswell asdemonstrating to other
stakeholders, such asfunders, the benefits of instruction. 1f you do not know wherethe student begins, then
itisdifficult toknow if heor shehasmadeany progress! But, don't despair. Many programssimply place
studentsinto oneof threelevels. beginning, intermediate, or advanced. Samplelevel descriptionswhichare
adaptableto various programsareincluded.

The Student Performance Level s(SPL s) devel oped through the Mainstream English Language Training
(MELT) program describe seven language proficiency levelsranging from beginner to“ closeto anative
speaker.” TheU.S. Department of Education, Division of Adult Education and Literacy (DAEL), Office of
Vocationa and Adult Education, aso, haspublished ESL entry-level descriptionsin functiona skills, which
aretied to the Student Proficiency Levels(SPL) and the CASAStest. Thesedescriptorsarepart of the
National Reporting System (NRS), an outcome-based reporting system for state-administered, federally-
funded adult education programsand arevery useful in pinpointing learners’ levelsof competency in speak-
ing, listening, reading, writing andin life/lworkplace skills, at the sametimehighlighting what alearner should
be ableto do at the end of acourse. These descriptors can beviewed at http://www.air.org/nrs/
implement.pdf (pages17-18). Many adult ESL programs, nevertheless, develop their ownlevel descrip-
tionscorrelated to genera proficiency levelssuchasCASAS, DAEL, or SPLs.

Asyou develop aprogram or aplan for meeting the needs of your learner(s), consider how these descrip-
tionsof what students can do with English will assist youin choosing resources, designing aplan and/or
lessons, monitoring the student’s progress, and measuring the student’ s skillsat the end of the course or
program.
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DAEL English as a Second Language Proficiency Levels

Begl nning L iteracy
Functional skills. Theindividual functionsminimally or not at al in English and can communicate only
through gesturesor afew isolated words. Theindividua may lack literacy in the nativelanguageand has
had littleor noformal schooling.
Reading andwriting. Theindividual cannot read or writeor can read or writeonly isolated words. There
may belittleor no aphabet recognition.
Foeaking and listening. Theindividual cannot speak or understand English, or can understand only iso-
lated words or phrases.

Test benchmark. 165-180 CASAS; SPL 0-1. (For more information on Sudent Performance Levels [ SPL]
and The Mainstream English Language Training Project [MELT] prepared by Allene Crognet of the Center for

Applied Linguistics, please contact the Virginia Adult Learning Resource Center, 1-800-237-0178 or vdesk@vcu.edu)

Begl nning ESL
Functional skills. Theindividual functionswith difficulty in Stuationsrelated toimmediate needsandin
limited socid situations; has some simpleoral communication abilitiesusing smplelearned and oftenre-
peated phrases.
Readingandwriting. Theindividua hasalimited understanding of print only through frequent re-reading;
can copy words and phrases and write short sentences.
Foeaking and listening. Theindividual can understand frequently used wordsin context and very smple
phrases spoken dowly and with some repetition; surviva needscan be communicated smply; andthereis
some understanding of smplequestions.
Test benchmark. 181-200 CASAS; SPL 2-4.

I ntermediate ESL
Functional skills. Theindividual can meet basic survival and socia needs; canfollow somesimpleora
and writteninstruction; and has someability to understand on thetelephone.
Readingandwriting. Theindividua canread smplemateria onfamiliar subjects, but hasdifficulty with
authentic materia's; can write simple paragraphson survival topicsand personal issueswith someerror.
Foeaking and listening. Theindividual can understand simplelearned phrasesand new phrases contain-
ing familiar vocabulary; can converseon familiar topicsbeyond surviva needs; can clarify speechthrough
rewording and asking questions. Theindividua usesand understands basic grammar.
Test benchmark. 201-220 CASAS; SPL 5-6.

Advanced ESL

Functional skills. Theindividual can understand general conversations, participate effectively infamiliar
Stuations, satisfy routinesurviva and socid needsand follow ord and writteninstructions. Individuasaso
can understand conversation containing some unfamiliar vocabulary on many everyday subjects, but may
need repetition, rewording or slower speech.
Reading and writing. Theindividual can read materialson abstract topicsand descriptionsand narra-
tionsof factua materid. Theindividua canwrite descriptionsand short essaysand can complete complex
formsand applications. Individualshaveagenera ability to use English effectively to meet most routine
socia and work situations.
Foeaking and listening. Theindividual can conversewith no or minimal difficulty in conversation; can
communicate over thetelephoneon familiar subjectsand hasbasic control of grammar; understandsde-
scriptiveand spoken narrative and can comprehend abstract conceptsin familiar contexts.
Test benchmark. 221 and above CASAS; SPL 7-10.

Taken from: Annual Performance and Financial Reports, Sate Administered Adult Education Program, Division of

Adult Education and Literacy, Office of Vocational and Adult Education, U.S. Department of Education, pages 3-4, 1996
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# 5. Learner Needs and Goals

ESL learnershave many needs, and perhapsthe most important part of program planning isto work with
thenew learner to discover hisor her specific and individual needs. 1t may seem obviousthat the student
wantsand needsto learn English. However, in designinginstructionto meet astudent’ sneeds, it may be
necessary to inquirefurther by conducting aneeds assessment.

The n%ds assessment may include some of thefollowing questions:
Doesthe student need to speak English at work or with hisor her children? Wherewill thelearner
useEnglish?
Doesthestudent livein an areawith otherswho speak the same native language and can assist with
trandating?
Doesthe student need to communicatein English at the supermarket, doctor’soffice, etc.?
To what extent doesthelearner want or need to read and writein English?
How muchtime canthelearner study everyday? week? month?
Isthelearner ableand/or willing to pay for instruction? If so, how much?

Duringintake/registration, the needs assessment may be conducted informally through conversation, in
writing (such as compl eting aquestionnaire or including these questions on theregistration form), or with
visua aidsto facilitate communication (e.g. picturesof adoctor’soffice or work setting). Likewise, the
needs assessment may bein English or the student’ snativelanguage, if staff areavailable. Theinformation
gathered from these questionnaires can hel p both the teacher and the student decide whereto begin and
how to proceed to help the student achieve hisor her goals.

Theinformation onthefollowing pageswill help you determineyour students needsand godls.
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Needs Assessment for Adult ESL Learners

Kathleen Santopietro Weddel, Colorado Department of Education
Carol Van Duzer, National Center for ESL Literacy Education
ERIC Digest, May 1997

Assessment of literacy needs from the learner’s perspective is an important part of an instructional program.
Learners come to adult English as a second language (ESL) literacy programs for diverse reasons. Although
they may say they just want to “learn English,” they frequently have very specific learning goals and needs: for
example, to be able to read to their children, to get ajob, or to become acitizen. If their needs are not met,
they are more likely to drop out than to voice their dissatisfaction (Grant & Shank, 1993). The needs assess-
ment process can be used as the basis for developing curricula and classroom practice that are responsive to
these needs.

Although learner needs assessment encompasses both what learners know and can do (learner proficiencies)
and what they want to learn and be able to do, this digest focuses on ways to determine what |earners want or
believe they need to learn. Many of the activities described can also include or lead to assessment of
proficiencies, and many of the sources cited include both types of assessment. (See Burt & Keenan, 1995, for
adiscussion of assessment of what learners know.)

WHAT 1S NEEDS ASSESSMENT?

The word “assess’ comes from the Latin term “assidere,” which means to “sit beside.” Process-minded and
participatory-oriented adult educators “ sit beside” learnersto learn about their proficiencies and backgrounds,
educational goals, and expected outcomes, immersing themselvesin the lives and views of their students
(Auerbach, 1994).

A needs assessment for use with adult learners of English isatool that examines, from the perspective of the
learner, what kinds of English, native language, and literacy skillsthe learner already believes he or she has;
the literacy contexts in which the learner lives and works; what the learner wants and needs to know to
function in those contexts; what the learner expectsto gain from the instructional program; and what might
need to be done in the native language or with the aid of an interpreter. The needs assessment focuses and
buildson learners' accomplishments and abilitiesrather than on deficits, allowing learnersto articulate and
display what they aready know and can do (Auerbach, 1994; Holt, 1994).

Needs assessment is a continual process and takes place throughout the instructional program (Burnaby, 1989;
Savage, 1993), thusinfluencing student placement, material s sel ection, curriculum design, and teaching ap-
proaches (Wrigley & Guth, 1992). As Burnaby (1989) noted, “The curriculum content and |earning experi-
ences to take place in class should be negotiated between learners, teacher, and coordinator at the beginning of
the project and renegotiated regularly during the project” (p. 20). At the beginning of the program, needs
assessment might be used to determine appropriate program types and course content; during the program, it
assures that learner and program goals are being met and allows for necessary program changes; at the end of
the program, it can be used for assessing progress and planning future directions for the learners and the
program.

WHY IS NEEDS ASSESSMENT IMPORTANT?

A needs assessment serves a number of purposes:

* It aids administrators, teachers, and tutorswith learner placement and in devel oping materias, curricula, skills
assessments, teaching approaches, and teacher training.

* It assures aflexible, responsive curriculum rather than afixed, linear curriculum determined ahead of time by
instructors.

"It provides information to the instructor and and learner about what the learner brings to the course (if done
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at the beginning), what has been accomplished (if done during the course), and what the learner wants and
needs to know next.

Factorsthat contribute to learner attrition in adult literacy programsinclude inappropriate placement and
instructional materials and approaches that are not relevant to learners’ needs and lives (Brod, 1995). When
learners know that educators understand and want to address their needs and interests, they are motivated to
continue in aprogram and to learn.

ASSESSMENT TOOLS

Needs assessments with ESL learners, as well as with those in adult basic education programs, can take a
variety of forms, including survey questionnaires on which learners check areas of interest or need, open-
ended interviews, or informal observations of performance. In order for needs assessment to be effective,
tools and activities should be appropriate for the particular learner or groups of learners. For example, reading
textsin English might be translated into the learners’ native languages, read aloud by the teacher or an aide (in
English or the native language), or represented pictorially.

Types of needs assessment tools and activitiesinclude:

urvey questionnaires. Many types of questionnaires have been designed to determine learners' literacy
needs. Frequently they consist of alist of topics, skills, or language and literacy uses. The learnersindicate
what they aready know or want to know by checking in the appropriate column or box, or they may be asked
to use a scale to rank the importance of each item. For beginning learners who do not read English, pictures
depicting different literacy contexts (such as using atelephone, buying groceries, driving acar, and using
transportation) can be shown, and learners can mark the contexts that apply to them. For example, using
transportation could be represented by pictures of abus, a subway, and ataxi. Thelist of questionnaire items
can be prepared ahead of time by the teacher or generated by the students themselves through class discus-
son.

Learner-compiled inventories of language and literacy use. A more open-ended way to get the same
information that surveys offer isto have learners keep lists of ways they use language and literacy and to
update them periodically (McGrail & Schwartz, 1993).

Learner interviews. Interviews with learners, either one-on-one or in small groups, in their native language or
in English, can provide valuable information about what |earners know, what their interests are, and the ways
they use or hope to use literacy.

Review of reading materials. An instructor can spread out a range of reading materials on the table (e.g.,
newspapers, magazines, children’s books, comics, and greeting cards, and ask |earners which they would like
to read and whether they would like to work in class on any of them. A similar activity can be done with
different types of writing.

Class discussions. Showing pictures of adults in various contexts, the teacher can ask, “What literacy skills
does this person want to develop?’ and have learners generate alist. The teacher then asks, “Why do you
want to develop literacy skills?” Learners might be more willing to expresstheir desiresif they move from the
impersonal to the personal in thisway (Auerbach, 1994).

Personal or dialogue journals. Learners journals-where they write freely about their activities, experi-
ences, and plans-can be arich source of information about their literacy needs (Peyton, 1993).

Timelines. Learners can prepare their own personal timelines, in writing or pictorially, that indicate major
eventsin their lives aswell as future goals. Discussion can then focus on how progress towards those goals
can be met through the class (Santopietro, 1991). A-31
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NEEDS ASSESSMENT IN ONE ADULT ESL PROGRAM

TheArlington Education and Employment Program (REEP) in Arlington, Virginia. periodically conductsa
program-wide needs assessment to determine the interests and goals of ESL learnersin the community. The
director and program coordinators collaborate with community agencies, schools, and employersto identify
ways in which the REEP program can prepare learners for the economic, civic, and family opportunitiies
availablein the community. Thisinformation isthen used for program planning purposes, such as developing
courses, curricula, and materias, and preparing needs assessment tools. Learner interviews and a placement
test assessing general language proficiency are used to place learnersin an instructional level. Oncethey are
in the classroom, learners participate in a continual needs assessment process to plan what they want to learn
and how they want to learn it.

It enables learners to get to know one another through the needs assessment process as they acknowledge
shared concerns and begin to build acommunity in the classroom (Van Duzer, 1995). For several days, some
classtime may be spent discussing where they use English, what they do with it, what problems they have
encountered, and why they fedl they need to improve their language skills and knowledge. Through this
process, both the learners and the teacher become aware of the goals and needs represented in the class. A
variety of level-appropriate techniques, like those mentioned above, are used to come to a concensus on the
classinstructional plan andto develop individual learning plans. Learners select from both program-established
curricular units and from their identified needs. The needs assessment process serves as both alearning and
information-gathering process aslearnersuse critical thinking, negotiation, and problem-solving skillsto reach
thisplan.

Once the classinstructional planis selected, ways are discussed to meet individual learner needs apart from
the whole class such as through small in-class focus groups, working with avolunteer, time in the program’s
computer learning lab, assistance obtaining self-study materials, or referral to other programs. The classplanis
revisited each time a unit is completed to remind the learners where they have been and where they are going
and to enable the teacher to make changes or adjustments to content or instruction as new needs are uncov-
ered.

CONCLUSION

Needs assessment can take many forms and can be carried out at different times during the instructional
process. Whatever the focus and format, the basic purpose is to determine what learners want and need to
learn. When curriculum content, materials, and teaching approaches match learners' perceived and actual
needs, learner motivation and success are enhanced.
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What You Need To Know
About Your Sudents

Age

Number of yearsof schooling in native country
High school diploma, collegedegree

Maritd status

Children

Employment in native country

Gods. career, educational, personad
PreviousESL ingtruction

Other languages spoken

Other

Suggested Ways of Gathering

Student Information

Student regidtrationforms
Get-acquainted activities
Student writing

Asking questions

Other

Source: Illinois Adult Learning Resource Center

DesPlaines, IL.
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Colorado Certificate of Accomplishment
English as a Second Language
Adult Learner Needs Assessment

Student Name Date

Instructor Program

Instructors demonstrate completion of the assessment.
Student checks top 4 choices.

I need English for: (Check 4)

Health Housing

P

=

|| shopping Transportation

Colorado Certificate of Accomplishment
English as a Second Language
Adult Learner Needs Assessment
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Colorado Certificate of Accomplishment
English as a Second Language
A_36 Adult Learner Needs Assessment
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ESL NEEDS ASSESSMENT
(If necessary, assist students to complete the assessment)

Do you speak English here?
Yes No

-at work

-on the bus/train

-with friends

-with neighbors

-at the doctor’s

-on the telephone

-in stores

-at your children’s school

Other places where you speak English

Do you want to speak better

-at work

-on the bus/train
-with friends
-with neighbors
-at the doctor’s
-on the telephone
-in stores

-at your children’s school

Yes

English

No

Can you read or write these in English?
Yes No

-checks

-bills

-ads in newspaper

-catalogues

-work notices

-report cards/school notes

-forms

-job applications _

Other things you read or write in English

Colorado Certificate of Accomplishment
English as a Second Language
Adult Learner Needs Assessment

Do you want to read or write in English?

-checks

-bills

-ads in newspapers
-catalogues

-work notices

-report cards/school notes
-forms

-job applications

Yes

No
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Student name Date

Instructor name Program

GENERAL GOALS
My goasare (check all that apply)

get ajob get ahigh school diploma
get abetter job getaGED
reading Speaking
writing other:
HOT TOPICS

Firdt, | want to learn Englishfor thefollowing reasons (Check the 3 most important)

____ findingajob ___community (bank, post office, library)
________onthejob ____ shoppingfor food and clothes
_ bhousing ____ transportation

__ hedlth other

| have problemswith (check al that apply)

pronunciation writing
grammar American culture
reading conversation
other:

Colorado Certificate of Accomplishment
English as a Second Language
Adult Learners Needs Assessment
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SPECIFIC GOAL S (Check the appropriate column)

Already
Know

Want to
Learn

Not
Important

report an emergency

writepersona information

read signs (road, stores, job etc.)

usebank (fill out forms)

usepost office(fill out forms)

use American money

read newspaper ads
(sdles, jobs, housing etc.)

writelettersand notes

fill out job application

read |etter from child'sschool

shop for food

ask about job openings

report problemsonthejob

talk to supervisor at work

read medicinelabds

talk to adoctor

make doctor’ s appointment

fill outinsuranceforms

tell about housing problem

tak tolandlord

read hills

usebus

follow directions

read amap

other:

Illinois Adult Learning Resource Center
Des Plaines, IL.

A-39




EOL Sarter Kit

# 6. Designing a Program Plan

by Cheryl Fuentes

Onceyou havelearned about the needs of your learner, you can beginto explore avariety of program
modelsfor meeting his’her needs. Asaprogram planner, you havetheflexibility to determine how to best
meet these needs. You may be ableto offer only one specific model, given program resources, or acombi-
nation of program models. Thissection containsabrief description of program options, sample student
profiles, and articles discussing program devel opment and methodsfor attracting and keeping ESL learners.

Individual Tutors: One-to-onetutoring programs may usevolunteersor paid staff astutors. Typicaly, the
tutor and student arrange amutually convenient timeto meet at apublic place (school, cafe, library, etc.) or
privately at ahome. They may meet for aslittle as 30 minutes per week or up to 10 hours per week.
Individual tutorscan easily designlessonsto meet specific needsof thelearner.

Small Groups: A smdll group setting isan expansion of theindividua tutor model—oneteacher or tutor
(paid or volunteer) meetswithasmall group (3-5) learnersat aregularly scheduled time.

Class: If you havemorethan 5-10learners, you may consider offering aclassin order to dividelearnersby
their Englishlevels, e.g. beginning and intermediate classes. Theclassmay betaught by avolunteer or paid
teacher. Classesmay be open-entry (new studentsmay begin and/or end at any time) or closed-entry
(learnersbegin and end on specific dates).

Computer Assisted Instruction (CAI): Accessto technology can beawonderful asset to new program
planners. A variety of software programsexist for ESL learners, especialy intermediate and advanced
learners. Computer stationscan be equipped and accessed individually, or integrated into small group and
classinstruction. A computer lab may allow for new studentsto begin learning very soon after registration
if itisopen entry.

Family Literacy: A family literacy classmay include parentsand childrenin activities, or it may takeon an
intergenerational nature by including grandparents, aunts, uncles, etc. AnESL family literacy classmay
includethefollowing components: child careand activitiesfor children, ESL classfor parentsand/or other
adult family members, and parent and childinteractiontime.

WorkplaceESL: A workplace ESL classmay be held at aworksite or aschool. Workplace ESL classes
teach employment-rel ated language employeesneedin their jobsin order to be ableto communicate better
inEnglishat work. Employersmay support enrollment in aworkplace ESL classby compensating employ-
eesor providing benefitsfor attending and/or completing the class, providing spacefor the class, and/or
providing work-rel easetimeto attend class.

English for Academic Purposes. Englishfor Academic Purposes(EAP) refersto ESL classesdesigned
to prepare astudent for further academic study. Classesmay includelearning strategies, test taking skills,
and other academic preparation tasks. Classesare oftenintensive, meeting severa hourseach day, severd
days per week.

Collaboratingwith your Community: Another option for meeting the needsof learnersisto collaborate
with other community agencies. Working together, two or more agencies may build upon the strengths of
each organizationwithout ‘ reinventing thewhed’ and duplicating services. Collaborating agenciesmay
includelibraries, private school s, busi nesses, K-12 school programs, the human services department, or
health department.
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Real-LifeExamples

Here are some exampl es of individualswho may enter your program. Think about what each student may
want and need to learn. Suggestionsfor topicsof instruction have been provided for you.

1. MAI

Mai is26 yearsold and hastwo children, aged 7 and 3. Sheismarried and haslivedinthe United Statesfor
3months. Mal isabeginningleve sudent. Sheisinterestedin becoming moreinvolvedin her children’slives.
What might her needsand goalsbe?

Suggestions:
*  bascUSsurviva (housing, transportation, basic vocabulary)
vigiting thedoctor
talking with children’steacher

2. JUAN
Juanis19years oldand single. Heworksinafurniturefactory. HehaslivedintheU.S. for two years, and
hewent to school for nineyearsin hisnative country. Heisanintermediatelevel student.

Suggestions:
* continuing educetion
adult high school
workplacevocabulary
workplaceissues(safety, giving and recelving directions, etc.)
reading and understanding paycheck, benefits, etc.
promotability

3. SOPHIA
Sophiais21 yearsold and completed high school in her native country. Shewantsto beajourndist. Sheisan
advanced level student.

Suggestions:
Englishfor academic purposes
test taking skills
geography, literature, grammar, writing
socid, politica, universd issuesfor discussion

4. MR. KIM

Mr. Kimis47 yearsold, married, with three children, all teenagers. Heworksasacustodian. Hewasa
successful businessmanin hisnative country. HehasbeenintheU.S. for 18 months. Heisalow intermediate
Student.

Suggestions:
*  continuing educetion
jobtraining
mentor programs
generd ESL indruction
writing classes
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Outreach and Retention in Adult ESL Literacy Programs
by Shirley Brod
ED383241 May 95. ERIC Digest

Adultslearning English asasecond language (ESL) comefrom different culturesand countries, vary intheir
educational backgrounds, and have diversereasonsfor learning English (Valentine, 1990). Whilereports of
overcrowded classroomsand long waiting listsfor classesmight indi catethat intensi ve outreach and retention
effortsare not necessary (Chisman, Wrigley, & Ewen, 1993), many successful programswork hard to en-
hance outreach and ensureretention. Thisdigest discusses outreach methods; it examineslearners reasonsfor
enrollingin ESL classesand for leaving the classes; and it suggestswaysto improve retention.

OUTREACH
A variety of methodsexist to attract learnersto adult ESL programs. Learners, the media, program partners,
and bilingual support staff can publicize and promotethe program.

LEARNERS
Because satisfied, successful learnerswho enroll and thenre-enroll for subsequent classesarethe best adver-
tisement for aprogram, established programsbegin recruitment by talking to learnerswho aresigning up for
servicesto find out who they are, how they learned about the program, and why they have chosen this
program. If the enrollees arereturnees, they are asked why they arere-enrolling.

Adult learnerscan post flyersin their apartment compl exes, neighborhood markets, churches, and community
centers. They canrepresent their programsin free or low-cost boothsat county fairs, engagein competitions
for thenumber of learnersthat onelearner canrefer to the program, and givetestimonia sthat the program can
useinadvertisng. Theselearner promotion effortscan haveahugeimpact on enrolIment. Eighty to eighty-five
percent of thelearnersin theArlington Education and Employment Program (REEP) inVirginiasay their
enrollment isdueto word of mouth (personal communication, S. Grant, March 1995).

PROGRAM PARTNERS

Multiple partnersin workpl ace programs, including businesses, unions, chambersof commerce, and profes-
sional organi zations, can collaboratewith the educationd entity to offer acoherent program. Often companies
have budgetsto publicize programsand pay for receptionsto cel ebrate learner progress. Regular graduation
ceremonies, towhichformer learners, family members, and friendsareinvited, can serveto honor the partici-
pant and heighten the profile of the program in the community or at the workplace. Representativesfrom
community organizationsand rel ated service agenciesaswell asmembersof the presscan aso beinvited to
these ceremonies.

THE MEDIA
Radio and cabletelevision stations can adverti se the program in English and in the native language when
possible,

BILINGUAL SUPPORT STAFF
Support staff who can talk about the program and answer questionsin the native language of the prospective
learnerscan provide accurateinformation and put learnerswho spesk littleor no English at ease.

WHY LEARNERS ENROLL IN ADULT ESL CLASSES
Why dolearnersenroll in ESL classes?A federaly-funded study of adult ESL learnersin lowa (Vaentine,
1990) found sevenreasonsfor their participation in ESL classesincluding improving oneself and one' s per-
sond effectivenessin U.S. society, being better ableto help one' schildren with their schoolwork and to speak
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totheir teachers, improving one’'semployability by being ableto get abetter job or to enter job training,
functioning better with everyday usesof thelanguage such asshopping and using thetel ephone, experiencing
the successof knowing that one can learn thelanguage, improving reading and writing skillsin English, and
being ableto help peoplein one’ snative country.

WHY ADULT LEARNERS LEAVE PROGRAMS
Thecurriculaof most programs address at | east some of the goalslisted above. What keepslearnersfrom
staying inthese programs?Why do athird of all adult ESL |earnersleavetheir programsby theend of the
second month (Devel opment A ssociates, 1994)? Bean, Partanen, Wright, and Aaronson’sstudy of attritionin
urban literacy programs (Brod, 1990) categorizes personal and program factorsthat mitigate against reten-
tion.

1. PERSONAL FACTORSincludelow salf-esteem coupled with lack of demonstrable progress; daily pres-
suresfromwork and home problems of schedule, childcare, and transportation; lack of support of the native
cultureand family culturefor education; and the age of thelearner.

2. PROGRAM FACTORSIncludelack of appropriate materialsfor low-level learners; lack of opportunity
to achieve success, lack of flexibility in classscheduling; classesso multilevel that thosewith noliteracy skills
aremixed withthosequiteliterate (or thosewith very high ora skillsare mixed withthosewith very low ora
skills); lack of peer support and reinforcement; and instructional materialsthat are not relevant tolearners
needsandlives.

ENSURING RETENTION FROM THE START

What should programsdo to ensurethat adult ESL learners persist long enough to meet their educational
goals?Attrition often beginsat enrollment. Intakethat is s ow, cumbersome, and impersona, and that may
include anintimidating test, can discouragelearnersbeforethey begin (Brod, 1990). All staff at thelearning
Ste—testers, registrars, office personnel, teachers—need to facilitate smooth and speedy enrolIment, under-
scorelearners ahilities, and show themwhat the program can do for them (Silver, 1986). Bilingua intake can
accurately assesslearners’ wants and needs, uncover impedimentsto attendance (e.g., transportation or
childcare), and makeregistrants comfortableand ready to returnto thelearning sitefor classes.

SETTING REALISTIC GOALS AND REPORTING PROGRESS

Adultslearn best and remainin programslongest when they participatein establishing their own educational
gods(Brod, 1990). Learnerswithminimal English speaking ability arenot likely to graduateinto credit ESL
or beready totake GED classesin afew short weeks or even months. However, learnersmay beableto use
thetelephoneto set up an appointment with the dentist, or may be ableto ask directionsto therestroomina
shopping mall (and understand theresponse). Programsthat, at the outset, requirethelearner and theteacher
todiscussredisticlearner goalsand to devel op atimelinefor attaining these goa swill bemoresuccessful in
retaining learners.

After setting goa swith thelearner, programsneed to provide regul ar feedback on progress so that thelearner
continuesto percelvegoa attainment as possible. Competency checklistscan beused to show learnerstheir
progress. Colorado’s competency-based program provides acompetency verification process|eading to
certificatesof achievement at threelevelsof ESL. Another indicator of progressistheawarding of certificates.
For many learners, evenif significant academic progress has not occurred, receiving certificatesfor regular
attendance can bol ster self-esteem. Providing an audiencefor thisrecognition through ceremoniesand pot-
luck dinnerswith familiesand friendsin attendance supports|earnersand makesthe adult education program
visibleto the community. In any circumstance, measuring and reporting the outcomes of learning should be
doneinwaysthat arerelevant and meaningful to theindividua learner.

A-43



EOL Sarter Kit

USING VARIED APPROACHES TO INSTRUCTION

Adult literacy programsmay utilize competency-based instruction, wholelanguage, |language experience, learner
writing and publishing, and Freirean or participatory gpproaches(Crandd| & Peyton, 1993). These gpproaches
ofteninclude peer counseling, cooperativelearning, and problem-solving activitiesthat draw upon the support
of peerstofoster the sociaization so important to adult learners. Programsthat useavariety of strategiesand
techniquesto addressthediffering learning styles, previouseducational experience, and multipleskill levels
presentinmost adult ESL classeswill haveagreater chance of meeting the educationa needsand expectations
of theindividua learnerswithin the class (Shank & Terrill, inpress).

Service providersfacethe chalengesof identifying and communicating with potential |earners, becoming edu-
cated about their cultures, anticipating and providing for their individual needs, and devel oping appropriate
coursesfor them (Vandalov, 1994). A program receiving an influx of soldierswho had been driversand
mechanicsin Iraq might include driver education aspart of itsbasic curriculum. Similarly, aprogramwith
immigrant women from Central Americamight chooseto includeafamily literacy component where partici-
pantscan learn materia relevanttotheir lives.

COLLABORATING TO PROVIDE SERVICES

For learnersin adult basi ¢ education, adult secondary education, and ESL programs, researchindicatesthat
long-term persistersarelikely to bethosewho use support services (Devel opment Associates, 1994). Educa
tional programsthat collaborate with or refer learnersto agenciesthat hel p with transportation, childcare,
hedlthcare, employment, and tuition make attending classmoreredistic for adult learners. And, inworkplace
programs, company management and the direct supervisor can actively encourage attendance by participating
inoutreach efforts, scheduling workers so they can attend the classes, and reinforcing content learned inthe
classes (Arlington County, 1990).

However, even with amultitude of support services, avariety of approaches and activities, and frequent
benchmarksfor success, itisdifficult for any one program to meet all the educational needsof every learner.
Formaized collaboration across programs and agencies may be needed. To support this collaboration among
adult ESL service providers, the U.S. Department of Education awarded grantsto three projects (in Massa
chusetts, Texas, and Virginia) to devel op replicable model sfor transitioning ESL adultsfrom one service
provider to another. TheVirginiaproject created aunified system inwhich the adult education provider coor-
dinated curriculaand serviceswith acommunity-based organi zation, avocationd inditute, and aningtitution of
higher education. Together they provided awiderange of educational servicestolearnersfrom nativelanguage
literacy, to basic survival skills, to preparation for vocationa or academic study (Mansoor & Grant, 1993).

CONCLUSION
Programsempl oy multiple strategiesto enhance outreach and ensure retention. Active collaboration among
serviceproviders, programmeti ¢ attention to the educational needsof each learner, andinvolvement of learners
at every stage of the process are necessary in attracting learnersto programs and in guaranteei ng that these
learnerswill continueto study until they have met their educationa gods.
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Adult Literacy Education: Emerging Directions in Program Development
by Susanime
ERIC Digest: ED402475. 1996.

The one-size-fits-all programming for (adult literacy students) that has predominated in the past should
not and indeed cannot be in the future if practitioners are to be responsive to learners needs. Rather,
practitioners must meaningfully assist adultsin learning to read not the word but their world. (Sissel
1996)

“Why don’t more adultstake advantage of available opportunitiestoimprovetheir basic skills?’ isone of the
more perplexing questions confronting thefield of adult basic and literacy education. Only 8 percent of eligible
adults participatein funded literacy programsand, of thosewho do, most (74 percent) leave during thefirst
year (Quigley 1997). “What other areaof education could livewith suchfigures?’ asksQuigley (ibid., p. 8).

A largenumber of adultswith low literacy Smply choosenot to participatein available programs, and they are
sometimesreferred to asnonparticipantsor resisters. Thereasonsthese adultsdo not seeliteracy education as
aviablealternative are complex but recent research hasfocused on the connection to previous school experi-
ences (Velazquez 1996). Many adults equate literacy education with school, and, even though they have
positiveattitudes about learning and education, they choose not to participatein adult basic and literacy edu-
cation programs (Quigley 1997; Velazquez 1996; Ziegahn 1992).

Sincemost adult literacy education programsstill resemble school (Quigley 1997; Velazquez 1996), adult
literacy educators must begin to change how programsare structured and delivered if they aregoing to attract
nonparticipants. Fortunately, agrowing number of practitioners, researchers, and policy makersinthefield of
adult literacy education are dissati sfied with the status quo and are proposing changes based on research and
practice. ThisDigest presents emerging perspectivesabout adult literacy program development. Firs, it re-
views current ideas about the rel ationship between learners and program devel opment and then presents
recommendationsfor program development based ontheliterature.

PROGRAM DEVELOPMENT: LISTENING TO LEARNERS VOICES
How can literacy programsbecomelesslike school and more appealing to adults, especially to nonpartici-
pants? Two areasthat hold potential for answering thisquestion are discussed here. Thefirst isconnected to
program content and the second revolves around greater cons deration of the differencesamong students.

BEYOND READING AND WRITING

Literacy education must be conceptualized asmore than reading and writing (Auerbach et a. 1996). Accord-
ing to Fingeret (1992), “our understanding of literacy has changed from afocusonindividua skills separated
from meaningful content ... to see(ing) that literacy isconnected tothesocid, historicdl, palitical, culturd, and
personal situationsinwhich peopleusetheir skills’ (p.3). Itistruethat the desireto read and write motivates
many adultsto enroll inliteracy education, but Ziegahn (1992) found that the nonparticipantsin adult literacy
strongly associated reading and writing (literacy) with schooling. Furthermore, they saw their ownlearning as
separatefrom reading and writing.

Many adult literacy studentsunderstand that literacy ismorethan development of individual skills.
When morethan 1,500 adult literacy studentsresponded to aquestion about the kind of skillsand
knowledgethey need, their responseswere categorized into thefollowing purposes:

Literacy for accessand orientation—to have accessto information and orient themselvesintheworld.

Literacy asvoice—to givevoiceto their ideasand opinionsand to have the confidencethat their voice
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will be heard and taken into account.

Literacy asavehiclefor independent action—to solve problemsand make decisionson their own,
acting independently asaparent, citizen and worker, for thegood of their families, their communities,
andtheir nation.

Literacy asbridgeto thefuture—to be ableto keep onlearning in order to keep up with arapidly
changingworld. (Stein 1995, pp. 4, 10)

Inreflecting on theresponsesfrom adult learners, Stein suggeststhat their words* havethe power toradicaly
changethe approach to adult literacy instruction” ... because adults seereading and writing not asgoa sin and
of themsealves, but “ asanecessary starting point for engagement intheworld” (p.24).

When literacy educatorsbasetheir programson the assumption that literacy isonly about developing discrete
skillssuch asreading and writing, they are delivering amessage that equatesliteracy with schooling (Ziegahn
1992). They area so presenting literacy education ashaving very narrow goasand purposesthat areinagppro-
priatefor the expressed needs of the broad spectrum of current and potential adult learners.

THE REALITIESOFLEARNERS LIVES

Closdly related to the recognition that literacy ismore than the devel opment of discrete skillsisthegrowing
recognition that programs must be structured in waysthat addressthe diverse groups of learnersand that
reflect the contextsin which peopleusetheir skills(Fingeret 1992). Within literacy education, agreat deal of
attention hasbeen focused onindividualizing instruction to meet individua needs. Although thereisnothing
inherently wrong with thisnotion, preoccupation with serving individual s can suppressissues of gender, race,
and class, issuesthat reproduce therealities of thelivesof many adult literacy students (Campbell 1992).
Many nonparticipantsassociateliteracy educators’ lack of attentionto thebroader contextsinwhichthey live
their liveswith schooling. Tothem, school issmply aplacethat transmitsthe values of the mainstream society
andthey finditirrelevant.

How such issuesintersect with and affect literacy education isacomplex subject. Among other things, it
affectshow literacy educatorsview adultswith low literacy skills. For example, arethey seen asvictimswho
haveexercised little control over thecircumstancesof ther livesor asindividuaswhoselow literacy isjust one
of the negative outcomes of their gender, race, class, and culture (ibid.)? It a so affects decisions about pro-
gram devel opment and implementation. Programsthat are structured around theseredlitiesaremuch different
fromthosewhich arenot.

A growing number of adult literacy educators are advocating for understanding learnersboth asindividuals
and asmembersof their cultural groupsor communities (Sissel 1996). Evenin groupsof learnersthat sharea
common characteristic such assex, educatorsmust beawarethat “ differences of race, culture, and classmay
contributeto differencesin...goals’ (Cuban and Hayes 1996, p. 10). Literacy programsthat attract and retain
learnersare sengtiveto theindividua and cultura/community differencesinlearners’ livesand addressthemin
the planning and implementation stages of program devel opment.

RECOMMENDATIONSFOR PROGRAM DEVELOPMENT
Adult literacy education isacomplex undertaking. Thewaysadultsthink about their learning aswell astheir
perceptionsof the skillsand knowledgethey need areintertwined with their livesboth asindividualsand as
members of communitiesand cultural groups. Since most nonparticipants* have never stopped valuing an
education” (Quigley 1997, p. 198), adult literacy educators must become more sensitiveto what they want.
Somerecommendationsfor how thiscan beaccomplished includethefollowing:
Involveadultsin program planning and implementation. The need to consult adultsisathemethat is
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woven throughout theliterature (e.g., Auerbach et al. 1996; Fingeret 1992; Sissdl 1996; Vel azquez
1996). Adult literacy educatorsfrequently givelip serviceto theimportance of learner involvement,
but they do not always follow through. Intheinstance of nonparticipants, their actions speak louder
than their words. They must listen to what these adults say about their previous educationa exper-
iencesand their current learning goalsand usethisinformationin program devel opment.

Develop anunderstanding of learners’ experiencesand communities. Becausework with adult learn-
ersbeginsby respecting their culture, their knowledge, and their experiences (Auerbach et a. 1996),
adult literacy educators must seek to understand learners’ individual and community contexts. Taking
to current and potential adult learnersand other members of the community can provide hel pful in
sights. However, literacy educators must not depend just on community membersbut also seek to
educatethemselvesthrough films, fiction, autobiography, and poetry (Hayes 1994). Only by under
standing the experiences and communities of theadultsthey wish to serve can adult literacy educators
develop viableprograms.

Hire program staff who sharethe culture and life experiencesof thelearners. | dedlly, these staff should
beteachers. Intheevent that hiring teacherswho reflect thelearners’ community isnot feasible, then
other program staff should berecruited from the community. All staff should receivetraining that
familiarizesthemwith the social and cultural contextsof thelearners(Auerbach et a. 1996; Peterson
1996; Velazquez 1996).

Be clear about philosophy and purpose. Quigley (1997) suggeststhat programsnot try to be*“ all
thingstoal people.” Teachersand staff need to be clear about their working philosophy and purpose
and sharethemwith potentia students. Studentswith dissimilar goalscan bereferred to other pro
grams. Programsmay a so be ableto match studentswith teacherswho sharesimilar goals. For
example, someteachersare philosophically oriented toward preparing studentsfor work, and they
can be matched with those studentswhose goal isto get ajob. Quigley (ibid.) describesonesmall
(threeteachers) program that tried the“matching” approach, and, asaresult, experienced a 36 per
centincreaseinitsretention rate over theprevious 3 years.

If adult literacy educatorsareto be successful in attracting and retaining more adultsin their programs, they
must change how they think about their programs (Quigley 1997). The schooling model that predominates
must be exchanged for onethat isbased on adults perceptionsof their goalsand purposesand that addresses
thereditiesof their lives.

REFERENCES

Auerbach, Elsaet al. (1996). Adult ESL/Literacy. From The Community To The Community: A Guide-
book For Participatory Literacy Training. Mahwah, NJ: Lawrence Erlbaum.

Campbdll, Pat. (1992). “Women and Literacy: An Emerging Discourse.” Unpublished paper. (ED 392 938)
Cuban, Sondra, and Hayes, Elisabeth. “Women in Family Literacy Programs. A Gendered Perspective.” InA
Community-Based Approach To Literacy Programs. Taking Learners LivesInto Account. New Directions
For Adult and Continuing Education. No. 70. (Summer 1996): 5-16.

Fingeret, HannaArlene. (1992). “ Adult Literacy education: Current and Future Directions. An Update.”

Information SeriesNo. 355. Columbus: ERIC Clearinghouse on Adult, Career, and Vocational Education,
Center on Education for Training and Employment, The Ohio State University. (ED 354 391)

A-48



ESOL Sarter Kit

Hayes, Elisabeth. “ Devel oping aPersonal and Professiona Agendafor Change.” In Confronting Racismand
Sexism. New Directions For Adult and Continuing Education. No. 61. (Spring 1994): 77-89.

Peterson, Elizabeth A. “ Our Students, Ourselves: L essons of Challenge and Hopefrom the African
American Community.” InA Community-Based Approach To Literacy Programs: Taking Learners Lives
Into Account. New Directions For Adult and Continuing Education. No. 70. (Summer 1996): 17-26.

Quigley, B. Allan. (1997). Rethinking Literacy Education: The Critical Need For Practice-Based Change.
San Francisco: Jossey-Bass.

SissH, Peggy A. “Reflection asVision: Prospectsfor FutureLiteracy Programming.” InA Community-Based
Approach To Literacy Programs: Taking Learners LivesInto Account. New Directions For Adult and Con-
tinuing Education. No. 70. (Summer 1996): 97-103.

Stein, Sondra G. “ Equipped For The Future: A Customer-Driven Vision For Adult Literacy and Life-
long Learning.” Washington, DC: National Institutefor Literacy, July 1995. (ED 384 792)

Velazquez, LoidaC. “Voicesfrom the Fields: Community-Based Migrant Education.” InA Community-
Based Approach To Literacy Programs: Taking Learners’ LivesInto Account. New DirectionsFor Adult
and Continuing Education. No. 70. (Summer 1996): 27-36.

Ziegahn, Linda. “Learning, Literacy, and Participation: Sorting Out Priorities.” Adult Education Quarterly 43,
No. 1. (Fall 1992): 30-50.

Developed with funding from the Office of Educational Research and Improvement, U.S. Department of
Education, under Contract No. RR93002001. Opinions expressed do not necessarily reflect the position or
policiesof OERI or the Department. Digestsmay befreely reproduced.

A-49



EOL Sarter Kit

ESL Instruction in Adult Education: Findings from a National Evaluation

by NicholasB. Fitzgerald
Devel opment Associates, Inc.

ERIC Digest: July 1995, EDO-LE-97-03

In 1994, the U.S. Department of Education completed anational evaluation of federally-supported adult
education programs. The purpose of the study wasto determine the effectiveness of current programsin
reducing deficitsinliteracy skills, English language proficiency, and secondary school completion. Theevalua-
tion was carried out by Devel opment A ssoci ates between 1990 and 1994 asthe National Evaluation of Adult
Education Programs (NEAEP), using datafrom program year April 1991 toApril 1992. Thestudy’sfindings
were publishedinaseriesof four reportsdescribing the adult education service ddlivery system, the character-
isticsof adult education clients, the patternsand predi ctors of program attendance, and estimates of program
impactsand costs. Thisdigest summarizesfindings of the NEAEP that are pertinent to English asasecond
language (ESL) literacy education, including aprofileof the ESL population served by adult education, the
natureof ESL program participation, theimpact of ESL instruction, and estimates of both current and future
demand for ESL services. The separate NEAEP reportsarelisted at theend of thisdigest.

TheAdult Education Act

Nationa policy onadult literacy educationisarticulatedinthe Adult Education Act (AEA) andintheNationa
Literacy Act, which amended the AEA in 1990. Theintent of theact isto hel p out-of-school adults(a) acquire
theliteracy andinthe case of ESL adultsthelanguage skillsneeded to function effectively in society, (b) benefit
fromjob training and retraining in order to obtain and retain employment, and () continuetheir educationto at
least thelevel of high school completion.

The AEA providesapublic funding vehicleto support adult literacy effortsfor adult basic education (ABE),
adult secondary education (ASE), and ESL instruction through federal grantsto state education agencies.
Fundsaretargeted to persons 16 and older who do not have ahigh school diplomaor itsequivaent and who
arenot currently enrolledin school, or who have adiplomabut lack English language (speaking, listening,
reading, or writing) skills. Thetarget populationfor ABE programsisnative speakerswho read at lessthan an
eighth gradelevd; for ASE programsit isthose who read abovethe eighth gradelevel. Thetarget population
for ESL programsislearnerswho speak alanguage other than English astheir first languageand who need to
improve English ora/aura skills(listening and speaking), aswell asliteracy skills(reading and writing profi-

ciency).

A Profileof ESL Clientsin Adult Education

Thecurrent adult ESL learner population isprimarily Hispanic (69%) and Asian (19%), withthevast mgjority
(85%) living in major metropolitan areasand residing primarily (72%) in the western region of the United
States. Adult education clientsin ESL programsare overwhel mingly (98%) foreign born, with most (72%)
speaking Spanishinthehome. Whileamost al ESL clients (92%) reported that they read well or very well in
their native language, few (13%) reported that they could speak Englishwell at thetime of enrollment, and
most (73%) wereinitialy placed at the beginning level of ESL ingtruction. Forty-eight percent of the ESL
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clientswere employed at thetime of enrollment in adult education, and 33% were not in the labor force.
Eleven percent had been public ass stance reci pientsduring the preceding year. ESL clientswere generally
more educated than their ABE/A SE counterparts upon program entry, judging from prior school attainment.
For example, half of the ESL clientshad completed at |east high school compared to only 17% of the ABE/
ASE group.

TheNatureof ESL Program Participation
Approximately two of every three adult education programsprovide ESL servicesathough ESL isthe promi-
nent component in only 21% of the programs. Most of these programsoffer ESL through the public school
systems. ESL. componentsof adult education programstend to havelarger enrollmentsthan ABE and ASE and
they tend to have larger classes: The median classsize for ESL is20; itis 12 for ABE and 15 for ASE.
Furthermore, NEAEPresultsindicatethat ESL participantsacquirethreeto four timesmoreinstruction than
ABE and A SE students (amedian of 113 hours of instruction compared to 35 and 28 hours respectively)
beforeleaving programs.
Certain program factorsare strongly related to high level sof ESL attendance (persistence):
Learnerswho use support servicesprovided by their programs(such ascounsdling, transportation,and
childcare) persist longer than thosewho do not usethese services,
Learnerswho attend day classesonly to tend to persist longer than those who study at night; and
L earnerswho participatein computer-assisted |learning labs or whoseinstructionincludesindependent
study persist longer than thosewhoseinstructionisonly classroom-based.

Thelmpact of ESL Instruction
TheAEA isintended to help adultsby improving their basi c education skills, enhancing their employability, and
encouraging continued education.

Insalf-reportssolicited sx monthsafter program exit, ESL clientsindicated that participationin adult education
had helped amgjority (60%) of them toimprovetheir basic English kills. Standardized achievement test results
an averagegain of 5 scal e score points on the Comprehensive Adult Student Assessment System (CASAS)
reading test after 120 hoursof instruction aso provided objective evidencethat ESL instruction had helped to
improvethereading skillsof adultslearning English asasecond language. At program entry, the English lan-
guageability of most ESL learnerswasonly suitablefor entry-level employment; at program exit, their English
literacy skillshad devel oped to adegreethat was sufficient for participating injob training or for holding ajob
requiring the comprehension of simple English text information. The ESL program factorsthat contributed
directly tothese English literacy gainsincluded cost per seat hour and total hoursof instruction. That is, basic
Englishliteracy skillsimproved withincreasingamountsof ESL instruction and withincreasing financia invest-
ment in ESL programs.

The six-month follow-up results also indicate that 35% of the ESL clients benefitted in someway from adult
educationintermsof enhanced employability. For example, the 6% net increasein employment sx monthsafter
program exit was primarily related to ESL participation. In addition, among those who remained employed
fromintakethrough the six-month follow-up, ESL clientsbenefitted morefrom program participationthandid
ABE/ASE clientsintermsof improving their job performance and in obtaining abetter job than the onethey
held prior to enrolling in adult education.

Finally, ESL clients showed interest in continuing their education. Almost aquarter (24%) of the ESL clients
who lacked ahigh school diplomahad resumed their education within six months of leaving adult education,
most of them having reenrolled in English languageinstruction courses.
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Demand for ESL Services

Whilethe ESL target populationismuch smaller than the A SE target popul ation, thereisconsiderable evi-
dence, especidly in statesthat have high concentrations of immigrants (ie. Cdifornia, Florida, Illinois, New
Jersey, and New York) that ESL servicesarein the greatest demand among those seeking adult education. For
example, ESL learnerscongtituted themg ority (51%0) of adult education clientsreceiving ingtructiona services
during the 1992 program year; thisrepresentsa268% increase over the 12 yearssincethelast nationd study
of adult educationin 1980. In addition, ESL studentsreceived amgjority (76%) of the hoursof instruction.
Examining the participation rate per thousand showsthat targeted adultsare threeto four timesmorelikely
to participatein adult education if they are membersof the ESL target populationthanif they belongto
either the ABE or A SE groups respectively. Another indicator of demand consistsof the number of clients
onwaiting listsmaintained by adult education programs. Thesedatareved that, ingenerd, therearemore
ESL studentswaiting to be served than can be accommodated by existing program capacity and that the
average ESL waitinglistisconsiderably longer than those of ABE and A SE programs. Inshort, ESL clients
havethehighest rates of participation in adult education, and the demand for ESL instructiontendsto
exceed the capacity of the adult education service delivery system.

Concluson

The ESL population hasgrown tremendoudy inthe United Statesover thelast 15 years, and is projected to
increase a aratefaster thanthat estimated for either the ABE or ASE populations. ESL studentsarehighly
motivated to participatein adult education, they participatein adult literacy instruction much longer than their
ABE and A SE counterparts, and they experience consi derable benefitsfrom adult education in terms of
improved basic English literacy skillsand enhanced employability. Unfortunately, the current adult education
systemisunableto keep up with the high demand for ESL servicesin spite of theimportant resultsbeing
achieved by ESL literacy education. Giventheimportanceof ESL andthediversity of the ESL clients
educationa and cultural backgrounds, research studies are needed on topicssuch asinstructional ap-
proachesand assessment strategiesthat are successful with adult ESL learnersat every level.
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Adult Literacy Education: Emerging Directions in Program Development
by Susanime
ERIC Digest: ED402475. 1996.

The one-size-fits-all programming for (adult literacy students) that has predominated in the past should
not and indeed cannot be in the future if practitioners are to be responsive to learners’ needs. Rather,
practitioners must meaningfully assist adultsin learning to read not the word but their world. (Sissel
1996)

“Why don’t more adultstake advantage of available opportunitiestoimprovetheir basic skills?” isoneof the
more perplexing questions confronting thefield of adult basic and literacy education. Only 8 percent of eligible
adults participatein funded literacy programsand, of thosewho do, most (74 percent) leave during thefirst
year (Quigley 1997). “What other areaof education could livewith suchfigures?’ asksQuigley (ibid., p. 8).

A largenumber of adultswith low literacy Ssmply choose not to participatein available programs, and they are
sometimesreferred to asnonparticipantsor resisters. The reasonsthese adultsdo not seeliteracy education as
aviablealternative are complex but recent research hasfocused on the connection to previous school experi-
ences (Velazquez 1996). Many adults equate literacy education with school, and, even though they have
positiveattitudes about |earning and education, they choose not to participatein adult basic and literacy edu-
cation programs (Quigley 1997; Velazquez 1996; Ziegahn 1992).

Since most adult literacy education programsstill resemble school (Quigley 1997; Velazquez 1996), adult
literacy educators must begin to change how programsare structured and delivered if they aregoing to attract
nonparticipants. Fortunately, agrowing number of practitioners, researchers, and policy makersinthefield of
adult literacy education are dissati sfied with the status quo and are proposing changes based on research and
practice. ThisDigest presents emerging perspectivesabout adult literacy program development. Firs, it re-
views current ideas about the rel ationship between |earners and program devel opment and then presents
recommendationsfor program devel opment based ontheliterature.

PROGRAM DEVELOPMENT: LISTENING TO LEARNERS VOICES
How can literacy programsbecomelesslike school and more appealing to adults, especially to nonpartici-
pants? Two areasthat hold potential for answering thisquestion arediscussed here. Thefirst isconnected to
program content and the second revolves around greater cons deration of the differencesamong students.

BEYOND READING AND WRITING

Literacy education must be conceptualized asmore than reading and writing (Auerbach et a. 1996). Accord-
ingto Fingeret (1992), “our understanding of literacy has changed from afocusonindividual skillsseparated
from meaningful content ... to see(ing) that literacy isconnected tothesocid, historicdl, palitical, culturd, and
persona situationsinwhich peopleusetheir skills’ (p.3). Itistruethat thedesireto read and write motivates
many adultsto enroll inliteracy education, but Ziegahn (1992) found that the nonparticipantsin adult literacy
strongly associated reading and writing (literacy) with schooling. Furthermore, they saw their ownlearning as
Separatefrom reading and writing.

Many adult literacy studentsunderstand that literacy ismorethan development of individual skills.
When morethan 1,500 adult literacy studentsresponded to aquestion about thekind of skillsand
knowledgethey need, their responseswere categorized into thefollowing purposes:

Literacy for accessand orientati on—to have accessto information and orient themsel vesintheworld.

Literacy asvoice—to givevoiceto their ideasand opinionsand to have the confidencethat their voice
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will be heard and taken into account.

Literacy asavehiclefor independent action—to solve problemsand make decisionson their own,
acting independently asaparent, citizen and worker, for thegood of their families, their communities,
andtheir nation.

Literacy asbridgeto thefuture—to be ableto keep onlearning in order to keep up with arapidly
changingworld. (Stein 1995, pp. 4, 10)

Inreflecting on theresponsesfrom adult learners, Stein suggeststhat their words* havethe power toradicaly
changetheapproach to adult literacy instruction” ... because adults see reading and writing not asgoa sin and
of themsealves, but “ asanecessary starting point for engagement intheworld” (p.24).

When literacy educatorsbasetheir programson the assumption that literacy isonly about developing discrete
skillssuch asreading and writing, they are delivering amessage that equatesliteracy with schooling (Ziegahn
1992). They area so presenting literacy education ashaving very narrow goa sand purposesthat areinappro-
priatefor the expressed needs of the broad spectrum of current and potential adult learners.

THE REALITIESOFLEARNERS LIVES

Closdly related to therecognition that literacy ismore than the devel opment of discrete skillsisthegrowing
recognition that programs must be structured in waysthat addressthe diverse groups of learnersand that
reflect the contextsinwhich peopleusetheir skills(Fingeret 1992). Within literacy education, agreat deal of
attention hasbeen focused on individualizing instruction to meet individual needs. Although thereisnothing
inherently wrong with thisnotion, preoccupation with serving individual s can suppressissues of gender, race,
and class, issuesthat reproduce the realities of thelives of many adult literacy students (Campbell 1992).
Many nonparticipantsassociateliteracy educators’ lack of attention to thebroader contextsinwhichthey live
their liveswith schooling. To them, school issmply aplacethat transmitsthe valuesof the mainstream society
andthey finditirrelevant.

How such issuesintersect with and affect literacy education isacomplex subject. Among other things, it
affectshow literacy educatorsview adultswith low literacy skills. For example, arethey seen asvictimswho
have exercisedlittle control over thecircumstancesof ther livesor asindividuaswhoselow literacy isjust one
of the negative outcomes of their gender, race, class, and culture (ibid.)? It a so affects decisions about pro-
gram devel opment and implementation. Programsthat are structured around theseredlitiesaremuch different
fromthosewhicharenot.

A growing number of adult literacy educators are advocating for understanding learnersboth asindividuals
and asmembersof their cultural groupsor communities(Sissel 1996). Eveningroupsof learnersthat sharea
common characteristic such assex, educatorsmust beawarethat “ differences of race, culture, and classmay
contributeto differencesin...goals’ (Cuban and Hayes 1996, p. 10). Literacy programsthat attract and retain
learnersare sengtiveto theindividua and cultural/community differencesinlearners livesand addressthemin
the planning and implementation stages of program devel opment.

RECOMMENDATIONSFOR PROGRAM DEVELOPMENT
Adult literacy education isacomplex undertaking. Thewaysadultsthink about their learning aswell astheir
perceptionsof the skillsand knowledgethey need areintertwined with their livesboth asindividualsand as
members of communitiesand cultural groups. Since most nonparticipants* have never stopped valuing an
education” (Quigley 1997, p. 198), adult literacy educators must become more sensitiveto what they want.
Somerecommendationsfor how thiscan beaccomplishedincludethefollowing:
Involveadultsin program planning and implementation. The need to consult adultsisathemethat is
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woven throughout theliterature (e.g., Auerbach et a. 1996; Fingeret 1992; Sissdl 1996; Velazquez
1996). Adult literacy educatorsfrequently givelip serviceto theimportance of learner involvement,
but they do not ways follow through. Intheinstance of nonparticipants, their actions speak louder
than their words. They must listen to what these adults say about their previous educational exper-
iencesand their current learning goalsand usethisinformationin program devel opment.

Develop anunderstanding of learners’ experiencesand communities. Becausework with adult learn-
ersbeginsby respecting their culture, their knowledge, and their experiences (Auerbach et a. 1996),
adult literacy educatorsmust seek to understand learners’ individua and community contexts. Talking
to current and potential adult learnersand other members of the community can provide hel pful in
sights. However, literacy educators must not depend just on community membersbut also seek to
educatethemsealvesthrough films, fiction, autobiography, and poetry (Hayes 1994). Only by under
standing the experiences and communities of theadultsthey wish to serve can adult literacy educators
develop viableprograms.

Hire program staff who sharethe culture and life experiencesof thelearners. 1deally, these staff should
beteachers. Intheevent that hiring teacherswho reflect thelearners’ community isnot feasible, then
other program staff should berecruited from the community. All staff should receivetraining that
familiarizesthemwith the social and cultural contextsof thelearners(Auerbach et a. 1996; Peterson
1996; Velazquez 1996).

Be clear about philosophy and purpose. Quigley (1997) suggeststhat programsnot try to be*“ all
thingstoal people.” Teachersand staff need to be clear about their working philosophy and purpose
and sharethemwith potentia students. Studentswith dissimilar goalscan bereferred to other pro
grams. Programsmay a so be ableto match studentswith teacherswho sharesimilar goals. For
example, someteachersare philosophically oriented toward preparing studentsfor work, and they
can be matched with those studentswhose goal isto get ajob. Quigley (ibid.) describesonesmall
(threeteachers) program that tried the“ matching” approach, and, asaresult, experienced a36 per
centincreaseinitsretention rate over theprevious 3 years.

If adult literacy educatorsareto be successful in attracting and retaining more adultsin their programs, they
must change how they think about their programs (Quigley 1997). The schooling model that predominates
must be exchanged for onethat isbased on adults' perceptionsof their goalsand purposes and that addresses
thereditiesof their lives.
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ESL Instruction in Adult Education: Findings from a National Evaluation

by NicholasB. Fitzgerald
Devel opment Associates, Inc.

ERIC Digest: July 1995, EDO-LE-97-03

In 1994, the U.S. Department of Education completed anational evaluation of federally-supported adult
education programs. The purpose of the study wasto determine the effectiveness of current programsin
reducing deficitsinliteracy skills, English language proficiency, and secondary school completion. Theeva ua-
tion was carried out by Devel opment A ssoci ates between 1990 and 1994 asthe Nationa Evauation of Adult
Education Programs (NEAEP), using datafrom program year April 1991 to April 1992. The study’sfindings
were publishedinaseriesof four reportsdescribing the adult education service ddivery system, thecharacter-
isticsof adult education clients, the patternsand predictors of program attendance, and estimates of program
impactsand costs. Thisdigest summarizesfindings of the NEAEP that are pertinent to English asasecond
language (ESL) literacy education, including aprofileof the ESL population served by adult education, the
natureof ESL program participation, theimpact of ESL instruction, and estimatesof both current and future
demand for ESL services. The separate NEAEP reportsarelisted at theend of thisdigest.

TheAdult Education Act

Nationa policy onadult literacy educationisarticulatedinthe Adult Education Act (AEA) andintheNationa
Literacy Act, which amended the AEA in 1990. Theintent of the act isto help out-of-school adults(a) acquire
theliteracy andinthe case of ESL adultsthelanguage skillsneeded to function effectively in society, (b) benefit
fromjobtraining and retraining in order to obtain and retain employment, and () continuetheir educationto a
least thelevel of high school completion.

The AEA providesapublic funding vehicleto support adult literacy effortsfor adult basic education (ABE),
adult secondary education (ASE), and ESL instruction through federal grantsto state education agencies.
Fundsaretargeted to persons 16 and older who do not have ahigh school diplomaor itsequivaent and who
arenot currently enrolledin school, or who have adiplomabut lack English language (speaking, listening,
reading, or writing) skills. Thetarget populationfor ABE programsisnative speakerswho read at lessthan an
eighth gradelevd; for ASE programsit isthosewho read abovethe eighth gradelevel. Thetarget population
for ESL programsislearnerswho speak alanguage other than English astheir first language and who need to
improve English ora/aura skills(listening and speaking), aswell asliteracy skills(reading and writing profi-

ciency).

A Profileof ESL Clientsin Adult Education

Thecurrent adult ESL learner populationisprimarily Hispanic (69%) and Asian (19%), withthevast mgjority
(85%) living in major metropolitan areasand residing primarily (72%) in the western region of the United
States. Adult education clientsin ESL programsare overwhel mingly (98%) foreign born, with most (72%)
speaking Spanishinthehome. Whileamost all ESL clients (92%) reported that they read well or very well in
their native language, few (13%) reported that they could speak Englishwell at thetime of enrollment, and
most (73%) wereinitialy placed at the beginning level of ESL instruction. Forty-eight percent of the ESL
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clientswere employed at thetime of enrollment in adult education, and 33% were not in the labor force.
Eleven percent had been public assistance reci pients during the preceding year. ESL clientsweregeneraly
more educated than their ABE/A SE counterparts upon program entry, judging from prior school attainment.
For example, half of the ESL clientshad completed at | east high school compared to only 17% of the ABE/
ASE group.

TheNatureof ESL Program Participation
Approximately two of every three adult education programsprovide ESL servicesathough ESL isthe promi-
nent component in only 21% of the programs. Most of these programsoffer ESL through the public school
systems. ESL. componentsof adult education programstend to havelarger enrollmentsthan ABE and ASE and
they tend to have larger classes: The median classsize for ESL is 20; itis 12 for ABE and 15 for ASE.
Furthermore, NEAEPresultsindicatethat ESL participantsacquirethreeto four timesmoreinstruction than
ABE and A SE students (amedian of 113 hours of instruction compared to 35 and 28 hours respectively)
beforeleaving programs.
Certain program factorsare strongly related to high level sof ESL attendance (persistence):
Learnerswho use support servicesprovided by their programs(such ascounsdling, transportation,and
childcare) persist longer than those who do not usethese services,
Learnerswho attend day classesonly to tend to persist longer than those who study at night; and
L earnerswho participatein computer-assisted learning labs or whoseinstructionincludesindependent
study persist longer than thosewhoseinstructionisonly classroom-based.

Thelmpact of ESL Instruction
The AEA isintended to help adultsby improving their basi ¢ education skills, enhancing their employability, and
encouraging continued education.

Insalf-reportssolicited six monthsafter program exit, ESL clientsindicated that participation in adult education
had helped amgjority (60%) of themtoimprovetheir basic English skills. Standardized achievement test results
an averagegain of 5 scal e score points on the Comprehensive Adult Student Assessment System (CASAS)
reading test after 120 hoursof instruction aso provided objective evidence that ESL instruction had hel ped to
improvethereading skillsof adultslearning English asasecond language. At program entry, the English lan-
guageability of most ESL learnerswasonly suitablefor entry-level employment; at program exit, their English
literacy skillshad devel oped to adegreethat was sufficient for participating injob training or for holding ajob
requiring the comprehension of ssimple English text information. The ESL program factorsthat contributed
directly tothese English literacy gainsincluded cost per seat hour and total hoursof instruction. That is, basic
Englishliteracy skillsimproved withincreasingamountsof ESL instruction and withincreasing financia invest-
ment in ESL programs.

The six-month follow-up resultsalso indicate that 35% of the ESL clients benefitted in someway from adult
educationintermsof enhanced employability. For example, the 6% net increasein employment Six monthsafter
program exit was primarily related to ESL participation. In addition, among those who remained employed
fromintakethrough the six-month follow-up, ESL clients benefitted morefrom program participation thandid
ABE/ASE clientsintermsof improving their job performance and in obtaining abetter job than the onethey
held prior to enrolling in adult education.

Finally, ESL clientsshowed interest in continuing their education. Almost aquarter (24%) of the ESL clients
who lacked ahigh school diplomahad resumed their education within six months of leaving adult education,
most of them having reenrolled in English languageinstruction courses.
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Demand for ESL Services

Whilethe ESL target populationismuch smaller than the A SE target popul ation, thereis considerable evi-
dence, especidly in statesthat have high concentrations of immigrants (ie. California, Florida, Illinois, New
Jersey, and New York) that ESL servicesareinthe greatest demand among those seeking adult education. For
example, ESL learnerscongtituted themg ority (51%) of adult education clientsreceivingingructiond services
during the 1992 program year; thisrepresentsa268% increase over the 12 yearssincethelast national study
of adult educationin 1980. In addition, ESL studentsreceived amgjority (76%) of the hoursof instruction.
Examining the participation rate per thousand showsthat targeted adultsarethreeto four timesmorelikely
to participatein adult education if they aremembersof the ESL target populationthanif they belongto
either the ABE or ASE groupsrespectively. Another indicator of demand consists of the number of clients
onwaiting listsmaintained by adult education programs. Thesedatareved that, ingenerd, therearemore
ESL studentswaiting to be served than can be accommodated by existing program capacity and that the
average ESL waiting listisconsiderably longer than those of ABE and ASE programs. Inshort, ESL clients
havethe highest rates of participation in adult education, and the demand for ESL instruction tendsto
exceed the capacity of the adult education service delivery system.

Concluson

The ESL population hasgrown tremendoudy in the United Statesover thelast 15 years, and isprojected to
increase a aratefaster than that estimated for either the ABE or ASE populations. ESL studentsarehighly
motivated to participatein adult education, they participatein adult literacy instruction much longer than their
ABE and A SE counterparts, and they experience cons derabl e benefitsfrom adult education in termsof
improved basic English literacy skillsand enhanced employability. Unfortunately, the current adult education
systemisunableto keep up with the high demand for ESL servicesin spite of theimportant resultsbeing
achieved by ESL literacy education. Given theimportance of ESL and thediversity of theESL clients
educationa and cultural backgrounds, research studiesare needed on topicssuch asinstructional ap-
proachesand assessment strategiesthat are successful with adult ESL |earnersat every level.
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# SECTION B

ACCESSING RESOURCES: WHERE DO | FIND IT?
1. Community Resources
2. Professional Associations for ESOL Teachers
3. VirginiaAdult Learning Resource Center
4. Internet Sites of Interest
5. ESL Periodicals

6. Publishers of ESL Materias
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Many resources are available to both new and experienced ESL teachers and tutors, from individual
people to organizations and from print to audiovisual to electronic materials. They include resources
for your own professional development and support as a teacher and resources for accessing materi-
als to use with students.

Thissection includesa lot of lists. Thelists are not necessarily all-inclusive of resourcesin that
category, but they do provide an assortment of places to start.

# 1. Community Resources
CAREERS

VirginiaDepartment of Professional and Occupationa Regulation (804) 367-8569
VirginiaEmployment Commission (804) 786-4359

Career Information Hotline (800) 542-5870

VirginiaDivision of Apprenticeship Training (804) 786-2382

Department of Conservation and Recreation - Employment Opportunitiesin Park, Recreation and
Conservation Fields (804) 786-5492 (need to call Human Resourcesfor Employment (804) 786-
4556 or fax (804) 371-0315)

CONSUMER SERVICES
VirginiaDepartment of Consumer Affairs(804) 786-2667
VirginiaDepartment of Agricultureand Consumer Services(804) 786-2373

CRISISINTERVENTION
. Local socia servicesand comprehensive substance abuse and mental health, http:/
www.dss.state.va.us/

EDUCATION

. VirginiaDepartment of Public Affairsof VirginiaDepartment of Education (804) 225-2020
ERIC (800) 538-3742 - Pamphlet - “ AccessEric”, http://www.cal.org/ncle/DIGESTY
VirginiaCooperative Extension - Cal loca office
VirginiaDepartment of Deaf and Hard of Hearing (800) 552-7917
Department for the Blind and Vision Impaired (800) 622-2155, http://www.dss.state.va.us

FINANCIAL ASSISTANCE
VirginiaDepartment of Socia Services(804) 692-1900, http://www.dss.state.va.us/
VirginiaStatewide Information and Referral System (800) 230-6977
Food Stamps and Fuel Assistance (800) 552-3431
Child Support Enforcement (800) 468-8894

GOVERNMENT SERVICES
VirginiaCouncil on Human Rights (804) 225-2292
Equa Employment Opportunity Hotline (800) 533-1414
VirginiaMissing Children Info. Clearinghouse (800) 822-4453

HOUSING
VirginiaDepartment of Housing and Community Devel opment (804) 371-7100
B-2
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I MMIGRATION
L ook under “ Justice Department” in U.S. Government listings
Nationa Immigration Law Center (213) 639-3900
Booklet “ Guideto Immigration and Naturalization Service’
Writeto Eastern Regiona Office, Office of Congressiond and Public Affairsand Eastern Forms
Center, 70 Dimball Ave., S. Burlington, VT 05403

LEGAL AID ASSISTANCE/LEGAL SERVICES
VirginiaLega Aid Society (800) 552-7676
VirginiaLawyer Referral Service (800) 552-7977

M EDICAL
LionsInternationd for Vision and Hearing Screening
VirginiaDepartment of Health (804) 786-3561 or Local Health Department
Cdll local Socid ServicesOffice
VirginiaDepartment of Health Professions- Hotlinefor Complaintsagainst Health Professionas
(800) 533-1560

MENTAL HEALTH
Department of Mental Health, Mental Retardation and Substance Abuse Services, Office of
L egidation and Public Relations (804) 786-9048
Asian Community Mental Health Services(510) 451-6729
Pamphlet - “DrugsAreAll Around Us...Help Your Child Avoid Them”
March of Dimes- Information on pregnancy and birth defects (888)-M ODIMES (663-4637)

MILITARY DEPENDENT INFORMATION
American Red CrossInternational Social Services- Contact |ocal Red Cross Chapter
Call local Red Cross Chapter - Ask for Pamphlet - “ Servicesfor Members of the United States
Armed Forces’
Contact local Family Services Officeof nearest Military Ingtalation

PROTECTIVE SERVICES
Division of State Labor Law Administration (Minimumwage, child |abor, etc.) (804) 786-2387
Department of Labor and Industry (804) 371-0442

RECREATION
VirginiaDepartment of Conservation and Recreational FacilitiesinVirginia
(804) 786-1712

SENIOR CITIZEN SERVICES
VirginiaDepartment of Aging (804) 662-9333
State L ong-Term Care Ombudsman (800) 644-2804

TRANSLATION
New York Associationfor New Americans
17 Battery Place, New York, NY 10004-1102
Many bilingua materids
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TRANSPORTATION

. VirginiaDepartment of Motor Vehicles 1-866-368-5463 or http://mww.dmvnow.com
American Automobile Association (AAA), 1-888-368-5463 http://www.aaamidatl antic.com/
VirginiaDepartment of Trangportation (Highway Helpline (800) 367-ROAD)
Call local Transit System, also ask for Specia Servicesfor ridersneeding assistance

Most of thisimportant information wasfound ontwo | nternet sites:
http:/mww.myvirginiaorg

http:/Amww.dss. state.va.us



ESOL Sarter Kit

# 2. Professional Associations for ESL Teachers

Thefollowing isalist of ESL organizations in the state of irginia:

TESOL -Teachersof English to Speaker sof Other Languages
1600 Camer on Street Suite 300

Alexandria, VA 22314

Phone: 703-836-0774

Web Page: http://www.tesol.edu

e-mail: tesol@tesol.edu

TESOL isthe professiona organization for teachers of English to speakersof other languages.
VATESOL - VirginiaTeachersof English to Speakersof Other Languages

VATESOL istheVirginiagtateaffiliateof TESOL. Theofficersof thisorganization changeannually,
andthereareannua mesetings. Tofind out current contact information for thisaffiliate, contact TESOL
at theabove address.

WATESOL - Washington, DC, Teacher sof English to Speakersof Other Languages
P.O. Box 25502
Washington DC 20032

WATESOL istheWashington, D.C., areadffiliateof TESOL. WATESOL aso haslocal officersand
meetingsthat servesESOL teachersin Northern Virginia, Washington, D.C., and partsof Maryland.

VESA - VirginiaESL SupervisorsAssociation
VESA may be contacted through your local school system. They have an annua conference.

For more ESL associationsand resource centersfor ESL see The ESL Teacher’s Book of Listsby
Jacqueline E. Kress. West Nyack, NY: Center for Applied Researchin Education, 1993.

VAACE - VirginiaAssociation for Adult and Continuing Education
Theofficersof thisorganization changeannually, and thereareannual meetings. Tofind out current
contact information for thisaffiliate, contact

BrendaMitchel, Member ship Co-chair
Williamsbur g/lJames City Schools

3925 MidlandsRoad

Williamsburg, VA 23188

Tel. (757) 220-5324
http:/iww.aelweb.vcu.edu/vaace htm
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# 3. Virginia Adult Learning Resource Center

1015 West Main Street
P.O. Box 842020
Richmond, VA 23284-2020
(800) 237-0178

If youwork with adult learners, the VirginiaAdult Learning Resource Center hastheinformation, materials,
and professional development you need. Our resourcesare closeat hand through the World Wide Web at
http://Amww.aglweb.veu.edu/, our toll-freeinformation lines, and by our quick-turn-around mail service.
Our mission isto giveyouthetoolsto build a better futurethrough adult education and literacy.

Asaspecia servicetoyou VALRC hasan ESOL Specialist on staff to assist you with your questionsand
needs. Pleasefed freeto contact Nancy Faux at the abovetoll-free number or at nfaux@vcu.edu.

TheVirginiaAdult Learning Resource Center, inaddition, supportsVirginia'sadult educationand literacy
effortsthrough:

[ | Professional Devel opment workshops, seminars, and meetings
[ | Professional Development Plansfor practitionerstoinvestigate their own questionsasaway to

improve practice and develop new knowledgeinthefield

[ | TheLiteracy Support Center for training and support servicesfor community-based
literacy organizations

[ | Progress, Virginia sadult education and literacy newd etter, published quarterly
[ | A Library and Clearinghouseto collect, publish, and disseminate print and multimedia materials

[ | An easy-to-use Websitethat features our calendar, our searchablelibrary and directory
databases, and aworld of resourcesand information

[ | An Information Desk for adult education and literacy practitioners, adult learners, and the
genera public

[ | Anlnstructional Systems Support Unit to provide assistance and training in Workplace Essential
Skills, GED, and other stateinitiativesfor both practitionersand adult learners

[ | TheProject SoftwareWebsiteto identify and eval uate software programsthat are effectiveand
that enhancelearning.

How to Reach Us

The Resource Center isopen from 8:30 AM to 4:30 PM, Monday through Friday, year round. Leave
amessage after office hoursby dialing theextension of theindividua you need whichisprovidedinthe
voicemail message.
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# 4. Internet Sites of Interest

For a complete listing of excellent resources on the Internet, please ook at our website where we
have our favorite links. For your convenience we have listed a few to get you started.

Center for Applied Linguistics

http:/AMww.cal.org

Better knownas“CAL,” thissite sponsorson-line chatswith ESL expertson avariety of topics. It aso
providesarticleson bilingual education, refugee concerns, and reviewsof new teaching materials.

CNN Newsroom and Worldview for ESL

http://lc.oyuh.edu/CNN_N/CNN-N.html

Real reportsaired on CNN areformatted as cloze exerciseson thisWeb page. Studentsmay fill in answers
and obtain immediateresults. Most of these exercisesare suitablefor studentswho areworking at an
intermediateto advanced levd.

Dave'sESL Cafe

http://ww.ed cafe.com

Arguable one of themost user friendly sitesonline, Dave'SESL Cafe offersachat room for studentsand
teachers, agraffiti wall for students, and amessage exchange board. The Cafealso includespageson
phrasal verbs, current dang, idioms, and quizzeson avariety of topics. For teachersthereareideapages,
job boards, abookstore, and linksto other ESL Web sites.

TheESL Loop
http:/mww.linguistic-funland.com/ed oop
TheESL Loopisalist of sitesrelevant to English language teaching and learning on the World Wide Web.

ESL/EFL L essons, Games, Songs

http://Aww.ed games.com/

Whilethe makersof thissiteareintent upon having you purchase their book, they neverthelessoffer afew
worthwhileideas on how to incorporate music, songsand gamesinto the classroom.

English Grammar Linksfor ESL Students

http:/Mmww.gl.umbc.edu/~kpokoyl/grammar 1.htm

Thissite provideslinksto other grammar reference sites, exercisesand quizzes. It also offersateacher’s
section.

Internet TESL Journal

http://itedj.org/

Thelnternet TESL Journa isauser-friendly sitefor teachers. Thiselectronicjournal includesscholarly
articlesand research papersintheareaof ESL/EFL. Therearelistsof teacher tips, ideason teaching
techniques, samplelessons, lesson plans, handouts, project ideas, and linksto other ESL sites.

NCLE

http:/mww.cal.org/ncle

TheNationa Clearinghousefor ESL Literacy Education featuresERIC Digestsonline. Thesematerias
cover awiderangeof topicson ESL literacy education.
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TESOL

http://mwww.tesol.edu

The* Teachersof Englishto Speakersof Other Languages’ Website servesasthe membership pagefor this
ESL professond organization. Alsoincluded onthesiteareconventionlists, acaendar of upcoming
professional training seminars, and accessto information about state and federa lawsthat affect ESL
teachersand students.

TOEFL

http:/Amww.toefl.or g/

The Test of English asa Foreign Languageis used worldwidein order to evaluate the English proficiency
of non-native speakers. Thewritten test will soon bereplaced by an onlineexam. Thissiteprovides
information about ordering thetest, who should takeit, and how these students can preparefor it.

VirginiaAdult L ear ning Resour ce Center

http:/mww.vcu.edu/agweb/

Thissteoffersaccesstoalarge ESL lending library and clearinghousethat ismaintained for adult education
practitionersinthestateof Virginia. Therearelinksto ESL sitesaswell asacalendar of specia events,
training, seminars, and workshopsheld both in-state and nationally.

Comenius

English Language Center

http:/Mww.comenius.com

Thispagefeaturesweekly idiomsfor students, asection entitled “ Fluency through Fables’, and language
linksdesigned toimprovelistening and writing skills.
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# 5. ESL Periodicals

PRINT PUBLICATIONSFOR INSTRUCTORS

Hands-On English

Thispublication providesgamesfor theteacher to usein class, writing activities, anon-going ideafile, a
“Hintsand Tips’ section, and grant information. Often, the magazineincludesacrossword puzzlethat can
be copied and adapted for multi-level classes. Six issuesyearly.

Address: Hands-On English
P.O. Box 256
Crete, NE 68333
Web site: hitp://mww.handsonenglish.com

Adult Learning
Thispublication isfocused on the broader issuesfaced by teachersof adult students. It providesinsight to
working with adult learners but does not specifically deal with ESL issues. Six issuesyearly.

Address: Adult Learning
1200 19" Street, NW
Suite 300
Washington DC 20036

L anguage Teaching
Thisjournal, edited by Janet Hooper, isan international abstract for languageteachersand thoseinterested
inappliedlinguistics. Four issuesyearly.

English Today

Thismagazinefocuses onthose who speak English, thediversity of thelanguage, and the development of a
sense of unity inteaching awidevariety of topics. English Today providesaccessi ble cutting-edgereports
onall aspectsof thelanguage, including style, usage, dictionaries, literary language, Plain English, the I nternet
and languageteaching, intermsof British, American and theworld’ smany other * Englishes .

Four issuesyearly.

Addressfor both: Cambridge University Press
110 Midland Avenue
Port Chester, NY 10573-4930
(800) 872-7243
FAX (914) 937-4712
Web site: hitp://www.cup.org
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PRINT PUBLICATIONSFOR STUDENTS

English Digest M agazine

TheEnglish Digest isacolorful magazine designed for adult and young adult ESL learnerswith avocabu-
lary base of 600-1,000words. Articlesdealingwith popular culture, medical and legal advice, and sports
aredl included, aswell asateacher’sguide.

Voices
Thisperiodica publishesthewriting of studentswho arelearning Englishfor thefirst time. Thesubmissions
arearranged according to topic, and often aphoto of the author isincluded.

Addressfor both: Delta Systems Co., Inc.
1400 Miller Parkway
McHenry, IL 60050-7030
(800) 323-8270
Website: http://mwww.delta-systems.com

ELECTRONIC PUBLICATIONS
Thelnternet TESL Journal
http://itedj.org
Thisjourna containsteaching techniques, projects, links, research papersand articles.
ThelLanguage Teacher Online

http://mww.jat-publications.org/tlt/ or www.jat.org
Gamesfor the ESL classroom, reviews of materia's, and opinionsand features columnsarefeatured.
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# 6. Publishers of ESL Materials

Addison Wedey L ongman

10 Bank Street Suite 900
WhitePlains, NY 10606-1951
ESL Help Desk: 1-800-266-8855

AltaESL

14 Adrian Court
Burlingame, CA 94010
1-800-ALTA/ESL

Fax: 1-800-ALTA/FAX
e-mall: altaed @aol.com

Delta Systems Co., Inc.
1400 Miller Parkway
McHenry, IL 60050-7030
1-800-909-9901
http://mww.del ta-systems.com

Educational Activities, Inc.
P.O. Box 392

Freeport, NY 11520
1-800-645-3739

Fax: 516-623-9282

e-mail: learn@edat.com

Glencoe/M cGraw-Hill
Southeastern Region
3100 Breckinridge Blvd.
Bldg. 700 Suite 705
Duluth, GA 30096
1-800-334-7344
http:/AMww.glencoe.com

For alist of more publishers, see The ESL Teacher’sBook of Listsor look at Delta Systems Co., Inc. whichisa

generd clearinghousefor dl publishers.

New Readers Press
Department F97

P.O. Box 888

Syracuse, NY 13210-0888
1-800-448-8878

Pear son Education

Longman

PrenticeHall Regents

Scott Foresman

Addison Wesley
12805 Nathan Court
Herndon, VA 20170
1-888-877-7824, VM #9215
(SheilaPeterson)
http:/Aww.longman.com

ProLinguaAssociates
15 EIm Street

Brattleboro, VT 05301
1-800-366-4775

Fax: 802-257-5117
e-mall: prolingu@sover.net
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TEACHING ADULTS: WHAT DO | NEED TO KNOW?
1. Understanding the Adult L earner
2. Teaching Effectively

3. Using Different Approachesto Language Teaching
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ﬁ 1. Understanding the Adult ESOL L earner

Getting to know your ESOL |earners should be one of your top priorities. Hereareafew characteristicsto
keepinmind.

Adult lear nersmay:

Represent awiderange of educational backgrounds. They may havefromlittleto noformal
educationinther nativelanguage, to completion of university and advanced degreesintheir native
language. In addition, they may or may not have some previous educationin Englishand/or inthe
United States.

Begoal-oriented and highly motivated. They have cometo you for aspecific reason. Their goal(s)
may belong or short term. They should beinvolved in sharing and setting their goals.

Bring different skills, interests, backgrounds, and life experiences to the learning situation.
They haverichlifeexperiences, and theinstructor should capitalizeon thisdiversity.

Want or need immediate application. Adult learners need to apply what they arelearning. Thetasks
must be practical, haveaclear purpose, and directly relateto their everyday lives.

Havedifferent learning styles. Adult learners often relateto their previous education. Somemay
learn by doing, othersby listening, speaking, reading, or writing. Many students|earn better whenthere
arevisuas(pictures) or realia(real things, such asarticlesof clothing) to use.

Bevery busy. They may work morethan onejob in addition to going to school and taking care of their
family. They may betired and have difficulty staying on task for long periodsof time.

May havedifferent levelsof proficiency. Student levelsmay differ inlistening, speaking, reading, and
writingin both their first and second languages.

Have apoor self concept. Many people do not seethemselvesaslearners. Some do not think they
canlearn or that they know how tolearn
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ﬁ 2. Teaching Effectively

Every teacher wantsto know theformulafor becoming asuccessful instructor. Thereisno one set formula;
however, there are sometried-and-true methodsthat ensuretheteacher ison theright track to helping
studentslearn. Thefollowing pagesincludetipsfor getting started, aswell asideasfor keeping students
interested and engaged. When in doubt, ask amore experienced teacher what hasworked for himor her,
or consult Section B of thiskit for alist of organizationsto contact for moreinformation.

TIPSFOR SUCCESSIN THE CLASSROOM

1.

10.

11.

12.

13.

Greet each student ashe or she entersthe classroom. Make use of nametagsfor studentsand for
yourself. A nameisimportant inevery culture, and using astudent’sname (and having themuse
yours) isanimportant concept to belearned.

Provideacomfortable, safe, risk-freelearning environment. Show you areinterested inand care
about your students.

Find out about your students: what countriesthey comefrom, first language, yearsof schooling, if
they are presently employed, etc.

Find out students' ability inreading, writing, listening and speaking. You can do thisthrough conver-
sation or smpleactivities. Thisgoeson continually inthe classroom.

Find out students’ needs and wants, and plan your lessonsaccordingly.

Take advantage of ‘ teachable moments,” for example, aconcern addressed by astudent, or alate-
breaking newsstory. Teach to the studentsand talk about what needsto be discussed at that
moment.

Plan activitiesthat haveareal purpose. Let studentsknow what they are going to be doing and
why they aredoingit.

Makesureactivitiesdirectly relateto students' lives. Studentswill not stay inclassunlessthey can
seeadirect connectiontotheir lives.

Vary activitiesto accommodatedifferent learning styles(visua, aurd, ord, kinesthetic), aswell as
different level sof student comprehensionand ability.

Simplify what youteach. Make sureyour students understand one point beforemoving ontothe
next.

Givestudentstimeto respond (pausetime). It takestimeto‘trandate’ from Englishtoanative
language and come up with aresponsein English.

Alwaysmoded an activity with another student (at |east once and maybe more) beforeassigningitto
theclass. Thiswill givestudentspracticeand alow you the opportunity to observe whether the
studentsunderstand their role.

Try tousepair or small groupwork inevery class. Vary the pairsand groups so that the students
arenot alwaysworking with peoplefromtheir own language and ability.

C-3
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Beginning to Work with Adult English Language L ear ners:

Some Consder ations

by MaryAnn Cunningham Forez and Miriam Burt
National Center for ESL Literacy Education (NCLE)
ERIC Digests, October 2001

Inmany partsof the United States, the number of nonnative adult learners seeking Englishlanguageinstruction
isgrowing. States such asNorth Carolina, Arkansas, Georgia, Tennessee, Nebraska, and lowa, not histori-
caly associated withimmigrant influxes, have been experiencing increased growth rateswith these popul ations
inthelast decade (U.S. CensusBureau, 2001). In 1998, 47% of the participantsin federally funded adult
education programswerethereto learn English asasecond language (ESL) (U.S. Department of Education,
Officeof Vocationa and Adult Education, 1999). Asimmigrant popul ations seek English languageingtruction,
theneed for teachersto servethemisdrawing peopleinto theadult ESL teaching field. Someof theseteachers
havetraining and experience working with adults|earning English. However, many areworking with these
learnersfor thefirst time.

What do teacherswho are beginning to work with adult English language learnersneed to know? ThisQ& A
discussesrecommendationsin four areas: application of principlesof adult learningin ESL contexts, second
language acquisition, cultureand working with multicultura groups, and instructional approachesthat support
language development in adults. Itisnot intended to be comprehensive. Rather, it givesteachersan overview
of important points, suggestsbasic Srategiesto use, and providesresourcesto consult for further information.

How do the principles of adult lear ning apply to adult English language lear ners?

Malcolm Knowles' (1973) principlesof andragogy, theart and science of facilitating adult learning, are till
seminal to many of today’ stheoriesabout learning and ingtruction for adults.

Adultsaresdf-directedintheir learning.

Adultshavereservoirsof experiencethat serveasresourcesasthey learn.

Adultsare practicd, problem-solving-oriented learners.

Adultswant their learning to beimmediately applicableto their lives.

Adultswant to know why something needsto belearned.
Ingenerad, thispicture of the practical, purposeful, self-directed learner isrepresentative of adults, whether
they arenative or nonnative English speakers. All adult learners need adult-appropriate content, materids, and
activitiesthat speak to their needsand interestsand allow them to demonstrate their knowledge and abilities.

Sowhat isdifferent for English languagelearners? Obvioudy, they need help with thelanguage asthey learn
content. Teachersworking with English languagelearnersa so need to think about how Knowles adult learner
characterigticsarefiltered through culture, language, and experience. For example, it isnot uncommontofind
nonnativelearnerswho may be hesitant to take charge of their ownlearning. Their educationa experiencesin
their countries may have taught them that the teacher isthe unquestioned expert. They may beresistanttoa
learner-centered classroom wherethey are expected to devel op goa sand work in groupswith other learners
(Shank & Terrill, 1995).

Nonnativelearnersalso may resist thelifeskill-oriented instruction that iscommon in many adult ESL pro-

grams. Coming from cultureswherelearning isahigh-status, academic endeavor, they may expect amore

academically oriented environment (Hardman, 1999). Because of this, teachersshould explaintolearnerswhy

they arelearning whét they arelearninginthisnew way. Similarly, because many Englishlanguagelearnersmay

have studied English grammar and are familiar with the terms describing language components, instructors

should be prepared, when appropriate, to answer learners questionsabout sentence structureand vocabulary.
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What do instructors need to know about second language acquisition (SLA)?

Theoriesabout how languages are learned can be complex. However, having some understanding of how
peopl e acquire and use languages can be useful to theteachersof adult English languagelearners.

Second language acqui sition theoriesaddress cognitiveissues (how thebrain processesinformationin general
and languagein particular), affectiveissues (how emotionsfactor into second language processing and learn-
ing), andlinguisticissues (how learnersinteract with andinternaize new language systems). Thefollowing are
some suggestionsthat instructorscan usein the classroom. They are drawn from theories of second language
acquisition generally accepted asrelevant for most second language |l earners (summarized from Brown, 2001,
Li ghtbown 2000; Krashen, 1981).
Meaningful interaction and natural communication in the target language are necessary
for successful language acquisition.
Learnersneed to use thelanguage, not smply talk about it. Givelearnersopportunitiesand pur-
posesfor communicationthat reflect or relatetotheir lives(e.g., role-playing adoctor/patient
exchangeor creating achart withinformation onloca medica services). Useauthentic materialsin
activitieswhenever possible(e.g., listening for detailsin arecorded tel ephone message or reading
classfied adsfromthelocal newspaper).

Effective language use involves an automatic processing of language.

To become proficient, learnersneed to move from aconcentrated focus on grammar, forms, and
structuresto using language asatool to accomplish communication tasks. Think about the purpose
of eachlesson (e.g., isitimportant that thelearner produce aspecific grammar point or communi-
cateanidea?) and interject error correction to serve those purposes. For example, if theactivity is
anora substitution drill practicing the correct useof irregular past tenseforms, itisappropriateto
correct theverb form being used. However, if thefocus of thelessonismaking small talk onthe
job-acommunication that involvesuse of irregular past tense verbs-correction may smply consist of
arepetition of the correct form by theteacher (e.g., “1 gotoamovielast Saturday” iscorrected by,
“Oh, youwent toamovie. What moviedid you see?’).

Language learners can monitor their speech for correctness when they have time to focus
their attention on form and know the language rules involved.

Givelearnerssufficient timefor activities, to communicate, and to monitor their performance.
Integratelessonson grammar, structures, and language rulesthat arerelevant to the communication
task at hand (e.g., present lessons onimperativeswhen discussing giving directions) sothat learners
becomefamiliar with correct structures. Focus activity objectivesso that |earnersare not asked to
process and monitor too many pointsat onetime (e.g., asking learnersto use new vocabulary and
correctly use present and present progressiveverb formsin an unfamiliar dialogueformat can be
overwheming).

Second language acquisition occurs when learners are exposed to language that is at and
dlightly above their level of comprehension.

Inthe materialsyou use and in your own speech, exposelearnersto languagethat isboth at and
dightly abovewhat they can comfortably understand. Offer abaance of easier reading and listening
activitieswith more challenging ones. Provide pictures, gestures, and promptswhen learnersare
asked to use more complex language.
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People have affective filters (created by a variety of factors such as motivation, self-confi-
dence, or anxiety) that can support or disrupt acquisition of a second language.
Createaclassroom environment inwhich learnersfed comfortable using and taking riskswith
English. Useactivitiesthat ask |earnersto work together or shareinformation to build asense of
familiarity and community. M ake surethe physical environment isascomfortableaspossible. Avoid
constant error correction andinclude activitiesthat focuson overal ability to communicate meaning.
Recycletopicsor activitiesthat motivatelearners.

There are “interlanguage’ periods during which learners make systematic errorsthat are
a natural part of language learning.

Thesemay besimilar to those of achildlearning afirst language (e.g., adding ed to signify al past
tenseverbs) or smilar to patternsin alearner’ snative language (e.g., Spanish speakersplacing
adjectivesafter nouns, such asshirt blue). If errorsappear to be normal and developmental, provide
feedback and modeling of correct structuresto support learnersasthey movethrough these steps.

If an error persists, consider more structured practice on the point.

Thereisa silent period during which learners are absorbing the new language prior to
producing it.

Thelength of thisperiod may vary for each learner. Allow learnerstimeto adjust to the new lan-
guageand begintointernalizeitssoundsand patterns. Use activitiesthat allow them to demonstrate
comprehension without having to produce language (e.g., say new vocabulary and ask learnersto
hold up picturecardsthat illustrate each word).

Second language acquisition theories are based on research that investigates specific
guestions with specific populations in defined circumstances.

Sometheoriesmay be accepted as applicable across popul ations and contexts; the broad applica
tion of othersmay be debatable. Eval uate how atheory may or may not relateto adult English
languagelearnersin generd andtolearnersinyour class pecificaly. Use second language acquisi-
tion theoriesto hel p make decisionsabout balancing different languagelearning activities; observe
and respond to learner progress; and set realistic expectations of what learners can accomplish.

What do instructors need to know about culture and working with multicultural
groups?

Cultureand language are closaly related. L earning anew languageinvol ves|earning about (but not necessar-
ily wholeheartedly embracing) new waysof thinking, feging, and expressing. Thisprocess can put tremen-
douspressure on an adult who hasawell-devel oped sense of self inthe nativelanguage and culture. Be-
causeimmigrantsare, to varying degrees and not always conscioudly, re-configuring their viewsof them-
selvesinrelationto anew socia context, they may at timesbe ambiva ent, confused, or even hostileto the
process of adapting to anew culture (Ullman, 1997). Thisincludeslanguagelearning. Teacherscan help
easethisprocessinavariety of ways:
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Becomeacquainted withlearners' culturesto better understand their perspectivesand expectations
bothinside and outside the classroom (e.g., traditional literacy practices, gender roles, teacher and
learner roles, historicinteractionswith other cultura groups, rhetorical patterns, reigiousbeliefsand
customs). Avoid generdizing and stereotyping learners. Acknowledge and respect differences.
When discussing cultural differencesand traditionsin class, focus on descriptionsrather thanjudg-
ments.

Learnersmay not bewilling or ableto participatein activitiesthat invol ve discussion of taboo
subjects, revelation of persond information, or reliving of painful experiences. For example, a
refugeewholost family inawar may be very uncomfortablewhen ateacher askslearnerstobringin
picturesof their familiesfor an activity. Beaware of the possibleimplicationsof activitiesor topics
and offer learners optionsthrough which they can respond neutrally, such asbringing aphoto of a
family from amagazineinstead of apersona photo.

Remember that culture can play aroleinall facetsof language, including responsetime. Many
Englishlanguagelearnerswill comefrom cultureswhere slenceisnot uncomfortable. When this
factor iscoupled with thereality of aslower processing timefor listening comprehension in asecond
language, it suggeststhat waiting after asking aquestion (possibly aslong as 10 seconds) before
repeating or restating the questionisadvisable.

What instructional approaches support second language development in
adults?

Adult Englishlanguagelearnerscometo ESL classesto master atool that will help them satisfy other needs,
wants, and god s. Therefore, they need to learn about the English language, to practiceit, and to useit.

A variety of instructional approachesand techniques support languagelearning and language use (see
Crandall & Peyton, 1993). Teachers need to examine these options and decide whi ch approachesare most
appropriatefor them, their learners, and their settings. Thefollowingisasummary of generd Strategiesto
usewithlearners.
Get to know your studentsand their needs. English languagelearners abilities, experiences, and
expectations can affect learning. Get to know their backgroundsand goasaswell asproficiency
levelsand skill needs.

Usevisualsto support your instruction. English languagelearnersneed context in their learning
process. Using gestures, expressions, pictures, and realiamakeswords and concepts concrete and
connections more obvious and memorable. Encouragelearnersto do the sameasthey try to
communicatemeaning.

Model tasks before asking your learnersto do them. L earners need to become familiar with vo-
cabulary, conversationa patterns, grammar structures, and even activity formatsbefore producing
them. Demonstrate atask before asking learnersto respond.

Foster asafe classroom environment. Like many adult learners, some English languagelearnershave
had negative educationa experiences. Many will beunfamiliar with classroom activitiesand with
expectationscommoninthe United States. Includetimefor activitiesthat allow learnersto get to
know oneanother.
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Watch both your teacher talk and your writing. Teacher talk refersto the directions, explanations, and
general commentsand conversationsthat ateacher may engageinwithintheclassroom. Keep
teacher talk smpleand clear; use pictures, gestures, demonstrations, and facial expressionsto
reinforce messageswhenever possible. Use print letters, with space between lettersand words, and
do not overload the cha kboard with too much or disorgani zed text.

Althoughitisimportant for theteacher to understand the structure of the English language, it may
not alwaysbe appropriate to provide complex explanations of vocabulary and grammar rules,
especialy to beginning-leve learners. In other words, don't fed you haveto explain everything at al
times. Attimesit isenough for learnersto know the response needed.

Use scaffolding techniquesto support tasks. Build sequencing, structure, and support in learning
activities. Ask learnerstofill inwordsin askeletal dialogue and then createadialogue of asimilar
situation, or supply key vocabulary before asking learnersto compl ete aform. Recyclevocabulary,
structures, and conceptsin the course of instruction. Build redundancy into the curriculumto help
learnerspracticeusing learned vocabulary or skillsin new situationsor for different purposes.

Bring authentic materialsto the classroom. Use materialslike newspapers, signs, saleflyers, telephone
books, and brochuresin the classroom. These hel p learners connect what they arelearningto the
real world and familiarizethem with theformatsand information in such publications. However, do
preparelearners beforehand (e.g., pre-teach vocabulary) and carefully structurelessons(e.g., select
relevant, manageabl e chunks of the authentic material) to makethiswork.

Don’t overload learners. Strikeabalancein each activity between el ementsthat arefamiliar and mastered
and thosethat are new. Asking learnersto use both new vocabulary and anew grammatical struc
tureinarole-playing activity wherethey haveto devel op origina dialogue may betoo muchfor
themto do successfully.

Balancevariety and routinein your activities. Patterns and routines provide familiarity and security
and support learnersasthey tackle new items. But Englishlanguagelearners, likeal learners, havea
variety of preferencesfor processing and learning information. They also can get bored. Give
learnersopportunitiesto experience and demondtrate their mastery of languagein different ways.
Challengethemwith activitiesthat speak to their lives, concerns, and goalsasadullts.

Celebrate success. Progressfor language |l earners can be dow and incremental . L earners need to know
that they aremoving forward. Make sure expectationsarerealistic; create opportunitiesfor success;
set short-term aswell aslong-term goal's; and help learnersrecogni ze and acknowledgetheir own

progress.
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How Do Students Best Learn a Second L anguage?
by TomBello
Fairfax County Public Schools, Adult ESL

Includeord, aura, visual, and kinesthetic use. (Ask your studentshow they best learn English.)
|deas:

Takingto Americanfriends

Tota immerson

TV/Videos

Movies

Radio

Phoneuse (including listening to recordingsliketheweather, |eaving messages....)
Practice (including homework)

RolePlaying

Newspaper (including following current events)

Magazines

Reading storieswithmoras

Fedtrips

Livingwith Americanfamilies

Havingjobsor volunteering

Mingling

Grammar/idiom/vocabulary games

Repetition

Havingliteracy intheir first language

By ‘doing’

Music/songs

Havingrelevant lessons

Speaking (insideand outsidethe classroom)

Listening (including tapes, ‘real’ speech)

Reading (books, magazines, newspapers)

Writing (letters, journas, reports)

Pictures, props

Pair work

Group work

TPR (Total Physical Response) - (opening the door, putting something on the shelf)
‘Real-world’ activities (going shopping, orderingin a restaurant)
Preparing alearning plan

Solving redl problems (trafficticket)

Experiencing American culture

Thinkingin English, sudying

Learning grammar

Learning vocabulary (using wordsin sentences, using dictionary, watching TV with closed captions,
reading, asking the meaning of words)

Used with permission of author
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Teaching Low-Level Adult ESL Learners.
by Grace Massey Holt
ED379965 Jan 95. ERIC Digest

Prior tothelate 1970's, instructional methods and materialsfor adultslearning English asasecond language
(ESL) assumed the presence of literacy in afirst language (Wrigley & Guth, 1992). After 1975 the United
States experienced aninflux of refugeesfrom Southeast Asia. Many had minimal or no experienceinreading
and writing in their native languages and, asthelearnersjoined ESL classes, educators saw that existing
methods and material swerenot appropriatefor theselearners. Ten yearslater, during theimplementation of
the lmmigration Reform and Control Act (IRCA), educatorswere again faced with teaching adult learners
who havelittleor no schooling intheir native countries.

What hasthefield learned about offering instructionto literacy level (low or beginning) adult ESL learners?
Thisdigest providesinformation on how to identify and assesstheinstructional needs of adultslearningto
becomeliteratein asecond language; it discussesgenerd techniquesthat facilitateinstruction for theselearn-
ers, it provides a sample procedure for combining some of these techniques; and it describes classroom
materialsappropriatefor low-level adult ESL learners.

LOW-LEVEL LEARNERS
Therearesevera categoriesof adult ESL |earnerswho can benefit from the approaches and techniques used
iningtructionfor low-level learners(Crysta, 1982; Cdifornia Department of Education, 1992; Savage, 1993).
These categoriesincludethefollowing:

1. learnerswho are nonliterate and have had little or no prior schoolinginther nativelanguage;
2. learners, such asspeakersof Chinese, Arabic, or Khmer, who may not befamiliar with the Roman a phabet;
3. learnerswho may havelearning disahilities; and

4. learnerswho areliteratein their native language but who may want (for variousreasons such asage, hedlth,
family situation) to participatein as ower-paced classand who would benefit from classroom activitiesthat
characterizealiteracy class.

ASSESSING THE NEEDSOF LOW-LEVEL LEARNERS
Assessing the needs of |earnerswho may not speak even minimal English and may not read or writein any
language can bedifficult. Holt (1994), Crystal (1982), and Bell (1988) offer suggestions, recommending a
variety of waysto assesslearnersorally, through reading and writing, and through classroom observation.

Assessing Orally
Educatorswho speak the native language of the adult |earners should ask them about their educational back-
grounds. Personswith three or fewer yearsof formal education will probably be nonliterate.

Assessing Through Reading
Reading readinesstasks can be used for literacy screening. For example, learners can be asked to complete
thefollowing tasks. (Theliteracy skillsbeing assessed appear in parentheses.)

1. Complete an alphabet cloze (for example, AB ...D ...FGH ... J), supplying the missing | etters.
(familiarity with Roman a phabet)
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2. Copy asentence. (speed and easein forming words)

3. Read two simple sentences. (basic sight vocabulary in context)

4. Point to | etters corresponding to the sounds made by theteacher. (s mple consonant soundsnot easily
confused)

5. Read severa unfamiliar or nonsensewords. (blending sounds)

A learner who can recogni ze basi ¢ sight words or use aknowledge of phonicsto approximate the sounds of
unfamiliar words probably doesnot need basicliteracy instruction.

Assessing Through Writing

The completion of asimpleapplication form onwhich learnersare asked tofill in basicinformation such as
name, address, phone number, date, socia security number, birth date, birthplace, age, and gender isaquick
way to determine reading and writing ability, especialy when alarge number of learnershaveto be assessed
inashort period of time. Someonewho hasdifficulty filling out the form could probably benefit frombasic
literacy ingtruction.

A writing sampleinthelearner’sfirst languageisuseful indetermining theliteracy level of thelearnerinhisor
her nativelanguage.

A writing samplein English, doneat intake, can be used to comparelater writing samplesand to monitor the
progressof each learner’ swriting.

Assessing Through Classroom Observation

Informal assessment through classroom observation can continueto assist theteacher in determining anindi-
vidual learner’ sneeds. Attention should be paid to how learnershold their pencils (awkwardly?tootightly?)
and their books (upside down?), how they movetheir eyes (Do theeyesmoveto follow words?), how quickly
they write (Do they hesitate? taketime?labor over each | etter?), and how they interact in large and small
groups (Do they offer to help each other? Arethey comfortablein groups?).

TECHNIQUESFORWORKINGWITHADULTS
Knowlesand other educators maintain that adult educationismost effectivewhen it is*experience centered,
related to learners’ real needs, and directed by learnersthemselves’ (Auerbach, 1992, p. 14). Bell and
Burnaby (1984), Holt (1988), Holt and Gaer (1993), and Wrigley and Guth (1992) list techniquesthat involve
beginning leve learnersasactive participantsin salecting topics, language, and materids.

1. Build onthe experiencesand language of learners. Invitethem to discusstheir experiencesand
provide activitiesthat will allow themto generatelanguage they have aready devel oped.

2. Uselearnersasresources. Ask them to sharetheir knowledge and expertisewith othersintheclass.
3. Sequenceactivitiesin an order that movesfromlesschalenging to morechalenging, suchas
progressing from listening to speaking, reading, and writing skills. Movefrom language experience

activitiesto picture-word connectionsto all-print exercises.

4. Build redundancy into curriculum content, providing repetition of topics. Thiswill help overcome
problemsrelated to irregular attendance common in adult classes.
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Combineenabling skills(visua discrimination of lettersand words, auditory discrimination of sounds
and words, spacing between lettersand words, | etter-sound correspondences, blending lettersto
sound out words, sight vocabulary) with language experience and whol e language approaches.

Combinelife-skill reading competencies(reading medicinelabel s, writing notesto the children’ steach-
ers, filling out forms) with phonics, word recognition, word order, Spacing wordsin asentence, reading
wordsin context, and reading comprehension.

Use cooperativelearning activitiesthat encourageinteraction by providing learnerswith Situationsin
which they must negotiate language with partnersor group membersto completeatask (See Bell,
1988).

Includeavariety of techniquesto appedl to diverselearning styles. For example, mergeholistic reading
approaches such aslanguage experience with discrete approaches such as phonics.

AN INTEGRATED APPROACH TO LITERACY INSTRUCTION

Thelanguage experience approach (L EA)—which uses|earner experiences aslesson content—isaway to
introduce multiple activitiesthat apped tolearners diversebackgroundsand preferred learning styleswhile
offering ingtruction inlanguagethat isboth comprehensible and interesting (Taylor, 1992). Thefollowingisan
exampleof amodified LEA lesson that could be used withlow-level learners.

1.

A shared experience, such asafiedtrip, acommon situation, or ameaningful pictureisastimulusfor
classdiscussion.

L earnersvolunteer sentences about the experience and theteacher writesthe sentenceson the
chalkboard.

Theteacher reads each sentence aloud, running her finger under wordsas each ispronounced, verify-
ing that she haswritten what the student has said.

Whenthe story iscompl eted, the teacher readsit a oud.

Learnersare encouraged tojoininasecond and third reading of the story.
A number of activitiescanfollow at thispoint:

A. Learnerscopy thestory;

B. Learnersunderlineall the partsthey canread;

C. Learnerscircle specificwords(e.g., wordsthat begin with adesignated sound, common sight
wordssuch as“the’);

D. Chord cloze: Theteacher erases somewords, readsthe story, and askslearnersto supply the
missngwords;

E Writing cloze: Theteacher typesthe story, leaving out every fifth word. During the next class
theteacher passesout the cloze and askslearnerstofill inthemissing words,

F. Scrambled sentences. Theteacher typesthe story. During the next classtheteacher distributes
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copiesof thestory to the class. Each learner cutsthe story into strips so that thereisone
sentence on each strip of paper. Learners scramblethe sentencesand rearrangetheminthe

proper sequence;

G. Scrambled words: M ore advanced |earners can cut sentencesinto words, scramblethewords,
and rearrangethemin order.

SELECTING APPROPRIATE CLASSROOM MATERIALS

Using concrete but age-appropriate material swith adult |earners enhancesinstruction by providing acontext
for language and literacy devel opment. A basic kit of materialsmight consist of thefollowing objects, games,
and materids.

1.

10.

11.

12.

13.

14.

15.

16.

C-14

Redlia clocks, food items, calendars, plastic fruitsand vegetabl es, maps, household objects, real and
play money, food containers, abacus, manual for learning to drive, and classroom objects;

Flash cards: pictures, words, and signs,

Picturesor photographs: persona, magazine, and others;

Taperecorder and cassettetapes, including music for imagery and rel axation,;
Overhead projector, transparencies, and pens, video player and videos,

Pocket chart for numbers, letters, and pictures,
Alphabet sets,

Camerafor language experience stories—to create bi ographies and autobi ographies;
Games such asbingo and concentration: commercia or teacher-made;

Coloredindex cardsto teach word order in sentences, to show when speakers changein dialogue, to
illustrate question/answer format, and to use as cuesfor aconcentration game;

Cuisenairerodsto teach word order in sentences, to use asmanipulativesin dyad activities, and to
teach adjectives,

Colored chalk to teach word order, to differentiate between speakersin adialogue, and toillustrate
guestion and answer format;

Poster, butcher, and construction paper;
Felt-tipped pens, colored pencils, and crayons,
Scissors, glue, and masking tape; and

Children’sliterature: for learning techniquesfor reading or telling storiesto children (See Smallwood,
1992, for ideason using children’sliteraturewith adults.).
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CONCLUSION
Providing instructionto adultsacquiring ESL literacy isachallenge. When approaches, techniques, and mate-
ridsaresuitablefor adults, arerelated to their real needs, and promoteinvolvement intheir own learning, there
isagreater chance of success.

REFERENCES
Auerbach, E. (1992). “ Making meaning, making change: Participatory curriculum development for adult ESL
literacy.” Washington, DC and McHenry, IL: Center for Applied Linguisticsand DeltaSystems.

Bell, J. (1988). “ Teaching multi-level classesin ESL.” San Diego, CA: Dominie Press.

Bell, J. & Burnaby, B. (1984). “ A handbook for ESL literacy.” Toronto, Canada: Ontario Ingtitutefor Studies
in Education/Hodder and Stoughton.

CdliforniaDepartment of Education. “ English-as-a-second-language model standardsfor adult education pro-
grams.” (1992). Sacramento, CA: Author.

Crystal, C. (Ed.). (1982). “ Perspectivesin ESL literacy: The neighborhood centersexperience.” Oakland,
CA: Neighborhood Centers Adult Education Program. (ED 244 133)

Holt, D. (Ed.). (1994). “ Assessing successin family literacy projects: Alternative approachesto assessment
and evduation.” Washington, DC and McHenry, IL: Center for Applied Linguisticsand
DdtaSystems.

Holt, G. (1988). “ Parenting curriculum for language minority parents. Teacher’sactivitiesguide.” Sacramento,
CA: CdiforniaState University. (ED 318281)

Holt, G. & Gaer, S. (1993). “English for success. Bridgeto literacy, Teacher’sedition, Book 1.” San Diego,
CA: DominiePress.

Savage, K.L. (1993). Literacy through a competency-based educational program. InJ. Crandall & J.K.
Peyton (Eds.), “ Approachesto adult ESL literacy instruction” (pp. 15-33). Washington, DC and McHenry,
IL: Center for Applied Linguisticsand DeltaSystems.

Smallwood, B.A. (1992). “ Children’sliteraturefor adult ESL literacy.” ERIC Digest. Washington, DC: Na-
tiona Clearinghousefor ESL Literacy Education. (ED 353 864)

Taylor, M. (1992). “ Thelanguage experience approach and adult learners.” ERIC Digest. Washington, DC:
Nationa Clearinghousefor ESL Literacy Education. (ED 350 887)

Wrigley, H.S. & Guth, G.J.A. (1992). “Bringing literacy tolife: Issuesand optionsin adult ESL literacy.” San
Mateo, CA: Aguirrelnternationa . (ED 348 896)

Thisdigest was adapted, with permission, from Holt, G. (1994), Instructionfor Beginning Literacy L earners,
“BEOQutreach,” 5(17-19). Sacramento: Bilingua Education Office, CaliforniaDepartment of Education.
TheNational Clearinghouseon ESL Literacy Education (NCLE) isoperated by the Center for Applied Lin-
guistics(CAL) with funding from the Office of Educational Research and Improvement, U.S. Department of
Education, under contract no. RR93002010. The opinionsexpressed in thisreport do not necessarily reflect
thepositionsof OERI or ED.

C-15



ESOL Sarter Kit

# 3. Using Different Approaches to Language Teaching

Thefollowing articlesoutline and briefly explain avariety of methodsused to teach alanguage. The methods
chosen aredetermined by the students’ needs, goals, and learning styles. For example, abeginner may
have animmediate need for communicating bas ¢ needs of everyday life. For that student, acommunicative
approach may bethemost helpful. A student who speakswell but has difficulty reading and writing may
need adifferent approach. Itismost common for the ESL teacher to use an eclectic approachin order to

mest the needsof all students.
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STRUCTURAL LANGUAGE TEACHING

and

COMMUNICATIVE LANGUAGE TEACHING

STRUCTURAL COMMUNICATIVE
pd
©) A traditiona approach that . A topica/functiona approachthat
= considersgrammatical structures considers meaningful
E and vocabulary itemsto bethe communication to bethe primary
m primary focusof language focus of languageinstructions.
o ingruction.
teacher centered . student centered
n
O
& grammar based . communication based
x
E abundant drill/trandlation practice . abundant student <—> student
= interaction (pairs, smal groups,
< controlled, predictablelearning wholeclass)
O
. variablerate acquisition
knowledge about thetarget . ord proficiency inthetarget
language language
(ug ability tocompletedrills/ . ability tocommunicateinrea-life
9 trandations; ability torespondto Situations (communicative
5 structured questionsin classroom competence)
o (lingui stic competence)
limited but readily measurable . flexibleacquigtionratesvarying
languagelearning with student interest and aptitude
" Grammar Trandation Method . Communicative Approach
a
o} :
E Audio-Lingud Method . Total Physical Response (TPR)
S
(Note: Seepg. C-18) . Direct Method

NOTE: Most learnersbenefit from an eclectic approach, i.e., acombination of structural and
communicative approaches.

Source: IllinoisAdult Learning Resource Center
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LANGUAGE TEACHING

Methods & Approaches

Goal: tolearn grammar rulesand
vocabulary; to beabletoread inthe

STRUCTURAL COMMUNICATIVE
Grammar Trandation M ethod CommunicativeApproach
Focus: Focus.
. memorization of grammar rulesand . oral communication asprimary skill
vocabulary
. conversational ability moreimportant
. reading and writing skills than correct grammar
. literaturein thetarget language . small group and pair activities

Goal: to become communicatively
competent; to be ableto usethelanguage

appropriately

target language

Audio-Lingual Method

Focus:

. repeated language patterns

. grammar |earned through sentence
substitutionsand dialogues

. controlled spoken language

Goal: tooverlearnthetarget
languagein order to useit
automatically

Total Physical Response Approach
Focus:

. listening comprehension as primary skill
. physically activelearning situations
. language learning games

Goal: to providealow-stressmeansto
communicativelanguagelearning

Direct M ethod
Focus:

. speaking and listening asprimary skills

. use of actionsand visual aidsto clarify

meaning (allowsno trandation)

. no formal instruction of grammar

Goad: to communicate and think inthe
target language

For moreinformation see Techniques and Principlesin L anguage Teaching by Diane L arsen-Freeman. Oxford

University Press, 1986.

Source: Illinois Adult Learning Resource Center
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Eight Approaches to Language Teaching
ERIC Clearinghouse on Languagesand Linguistics
ED277280

Prepared by GinaDoggett December 1986

Where there was once consensus on the “ right” way to teach foreign languages, many teachers now
sharethe belief that a singleright way does not exist. Itiscertainly truethat no comparative study has
consistently demonstrated the superiority of one method over another for all teachers, all students, and
all settings.

Presented here is a summary of eight language teaching methods in practice today: the Grammar-
Trandation Method, the Direct Method, the Audio-Lingual Method, the Slent Way, Suggestopedia,
Community Language Learning, the Total Physical Response Method, and the Communicative Ap-
proach. Of course, what is described here is only an abstraction. How a method is manifest in the
classroomwill depend heavily on theindividual teacher’s interpretation of its principles.

Some teachers prefer to practice one of these methods to the exclusion of others. Other teachers prefer
to pick and choose in a principled way among the methodol ogical optionsthat exist, creating their own
unique blend.

The chart inside provides a brief listing of the salient features of the eight methods. For more details,
reader s should consult Techniquesand Principlesin Language Teaching by Diane Lar sen-Freeman, pub-
lished in 1986 by Oxford University Pressin New York, on which this summary was based. Also see
references listed on the next page.

Grammar-Trandation Method

The Grammar-Trand ation method focuseson devel oping students appreci ation of thetarget language's
literatureaswell asteaching thelanguage. Studentsare presented with target-language reading passagesand
answer questionsthat follow. Other activitiesincludetrandating literary passagesfrom onelanguageintothe
other, memorizing grammar rules, and memorizing native-language equivaents of target languagevocabulary.
Classwork ishighly structured, with theteacher controlling al activities.

Direct Method

TheDirect Method alows studentsto percelve meaning directly through thetarget |anguage because
notrandationisalowed. Visua aidsand pantomimeare used to clarify themeaning of vocabulary itemsand
concepts. Studentsspeak agreat ded inthetarget language and communicateasif inred stuations. Reading
and writing are taught from the beginning, though speaking and listening skillsareemphasized. Grammar is
learnedinductively.

Audio-Lingual Method

TheAudio-Lingua Methodisbased onthebehaviorist belief that languagelearning isthe acquisition of
aset of correct language habits. Thelearner repeats patternsuntil ableto producethem spontaneously. Once
agiven pattern - for example, subject-verb-prepositional phrase- islearned, the speaker can substitutewords
to make novel sentences. Theteacher directsand controlsstudents' behavior, providesamodel, and rein-
forces correct responses.
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TheSilent Way

Thetheoretica basisof Gattegno’s Silent Way istheideathat teaching must be subordinated to learn-
ing and thus students must develop their owninner criteriafor correctness. All four skills- reading, writing,
speaking, and listening - aretaught from the beginning. Students' errorsare expected asanormal part of
learning; theteacher’sslence hel psfoster self-relianceand student initiative. Theteacher isactivein setting up
Stuations, whilethe studentsdo most of thetalking and interacting.

Suggestopedia

Lozanov'smethod seeksto help learnerseliminate psychological barrierstolearning. Thelearning
environment isrelaxed and subdued, with low lighting and soft musicin thebackground. Studentschoosea
name and character inthetarget language and culture, and imagine being that person. Diaogsare presented to
theaccompaniment of music. Studentsjust relax and listento them being read and later playfully practicethe
language during an “ activation period.

Community L anguageL earning

In Curren’smethod, teachers consider studentsas“wholepersons,” withintellect, feglings, ingtincts,
physical responses, and desireto learn. Teachersalso recognizethat |earning can bethreatening. By under-
standing and accepting students' fears, teachershelp studentsfed secure and overcometheir fears, and thus
hel pthem harness positiveenergy for learning. Thesyllabusused islearner-generated, in that studentschoose
what they want tolearnto say inthetarget language.

Total Physical Response Method

Asher’sapproach beginsby placing primary importance on listening comprehension, emulating the
early stagesof mother tongue acquisition, and then moving to speaking, reading, and writing. Studentsdemon-
stratetheir comprehension by acting out commandsissued by theteacher; teacher provides novel and often
humorousvariationsof thecommands. Activitiesare designed to befunandto alow studentsto assumeactive
learning roles. Activitieseventually includegamesand skits.

TheCommunicative Approach

The Communicative A pproach stressesthe need to teach communi cative competence as opposed to
linguistic competence; thus, functionsareemphasized over forms. Studentsusually work with authentic mate-
riasinsmdl groupson communicativeactivities, during which they receive practicein negotiating meaning.
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Eight Approaches to Language Teaching

1. TheGrammar-Trandation Method

Goal: Tobeabletoread literatureintarget language; learn grammar rulesand vocabulary;
develop mental acuity.

Roles: Teacher hasauthority; studentsfollow instructionsto learn what teacher knows.

Teaching/Learning process. Studentslearn by trandating from onelanguageto the
other, often trand ating reading passagesin thetarget |anguageto the native language.
Grammar isusually learned deductively on thebasisof grammar rulesand examples.
Studentsmemorizetherules, then apply them to other examples. They learn paradigms
such asverb conjugations, and they learn the native language equivaents of vocabulary
words.

Interaction: Student-Teacher & Student-Student
Most interactionisteacher-to-student; student-initiated i nteraction and student-student
interactionisminimal.

Dealing with Feelings: n/a

View of Language, Culture: Literary language seen as superior to spoken language;
cultureequated with literatureandfinearts.

Aspectsof Languagethe Approach Emphasizes: Vocabulary, grammar emphasized;
reading, writing are primary skills; pronunciation and other speaking/listening skillsnot
emphasized.

Roleof Students NativeLanguage: Nativelanguage provideskey to meaningsin
target language; nativelanguageisused fredy inclass.

Meansfor Evaluation: Testsrequiretrand ation from nativeto target and target to native
language; applying grammar rules, answering questionsabout foreign culture.

Responseto Students' Errors. Heavy emphasis placed on correct answers; teacher
suppliescorrect answerswhen students cannot.

2. The Direct Method

Goal: Tocommunicateintarget language; tothink intarget language.

Roles. Teacher directsclassactivities, but students and teacher are partnersin theteach-
ing/learning process.

Teaching/Learning Process. Studentsaretaught to associate meaning and the target
languagedirectly. New target language wordsor phrasesareintroduced through the
useof redlia, pictures, or pantomime, never the nativelanguage. Studentsspeak inthe
target language agreat deal and communicateasif inred stuations. Grammar rulesare
learned inductively - by generdizing from examples. Students practice new vocabulary
using wordsin sentences.

Interaction: Student-Teacher & Student-Student
Both teacher and studentsinitiateinteraction, though student-initiated interaction, with
teacher or among each other, isusually teacher-directed.

Dealing with Feelings. n/a

View of Language, Culture: Languageisprimarily spoken, not written. Students study
common, everyday speechinthetarget language. Aspectsof foreign culturearestudied
such ashistory, geography, daily life.
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Direct Method cont.

Aspectsof Languagethe Approach Emphasizes: Vocabulary emphasized over gram-
mar; oral communication considered basic, with reading, writing based on oral
practice;pronunci ation emphasized from outset.

Role of Students’ Native Language: Not used in the classroom.

Responseto Students’ Errors. Self-correction encouraged whenever possible.

3. TheAudio-Lingual Method

Goal: Usethetarget language communicatively, overlearnit, so asto beableto useit
automatically by forming new habitsinthetarget language and overcoming native
language habits.

Roles. Teacher directs, controlsstudents' language behavior, providesgood model for
imitation; studentsrepeat, respond asquickly and accurately aspossible.

Teaching/Learning Process. New vocabulary, structures presented through dial ogs,
which arelearned through imitation, repetition. Drillsarebased on patternsindialog.
Students’ correct responsesare positively reinforced; grammar isinduced from models.
Cultural information iscontextualized in the dialogs or presented by theteacher. Read-
ing, writing tasks are based on oral work.

Interaction: Student-Teacher & Student-Student
Studentsinteract during chaindrillsor whentaking rolesindialogs, al at teacher’s
direction. Mogt interactionisbetween teacher and student, initiated by teacher.

Dealing with Fedlings. n/a

View of Language, Culture: Descriptivelinguisticsinfluence: every language seen as
having itsown unique system of phonologica, morphological, and syntactic patterns.

M ethod emphasi zes everyday speech and usesagraded syllabusfrom smpleto difficult
linguistic Sructures. Culture compriseseveryday language and behavior.

Aspectsof Languagethe Approach Emphasizes: Language structures emphasized;
vocabulary contextualized in dialogs but islimited because syntactic patternsarefore-
most; naturd priority of skills- listening, speaking, reading, writing, with emphasison
firgt two; pronunciation taught from beginning, often with languagelab work and minimal
parsdrills.

Roleof Students Native Language: Students nativelanguage habitsare considered as
interfering, thus nativelanguageisnot usedin classroom. Contrasting analysisisconsid-
ered helpful for determining pointsof interference.

Meansfor Evaluation: Discrete-point testsin which students distinguish between words
or provide an appropriate verb for asentence, etc.

Responseto Student Error: Teachersstriveto prevent student errorsby predicting
trouble spotsand tightly controlling what they teach studentsto say.
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4. The Silent Way

Goals: Touselanguagefor self-expression; to devel op independence from theteacher, to
developinner criteriafor correctness.

Roles: Teaching should be subordinated to learning. Teachersshould give studentsonly
what they absolutely need to promotetheir learning. Learnersareresponsiblefor their
ownlearning.

Teaching/Learning Process. Students begin with sounds, introduced through association
of soundsin nativelanguage to asound-color chart. Teacher then setsup Situations,
often using Cuisenairerods, to focus students' attention on structures. Studentsinteract
asthesituation requires. Teachersseestudents' errorsascluesto wherethetarget
languageisunclear, and they adjust instruction accordingly. Studentsareurged totake
respongibility for their learning. Additiona learningisthought to take place during deep.

Interaction: Student-Teacher & Student-Student
Theteacher issilent much of thetime, but very active setting up Situations, listening to
students, speaking only to give clues, not to model speech. Student-student interaction
isencouraged.

Dealingwith Fedlings: Teachersmonitor students feelingsand actively try to prevent
ther fedingsfrominterfering withtheir learning. Studentsexpresstheir feelingsduring
feedback sessionsafter class.

View of Language, Culture: Language and cultureareinseparable, and each languageis
seen to be unique despite similaritiesin structure with other languages.

Aspectsof Languagethe Approach Emphasizes: All four skill areasworked on from
beginning (reading, writing, Speaking, listening); pronunciation especidly, because
soundsare basic and carry the mel ody of thelanguage. Structural patternsare prac-
ticed inmeaningful interactions. Syllabusdevelopsaccordingtolearning abilitiesand
needs. Reading and writing exercisesreinforceora learning.

Roleof Students Native Language: Althoughtrandationisnot used at al, the native
languageis considered aresource because of the overlap that isbound to exist between
thetwo languages. Theteacher should takeinto account what the students already
know.

Meansfor Evaluation: Assessment iscontinua ; but only to determine continually chang-
ing learning needs. Teachersobserve students' ability to transfer what they havelearned
to new contexts. To encouragethe devel opment of inner criteria, neither praise nor
criticismisoffered. Studentsare expectedto learn at different rates, and to make
progress, not necessarily speaking perfectly inthebeginning.

Responseto Students Errors. Errorsareinevitable, anatural, indispensable part of
learning.

5. Suggestopedia

Goals: Tolearn, at accelerated pace, aforeign languagefor everyday communication by
tapping mental powers, and overcoming psychological barriers.

Roles. Teacher hasauthority, commandstrust and respect of students; teacher
“desuggests’ negativefedingsand limitstolearning; if teacher succeedsinassuming this
role, studentsassume childlikerole, spontaneousand uninhibited.

Teachingand Learning Process. Studentslearninarelaxing environment. They choose

anew identity (name, occupation) in thetarget language and culture. They usetextsof
dialogsaccompanied by trandationsand notesin their nativelanguage. Eachdiaogis
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Suggestopedia cont.
presented, e.g., during two musical concerts; once with theteacher matching hisor her
voiceto therhythm and pitch of themusi c whilestudentsfollow aong. The second
time, theteacher readsnormally and studentsrelax and listen. At night and onwaking,
thestudentsread it over. Then studentsgain facility with the new materia through
activitiessuch asdramati zations, games, songs, and question-and-answer sessions.

Interaction: Student-Teacher & Student-Student
Atfirst, teacher initiatesdl interaction and studentsrespond only nonverbally or witha
few wordsintarget languagethat they have practiced. Eventudly, sudentsinitiate
interaction. Studentsinteract with each other throughout, asdirected by teacher.

Dealingwith Fedings: Great importanceisplaced on students feelings, in making them
fed confident and relaxed, in* desuggesting” their psychologica barriers.

View of Language, Culture: Languageisone plane; nonverbal parts of messagesare
another. Cultureincludeseveryday lifeandfinearts.

Aspectsof Languagethe Approach Emphasizes: Vocabulary emphasized, some
explicit grammar. Studentsfocuson communicative userather than form; reading,
writing aso haveplace.

Roleof Students’ Native Language: Trandation clarifiesdialogs meaning; teacher uses
nativelanguage, moreat first than later, when necessary.

Meansfor Evaluation: Students normal in-classperformanceisevaluated. Thereareno
tests, whichwould threaten rel axed environment.

Responseto Students’ Errors. Errorsarenotimmediately corrected; teacher models
correct formslater during class.

6. Community LanguageL ear ning

Goals. Tolearnlanguage communicatively, to takeresponsbility for learning, to approach
thetask nondefensively, never separatingintellect fromfedings.

Roles: Teacher actsascounselor, supporting studentswith understanding of their struggle
to master languagein often threatening new learning situation. Student isat first adepen-
dent client of the counsel or and becomesincreas ngly independent through five specified
stages.

Teaching/Learning Process. Nondefensivelearning requiressix elements. security,
aggression (students have opportunitiesto assert, involvethemselves), attention, reflec-
tion (Studentsthink about both the language and their experiencelearningit), retention,
and discrimination (sorting out differencesamong target languageforms).

Interaction: Student-Teacher & Student-Student
Both students and teacher make decisionsin the class. Sometimesthe teacher directs
action, other timesthe studentsinteract independently. A spirit of cooperationisencour-
aged.

Dealingwith Fedlings: Teacher routinely probesfor students’ feelingsabout learning
and shows understanding, hel ping them overcome negativefedings.

View of Language, Culture: Languageisfor communication, amedium of interpersonal
sharing and belonging, and creativethinking. Cultureisintegrated with language.

Aspectsof Languagethe Approach Emphasizes: At first, since studentsdesign sylla-
bus, they determine aspectsof language studied; |ater teacher may bring in published
texts. Particular grammar, pronunciation pointsaretreated, and particular vocabulary
based on students’ expressed needs. Understanding and speaking are emphasized,
through reading and writing haveaplace.
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Community L anguageL ear ning cont.

Roleof Students Native Language: Use of nativelanguage enhances students' security.
Students have conversationsintheir native language; target language trand ations of these
becomethetext around which subsequent activitiesrevolve. Also, instructionsand
sessionsfor expressing fedingsarein nativelanguage. Target languageisused progres-
sively more. Where students do not sharethe same nativelanguage, thetarget language
isused from the outset, though alternatives such as pantomimeare a so used.

Meansfor Evaluation: No specific meansare recommended, but adherenceto principles
isurged. Teacher would help students preparefor any test required by school, integra-
tivetestswould be preferred over discrete-point tests; self-eval uation would be encour-
aged, promoting students awareness of their own progress.

Responseto Students' Errors. Nonthreatening styleisencouraged; modeling of correct
forms,

7. Total Physical Response M ethod

Goals. To provide an enjoyablelearning experience, having aminimum of the stressthat
typicaly accompanieslearning aforeignlanguage.

Roles. Atfirst theteacher givescommandsand studentsfollow them. Once studentsare
“ready to speak,” they takeondirecting roles.

Teaching/Learning Process. Lessonsbeginwith commands by theteacher; students
demonstratetheir understanding by acting these out; teachersrecombinether instruc-
tionsinnovel and often humorousways, eventudly studentsfollow suit. Activities|ater
include gamesand skits.

I nteraction: Student-Teacher & Student-Student
Teacher interactswith individual studentsand with the group, starting with the teacher
speaking and the studentsresponding nonverbally. L ater thisisreversed; studentsissue
commandsto teacher aswell aseach other.

Dealingwith Feelings: The method was devel oped principally to reducethe stress
associated with languagelearning; studentsare not forced to speak beforethey are
ready and learning ismade as enjoyable aspossible, stimulating feelings of successand
low anxiety.

View of Language, Culture: Oral modality isprimary; cultureisthelifestyleof native
speakersof thetarget language.

Aspectsof Languagethe Approach Emphasizes: Grammatical structuresand vocabu-
lary areemphasized, imbedded inimperatives. Understanding precedes production;
spoken language precedesthewritten word.

Roleof Students Native Language: Methodisintroducedin students' nativelanguage,
but rarely used later in course. Meaning ismade clear through actions.

Meansfor Evaluation: Teacherscan evaluate studentsthrough ssmple observation of their
actions. Formal eva uation isachieved by commanding astudent to perform aseriesof
actions.

Responseto Students Errors: Studentsare expected to make errors oncethey begin
gpeaking. Teachersonly correct major errors, and do thisunobtrusively. “ Fine-tuning”
occurslater.
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8. TheCommunicative Approach

Goals: Tobecome communicatively competent, ableto usethelanguage appropriatefor a
givensocid context; to manage the process of negotiating meaning withinterlocutors.

Roles: Teacher facilitatesstudents’ |earning by managing classroom activities, settingup
communicative situations. Studentsarecommunicators, actively engaged in negotiating
meaning.

Teaching/Learning Process. Activitiesare communicative—they represent aninforma-
tion gap that needsto befilled; speakers have achoice of what to say and how to say it;
they receivefeedback from thelistener that will verify that apurpose hasbeen achieved.
Authentic materia sareused. Studentsusually work in small groups.

Interaction: Student-Teacher & Student-Student
Teacher initiatesinteractions between studentsand participates sometimes. Studentsin-
teract agreat deal with each other in many configurations.

Dealingwith Fedlings. Emphasisison devel oping motivation to learn through establish-
ing meaningful, purposeful thingsto do with thetarget language. Individudity isencour-
aged, aswell as cooperation with peers, which both contribute to sense of emotional
security with thetarget language.

View of Language, Culture: Languageisfor communication. Linguistic competence
must be coupled with an ability to convey intended meaning appropriately in different
social contexts. Cultureiseveryday lifestyleof native speakersof thetarget language.
Nonverbal behavior isimportant.

Aspectsof Languagethe Approach Emphasizes. Functionsare emphasized over
forms, with smpleformslearned for each function at first, then morecomplex forms.
Studentswork at discourselevel. They work on speaking, listening, reading, and writing
from the beginning. Cons stent focus on negotiated meaning.

Roleof Students NativeLanguage: Students nativelanguage usually playsnorole.

Meansfor Evaluation: Informal evaluation takes place when teacher advisesor commu-
nicates, formal evaluationisby meansof anintegrativetest with areal communicative
function.

Responseto Students' Errors. Errorsof form are considered natural; studentswith
incomplete knowledge of English can still succeed ascommunicators.
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November, 1998

ERIC

Q& A

Current Conceptsand Termsin Adult ESL

National Center for ESL Literacy Education (NCLE)

by MaryAnn Cunningham FHorez
Nationa Center for ESL Literacy Education

Whilethefidd of teaching English asasecond language (ESL) to adultshasitsown uniquetermsand
concepts, it often drawsfrom the professional vocabulary of other areas of education such asK-12, adult
basi c education, and higher education. Thisarticle presentsasel ection of such termsand concepts, discuss-
ing them asthey are applied intheadult ESL context and citing sourceswherethey are described with adult
immigrant learnersin mind. Sometermsare broad, representing theories or approaches, while othersmight
be more accurately described as methods or techniques. M ost are mutually supportive and can beinte-
gratedininstruction to expand and enrichlearninginany ESL setting.

Authentic or Alternative Assessment

Authentic or dternative assessment describes effortsto document | earner achievement through activitiesthat
requireintegration and application of knowledge and skillsand are based on classroominstruction. [dedlly,
these assessmentsarerel evant to real -life contexts and include activities such as creating abudget, compl et-
ing aproject, or participatinginaninterview (Burt & Keenan, 1995; O’ Malley & Pierce, 1996). Authentic
assessmentsarecriterion referenced, inthat criteriafor successful performanceare established and clearly
articulated. They focusonthelearning processaswell asthe productsand they include meansfor learner
self-assessment and reflection (O’ Maley & Pierce, 1996; Tannenbaum, 1996). Often, authentic assess-
mentsare used in conjunction with standardized teststo provide amore compl ete picture of learner

progress.

Examplesof authentic assessment include performance-based assessment, |earner self-assessment, and
portfolios. Performance-based assessment activitiesrequirelearnersto integrate acquired knowledgeand
skillsto solveredlistic or authentic problems, such astaking tel ephone messages, compl eting an application,
or giving directions. Self assessment refersto checklists, logs, reflectivejournass, or questionnairescom-
pleted by learnersthat highlight their strategies, attitudes, feelings, and accomplishmentsthroughout the
learning process (O’ Malley & Pierce, 1996). Portfolio assessment consists of asystematic collection of the
learners work (such aswriting samples, journal entries, worksheets, recorded speech samples, or stan-
dardized test results) to show individual progresstoward meeting instructional objectives (Fingeret, 1993).

Computer-Assisted Language Learning

The use of computer-based technol ogiesfor language instruction isknown as computer-assisted language
learning (CALL). Computer software, including multimediaapplications, and the Internet and the World
WideWeb are examples of suchtechnologiesat useinlanguage programstoday.
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Computer technol ogies can provide acourseof instruction, facilitate activitiesand tasks, or create opportu-
nitiesfor additiona practice (Wrigley & Guth, 1992). CALL can also be structured to promoted teamwork
and collaboration among thelearners, anecessity for those programswith limited accessto technology
(Gaer, 1998). It can beincorporated ininstruction asanintegral part of aclass, asan option that learners
accessindividualy, or in some combination of class-based and self-accessmodel s (Huss-L ederman, 1995).
Using technol ogy can sometimesbedifficult. The planning processshould involve consideration of at least
thefollowing e ements: the needsand goa sof the program, instructional focus, staffing, softwareand
hardware availability or accessibility, learners learning goass, and learners and staffs’ experienceswith and
attitudestoward computer use (Huss-L ederman, 1995; Wrigley & Guth, 1992).

Critical Literacy Theory

Critical literacy theory expandsthe discussion of literacy practice beyond the basic functions of reading and
writing. Wheretraditiond literacy instruction might focuson skillssuch asdecoding, predicting, or summa-
rizing, criticd literacy theory encourages critical examination of text, especially the socid, political, and

ideol ogica e ements present. Based in the assumption that literacy practiceshavethe capability to both
reflect and shapetheissuesand power relationshipsat play inthelarger society, critical literacy theory seeks
to empower learnersthrough development of critical and anaytical literacy skills(Auerbach, 1992; Hood,
1998).

Inthegenera sensg, critica literacy theory encouragesteachersto createinstructional activitiesthat help
learnersuseanalytical skillsto question and respond to such el ementsas perspective, purpose, effect, or
relevance of what they read and write (Hood, 1998). For example, ateacher might prompt learnersto
distinguish fact from opinionin anewspaper editorial or toidentify an author’sposition onatopicand
compareittotheir own. Thefocusisonthelearner asdecision maker and activeinterpreter inreading and
writing activities.

Family and Intergenerational Literacy

Family literacy hastraditionally described the use of literacy within the context of thefamily, often asrelated
to early childhood devel opment and parental support of children’sschool achievement. Intergenerational
literacy broadensthat description, recogni zing that rel ationshi ps between adultsand children, both within
and outsidethetraditiona definition of thefamily unit, affect theliteracy useand development of al involved.
Family literacy programsfor ESL populationsgeneraly usefamily and family relationshipsas content and
involveat |east two generationsof participants (Weinstein, 1998).

Thegoasof family and intergenerationa literacy programsare varied. Somefocuson thefamily and schoal,
seeking toincrease parenta involvement, improve communication, increase schools' responsivenessto
communities, and support children’ sacademic achievement (Parecki, Paris, & Seidenberg, 1996). Others
pursue broader objectives, such asfurthering literacy skillsdevel opment and positive behaviorslinked to
reading for both adultsand children. Still othersfocusonfacilitating the reconnection of generationsdivided
by different linguistic and cultural experiences(Weinstein, 1998).
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Multiple Intelligences and Learning Styles

Multipleintelligencesand learning style preferences both refer to thewaysthat individua sapproach infor-
mation processing and learning. Howard Gardner’ stheory of multipleintelligencesproposesthat thereare at
least seven different abilitiesthat individual s can devel op to solve problemsor create products: verbal/
linguistic, musicdl, logica/mathematica, spatia/visud , bodily/kinesthetic, interpersona, andintrapersona
(Gardner, 1993).

Eachintelligenceisdistinguished by itsown competenciesand skillsand directly influencestheway an
individua will interpret and utilizeinformation.

Learning stylesarethe broad preferencesthat |earnerstend to exhibit when faced with new content or
problemsthat need to be solved. These stylesencompass cognitive, affective, and behaviora e ements, and
describelearnersintermsof their preferencesfor group or individual learning contexts, the degreetowhich
they separate detail sfrom complex backgrounds (fiel d dependent vs. field independent), or their affinity for
analytic, abstract perspectives as opposed to moreintegrated, comprehensive ones (analytic vs. global)
(Oxford, 1989).

Awarenessof differentintelligencesand learning styles, andindividuas preferencesfor them canhelp
teacherscreate positivelearning experiences (Christison, 1996; Oxford, 1989). By varyingingtructiona
activitiesto accommodatelearners preferences (lectures, visuas, hands-on activities, songs) or by offering
optionsfor responsesto instruction (write apaper, create amodel, giveademondtration), teacherscan
support learners’ accessto and understanding of content.

Practitioner Inquiry, Reflective Teaching, and Action Research

Practitioner inquiry, reflectiveteaching, and action research refer to ateacher-centered approach to profes-
siona and staff development. Likethelearner-centered approach to instruction, which focuses on the needs
of thelearnersand respectsthem as partnersin thelearning process, these approachesto professiond
development put practitionersat the center of the processdefining, investigating, and addressing issuesin
their ownteaching (Brookfield, 1995).

These model srequire practitionersto become researchersand take aquestioning stance towardstheir
work. Rather than focusing on their deficits, teachers concentrate on their strengthsand interestsasmeans
for enhancing their knowledge and teaching skills (Foucar-Szocki, et a., 1997). Thefollowing stepsare
usually part of the process: reflecting upon practice asameans of identifying aproblem or question; gather-
ing information onthat problem or question; examining and reflecting on the datagathered; planning some
action based on theinformeation; implementing the action planned; monitoring and eval uating the changesthat
maly or may not result from the action; and collaborating or sharing with colleagues (Drennon, 1994). These
termsand sSimilar variationsare often used interchangeably, their differencestypicdly illustrating theelements
emphasized, in other words, reflectiveteaching highlightsongoing self-assessment while action research
focuseson planning, implementing, and eva uating actua changesin theclassroom.
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Project-based Education

Project-based education isan instructional approach that seeksto contextualizelanguagelearning by
involving learnersin projects, rather thaninisolated activitiestargeting specific skills. Project-based learning
activitiesgenerally integratelanguage and cognitive skills, connect to redl-life problems, generate high learner
interest, and involve some cooperative or group learning skills (Gaer, 1996; Institutefor Research on
Learning, 1998). Unlikeinstruction where content isorgani zed by themesthat rel ate and contextudize
material to belearned, project-based |learning presentslearnerswith aproblem to solve or aproduct to
produce. They must then plan and execute activitiesto achievetheir objectives.

Proj ects selected may be complex and require an investment of time and resources, or they may bemore
modest in scale. Examplesof projectsincludeaclass cookbook, aninternational food bazaar, afolktale-
based story hour at alocal library, aneighborhood servicesdirectory, or aclassweb page (Gaer, 1996;
Baum, 1997). Inthe selection of projectsand activities, it isimportant toincludelearners’ input, aswell as
to consider carefully how theproject will fit with overal instructiona goalsand objectives (Baum, 1997).

Social Identity

The concept of socia identity refersto thewaysin which peopleidentify and understand themselvesin
relation to othersand to their environment (Ullman, 1997). Itiscomplex and involvesissuesof salf-percep-
tion and self-definition, ongoing psychological and cognitive devel opment, interpersona relationships,
empowerment, and adaptation (Uliman, 1997; Zou, 1998).

For immigrant Englishlanguagelearners, discussionsof socia identity focusattention ontheoften dramatic
transitionsthat they experience asthey movefrom one sociocultural context to another, and theimpact that
thishasontheir acculturation and language acquisition. Theprocessof aigning new societa expectations
and requirementswith previouscultural norms, individual perceptions, and experiencesispreeminentin
immigrants’ lives, but oftenignored. Examination of thesesocia identity topicsin the classroom can helpto
support learners' transition processand makeit easier for them to acquirelanguage. Suggestionsfor doing
thishaveincluded éicitinglearners persona storiesthrough portfoliowriting, didoguejournals, large- and
small-group discussions, improvisationd dialoguesand role-plays, and whole-classdiscussion of related
issues such as perspectivesonimmigration or stereotyping (Ullman, 1997).

Workforce Training, Employability Skills Instruction, and SCANS

Workforcetraining (or employability skillsinstruction) representsan effort to integrate employment prepara:
tionintoadult ESL curricula. Itisnot workplaceinstruction, where ESL instruction istaken into thework
environment and linguistic objectivesarelargely determined by worker and work-task needsanalysis
(Grognet, 1997). It dsoisnot English for specific purposes (ESP), where vocabul ary, structures, and
conceptstaught arethose needed for aspecific field or job. Workforcetraining attemptsto incorporate
employment skillstraininginto ESL instruction, combining communicative and behavioral objectiveswith
linguistic objectivestoimprovelearners' abilitiesto functioninan employment context.

Much of the content for workforcetraining hasfocused on the workplace competenciesand foundation

skillsidentified inthe[Labor] Secretary’s Commission on Achieving Necessary Skills(SCANS) report
(Brod, 1997-98; Grognet, 1997).
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The SCANS Skills

Workplace Competencies
Resour ces: alocating time, money, materials, space, staff
I nter per sonal Skills: working with others
I nfor mation: locating, evaluation, organizing, and processing information
Systems:. understanding, managing, and improving systems

Technology: interacting successfully in all aspects of technology use

Foundation Skills

Basic skills: reading, writing, mathematics, speaking, and listening
Thinking skills: thinking creatively, making decisions, solving problems, reasoning

Per sonal qualities: responsibility, self-esteem, sociability, self-management, integrity
(Brod, 1997-98)

Thefive competenciesand three enabling foundation skill sidentify those skillsnecessary for successinany
workplace setting, but which aretransferrableto other life settingsaswell. They can be added to the adult
ESL curriculum through classroom management and other methodsthat promote decision making, problem
solving, individua and group responsibility, planning, and creativethinking (Grognet, 1997; Price-Machado
& Damrau, 1997-98).
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The Language Experience Approach and Adult Learners
by MarciaTaylor, JobLink 2000
ED 350887. June 1992. ERIC Digest

Thelanguage experience approach (LEA) isawhol e language approach that promotes reading and writing
through the use of personal experiencesand ord language. It can beusedintutoria or classroom settingswith
homogeneousor heterogeneous groups of learners. Beginning literacy learnersrelatetheir experiencestoa
teacher or aide, who transcribesthem. Thesetranscriptionsare then used asthe basisfor other reading and
writing activities

Althoughthe LEA wasfirst devel oped for native-English-speaking children (Ashton-Warner, 1963;
Spache & Spache, 1964; Stauffer, 1965), it has al so been used successfully with English asa Second Lan-
guage (ESL) studentsof al ages. Adult learnersentering ESL programsmay or may not have previouseduca-
tional or literacy experiences, nonetheless, all cometo classwith awedth of life experiences. Thisvaluable
resourcefor language and literacy devel opment can be tapped by using the LEA. The approach devel ops
literacy not only withthewholelearner in mind, but al so thewholelanguage.

FEATURESOF THE LANGUAGE EXPERIENCE APPROACH

TheLEA isasdiversein practiceasitspractitioners. Nonethel ess, some characteristicsremain cons stent
(Hall, 1970):

Materiasarelearner-generated.

All communication skills—reading, writing, listening, and spesking—areintegrated.
Difficulty of vocabulary and grammar are determined by thelearnersown language use.
L earning and teaching are persondized, communicative, cregtive.

LEAWITHESL LEARNERS

Krashenand Terrell (1983) recommend two criteriafor determining whether reading materialsare appropriate
for ESL learners. Thereading must be 1) at acomprehensiblelevel of complexity and 2) interesting to the
reader. Reading textsoriginating from learners’ experiencesmeet thesetwo criteriabecause 1) the degree of
complexity isdetermined by thelearner’sown language, and 2) the textsrelate to the learner’s personal
interests.

Both criteriaare of particular importancein adult beginning ESL classes, wherethe paucity of reading
materiascan be problematic. Many bookswrittenin smplified English areether too juvenileor too uninterest-
ing to be considered appropriate reading material for adults.

TWO VARIATIONSOF LEA

ThePersonal Experience

Themost basic, andinfact theorigind, form of the LEA isthe simpletranscription of anindividual learner’s
personal experience. Theteacher or aide (or inamixed-ability class, amore proficient learner) sitswith the
learner sothat thelearner can seewhat isbeing written. The session beginswith aconversation, which might be
prompted by apicture, atopic thelearner isinterestedin, areading text, or an event thelearner has partici-
pated in. Onceatopic evolves, thelearner givesan ora account of apersona experiencerelated to that topic.
Thetranscriber may help thelearner expand or focusthe account by asking questions.

Inmost formsof theLEA, the experienceistranscribed asthelearner dictatesit, without transcriber
correctionsto grammar or vocabulary. Thistechnique keepsthefocus on the content rather than theform of
what iswritten and provides concrete evidence of thelearner’ slanguage growth over time (Heald-Taylor,
1989). Errorscan be corrected | ater, during revising and editing stages of thewriting process. Therelationship
between thetranscriber and learner should bewell established before attempting the LEA, and thetranscriber
should be supportive of what thelearner hasto say.
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TheGroup Experience

Groupsmay a so devel op language experience storiestogether. An experience can be set up and carried out
by thegroup, or storiescan grow out of experiencesand stimuli from any part of thelearners personal, work,
or classroomlives. Thefollowing stepsare ofteninvol ved:

1. Choosing the experience or stimulus. In collaboration with the learners, chooseaprompt or activity
that can be discussed and written up in someform. Thismight include pictures, movies, videotapes,
songs, booksor articles, classprojects, field trips, holidaysor celebrations, or an activity designed for
thispurpose.

2. Organizing theactivity. Develop aplan of actionwith theclass. Thismight includewhat youwill do
and when, and what you will need. The plans can bewritten onthe board to providethefirst link
between theactivity itsdf and thewrittenword.

3. Conducting the experience. Thefollowing activitiesmight be donein the classroom or inthe
community.

I n theclassr oom | n thecommunity

Preparing food (sandwich, French Taking field trips(to the bank, market, malls, library,

toast, salad, popcorn) city hdl)

Making cards (thank you notes, Mapping the school or the neighborhood.

get well cards, holiday cards)

Classprojects(smulations, bulletin
boards, skits)

If the experiencetakesplace withinthe classroom, theteacher can narrateit asit unfol ds, repeating key words
and phrases.

For more advanced learners, discussions, aswell asactua experiences, can evolveinto group-produced texts.
Discussion topicsmight includework, adult education, adjustment tolifeinthe U.S,, or current local andworld
events. Again, the teacher might write key words and phrases on the board asthey are mentioned in the
discusson.

4, Discussing the experience, including al learnersin the discussi on and writing key wordsand phrases
ontheboard. The classmight, for example, reconstruct the sequence of eventsthat took place. Some
learnersmay be capabl e of describing an entire experience or generating an extended text about a
prompt, whileothersmay only beableto answer questionsabout it. Theteacher may need to stimulate
or focusthediscuss on by asking wh- questions—Who wasinvolved? When did thistake place?
What didwedofirst? Regardlessof thelevel of active participation of variouslearners, itiscrucial that
all under stand the discussion.

5. Devel oping awritten account. The classworkstogether to devel op awritten account of what was
doneor discussed. Beforeactually writing atext, the classmight do some planning activitieslike
brai nstorming, webbing or mapping, listing, or sequencingidess. Learnersmay dictateadescription or
sequence of eventsin an activity whiletheteacher or aidewritesit down, or agroup of students may
work together in groupsto produce an account. Regardless of who doesthewriting, it should beeasily
visibletoal learners—ontheboard, on aflip chart pad, or on an overhead transparency.

Theteacher doesnot correct thelearners’ language at thispoint, although learnersmay correct them
selvesor each other asthey work together. Forma correction can bedonelater, aspart of therevising
and editing stages.
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With beginning students, written compositionsmay bevery smple, just asentenceor twoif thisrepre-
sentstheir leve of English proficiency. Lengthisnot significant.

Reading the account. Oncethewritten text iscomplete, theteacher or alearner canread it aloud to
the class, focusing on key wordsand phrases, and then learnerscanread it silently on their own. Of

course, ora reading of the account does not need to occur only at this stage, but can bedoneat many
different pointsduring itsproduction, thus promoting rethinking and revision throughout itsevol ution.

Extending the experience. Many language and literacy activitiesbeyond rereading can be based on
thewritten text. Thefollowing possibilities can be sel ected and adapted according to learners’ profi-

c ency levels.
Wth beginning learners, teacherscan...
have students copy the story themsealves;
have students match wordswith picturesor definitions;

deleteevery nthword (4th, 5th, 6th, etc.) to createacloze exercise. Havethe studentsfill inthe blanks

either with or without the assi stance of aword bank, depending ontheir literacy level;

select wordsfrom the story for vocabulary, spelling, or sound-symbol correspondence activities;
usethetextsto review agrammar point, such as sequence of tenses, word order, or pronoun referents;

dictatethe story for learnersto write;

writethe sentencesin scrambled order and have studentsrewritethem, restoring the correct sequence;

* scramblekey words and have students unscramblethem.
More advanced learnerscan..

usethe group- produced text asthe basisfor individually written texts about the sametopic, about a

similar experience, or asacritique of thisexperience. Thenthey might read each others' texts;

reviseand edit thetextsand preparethem for publication;
read other textsrelated to thetopic;
generate comprehens on questionsfor classmatesto answer;

writeother typesof texts—songs, poems, letters(for example, aletter to the editor), or directionsfor

how to do something.

Inaclasswith learnersat different proficiency levels, theteacher can usethe more basic activitieswith the
learnersat lower levelswhilethe more proficient |learnerswork onthe more advanced activitiesindividually or

ingroups, with lessteacher help.
CONCLUSION

Although the LEA was devel oped primarily asatool for reading devel opment, thistechnigque can be used
successfully to develop listening, speaking, and writing aswell. Thisintegrated approachisuniqueinthat it
beginswith students' individua or shared experiencesasabasisfor discussion, writing, and finally reading. As
students seetheir personal experiencestranscribed into thewritten word, they also gain agreater understand-
ing of the processes of writing and reading and can makethe bridgeto reading and writing independently.
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SECTION D

PLANNING LESSONS: HOW DO | INTEGRATE LEARNING SKILLS

1. Lesson Planning
2. Teaching the Four Language Skills

3. Materialsand Activitiesfor Integrating the Skills
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What do teachers actually do in an ESL Iesson? The following pages
provide answersto that question. First you will find information, tips, and guidelines
on planning, including sample lesson plan wor ksheets. Then there isinformation on
teaching and integrating the four language skills (listening, speaking, reading, and
writing) as well astwo language components that cross-cut the four skills (grammar
and vocabulary). Finally, you will find tips and techniques for teaching and learning

activities.
ﬂ 1. Lesson Planning

by Margaret Whitt

Why WriteL esson Plans?

Lesson plansprovide aframework for the ESL teacher . Heor she can use plansto guidetheclass
through activities, exercisesand assessments. Planscan also function asarecord of student progressor as
an dternativeform of assessment.

What Should Belncluded?
Many variablesinfluencelesson plans, including class-size, timecongraints, level of thelearners, availability
of materias, etc. However, three broad categories may be helpful to keepinmind:

|. Introduction

Thissection may beginwith areview of materia covered previoudy, an
attention-focusing activity or warm-up exercise, or an objectivewhichwill be
taught during that particular esson.

II.Core

Themiddlesection of the plansmay dedl with themain body of informationwith
whichtheteacher desirestofamiliarize thestudents. New informationispresented
at thistime, and studentspractice utilizing thismateria.

[11.Conclusion
Thefina section of thelesson plansmay include summary materid, reviews,
assessments, applications, checksfor understanding, and homework.

Tipsand Strategies

° Variety isalwaysahe pful teachingtool. Theteacher may wishtovary the styleof teaching, the
placewherelearning occurs(field trips, instructional and recreationa outings, etc.), themeansby
whichinstructionisdelivered (Quest speakers, videos, audio cassettes, etc.) and thefocusof any
givenactivity.

° Breaking theclassinto groupsor pairsor teamsisaso acommon teaching strategy which may be
incorporated into thelesson plans.

° It may be helpful to plan for morethan you can hopeto accomplishinoneclass, incase
you cover themateria quickly andfind that you still have moretimeleft at theend of class.
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Alwayshave contingency plansready, in case something goeswrong with thelesson.

Review your own teaching after class. Makenotesof any problemsor difficultiesyou encountered
duringingtructiontime. Also noteany additional ideasyou may haveincorporated while
teaching thelesson.

Keep your planstogether inacentral location so that you can refer to them later to catch students
up onwhat they may have missed.
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General Format Guidelines
Sequencing the Session

Openers

take care of housekeeping
sharelesson plan and objectives
introductions

let them know you know whothey are
focusthe participants

establish rapport

revuew of previouswork
providearationaefor thework
moativate

B. Presentation

Purpose
] introducenew information
| relate previous knowledge or experienceto theinformation
| check understanding of the new materia
| introduce and model tasksthat will be expected in the practice part of the session
C. Practice
Purpose
| provide opportunitiesto practicethe new information
| introduce generic strategies
| introduce controlled, guided, and freeresponses
] monitor student work and learning
| providefeedback
D. Application
Purpose
] usetheinformation fromthe presentationinanew or familiar Stuation
] apply theinformation to one’'sown situation
] transfer dready acquired skillsto anew Situation
] modify generic strategiesto specificlevels
| provide opportunitiesfor feedback
E. Closure
Purpose
] review, discuss, clarify new information
] planafollow-up sesson
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LESSON PLANNING FORM

TOPIC

TIME

LESSON OBJECTIVE

Basic language skill for that objective

Life skill for that objective

LANGUAGE SKILL

Circlethemgor focus
STAGESOF THE LESSON

Warmup/ review

Introduction

Presentation

Comprehension check

Practice

Application

Evauation

Materials Needed

Follow-up Activity(ies):

Adapted from ESL Teacher Institute; Lesson Planning. ACSA Foundation for Educational Administration, 1989.
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LESSON PLAN

|.WARM UP/REVIEW /RETEACH
a___ wamup
b.  esablishpurposeforlesson
C. __ dsudentspracticeprevioudy studied materia
Method: realia, visuals,  writtenmaterials, _ activity,  other
II.PRESENTATION
a ___ provideinformation

______visuds/redia ___ describeor explain
b.  moddnewlearning

_______provideexamples _____workwiththelanguage needed
C. check students’ level of understanding before going to the practice stage

ask questions(requiring both verbal and nonverbal response)
eicit answersfromindividua students

move around room and check

I11.PRACTICE

a ___ providemateriastoguidestudents(redia, visuals, workshests, etc.)

b.  useavaiety of grouping strategies (wholegroup, smal groups, pairs, individuas)

C. ____ providefor morethanonelearning style(speaking, listening, writing, doing)

d __ on-goingevauationand feedback (correct responsefromteacher, individual student,

or responsesfrom dl studentstoidentify itemsnot agreed upon)
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IV.APPLICATION

a provide studentswith opportunitiesto apply the material inanew situation (roleplay,
games, community assgnment, other)

b. provide purposeful student communication
have students provide responses based on their own experience
have studentsinteract with each other using their ownwords

C. evaluate (quizzes, supervised activities, student input)

TheESL Lesson Plan isan Ongoing Process...

Review / Warm-up

N

Application Presentation

N

Source: Illinois Adult Learning Resource Center

Practice
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LESSON PLAN WORKSHEET

MATERIALS

. WARM-UP, REVIEW, RETEACH

I[I. PRESENTATION

[11. PRACTICE

V. APPLICATION

Source: Illinois Adult Learning Resource Center
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FOUR PHASESOF THE TEACHING AND LEARNING
OF A SECOND LANGUAGE

By Joanna Escobar, College of DuPage, Associate Dean, ABE/ESL Office, National Education
Association

INTRODUCTION
Toteach an adult ESL classisan awesomeresponsibility. To teach an adult ESL classeffectively isaneven
more awesometask. The combination of skillswhich must beintroduced, taught, practiced, integrated, put
into meaningful Situations, and re-taught makestheact of organizing even onelanguagelesson acomplicated,
elusive processfor many teachers.

There can be, however, amethod to thismadness. There are certain patternsto befoundin organizing and
teaching alanguage classwhich smplify thejob of theteacher and easethe burden of thelearner. At theend of
thischapter isachart[not included in thisreprint] which explains each of the steps of language teaching,
aong with adescription of what each step consistsof, how it isaccomplished, and thekind of environment the
teacher must providefor instruction to result in maximum production. It isby no meansintended to beall
inclusiveand/or selectively exclusive. Itisrather, abasic guidelinefor teacherswhich providesassistancein
recognizing and hopefully, incorporating these patterns of organizationin all language classes.

PHASE | - ESTABLISHING A MEANING

What

Thefirst of thefour phasesisthe establishment of meaning. A teacher cannot teach without giving careful
attention to the critical task of setting aclear cut meaning for the students. Thelearnersmust not be practicing
meaninglesslanguage. Theteacher and the material s used have the responsibility to establish areasonably
clear, dbeit limited, meaning for al thelanguagethat ispart of thelesson. Thelearners should not beforcedto
moveinto the practice phase of the cycleuntil thisisaccomplished. Theteacher must not mistake careful,
accurate practicefor comprehension. A student who hasno trouble practicing “ HisnameisBrian” or “Her
nameisMary” but who has no reasonablemeaning for “his’ or “her” or “name” hasbypassed thefirst phase.

Establishing ameaning may be, indeed it usualy is, themost difficult phaseto complete successfully. It may
takethelongest. It may tax both theteacher and the material. The difficulty encountered in establishing a
meaning may tempt theteacher to moveon, rationdizing that studentswill “getit” later. Theteacher must resst
thisparticular temptation. If this phaseis neglected, both thelearnersand the teacher are guaranteed bleak,
difficult, frustrating sessonsinthefuture.

Student comprehension, withinthelimitsset by theteacher and the situation, must not be sacrificedinthename
of speed, curriculum objectives, time, or materias. The students must haveameaning for thelanguage, and it
must be clear to the students and the teacher that comprehension has been achieved. For example, many
beginning materia steach the conceptsof color and articlesof clothing, showing apicture of awomanwearing,
say, apink blouse. The configuration pi nk could, to abeginning student of English, mean anything. “ Pink”
could mean “woman,” “what thewoman iswearing” or, asistheintention here, the color of what sheis
wearing. Wecould list several other “possible” student-associated meaning: theeyes, thehair, the color of each
of these, the nose, the mouth, the buttons of the blouse, the collar, etc., etc., etc., but the point has been made.
Non-comprehension can frustrate learnersbeyond atol erable point.

How

Thereareat | east five waysto teach meaning. Thefirst isthrough the use of tangible objects—aglass, an
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ashtray, amatch. The second isthrough illustrations, paintings, photographs, and drawings. Thethirdway is
through the devel opment of averbal context—anumber of already known elements are recombined so that
the student can guessthe meaning of the new item from thelanguage which surroundsit. A fourth effectiveway
to establish meaning i sthrough actions—wal king, running, svimming. Thelast meansistrandation. Wherethe
class make-up permits, and where all the time needed to set a clear meaning through methods other than
trandationwill beinefficient and unreasonabl e, trand ation should be used. Remember, however, that tranda
tion occursonce. After that, itispractice.

Each of these*“hows’ can be used independently or inany variety of combinations.

Conditions

Through each phase, acertain set of conditions or environment should be maintained. Theteacher needsto
develop for thelearnersanon-threatening environment where the learners are safe enough to learn, which
means they feel safe enough to take personal risks without fear of loss of self-esteem, peer respect, and
teacher acceptance.

Tofogter such asafeand, therefore, effectivelearning environment inthis phase, wesuggest that youfirst of all
draw thelanguage content for your materialsfromyour students own lives. They havejobs, friends, concerns,
needs—in short, they have experiencesfor which they need language. We seelittle need to exclude thelan-
guage and Situationsthrough which they movefrom thisfirst phase. Rather, wedraw asmuch of our classroom
meaterialsfrom our students’ livesaswecan.

Second, we suggest that you vary thetypeof activity. Evendining on freshly caught Mainelobster and awell-
chilled bottle of Taittinger can paleif you haveit every day.

Third, vary the pace of the activity. All of us respond to and need a change of pace. Language learners,
especially, need the pacevariations. They both relax and exhilaratethelearners.

Finally—and thisone may be the most difficult—you, the teacher, should sustain your enthusiasm. Likethe
three hundredth performance of thelongest running play inthe history of thetheeter, your performance should
beasfresh and enthusiastic asif youwere hearing or saying or reading or writing it for thefirst time.

All of these conditions present makefor the setting which hel pslearning occur.
PHASE Il - PRACTICE

The second phase of theteaching/learning function, practice, hasthree characteristics. Practice must be ma-
nipulative, meaningful, and communicativeif studentsareto reap maximum benefits. M anipul ation ensures
that learnerswon’t bein “ over their heads,” having to deal with linguistic functionsthey areincapabl e of
handling. Meaningful practice goesalong way toward easing the boredom factor |ong associated with the
practice phase by €iminating extraneous effort on the students’ part. It guaranteesthat studentswill not be
forced to practicelinguistic functionsthey aready control. Communicative practiceisessential in helping stu-
dentsmakethejump between the security of the classroom and thered -life surprise of communicationinthe
second language outside the classroom.

These characteristicsmust be ever-present in the practice phase and must be carefully woventogether by the
teacher. Thethree characteristicsare cons stently interdependent and del etion of one of the characteristicswill

D-10



ESOL Sarter Kit

result in decreased | esson effectivenessand increased student frustration, boredom, and parroting.

What

Thebackbone of the Practice Phase consstsof theaudio-linguad drill types. Although the audio-lingua method
hascomeunder firein recent years, drillsof thistyperemain animportant component of any ESL class(and
methodol ogy). By including thethree characteristics of practice, Situationsrepresented in thefollowing old
joke, aredliminated.

Mother: * Son, why did you flunk your ESL course?’
Son: “It’'snot my fault, | knew my half of the dialogues—nobody elseknew theirs.”

Audio-lingual drill typesgo under variousaiases. Thetermsused in the chart may beclarified asfollows:

a minimal pair drills: apair of words, phrases, or sentenceswhich sound alike except for one phonemic
difference. Students may be asked solely to recognize the difference between thetwo examplesor may be
expected to recognizethedifferenceand incorporateit into aproductive activity (saying thetwo examples,
writing thetwo examples, etc.).

b) subgtitution: consistsof abase phrase or sentencein which oneeement isreplaced by another. Example:

T: Mary hasabook.
T:. train S Mary hasatrain.
T: truck S: Mary hasatruck.

¢) multipledot subgtitution: employsthe samefeaturesof singled ot substitution, however, introduction of
thefirst new element necessitatesthe change of asecond element.

T: John callshismother.
T: Mary, her S: Mary called her mother.
T: They, their S: They called their mother.

d) transformation: effectsachangein sentencetypeor tense.

Example: Johnishappy.
Johnisn't happy.
Example: Johnwrotealetter yesterday.

Johnwill writealetter tomorrow.
€) integration: two separate statementsare combined into one.

Example: | saw the dog. The dog has brown spots.
| saw the dog that has brown spots.

f) expansion: adding aword to an utterance.

Example: Thedressispretty.
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blue  Thebluedressispretty.

A second form of practiceisachieved through the question-answer sequence. Therearefour basic question
types.

a) yesno: asksfor nothing morethan affirmation or negation of information presented.
Example: Areyou goingtothe party?

Example: Do you know theanswer?
b) choice: presentsrespondent with two or moreaternatives.

Example: Arethey waking or running?

C) interrogativeword: requiresthe respondent to supply information to the questioner.

Example: Whereismy peanut butter sandwich?

Example: How long haveyoulivedinlllinois?
d) tag: requiresaffirmation or negation of statement which precedesit.

Example: He'snot serious, ishe?

Example: Hildegardeisplayingtennis,isn’'t she?
Thethird component of practiceisdia ogue completion. In thiscircumstancethe studentsare given acontex-
tual situation to which they must respond. It may also supply aresponse to which the students supply a

question.

S1 ?

S2 No, | wasat thelibrary last night.
S3 Didyoufindthebook you wanted?

A4 No,

How

The practice componentsof Phasell may beimplemented in severa ways. All areessentia to completethe
Practice Phase. Thefirst method of implementation isrepetition. Repetition includesthe old stand-bys: chora
repetition, individua repetition, and backward build-up. The chain type hasbeen added in repetition, rather
than asan audio-lingual drill type, simply because the chain normally servesasatwo-fisted approach to
individua repetition. Theindividual student respondsto aset question, then asksthe set question of another
student. Songsareincludedinthiscategory because any singing done by the studentsin classmust necessarily
be preceded with establishment of meaning plusnon-singing intensiverepetition of thelyricsto ensureaccu-

racy.
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The second type of implementationisrecombination of ora/aura drillsfor reading and writing practice. While
itis assumed that dl the componentsof practice (with theexception of theminima pair drill type), may beused
for al four skill areas, itisespecialy important to usewhat has aready been heard and reproduced asthebasis
for reading and writing practice.

Thefina methodsof implementation in the Practice Phase, isthrough acategory called selection. Selection
impliesthat theteacher has set up afairly controlled communication Situation based on what hasbeen learned
previoudy inan even more controlled situation. Now, however, the studentsmay answer theteacher’seffort to
elicit aresponse by selecting from severa aternative patterns of wordsthey have at their command, or,
according to the sel ective environment set up by theteacher, formulate questions.

Threemagjor areas of selection areavailableto teachersand studentsaat this point: open-ended questioning,
description, and games.

a) Open-ended questioning may beeither teacher or student initiated. Inthe case of teacher initiation, the
answer to be given by the student, whiledrawn from previoudy studied areas, will not be discernible by
theteacher until produced by the student.

Example: After studying varioustypesof foods, theteacher may ask “What’syour favoritefood?’ Al-
though the response set has been narrowed by the teacher, shehasnoway of predicting the student’s
answe.

Student-initiated questioning may befoundin such circumstances as student interviewsor asacomponent
of the other two categories of selection: description and games.

b) Description entail stheteacher controlling what isto be described and setsup the descriptive patternto be
used through instructionsto the student.

Example: Theclasshasbeen studying “thereis,” “thereare,” and typesof food. A picture of asupermarket
ishanded to the students and theteacher says, “ Tell meall thethingsthereareinthepicture.” If theclass
has been studying the smple present tense, the teacher may want to instruct the students, “ Tell mefive
thingsyou see”

¢) Gamesareincluded aspart of selection dueto the moreflexiblenature of most games. The game of
charades, for example, forces students through the process of selecting the correct namefor an act being
performed from many of the namesfor action they may haveat their disposal. Asthe action starts, students
immediately start classifying these namesand asthe action continues, becoming more precise, students
start rejecting incorrect choices.

Conditions

AsintheFirst Phasg, “ EstablishingaMeaning,” thefour conditionstheteacher must maintainto foster agood
learning environment remaininthe Practice Phase. Thereis, however, an additiona conditionimposed onthe
teacher inthisphase. Theteacher must vary thedifficulty level of thedrill or activity. Thedifficulty level has
direct impact on whether the studentswill be bored or frustrated. Each class meeting should seek to helpthe
studentsfeel comfortableby providing activitiesthe students can easily master, aswell aschallenging themto
grow, by providing activitieswhich requirethemto stretch beyond their adready acquired skills. Itisatentative
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balance which theteacher must plan for andimplement in every classmeeting.

PHASE 111 - PURPOSEFUL STUDENT COMMUNICATION

Thethird phase of theteaching/learning function isonewhich gently pushesthefledgling studentsout of the
“practicenest.” It encourages studentsto try their wingsin the second language, through student-initiated
mani pul ation and recombination of what hasbeen previoudy taught aswel | asstudent-initiated introduction of
patterns and vocabulary learned outside of the ESL classroom. Therapid expansion of student knowledge
resultsin more student-centered instruction, as students become active contributorsin designing the focus of
theESL class. Itisat thispoint that the ESL teacher must be most sensitive. Theteacher must listen not only
consciously towhat the students aretrying to communicate, but also must internalize wherethe studentsare
coming fromasthey try out new items. Aretheitemsrelated to immediate student needsfor comprehension,
frustration at their limited ability to expressthemselves, or areflection of the more unstructured language
Situation the studentshave found outside of the classroom?The ESL teacher mugt critically examine students
communi cative needsand goal sand tail or situationswhich will enhance student communi cation accordingly.

What

Thebulk of thethird phaserestswithin asingle concept—student utilization of what has been introduced and
learned (whether insde or outside of the classroom) to suit theindividual’s purposes. It isatime of experimen-
tation, both for the studentsand the teacher, asboth partiestry to move through the shock wavesof increasing
language variationson what hasbeen taught, to the epicenter of economically effective communication.

How

All purposeful communicationisafunction of onebasic process: selection. Now that the student possessesa
repertoire of language, every student-initiated question asked and every student response madeinvolvesa
choice-making decision on the part of the student.

Selection may beimplemented in several ways:

a) role-playing: astuationisestablished whichrequirescertain behavior of thetudents. Language, however,
isnot fixed. Students must respond to the situation using language which best fit their ownrolesin the
Situation, with regard to reactionsissued by other studentstaking part intherole-play.

b) gaming-simulation: isbest viewed asan extended role-play. Herethe student isgiven or createsnot only
acharacter inasingle situation but awhol e environment—aculture, an economy, alife-style. Role-play
may be cong dered asinglesceneintheplay whilegaming-smulationistheplay itself.

c) problemsolving: areal-life problemisintroduced to the students. Student communication takes place
within the context of brainstorming sol utionsto the problem.

d) hypothetical recombination: involvesstretching language capacitiesto deal with Situationsthat will prob-
ably not occur. It matches creativity and imagination to functiona language patterns.

Example: What would you belikeif you lived on Mars?

e) directeddiscourse: usesastructured Situation to encourage students both to choose and use language that
isappropriateto aspecific Stuation and at the sametimehel p sudents safely encounter Situations  which,
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up tothispoint, they have avoided. A moreor lessfull description of aparticular Situationisgiven. At
appropriate pointsin the situation being devel oped, astudent isasked to “ speak” for aspecific character
inthesituation. Thisallowstheteacher toincorporate agreater range of experiencesthanindividua stu-
dentsmight beabletoidentify. It allowsthe student to respond origindly but inalimited way, thusreducing
therisk factor of failure considerably while expanding the base of student experience.

Conditions
The conditions added to the third phase emphasi ze the shift to amore student-centered ESL class. Get out of

theway, teacher!

An additional condition introduced isthat of identification and incorporation of learner goalsinto theclass.
While students may not be ableto choose whether they need tolearn the past tense of verbs, it isobviousthat
the context in which the past tenseis practiced may beof critical importance. Tailoring communication Situa
tionstoreflect thelifegoal s of sudentsenablesthelearnersto acquirelife-coping skillswhichwill beimmedi-
ately useful tothem.

PHASE IV - REVIEW, RECOMBINATION, OR RETEACHING
Itisimportant to review and recombinelanguageaready covered inthefirst three phasesusing any or dl of the
three phasesand the activitiesoutlined in each for 1) establishing ameaning, 2) practicing and 3) purposeful
communication.

Thisfourth phase may also mean reteaching the material or the need once again to movethe student through
each of thefirst three phases.

D-15



ESOL Sarter Kit

ﬂ 2. TEACHING THE FOUR LANGUAGE SKILLS

Listening
Speaking
Reading
Writing
BEGINNING BEGINNING
NONLITERATE LITERATE INTERMEDIATE ADVANCED
Ligening Ligening Ligening
& & &
Spesking Spesking Spesking
Reading
&
Whiting

Beginning nonliter ate students are those studentswho cannot read or writein their nativelanguage.
Beginning liter ate studentsarethosewho areliteratein their own language but not in English.

Notethat beginning nonliterate students need to spend themaj ority of their classtimefocused onlistening and
gpeaking skills. Asstudentsbecome more proficient in English, theinstructor can spend moretimewith them
onreadingandwriting skills.

Adapted from the Illinois Adult Learning Resource Center
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Ora/aura skillsarethemost important skillsfor communication
Present languagethrough meaningful activitiesrelevant to students' lives.

Listening

Welistenfor areason.

Weusually respond quickly.

We usually speak face-to-face, except for the telephone.

Thereare“clues’ that help usunderstand what we are hearing.

In most instanceswe hear languagethat ischoppy (dang, sentencefragments).

Students need listening skills to:
. engageinsocid rituas

. exchangeinformation

. sharefedings

. follow directions

. completeatask

Virginia Adult Learning Resouce Center for Professional Development, ESL Basics, Jan. 1996.
Adapted from the Illinois Adult Literacy Resource Center

Speaking

Steps to teaching oral skills:

1 Present and model languagethat isunderstandable and appropriateto thelearners’ level of
proficiency.
. mode usingvisuas, rediaor other materias
. mode using dialogue, or situationin dialogue, roleplay, information gap, questions
and answers, drills (substitution, dialogue), opinion, etc.
. explain new vocabulary and grammar

2. Check comprehension frequently:

. ask questionsthat require verbal and nonverbal responses
. eicitanswversfromindividua students
. alow studentsto discuss (agree/disagree) with response
. move around theroom and listen to responses
3. Givestudentsampleopportunitiesto practice:
. provide materialsfor practice (realia, visuals, worksheets, etc.)
. havelearnerspracticeindifferent groupings (pairs, small groups, wholegroups,
individudly)
. design practicefor morethan onelearning styleif possible

Adapted from Techniques for Teaching Oral Skills in the Adult ESL Classroom: REEP, Teacher Training Module
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WholeClass

Small Groups/Pairs

I ndividual

Illinois Adult Learning Resource Center
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Conversation Activity Guidelines

. Sdect meaningful activities

. Determinewhat material sare needed
. Set clear objectives

. Provideclear ingtructions

. Check comprehension

. Establish gppropriatetimelimits

Group accordingto
—Smilar Abilities
—Different Abilities
—Similar Interests
—Random Grouping

More ldeas

. interviews
. urveys

. roleplays
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Reading

Weread for pleasureand for information.
Pre-Reading Activities:
Help the reader think about what to expect from thereading.
Helpto giveastudent missing background information.

Suggestions:
1. Display visudsto stimulate discussion.

2. Takeafieldtrip or watchamovie.

3. Start adiscussion about something which relatesto thestudents’ lives(including
previous experiences, background knowledge).

Making Reading Successful:
1 M ake readings meaningful and rel evant to students.

2. Usecomprehension questions: yes/no, true/fa se, agree/disagree, etc.
3. Usequestionstaken directly fromthereading: “WhenisMemorial Day?’

4, Use questionsrequiring studentsto apply what they haveread: “Doyou
haveasimilar holiday inyour country?’

5. Allow studentstoread silently.
6. I ntegrate reading with other language kills.

Adapted from “Narrative Reading”, ESL Teacher Institute, 1989

Sample Reading Assessment
Circle True or False:

1. Watchingamovieisagood pre-reading activity. T F
2. Readingsshould berelevant to students' lives. T F
3. Readingismogt effectiveasaskill by itself. T F

What kind of booksdo you liketoread? Writeyour answer below:

Virginia Adult Learning Resource Center , ESL Basics, Jan. 1996.
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|PRE-READING ACTIVITIES |

[Noncommunicative |

Sides
Pictures
Him

v

Lecture]

Related
Reading

VerbaI:|

Fidd |
Trip

Experiential

Elsa Auerbach, University of Massachusetts-Boston

| Communicative |

Pair & Small Group, Whole
Class, Outside Contact

Share Info.
Gather | Create Info.|

Info. Concrete
Personal
Problem- Real Brainstorm

Solve

Question, Prediction

I
TEXT

Follow-up

Text

Survey

SdientMain
Features:
Title
Illus.
Charts
Headings

Salient/Important
Details

Skim

[ ntro/Sum.

1st Sentences

Review of Survey
& Scan

1M Blels 1053
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READING STRATEGIES
(from Krashen and Terrell, The Natural Approach, Alemany Press)

Read for meaning
Don't look up every word

Predict Meaning

Outside Text

Within Text

/
look ahead illustrations headings real world knowledge of logic
look back information the language
1. Pre-reading acti\{ities . : _ 4. Techniquesfor teaching skills
. brainstorm meaning of title, headings, key sentences . cloze procedure
’ ask Zlnea(;r(.thlguestelgns.to dltr):te;eadl g . flow charts to teach rhetorical structure
VIsd _ dt b Iin € p(;_ ]'ccn ons. b onpl gturas . non-linear reading (headings, topic sentences, charts)
providebackgroundin ormation about topic . multiple choicewith elimination of bad choicesthrough
. elicit students’ background knowledge group discussion
. establish purpose for reading
5. Vocabulary
2. Don’t allow discussion of words or structures until main idea established . don't present it inisolation (out of context)
. . . . teach as needed - don’t pre-teach
3. Teach skillsthrough peer discussion . teach hieracrchy of attack strategies (semantic clues,

morphological clues, asking afriend, skipping and
LASTLY using English-English dictionary)
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Stages of Reading for ESL Students

Thischart outlinesthefive stagesof reading for ESL students. 1t can beusedto 1) identify student reading
ability levels, 2) devel op areading component, and 3) select and/or adapt appropriate reading textsand

activities,

Stage Focus Type of Student Sample Activity
l: Discrimination of Preiterate Same/different,
shapes, letters, matching, tracing,
Mechanical kills numbers Nonliterate copying
Directionality and Non-Roman al phabet
spacing
I Startsfrom Stage | Dialogues
Devel oping abase of
Connecting written written English Semi-literate Sight Word Exercises
languagewith oral
language Using print torein- Literateinown L anguage Experience
forceoral language language, but no
practice knowledge of English Total Physica
Response
I1: Startsfrom Stagel| Short simplified
Obtaining NEW reading passageswith
Reading for new meaning Transferable native new information
information languagereading skills
Sampling, predicting, and someknowledge Pre-reading exercises
confirming/rgecting of English
strategies Silent Reading
New vocabulary from
context
IV: Startsfrom Stagel | Surveying
Utilizing different
Reading for different | reading strategiesfora | Transferablereading Scanning
reasons variety of materials skillsinnative
language and good SKimming
knowledgeof English
V.
Selecting appropriate Startsfrom Stage 1V Self-selected material
Independent Reading| strategiesfor avariety
of materials

copyright L. Mrowicki andK.L. Savage, 1987
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How to Teach Reading
by Debra Tuler

Readinginvolvesseverd ills.
decoding
understanding vocabulary
reading for meaning; gaining meaning fromthetext
predicting
thinking critically about thetext
Readingisaso closdly linked to the other three skillsaress.

Following arefour suggested techniquesfor devel oping reading skillsof adult ESL students.
1. Language Experience Approach (LEA)
Objective: toread and write using students' own words and experiences.

Assumption:  itiseasier tolearntoreadlanguagethat you speak; language generated by studentsreflects
their own experiencesand perceptions, unlike published reading materia, and istherefore moreinteresting
and relevant to them; thereading/languageisawaysmeaningful inLEA.

1. Start aconversationwith students, using picturesor photos. Studentscan namewhat they
know inthe picture, describewhat they see, tell astory about what they see, discusshow
peopleinthepicturefed, etc. Do not correct student errors, except to ask for clarification

whereyou need it.

2. Record student comments (words, sentences, stories) ontheboard, writing it exactly asthey

say it (without corrections). You may be selective about what you write (only wordsor

simple sentencesor complex sentences) depending on their level and what you want to work
onwiththem.

Read a oud what you havewritten, following with your index finger, a normal pace.

Ask studentsto read individua wordsor sentencesif they want; when reading words, you can

point to the corresponding part of the pictureto reinforce vocabulary.

AsKif they want to add or change anything in the story, and make any changes.

Read thewholething again, with studentsjoining in.

Individual studentsread al or partsof thestory.

Point out wordsthat students often leave out (such as*the'), sound patterns, etc.

~w

O N O

Follow up Activities:

Scatter words around the board and have studentsread again.

Mix up thewordsand have studentsre-create sentences.

Photocopy story, giveto studentsfor silent reading.

Create clozeexercises(blank out certain words, studentsfill themin).
Create columns: subjectsontheleft, verbsinthe middle, complementsontherights. Review
word order, create new sentencesto read and write.

6. Studentscopy story (writing practice).

7. Work on phonics, etc.

8. Develop comprehension questionsfor studentsto respond to.

9.

1

SN o

Teach agrammar lesson based on errors students madein telling the story; correct the story.
0. Cut atyped copy of the story into sentence strips, studentsreconstruct the story by reading
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2. Directed Reading-Thinking

Objective: Engage studentsin reading; encouragethemto takerisks; facilitate comprehension of the
reading; have students set their own purposesfor reading.

Pre-read title, pictures, subtitles, charts, etc.
Closethe book and make hypotheses:
What do you think this sel ection might be about?
What do you know about it?
What can you expect to learnfromit?
What do you think will happen?
Why do you think that?
What questionswould you liketo have answered?
3. Reed thefirst part.
4. Dituss
Arethereany changeswe should makein our predictions?
Canwemakenew predictions?
5. Read second part.
6. Repest predicting, questioning, reading, and verifying for entirereading selection.

N

Vaidions If the student cannot read independently, the teacher can read aloud. Studentscan aso be
asked to writetheir predictions, and then review them at theend to seeif they were correct.

FollowupActivities  To check comprehension, students can re-tell asmuch of the story asthey can
remember to apartner (encourage them to negotiate meaning with each other). Studentscan write ques-
tionsabout the story (factual, inference, etc.), one question on each index card or piece of paper. Mix them
up; students select acard not their own, read the question aloud, and either answer or ask the other stu-
dents.

Suggedtion: Do not make valuejudgements about students' predictions.
3. Readingwith Beginners

Duet Reading: A method for reading materiasof interest to your student but which may betoo difficult for
him/her to read independently, away to develop fluency.

Objective: To help studentsread faster with more confidence, and to discover that readingisfun.

1. Choosesomethingthat isalittletoo hard for the student, on atopic of interest to the student.
Themateria could be anewspaper article, book, pamphlet, etc.

2. Tutor and student begin to read al oud together; tutor reads at normal speed, with expression,
following along with index finger (hel psstudent get used to | eft-right orientation and to not
losing place); student readsa ong, trying to keep up.

3. If thestudent hesitates over aword of fallsdightly behind, tutor keepsgoing at normal speed.
If the student stops, tutor stopsal so, offers encouragement, and keepsgoing. After afew
sessionsof this, it will become easier and the student will beginto look ahead at coming
words.

4. Do not stop to explain the meaning of aword unlessthe student requestsit. Do not ask any
comprehension questions. Usethereading materia only asan oral reading exercise.

5. If thestudent isableto keep up withlittleeffort, choose something dightly harder; if thestudentis
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becoming frustrated and is having difficulty keeping up or recognizing words, choose something

easer.
4. Oral and Silent Reading
Comprehension depends heavily on one' ssilent reading, so have studentsbegin to read silently assoon as
possible. Waysto transitionfrom ord to silent reading:

1. Turnthetitleor first sentenceinto ameaningful question.

2. Askthestudent to read silently to find theanswer.
3. Whenthestudent hasfinished reading, he/she answersthe question. Instant success!
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Criteria for Text Selection
by ElsaAuerbach

University of Massachusetts, Boston

Reader-Based Factors

What istherelationship between the students' interestsand thetext content? Arethereadings
meaningful for sudents?

Doesthe content reflect your students' reality?

Doesthe content incorporate your students' prior knowledge/experience/culture?

| stherean appropriaterange of languagelevelsin reading selectionsfor your studentsin reading
selectionsfor your students?

I sthe content geared toward ESL or EFL?

How aredifferent cultural groupsrepresented? Isthere cultura/racia/sexual stereotyping?

Text-Based Factors

Format:

Isthetext graphically attractivelvisualy pleasing, modern?

I sthe print accessible (large enough with blank spaces)?

Do the graphicscorrespond to content of the selections?

Do thegraphicstakethe audience into account (not patronizing for adults)? Arethegraphics
clear?

Isthetext structure clear and consistent?

Istheorganizationa plan of each selectionidentifiable?

Content of Readings:

Dothereadingschallengereadersto think?

Arethereadingsauthentic, relevant, and age appropriate?

| sthere continuity between readings?

Arethere severa readingson each theme?

Isthetext long enoughto providefor avariety of topicsand for student sel ection but not
overwheming?

Isthelanguage of the reading sel ections controlled for vocabulary, syntax, etc?1f so, arethe
readingsdtill lively andredigtic?

Exercise Strategiesand Skills

D-26

What isthe proportion of exercisesto reading sel ections?

Do theexercisesmainly teach reading Strategiesand/or language?

Doesthetext teach ABOUT reading; doesit identify strategiesand encourage readersto use
top-down strategies (metacognitive awareness)?

What istheprioritization of strategies(quantity and sequence)?

Aretherepre-reading exercises?|f so, what kind?...vocabul ary/prediction of content/identifi-
cation of text structure/dicitation of prior knowledge or opinion/use of graphics?
Dotheexercisesfor each lesson target one strategy ?

How isvocabulary taught?...guessing/use of context, etc.

What kind of “during reading” strategiesarethere? Arethey interactive/reader based?

What type of post-reading exercises. Arethey text-based (recall detail/vocabulary) or interac-
tive(relatetext toreaders experience? Think critically? Makeinferences?
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Teaching ESL Writing

Forms
Controlled Charts
Grammar Practice

Dictation

Interviews
Semi-Controlled Model Paragraphs

Pictures

Sequencing

Story Completion
Free Giving Opinions
Giving Advice

Dialogue Journals

Virginia Adult Learning Resouce Center, ESL Basics, Jan. 1996.
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How To Teach Writing
by Margaret Whitt

BeginningWriters

Sometimes, in order to learn how to discriminate | etterswhile reading, students need to practicewriting the
lettersof thealphabet. Thus, reading andwriting arelinked closdly inthisinitial phaseof learning. According
to Celce-Murcia, in Teaching English asa Second or Foreign Language, there are threetypes of recogni-
tion tasksused at thisstage.

Thefirst, “matchingtasks’, oftentaketheform of gamesor puzzlesor other seemingly non-academic
activities. Intheseexercises, sudentsdevel op effective recognition habitsbased on distinctivegraphicfeatures.

Thesecond, “ writingtasks’, involvestracing | etters, words and sentences, and then moving onto basic,
unaided letter formation.

Thethird, “sound-spelling cor respondencepr actice”, demandsthat the student focus on pronunciation as
well asthewritten shape of thelettersor words.

Sometimesdifficultiesmay arisewhen studentswho writefromright toleft in their nativelanguage are asked
towritefromleft toright in English. Simple memory-triggering devices, such asasking thestudentsto placea
mark or symbol inthe upper left-hand corner of the paper, will be adequatein serving asareminder to the
learnersto beginwriting on that side.

Intermediate- Advanced Writers
Asstudents begin writing their own sentences and paragraphs, the god s of writing change. Students may now
haveapurposefor writing. Threetypesof writing tasksfor thislevel are, dso, suggested by Celce-Murcia.

Thefirst category is “practical writingtasks’. Lists, notes, messages, requests, fillinginjob formsor
gpplications, dl fall under thiscategory.

The second category is*emotivewriting tasks’. These student writing exercises emphasize personal
writing, including journass, persond biographies, letters, and other narrativeforms.

Thethird category is*“ school-oriented tasks’. Academicwriting may involveessays, summaries, answersto
guestions based on agiventext, etc.

Theteacher also may choosetheformat in which writing occurs. In controlled writing theteacher may use
dictation or sentence/paragraph modification, wherethelearner must change some grammatical featuresin
asentenceor paragraph. In guided writing tasks, theteacher actsasaguidethrough part of thewriting task,
whilethe student hasresponsibility for the mgjority of thewriting effort. In freewriting tasks, students
compose the compl etetext in responseto pictures, music, previoudy-read texts, etc.

StepsintheWriting Process

Sometimes studentsview writing asadaunting task; however, if they are encouraged and motivated to write,
the task becomes amore enjoyable onefor both thelearner and theteacher. If studentsbelievethereisa
purposeto writing, or that their own writing will be read by someone el se, then they will become actively
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involvedintheir ownwriting.

Asstudentsbecomeactively engaged intheir writing, itishel pful to view thetask asaprocess. Thisprocess
can bedividedintofour steps:

[. Prewriting
The prewriting stage involves stimulation of ideasthrough varioustechniques, such asbrainstorming and
clusteringideas, listing or discussing ideas, writinginjournals, interviewing peopleand listeningtomusic.

[1. Rough Draft

After students pick atopic and develop avariety of ideaspertaining to that topic, encouragethemto put these
ideas on paper, without concern for grammatical correctness, mechanics, etc. With beginninglevel learners,
thisstep may beachieved by having students dictatetheseideas to theteacher, who then writesthem down.

[11. Revision

During revision, other people havethe opportunity to respond to astudent’s writing, including peersand the
instructor. Thiscan occur asastudent re-readshisor her own paper, in aconference setting, or in asmall
group sharing time. Comments, both written or spoken, should be phrased in apositive manner. Duringthe
revision process, the teacher may take the opportunity to teach lessons on sentence structure, paragraph
writing, writing for aparticular audienceand developing writing style.

I'V. Editing

Editingisthelast stagein thewriting processbeforethefind draftiswritten. Thisstageinvolvescorrection of
grammatical errors, spelling and punctuation mistakesand other problemsof mechanics. Thisstep may be
accomplished by using achecklist, workingin peer-editing teams, reading the piecea oud or relying on teacher
comments.

At the completion of thisstep, the student may re-writethework in order to shareit with other students, have
it published inaprint or electronic medium, or present it orally.
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ﬂ 3. Materials and Activities for Integrating the Skills

Student Survival Kit
by Altrice Walden

In order for studentsto“ survive’ in alanguage they must be ableto speak certain basic wordsand possess
certain skills. Teachingthese survival skillsshould beapart of every beginning student’s lessons. Listed
below areitemstoincludeina® student survival kit,” asrecommended in | Speak English, A Tutor’s Guide
to Teaching Conversational English. Keep in mind that what isimportant here is what your particular
studentsneed to begin living their liveswith English. Thisisjust asuggested list. Theremay be many more
itemsyouwould liketo add.

. Student’sname, address, telephone number
. Alphabet - letter names

. Neighborhood map, U.S. and world maps

. Number cards

. Pricetags

. Money - coinsand “play” bills

. Cardboard clock

. Caendar

. Menus

. Busschedule

. Applications- school, job

. Coupons

. Grocery storeads

. Medicd officeforms

. Anatomy drawings- |abeled and unlabeled

. Income Tax Forms

. Any other itemsthat may be uniqueto your student’ssituation

STUDENT NAME, ADDRESS AND PHONE NUMBER
While most adult students know their name, address and tel ephone number, they may not be ableto make
themsal ves understood when speaking to someone because of their native accent. One suggestion for coun-
teracting thisdifficulty isto keep awritten copy of thisinformation withthemat all times. Thisisespecially
hel pful if they should need to ask for directionsor if they should get ost and need help finding their way home.

Using thetelephoneisamuch moredifficult skill, when learning anew language, than speaking to someone
face-to-face. Inatelephone conversation, the parties cannot see each other’ sexpressions, mouthsor eyes, al
of which provideimportant cluesfor aspeaker of anew language. Telephoneskillstoteachinclude: How do
you dial the phone? How do you reach information? What do you say onceyou reach your party? What do
you say if the party you aretalking to isusing words you do not understand? Many lessons can be planned
around theuse of atelephone. Usetoy telephonesand goforit! By having two students stand back to back,
areal telephone conversation can besimulated. Thewholeideaisthat they not be ableto see each others
facesduring theconversation. A good reinforcement of thisskill isto have areal telephone conversation, from
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home, with your students.

ALPHABET (LETTER NAMEYS)
Anargument you often hear inteaching abeginning language student Englishisto teach thesoundsof theletters
before teaching the names of the d phabet. However, snceeach English letter can represent many sounds, this
canbeavery difficult task. Also, new ESL studentsusually haveto spell words, liketheir name and address,
long beforethey areinthesituation of sounding out words. Therefore, teaching the namesof thelettersbefore
the soundsthey represent isrecommended.

To begin teaching the al phabet, you can help your studentslearn to spell their namesin English. Teach your
studentsthe meanings of thewords* say” and “ spell”. Writethe student’snamein manuscript lettersasyou
repeat theletter name: “E-d-g-a-r-d-o Ja-c-0-b-0". Practicethisat eachlesson until the student can spell
his’her name and canidentify thelettersin random order.

Teach the entirea phabet to your students. Oncethey havethe concept of spelling their namesthey will have
aconcreteideaabout saying letters. Teaching theentire d phabet isamemorization drill, but therearewaysto
makeit fun. Remember thea phabet song you or your children learnedin kindergarten or onthe Sesame Street
TV Show? Useit with your students or make up flash cards using 3x5 index cardswith both the capital and
small letterswritten on them and play gameswith them. The student who namesthemost | etterswins.

MAPSAND DIRECTIONS
Getting lost inanew country, with anew language, can befrightening. The morevocabulary involving direc-
tionsyou can teach your ESL studentsthe better. Understanding directionsand being abletoread asimple
map will beatrue asset to them.

Beginwith easy mapsinvolving directionsfromtheir housesto classor fromtheir classtowork. Stay withvery
meaningful subject matter asyou beginthisprocess. Draw smple maps, using their home addressand only
major roads they would taketo get to class. Think of relevant vocabul ary you can teach in this context:
strest, right, left, around the cor ner, after, before, map, up, down, stop light, stop sign, etc. It may take
severd lessonsto get dl thismastered but it iscertainly worthwhilefor the student. One challengeisthat many
newcomersarenot familiar with the concept of amap which showsabirds-eyeview of what’son the ground.

After teaching the vocabul ary and s mple map reading, culminatethe exercise by taking awak whilereading
the map you haveworked onin class. Besureto incorporate as many of the directional words and place
names intothefieldtrip aspossible.

NUMBERSAND MONEY

Think of al thewayswe need numbersin our daily livesand you have dozensof ideasfor teaching numbers.
Probably the most meaningful and concreteway to beginiswith money. Usethereal thing whenyou begin
teaching money; asthe numbers become greater, switch to play money so you can teach thelarger numbers
like50and 100, etc. It'svery important that the students understand the pronunciation of numberswhenit
involvestheir money, an approximation of the pronunciation may beavery costly mistakefor them (e.g. the
difference between $15 and $50). Be sureto teach wherethe dollar sign goesand the decimal point. Many
countriesuse commaswherewe use decimals--these small detailsareimportant to understand when dealing
withmoney.
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TIMESAND DATES

Timeisvery important to Americans. Many culturesapproximatetime, but not Americans. Whenwetell our
studentsto bein classat 9:00, we mean 9:00, not 9:15 or sometime after 9:00. Thisconcept must betaught.
Don’'t be surprisedif you have studentswho have been told to bein classat acertain timeand they left the
houseat thetimeyoutoldthemtobeinclass. Inteachingtimeintheclassroom, useaclock with real handsand
numbers. You can make one out of cardboard or use one of the many teaching toolson the market. Start
teaching the hoursfirst: 1:00, 2:00, etc., then go to 1:30, 2:30 and continueteaching 1:15, 3:20, etc. Begin
withyour studentswherethey are. If they can say certaintimesin English, but get confused with other phrases,
such asquarter past 2, instead of 2:15, work with them ontheir trouble spots. Just think of al the different
wayspeoplewill say thetimeand be sureyour studentsunderstand these different ways.

Usean actual calendar when teaching the days of theweek and the dates of themonth. Teach thedaysof the
week and themonths of theyear, aswell asthe datesin ordinal numbers (first, second, twentieth, and so on)
when teaching the calendar. Makethismorefun by asking studentswhen their birthdaysare and teaching them
mag or American holidays.

Model the pronunciation of the days of the week and the monthsfor students. An easy way to test compre-
hensionisto say aday or month and havethem point toit onthecalendar. Thefollowing exampledemon-
strates theimportance of clear pronunciation. |f astudent says he will see you on “thirsty” instead of
“Thursday” , you can seewherehemay havedifficulty making himsdf understood. But” Thursday” and“thirsty”
do sound very much the same, don’t they?

Withall thesurviva skills, your studentsmay vary intheir level of knowledgeand ability. Find out what they
know well and what their trouble spotsare, and tail or your lessonsto meet their needs.
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“Stuff,” Realia, or Authentic Materials
by Altrice Walden

No matter what you call it, ther eal thingisawaysbetter than asubstitute when teaching ESL. Some of the
best teaching toolsaren’t booksat all, but authentic (real) materials. Try to develop aninstinct for gathering
interesting “ stuff” around you. By relying less on course booksand more on authentic materids, studentswill
speak practicad Englishmorequickly.

Real materialsarefar morerelevant to your studentsthan just another text. Start introducing real materialsto
your studentsfrom day one. Be creative and put yourself intheir shoesand imaginewhat you would find
imotivating. Thefollowingisalist to get you started thinking about the“real” materialsyou can use:

Bills

Brochures

Catdogs

Classfied Ads

Comics

Coupons

Formsor Applications
Information from Clubsand Organizations
Ingtructions

Kids Pagesinthe Newspaper
Labels

Maps

Menus

Newspapers

Personal Notes, L etters
Photos

Postcards

Recipes

Schedules, Timetables
“Stuff ” onHolidays
TelephoneDirectories

USING MIRRORSTO HELPWITH PRONUNCIATION
Toassist adult ESL students with pronunciation, useamirror . Whenworking with oneor two studentsat a
time, onemirror about 9” x 4” will do. 1f you have an entire class, you may suggest that they each havean
individua hand mirror.

When working with one student, hold the mirror so the student can seejust your lipsand hisor her lips.
Studentswill fed lesssdlf consciousif they don’t seeyour eyes. Havethe student shapehisor her mouththe
sameasyou doto pronouncewhatever isgiving them difficulty. It may take severd triesinasession or many
triesover alonger period of timefor the student to be ableto form thewords correctly, but over aperiod of
timethe student will make progress.

TELEPHONE BOOKS
When acquainting studentswith their new community, atelephone book isloaded with useful information. At
the beginning of the book you will find such thingsasloca maps, zip codes, transportation routes, emergency
numbers, recregtiona facilities, etc.
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Different phonebooksaredivided up differently, soacquaint your studentswith the onethey will beusing.
Sometimesgeneral information will beinthemiddleof thebook and other timesat the beginning or end. Don’t
hesitateto use phonebooksin classto demongtrate thispoint. Recycling old telephonebooksand having them
on hand for the classroom can bevery useful.

PICTUREFILES
Remember, apictureisworth athousand words! When teaching ESL students, apicturefileisamust. Yes,
bringingthe“real thing” into the classroomto teach aconcept isby far the best, but that isnot waysfeasible.
Picturesaredefinitely agreat substitutefor actua objectsin teaching conversationa English.

WhereDo You Find Them?

Anywhereyou can find aphoto that portraysthe concept you aretrying to teach, goforit! Picturesfrom
catal ogs, magazines, calendars, advertisements, maps, family photos, etc., al work well. Many publishers
have picturefilesavailableintheir catal ogs, but they areabit pricey. However, if you' reshort ontimewitha
budget to buy them, do so. Otherwise, collect your own. It will taketime, but over ayear or twoyou'll be
amazed at how largeafileyou will have. Ask friendsand colleaguesto save their magazinesfor you. Goto
used bookstores, garage sdlesand fleamarkets. You can often get dozensof publicationsfor very littlemoney.
Thereare several that areespecially good for pictures. Hereareafew examples. Smithsonian Magazne,
People Magazine, National Geographic, Newsweek, Time, US News and World Report, and all the
catal ogsthat you get inthemail every month.

When choosing pictures, thesimpler and clearer the better. Keepinmind thes zeaudiencewithwhichyouwill
beusingthepicture. If need be, takeit to acopy center and haveit enlarged so it can beviewed clearly by all
the students. When using pictures of people, ook for onesthat are representative of the diversity of the
students.

How Do You Organize Them?
In setting up apicturefile, thereare many different waysyou can categorize pictures. For moreideasonthis
see The ESL Teacher’s Book of Lists by Jacqueline E. Kress.

How Do You Preserve Them?
Withlotsof use, thepictureswill need protectionif they aretolast. Probably the easiest and |east expensive
preservation method isto back them with construction paper and laminate them.

FLASHCARDS
Flashcards may be used for any subject that the student needsto memorizeor drill. Whenever possible, turn
itintoagame. With beginners, start smplewiththingslikevocabulary or colors.

Index cardsareanatural to makeinto flashcards. When making vocabulary cards smply glueapictureof the
object on one side of the card and print theword on the oppositeside. That way the card can beused for a
dua purpose. Doesthe student know the name of the object and can heor sheread theword? Start withthe
picturefirst to reinforce recognition and speaking skills.

Index cards can be purchased in many different colors, allowing for color coordination. For example, if the
book you currently areworking inisgreen, usegreenindex cardsfor theflashcardsthat coordinate with that
book. Change card color asyou change books. Another ideaisto dividethe parts of speech by different
colorsto give studentsavisua cluewhen building sentences.
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GAMESWITH FLASHCARDS
Thefollowingisasample of somesmplegamesthat can be played using flashcardstolearn colors:

COL OR GAMES- Whenthestudentislearning colors, flashcardsareanatural to be used in asmany ways
aspossible. Hereare severa suggestions.

Gamel: SingleWord Answer. Lay dl theflashcardsonthetable, color sdedown. Thestudentstaketurns
selecting acard and naming thecolor.

Gamell: AskingaQuestion and Answering itin aComplete Sentence. Lay al the flashcardsonthe
table, color sidedown. Have one student select acard off the table and show the color to another student
whileasking: “What color isthis?” Theother student repliesinacomplete sentence, “ That color is

If the student answers correctly in acomplete sentence he or she getsa point. If the students are just
beginningtolearntheir colors, havethem switch rolesafter each answer, but if they arepretty proficientinthis
skill, they should not switch rolesuntil all the cards on thetable have been used. Whoever endsup withthe
most pointswinsthegame.

Thiscan bemodified for alarger classby dividing the classinto teamsand having them stand in lines of two,
three or four, depending on the size of the class. One student can be the flashcard monitor calling out the
guestion, and another student can keep score on the chalkboard. To makethismoredifficult, as students
progress, add more colorsto the primary set (e.g., beige, pink, violet).

If possible, when playing games, get the students up and moving around. Thefollowing gamedoesnot only
that, but it encourageswhole brain processing.

Gamelll: CircleGame, Passing L eft-to-Right or Vice-Versa. Havethestudentsstandinacircle. Ata
selected starting point inthecircle (student) theinstructor handsacolor card to thisstudent, instructing the
student to takeit with hisright hand. Thisstudent namesthe color, then switchesthecard to hisleft hand, and
then the student to hisleft takesthe card with her right hand. Shethen namesthecolor and passesit ontothe
next student, switching handsto pass, etc. Thiscontinuesall theway aroundthecircle. It can bemademore
difficult by thefirst student asking: “What color isthis?” and the next student answering, “That coloris . If
itisalargecircle, theingtructor can changethe color card severa timesinthecircle. Thisisespecialy effective
if you have studentsthat are having difficulty remembering certain colors.

These games can be adapted to other categories of vocabulary aswell.

HOLIDAYSAND OTHER AMERICAN CUSTOMS
I ntroduce studentsto the holidaysasthey occur. Also, includeasmany American socid customsaspossible.
Many publishershave materialsavailableto help youinthese aress.
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Games, Puzzles and Other Activities
by Altrice Walden

To makelearning English much easier and alot more fun you can never havetoo many games, puzzlesor
activities. Whenthe studentshave achanceto get up out of their seatsand interact with other studentsin some
gameor cregtiveactivity itishelping themtolearninafunrelaxing atmosphere. DO LOTSOFIT!

There are many books on the market that list activities. The ESL Teacher’s Book of Lists by Jacqueline
Kress(orderinginformationinthiskit) breaksdown activitiesby skills. They are 1) auditory, 2) aura (listen-
ing), 3) oral, 4) grammar, and 5) writing.

Thefollowing isan examplefrom the book, Zero Prep, Ready-to-Go Activitiesfor the Language Class-
room, by Laurel Pollard, Natalie Hessand J.H AltaBook Center, 2001

Paying Compliments.
Thepurposeof thisactivity isto help beginning studentslearn how to give and receive compliments. They
will bepracticing the present tenseand learning the phrases. “I likeyour...” and “ Thank you.”

1. Studentsstand and look carefully at the student ontheir right. They areto think of acompliment they
can givethat student using vocabulary they’ velearned. Suggest such phrasesas, “1 likeyour red scarf” or
“I likeyour smile,” etc.

2. Studentsexchange complimentswiththeir partners.

3. They can repeat theseto the class, or mingle, giving further complimentsasthey move around the
room.

4. Stoptheactivity soindividuascan sharewiththeclass. Besureto teach new vocabulary asit arises.

REPRODUCIBLEWORKSHEETS
Timeisof theessenceinthe classroom, and anything that hel pssavetimeiswelcome. Oneof thesetimesavers
isreproducibleworksheets. Thismeansthe publishershave given the user permission to reproduce these
materialsfor usein the classroom. When previewing catal ogs be aware of the symbolsfor reproducible
materids.

MUSIC
Musicisagresat activity for the ESL classroom. Itisnot only fun, but achangeof pacefor students. Itasois
agreat way for studentsto devel op their listening skills, to learn more about their new culture, andto learn
morewords. Think of how much easier itisfor youto remember somethingwhenit’'sasmplesongor ajingle.

When teaching the al phabet, it hel psstudentsto memorizemorequickly if they can“sng” theABC song. That
songsworksjust aswell on adultsasit doeson children. Don't fret that it’' stoo “ babyish” for your adults. It's
not! 1f youwerelearning thea phabet in French or Swahili or whatever language, wouldn'’t you welcome any
littlemnemonic deviceto assist you? Well, guesswhat? Your sudentsfeel the sameway.

Record Your Own

Although therearerecordings availablefrom educational catalogs, you’ Il probably find therecordingsyou
make yourself most helpful. Chooserecordingsfor which you havethelyrics. Choose songsthat can be
clearly understood. Usethemusicfor listening exercises.
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Before starting alistening session with music, be surethe studentsknow the vocabulary. Ask the studentsto
listen for specific words or phrasesinthemusic. Repeat short segments of the music several timesuntil
students can identify the answersto your questions. Then passout thelyricsto the song at the end of the
exercise. Besuretosingthesongif itisasimplejingleor something appropriatefor the group such as“Happy
Birthday”.

Don't besurprised if you haveto play apassage many timesbefore the studentsunderstand. Ask aquestion.
Pay the portion of themusic that givestheanswer. Stopthemusic. Ask thequestionagain. Gradualy the
studentswill begin to understand the procedure.

Start with easy short songsfor beginnersand get progressively harder. Don't forget to teach any new vocabu-
lary before starting themusic. For example, for beginning students, introducethe“ ABC Song” whenworking
on the alphabet and “Happy Birthday” when it's someone’shirthday. When they arelearning parts of the
body, teach them asong such as, “Head, Shoulders, Kneesand Toes’ and “ Hokey Pokey”. You get theidea.
Get up and sing and dance!

For moreadvanced students, don’t hesitate to use current popular recordings. Just be sureyou can get the
lyricsfor thesongs. Somegood old stand-bysof folk musicfromthe*60swork well, too. Think of songsthat
you sing along with ontheradio. The Beatles, John Denver, Mamasand the Papas, The Eagles, The Beach
Boys, Joan Baez, and Carly Simon areafew that cometo mind that have easily understandablelyrics. There
aredozens moreto choosefrom.

Remember, nationd holidaysare natura sfor teaching about our cultureand customsthrough music. It'soneof
themany waysto develop students' listening discrimination.
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Flashcards

by Noura Durkee
What They Are:
Flashcardsare small squares of paper, card or index cards on which you have put pictures, words, | etters,
colors, numbers, or anything elseyou like. They may be blank on one side or haveapicture on onesideand
aword ontheother. They might haveawordin English on onesideand thetrandationinthe student’s
native tongue on the other. They might be color-coded (color of card or of ink) by partsof speech, al verbs
being yellow, for example. They may bein sets, such astwenty cardsof fruitsand vegetables, or buildings,
or peopleworking, or piecesof furniture. You might havetwo pairsof sets so studentscan work together in
variouswayswith them. They areasuper way to memorizevocabulary. If you have enough of them you can
usethemto build sentences, or word combinations, onthe desktops. They areversatiletoolswhich area
particular help if you haveabig classwith no assistant or amulti-level classthat needsalot of different
thingsgoing on at thesametime.

WhereYou Get Them:

Some books, such asthe, Listening and Speaking Activity Book accompanying the New Oxford Picture
Dictionary, have sets of theminthe back for freeto copy. You can make good cardsfrom everyday
magazines and newspapers, old cookbooks, National Geographic magazines, etc. Make ahabit of stopping
at garage salesand picking over their old magazinesand children’ sbooks, etc. for thispurpose. After you
gotoall thework of making them, it'sagood ideato have them laminated either through your school or at
thelocal copier. The processisn’t very expensive, especidly if you usebig sheets. Lay out al the cardswith
about aquarter inch between them, and after they arelaminated, cut them out. Remember to keep asupply
of envelopes, rubber bands or folderswith good pockets so you don’'t losethem | ater.

How ToUseThem:
Therearemany waysto useflash cards. Hereareafew:

1. A singlestudent or apair or small group can useaset of cardsto learn vocabulary. They
can havejust pictures OR pictureswith words on the back, so the person holding the card
for theother(s) can seeand correct OR one set of picturesand one of wordsthat the
studentsmatch up.

2. They can bethe namesof thingsall over the classroom which the studentshaveto take
around and put in theright places.

3. You can make abig grid with squaresthe size of the cards, and play lotsof gameswithit.
Hereareafew:

a Havetwo studentsface each other acrossadesktop with abig book or manila
folder upright between them so they can’t see. One student lays out a pattern of
cardstofill hisor her grid. The other student has copies of the same cards, and tries
to identify the pattern and lay out the same one by asking questions. Thiscanbe
doneindifferent ways. the student with the cardslaid out can describethecardin
sguare one, two and so on, or, the student with no cardslaid out can ask if the
appleissguare one, and get yes/no answers or adescription of wherethe appleis,
such as“thethird squarefromtheleftinthethird row.” It'skind of like the game of
Battleship. It'sgreat for teaching directions, |eft, right and so on, and the process
demandsthat the studentstalk to each other.

b. Bingo: number the squaresinthegrid. Theteacher or astudent can call out the
number.
C. Print words on the grid and have students cover them with appropriate pictures.
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. Memory: put twoidentical setsof cardsface down and mixed up on thetableor, use one set of
picturesand one of thewordsthey match. Studentstake turns picking up acard, turningit overin
place, and trying to pick theonethat matchesit. If apair isfound, the student getsanother turn. If not,
the cardsareturned face down againin the sameplace. Thetrick isto keep thecardsin their same
placesand to be sure all studentsget to see each card that isturned over.

. Studentswrite something descriptive about themselveson anindex card. Takeall the cards, mix
them up, hand them out at random and the students have to get up and start asking one another
questionsuntil they find the person who wrotethe sentencethey have. A variation of thisistowrite
two partsof asentence on two cards such as: “ John went to the beach and/ hefound some shells.”
Studentsthen find the corresponding part of their sentence.

. Useseverd index cardsto write down different words, parts of speech, concepts, or noun groups.
Have pairsor smal groupssort them out by kind and then make sentenceswith them on the tabl etop.

. Writeasentence onthetop of acard that could be the beginning of astory or conversation. The
student takesthe card and compl etesthe story or conversation.

. Writeaconversation, one sentenceto each card. Mix them up. Studentshaveto put the cardsin order
on the desktop or using sticky tack, ontheboard. If they are beginners, be careful to makethe
sentencesrel ateto each other sequentialy. Therewill dwaysbe severa waystodoit, and they can be
quitefunny.
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One Way to Use Cloze Exercises
by Noura Durkee

What It ls:

A cloze exercisemay beaparagraph or group of sentenceswritten on the board from which you remove,
gradualy, word after word. Thetext can bewritten in chalk or pen on appropriate boards or even done
with piecesof cardboard and sticky tack. Thereisatechnical way to usethe cloze by counting exact
numbersof words, but it may be usedinamoreintuitiveway.

Thisclozeisawonderful teachingtool. It makes people stretch their brains, and can bevery funny. Itisa
smpleand effectiveway to memorize both vocabul ary and sentence structure, and worksin harmony with
many other techniques. It'saway of doing theold drill without drilling. Itisaparticularly good way to
round off alesson, wake up aclass, or summarizewhat you have been trying to do without anyone quite
realizing what you aredoing. Hereareafew possihilities.

1. With pictures. hold up apicture or aseriesof pictureswhichtell astory. Choose pictures
withalot of actioninthem. Using few wordsyoursdlf, elicit fromtheclassall thewordsthey
know that can befoundintheillustration. Makelists of these on theboard, separating
verbs, modifiersand nouns. If you have astudent who canwritewell enoughtodoit, havea
student makethelists. (Thisisawaystruefor any board work). After the classrunsout of
vocabulary, havethemtry to describewhat isgoing onin the picture. Together they will
piecetogether somekind of sentence. Writeit onthe board. Get from them another sen-
tence. Writeit. Keegp going until you haveafairly big paragraph, five or six sentencesat
least, filling maybe 7-8 long lines on the blackboard. Write neatly; the placement of words
onadraight lineisimportant.

2. From text: takeagood paragraph from something you are reading or something that they
can nearly read, that hasvocabulary or structuresyou want to teach. Writeit or haveit
written ontheboard. A conversation withidiomsyou aretryingto teachisuseful.

3. From student writing: if your studentscan writealittle, givethem atopicto write about;
they may dothisin pairsif you like, and get from each two or three good sentences. Write
them up so that the content is connected; otherwisethey aretoo hard to remember. De-
pending onthelevel of the class, you may want to havethe group asawhol e correct them
asyou writethem up on theboard.

4, From poetry: pick apoemthat suitsthelevel and content you want, with afew sel ected
wordsfor themtolearn, and writeit onthe board.

How To Do It:

1. First, work onreading the paragraph, sentences, or poem. You canread it together afew times, trying
to establish acommon rhythm. Then different members of the classcan read it through; be sureevery-
one can pronouncethewordsand knowswhat they mean.

2. Second, eraseabout every ninthword. Replacethewordwithalinesoeveryone  remembersit was
there. Don't tell the studentswhat you aredoing; it’'smorefun.

3. Thenreadthetext asagroup again, letting the students remember thewordsthat are erased and fill
theminverbdly.
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. Depending on thegroup, you can have oneindividual read it, and keep going aslong asheor she
doesn’'t makeamistake. When they do, someone el setakesover.

. Eraseabout every fifth or sixth word of what isleft. Remember to replacewordswith lines.
. Repeat reading again, | etting the studentsremember thewords. Don’t writeanything...|leaveall the blanks.

. Erasethemiddleword of each remaining group of words...read again. By thistimetheclassisvery amused
and anxiousto remember.

. Continueuntil thereare nowords, or only afew, remaining, along with the periods, commasetc. Seeif
they can dtill read it. Usudly they can, or if only afew can, they become heroes.
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Using Poetry
by Noura Durkee

(Much of the material in this section reflects the thinking of Helena Devereux and Kate Rosenfield,
who presented their research on “ Poetry in the Classroom” at the VAILL Conference, Radford
University, July 23, 1997. Many thanks.)

Why Poetry?

Poemsare useful teaching tool sfor both beginnersand more advanced students. For beginners, they
provideasimpleand effectiveway to learn words. The method of rhyme and repetition has been used for
many centuriesin many different culturesto teach children both wordsand concepts. Short poems can beread
easly inaclassperiod. They usudly have severd layersof meaning, sowith adult sudentsthey offer away to
introduce more complex use of languagein different forms.

Usesof Poetry in the Classr oom:

Simple poemscan beread a oud. Their meanings can be discussed, and studentsfind that such discussion
bringsthe classtogether and al ows peopl eto express opinionsthey might otherwise never say. Theteacher, by
asking questions, can get the studentsto beginto talk about their own feglings. It isgood to choose poemsthat
have somedirect connection to their lives, such asthe samplesincluded here. Memorizing apoemismuch
eas er than memorizing apieceof prose, and can givethe student agrand sense of accomplishment besides
filling hisor her head with English. Poetry showsthe studentsthat language goesfar beyond dictionary usage.
It canintroduce themto kindsof English they might otherwise seldom meet, Englishthat isnot necessarily
commercia or practica.

Trandation of Poetry:

Songsand rhymesfrom thestudents' childhoodsare another way to bring meaninginto thelearning pro-
cess. Thiscan bedonewithintermediate or advanced students. Simple English poemscan trand ate back into
their language. Finding “just theright word” to expresssomething may lead into research, lotsof conversation
with other students, andincreased languagelearning, besidesfinding theworditsaf, whichwill probably never
beforgotten.

Questionsfor Discussion may hingeonaword or genera content. Hereareafew samples:
1. Doyouthink the poemisfunny?
2. What thoughtsdid you havewhileyou werereading the poem?
3. Did the poem makeyou think of some experienceyou have had?
4. Do you think you would enjoy talking to this poet if you could?
5. What isyour favoritelinein thispoem?Why?

Examples: onthenext two pagesyouwill find someexamplesof poemsthat would be appropriatefor using
withyour students.
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Oscar the Janitor

by Oscar Anderson
Oscar keepsthe school clean
He polishesup and scrubs
He sweepsaway the crumbs
Andwashesaway themud.
He shineseach door and window
Dustseachtableand chair
Sothat you stay al clean
Whenever you sitthere.

Smiling ashe'sworking

He makesthe building shine

For the busy little feet

That move like yoursand mine.
(Reprinted with permission of author.)

Nobody's Heroes
by M.R. Appdl
three weeks unemployed
sitting at home
warm & comfortable
wheni suddenly
out of the blue
get thisjob
out on aschool roof
wet snow blowing
cold & thick
across the landscape
working with tar
& crushed stone
on aroofing crew
for just above
minimum wage.

come the end

of the day

we ride in the back

of the open truck

through the centre

of town

like battleweary soldiers

but there are no women & children
lining the streets

cheering & waving & throwing kisses
for we are nobody’s heroes.

(Reprinted by permission of the author. This and other poems are printed in Paperwork: Contemporary Poems from

the Job, Tom Wayman, ed. 1991. Harbour Publishing.)
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Madam and the Rent Man
by Langston Hughes

The rent man knocked.

He said, Howdy-do?

| said, What

Can | do for you?

He said, You know

Your rent is due.

| said, Listen
Before I'd pay
I’d go to Hades
And rot away!

Thesink isbroke,

The water don’t run,
Andyou ain't doneathing
You promised to’' ve done.

Back window’s cracked,
Kitchen floor squeaks,
There'sratsin the cellar,
And the attic leaks.

He said, Madam,
It's not up to me.
I’m just the agent,
Don’t you see?

| said, Naturaly,

You pass the buck.

If it's money you want
You're out of luck.

He said, Madam,
| ain't pleased!
| said, Neither am I.

S0 we agrees!
(Reprinted from Selected Poems of Langston Hughes. 1983. New York: Alfred A. Knopf, p. 204.)
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Using Music in the Adult ESL Classroom

KrigtinLems, Nationd-LouisUniveristy

Music can be used inthe adult English asasecond language (ESL ) classroom to createalearning
environment; to build listening comprehensi on, speaking, reading, and writing skills; toincreasevocabulary;
and to expand cultural knowledge. Thisdigest looksbriefly at research and offersstrategiesfor usngmusic
intheadult ESL classroom.

Resear ch

Neurologists havefound that musical and language processing occur inthe sameareaof thebrain,
and there appear to be parallelsin how musica and linguistic syntax are processed (Maess & Koelsch,
2001). Inone study, college students demonstrated improved short-term spatial reasoning ability after
listening to Mozart. Thiswasdubbed the“ M ozart effect” inthe popular press (Rauscher, Shaw, & Ky,
1993).

Adult learnersin South Africa, exposed to instrumental music during anintensive English course,
showed benefitsinlanguagelearning (Puhl, 1989). Many educatorsreport successusinginstrumental music
asawarm up and relaxation tool, asabackground for other activities, and astheinspiration for writing
activities (Eken, 1996).

Using Songs in Instruction

Most classroom music activitiesfocuson lyrics. Educator Tim Murphey conducted an analysis of
thelyricsof alarge corpusof pop songsand found that they have severd featuresthat help second-language
learners. They contain common, short wordsand many personal pronouns (94% of the songshad afirst
person, |, referent and arewritten at about afifth-gradeleve); thelanguageisconversationa (imperatives
and questions made up 25% of the sentencesin the corpus); timeand place are usua ly imprecise (except
for somefolk ballads); thelyricsare often sung at aslower rate than words are spoken with more pauses
between utterances; and thereisrepetition of vocabulary and structures. Thesefactorsallow learnersto
understand and rel ate to the songs (Murphey, 1992). A further benefit of pop song lyricsisthat their mean-
ingsarefluid, and, like poetry, allow for many different interpretations(Moi, 1994). Following are strategies
to usewith songs.

Listening and Oral Activities

Songs contextual ly introduce thefeatures of supra-segmentals(how rhythm, stress, and intonation
affect the pronunciation of Englishin context). Through songs, studentsdiscover thenatural stretchingand
compacting of the stream of English speech. For example, thereduction of theauxiliary haveto the sound/
uv/ can be heardin the song by Toni Braxton “You' ve Been Wrong for SoLong” (2000). Similarly, the
changeof wordfina t +wordinitial yto/ch/ can beheard in alinefrom the Tracy Chapman Song “ All that
YouHavelsYour Soul” (1989), wherethe singer says, “Don’t you eat of abitter fruit.” Moriya(1988)
pointsout theval ue of using songsfor pronunciation practicewith Asian learnersbecause of the many
phonemic differences between Asianlanguagesand English. However, sudentsfrom any language back-
ground can benefit from achoral or individual reading of thelyricsof the songs mentioned above, practicing

thenatural reductionsthat occur in spoken English.
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Studentsmay summarizeorally theaction or theme of asong or give ora presentationsabout asong
or musician, playing musical selectionsfor theclass. Toinvolvethewholeclass, sudentscanfill out re-
sponse sheets about each presentation, answering questions about the featured topic, something new they
learned, and something they enjoyed.

Reading and Writing Activities

Studentscanfill inthe blanksbefore, during, or after listening to asong, and then check to see
whether their word choicesmade sense semantically, evenif they did not pick theexact word used. This
hel psbuild theimportant skill of forming hypothesesbased on context (predicting). Thisactivity, caled
cloze, isusually created by deleting wordsat predetermined intervas, e.g., every 5th or 7thword. However,
words can be del eted instead to practice atarget grammar point, such as past tense verbs, prepositions, or
compound nouns, or toidentify key words (Griffee, 1990). For example, in the popular Enyasong “Only
Time” (2001), theauxiliary “can” could be omitted. (“Who can say wheretheroad goes, wherethe day
flows, only time. Andwho can say if your lovegrows, asyour heart chose, only time.”)

Onepopular activity isto cut thelyricsinto linesand have students put themin the correct order as
they listen to the song. Thiscan bedoneindividually or in small groups. It may be necessary to play the song
severa times. After thelines of the song have been put in order, the song can be played once more as
studentsread or sing aong. Alternatively, the class can bedivided into teamswith identical setsof stripsand
competeto seewhich group can put the stripsin the correct order first.

For short songs, students can work insmall groupsto writethewords of asong. The process of
putting thelyricstogether asagroup involves making decisions about word order, verb tense, and parts of
gpeech. It also buildstheteamwork skills soimportant to theworkplace and community. Whenthelyric
sheet ishanded out, the groups can compare what they heard and wrote with the actual words.

Adult studentsenjoy writing responsesto songs, either inclassor at home. Possibleresponses
includetopicscomparing musicin the students homeland with musicinthe United States. Thisassignment
drawsupon the knowledge and experiencesthat adult ESL learnersbring to languagelearning and provides
aknown context for comparing and contrasting, often adifficult skill for beginning writers.

Many songstell astory, and these stories can berewritten or retold to practice narrative or summa-
rizing skillsor direct and reported speech. Students can al so complete awriting prompt or answer aques-
tion fromthe point of view of the narrator or other charactersinasong. For example, the Nancy Wilson
song, “ GuessWho | Saw Today” (1960) issung by awife catching her husband having aromantic lunch
with another woman. The prompt could requirethe studentsto respond to the accusationsin writing, saying
what the husband might say.

Vocabulary Building Activities

Pop songs arewritten to be easily understood and enjoyed. Asdiscussed above, they tend to use high
frequency lyricsthat have emotional content. Thismakesthem strong candidatesfor word study or for
reinforcing words already |earned through written means. If aseries of songsisto be used, studentscan be
paired and given asong to teach the class.

However, the songsmay aso haveidiomsin them that might bedifficult to explain, depending onthe
level of the students. For example, Cat Stevens' rendition of “Morning HasBroken” (1975) may appear
initidly tobeasolidintermediate-level song that practicesthe present perfect tense. On closer examination,
theexpression “morning hasbroken” can be confusing to English languagelearnersand may need to be
discussed prior tolistening to the song.
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Cultural Knowledge Activities

Songscan beusedindiscussonsof culture. They arearich mineof information about humanrelations,
ethics, customs, history, humor, and regional and cultural differences. A song can be part of aunit that also
contains poems, video footage, or still photographs. Recordingsof freedom songsfromthecivil rights
movement can be apowerful accompaniment to watching Martin Luther King Jr.’s“1 HaveaDream”
speech onvideo, for example.

Selecting Music

Songsshould be carefully selected for the adult ESL classroom. Lems (1996) and Poppleton (2001), make
thefollowing suggestions.

Song lyricsshould be clear and loud, not submergedintheinstrumenta music.

Thevocabulary load for the song should be appropriateto the proficiency level. For example, Led
Zepplin's® Stairway to Heaven” (1971)-withitsvividimagery and possibilitiesfor multipleinterpre-
tations-might be successful with an advanced-level class. With other learners, however, itsfast pace,
obscurereferences, and lack of repetition could provetroublesome, ascould thewordinversionin
linessuchas, “ Therewaksalady weall know.”

Songs should be pre-screened for potentially problematic content, such asexplicit language, references
toviolent actsor sex, or ingppropriatereligiousalusions.

Griffee(1990) recommendsusing short, dow songsfor beginning-level studentsand discussesactivities
such ascresating song word puzzles, drawing asong, or showing related pictures. With higher levels, he
suggestsusing songsthat tell stories, moving toward short, fast songs, and finaly, longer, fast songsthat have
fewer high frequency vocabulary items.

Finding copiesof song lyricsisnot difficult. Many areavailable onthe Internet, and many recordings
containlyric sheets. Beatles songssuchas*Yesterday” (1965) and“InMy Life’ (1966) haveclear, direct
lyricsand atimelessquality that makethem appropriate with adult English languagelearners. Because
teacherswill show care and effort when presenting songsthey are especialy fond of , their favoritesarea so
good. Findly, studentsare often strongly motivated to learn thelyrics of anew pop song or an old favorite
they have heard and never understood, so their choicesfor classroom music should not be overl ooked.
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ﬂ SECTION E

MANAGING THE CLASSROOM: HOW DO | MEET THE CHALLENGE?
1. TheMulti-level Class
2. Working with Students with Special Needs
3. Using Volunteersin an ESL Program

4. Evaluating your teaching
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All classesaremulti-level. Notwo studentsareat thesamelevd indl four language skills(listening, speaking,
reading, writing). Adult studentscometo our classeswith agreat variety of skills, not only because of their
formal languagetraining, but also because of their native language background. Students often enter our
classesat different timesthroughout the school year. Theteacher needsto be ableto accommodate each
student at hisor her level whenever heor sheenters.

Thefollowing materials may be helpful in dealing with classes made up of studentsat varying levels of

ﬂ 1. The Multi-Level Class

language devel opment.

by Mary Ray

ORGANIZATION PLAN FOR A MULTI-LEVEL CLASS

WHOLE-CLASSACTIVITY:
Warm-Up/Review

TEACHER-DIRECTED ACTIVITY:
Presentation and Practice
of New Material

STUDENT-DIRECTED ACTIVITIES
(Individuals, Pairs, or Small Groups):
Practice and Application of
Previoudy-Introduced Material

STUDENT-DIRECTED ACTIVITIES
(Individuals, Pairs, or Small Groups):
Practice and Application of
Previoudly-Introduced Material

TEACHER-DIRECTED ACTIVITY:
Presentation and Practice of
New Materia

WHOLE-CLASSACTIVITY:
Review/Wrap-Up

Chart developed by Catherine Porter
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Teaching Multilevel Adult ESL Classes
by Cathy C. Shank and LyndaR. Terrill
Arlington Education and Employment Program, Virginia
ERIC Digest, May 1995

In multilevel adult English asasecond language (ESL) classes, teachersare challenged to use avariety of
materias, activities, and techniquesto engagetheinterest of thelearnersand assist them in their educational
gods. Thisdigest recommendswaysto choose and organize content for multilevel classes; it explainsgrouping
srategies,; it discussesasdlf-access component, independent work for individua learners; andit offerssugges-
tionsfor managing the classes.

THEMULTILEVEL CLASS

Teachersusetheterm multilevel toidentify any group of learnerswho differ from one another in oneor more
ggnificant ways. Arguably, every classismultilevel becauselearnersbeginwith varying degreesof competence
andthen progressat different ratesin each of thelanguage skills: listening, speaking, reading, and writing (Bell
& Burnaby, 1984; Santopietro, 1991; Wrigley & Guth, 1992). However, inmany adult ESL classes, thereare
even more variablesthat affect thelevelswithin the class. Some programs (generally because of funding
constraints, learner scheduling difficulties, number of learners, and program logistics) placelearnersof al
levels, from beginning to advanced, in asingle class. Often such classesinclude speakers of many native
languages, somethat usethe roman a phabet, somethat do not. Learnersmay havevarying degreesof literacy
intheir first language aswell asin English (Bell, 1991; Santopietro, 1991; Wrigley & Guth, 1992). Other
factorsthat add to diversity in the classroom and to rate of progressinlearning English arethetypeand amount
of alearner’s previouseducation; thelearning style preference; learner expectations of appropriate classroom
activities, and the culture, rligion, sex, and ageof each learner (Gugliedmino & Burrichter, 1987).

NEEDSASSESSMENT

Toensuresomesuccessfor dl learnersinthemultilevel classroom, teachersmust determinewhat each learner
needsand wantsto learn. Thisisaccomplished through ongoing needs assessment that includes both standard-
ized testsand alternative assessment, one-on-oneinterviewswith learners, group discussions, and learner
observation (Alexander, 1993; Holt, 1995; Isserlis, 1992; Wrigley & Guth, 1992). Throughout the needs
assessment process, it isimportant that adult learnersare actively involved in choosing the direction and
content of their learning (Auerbach, 1992; Wrigley & Guth, 1992). Techniquesfor selecting the content or
themesof classactivitiesmight includewhole or small group brainstorming and prioritizing activities, and
documentation and prioritization of individual learner goals (“1 need Englishfor...”). (See Auerbach, 1992 for
additiona suggestionson using learner themes.)

PLANNING FORTHE MULTILEVEL CLASS

Planning for multilevel classesrequiresthe ability to juggle many different elementsasteachersmust provide
activitiesthat addressthelearning styles, kill levels, and specificlearning objectivesof eachindividud (Bell &
Burnaby, 1984; Wrigley & Guth, 1992). Teacherscan useavariety of techniquesand grouping strategiesand
asdlection of self-accessmateriasto help al learnersbe successful, comfortable, and productivefor at least a
portion of each classtime. The planning istime-consuming and the classroom management isexhausting.
However, thedternativeto thiseffort (planning and using activitiesthat meet the needs of only thoselearners
whoseskillsfall somewhereinthemiddie) will frustrate those with lower skills, and borethe more advanced
learners (Boyd & Boyd, 1989; Wrigley & Guth, 1992).

When planning and teaching themultilevel ESL class, aswith any adult ESL class, theteacher must remember
that learner perceptionsof what constitutes sound language learning may not match those of theteacher. The
teacher’ senthusiasm and goodwill can usudly encouragelearnerswho resist unfamiliar and non-traditional
classroom activitiesto participatefully in the class. However, wherethereisamismatch between learner and
teacher perceptionsof useful activities, teachers should be prepared to include activitiesthat meet learner
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expectations (Wrigley & Guth, 1992). For example, astory devel oped from alanguage experience approach
(LEA) activity (Taylor, 1992) could beasourcefor grammatica drillsor for pronunciation exercises.

GROUPING STRATEGIES
Theuseof grouping strategiescan form thebasisfor themultilevel classasteachersmix and match groups, pair
learners, and dlow timefor individual or solo activitiesduring each classperiod (Bell, 1991; Berry & Williams,
1992).

Certain factors should al so be considered in setting up group and pair activities, including differencesin age,
social background, country of origin, and educational background, aswell asEnglish ability. Somelearners
might not be comfortablein groupswith other learnersthey consider to be more prominent or of higher satus.
And some men may resist being in groups wherewomen are theleaders. Although the teacher can often
encouragereluctant learnerstotry new activities, sengtivity to potentid difficultiesarisngfromgroup and pair
work isnecessary. Classdiscussionsof cultural and personal differencesinlearning stylesand interaction
patternsmay help overcomeinitia resistance (Wrigley & Guth, 1992).

WholeGroup activitiesareappropriateinitialy for beginning anew classand regularly for daily warm-
up time. They can focusthe entire group on athemethat later involvesvariousindividua and small
group tasks. Thewholegroup can participatein aclass project to create afinished product (such asa
book, bulletin board, or video), where each learner completesapart of thetask based onindividual
abilitiesandinterests(Bell, 1991). Other initid wholegroup activitiesthat |lend themsel vesto follow-up
activitiesat variousdifficulty level sinclude reading comic stripsor photo ories, listening to audiotapes
or viewing videotapes; taking field trips; learning songs; and brainstorming on topicsof interest.
Small Group work provides opportunitiesfor learnersto usetheir language skillsandisoften less
intimidating than whole group work. Small groups can be set up according tointerest or ability, and
need not beequal in size or permanent (Bell & Burnaby, 1984).

Heterogeneousgroupsare made up of learnerswho have disparate skills. Cross-ability grouping alowsstron-
ger learnersto help othersand maximizes complementary learner strengths (Bell, 1991). Activitiessuitablefor
cross-ability groupsarejigsaw activities, board games; and creating posters, lists, art, and multimediaprojects.

Homogeneousgroupsare made up of learnerswho haveroughly equa skills(for example, dl areliterateor are
orally fluent). Activities often suitablefor like-ability groups are problem-solving, sequencing, and process
writing.

Pairsof learnersworking together have the greatest opportunity to use communicative skills. Like-
ability pairssucceed when partners' rolesareinterchangeableor equally difficult (Bell, 1991). Activi-
tiesfor homogeneous pairsincludeinformation gap (where the assignment can only be completed
through sharing of the different information given each learner), dialogues, role plays, and pair inter-
views.

Cross-ability pairswork best when partnersare given different rolesand heavier demandsare placed onthe
more proficient learner (Bell, 1991). Someexamplesare LEA storieswhereonedictatesand onetranscribes,
interviewswhere one questionsand one answers, and role playswhere onelearner hasalarger rolethan the
other.

USING SELF-ACCESSMATERIALS

When learnersare doing independent or solo activitiesinthemultilevel classroom, using self-accessmaterias
can enablethemto takeresponsibility for choosing work appropriateto their individual levelsand interests
(Bdll, 1991; Berry & Williams, 1992). A sdlf-accesscomponent includesactivitiesfromal skill areasaswell
asvocabulary, grammar, and pronunciation exercises. With self-accessmaterias, each task is set up so that
learnersneed minimal, if any, assistancefrom the teacher to accomplish the activity. Directionsare clear and
answers (when applicable) are provided on the back of the activity alowing learnerstoinformally evaluate
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their ownwork without teacher intervention (Bell, 1991). When used regularly in the classroom, self-access
time can foster arelaxed environment wherelearners decide how and when to interact with one another, with
their teacher, and with English.

Teachers need not have their own rooms to set up self-access corners; abox of materials can travel
with the teacher to workplace sites, community centers, or church basements. The following are some
materialsto include in the self-access collection: art supplies such as scissors, markers, crayons, pens,
pencils, paints, paper in various sizes, types, and colors, glue, tape, stapler, stencils, stamps, and
magazines for collages, and directions for projects (e.g., draw pictures of the native country, draw a
calendar and put in holidays, draw the U.S. map); crossword puzzles; articles and books for arange
of reading levels; partner dialogues, in envel opes, with directions; information gaps; scrambled sen-
tences; interview questions (with tape recorder and blank tape); writing tasksfor individuals, pairs, or
groups; board games and puzzles; review materials from topics, structures, and functions covered in
class; contact assignments such as drawing a map of the neighborhood or telephoning for information;
high interest videos and taped radio segments with teacher-made activities; and computer software
programs to choose from.

MANAGING THEMULTILEVEL CLASSROOM
Planningfor themultilevel classmust dsoinclude strategiesfor managing thegroup, pair, and individua
activities. Theteacher may work with onesmall group at atimewhilethe other learnersor groupsof learn-
ersareengaged inindependent work (Berry & Williams, 1992). Some teachers manage the variousgroup-
ingsby enlisting avolunteer to work with one group whilethe teacher workswith others (Santopietro,
1991). Learnerscan also act aspeer tutorsor peer group leaders (Bell, 1991). Again, aswastruewith
grouping and pairing strategies, in choosing peer group tutorsand |leaders, teacher sengtivity to learner
expectations, tolearning styles, and to persona and cultura issuesisparamount.

CONCLUSION
Teaching multilevel adult ESL learnersisachallengethat requiresgreat skill and sengitivity. Teacherswhose
planning reflectsknowledge of their learners’ different language abilities, culture, educational background,
classroom expectations, and preferred learning styles can help adultslearning English asasecond languageto
be partnersin their own education. Through use of versatile grouping strategies and sel f-accessmaterials,
teacherscan manageamultilevel adult ESL classwhereall learnerswill experience success.
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I ntroduction

Multilevel classes have been areality in foreign language courses for some time. The limited literature on the
topic citesattrition, limited enrollments, and scheduling problems asthe culpritsresponsible for such asituation.
Although this may be true, many language teachers also contend that there is no such thing as a truly homoge-
neouslanguageclass: each classismade up of individualswho bring with them different backgrounds, different
abilities, and different needs. Thus, in principle, we can say that all language classesare“multilevel” in one way
or another.

Thisisprobably true of all ESL classes, but particularly of adult ESL classes. Most adults have work and family
obligationswhich takefirst priority in their daily schedules; thus, the ESL classin which they enroll is often the
class which best fits their time schedule or is closest to home, and is not always the class which best suits their
level of language proficiency. Moreover, adult refugee ESL programs are often mandated to serve all refugees
who sign up for instruction, whether or not thereisaplacein the appropriate class. All thisresultsin large classes
consisting of studentswith different ethnic backgrounds and awide range of language needs. In other words, the
multilevel classroom situationisquitetypical inanadult ESL setting; and the problem isfurther compounded by
avariety of other factors which contributes to the heterogeneity of the class.

By gathering information and insights from the literature, interviewing teachers, and observing classes, we have
produced this guide to aid teachers in dealing with the problems which plague multilevel, heterogeneous class-
rooms. Section | contains adescription and discussion of the factors which contribute to the existence of multi-
level and/or heterogeneous classes, and Section |1 outlines some practical approaches and techniquesfor dealing
with the situations described in the first section.

|. Factorsto be Considered

A multilevel classistraditionally defined asasingle classin which there are students of variouslevels of
language proficiency. Yet, asmentioned earlier, no class consists of studentswho all have exactly the samelevel
of proficiency, which leads to the usual practice of “teaching towards the middle” or aiming the instructional
content at the largest number of students. However, if the students have an extremely wide range of language
abilities or needs, or if no more than two or three students can be considered to be at roughly the samelevel, the
usual teaching strategieswill only serve to frustrate the class.

Four mgjor factorsthat contribute to multilevel ESL are open entry-open exit programs, the grouping of
literate and non-literate students in the same class, wide age differences in the same class, and the mixing of
different cultural groups. Each is discussed in more detail below.

A. Open entry-open exit

Nowhereisthis problem more apparent than in an open entry-open exit ESL program, which has been,
and still is, quite common in adult education centers. In its purest form, an open entry-open exit program is
operated just asitsnameimplies: students may enter the program at any time, given thereis physical spaceinthe
classroom, and may leave just as suddenly. Although there are usually testing procedures to place the student
according to level, there may only be alimited number of existing classes (and therefore, “levels’). Moreover,

E-9



ESOL Sarter Kit

since students may enter at any time, others who might have been at the same level as the entering student
several weeks ago, may now be more advanced dueto several weeks of instruction. Itisdifficult to compensate
for this “teaching effect” on the existing class when a new student enters. Even in amodified open entry-open
exit program (where students can enter only at specified times) the problem exists; new studentsarelikely to be
less advanced than those already in the class.

Although an open entry-open exit system offers some advantages from a programmatic point of view (e.g.
no waiting list, full classes, individual or small group testing, student mobility), it is often an exasperating situa-
tion for both teachers and students. Faced with aconstantly changing number of students, high rates of absentee-
ism (common in adult classes), and studentswith different abilities and different goal s, teachers need to continu-
ally readjust goals and re-establish group rapport, which is often bewildering and frustrating to the students.

Thissituation seemsto call for adeparture from traditional teacher-centered strategiesto free the teacher
to concentrate his/her energies where they could be more beneficial. These strategies may include grouping
studentsfor peer tutoring or small group activities, the use of independent teaching modules, or the use of specific
language activitieswhich allow studentsto work separately or together at their own level. Each of these will be
discussedin Section I1.

B. Literateand non-literate

Asmore and more non-literate adults (many of them refugees) enroll for ESL instruction, the placing of
first language literate and non-liter ate students in the same class has become the most recently contributing
factor to the multilevel situation. Due to the fact that in most placement procedures there is no test for native
language literacy, itisnot alwaysreadily apparent which studentsareliterate, semi-literate, or non-literatein their
native language. Asaresult, teachers are often ill-prepared to deal with theinstructional problemsthese differ-
encesin literacy skillswill create.

Differencesin literacy skills often derive from differences in educational backgrounds. More educated
students will possess more literacy skills, and as such will not only feel comfortable and have strategies for
learning in aclassroom situation, but also have the means (literacy skills) for learning. For example, itis much
easier to remember and practice a particular language point if you can write it down for review later. Students
with literacy skills can take advantage of visual cues(in addition to aural cues) for learning. Therefore, although
the students may all be at the samelow level of oral English proficiency initially, differencesinliteracy skillswill
yield different rates of learning, creating amultilevel situation almost spontaneously.

Even though you may separate those who can read in English from those who cannot in order to teach
ESL/literacy skills, there will still be great differences in the progress of those who cannot read in a Roman
alphabetic language and those who cannot read in any language. In any case, many adult ESL programs do not
find it feasible to establish a separate ESL/literacy class due to such reasons as the small number of studentsin
need of suchinstruction, thelack of appropriate materials, the lack of expertise, and/or the shortage of classroom
space.

Yet, whether or not literacy skills are specifically taught, it isstill quite possibleto offer ESL instruction
to these students, aslong as activities and materials are employed which allow the students to use and devel op the
skillsthey already possess. More specific suggestions and descriptionswill be givenin Section 1.
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C. Age

Thefactor of age aso contributesto amultilevel class, especialy if awide age span exists. Although a
program may be termed “adult ESL”, studentsin one class often range from 17 to 65 years of age. The younger
students, less threatened by the learning situation and less constrained by societal roles, usually progress more
rapidly than the older ones.

If the younger students are allowed to dominate and set the pace of instruction for the entire class, prob-
lems of a sensitive cultural nature may arise. These problems can be especially acute if members of the same
family (e.g. grandfather, father, son), constitute the age span in the classroom. Theteacher must striveto preserve
the natural rolesin the classroom, while meeting the instructional needs of the students.

Although thisis never easy, some simpl e classroom management techniques may suffice. For example,
the teacher may assign older students the role of taking attendance, handing out papers, or collecting homework;
or the teacher may give older students the opportunity to answer first. Techniques such as these, in addition to
instructional techniques discussed in Section |1, may prove quite fruitful.

D. Divergent cultural (ethnic) groups

A fourth factor which gives rise to multilevel classesisthe presence of divergent cultural (or ethnic)
groups in the same class, the norm for ESL classes. These group differences, which may surface as a natural
antagonism between cultural groups, may also encompass geographical (urban vs. rural) and gender-role (male
vs. female) differences both within and between ethnic groups. These differences can serve to compound the
difficultiesin managing and teaching amultilevel class.

Students from urban and rural backgrounds not only will require different contextsfor learning, but will
also need encouragement to become contributing members of the class, each intheir ownright. Experiencetells
us that students with urban backgrounds are more sophisticated and usually more educated. Thus, there is a
tendency for them to be more verbal, dominating. Yet, itistheteacher’sresponsibility to help all the studentsto
be participating members of the class. Both males and femal es should be encouraged to contribute equally to the
benefit of the entire class. Choice of classroom activitieswill help in theseaims.

The natural antagonism between groups will always cause some friction, but the problem will be made
more acute if one specific group turns out to be more proficient in English than the other. Again, al must be
encouraged to beimportant, contributing members of the class, and acommon ground must befound. Oneteacher
reported that, after several uncomfortable weeks, the common ground on which her students could unite wasthe
fact that they had all fled communist regimes. Therefore, ashort anti-communist discussion served to rid the class
of much of itsantagonistic feelings.

II. Approaches and Techniques for Teaching in a Multilevel Class
A. Ice Breakers

A good class ambienceisvery important in hel ping to decrease any existing antagonism and feelings of
inferiority on the part of theweaker students. Therefore, successful management of multilevel classroomsusualy
callsfor at least initial and final wholegroup activities, if not periodic whole group sessions, in order to foster the
atmosphere necessary for later small group cooperation. Infact, many practitionersalternateindividual or small
group activities (lasting from ten to thirty minutes) throughout the class period. Other practitionersbeginwiththe
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wholegroup (for presentation) and gradually dividethe classinto smaller and smaller groups asthetasks become
moreindividualized. Inorder to maintain the class unit some whole class activities need to be interspersed with
the smaller group sessions.

Review exercises, during which stronger studentswill automatically help theweaker ones (oftenintheir
nativelanguage), may foster classunity. Inaddition, initial ice-breakersand game activities such asthefollowing
encourage studentsto interact and help create good class rapport.

1) Teacher cuts up paper of different colorsinto different shapes, making sure there are at least two of
each shape in each color. The shapes are randomly distributed, and the students pin the pieces of
paper to their shirts. Students must then find at least one other student whois“like” (either in shape
or color) him/her, and find out hig’her name and/or country of origin.

2) Similar to number 1 above, students are instructed to find someone like him/herself in

- physical attributes (i.e. color of eyes, hair, etc.)
- dress(i.e typeof clothing and color)
- occupation
Students must then explain to others how they are alike.

3) Pictures of animals or common objects are pinned to each student’s back. Students must then ask
othersfor cluesin order to find out “What am |7’

These are just afew of the kinds of activities or games that can be utilized with multilevel classes. Some ESL
resource books devoted to these types of activities are listed for your convenience in Appendix A at the end of
thisguide.

B. Grouping

One often-used approach to grouping students is according to similar skill abilities. For example,
students with higher reading level s are given a specific reading assignment (with questions to be checked by the
teacher later), while the teacher works to develop reading or even basic literacy skills with another group. Or,
students who are more fluent are assigned to interview each other (with a set of specific questions to answer)
whilethe teacher practices adial ogue of similar content (i.e. personal information) with theless verbal students.

In contrast, the grouping of students of different abilities can also be an effective practice, sinceitis
then possible to emphasi ze each student’ s strengths; thus, all feel they have something to contribute. Thiscan be
donein two ways.

1) Peer Tutoring. By thisterm we mean that a student who possesses a certain knowledge (e.g. of
the Roman al phabet) teaches another student who needsto learn that particular item. It is particularly useful to
use this type of pairing when literates and non-literates are in the same class. The peer tutor can facilitate the
learner’s practice of letter formation and reading of simple sight words (in the form of a matching exercise).
Especially able peer tutors may even create some of their own materials so that the tutoring session becomes a
learning situation for tutors as well astutees.

However, if peer tutoring isto be an effectivetool, it isimportant that tutoring situations not always
be“one-way”. This means that the student who is the tutor should not always have that role, just asthe learner
should not always be kept in hig/her role; roles should be reversed. The tutee can teach another student what he/
she has just mastered. Knowing that he/she will soon be placed in the tutor’s role, the learner will pay closer
attention, which canresult in faster progress. Teaching will also serveto reinforcewhat thetutee hasjust learned.
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In the case that the tutee is an especially slow learner, he/she can, for example, be given the job of introducing a
new student to the class and familiarizing that student with the classroom routine.

2) Small Group Activities. A common approach to small group work is the pairing of students. The
main advantage of pairingisthat it isfast and easy to move two desksto form the pair; the main drawback isthat
one student of the pair will tend to dominate. Therefore, some teachers place studentsin odd-numbered groups
of three or five to minimize the chances that a single student will dominate the group. Forming such odd-
numbered groups may benoisy and initially chaotic, but once the studentslearn what is expected of them, groups
can be formed quite efficiently.

When forming these groups the teacher may mix students of different abilities, giving each student a
specified tasks to perform. For example, after having practiced a dialogue as a whole group, students can be
divided into threes, and one of the group given one part of the dialogue. That student reads it, another student
(who may or may not beliterate) providesthe other part orally, and the third person writes down the other part of
the dialogue, which can later be compared with what was provided orally. Or, for example, after having practiced
adiaogue, astrip story consisting of both pictures and sentencesmay be given. Onestudent putsthe sentencesin
sequence, another puts the picturesin sequence, and the third matches the sentences with the pictures. Again, at
least one member of the group need not be literate.

Some of these activities may be repeated, rotating tasks. By the third time, the weakest of the group
may have learned to perform the harder tasks.

C. Aides and volunteers

Having an aide may be aluxury most ABE/ESL teachers can only dream about. Even those who have
thisluxury, learnthat it isinitialy just another time-consuming task for the teacher. Aides must be given at least
some training and attention by the teacher if they are to be effective; yet, it can be a time investment worth
making.

Aides and volunteers may be used to teach some basic literacy skillsto the few who need them to catch
uptotheothersin Book I. Or, they may be used to monitor group or individual reading and writing activities of the
more advanced students. Or, they may be used to fill in the forms or make the phone calls that the low-level
students invariably ask the teacher to do for them. Whatever the task, it isimportant that aides and volunteers
(like students) know exactly what is expected of them.

If there are no aides or volunteers available to your class at thistime, and you want one, there are many
possibilitiesyou can pursue: former students, retired people, or studentsin teacher training programs. You may
wish to use aformer, successful student who has a couple of hours aweek to spare. Using aformer student has
itsadvantages: that person hasbilingual capacity, and can empathize fully with the students. You may also wish
to approach local retired teachers' organizations or other community groups. Retired teachers and older people
usually have the time, patience, and skills that younger people do not have. Still another possibility is alocal
ingtitution of higher education which offers ateacher training program. Prospective teachers may welcome the
opportunity for experience; you might try to arrange with the director of the ESL teacher training program for
students to receive some credit (such as one credit for independent study) for their effort. Many graduates of
teacher-trai ning programs often complain that they are not adequately prepared for situations such as multilevel
classes: thiscan beyour selling point.
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D. Independent modules

Treating each class session as an independent unit is a popular practice among teachers in open
entry-open exit program; alot of repetition of vocabulary and structure is built into each lesson, so continuing
students are given reinforcement and entering students (or those who are absent) do not feel lost.

The use of independent modules rather than the grouping of studentsis also popular with teachers
whose studentsare at thelower levels. Lower level studentsmay have difficulty in groupsbecausethey do not yet
havethe confidenceto be self-directing. Thisisalsotrue of some ethnic groupswho expect ateacher-dominated
classroom, and may not do well in self-directed groups. Thus, independent modules may be preferableto group-
ing. Two methodsfor devel oping independent modul es are the use of topic or situation and specific performance
objectives.

1) Topic. Oneway to present atopic or situation isthrough adialogue. For example, asimple dialogue
based on a phone call, avisit to the doctor, abusride, or atrip to the grocery store, may be chosen. The teacher
can then practice the dialogue material by directing questions of varying difficulty to individual students. For
example, alower-level student may beasked: “What'sthe man’sname?’ and ahigher level student may be asked
an open-ended question, such as: “What happened?’ or “What isthe man’s problem?”’

Another way to present a situation is through pictures, which can be used to evoke language. Again,
students are asked to respond at their level of ability. Higher level students may be asked to write answerson the
board. In addition, pictureson aparticular topic may be used for language experience stories, to be discussed in
Section I1.F.

Another use of topic may betermed “theme” teaching, whereby the whole classworks on a project, and
each student is given a specific assignment. For example, the theme may be Medicine: Folk vs. Modern. Some
higher level students may be assigned to read an article and give an oral report onit. Other students may be asked
to bring in atraditional medicine (from their home country) and explain itsapplication to the class; still otherscan
be asked to make comparison charts of medications (using pictures and/or words) based on the information
gathered by the others. The point here is to capitalize on each of the students' abilities and talents so all are
contributing to thewhole.

2) Identifying Performance Objectives. Another way of presenting independent unitsis by identifying
what it isthat you want the classto do with language, and teaching towardsthat objective. For example, you may
want the students to be able to ask for directions. Lower level students should be ableto fulfill this objective by
asking: “Whereisthe post office?’ whereas higher level students may be expected to ask: “How do | get to the
post office?’ For more detailed information on how to construct thistype of lesson or curriculum, see Refugee
Education Guide, Adult Education Series#12: “Teaching ESL to Competencies.”

E. Resource labs and some possible activities

Another popular way of managing amultilevel classisby organizing aresourcelab in the classroomin
order to personalize instruction. A resource lab may consist of learning stations where students may choose
exercises and activities to practice individual skills. For example, there may be a reading table where students
can choose activities which range from simple vocabulary identification and matching exercises to reading pas-
sages or stories with related questions or exercises. Other stations which can be established include a writing
center, alistening/pronunciation table equipped with atape recorder, earphones, and various tapes, and agram-

mar practice table. The following are alist of suggested activities that can be developed for each station.
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Reading

1. For sight word practice, write vocabulary items on large cards with a picture denoting the meaning on the
back. Students must read the word, and then can check the meaning by looking at the picture on the back.

2. Have sheets of matching exercises consisting of traffic and street signs and their corresponding meaning.

3. For survival reading comprehension practice, have a selection of actual or adapted classified ads, numbered
by difficulty. Write aset of multiple choice questions for each ad.

4. Have aselection of short stories, numbered by difficulty. Write a set of comprehension questions for each
story.

5. For sequencing, cut up a short reading selection into paragraphs, tape the paragraphs to different colored
largeindex cards. Havethe studentsidentify the order to paragraphs. (Answer key will be by colors.)

Wkiting

1. For vocabulary and sentence writing practice, write aword on an index card, and put these cardsinto mean-
ing-related sets of five. Have the students write a sentence with each word.

2. For pre-literacy skills practice, have aset of alphabet cards. Have non-literate students practice copying the
letters.

3. For functional communication practice, have aset of one-sided dialogues. Students must writethe other part.

4. Haveafolder of picture sequences (e.g. cartoons). Students choose one sequence, and write adescription of
what is happening.

5. For letter-writing practice, havefolders of sample businessand persond letters. Onindex cardswriteinstruc-
tionssuch as: “You arewriting to the X Publishing Company to request acertain book.” Studentschoosean
index card and write aletter, following the directions indicated on the card. They may refer to the sample
lettersin thefolder.

Grammar

1. For practicewith troublesome grammatical structures, have an assortment of dittoed multiple choice and fill-
in-the-blank exercises on thefollowing areas:

verb tenses
prepositions
guestion formation
adjective placement
modals
Prepare an answer key for self checking.
2. Onindex cardswrite a sentence or question, with each word on a separate card. On the back number each

word card in sequence. The students must put the cardsin the correct word order. They can check themselves
by looking at the numbers on the back. Keep each set of cardsin arubber band or in an envelope.

Listening/Pronunciation

Have at |east one cassette player, with several earphonejacks. Thefollowing types of tapes can be made

available;

1

Dictationsof:
letters of the aphabet (for non-literates)
survival vocabulary (for low-level students)
sentences drawn from previously-practiced dialogues
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sound contrasts, i.e., are the following sounds (or words) the same or different?
2. Get the commercial tapeswhich accompany the text or workbook you are using.
3. Record short storieson tape. Depending on the students’ level of ability, assign the following accompany-
ing exercises.
a set of comprehension questions
the text of the story with words missing. Students must fill in the missing words asthey listen
to the tape.
4. Make tapes of sentences of words students have had trouble pronouncing. Leave space for them to
repeat.

Developing these variousindividualized learning activitieswill taketime; aresourcelab cannot be
established overnight. Yet, once these activities and exercises are devel oped, they can be used over and over
again: thus, thetimewill have been well spent. However, many teachers may not have enough timeto develop
all the activities and exercises needed for aresource lab. Fortunately, there are many and varied ESL materi-
alsavailable commercially which are devoted to review exercises, games and learning activities. Many of the
activitiesfor aresource lab can be drawn from these sources.

Thelearning stations of aresource lab alow the studentsto work individualy at their own pacein the
needed skill area, and free the teacher to be where he/sheis most needed. However, in order for resource labs
to be most effective, they should not be overutilized. In addition, answer sheetsfor all exercisesand activities
should be provided (when possible) so students can check their own work. If there are no answer keys avail-
ablefor certain exercises, the teacher (or classroom aide) should plan some timeto review the students’ work.

F. Other activities
1) Language Experience Stories. Widely used as amethod for teaching children to read in their native

language, language experience stories can also be quite effectively used with adults to practice not only reading

skillsbut all language skills. The advantage of language experience storiesisthat they are student-generated
materials, and as such hold the students’ interest and are never too difficult nor too easy: studentswill only
provide storiesthat are within their language capabilities. There are many variations of language experience
stories: thefollowing isone of them.

a. Teacher bringsin alarge picture which evokes a story or situation that students may find of interest.

b. By going around the room, each student gets the opportunity to contribute to the story. (Students' level of
ability isnot aproblem: for example, if shown apicture of arefugee, one student may say, “Heisa
refugee”, while another might say, “ There are many refugees from around the world who have come to
the U.S.”)

c. Ontheboard, or preferably on newsprint with adark marker, the teacher records what each student
dictates. Theteacher doesnot correct at this point, as thiswould only serve to discourage and inhibit
students. The students are expressing what they want to say in away they know how to say it. However,
it is perfectly acceptableif other students make corrections (which they are bound to do, especiadly ina
multileve class).

When the story isfinished, the teacher reads it aloud to the students, and has them repeat it.
Certain words may be pointed out for special practice and repetition.
f. Theteacher later editsthe story for corrections (perhaps at home), and typesit up to make a copy for each
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student.
g. Thestory isdistributed during thefollowing class, and reviewed initsfinal form.
h. Studentskeep afolder of all their language experience stories, and thus aways have reading material which
they are capable of reading.
Other variations include doing individual language experience stories with each student. (Aides may be very
helpful in this capacity.) Language experience stories may be based on students experiences (e.g. field trips,
vacations, celebrations), rather than on a picture.

Many kinds of activities can be created from the student-generated stories. For example, sentence strips
can be made, and the order of the story can be rearranged. Sentences can then be cut up and rearranged to
practice grammatical structures and word order. The vocabulary generated by the students can be worked into
new dialogues. And the stories can be madeinto cloze exercises. A wonderful versatile technique, the language
experience story helpsto unify amultilevel situation.

2) Strip Stories. Ingeneral, strip storiesare short stories or dialogues, cut into sentence strips. Students
then arrange the strips in logical order. Non-literate students can use pictures instead of words to make a strip
story. Strip stories as a teaching technique can be developed for use at all levels. As mentioned earlier, strip
storiesmay be used in small group activities, or they may be developed for usein theresourcelab; they can even
be adapted for individual use, with students working on similar versions of the same story, but at their own level
of ability.

For example, the classis presented with ashort dialogue about city buses. Thedialogue may go likethis:
Does this bus go to the East Side Shopping Mall?

Yes, but you have to transfer to the #20 bus at Broadway.
How far isthat?
Five more stops.
How much isthat?
Sixty cents, exact change, please.
a. Thank you. Can | have atransfer?

After practicing thisorally, non-literate students may be given anillustration of, for example, awoman
talking to the bus driver, 60 cents change, a bustransfer, bus numbered 20, and a picture of the shopping
center. They can order these pictures and repeat what they know of the dialogue. Other students can be
given the dialogue, in the form of sentence strips and asked to sequence them. Still others may be given a
version which includes reported speech and perhaps more details (e.g. “How much isthat?’ she asked,
looking in her purse for money). Thus, all students are working on the same topic at their own level. How-
ever, the teacher (and/or aide) must make sure that there is time to go over the assignment with each student,
or at least provide an answer key.

3) Cloze Exercises. Cloze exercises are also a useful technique, since they help students develop
several types of language skills (e.g. vocabulary, grammar, reading). In addition, similar versions of the same
cloze exercise can be developed for use at different levels. Some of the exercises may even be based on

o o oW

dialogue or strip stories previously presented. Below isan example of threerelated cloze exercises, all based on
an employment dialogue.
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Version A (for newly and semi-literates):

a __ havea_ _abinterview __omorrow.
b. Great. What __ime?
a At o'clock.
Version B (based directly on dialogue practiced orally previously):
a | ajob tomorrow.
b. Great. What'sthe ?
a. Receptionist.
b. What does receptionist do?
a. Answer
b. What ?
a messages.
Version C (dialogue adapted to a narrative):
Mary ajob tomorrow one 0’ clock in the afternoon. She wants
be areceptionist. Shelikes_ answer and she can clear
messages.

In Version A, students are instructed to supply the missing letter. They have already practiced the dialogue
orally and have seen it written. Now they can concentrate on writing theindividual lettersthat help form the
shape of theword. Version B isto help literate students recall the vocabulary and structure of the dialogue.
Version C isthe dialogue adapted to narrative form, for more advanced students who can handle the challenge
of something new. It ismodified cloze passage since there are more deletions than usual. However, students
have practiced most of the material orally, enabling them to successfully complete what could be avery diffi-
cult task. Which studentswill receive which version isdecided by the teacher; however, if oneversioniseither
too easy or too difficult, another version should be given instead.

Conclusion

Asall teachersknow, flexibility inthe classroom isaways needed, and amultilevel classroomisno exception.
It isour hope that some of the suggestions madein thisguidewill help teachersto providefor that flexibility. The
suggestions made here are not meant to be afool proof methodology for daily usein the multilevel class. However,
by choosing from a variety of activities, the severity of the multilevel “problem” can be lessened. Rather than
wishing the “problem” would go away, it is only by accepting the challenge that teachers can help to reduce the
feelings of frustration and failure that areinherent in the multilevel situation.

Appendix A
Selected Readings on the Topic

Canzano, PhyllisM. and D.M. Canzano. A Practical Guideto Multilevel Modular ES_. Portland, OR: English Language
Services, 1974.

Elliot-Evans, Liz, and BarbaraLindsey Sosna. “What Goesonin aPortable Multilevel Classroom”, Classroom Practices
In Adult ESL, Ilyinand Tragardh (eds.), Washington, D.C.: TESOL, 1978.
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Fisher, Janet G. “Individualizing Instruction in the ESL Classroom Through Grouping,” CATESOL Occasional Papers#3,
1976-1977, pp. 51-58.

Hunter, H. Baird and Pat Barr-Harrison. “Look What They’ve Done to My Class, Mal”, Foreign Language Annals,
Vol. 12:5, 1979, pp. 25-28.

Levy, Stephen L. “Meeting the Challenge of the Multilevel Class’, Language Association Bulletin, (New York State
Association of Foreign Language Teachers), Vol. 29:3, 1978.

Ricciardelli, Peggy. “Theme Teaching in ESL/D.” TESL Talk, Vol. 7:4, 1976, pp. 83-86.
Rigg, Pat. “Choosing and Using Dialogues.” TESOL Quarterly, Vol. 10:3, 1976, pp. 291-298.

Strasheim, Lorraine A. “Thelssue: Multilevel Classes’, Foreign Language Annals, Vol 12:5, 1979, pp. 23-25.

Appendix B
Activity and Game Resour ces

Lee, William R. Language Teaching Gamesand Contrasts. New York: Oxford University Press, 1979.
McCallum, George P. 101 Word Games. New York: Oxford University Press, 1980.

Olson, Judy Winn-Bell. Conversation Sarters. San Francisco: Alemany Press, 1977.

Spence, Dwight. Word Gamesin English. New York, Regents Publishing Co., 1976.

Wagner-Schumpff, Jill. Oxford Picture Dictionary of American English Workbook. New York: Oxford University Press,
1981.
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Project-Based Learning for Adult English
Language Learners
ERIC Digest

by DonnaMoss, Arlington (VA) Education and Employment Program (REEP)
Carol Van Duzer, National Center for ESL Literacy Education

Project-based |earning isan instructional approach that contextualizeslearning by presenting learnerswith
problemsto solve or productsto devel op. For example, learners may research adult education resourcesin
their community and create ahandbook to sharewith other languagelearnersin their program, or they might
interview local employersand then create abar graph mapping the empl oyers, responsesto questions about
qualitiesthey look for in employees. Thisdigest providesarationalefor using project-based learning with
adult English languagelearners, describesthe process, and givesexamples of how the staff of an adult
English asasecond language (ESL ) program have used project-based |earning with their adult earnersat
varying levelsof English proficiency.

Rationale for Project-based Learning

Project-based |learning functionsasabridge between using Englishin classand using Englishinredl life
Stuationsoutside of class (Fried-Booth, 1997). It doesthisby placing learnersin situationsthat require
authentic use of languagein order to communicate (e.g., being part of ateam or interviewing others). When
learnerswork in pairsor inteams, they find they need skillsto plan, organize, negotiate, maketheir points,
and arrive at aconsensus about i ssues such aswhat tasksto perform, who will be responsiblefor each task,
and how information will beresearched and presented. These skillshavebeenidentified by learnersas
important for living successful lives(Stein, 1995) and by employersasnecessary in ahigh-performance
workplace (U.S. Department of Labor, 1991). Because of the collaborative nature of project work, devel-
opment of these skillsoccurseven among learnersat low level sof language proficiency. Within thegroup
work integral to projects, individuas strengthsand preferred waysof learning (e.g., by reading, writing,
listening, or speaking) strengthen thework of theteam asawhole (Lawrence, 1997).

The Process of Project-based Work

Thebasic phasesfound in most projectsinclude sel ecting atopic, making plans, researching, developing
products, and sharing resultswith others (Wrigley, 1998). However, because project-based |earning hinges
on group effort, establishing atrusting, cooperativerelationship before embarking on afull-fledged project is
also necessary. Activitiesthat engagelearnersin communication tasksand in peer- and self-evauation help
createthe proper classroom environment. Information gap activities (wherethe assgnment can only be
completed through sharing of the different information given each learner), learner-to-learner interviews, role
plays, smulations, field trips, contact assignments outside of class, and processwriting with peersprepare
learnersfor project work.
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Selecting Topics

A project should reflect theinterestsand concerns of thelearners. Teachers can begin determining project
topicsat thestart of aninstructional cycle by conducting aclass needs assessment to identify topic areasand
skillsto be developed. Astheteacher and learnerstalk about projects and get to know each other, new
topicsandissuesmay cometo light that are appropriatefor project learning. A project may focusonthe
objectivesof oneinstructional unit, suchasaunit on health, or it may span severa units. It may take place
during aunit or beaculminating final event. Whatever the project, learnersneed to bein onthedecision
making fromthe beginning (M oss, 1998).

Making Plans and Doing Research

Onceatopicisselected, learnerswork together to plan the project, conduct research, and develop their
products. Learnerswith low language proficiency or little experienceworking as part of ateam may require
structure and support throughout the project. Pre-project activitiesthat introduce problem-solving strate-
gies, languagefor negotiation, and methodsfor devel oping plansare useful . Learners may also need practice
inspecificlanguage skillsto complete project tasks. For example, learnersusinginterviewsasaninformation
gathering technique may need instruction and practicein constructing and asking questionsaswell asin
taking notes.

Sharing Resultswith Others

Project results can be shared inanumber of ways. Oral presentati ons can accompany written products
within the classroom or in other classeswithin the program. Project products can a so bedisseminated inthe
larger community, asin the case of English languagelearnersfrom an adult programin New York City,
whose project culminated in the creation and management of acafe and catering business. (Lawrence,

1997; Wrigley, 1998).

Assessing Project-based Work

Project-based work lendsitsalf well to eva uation of both employability skillsand language skills. Introduc-
ing learnersto self-eval uation and peer evaluation prior to embarking onalarge project isadvisable. Learn-
erscan evaluatethemsalvesand each other through role plays, |earner-to-learner interviews, and writing
activities. They can becomefamiliar with compl eting evaluation formsrel ated to general classactivities, and
they canwriteabout their learning in weekly journa swherethey reflect onwhat they learned, how they felt
about their learning, and what they need to continueto work oninthefuture. They can evenidenitify what
should be evaluated and suggest how to doit.

Assessment can be done by teachers, peers, or oneself. Teachers can observethe skillsand knowledge that
learnersuse and the waysthey uselanguage during the project. L earners can reflect on their own work and
that of their peers, how well theteam works, how they fedl about their work and progress, and what skills
and knowledgethey aregaining. Reflecting on work, checking progress, and identifying areasof strength
and weaknessare part of thelearning process. Assessment can al so be done through small-group discus-
sonwith guided questions. What did your classmatesdo very well in the project? Wasthere anything that
needed improvement?What?Why?Theability toidentify or |abel thelearning that istaking place buildslife-
long learning skills. Questionnaires, checklists, or essayscan help learnersdothisby inviting them to reflect
critically ontheskillsand knowledgethey aregaining. InaNew York City initiative using project-based
learning with adult English languagelearnerscalled Expanding Capacity in ESOL programs (EXCAP),

assessment occurred daily in dialoguejournals, checklists, and portfolios (Lawrence, 1997). )
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Examples from the Field

At the Arlington Education and Employment Program (REEP) in Virginia, ateam of teachersdesigned and
implemented severa projectsfor their sudents, ranging from literacy level to advanced pre-TOEFL. They
developed aframework for projectsincluding learning strategies and affective behaviorsthat haveapositive
effect on progressand languagelearning. These behaviorsincluderisk taking; using technologica, human,
and materia resources; and organizing materials (Van Duzer, 1994). The project followed thefour purposes
for literacy identified by the Equi pped For the Futureinitiative of theNational Institutefor Literacy—to
accessinformeation, voiceideas and opinions, act independently, and continuelearning throughout life (Stein,
1995). Thetwo projectsdescribed below, devel oped by REEP staff, illustrate the range and compl exity of
project work.

Inoneproject, parentsinafamily literacy program and their elementary school children created acoloring
and activity book of community informationfor familieslivingintheir neighborhoodin Arlington, Virginia All
of the parentsand childrentook part in brainstorming sessions. They selected information, text, and graphics
topicsfor each page of the book and contributed to the creation of the pages. Parentsin theintermediate
level classmanaged the production of the book and researched the topics selected (e.g., immunization,
school). Theadult literacy classlocated addresses and phone numbers of local agenciesthat provide
needed servicesandillustrated ashopping guide of local storesthey liked. They also designed apage of
emergency telephone numbers. The children worked on drawingsand activity pagesfor children. Whenthe
book was compl eted, thefamilies presented it to the principal of thelocal elementary school. Some of the
familiesparticipatedina“Meet the Authors’ day at thelocal library.

Parentsand children alike kept their work in portfolios and compl eted assessment questionnaires. They
shared their eval uationswith each other and explained why they evaluated themselvestheway they did. The
teacherseva uated the parents on language skills, team partici pation, and successful compl etion of tasks.

In another project, learnersinan advanced intensive ESL classworked in pairsto present athirty-minute
lessonto other classesin the program. They worked collaboratively to determinethe needs of their audi-

ence, interview teachers, choose topics, conduct research, preparelessons, practice, offer evaluationsto
other teamsduring therehearsal phase, present their lessons, and eval uate the effort. Topicsranged from

waysto get rid of cockroachesto how thelocal government works.

Beforethelesson planning began, learnersidentified |esson objectivesand eva uation criteria. They shared
ideas on what makesa presentation successful, considering both language and presentation skills. The
evaluation criteriaused for feedback on rehearsalsaswell asfor find evaluationsincludethefollowing:
- Introducessdlf and thetopic clearly, respectfully, and compl etely.

Includesinteractiveactivitiesinthelesson.

Speaksinaway that iseasy to understand.

Isresponsiveto theaudience.

Showsevidenceof preparation and practice.

Showsknowledge of thetopic.
In addltl on, theteachersand | earnersin the classesrecel ving the presentationswrote eva uations of the
lessons. The presentersal so wrote an eval uation essay reflecting on their ownwork and thevaue of the
project itsalf.
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Conclusion

Project-based work involves careful planning and flexibility onthe part of the teacher. Because of the
dynamic nature of thistype of learning, not al problems can be anticipated. M oreover, sometimesaproject
will moveforward in adifferent direction than originaly planned. Project work isorganic and uniqueto each
class. Thismakesit exciting, challenging, and meaningful to adult learners.
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Principles of Project-Based Learning

Prol ect-based |earning ischaracterized by thefollowing principles:
Buildson previouswork;
| ntegrates speaking, listening, reading, and writing skills,
I ncorporates collaborative team work, problem solving, negotiating and other interpersonal skills;
Requires|earnersto engageinindependent work;
Challengeslearnersto use Englishin new and different contextsoutside theclass,
Involveslearnersin choosing thefocus of the project and in the planning process,
Engages|earnersin acquiring new information that isimportant to them,;
L eadsto clear outcomes; and
I ncorporates self-eval uation, peer evaluation, and teacher evaluation.
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# 2. Working with Students with Special Needs

Working with ESL learners can be avery gratifying experience for both student and instructor. How-
ever, most ESL professionalswill agreethat one of the most challenging aspects of their jobsisworking
with alearner with special physical, emotional, or psychological needs.

Many adult immigrants and refugees may have lived through difficult situations and/or been victimized
in their native countries. Others may be very stressed due to their separation from family members or
friends. Older adult learners may be confronting diminished hearing or vision abilities. Some students
may have an undiagnosed learning disability which accountsfor their continued lack of successin meet-
ing learning objectives,

Asyouwork withyour learners, it isimportant to be sengitiveto the specia needsthat they might haveandto
seek out professiona ass stancefrom expertsregarding how to identify effectively any of these special needs.
Explorethe use of teaching techniquesthat may facilitate thelearner’ sunderstanding, e.g. uselarger font size
onworksheets (or enlargetext onthe copier) for older learners.

The articles in this section contain suggestions and strategies to help the special needs student have a
positiveand productivelearning experience.

For acompletelisting of articlesand other resourcesfor working with adult learnerswith special needs,
please consult the National Center for ESL Literacy Education’s Resource Collection. Thiscanbefound at:
http://Aww.cal.org/nclefred d.htm Thisresource collection both provides background materia sabout
learning disabilitiesfrom K-12 and adult education and gathersthefew resourcesthat directly addressadult
ESL concerns. Whilethisisnot adefinitivelist of LD materials, it isrepresentative of what isreadily avail-
ableonlineandin print.
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CLEARINGHOUSE

on Adult Education & Literacy

U.S. DEPARTMENT OF EDUCATION DIVISION OF ADULT EDUCATION AND LITERACY WASHINGTON, D.C. 20202-7240

T m — A0 W

INSTRUCTIONAL STRATEGIES FOR ADULTS WITH LEARNING DISABILITIES

In FY 1989, Adult Basic Education (ABE) programs funded under the Adult Education Act served
over 3.0 million peoplein adult basic, adult secondary, and English as a second language programs.
Each year increasing numbers of adultswith learning disabilities are entering and being instructediin
both adult education and literacy programs throughout the United States. In an effort to improve
these programs, Section 353, Adult Education Act funds have been used for research and devel op-
ment projects at the State level. The following list of twenty-five instructional strategies for adults
with learning disabilities have been compiled from these 353 projects:

1.

10.

13.

Break down tasksinto small increments of learning and present them to the student in a
paced, sequential manner.

Present avariety of short assignments.

Make sure the student has acquired one skill before presenting the next skill inthe
sequence of learning tasks.

Structure assignments for the student and provide frequent feedback about the quality
and appropriateness of work completed.

Provide activities that allow the student to experience small successesin order to
enhance his/her self-concept.

Use as many modalities (sight, hearing, speaking, touch) as possible when presenting
material. Making information available through different senses hel ps studentsto be
activelearnerswho use their strongest channelsto get information.

Capitalize on the student’s strengths. For example, if the student isagood listener and
can follow oral directionswell, present materials orally. Teaching through the student’s
strengths hel psto remediate weak areas.

Teach new concepts in as concrete away as possible. It is often easier for learning
disabled studentsto learn the theory after its practical application.

Relate new materia to everyday life whenever possible. This can make abstract
concepts more understandabl e.

Control the complexity of directions. Many learning disabled students benefit from
having directions broken down into steps with one step presented at atime.

Consider anontraditional grading system that reinforces appropriate responses. For
example, on acomposition, provide two grades: one for content (ideas), the other for
grammar and structure.

De-emphasize timed tests. Provide additional time for task completion to alleviate
pressure.

Use adirected-reading approach for all assignmentsinvolving reading (social studies,
science, etc.). Review new vocabulary. Establish a purpose for reading (e.g., reading to
acquire specific information, reading to answer specific questions, etc.). Providing a
focus for reading may enhance attention.
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14. Limit the teaching of a new vocabulary to words used in a specific lesson or exercise. Simple draw-
ingsand large print can clarify definitionsin handouts.

15. Help the student to visualize material. The more a student can visualize as well as hear what is
presented, the better the material will be understood. Visual aids can include overhead projectors,
films, slide projectors, chalkboards, flip charts, computer graphics, andillustrations.

16. IUs;e color whenever possible. Visual impact is even sharper in color and color coding isan aid to
earning.

17. Provide opportunities for touching and handling materials that relate to ideas presented. This can
strengthen learning.

18. Whenever possible, make announcements of changesin the schedule, assignments, or examinations
oraly and inwritten form.

19. Speak at an even speed, emphasizing important points. If there are three points, it helpsto say, “my
first pointis...”, and “now, the second important point is.”

20. Make eye contact frequently. Thisisimportant for maintaining attention and encouraging participa-
tion.

21. Encourage students to sit in the front of the classroom where they can hear well and have a clear
view of the chalkboard.

22. Some students are particularly self-conscious about talking in front of groups. Ask these students
questions with short answers, or start the answer, trying not to interrupt once the student begins to

respond.

23. If possible, provide the student an opportunity to repeat verbally what has been taught as a check for
accuracy. This can take place during the lesson or after class.

24, Itisespecially important to pay attention to self-concept enhancement when working with learning
disabled adults. Opportunitiesfor student success should be maximized.
25. Instructors should encourage students to obtain the help of the following:
a Notetakers and/or readers
b. Tutors
C. Tape recorders for taping classroom instruction, preparing homework, and taking tests
d. Typewriters, word processing equipment, calculators, computers, Kurzweil reading machines,
and other types of equipment suitable for classwork and homework
e. Audiocassettes for instruction and test taking
f. Recorded texts and voice indexing approaches

Thetwenty-five strategies listed above are not inclusive, but are suggested approaches that can be easily imple-
mented in an adult education/literacy program. Wewel come your suggestionsfor additional strategiesthat will be
helpful ininstructing the learning disabled adults.

Tolearn more about how to improve adult educatior/literacy programsfor adultswith learning disabilities, contact
your State Directory of Adult Education or William R. Langner, Education Program Specialist, Division of Adult
Education and Literacy, 400 Maryland Avenue, S.W., Mary E. Switzer Building, Room 4416, Washington, D.C.
20202-7240, (202) 732-2410.
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ESL Instruction and Adults With Learning
Disabilities
ERIC Digest

by Robin Schwarz, American University, Washington, DC
LyndaTerrill, Nationa Center for ESL Literacy Education

Someadult Englishlanguagelearnersexperiencedifficulty in sustaining employment and showing
progress on assessment measures. Thismay bedue, in part, tolearning disabilities. According to thefederal
I nteragency Committeeon Learning Disabilities, learning disabilitiesaredisorders*that createdifficulty in
acquiring and using skillssuch aslistening, speaking, reading, writing, and reasoning. Thesedisorderscan
asoinhibit mathematical abilitiesand socid interactions’ (Brown & Ganzglass, 1998, p. 2). Learning
disabilitiesare generdly thought to be caused by adysfunction inthe central nervous system, and people
who havelearning disabilitiesare considered to possess average or above-averageintelligence (Sesttle-
King County Private Industry Council, 2000). Littleisknown about how these disabilitiesaffect the adult
learner of English asasecond language (ESL).

Thisdigest reviewswhat isknown about adult ESL |earnersand learning disabilities, suggestsways
toidentify and assessESL adultswho may havelearning disabilities, and offers practical methodsfor both
ingtruction and teacher training.

L ear ning Disabilities in a Second Language

Learnersmay show learning disabilitiesin asecond languagewhen they do not intheir first. A
learning disability may beso subtleinafirst languagethat it ismasked by anindividual’scompensatory
drategies, e.g., getting genera information through the overal context when specific wordsor conceptsare
not understood, and substituting known wordsfor wordsthat cause difficulty. These strategiesmay not be
availabletothelearner in the new language (Ganschow & Sparks, 1993). Sometimesalearning disability
doesnot manifest itself inthelearner’ sfirst language  because of the systematic structure or transparent
natureof hisnativelanguageversusEnglish” (D. Shewcraft, persona communication, June 2000). For
exampl e, areading disability may be more pronounced in English thanin Spanish, where the sound-symbol
correspondence systemismore predictable.

I dentifying L earning Disabled ESL Adults

Itisthought that the percentage of |earning disabled studentsin adult education classesmay exceed
the percentagein the popul ation asawhol e, with some estimates as high as 80% (Seattle-King County
Private Industry Council, 2000). Althoughitisnot knownif thisistruein ESL classes, thereisageneral
senseinthefield that it may not betrue. Unlike native speakersin adult education programs, many ESL
learnerswerenot unsuccessful inthelir previous educational experience. Rather, they areenrolledin pro-
gramsto learnto speak, read, and writein anew language. Therefore, care should be taken beforelabeling
ESL learnersaslearning disabled.
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Being identified aslearning disabled can be stigmatizing for anyone-adult, child, native English spesker, or
ESL learner (McCormick, 1991). Educators stresstheimportance of weighing the advantages of identifying
adult learnersaslearning disabled (planning instruction to help learners, making them dligiblefor services,
and soforth) againgt the possible stigmaof thelabel (Almanza, Singleton, & Terrill, 1995/96).

Beforetesting and labeling an adult ESL student aslearning disabled, other reasonsfor lack of expected
progress should be considered. Educators (Adkins, Sample, & Birman, 1999; Almanza, Singleton, &
Terrill, 1995/96; Grognet, 1997; Schwarz & Burt, 1995) have noted thefollowing reasonsfor dow
progres& nlearning English:

Limited academic skillsinalearner’ snativelanguage dueto limited previouseducation

L ack of effectivestudy habits

Theinterference of alearner’snativelanguage, particularly if thelearner isused to anon-Roman

a phabet

A mismatch between theinstructor’steaching style and thelearner’ s expectations of how theclass

will beconducted

Stressor traumathat refugeesand other immigrants have experienced, causing symptomssuch as

difficulty in concentration and memory dysfunction

Sociocultura factorssuch asage, physica hedlth, social identity, and evendiet

Externa problemswithwork, health, and family

Sporadic attendance

Lack of practice outsidethe classroom
Th@e behaviorsor problemswill most likely affect dl learning, whereasalearning disability usualy affects
only oneareaof learning.

Assessing the Learner

Theuseof standardized testing toidentify learning disabilities presentsproblems. Firg, instrumentsdesigned
to diagnoselearning disabilitiesare usua ly normed on native English speakers, so theresults cannot be
reliably used with learnerswhosefirst languageis not English. Second, sincethe conceptsand language
being tested may have no direct trand ation, thevalidity of teststrandated into the native languageisques-
tionable. Third, most testsare primarily designed for and normed on younger studentsand may not be
suitablefor adults.

No single assessment techniqueissufficient to diagnose alearning disability; multiple assessment
measuresare necessary. Even beforeaninterview or other assessmentsare administered, instructorsshould
answer thefollowing questions about alearner:

Hasthe problem persisted over time?

Hasthe problem resisted normal instruction?

Doesthelearner show aclear pattern of strengthsand weaknessesin class?
Doesthelearner show aclear pattern of strengths and weaknesses outside of class?
Doesthe probleminterferewithlearning or alifeactivity in someway to asignificant degree?

If the responsesto these questionsare affirmative, thereis probably alearning problem that should be
looked into more closely. Thefollowing are suggestionson how to dothis.
B Interview learners. Thiscan provideavariety of useful information, such aseducationa and lan-
guage history and socia background, thelearner’sstrengths, and thelearner’s perception on the
nature of the suspected problem.
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m  Collectinformation about thelearner’ swork. Portfolio assessment, where measurements of learner
progressin reading and writing are consi dered al ong with attendance data, writing samples, autobio-
graphical information, and work on classassignments, can provide abroad pictureof thelearner’s
performance. Keeping alearner portfolioishelpful in documenting the persistence of problemsas
well aswhichteaching strategies haveworked or not worked.

m  Usevisud screening and routine hearing tests. What appearsto be alearning disability may bedue
inpart to devel opmental visua problemsor correctable auditory problems.

I nstructional Methods and Materials

Learning disabilitiesaffect learningin any language and must therefore beaguiding factor in designing
ingtruction for the adult learner with disabilities. Educatorsof learning disabled children and adults (Almanza,
Singleton, & Terrill, 1995/96; Baca& Cervantes, 1991; Ganschow & Sparks, 1993) givethefollowing
suggeﬂl onsfor providinginstruction.

Behighly structured and predictable.

Teach small amountsof material a onetimein sequentia steps.

Include opportunitiesto use severa sensesand learning strategies.

Provide multisensory reviews.

Recognizeand build onlearners’ strengthsand prior knowledge.

Simplify language but not content.

Emphasi ze content words and make concepts accessi ble through the use of pictures, charts, maps,

S (o

Reinforce mainideasand conceptsthrough rephrasing rather than through verbatim repetition.

Beawarethat |earnersoften can takeininformation, but may experiencedifficulty retrieving it and

sorting it appropriately.

Provideaclean, uncluttered, quiet, and well-lit learning environment.

In adult basi ¢ education and adult ESL instruction wherelittletime or money isspent on program capacity
building through research and teacher training, therearefew instructional modelstolook toward (Burt &
Keenan, 1998). However, some programsare devel oping their own practica guidesand disseminating them
to awider audience (Hatt & Nichols, 1995; Shewcraft & Witkop, 1998).

Technology haspotentia for assisting adult learnerswith learning disabilitiesto acquireasecond
language; computershave provento be particularly useful (Gerber & Reiff, 1994; Riviere, 1996). Infact,
adult ESL learnerswho have had limited successin learning English report that working one-on-oneinthe
computer lab with ateacher ssems more comfortable and productive than being one of many studentsina
crowded classroom (Almanza, Singleton, & Terrill, 1995/96). Using ass stivetechnol ogy can build self-
esteemaswell asprovideimmediate feedback, two thingsall adult languagelearners can benefit from.

Conclusion

Although alearning disability doesnot effect al areasof learning, it may haveasignificant impact onthe
socid andwork lifeof thelearner. Therefore, thefield of adult ESL must intensify itseffortsto assist learning
disabled adult ESL learnersand their teachers. Such effortsrequire greater and more long-term sources of
funding for research, specificaly intheareas of assessment and instruction, training, and assistivetechnol ogy.
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L earning Disabilities in the Classroom:
Strategies for Learning
by Nancy Van Vakenburgh and Janet Gibson

For learning to take place, instruction must be meaningful: students must be able to see how theinfor-
mation being presented relatesto their own lives. They must be able to make associ ations between new
information and what they already know. In addition, students must be able to see how new ideas or
concepts fit into a broader scheme of knowledge. They must be able to compare and contrast, to
generalize, and tofit the new informationinto sometype of organized framework. .0

Teachersmust not assumethat studentswith learning disabilities automatically seerelationshipsor make
appropriate associations. Becausethey may lack sufficient experience or background knowledge about
atopic or because they fail to employ strategies which enable them to make appropriate associations,
many studentswill see relationshipsthat appear illogical or are quite different from what is expected.

Unfortunately, many adult studentswith learning disabilities have never learned how to learn. Because
they view learning as apassive act of simply absorbing information, they fail to use strategiesfor learn-
ing and remembering. One of our first objectives as teachers is to help these students realize that
learning is an ACTIVE process of relating new information to what they already know. They must
consciously make associations by comparing and contrasting and categorizing new information. A
variety of techniqueswhich help studOentsto makethese associationsand to create the necessary frameworks
whichfacilitatethe storageand retrieval of information arediscussed below.

Directed questions
One technigue which can help students|earn to make conscious associ ations between new information
and what they already know isto ask aseriesof directed questionswhenever anew concept isencoun-
tered. Studentscan betaught to ask questions such asthefoll owing each timethey encounter new information:

What isthispart of ?

How do | describeit?

What isthissimilar to?

How isit different?
In thismanner they develop astrategy or system for consciously comparing and contrasting information
and seeing how it fitsinto their own base of knowledge and experience. Gradually the teacher’srole of
asking the questions should fade and students should be encouraged to go through the questioning
processindependently. Asthey learn to use strategies such asthe directed questioning process, students
are more likely (1) to increase their awareness of language and how words relate to each other, (2) to
learn to scan consciously for related information whenever new material ispresented, and (3) to develop
frameworks or systemsfor storing the information.

Paraphrasing

Paraphrasing or restating the major points or concepts of atopic in one’'sownwordsisanother strategy
which can help students organize information into some type of meaningful framework. Paraphrasing
requires studentsto think consciously about the material, to identify what isimportant, and to organize
the information in some manner so that it can be restated. Memory is enhanced not only because the
informationisconscioudy organized, but al so because the students hear and feel themselves say theinforma-
tionaoud. Inaddition, when studentsknow they havedifficulty receiving or processing information, para
phrasingisan excellent habit to devel op for self-correction or verification.

Techniques such asdirected questions and paraphrasing which provide astructured approach to processing
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information, encourage studentsto focuson thetopic and to rel atethe new materia systematicaly towhat they
already know. Asthey try tofit theinformationinto abroad base of knowledge, studentswith weak auditory
or visua channelsof input are often ableto usethe context tofill inor correct bitsof information that may have
been missed or improperly received.

Verbal Mediation

Another strategy which some students find helpful, particularly when they are trying to remember or
learn how to do something, isver bal mediation or self-talk. That is, actualy talking to oneself through each
step of atask. Self-talk requiresthe student to size up verbally the demands of atask, toidentify consciously
each step, and to think through or mentally rehearse each step in the proper sequence. Thisstrategy helps
studentsfocustheir attention on thetask and actually providesasystem for salf-guidance and reinforcement.
Aswith paraphrasing, memory isenhanced becausethe students hear and feel themselves say the stepsaoud.

Visual Imagery

Whiledirected questions, paraphrasing, and self-talk use averbal modefor organizing and storinginfor-
mation, some students may prefer to organizeinformation visually. Consciously creating visual images
whilelistening or reading often hel ps students see rel ationships and how the partsfit together to make a
whole. While words present information step-by-step and sequentially, visualization gives the whole
pictureat once. Inaddition, visualization provides another avenue for remembering. Visual imagesadd
to or enrich language-rel ated associations and, for some students, information which isstoredin visua images
may beeasier torecall than information stored inwordsalone. Of course, just aswith theverbal techniques,
visualization requires consciouseffort onthe part of thestudent.

M nemonics

Another type of strategy which students often find helpful is called mnemonics. Learning isan active
process of fitting new information into an existing framework by making relevant associations. When
these associations alone are not enough to evoke memory, mnemonic cures may prove useful. Mne-
monics are strategies which involve creating an “artificial” framework by making forced associations
between what the student wantsto remember and something which isfamiliar and can be used to evoke
or trigger memory later. Some students may find verbal mnemonics such as associating the names of the
Great Lakes with the acronym HOMES (where each letter of HOMES stands for one of the Great
Lakes, Huron, Ontario, Michigan, Erie, and Superior) or associating the notes on the music scale with
“Every Good Boy Does Fine’ helpful. Othersmay find visual mnemonics such as associating pictures
with certain words more useful. Often the more bizarre or absurd the associations, the easier they areto
remember.

L oci

The method of loci is another technique based on creating an artificial framework. Some studentsfind
this method useful for remembering lists or events, or groups of information in sequence. To use this
method, astudent creates avisual framework for storing information by memorizing avery familiar and
easily imagined location such as the bedroom or kitchen. Then, to store the information for later re-
trieval the student i magineswalking around the room mentally placing itemsor thoughtsto beremembered on
thefurnitureor inthe cabinets. Toretrievetheinformation, the student smply imaginesretracing hisor her
sepsthroughthisfamiliar setting, gathering theimagesfrom wherethey werestored. Onceastudent learnsthis
method, the same storage system can be used over and over for remembering different setsof information. Of
course, astudent must be good at visualizing for thistechniquetowork.
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VATK

Commonly associated with thefield of learning disabilitiesarethe multi-sensory strategieswhich combineinput
fromthevisual, auditory, tactile and kinesthetic modalitiesand arereferred toas VATK. Frequently used for
teaching word recognition, phonetic analysis, and spelling, the VATK approach alowsthe student to seethe
word, hear theword, and fedl it dl at the sametime, thus provoking associationsthrough the strong aswell as
theweak channels. Wheninput isreceived through severd modalities, informationwhichismissed or inaccu-
rately received through one channel may be corrected or filled inthrough other channels. In addition, multi-
sensory approaches such as VATK help studentsfocustheir attention on the task itself because these ap-
proachesrequire activeinvolvement on the part of the student. Such active participationismorelikely to
provoke meaningful associ ationsand enhance memory than arethe more passivelearning taskssuch aslisten-
ingtoalectureor reading atextbook. Thereareanumber of programsbased onthe VATK approach; they all
involve having the student seetheword, say theword, traced theword while saying thel etters or sounds, and
then repeat theword. The procedureisrepeated until thewordiscommitted to memory and thestudentisable
to read or writetheword independently. Of course, therewill be some studentswho do not benefit froma
multisensory approach. Studentswho have problemsintegrating information received through two or more
modalitieswill find amultisensory approach distracting or confusing astheinput from onemodality actually
interfereswith the processing of information from another modality.

Depending on the needs of your student and the nature of the material being presented, you may choose
strategieswhich are multisensory and involve both the strong and weak channelsfor learning or you may
use strategies which emphasize the strengths and bypasss the weaknesses. Regardless of your approach,
it is important to help students build some type of meaningful framework or system for organizing,
gtoring, and retrieving new information. Only by actively responding to new information, conscioudy thinking
about how the new information fitsin with or relatesto what thelearner aready knows, will the student devel op
the understanding and organi zation necessary for learning.

Ms. Van Valkenburgh and Ms. Gibson were formerly on the staff of the Rappahannock Rehabilitation
Facility and have worked on a variety of 310 projects concerning learning disabled students.
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ﬂ 3. Using Volunteersin an ESL Program
by Cheryl Fuentes

Now that the ESL learnershave arrived onyour doorstep, you are probably asking yourself what you can do
to meet their needs. What’sthe next step? How areyou going to help them? A wonderful resourcefor you
isvolunteers—members of the community who want to help anewcomer learn Englishin order toliveand
work intheUnited States. Volunteersbring awealth of resourcesto you. Perhapsmost important of al isthat
they aremotivated and want to hel p—and you should act on their interest immediately!

Hereare some stepsto follow and tipsfor working with volunteers:

Recruiting volunteers. Your initial contact isimportant. Be clear and concise about thgdqoalsof your
I:)r ram or class, who you serve, the opportunitiesfor volunteers, and stepsto gettinginvolved. Contact the

volunteer office, community groups, or companiesto seeif they have membersor empl oyeeswho want
tovolunteer individualy or asagroupto*adopt” your program asan office/company/group volunteer project.
Consider recruiting other students (e.g. those who have exited from your class, advanced students) to assist
with newcomersor lower level students.

Providing an orientation. Hold an orientation meeting for your new volunteer(s). Inform them about your
program CSmis'si on, services, students) and if possible, encouragethevolunteer to visit aclassroom and provide
timeto“ae-brief” thevolunteer after the classroomvigt. Itisasoimportant to explain what you expect from
thevolunteer and for the volunteer to know who their contact isat your school.

Training. Aninformed and prepared volunteer will be ahappy volunteer! Provide appropriatetrainingto
your volunteer. Topicsmay include how to work with adult learners, teaching techniques, special needs, etc.
If you do not havethe expertiseto lead thetraining sessions, |ook for outside presenters, i.e. colleagues, long-
timevolunteers, public school programs, community collegeor university ESL/linguisticsstaff, or local, stateor
national organizations. You may asowishto consult other smilar programsto find out if your volunteerscan
jointheir training sessions. Training should be on-going and provided at atime convenient for thevolunteers.

Workingasavolunteer. Thereare many waysthat volunteers can contributeto your program, including
working asclassroom aides or actually teaching aclass, preparing materias, assisting inthe office, planning
field trips, marketing your program, or coordinating your growing volunteer program. Asyou discussthe
volunteer assignment with your new volunteers, consider how their interests and goal s can match program
needs. Beflexibleand offer avariety of optionsthat can meet everyone’ sneeds.

Stayingin touch. Maintai ning communication and contact with your volunteer isvery important, especidly if
ou do not seethem regularly. Some suggestionsfor keeping in touch include keeping alog book at the
ocation whereyour volunteer worksto write notes, |eaving messages, etc.; posting information on acentral
bulletin board; or distributing anewd etter or monthly update.

Sayingthank you. Recognizing your volunteersfor their help, expertise, ideas, and timeiscrucial to keeping
theminvolved. Some (inexpensive) waysto show your appreciationincluderemembering their names, intro-
ducing themto other staff members, saying “thank you”, remembering their birthday or anniversary datewith
you, awarding certificatesof appreciation, throwing apotluck in honor of thevolunteer, asking for suggestions
onimproving or devel oping the program, and providing | etters of referenceto the volunteer.

Additional resour ces: _ _ _ _
“Suggestionsfor Volunteers Setting Up ESL Programs’, compiled by Fairfax County Public SchoolsAdult
ESL, State 353 Grant, June 1993.

Staff Development for ABE and ESL Teachersand Volunteers, Mark Kutner, Pelavin Assoc., ERIC
Digest, Sept. 1992.

ESL inVolunteer Based Programs, Paula Schlusberg and Tom Muel ler, ERIC Digest1995. (EDO-L E-95-04)

A Gui ggéor the Volunteer Tutor. Biles, J.; and others. L utheran Children and Family Service: Philadel phia,
PA, 1993.
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Suggested Volunteer Activities

One-on-onetutoring

a

b.

Pre-reading: A volunteer cantake anon-literate student aside and work with direc-
tionality, same/different concepts, shape/l etter recognition.

Studentswithgood ora skills, but illiterate, or low level reading skills: Such students
need extraliteracy teaching which theteacher may not havetimeto provide. Use

L aubach teaching methods, the Lingman Literacy Kit, or just practice using whatever
materials seem appropriate.

Catch-up: A tutor can help astudent who has been absent to catch up with his/her
classwork. Thismightinvolveonly oneor two hours. Thevolunteer may work
with anew student to help him/her catch up and become comfortableintheclass.
Testing: A volunteer can help theteacher test borderline studentsin thevarious
competencies, suchasTIME, MONEY, FAMILY, WEATHER, etc.

Twoor morestudents/small groups

a

b.

C.
d.

e
f

o.

Pre-reading: sameasabove

Alphabet/numbers: matching exercises (upper/lower case, numberstotheir value,

etc.), sequencing, chaindrills.

Literacy: studentsof similar level can betutored with Laubach materias.

Literacy and or low level readers can betutored with specificliteracy materialssuch as
Longman Literacy.

Pronunciation and/or phonicsfor short periods.

Sight words, flash cards, within the competency aress: picturerecognition, matching,
selecting, inserting, etc.

Syntax: sentence stripsand sentencere-ordering.

3.Largegroup (whileteacher workswith small group or individua).
Keep activitiessmple, clear and structured.

Suggedions

4.

Number BINGO, teacher made or commercial

Alphabet BINGO

Word BINGO

Concentration

Prepared CLOZE exercise

A language experienceactivity (LEA) (i.e. makeasandwich)
Matching picturesand/or words

Book exercises

HANGMAN

TICTACTOE (i.e. onthe board with words)

Reading, sorytdling

Act astheteacher’saidein the classroom

o0 oW

didogmodeling.

roleplaying/amulating.
accompanyingtheclassonafieldtrip.
circulating to help studentsasneeded in class.
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English as a Second Language in Volunteer-Based Programs
by Paula Schlusberg, New Readers Press
TomMudler, Laubach Literacy Action
ED 385172. July 1995. ERIC Digest

In many parts of the United States, the demand for adult English asasecond language (ESL) instruction
outstripsthe supply (Fitzgerald, 1995). Proposed and actual legislation at state and federal levels (which
includesbudget cutsand welfare and immigration reform) isexpected to increasethisimbalance and to place
great strainson adult ESL providers. Asprograms struggleto provide needed serviceswith shrinking funds,
theroleof volunteersinteaching adult ESL may be expanded.

ESL programsfor adultsuse volunteerseither asauxiliary or primary providersof instruction. When volun-
teersareauxiliary, they function asbilingual aides, astutorsto provideindividualized attention, or asgroup
leaders. Volunteer-based programs, on the other hand, provided| instruction through volunteer tutoring. This
digest will focuson volunteer-based ESL ingtruction, looking a who offersthisingtruction, what istaught, how
instructorsaretrained, what the benefitsand chalenges are, and what thefuture lookslike.

ORGANIZATIONSPROVIDING VOLUNTEER-BASED ESL
Thetwo primary nationa volunteer organizations providing support to adult ESL programsareLaubach Lit-
eracy Action (LLA) and Literacy Volunteersof America(LVA). Other nationa organizations support volun-
teer ESL and basicliteracy instruction aswell. Among them arethe Nationa Southern Baptist Convention, the
Mormon Church, and the Student Coalition for Actionin Literacy Education (SCALE) which usescollege
studentsto provide volunteer ESL instruction for adultsfrom the college or surrounding community. Many
dates(e.g., Virginia, Minnesota, Michigan, Indiana) haveliteracy councilsthat coordinate and providetechni-
cal assistanceto various community-based organizations. At agrass-rootslevel, ESL instructionismost often
provided by independent, self-supporting volunteer-based literacy programsaffiliated with one of the national
literacy organizations. Many a so provideliteracy instruction for native English speakers. Other volunteer ESL
programsare provided under the auspicesof community ingtitutions-libraries, refugee resettlement agencies,
YMCAsand Y WCAS, rdigiousingtitutions, housing projects, community centers, and socia serviceagencies.

CHARACTERISTICSOFVOLUNTEER-BASED ESL INSTRUCTION
Volunteer-based ESL ingtructionismarked by variety ininstructional model sused, content and skillstaught,
approaches and materialsused, class settings, and learners served.

Instructional Models

One-to-oneinstruction (onetutor working with onelearner) wasthe origina model for working with native
English-speaking adultslearning to read and becamethe accepted model for ESL aswell. It remains popular,
in many cases, becauseit minimizesatutor’s concerns about adequately meeting the variety of needsthat a
group would present. Increasingly, however, programsare moving to asmall-group instruction model, where
oneinstructor workswith two to fifteen students. Small-group instruction providesobvious practical benefits
but, moreimportantly, it provides opportunitiesfor activitiesand approaches (such as problem-solving, col-
|aborativeactivities, group projects, and other staplesof adult ESL instruction) that cannot beimplementedin
one-to-onesituations (Tenenbaum & Strang, 1992).

Settings

Themost common mode isonewhere ESL ingtructorsand learnersmeet at any oneof avariety of community
sites: locdl libraries, religiousingtitutions, housing centers, community centers, schoolsor businesses. These
institutionsmay run their own volunteer ESL programsor they may only provide spacefor instructorsand
learnerswho are affiliated with one of the national networks. This collaboration between aliteracy program
and acommunity institution may make support services such astransportation and on-site childcareavailable
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to thelearners. Volunteer programs may also be given space at workplace sites, inresidential centers, at
correctiona ingtitutions, or at learners homes. These diverse settings makeit possibleto offer instructionto
thosewnho, for financia, medical, psychological, or family reasons, cannot attend school -based programs.

Learners

Theadults served by volunteer-based programsreflect the diversity of populations seeking ESL instruction
throughout the country. In large urban areas, vol unteer-based programs are one of many typesof programs
providinginstructionto adult ESL learners; in smaller townsand rural areas, however, volunteer-based pro-
gramsare often the primary providersof instruction for refugeesand immigrants. Individua sin the United
Statesonly temporarily-family membersof university students, businessmen, or physiciansfrom other coun-
tries-also turnto volunteer programsfor instruction asdo migrant workerswhoseitinerant lifestyle may pre-
clude admissionto programsthat require regular attendance.

Instructional Content

Volunteer ESL instruction tendsto focuson ora skills, athough programsalso work with learnerswho are
developinginitia literacy skillsin English. To meet the specific needsof learners(e.g., surviva English, citizen-
ship preparation, family literacy), volunteersdraw on awidevariety of materials. Some programsencourage
theuse of aparticular core series; othersprovidealibrary of materialsfrom which instructors can choose.
Although many of their affiliatestill follow themoretraditiona phonics-based approach to reading combined
withanaudio-lingua gpproachtoora skills, LLA isincreasingly supporting integrated skillsingtructionthrough
acommunicative approach. Similarly, LVA encouragesthe use of avariety of techniques and approaches,
tailoring themto learner needs. Instructors are encouraged to base |essons on authentic materialsfrom the
community or on materials provided by learnersthemselves, such aslettersfrom achild’s school, ads, a
driver’smanua, animmigration form, or work memos. Some programsal so provide computer-assisted in-
druction.

TRAINING FORVOLUNTEERS

Although thedetailsof volunteer instructor training differ from program to program, therearegeneral charac-
teristicscommon to most programs. Instructor training isusualy doneinsmal groups, rather thanindividualy,
and generally consistsof ashort pre-serviceworkshop of 10-18 hours. The pre-serviceworkshop typically
focuseson practical issues such aseffective teaching practices, needs assessment, | esson planning, hands-on
peer practice, and material s selection. Theoretical presentations stress characteristics of adult and second
languagelearners, and programstry to develop cross-cultural avarenessintheir instructors (Friedman &
Collier, 1993; Reck, 1991).

Most programs match new instructorswith learnersimmediately after the pre-servicetraining and may not
haveprovisonfor any typeof follow-up mentoring or supervision. However, onecurrent training model short-
ensthenumber of preliminary training hoursand addshoursof supervised instruction or observation of instruc-
tion followed by additional workshop hoursto completethetraining.

Whilemany programs use experienced volunteersto train new instructor volunteers, some combinevolunteer
and paid staff trainers. Programsalso bring in adult ESL teachersor specialistsfromlocal collegesto give
presentations on specific topi cs such asgrouping strategies, correction techniques, and assessment activities.

BENEFITSAND CHALLENGES
Volunteer-based programs often serve communities by helping to meet the overflow of demand that adult basic
education (ABE) and ESL programs cannot accommodate. |n many communities, however, potential ESL
learnersturn to vol unteer-based programs becausethereisno other program to meet their needs-that is, there
isno ESL program that offersinstruction at their level of proficiency, at alocationthey can get to, or ona
schedulethey can meet, or becausethey seek moreindividualized atention or alesstraditiona form of ingtruc-
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tion. Often volunteers can more easily meet the needs of learnerswho are hard to placein adult ESL classes,
such asthosewith high conversational but low literacy skills. The attention and encouragement provided by
volunteer ingructors can help build learner confidence and may be afactor in enabling learnersto moveonto
moreformal ESL classes. And, theréationship with theinstructor may be one of themost important early
contactstheimmigrant haswith Americans.

Volunteer-based ESL programsand programswith paidinstructorsconfront smilar difficulties-limited financia
resources, highinstructor turnover, lack of training standards, and thelack of aresearch basein adult education
(Kutner, 1992). For volunteer-based programs, thetraining problems may beintensifiedif thereisno paid,
professional staff person to manage and train volunteerswho have diverse educational backgroundsand
varying degreesof experienceteaching ESL. Many well-organized, established programseasetheir adminis-
trativeloadsand reduce costs by assigning volunteersto tasks such asfund raising, recruiting volunteer instruc
torsand learners, and public relations.

There are drawbacksinherent in the current configuration of most volunteer ESL programs. I nstructional
contact may beaslittle as 2-3 hours per week. Sincevolunteersand their learners often meet inrelatively
public sitesrather thanin space dedi cated to instruction, ingtructional materialsmay beminimal and basictools
such asablackboard or atape recorder may not be available. Classesare often open entry, open exit and, like
all adult ESL classes, may bemultileve. Finaly, wheninstructorsand learnerswork one-to-one, thelearner
may fedl isolated and may havelittle opportunity for natural conversationin English. To offset thisisolation,
somevolunteer organizationsarrangefor groupsof learnersto gather onceamonth withtheir instructorsfor
conversationd practice.

CURRENT TRENDS

Volunteer ESL programsreflect thetrend of learner participation and leadership found inbasicliteracy volun-
teer programsand ABE or ESL programs. ESL learnersarerepresented on LLA’ sNew Readers Committee
and are starting to participateinlocal and national literacy conferencesaswell asin the operation of the
programsinwhich they arestudying. Programsare making effortsto attract and traininstructorsfrom learners
communitiesand to useformer learnersasnew instructors. Increasingly, volunteersare young and havefull-
time, professional jobsin other fields. At the sametime, thereisgrowing professionalism among volunteer
instructors, in seeking continua training and in participating in professiona organizationssuch as Teachersof

Englishto Speakersof Other Languages(TESOL ) and itsstate affiliates.

CONCLUSION
Volunteer-based programs often make ESL languageand literacy instruction availableto learnerswho do not
haveaccessto, or perhagpswould not benefit from, regular ESL programs. Although quality, on-goinginstruc-
tor training remainsan issue, volunteer-based programsare beginning to look morelike ESL programs staffed
by paidinstructorsboth in thefocusonthelearner andinthevariety of curricula, instructional approaches,
grouping strategies, and classroom activities used.
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A Guidefor the Volunteer
Volunteer’s Objective:

To assist personsfor whom English isasecond languagein learning or improving their English language
skills: listening, speaking, reading and writing, in that order, so that they can function in the community.
Our curriculum coverslifeskillstopicssuch ashed th, housing, transportation, employment, banking, shopping,
€tc.

. Beafriend: A comfortable and friendly atmospherefor learning should be established.
Develop arapport with students by showing respect and appreciation for their culture.
. Beflexible and patient: Adults have set patterns of |earning shaped by previous experiences.
. Betactful: Postivefeedback isencouraging and essentid in maintai ning the students' confidence.
. Be enthusiastic: Always be optimistic. Encourage the studentsto overcomethe difficultiesin

learning anew language.

TIPS
. Don't beafraidto show interest in your students' lives. Thiswill help establishagood
rapport; but usediscretion.
. Providesituationsin which studentsdo most of thetalking. Encourage studentsto interact
with each other.
. Students need timeto formul ate answersto questions. Allow fiveto ten seconds between your

question and their response.

. Usered language. Speak at anormal rate of speed and not too loudly. Speak clearly. Choose
your vocabulary to suit the student’sleve of language proficiency.

. Appeal to all senses. Hear it, say it, seeit, writeit. Use visualsand manipulatives. Involve
students with a physical response whenever appropriate.

. Don't hesitate to ask for assistance if you don’t have an answer. Usea dictionary with the
student; explain why even native speakers of English need to useit.

. Don't be reluctant to repeat and review. Repetition isagood tool for language learning.
. Follow the teacher’s lesson plan to the best of your ability. Consult with the teacher if you

have any gquestions.

. Report to the teacher what the student has or hasn’'t accomplished. It isimportant for the
teacher to be kept well informed at all times.

Adapted from H.E.L.P., Appelson, Miller, Tolhurst.
\Volunteerism in Adult Ed., Borden
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# 4. Evaluating Your Teaching

A good ESL instructor continually evaluates his or her teaching to ensure that students are learning effectively.
Think of the section below, “ Self-Evaluation for the ESL Teacher,” as achecklist of key pointsto remember.

Share your ideas and experiences with others, ask colleaguesfor suggestions, and seek out opportunitiesto learn
new information. You may want to consider asking a more experienced instructor to observe you and offer
suggestions. Aboveall, it’simportant that both you and the students have avery positive and meaningful learning
experience.

SELF-EVALUATION FOR THE ESL TEACHER

Always Often Seldom

1. I know my students' names, and | greet 2 1 0
each student as he or she entersthe room.

2. | provide acomfortable, risk-free 2 1 0
environment.

3. My lessons have a purpose, and | make sure 2 1 0
my students understand that purpose.

4, | plan my lessonsto meet my students 2 1 0
needs and goals.

5. My lessonsdirectly relate to my students’ 2 1 0
lives.

6. | give my students|ots of opportunities 2 1 0
to read, write, listen to, and speak English.

7. | use avariety of activitiesthat accommodate 2 1 0
different learning styles (visua, aural, oral,
kinesthetic).

8. | use avariety of teaching materials (handouts, 2 1 0
pictures, audiotapes, charts, objects, etc.).

9. My lesson plansinclude awarm-up/review, 2 1 0
presentation, practice, and application.

10. I make sure my students understand what has 2 1 0
been taught before | move on to the next topic.

11. I model activities before asking my studentsto 2 1 0
complete atask.

12. | give positive feedback and encouragement to 2 1 0
my students.

NOTE: If youcircled “Always’ or “Often” most of the time, you are well on your way to providing a student-
centered, interactivelearning environment. If you frequently circled “ Seldom,” you may need to explorewaysto
involveyour studentsin more communicative and dynamic activities.
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ﬁ SECTION F

CHOOSING A CURRICULUM: HOW DO'| PUT IT ALL TOGETHER?
1. Curriculum Overview

2. Curriculum Resources
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#1. Curriculum Overview

by Debra Tuler
A curriculumisaplan or guidefor ingtruction. It may asoincludesuggestionsfor how to useit (suchassample
lesson plans, suggested activities, and material s), when to do certain things (such as needs assessment or

evaluation), how much time activitiesmight take. Thereisno one consistent definition of ‘ curriculum’, so
included hereisavisual of how thetermisunderstood by adult educators:

what learners
need to know

performance measurement
accountability

CURRICULUM
andl-inclusive
plan

list of courses offered
(individualizing comes|ater)

what learners
aready know

what students are
going to learn

subject

matter

learner’shidden
agenda

broad plan of
school or teacher

ever-changing
according to need
can be
individualized list of standards for
learnersto meet

Therearethreed ementsto acurriculum, whichin somecasesaremadeexplicit andin othersareleft unarticul ated:
a. ldentified Philosophy—our assumptionsand philosophy drive how and what weteach
b. Purpose—what youwant studentsto walk away with, theactivitiesthat will get them there (lessons),
and how you and they will know (assessment)
c. Scopeand Sequence—studentswant/need to feel that they are developing skills, and devel opment
requiresasequence. Also, they liketo have expectations set and made clear fromthe start, in other
words, to understand the scope of what will be covered and expected of them.

Some of the curriculum resourcesincluded on the next page have aclearly articul ated scope and sequence.
Othersdo not requirethat you follow the sequencein which they are presented; rather, you can select activities
to supplement other materialsyou areusing.

Somecurricularequirethat you betrained or participatein staff devel opment activities beforeyou can use
them; othersare salf-explanatory.

Insdlecting acurriculum, consider thefollowing:
1. Dol needtobetrained beforel canuseit?
2. Doesitincludeactivitiesand materialsthat are gppropriatefor my students, intermsof leve, skills
addressed, and interest?
3. Canluseitasis, ordol useit asaresource and adapt/develop my own materialsfromit?
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# 2. Curriculum Resources

Thecurriculum materidslisted below ared| availablethrough the VirginiaAdult L earning Resource Center.

ESL Literacy Kit: Literacy Exercisesfor Adult Beginning Readers
Developed by Marie Roberts, Joanne Bury, SaraBdlenger, and Lynn Gibbonsfor the Fairfax County
Public Schools, Adult English asa Second L anguage, Fairfax, VA, 1990.

Levd: Literacy, beginning

Focug/'specidty: TheESL Literacy Kitisapractical, hands-on guide containing worksheets, games,
puzzlesand other activities designed by classroom teachersto meet the needs of literacy level stu-
dentsand/or beginning level students. Thekit includespracticewith|letter formation, numbers, and
basiclifeskillstopics. Thefocusison developing reading and writing skills. Tutorsor volunteers
workingwithindividua studentsor small groupswill find the unitsand activitieseasy toimplement
and salf-explanatory. Thekit may be used to supplement an existing curriculum or to provide addi-
tiona (homework) practice.

Neighbor to Neighbor: An English asa Second L anguage Curriculum for Volunteers
Elizabeth M. Bailey and Deborah L. Schaffer. Arlington Education and Employment Program (REEP),
Arlington, VA, 1994.

Leve: Beginning

Focus/specialty: TheNeighbor to Neighbor curriculum consistsof eight lifeskills, modules, detailed
lesson plans, tips on how to teach and use communi cative teaching techniques, worksheets, and
visualsfor each module. The curriculum was designed to meet the needs of volunteersteaching at
community centersthroughout the county. Each modul e contains self-contained unitswhich can be
covered in onesession or classand which work well for open-entry programswherelearners (and
volunteer teachers) may changefrequently.

TheREEP Curriculum, Third Edition: A Learner-Centered ESL Curriculum for Adults
Arlington Education and Employment Program, Arlington, VA, 1994.

Levd: Literacy toadvanced

Focus/specidty: TheREEP Curriculumisalearner-centered, competency-based curriculum offer-
ing lifeskillsunitsfor upto eight instructional levels, including acivics/U.S. government unit. Each
ingructiond leve isdefined intermsof listening, speeking, reading, and writing skills. Thecurriculum
includes an extensive discussion of how to conduct aneeds assessment for planning courses, units,
andlessons, aswell ashow tointegratelearner evauationintoinstruction. Sampletoolsareprovided
for both. Each unit containsthe objectives, functionsand sample language, resources, and waysto
integratethe objective or language with other units.

ParentsasEducational Partners: A School-Related Curriculum for Language-Minority Parents
LauraBercovitz and Catherine Porter. Adult Resource Center, IL. 1995.

Leve: Intermediateto advanced

Focug/specidty: ThePEP curriculumisdesignedfor useinfamily literacy programsor other typesof
classesor programs serving parents. Itisacompetency-based, participatory curriculumincluding
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eight topical unitsrelated tothe U.S. education system. TopicsincludetheU.S. school system, par-
ent-teacher conferences, school health, school personnel, and others. Each unit contains some of the
following components: teacher notes, visuals, reading passage activities, and cultural comparison
activities. Reading passagesare a so trand ated into Spanish.

A Basic SkillsCoreCurriculum for theManufacturing Industry

LindaMrowicki, Project Director, Adult Learning Resource Center, DesPlaines, IL. 1991.

Level: Variesdepending on curriculum devel oper’sfocus; useful for native and non-native English
Speakers.

Focus/speciaty: Thisbasic skillscorecurriculumisdesignedto assist programsor individualsin
meeting the needs of employeesand employersinthe manufacturing industry. Itincludesanoverview
of themanufacturing industry today, discussion of amodel for devel oping abasic skillsworkplace
program, tipsfor customizing curriculum and writing lesson plans, and asection on assessment. In
addition, corecompetenciesand corebas c skillsfor reading, writing, math and ora communication (in
ESL) arepresented.

Teachingand L ear ning English asa Second L anguage: Curriculum Development Resour ces
for Nursng Homes

Continuing Education Ingtitute of Needham, MA and Chinese American Civic Association of Boston,
MA, 1991.

Levd: Intermediate and advanced

Focus/specialty: Thisguide providesadetailed account of devel oping acollaborative workplace
program to meet the needs of agrowing healthcareindustry, specifically addressing how to assist
nursing homesinworking with lesseducated or limited English speakers. Theguidediscussesthe
nursing home projectsinvolved in starting the workplace programs and how to devel op acurriculum,
and includes samplelesson plansand student worksheets.

Teachingand L ear ningwith I nter net-Based Resour ces

Susan Cowles. National Institutefor Literacy, Leader Fellowship Program Report. 1997.
Levd: Beginningto advanced
Focug/specidty: Thisreport includes curriculum materials (lessonsand activities) for getting adult stu-

dentsonthelnternet and using theweb. Itasoincludesalist of resourcesontheweb. Theactivities
make theinformation superhighway accessbletoal students.

CrossroadsCafe
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Published by Heinle& Heinle
Levd: Multi-leve
Focus/specialty: Crossroads Cafeincludesvideos (26 episodesin sitcom format), photo stories (based

on thevideos) and work texts. It addresses communicative competencein rea-lifesituations. Also
offersproblem-posing.
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Computersin Action: Integrating Computer Technology intotheESOL Curriculum
Based on aCurriculum Frameworks Project funded by agrant from the M assachusetts Department
of Education, located at: http://easternlincs.worlded.org/docs/cialnotes.htm

Levd: beginning to advanced

Focug/speciality: Computersin Action offersrecipesfor teacherswho arelooking for waysto
integrate computer skillsinto the classroomThe approach was developed in the process of integrat-
ing technology into the curriculum and led to abook entitled, L earning Computers, Speaking
English. Computersin Actionisaseriesof stand- alonelesson plansfor teachersusing computers
inthe ESOL classroom whilethe book isfor studentswho want to learn English and word process-
ing. With thisguide, computersare used asatool for learning with the added advantagethat the
student learnsto be more comfortablewith technol ogy.

Tennessee Adult ESOL Curriculum Resour ce Book
Pat Sawyer, Editor, A collaborative Project of Tennessee Department of Labor and Workforce
Devel opment, Office of Adult Education and the University of Tenneessee, Center for Literacy
Studies, June, 2001. Also, canbefoundat: http://cls.coe.utk.edu/| pm/Ipm.html#esol whereit can
be downloaded from the PDF format.

Level: Literacy toHigh Advanced

Focus/specidity: The Tennessee ESOL Curriculum beginswith adescription of the National
Reporting System, itscorrelationto the SPL’s, then includesacomprehensive detail ed description
of eachlevel by English Language, Civicsand Workplace Competencies--exactly what learners
should know and be ableto doin each areaat each level. Following the descriptions, thereare
almost 300 pages of lesson plansfrom which teachers can sel ect those most appropriatefor their
learnersto achievethe competencies. Atfirgt, the curriculum may seem overwhelming, butitis

well-organized and user-friendly. Itisanexcellent resource.
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ESL Starter Kit Feedback Form

We welcome your feedback as we continue to improve and update this kit.

1. What isyour overal impression of thekit?

2. How did you usethekit to assist you in planning and implementing programs?

3. What suggestionswould you makefor improving thiskit?

4. What additional informationwould you includeinthiskit? Please be specific.

5. What did you likeleast about the kit?

6. What did you like most about thekit?

7. Other commentsand suggestions.

(Optiond): Name: Date:

Phone Number: Position:

Pleasemail or fax to:
Virginia Adult Learning Resource Center
Oliver Hall Room 4080
1015W. Main Street, PO. Box 842020
Richmond, VA 23284-2020
FAX: (804) 828-7539
Phone: (804) 828-6521
(800) 237-0178
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ﬂ SECTION G

Integrating EL/Civicsinto the ESL Classroom: How do | connect my studnets
and the community?

1. Integrating EL/Civicsinthe ESL Classroom
2. Civics Education for Adult Englsih Language Learners
3. Content Framework for the EFF Standards

4. Citizen/Community Member Role Map
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ﬂ Integrating EL Civics into the ESL Classroom

JaneRoy

In 2000, the U.S. Department of Education, Officeof Vocational and Adult Education, awarded 12 demon-
dration grantsto test waysof combininginstructionin English and civicsand established English literacy
civics(EL/Civics) formulagrantsto statesto teach English and civicstoimmigrantsand otherswith limited
English proficiency (U.S. Department of Education, 2000).

Thefederad definition of civicseducationis:
“an educationa program that emphasi zes contextualized instruction on therightsand
responsibilitiesof citizenship, naturalization procedures, civic participation, and U.S. history
and government to help learnersacquirethe skillsand knowledge to become active and
informed parents, workers, and community members’ (Tolbert, 2001).

Thisdefinition alowsand encouragesusto “think outsidethebox”, beyond the conventiona notions of
citizenship education (Wrigley, 2001). It containstwo key e ements:
citizenship education which teachesimmigrants basic skillsto passthe INS exam, and
civic participation which istheway that community membersinteract withthe social, political, and
educational structuresaround them; civic participation education hasthegoal of assisting learners
to understand how and why to becomeinformed and active participantsin their communities (Terrill,
2000).

Equipped for the Future (EFF) isthe National Institutefor Literacy’s standardsbased system reform
initiative. EFF waslaunched by asking adult |earnersto describe the knowledge and skillsneeded to fulfill
their rolesas parents, citizens, and workers. (Bingman & Stein, 2001) The EFF Content Framework was
produced and includesthree role mapswhich describe the broad areas of responsibility and key activities
necessary tofulfill thethree primary adult rolesof effective citizen and community member, worker, and
parent and family member (seethefollowing pages).

For information on civic participation education and the Citizen /Community Member Role Map, consult the
The Change Agent, Issue 6, February 1998, published by the New England Literacy Resource Center. It
isonlineat http://mww.nelrc.org/changeagent/pdf/issueb.pdf. Further information on EFF can befound at
theLiteracy Information aNd Communication System (LINCS) EFF Specid Collection - http://
www.nifl.gov/lincs/collections/eff/.

For further information on EL/Civicsgo to thewebsiteslisted below. Also read thefollowing ERIC Q& A:
Civics Education for Adult English Language Learners.

TheNationa Center for ESL Literacy Education (NCLE) Resource Collections: Civics Education
for Adult English Language L earners- http://www.cal .org/ncle/REScivics.htm

TheNationa Center for ESL Literacy Education (NCLE): EL CivicsActivitiesfor Adults- http:/
www.cdl .org/ncle/civics

G2



ESOL Sarter Kit

TheLINCSESL Specia Collection hasresourcesfor teachersand tutorsrel ated specificaly to
civics- hitp:/literacynet.org/ed/tt-al.html.

TheNew England Literacy Resource Center’s Civic Participation and Citizenship Collection - http:/
Iwww.nelrc.org/cpec/elcivics.htm. Thissiteincludes accessto the Civic Participation and Community
Action Sourcebook.

TheVirginiaAdult Learning Resource Center’ sEnglish Literacy/Civicspage- http://
www.aelweb.veu.edufavoriteinks EL Civicshtm

References

Bingman, Beth & Stein, Sondra, 2001, Resultsthat Matter: An Approach to Program Quality
Using Equipped for the Future, Nationa Institutefor Literacy: Washington, DC.

Tolbert, Michelle, 2001, English Literacy and Civics Education for Adult Learners, Institutefor
Literacy: Washington, DC

Terrill, Lynda, 2000, Civics Education for Adult English languageLearners, EricQ & A,
Nationa Clearinghousefor ESL Literacy Education: Washington, DC

U.S. Department of Education, Office of Vocationa and Adult Education, 2000, Press Rel ease:
Immigrants to Receive Lessons in English, Civics, under Education Department Grants, U.S.
Department of Education, Office of Vocationa and Adult Education: Washington, DC

Wrigley, Heide Spruck, 2001, EL Civics: InPraiseof JITT (Just-in-Time-Teaching), Adult
Education Newdletter, February 2001, Teachersof Englishto Speakersof Other Languages:
Alexandrig, VA



ESOL Sarter Kit

November 2000

—_———

ERiC]
Q& A

Civics Education for Adult English Language Learners
National Center for ESL Literacy Education (NCLE)

by LyndaTerrill
National Center for ESL Literacy Education (NCLE)

Teaching about U.S. history and government and preparing immigrantsto passtheU.S. citizenship test have
beenintegrd partsof curriculum and practicein adult immigrant education for morethan acentury. From
classes sponsored by labor unionsinthe early 1900sto amnesty classesrun by public schools, community-
based organizations, and churchesin the 1980s, English language and civics education have been paired
(Silliman, 1997). Now, designated moniesare being provided to statesand individua programsfor English
Literacy/Civics Education. Because nearly 50% of al adultsenrolled in federally funded education courses
areEnglishlanguagelearners, thisprogramwill haveasignificant nationa impact (U.S. Department of
Education, 2000).

Someadult ESL teachersfocus on the nutsand bolts of the naturalization process, teaching such topicsas
U.S. culture, holidays, and government. Others seeit asaway for adultsto learn English at the sametime
that they arelearning to be comfortableand competent in anew environment (Terrill, 1994). Still others
follow the participatory model of education and look to sociopoalitical writings, such asthose of Paulo Freire
in Pedagogy of the Oppressed (1970), to guidelearnersto participate in making changesin socia condi-
tions (Auerbach, 1992, 1999; Peyton & Crandall, 1995). ThisQ & A defineskey terms, discusses events
that have shaped civicseducation, and offers suggestions, whatever the approach chosen, for integrating
civicscontent with English asasecond language (ESL) skillsdevel opment.

What is civics education?

For adult English languagelearners, civicseducationisabroad term that includes
ingtructiononhow togain U.S. citizenship;
instruction about U.S. history and culture, including lessonson diversity and multiculturalism; and
instruction and guidance on becoming active participantsin their new communities.

Citizenship educationisasubset of civicseducation. Thegoal of citizenship educationisto help adult
immigrantslearn enough procedural information, content, and language to completethe naturaization
process, passthe citizenship exam, and become U.S. citizens.

Encouraging civic participation may also beapart of civicseducation. Civic participation can be defined
astheway that membersof acommunity interact withthe social, political, and educational structuresaround

them. Civic participation education, then, isinstruction that hasasitsgoal assisting learnersto understand
how and why to becomeinformed participantsin their communities.
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A key element of civic participation education for adult English languagelearnersisthat |earning needsto
havereal-life consequences. Oneof itspurposesisfor learnersto become activein community life. For
example, learnersmight collaborateto fight for acommunity improvement, learn about and participatein the
American electoral system (if appropriate), or join theloca Parent Teacher Association (PTA).

What events have shaped civics education in this country?

Thefollowing nationd lawsand initiatives haveinfluenced conceptions of the need for civicseducation and
thewaysitisdelivered:

In 1906, astatute was enacted that required citizenship applicantsto demonstrate ability in speaking
English (Nixon & Keenan, 1997). Thiswasduring aperiodin U.S. history of unparalleled immigra-
tion (nearly 10% of the popul ation was nonnative born). In response, community organizationssuch
as settlement houses and labor unions organized classesin English and citizenship.
Until themid 1900s, immigration officia sthemsa ves decided who spoke Englishwell enoughto
gainU.S. citizenship. Often, the solerequirement for citizenship wasproof of lawful U.S. residency
for fiveyears. In 1950, afederal law mandated reading and writing skill levelsthat madeit more
difficult for immigrantsto becomecitizens (Becker, 1993).
Inthelate 1980s, adult ESL programsresponded to the requirementsof the Immigration Reform
and Control Act (IRCA) of 1986. IRCA granted limited amnesty and permanent residenceto
undocumented immigrants (many of whom weredisplaced by unrest in Central America) who
followed aspecific application processand received at | east 40 hours of instruction. Programs
devel oped materialsand curriculathat included €l ementsof both Englishand basic U.S. history and
civics. See, for example, the Handbook for ESL/Civics Programming (Arlington Education and
Employment Program [REEP], 1989) and ESL/CivicsIntegration: A Guidefor Curriculum
Devel opment and Lesson Planning (Stiles, 1990).
In 1996, changesin federal law limited somerightsthat immigrantshad previoudly held, such as
accessto food stampsand other government services (Personal Responsibility and Work Opportu-
nity Reconciliation Act of 1996, PL #104-193). These changeshaverenewed interest among
immigrantsin seeking citizenship, asthey can protect their interestsmorefully by becoming citizens
(Mitchell, 1998).
Although some of the 1996 measures have since been eliminated or amended (National Immigra-
tion Law Center, 1998), obtaining citizenship remainsagoal for many adults learning English.
Benefitsthat areavailableto U.S. citizensincludetheright to votein elections, to hold aU.S.
passport, to sponsor family membersfor immigration, and to receivefull social security benefits
whenthey retire. Citizenship statusal so allows easier accessto public benefits such as Supple
mental Security Income (SSI) and protectsimmigrantsfrom being deported for committing a
crime (Becker, 2000).
In 2000, the U.S. Department of Education’sEnglish Literacy/Civics Education initiative allocated
money to 32 states and 12 demonstration grant recipientsto help adultslearn Englishwhilea so
learning about civil rights, civic participation and responsibility, and obtaining citizenship (U.S.
Department of Education, 2000). It isanticipated that curriculaand resource materialson civics
education will be devel oped and made available by these projects.
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What are some activities and approaches that integrate civics education with
language lear ning?

Adultimmigrantsand refugees often expressinterest in American culture, government, and history. Whilethe
complexity of thelanguagevariesfromleve tolevel, sgnificant content can beimparted at dl levelsat the
sametimelearnersareacquiring English.

Beginning levels

Practitionerscan help literacy learners understand about community, government, and history whiledoing
hands-on activities, pre-reading activities, and activitiesthat help them devel op finemotor skillsneeded for
writing. Learners can make collages representing their community with pictures cut from magazines, dpha
betize namesof statesor label maps, practice sight word recognition of high office holdersor of community
institutionssuch aslibrary and INS or match picturesof theseinstitutionsor peoplewith their namesor
titles

Beginninglearnerscan participatein alanguage experienceactivity (LEA) wherethey expresstheir opinions
about animportant socia or politica issue. For example, aliteracy level classin Virginiatalked about their
ideasontheeve of Desert Stormin 1991. Many of these adults had emigrated from war-torn countriesand
had strong fedingsthat they wanted to sharein English with their classmates. With some assistancewith
verbs (think, hope, feel, want, etc.) and some modeling from the teacher and stronger students, the class
wasableto produce apowerful written statement about war. Initially, classmembers spoke and listened.

L ater, thegroup writing was used for reading, fill-in-the-blank, and dictation activities.

Simple games such asbingo or concentration can be played to reinforce any set of wordsthat |earnershave
been working withinacontent unit. Community place namesor namesof states, presidents, or important
Americanscan be used instead of themore usua health, housing, and job vocabulary.

I ntermediate levels

Teacherscan deviseinformation-gap activitiesabout American culture and history. For example, ateacher
might writetwo paragraphs about thefirst Thanksgiving, controlling thelevel of vocabulary, structure, and
content of each paragraph to addressthe English level of eachindividual. Partner A readsthefirst paragraph
to Partner B. Partner B hasthe sametext minus certain wordsor phrases. (Theteacher would have deleted
certain structura words such as conjunctions, adverbs, and auxiliary verbs, and content words such as
pilgrims, Massasoit, and Plymouth.) Partner B listens, perhapsasking for clarification, and writesthe
missing words. Then Partner B readsthe second paragraph to Partner A who must listen, understand, and
writeadifferent set of wordsor phrases. Learnersabsorb the civics content and practicelanguage skillsas
they read silently and aloud, listen, write, and later compare notes.

For intermediate and advanced | earners, the World Wide Web can provide accessto real-life civics content
andreal-lifeuse of English. For example, learners—alone, in pairs, or in small groups—canresearch
different aspectsof their local government, read theinformation, make notes, and conduct adebate or give
ashort oral presentation to the class. Topicson alocal government Web sitemight includethefall leaf
collection schedule, online accesstothelocd library system, bicycle safety rules, or an explanation of the
local government system and officials. Learners can chooseissuesthat areimportant to them, accessthe
information they need, honetechnology skills, and be active participantsin their community, whileat the
sametimeimproving reading, writing, spesking, and listening kills.
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Advanced levels

Advanced English languagelearnersareusualy concerned about grammar, writing, and listening and speak-
ingincomplex or academic contexts. Attending and participatinginloca school board meetings, inviting
locdl officia sto speak to the class, and volunteering in community organizationsarewaysadvanced learners
can participatein the community whileusing and improving their communicative skills. Writing lettersto the
editor, emailing membersof Congressor the president, and researching and writing an essay about an
aspect of American history or culturearewaysto expand literacy skills.

A recent approach to language education, project-based |earning, appearsto be particul arly effectivefor
civicseducation. A project generally integrates speaking, listening, reading, and writing; incorporatesteam
work and problem-solving approaches; and encourages|earnersto engagein independent work that
requiresusing Englishin authentic contexts. (Moss& Van Duzer, 1998; REEP, 1997; Weingtein, 1999).
Projects can take place within one class meeting, over several weeks, or even becomethefocusof the
entireclass. Publishing learner writing in booksor on the World Wide Web, running | etter-writing cam-
paigns, and researching and reporting on class-designated topicsareall projects. Theimpetusto participate
inthe community can arisefrom aclassroom discussion or brainstorming session, anissueinaclass
member’slifeor onthe news, or an activity theteacher designswith learnersto helpthemuseEnglishina
community context.

Inthe Family Literacy and L earning Program of the Arlington Education and Employment Program (REEP),
learnersand teachers created an activity-and-col oring book about their community. Learnerswith diverse
language skillsaccessed information about their community and shared it with othersthrough the publication
of the book and a“ meet theauthors’ day at thelocd library (Greniuk, 1998). Theintermediate-level class
researched community information and designed the community book. Learnersdevel oped reading skills,
telephone communication skills, and language functionssuch asasking for clarification and negotiating with
oneanother. Thebeginning-level class copied and a phabetized important community resources(e.g., the
hospital and thelibrary) that theintermediate classhad investigated. The children and adultsin both classes
illustrated the book. The entirefamily literacy program was ableto learn important neighborhood informa-
tion, acquireand practicereal-lifelanguage skills, and offer aresourceto their community.

In Dover, New Hampshire, an ESL classwroteand published asurvival guidefor adult immigrantsthat
discusses such topicsasthe difficulty of making friendsin the United States, thefact that Americanswill
often goto work whenthey are sick, and theimportance of keeping to aschedulein thiscountry. Theclass
shared the book with native English speakersin an Adult Basic Education (ABE) class (Hutton, 2000).

A North Carolinaeducator hasdevel oped acourse outlinefor beginning-level learnersinacivicseducation
program that uses photography. L earnerstake picturesin their communitiesto reflect their identity, the
communitiesthey bel ong to, placesin thecommunity they feel are accessible or not, and placeswherethey
feel comfortable and accepted or not. They will usethese photographstotell storiesabout how they can
protect or exercisether rightsascommunity membersor citizens. Thelearnersmay aso interview aperson
intheir community whom they believeto beactive or aleader (L. McGrail, personal communication,
September 2000). Learnerswill not only practice communicative skills, but will also learn how to express
opinionsabout important community iSSues.
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What resources are available for civics education?

Immigrants seeking citizenship face many challenges. Theseincludefrequently changing lawsand proce-
dures, bureaucratic and el ectronic del ays, backlogs of applicants, and both thelack of English skillsand the
lack of timetolearn. Asaresult, someadult ESL teachers, particularly thoseteachingin specially desig-
nated citizenship classes, may focus on devel oping the English skillsand civicsknowledge required to pass
theU.S. Immigration and Naturalization Service (INS) citizenship test. INS maintainsan informationa Web
stefor thegenerd public, (http://www.ins.usdoj.gov/); learners, however, may havedifficulty understanding
the English used onthe site. Someresources, such asapplication forms, can befound onthesite.

For suggestionsfor classroom activitiesand resourcesto prepare learnersto takethe citizenship test, see
Citizenship Preparation for Adult Learners(Nixon & Keenan, 1997). In addition, theresourceslisted at
theend of thispaper will assst practitionersin offering civicsinstruction.

TheNationa Institutefor Literacy (NIFL) hasrecently funded an ESL and civics education special collec-
tionfor theWeb aspart of itsSLINCS system. Thesite, which will be at http://literacynet.org/ed, will provide
teacher resources.

What is needed for English language/civics education to be successful ?

Thelargenumber of English languagelearnersin adult education programs, aswell asnew fundinginitiatives
fromthe U.S. Department of Education, have heightened interest in theintegrating of language devel opment
with civicseducation. Materialsand resourceswill beidentified and created. For thisinitiativeto be suc-
cessful, however, training for teacherswill be needed both on what to teach and how to teachiit.
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Content Framework for the EFF Standards

R

)

Inorder tofulfill respongbilitiesas parents/family members, citizens'community members, and workers,

adultsmust beableto:

M eet These Four
Purposes

Access
To information so adults can
orient themselvesin the world

Voice

To be able to express ideas
and opinions with the
confidence they will be heard
and taken into account

Independent Action

To be able to solve problems
and make decisions on one's
own, acting independently,
without having to rely on
others

Bridgeto the Future

Learn how to learn so adults
can keep up with the world as
it changes

G-12

Accomplish These Common

Activities

Gather, Analyze, and Use
Information

M anage Resources

Work Within the Big
Picture

Work Together
Provide Leadership
Guide and Support Others

Seek Guidance and Support
From Others

Develop and Express Sense
of Self

Respect Others and Value
Diversity

Exercise Rights and
Responsibilities

Create and Pursue Vision
and Goals

Use Technology and Other
Toolsto Accomplish Goals

Keep Pace With Change

Demonstrate T hese Skills

Communication Skills

Read With
Understanding

Convey ldeasin Writing

Speak So Others Can
Understand

Listen Actively

Observe Critically

Decision-M aking Skills

Use Math to Solve
Problems and
Communicate

Solve Problems and
M ake Decisions

Plan

Interpersonal Skills

Cooperate With Others
Advocate and Influence

Resolve Conflict and
Negotiate

Guide Others

Lifelong L earning Skills

Take Responsibility for
Learning

Reflect and Evaluate
Learn Through Research
Use Information and

Communications
Technology
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Content Framework for the EFF Standards

The EFF Content Framework includesthreerole maps. The EFF Role M aps describe what adults do when
they areeffectiveinther roles as parents/family members, workers, and citizens'community members. EFF
devel oped therolemaps, in 1996, by asking adultsfrom many different walksof lifeto describewhat they
needed to beableto do tofulfill theseroles.

Each rolemap includesthefollowing parts:

A key purposeor central aim of therole.
Broad areas of responsibility that arethecritical functionsan adult performsto achievetherole's
key purpose. Thebroad areas of responsibility provideabig picture of what adultsneed todoto be
effectiveintheroles.
Key activitiesthat further definethe broad areas of responsibility. Each key activity involvesa
category of activity, composed of arange of tasksperformed in avariety of situationsover time.
Thekey activitiesdescribe what adultsdo in ageneric way, leaving roomfor cultural andindividual
vaidion.
L ater, roleindicatorswere added that describe successful performance of key activities. Theroleindicators
help clarify what knowledge and skillsto look for to seewhether an activity isbeing performed well.

Therolemapsareasimpletool adults can useto assesstheir own skillsand abilities, and to deter-
minewhat knowledge, skills, and new understandingsthey need to devel op - and why.

Therole maps provideacommon language and acommon framework that multiple customers of
theadult learning system can useto organize and assess curriculum and instruction, and to chart
student progressin gaining necessary knowledge and skills.

Thedevelopment of the EFF Role Mapsismorefully described in Section 5 of the EFF Research Report:
Building the Framework, 1993-1997 (Merrifield, 2000).

Source: LINCSEFF Specid Collectionwebsite: hitp://Aww.nifl.gov/lincs/collectiong/eff/eff_roles.html
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@

Emipped Effective citizens and community members take informed action to
frve future make a positive differencein their lives, communities, and world.

road Areas of Responsibility
’ — o (o

Citizen/Community Member Role Map

ecome and Stay Form and Express | Work Together TakeAction to
nfor med Opinionsand Ideas | Citizens and community | trengthen
itizensand Citizens and membersinteract with | Communities
ommunity members | community members | other people to get Citizensand
ind and use develop a personal things donetowarda | CoMmunity members

exercisetheir rights
and responsibilities as
individuals and as

voice and use it
individually and asa
group

nformation to identify
nd solve problems
nd contribute to the

common purpose

G-14

ommunity _merrbers of groupsto
improve theworld
around them
ey Activities
»  ldentify, monitor, Strengthen and Getinvolvedinthe |+« Helpyoursef and
and anticipate express a sense of community and get others
problems, self that reflects othersinvolved » Educate others
community needs, personal history, Respect othersand | «  Influence decision
strengths, and values, beliefs, and work to eliminate makers and hold
resources for rolesin the larger discrimination an them accountable
yourself and others community prejudice * Provide leadership
»  Recognize and Learn from others Define common within the
understand human, experiences and vaues, visions, and community
legal, and civic ideas goals
rights and Communicate so Manage and resolve

responsibilities for that others conflict
yourself and others understand Participate in group
»  Figure out how the Reflect on and processes and
system that affects reeval uate your decision making
an issue works own opinions and
»  ldentify how to ideas

have an impact
and recognize that
individuals can
make a difference
Find, interpret,
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I ntegrating Technology into the ESOL Classroom: How do | use computer
resour ces?

1. Integrating Technology in the ESL Classroom
2. Using Software in the Adult ESL Classroom
3. Using the World Wide Web with Adult ESL Learners

4. Teaching ESOL Using Word Processing: A Communicative
Approach
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ﬂ Integrating Technology in the ESL Classroom
Jane Roy

I nstructional technol ogy includeseducational software, such as, the Oxford Picture Dictionary CD-ROM,;
using computer programs, such as, Word or Excel; the Internet; and TV/video. Itisplaying anincreasing
roleinthe ESL classroom; however, there has been little research on the effectiveness of technology in
classroomlearning (Cromley, 2000; Rosen, 2000). Thefollowing information gives someguidanceon using
technology and highlights someissuesto takeinto consideration.

Technology used inthe support of teaching and learning fallsinto two main approaches:
Instructivist wherelearners use computer-assisted instruction, such asdrill and practice software,
to acquireknowledge and skills. It can a so include teaching learners how to use computersastools;
and
Congtructivist inwhich learnersconstruct knowledge by actively connecting and assimilating new
informationinto their existing knowledge structurethrough proj ect-based or student-centered
learning; itinvolvesasking aquestion, researching it, publishing theresults, and presenting them
(Rosen, 2000).

Both approacheshavevaueinthe ESL classroom and teachers often use acombination of thetwo to
enablelearnersto acquireaspecific body of content and skillsand to engagelearning in meaningful and
motivating contexts (Rosen, 2000). For anillustration of the use of both approaches, read thefollowing
article Teaching ESOL Using Work Processing: A Communicative Approach by Steve Quann & Dianna
Sain.

Key e ementsof the successful use of technology inthe ESL classroom include:
customized learning to meet student needsand interest;
studentsperformred-lifetasks;
student collaborate and interact with others (Cromley, 2000); and
work inthelab should bealogical and necessary extension of thework inthe classroom, rather
than aseparate class (Sladkova, 2001).

Challengesexist inintroducing technology into aprogram and the process should therefore be carefully
planned and supported. The hardware should be functioning and well maintained. Staff should be provided
with support and development; idedlly aningtructional technol ogy expert should work with teachersto help
them learn new software applications, work with teachers on devel oping |esson plansusing computers, and
generate excitement about computers (Sladkova, 2001).

For commonly used ESL websitesrefer to pages B-7 and B-8inthe ESL Starter Kit. Alsogotothe
Literacy Information aNd Communication System (LINCS) ESL Specia Collectionsteacher /tutor literacy
resources on using technology - hitp://literacynet.org/ed/tt-a2.html and the student/learner resources- http://
literacynet.org/ed/studentlearner.html.
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ERIC

Q& A

Using Software in the Adult ESL Classroom

National Center for ESL Literacy Education (NCLE)

by Susan Gaer
SantaAnaCollege, School of Continuing Education

Inthelast decade, the number of K-12 classroomsusing computersand software hasrisen steadily. Inthese
classrooms, computer useisso pervasivethat, according to researcher Eric Plotnick (1996), “ virtudly every
student in aformal education setting has accessto acomputer” (p.1).

The above statement cannot yet be made about adult education programs, especially programsfor adults
learning English asasecond language (ESL) which are often underfunded and operate with limited re-
sources (Florez, 1997). However, increasingly, adult ESL |earners do have accessto computers, whether it
isinalanguagelab once or twiceaweek or in the classroom. For teachers of those learnersthe question
now isnot whether to use computers and software but how. ThisQ & A isan overview of typesof ESL
softwarewith guidelinesfor the appropriate use of softwareintheadult ESL classroom.

What typesof softwar ear eavailable?

Thereisavariety of ESL software now used in adult ESL instruction. Some of thesetypesaredrill and
practice programs such asthe Oxford Picture Dictionary CD-ROM (1997); tutorialssuch as Typing Tutor
7.0(1996); smulationsand gamessuch as Triple Play Plus (1995); problem-solving programssuch asA
Day intheLife (Penn State University, 1995); courseware (softwarethat isdevel oped asan entire course
and has accompanying print materia sand assessment tools) such asEL LIS (English Language Learning and
Instruction System) (1997); and productivity tools such asword processing programs, databases, spread-
shests, graphics, and desktop publishing programs. Thereare a so communicationstoolssuch asthe

I nternet—aterm used to describe the hundreds of thousands of computersthat are connected by anetwork
of wiresand satellitesall over theworld—and video conferencing—using avideo camerato connect, chat,
and collaborate over thelnternet. Thisarticlewill not discussthe use of the Internet or video conferencing.
Using theInternet in the classroom with adultslearning English asasecond languageisatopic that needsto
beexploredin depthinitsown forum.

What kind of software isappropriate for adult ESL classrooms?

Some educationd softwareisdesigned specificaly for ESL. ThisincludesESL publisher softwareand

courseware. ESL publisher software accompaniesatextbook such as Oxford Picture Dictionary CD-ROM
(1997) and Azar Interactive (1997). Whilethistype of softwareisrelatively easy tointegrateinto classroom
objectives, quite often much of it isno different from the book it supplements, and it generally doesnot take
advantage of the s multaneous sound, video, and text accessoriesavailable on computers. Courseware such
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asInvest Destinations (1997) on the other hand, isdesigned to be used asa courserather than to supple-
ment one. It usesall the accessoriesavail able on computers. However, most coursewareisexpensiveand
dlowsfor littlevariety inthecurriculum.

Some software programsare designed for usewith K-12 school children but are appropriatefor adult ESL
learnerssuch asthe Living Books Series (1997) and Spell it Deluxe (1997). Othersare designed for genera
information gathering such asMicrosoft Encarta98 Encyclopedia (1998).

Aswithany ESL materials, beforeusing any software programinthe classroom, itisessentia to evauateits
potentia usefulnessfor aparticular class. For example, inafamily literacy class, Living Books(1997) might
be appropriateeventhough itisdesigned for children. In other situations, asel ection of children’sstories
could be demeaning. Further, many software packages designed for K-12 schoolsutilizealarge vocabulary
and requireextensivereading ability and familiarity with conceptsthat are appropriatefor junior high stu-
dentsbut not for adult ESL learners. However, just asauthentic text isvauablein an ESL classroom,
authentic software can a so be used in the classroom. Authenti ¢ software can teach vocabulary and provide
content information in ahigh-interest format. With content preparation, somegeneral educational software
packages, such asencyclopedias (Brittanica, Comptons, Microsoft Encarta, and World Book) health CDs
such asBodyworks 6.0 (1998) and travel CDs such asthe Nationa Geographic CD-ROM (1997) can be
extremely valuableinan ESL classroom. For example, when using Microsoft Encartawithaunit onMartin
Luther King, Jr., theinstructor could prepare studentswith avocabulary devel opment worksheet including
suchtermsas“racism” and “equal rights.” Theinstructor could also copy photographsfrom the CD for use
indiciting vocabulary or experiencesfrom the students.

How do | select softwar efor the classroom?

In selecting softwarefor useintheadult ESL classroom, teachers need to consider how software can help
them meet their objectives. Some questionsto look at in evaluating the softwareinclude:

1. What isthelanguage difficulty level ? Language difficulty can beassessed by familiarity of content to be
learned, concreteness of the concepts being presented, and grammatica complexity of thelanguage used.

2. Doesthelanguage and content reinforcemy curriculum?

3. How easy isthe softwarefor the studentsto use?Isit easy to move from pageto page or arethe buttons
hidden on the screen?Isit easy to recognize what particul ar task the student needsto do or must the
student guess?

Teachersalso need to look at what equi pment they have and theamount of timethey haveto learn how to
usethe software. Most publishersand software companies have demonstration versions of softwarethat
they will send out for preview. Teachers can d so attend conferenceswhere publishersare exhibiting their
software. Conferencesusually have computer roomswith software availablefor preview.

If acomputer systemison anetwork, it isimportant to talk to anetwork administrator before purchasing
andingaling any software. If softwareisinstalled incorrectly for that particular system, it could causethe
entiresystemto crash or fall.

Findly, priceand the ability to integrate the softwareinto the curriculum must be considered. Publisher
software, drill programs, problem solving programs, and productivity toolssuch asword processing pro-
gramsarerelatively inexpensiveto buy and relatively easy tointegrateinto the curriculum. Aswasdiscussed
above, coursawareisusualy expensiveand alowslittleroomfor variety inthecurriculum.
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What kind of technical expertise do | need?

To usethe software effectively inthe classroom, theinstructor or admini strator should understand theterms
that are defined bel ow. Information on these and other computer terms can be found on the World Wide
Web at http://www.g rcomputer.com/glbody.htm.

1. Operating system- An operating system isasoftware product that controlstheway acomputer looks
and feelsto someoneusing it. The operating system (abbreviated as OS) actsasan intermediary between

theuser and the computer’ shardware. The basi c operating systemsat thetime of publication of thisdigest
include Macintosh OS, Windows 3.X, Windows 95, WindowsNT, and DOS.

2. Megahertz- The speed of acomputer ismeasured in millions of cycles per second, or megahertz (Mhz).
Currently, clock speedsrangefrom 100 to 200 Mhz. Generally, the higher the clock speed, thefaster the
computer will operate.

3. RAM (Randomaccess memory) - Datamay be stored or retrieved from thistype of memory. When
peopleask “ How much memory doesthe computer have?,” they areusually referring to theamount of
RAM insidethe computer. RAM ismost commonly stored on removable chips.

4. Hard drive - People often confuse hard drive space and memory (RAM). The hard driveisadevicethat
storesinformation inside the computer. The hard drive can bethought of asacloset andtheRAM as
desktop space. Themore room on the hard drive, the moreinformation the computer can storefor use
when needed. Themore RAM or memory the computer has, the more desktop space the computer has.
Thusacomputer with alot of RAM can have several software programsopen at the sametime.

5. Color monitor - Monitor quality ismeasured interms of how many pixels (tiny dotsthat make up an
image) can bedisplayed on the computer screen. Thisquality isknown asthemonitor’sresolution. The
more pixels, the clearer theimage on the screen. Earlier computers could handle only afew colorsonthe
screen and were low to retrieveimagesfrom the hard drive. Most new computers now have Super Video
Graphic Adapter (SVGA) monitorsthat can display up to 256 colorsand operate quickly. If an older
computer isheing used, it may not be ableto operate some software programsthat require the SVGA
monitor.

6. CD-ROM drive- Thisisacomputer devicethat readsvisua and audio datastored on acompact disc. If
the computer hasaCD-ROM, it can play musicjust asan audio CD player does. The speed at whichthe
information comes up on the screen depends upon the speed of the CD. Speedsrun from thevery ow rate
(2x) to arate morethan 20x at time of publication of thispaper.

7. Sound card - The sound card isametal card insidethe computer that allowsthe computer to make
sound. A pair of speakersare attached to the sound card. Different computersuse different sound cards, so
the software used must be compatiblewith the sound card inthe computer. If it isnot, the user may be
unableto have sound on the computer.

8. Mouse- A mouseisaninput devicethat takesthe place of somekeyboard functionsand canbeusedin
addition to akeyboard. The mouseisused widely in most Macintosh- and Windows-based systems.

9. Cursor - Thecursor isablinking light or mark on the computer screen that indicateswheretheuser ison
the compuiter.
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How can | integrate the software into instruction?

Thefollowing example showshow the use of asoftware program could integrate with other instruction inthe
classroom. Inaunit on grocery store shopping, theinstructor might want to develop alessonon using
coupons. Firgt, theinstructor could use achapter from the textbook introducing thetopic. Thenthe students
could do aunit from asoftware product on shopping and coupons such asNeighborhood Life (1996).

After completing the software activity, theinstructor might have studentsclip out coupons, go to the super-
market and find the products, then come back and devel op aspreadsheet on theitem, original price,

coupon price, and total savings.

Thegrouping of thestudentsin relation to the computer isimportant tointegration of the softwarewith the
instruction (Hubbard, 1996). Softwarethat supportsdifferent groupingsisdesirableasitisunlikely that
therewill be enough computersin the classroom so that each student has one. Pairing up to usethe compuit-
erswill probably be necessary. Thereisvalueinthispairing up, however, asthis can encourageteamwork,
problem solving, and collaboration among the students—communi cation skillsthat are needed intoday’s
workplace.

Many classes might go to acomputer [ab for instruction. Intheselabsthere can be dmost any type of
computer from state of the art totheearly Applells. Any type of computer can be used to help students
learn. On the oldest model s, theword processor isuseful for student writing and sentence structure work.
Theremight even besomedrill programsavailablefor individual work—something many studentswho
craveformal grammar practice consider valuable. However, athough computers can be used for individua
and saf-study work, their useismaximized by having studentsdo collaborativework onthem. At most, 15
minutes of solitary individual work should beusedina50-minute period.

How can | follow up the softwar e activities?

Just aswith any ESL lesson, afollow-up activity iscrucia to hel ping studentsincorporate thelanguage or
skillslearnedto their everyday life. Onefollow-up activity isto discussthelanguage or vocabulary usedin
the software. Another isto ask studentsto eval uatethe activity using achecklist or by writingasummary of
theactivity. If the software provided asimulation or apractice activity of acompetency such asshoppingin
asupermarket or visiting the doctor, an actual field trip can betaken or arole play can be performed. If the
obj ectivewasto practice acertain grammar point, asmall quiz or written exercise can be devel oped to
demongtrate student understanding of the concept. Another way of following up with software materia isto
usethe concepts presented in the software asabasisfor agroup project or asthe theme of anindividual
writing project. Students could research atopic of interest either onthe Internet or in asoftware program
such asthe Grolier MultimediaEncyclopedia, Deluxe Edition (1998) and writeasummary of what they
learn.

How do | prepare my studentsto use the specific softwar e?

After linking the software to program objectives, it isimportant to introduce the softwareto learners.
Educators (Askov & Clark, 1991; Hedl ey, 1995; Hubbard, 1996; Huss, Lane, & Willetts, 1990; Huss-
Lederman, 1995) give suggestionsfor using softwarewith adult ESL |earners. Someof their suggestionsare
included bel ow.
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Since each software program hasadifferent layout, students must become comfortabl e using each individual

program. Asmany adult education programsare open entry/open exit, amethod for continually updating
new students about software useisneeded. To dothis, teachers can designate certain studentsto be
responsiblefor training other studentsto use specific software. For example, one student might bean

| nternet expert whileanother might bein charge of showing othersthetyping tutorial. Accordingto David
Rosen, Director of the Adult Literacy Resource Ingtitutein Boston, instructors may want to go sofar asto
train somestudentsto install software. Thiswill allow them the opportunity to get “ comfortable under the
hood” (persona communication, November, 1997).

In additionto preparing studentsfor actualy using the software, it isimportant—as has been mentioned
above—to pre-teach the vocabulary and content. If, for example, asection of Community Exploration
(1995) on the hospital hasbeen selected to supplement aunit on health, the teacher can preparethe stu-
dentsfor thevocabulary they aregoing to learnin that section.

Whenworkingin groupswith software, aswith other languagelearning activities, theteacher will probably
want to model the stepsfor using the software. Students can write down the stepsfor using the program as
theteacher model sthese steps. Roles may be given to each student in each group. For example, onelearner
may be akeyboarder, the person who types; another might bethe activity master, the person who handles
the paper that describesthe stepsof the activity; athird might be the discussion gatekeeper, the person
who hel psstudentstalk about the activity in English; and afourth might be thetimekeeper, the personwho
isincharge of managing thegroup’stime.

Conclusion

Robert Bickerton, Director of Adult Education for the state of Massachusetts, has said that for every dollar
spent on computers and software, another dollar should be spent on staff devel opment (personal communi-
cation, January, 1998). If practitionersareto use software appropriately asdescribed above, itiscrucia
that staff devel opment activitiesfocus on hel ping teachers master thetechnol ogy, giving themtimeto famil-
iarizethemsalveswith avariety of software packages. Further, along with staff devel opment, adequate
technical support isessentid.

AsMark Warschauer (1996) has pointed out, “ Aswith theaudio languagelab ‘revolution’ of 40 yearsago,
those who expect to get magnificent resultssimply from the purchase of expensive and elaborate software
systemswill likely be disappointed. But those who put computer softwareto usein the service of good
pedagogy will undoubtedly find waysto enrich their educational program and thelearning opportunitiesof
their students’ (p. 11).
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Using the World Wide Web with Adult ESL Learners

by Kathleen Flannery Silc
FallsChurch, Virginia

Developed for the military and adopted by universitiesasamedium for research, the I nternet—anetwork
that linkscomputersall over theworld—isnow used widely by businesses, educators, government staff,
and individuasfor information gathering, entertainment, commerce, and communi cation. Much hasbeen
written about the use of I nternet technologiessuch ase-mail, listservs, bulletin boards, and newsgroupsin
English asasecond language (ESL) and foreign language classroom (L eloup & Ponterio, 1997;
Warschauer, 1996). However, another feature of the Internet, the World Wide Web, isal so an excellent
sourcefor authenticlanguagelearning experiences.

Thisdigest presentsreasonsfor using World Wide Web activitiesin adult ESL instruction, addressesthe
issueof preparing learnersto usethe Web, and suggests activitiesthat use authentic learning experiencesto
enhanceskills.

Skills Developed through the World Wide Web

Websitescover awidevariety of topicsand interestsincluding health, entertainment, news, and sports.
Thesestesprovideinformation withwhich learnerscaninteract in order to build basiclanguageand em-
ployability skills.

Language kills

A number of websiteswere created especially for Englishlearnersand contain exercisesin grammar,
vocabulary, writing, or reading (e.g., LinguaCenter Grammar Safari http://dell.lang.uiuc.edu/web.pages/
grammarsafari.html; Frizzy University Network (FUN) http:/thecity.sfsu.edu/~funwel/; Weekly Idiom http://
www.comeni us.comvidiom/index.html; and Grammar Self Study Quizzesfor ESL Studentshitp:/
www.aitech.ac.jp/~ited]/quizzes/index.html). Other ESL stesprovidepracticeinlistening (e.g., Randal’s
ESL Cyber Listening Lab http://www.ed|ab.com; and Dave' sESL Cafe http://www.ed cafe.com/).

Todeveop reading skills, learnersempl oy skimming and scanning skillsto find theinformation they need.
Hyperlinked menus—wherereadersclick on highlighted words, phrases, or imagesand moveto another
section of the page or site—facilitate the use of these skills. Web reading includes both proseliteracy
(narrative) and document literacy (chartsand graphs). Instructors can introduce learnersto sitesthat may be
relevant to course content and persond interests. Since most English language websitesarewritten for
English speakers, thelanguage may be more appropriatefor intermediate and advanced learners. However,
if instructors choose websitesthat include graphicsand pre-teach the vocabulary, evenlearnerswith limited

English can take advantage of the \Web resources. 411
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Writingisanatura responseto Web reading aslearnersrespond to articles, request further information on
topics, register complaints, and provideinformation about themselves. Websites prompt learnersto com-
pleteforms, send e-mail messagesto political representatives, request information ontravel destinations, and
writecommentsfor bulletin boards and guest books. Engaging in these authentic tasks make writing mean-
ingful. Thelargeamount of information available onthe Web requires|earnersto synthesizewhat they have
read asthey write reports and opinion piecesand make ora presentations. Individualscan also createtheir
ownwebsitesasaway to publishtextsand projects.

Studieshave shown that computers can also facilitate ora communication between learners. Learnerswant
totalk about their research and what they arelearning. One study reported that communi cation occurred
among studentswhen they were using computersbothindividually or ingroups(DeVillar & Fdtis, 1991).
TheWeb al so makesit possibleto listen to newsbroadcasts, historical speeches, and films. These sound
filescan easily bereplayed asneeded for comprehension.

Employability Skills

Employability skillsarethe skillsneeded tofind, get, and keep ajob. The SCANS Commission (Secretary
of Labor’sCommission on Achieving Necessary Skills) namesthefollowing skillsrequired for effective
workplace performance—threefoundationa skillswhichinclude basic skills(reading, writing, speaking,
listening, mathemeatics), thinking skills (crestivethinking, reasoning, decis on making, problem solving,
representing information, learning how to learn), and persond qudities(individua respongbility, self-esteem,
sociability, self-management), and five workplace competencies (use of resources, interpersona skills,
information, systems, and technology) for solid workplace performance. (U.S. Department of Labor, 1991).

Many of these skillsare addressed in well designed Web-based |essons. For example, effective use of the
Web requiresskillsin problem solving, aslearners need strategiesto sort through the flood of information.
Theanalyzing and evaluating of information that |earnersmust do to separate the wheat fromthe chaff is
similar to what employeesdo at today’ sworkplace asthey gather information from remote sources (Dede,
1996). Projectsthat requirelearnersto use the Web to gather information about specific topics(e.g., hedlth
insurance) provide practicein many SCANSworkplace competencies. If learnerscan work inteamson
these projects, they will have experience working cooperatively, solving problemsasateam, and coming to
aconsensus. Further, using theWeb in theadult ESL classroom giveslearnersopportunitiesto “ develop
technology skillsand experiencesin contextsthat are ssimilar to thosein which technology isused outsidethe
classroom” (Ginsburg, 1998, p.42). Learnersbecomefamiliar withtechnology asthey usethemouseto
point and click and navigate from screen to screen. I consthat were once unfamiliar now have meaning that
will transfer to avariety of computer gpplications. Aslearnerstypeinformationinto onlineforms, they
improvetheir keyboarding skills.

Preparing Learnersfor Searching the World Wide Web

Preparation can turn an overwhel ming experienceinto amanageabl e one. L earnersshould beintroduced to

the use of the mouse, the browser, and the modem or I nternet connection. A lesson in how to useiconsand
amousewill makelearnersfee more comfortable asthey approach the World Wide Web. If they have used
computersbeforefor word processing, they may aready befamiliar with many computing conventions.
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Oneof the greatest challenges of searching the World Wide Web isfinding appropriateinformation. A
lesson on Web searching will givelearnersmore control over the process. Thislesson shouldinclude
brai nstorming keywords and concepts, adj usting these terms as needed, using search enginessuch as
Yahoo, HotBot, and AltaVista. L earners can keep logsto seewhich keywordsyield the best resultsfor
particular searches. (See Cowles, 1997, for lesson ideas on Web searching.)

Because Web-based materia sare not necessarily accurate or truthful, Web searching can also help learners
developtheir critical literacy skills. Learnerscan betaught to consider the source and question theveracity
of what they read, acritical lessonin an agewhen tabloidsand even legitimate news outlets print storiesthat
arenot completely true. Guidelinesand criteriafor eval uating the accuracy and quality of theinformation at a
given website can befound at Kathy Shrock’s Guidefor Educators (http://discoveryschool .com/
schrockguide/) andin Cowles(1997).

Finaly, learnersshould be prepared for the possibility that, because the Web isan uncensored medium,
searchingit canyield unwanted results. Sites containing pornographic photographsand videos may appear.
If found, these sites can stimul ate class discussions about freedom of speech, whether or not children should
have unlimited accessto the Web, and whether public librariesand school s should allow censorship.

Procedure for a Web-based ESL lesson

Web-based activitiescanincludedectronic field tripsto museumsand historical sites; comparison shopping
online; and findinginformation about health, homebuying, and travel. However, aswith any language
teaching tool, there must be clear objectives, focused activities, and evauation. Therearethree essentia
Stepsfor Web-based activities:
Preparelearnersfor theactivity. Ask learnersto define aproblem and then identify possiblesitesor
sourcesthat may containinformationthat will help them to explorethat problem. Be surethat
learnershavefamiliarized themsalveswith the use of search engines. Brainstorm keywordsto be
used inthe search. Be surethat learnersknow how to usethe browser and hardware (such asa
CD-ROM drive) or software (such as Sound Card) that might be needed for audio or video.
Establish how learnerswill record theinformation. Will they print pages, makenotes, or completea
survey form?How much informationwill beenough?
Performtheactivity online. L ocate the sources and gather therel evant information from each
source.
Processtheinformation. Ask learnersto organizetheinformation collected from multiple sources.
They may present thisinformation inan agreed upon format. Havelearnerseva uate theinformation
gathered aswell astheinformation gathering process.
Thefollowingisan example of aWeb-based | esson adapted from Bogarde (1995). Although written for K -
12 learners, thelessonisaso useful for adults, especidly if theanalysisand eval uation of both the product
and the processisstressed.

Sample Lesson: Monitoring the Weather

To preparelearners, review weather expressions (e. g., hot, cloudy, rainy). Teach or review the
formulafor converting Fahrenheit and Centigrade temperatures. Choosethe citiesthat the classwill
monitor and locate them on the map. Decidewhether to monitor the weather daily, weekly, or
monthly. Ask learnersto suggest some Web sourcesfor weather or brainstorm somekeywordsfor
finding weather sitesthrough asearch engine. Decidewhat informationwill betracked (e.g., tem-
perature, precipitation, or other conditions). Record theinformation on achart in the classroom;
groups may chooseto keepindividual chartsfor different cities.
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To performtheactivity online, haveindividuasor groups search for weather sitesthat contain
information on the selected citiesand record thisinformation.

To processtheinformation, learners can organize theinformation they have gathered and make bar
chartsand graphsthat illustrate thetemperature or rainfall for each city. Ask learnersto evaluatethe
variousweather sitesthey used. Were some better than others? Why? Ask learnerswhat part of the
activity they would have changed. Wasthe process appropriatefor their product?

Conclusion

TheWorld WideWebisanimmenselibrary of authentic materialsfor thelanguagelearning classroom. With
careful planning, adult ESL instructors can usethe Web in the adult classroom to help preparelearnersfor
theworkforce, tointroducethem to American culture, and to hel p them improvetheir Englishlanguage
ills

References

Bogarde, E. (1995). Enhancing aweather lesson: Using the World WideWebin K-12 languageclasses. In
M. Warschauer (Ed.), Virtual connections: Online activities and projects for networking language
learners(pp. 315-317). Honolulu, HI: Second Language Teaching & Curriculum Center, University of
Hawali.

Cowles, S. (1997). Teaching and learning with inter net-based resources. Literacy Leader Fellowship
ProgramReports, 111 (2). Washington, DC: Nationa Ingtitutefor Literacy.

Dede, C. (1996). Emerging technol ogiesin distance education for business. Journal of Education for
Business, 71, p.197.

DeVillar,R.A., & Fdltis, C. J. (1991). Computersand cultural diversity. Albany: State University of New
York Press.

Hopey, C. (1998). Technology. basic skills, and adult education: Getting ready and moving forward.
ERIC Information SeriesNo. 375. Columbus, OH: ERIC Clearinghouse on Adult, Career, and Vocationd
Education.

LeLoup, JW., & Ponterio, R. (1997). Inter net technol ogies for authentic language learning experi-
ences. ERIC Digest. Washington, DC: ERIC Clearinghouse on Languagesand Linguistics.

U.S. Department of Labor, The Secretary’s Commission on Achieving Necessary Skills. (1991). What
work requires of schools: A SCANSreport for America 2000. Washington, DC: Author. (EDRSNo. ED
332 054)

Warschauer, M. (1996). Comparing faceto face and el ectronic discussion in the second language class-
room. CALICO Journal, 13(2), pp. 7, 26.

H-14



ESOL Sarter Kit

Teaching ESOL Using Word Processing: A Communicative Approach

by Steve Quann & Diana Satin
In Focuson Basics Val. 4, | ssue C, 2000, World Education/NCSALL : Boston, MA

Atfirst, weintroduced the use of computersto our English for speakersof other languages (ESOL ) classes
withlittleforethought. We saw computerssimply asthe meansby which students could launch educational
software, and asatool they could useto create resumesand cover letters. Aswe sought waysinwhichto
integratetechnology into our courses, wefound that whilelearnerswere mastering the basics of word
processing, using computers hel ped them in many aspects of language development. Despitetherangein
our students' language abilities, common principlesemergedinthevaueof computersto their education.

We began tointegrate technology into ESOL when Stevetaught anintermediate ESOL classin 1996 at La
AlianzaHispanain Roxbury, MA. Fourteen recently purchased Pentium computers sat ready to be utilized
inanewly created computer lab. Steve himsalf wasnot very comfortablewith computers. Hewaslearning
Microsoft Word, having previoudy used WordPerfect, but he was enthusi astic about augmenting hisclasses
and bringing new technol ogy to hisstudents. Themgjority of program participants camefrom either Latin
Americaor Cape Verde, and had varied educational backgroundsand levelsof computer experience. Most
had attended high school intheir homelands; afew students, athough more advanced in their oral English,
had had very littleor noformal schooling.

Some students knew the basi cs of computing while one or two had never even touched acomputer. Most
of thelearnersrequired instruction in and practicewith introductory computing skills: turning the computer
on and off properly, using the mouse, and keyboarding. Steveredized that al students needed to become
somewhat proficient inthese areasbeforethey could adequately utilize educationa software, navigatethe
Internet, or do any basic word processing.

Atfirst, Steve saw hisroleascomputer instructor: teaching computer basicswithout integrating much, if any,
languagelearning. Later, after heintroduced the classto language-learning software, sudentsinitially were
very excited, but the enthusiasm soon diminished markedly. He surveyed the classasto why they nolonger
wanted to go to thelab for asmuch time asthey had before. The studentsresponded that they felt that
computerswereinteresting and helped in their practice of vocabulary and grammar. Yet, most said, they
werecoming to classprimarily to interact with each other and not with acomputer. Their ultimate goal was
to speak English, and the morethey went to the computer | ab, theless opportunity they had to practice
conversation.

Pair Approach

Steve honored their wishes about reducing thetime spent in the computer lab, but wondered how they
could take advantage of thetechnology inlessthan one hour aweek. He began to explore new waysto
utilizethe computers. Sincetherewere not enough software CDsfor everyone, studentshad already been
sharing compuiters. If they continued to share computers, they could work on alanguage activity for pairsof
learnersthat hewould have normaly used in the classroom. They could achievetheir god of interacting with
each other rather than focusing on thetechnol ogy.
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Oneof Steve'sfirst pair-approach activitiesinvol ved atime-tested ESOL sentence-sequencing activity
caled agtrip story. Asused intheregular classroom, theteacher writesabrief story, putting each sentence
on aseparateline. The story isthen cut into stripsof paper, with one sentence on each strip. Next, the
teacher puts studentsinto groups and gives each group acomplete set of the scrambled strips. Learners
collaboratein creating acoherent story: they work onthe skill of sentence sequencingwhilea so practicing

speaking.

Steve saw how |earners could usetheword processing program’s Cut and Paste function to reorder the
sentences. Inthefirst part of the class, hetaught the students how to usethesefunctions. Thelearnersthen
spent therest of thetime on the communi cative aspect of the activity: working in pairsto decidethe correct
order of the sentences. Thiscombined language practice withinstructionin acomputer function. Stevedid
some pre-teaching activitiesto introduce the concept of Cut and Paste. He brought in scissors, paste, and
paper with sentenceswritten onit, and had students cut off onelinefrom the paper and changethe order of
sentences. Thisseemed to jump-start the learning process and hel ped studentsto understand thetask.
Halfway through the class, Steverealized that he should have started with areview of some of the prerequi-
stecomputer skills, such asclicking and dragging to highlight (select) text. Thisexperience confirmed that it
isjust asimportant to do awell-thought-out “ precomputer” activity beforeworking on anew computer skill
asitistodoaprewriting activity beforeworking on awriting piece.

Stevealso learned that it took moretimethan anticipated to demonstrate computer functions. At first he
spent alot of timerunning from student to student, hel ping each to get to the correct screen, whileothers
waited in frustration or went ahead and perhaps got lost themselves. Heredlized that itisagood ideato
make surethat each student movestogether with the class, and towait until everyone catchesup before
moving onto the next step. In other classes, hefound that thiswasespecialy important during the earliest
stages of computer use.

Steve' sprogram had purchased aprojection device, which he used to project theimage of hiscomputer
screenonthewall, for hisstudentsto view. Thisallowed learnerstointeract withinformationinthree
different ways. They heard the explanation, saw the stepsinvolved, and did what the Stevewasdoing ashe
gaveingructions.

Although many studentswere anxiousto learn word processing, Steve stressed that the primary focus of the
classwasnot computing; learnerswere engaged in acooperativelanguagelearning activity. They were
working on an English project and learning computing asatool . He encouraged studentsusing computers
by themselvesto lean over and work with the classmate next to them.

A week after being introduced to Cut and Paste, Steve's classwent back into thelab to createtheir own
sentence-sequencing activity. Most of the class needed more practice. Neverthel ess, they had achieved their
stated objective of increased conversation, and they were al so becoming comfortablewith the basics of
computing. By the end of the project, most studentsfelt that they werelearning to useatool that would help
them at work, home, and at school.
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Sentence Sequencing using Cut and Paste
Language Objectives: Reading, sentence sequencing, discussion.
Computer Prerequisite: Click to open documentson desktop, linereturn, highlight.

Preparation: Typeat |east five sentences, one sentence per line, into aword processing program, naming it
check. (Thiscanbeastory, arecipe, directions, or alist of historical eventson atheme or areaof interest
that the classisaready prepared to read about.) Then reorder it and nameit scrambled, saving both
documentson adisk. Load both documents onto the desktop of each student’scomputer. Prepare an
additional “short list” of wordsor sentencesto usein your initial demonstration of cut and paste. Bring
paper, scissorsand paste.

Activity:

Introducethevocabulary and conceptsof Cut and Pasteusing real itemssuch asscissorsand paste.
Review prerequisite knowledge such ashighlighting/selecting text aswel | asthetopic of thereading.
Onthe computer, demonstrate how to Cut and Paste using your “short list” document.

In groupsof two or more, students open thefile named scrambled.

After reading, studentsdiscussthe appropriate order of the sentences and usethe Cut and Paste
function to reorder them.

When each group isfinished, students discuss with thewhole classthe order they chose and why.
At thIS point they can check theoriginal document (the document named check). Asafollow-up project
and for thosethat finish early, have each student create hisor her own paragraph, reorder it, and havethe
classputitinan appropriate sequence.

Our Observations

Dianabegan to usethisapproach with her intermediate ESOL studentsat the JamaicaPlain Community
Centers Adult Learning Program (JamaicaPlain, MA). When less experienced computer userswere paired
with the more experienced, they could listen to the more advanced | earner giveingtructionswhile applying
them on the computer. The more advanced computer users could use English to communicate what they
knew, practicing commandsand bringing computer terminology into their working vocabulary. Students
incorporation of new vocabulary wasevident intheir improved ability to comprehend and follow instruc-
tions. Overall, those working jointly needed to ask Dianafewer questionsabout how to do the activity than
did thoseworking alone.

Aslearnersworked together on thelanguage aspect of the activity, they were also practicing grammar,
vocabulary, and other communication skills. Students' overall fluency roseasthey collaborated on group
projects. A colleaguewho observed aclass said he had never seen so much conversation in agroup activity
before. In both our classes, students' comfort and interest in working with computersgrew. Learners
independent initiativesinthelab indicated their growth in confidence. Studentsno longer waited to betold to
turn on the computer. Even before class started, they entered thelab, opened up programs, and began
practicing their typing. Peoplewhoinitially were not confident working with computerswere now more
eager to engageintheseactivities.
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Theexcitement and pride studentsfed isevident when they seethefinal draft of their writing projectscome
out of the printer. However, there are disadvantagesto using word processing in aproject. Studentsun-
skilled intyping are often hamperedintheir effortsto writetheir ideasdown fredly. Limited experiencewith
keyboarding and with using word processing functionsal so can lead to frustration when learners attempt to
make changesto their work.

Developing a Curriculum

Asweworked with our classes, we noticed that the students’ overall knowledge of computing had aSwiss
cheesequality toit: strong abilitiesand knowledge coexisted with surprising gaps. Wehad beenusing a
predominantly constructivist approach to technol ogy, inwhich thelearners constructed knowledge by
assimilating new experiences. The class decided on atheme, weintroduced the computer skill necessary for
aparticular lesson, and then learnersworked on discretetasks, group activities, and writing projects. We
had not considered the sequence of the computer skills needed to compl etethetask. For example, when
learnerswereready to create afinal written product, we needed to teach such skillsas how to make capital
|etters, format and edit documents, and save them. We spent an inordinate amount of classtime onteaching
the computer rather than language kills.

Thisshowed usthevalueof incorporating aninstructivist approach: sequenced, direct instruction. By
teaching word processing skillscumulatively, and in asequencethat made sense, studentscouldfill theholes
intheir knowledge of word processing. We developed agood idea of what computer skillsthe students
already possessed at aparticular time, and knew what computing activitiesthey would be ableto handle.
We could then takethe ESOL curriculum for each of our classes— including appropriate content, gram-
mar, and language competencies— and integrate them with computer topicsthat ranged from the names of
the parts of the computer to the basics of word processing techniques.

Low Literacy Levels

Wehadinitialy thought that theintegration of computersshould await sudents mastery of surviva-level
English. However, asmoreand more beginning learners asked for computer training, we began to adapt the
lessonsto their language needs. By adjusting the vocabulary and grammar structures, wefound we could
accommodate different level sof languageproficiencies.

Dianaaccepted the position of Computer Instructor for beginning level ESOL at the school where she
taught ESOL . Her students, from all over theworld, comprised arange of abilitiesinreading, writing,
speaking and listening. She wanted to use our approach to shape her course, so she began to adapt the
book we had written — Learning Computers, Speaking English: Cooperative Activitiesfor Learning
English and Basic Word Processing (Quann & Satin, 2000) — for the language needs of very low level
learners. She gave somethought to lessonsthat incorporated more basic language skills.

Before devel oping aplan for the course, Dianaspoketo the ESOL teacher of one of thelow-level classes
to determine on which language skillsstudentsin thoselevel s needed to work. Theteacher mentioned that
learnersoften confuse several similar-sounding letters: I, E, and Y; and C, S, and Z. In keeping with our
ideaof fostering communication among students, Dianadevel oped alesson that hel ped studentslearn about
singleclicking andto differentiate | etters at the sametime. For another lesson, sheused amodified version
of the Total Physical Response approach, inwhich she gaveinstructions, demonstrating as she spoke, and
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the students mimicked her actionson their computers. Seethe box for theinstructions she gave and mod-
eed.

When studentsdid not understand what to do, astudent who spoketheir native language explained the
ingtructionsinthat language. Theassi stant computer instructor and Dianacircul ated and assisted pairswith
computer functions or language when necessary. Students sitting next to each other leaned over to seetheir
partners’ screento read the name of theletter whilethe student sitting at the computer repeated the name
and clicked onthefolder.

After trying thislesson out in three computer courses, Dianasaw that it hel ped studentslearn to control the
mouse better. Students said that they appreciated learning to discriminate the names of thelettersand could
communicate using them better than they had before. Thisindicated to usthat learners, including thoseat a
low literacy level, valuethe usefulness of both the language and the computer aspectsof alesson, and are
ableto succeed using technology in the classroom.

Conclusion

Our experience demonstrated that much of what we consider to be good pedagogic practicein theregular
classroom can be adapted to the teaching of ESOL using word processing. Asin any learner-centered
classroom, wefound it helpful to assessthelanguage and computing needs, aswell astheinterests, of
students before beginning. Welearned that consi derabl e thought hasto gointo teaching the progression of
skillsin computer use and word processing, and that we must carefully analyze whi ch prerequisite computer
skillsstudents must know beforethey can engagein anew project. Going to the computer lab only oncea
week demonstrated to usthe need to reinforcerecently learned computer skills. Working in pairs hel ped
studentsto feel comfortablein meeting the challengesinherent inlearning new computer functions, and
provided awonderful opportunity for language practice. Most significant was our successful use of commu-
nicative language-learning activitiesin the computer lab, through both instructivist and congtructivist ap-
proaches. It made senseto spend time on communication activitiesthat help in theteaching of aparticular
computer function before embarking on aproject. Doing this, studentsare not simply taught acomputer skill
to completeaproject, but alsolearn Englishinthe process.

Webdievethat the useful integration of technology into ESOL instruction requiresthe advancing of learners
computer and language skillssimultaneoudy. Thisempowers studentsto achieveboththeir educationa and
career goasand hel psthem fed moreapart of our increasingly technologically oriented society.

Letter Discrimination using Single Click
Language Objectives: Letter discrimination

Computer Prerequisite: Namesand functionsof computer parts, turning on the computer, the desktop,
what afolder is, moving themouse.

Preparation: Bring enough disksfor each student pair. Create afolder and nameit ABC. Withinthat
folder, create six morefolders, each named with adifferent letter that students confuse. (Seeillustration.)

Have studentsform pairsand taketurnssitting at the compuiter.
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& L1-L2 Basics activities dizk

Activity:

Giveeach student pair adisk. Havethem locatethefloppy disk drive (drive A onmost PCs, A\ drive
usng DOS) andinsertthedisk.

Students click on the My Computer icon on the desktop to select it, and push the Enter key once
toopenit.

Explainthat thisiscalled awindow, and that it’s the same as opening awindow so they can see
what’sinsidethe house, the same as opening abook to seewhat informationisinside.
Studentsclick on theicon that representsthefloppy disk drive, and push the Enter key. Point out
that this opensanother window.

Studentsclick onthefolder named ABC. Then pressthe Enter key. Tell studentsthat thisopens
another window.

Inthat folder studentswill seefolderswithlettersunder them.

Onepartner reads aletter and the other onerepeatsthe name of theletter and clicksonit. Take
turns.

Students close the windows by single clicking on the X in thetop right corner of the window.
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