O

ERIC

Aruitoxt provided by Eic:

DOCUMENT RESUME

ED 447 735 FL 801 415

AUTHOR Harrell, Edith Lynn

TITLE Helping Adult ESOL Students Increase Speaking and Listening
Skills by Serving as Volunteers in Authentic Settings.

PUB DATE 2000-08-14

NOTE 143p.; Practicum Paper, Nova Southeastern University.

PUB TYPE Dissertations/Theses - Practicum Papers (043)

EDRS PRICE MF01/PC06 Plus Postage. :

DESCRIPTORS Adult Education; Check Lists; *English (Second Language) ;

Instructional Materials; Interviews; Limited English
Speaking; *Listening Skills; Mentors; Participant
Observation; Peer Teaching; Pretests Posttests;
Questionnaires; Second Language Instruction; Second Language
Learning; *Speech Skills; *Tutoring; Vocational Education;
Volunteers

IDENTIFIERS Partner Reading

ABSTRACT : :
This practicum paper documents a program that was developed
and implemented to help adult, advanced English-as-a-Second-Language (ESL)
students increase their speaking and listening skills and build self
confidence with native English speakers. The objective was to.increase group
average exit test scores in speaking and listening by at least two points
over the current average of 43; increase students' average self-confidence
post-test score by at least 5 points over the pre-test score, for 100% of a
randomly-selected group of teachers to approve a manual created for this
project. Strategies for pairing ESL students with mentors in various
businesses and academic departments throughout a vocational or technical
school where students served as aides to instructional and non-instructional
personnel are discussed. All objectives were met, and the appendix includes
forms and a sample teachers' manual. Seventeen appendices containing
checklists, data tables, questionnaires, and various other forms and
materials and 38 references are included. (Adjunct ERIC Clearinghouse for ESL
Literacy Education) (KFT)

Reproductions supplied by EDRS are the best that can be made
from the original document.




|
W
" "
™
e~
q
q
[
83
t
HELPING ADULT ESOL STUDENTS INCREASE SPEAKING AND
LISTENING SKILLS BY SERVING AS
VOLUNTEERS IN AUTHENTIC SETTINGS
= PERMISSION TO REPRODUCE AND
. by DISSEMINATE THIS MATERIAL HAS
Olflijc'esc')R'EPABT.h!.E.’\,T OF'EB:‘LIJCATION " BEEN GRANTED BY
~ \
Bdith Lynn Harrell Edth Macrell
This document has been reproduced as - -
ﬁrepgiveﬁi frqtm the person or organization .
originating .

O Minor changes have been made to

; h . TO THE EDUCATIONAL RESOURCES
improve reproduction quality.

INFORMATION CENTER (ERIC)

®  Points of view or opinions stated in this
document do not necessarily represent
official OERI position or policy.

A Final Report submitted to the Faculty of the Fischler
Center fo? the Advancement of Education of Nova
Southeastern University in partiail fuifillment
of the requirements for the degree

of Educational Specialist

An abstract of this report may be placed in the

University database system for reference.

August 14, 2000

BEST COPY AVAILABLE

FL

.



Abstract

Helping Adult ESOL Students Increase Speaking and Listening
Skills by Serving as Volunteeré in Authentic Settings.

Harrell, Edith Lynn, 2000. Practicum Report, Nova South-
eastern University, Fischler Center for the Advancement
of Education.

Descriptors: ESOL/ Adult ESOL/ Adult Education/ ESOL Speaking -

Skills/ ESOL Listening Skills/ Volunteers/ Authentic Settings.

This program was developed and implemented to help adult,
advanced ESOL students incfease speaking/listening skills
commeﬁsurate with reading/writing skills, and build self-
confidence during oral communiéation with native English
speakers. Objectives were to increase group average exi£ test
score in_speaking/listening by at least two poiﬁts bver current
average of 43;.increase's£udents' average self-confidence post-
test score by at least 5 points over pre-test score;for 100%
of randomly-selected group of teachers to approve a manual
created'fof the project. Stfategies.were pairing ESbL>students
with mentors in various business and academic departmgnts
throughout an adult high school/vocational/teéhnical school
where students served as aides to instructional and non-
instructional personnel. All the objectives were met.

Appendixes include forms and a teachers' manual for replication.
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CHAPTER 1

Purpose

Background

The setting for this practicum project was an adult high
school (AHS) which served students throughout the district
whose needs fell outside the normal parameters of the stan-
dard high school. AHS was the largest high school in the
district, with'3547 students on its main campus andvat satellite
locations within the aistrict. The teaching staff was comprised
of 62 full-time and part-time instructors.- There were 14
different buéinesses and service agencies throuéhout the
district who provided facilities on their premises for classes
in basic literacy, GED preparation, and English for Speakers
of Other Languages (ESOL), and who'contracted with the school
board for certified instructors from AHS. The adult high
school was allied with the distriét's vocational/technical
institute, which occupied the same campus.

The adult high séhool had an open enrollment policy
(open entry/open exit), so students in any program could enter
or leave at any time during the school year. Attendance

policies were more flexible than at regular high schools.

These enrollment and attendance policies were essential for



serving the needs of the maximum possible number of students,
especially those with children or full-time jobs. The
curriculum was competency-based, allowing students to work
at their own pace. |

The adult high school offered programs in four major
areas. Adult Basic Education (ABE) addressed the needs of
hative English speakers whose reading tést scores on the
Test for Adult Basic Education (TABE) were below 8.0. Through
individualized classroom instruction and computer programs,
students'_proficiencies in basic skills of reading, writing,
and mathematics were raised to the minimum TABE scoré of
9.0, needed to énter the GED Preparation Program.

The GED Preparation Program prepared students to. pass
the GED test. The time students spent in this program varied
according to their individual needs and progress.

The Credit Diploma Program was available for students
who had completed more than 12 of the 24 required high school
credits needed for a regular high school diploma, and who
wished to obtain a credit diploma rather than a GED.

The ESOL Program was the 1ar§est program at AHS, with
an enrollment 6f 1853 students, ranging in age from 18 to
68 years. Eighty-five percent of them were between the ages
of 20 and 35. The program was offered on every proficiency
level from pre-literacy to advanced, in both day and evening

classes, on the main campus and in satellite locations.




Student placement levels in the ESOL Program were deter-
mined by scores on the TABE, through faculty evaluations of
_speaking and listening during an interview, and, specifically,
on oral énd written scores on the Expressways Placement
Test (EPT) (1998).

The ESOL-student population, especially in the lower
proficiency 1levels, varied throughsut the year. This occurred
for two main reasons. First, in addition to a year-round
population of 225,000, thé county had large agricultural'
interests which employed seasonal migrant workers. Therefore,
AHS ESOL students from this migrant population might oniy stay
in school for a few months each year. Second, many students
from other countries came to the United States specifically
to study English, and were limited by their visas to certain
time restrictions for 1eng£h of stay. So the greatest student
enrollment in AHS's ESOL classes occurred each year from the
beginning of Octobef'through the end of May. Daytiﬁé classes
were denerally smaller than evening classes since many students
worked during the day and attended classes at night. Lower
proficiency level day classes averaged 15 to 25 students,
and upper level day classes averaged 10 to 15 students.

The Director of the ESOL Program at AHS statéd that the
general ESOL bopulation at the school could be roughly divided
into two categories, based on students' needs and goals. The

first category was comprised of those students who were



primarily interested in learning English survival skills
-which would enable them to obtain and keep minimum-skill,
minimum-wage jobs, either in agriculture or in basic service
industries, such as restaurants or janitorial occupationé.
For many of these students, their native language remained
their primary language, and English éimply allowed them to
interact as necessary with the English—speaking‘community
around.them. They usually left the ESQL Program after com-
pleting the first two or three prbficiency levels. |

The second category was comprised of students who were
primarily interested in Eng}ish as a tool for advancement in
their chosen careers/professions. Some students in this
group intended to stay in the United States, to ebtain a GED
or college degree, énd to become successful U.S. residents.
Others in the group returned to their native countries where
their new proficiency in English would be the key to advance-
ment in théir chosen fields. Approximately 75% of the students
in this second category studied English prior to coming to
the U.S., and many were college-educated, or even licensed
professionals in their own countries. Their goal was to
become bilingual, since higher level jobs in the U.S. and in
their native countries were not available unless the applicant’
was proficient in oral English (Paul, 2000).

Studenté participated in six 55-minute classes daily,

taught by five different instructors. The daily schedule
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provided for a change of classes and teachers for four of
these periods, and a two-hour afternoon block with a single
teacher. Classes were self-contained.

The curriculum in the ESOL Program covered the four
proficiency areas ofrreading, writing, speaking) and iistening,
and was based on the Florida State Sunshine Standards; Since
the ESOL student population at AHS was an adult one, teachers
tried to accommodate student requests for'spécific material |
théy would like td learn. The students ﬁere mqtivated and
eager to learn, and tﬁey_had well-defined personal linguistic
goals.

The basic text series used throughout all levels was -

Expressways (1996). - Student placement and promotion were
based on the tests accompanying this series. In the advanced

levels, other texts supplemented the Expressways texts:

Vocabulary Connections (1997), and Challenger (1985).

The state-mandated ESOL Academic Skills Literacy Com-
pletion (LCP) Checklist (Appendix A) listed basic competencies
which students at this level were expected to complete. An’
additional emphasis in advanced ESOL élasses at AHS was on
general instruction in American culture, history, and customs,
although this instruction was not intended as a complete
preparaﬁioﬁ for attaining U.S. citizenship. Basic employ-
ability skills were also covered.

This practicum project took place on the main campus




of the adult high school, and dealt specifically with
advanced, adult ESOL students in day classes. These students
were primarily interested in English as a tool for advancement
in their chosen careers or professions, whether they remained
in the U.S. or returned to their native countries. They had
mastered basic survival skills and had éttained some profi-
_ ciency in speaking and listening, but they still had difficulty
expressing themselves verbally according to the demands of
American society and culture.

The author of this practicum was a full-time teacher of
day classes at AHS, with Florida State Certification_in
English and an endorsement in ESOIL, and had been teaching
ESOL students for four years. The autﬂor's teaching assignment
during the project was with Credit Program English classes for
American students in the morning, and the two-hour afternoon
schedule blodk with advanced (Level 5F> ESOL students. For
this project, resources and personnel throughout the adult

high school were utilized.

Problem Statement

Advanced, adult ESOL students' speaking and listening

test scores were one to two proficiency levels below their

reading and writing test scores, as documented by Expressways



placement and exit tests. In addition, students perceived
themselves as having low gonfidence in their oﬁh oral commun-
ications skills, as revealed by student surveys/questionnaires
and structured interviews.

The Test for Adult Basic Education (TABE) was required
of all advanced ESOL students before entering the program.
To enter the advanéed (5F) level, a student's score had to be
at least a grade equivalent of 6.6. The TABE did not méasure
-speaking or listening sXills. Students were placedlin p;ofi—
ciency levels according to scores on the Expressways Place-
ment Test (EPT) (Appendix B). The EPT consisted of two parts:,
written (reading and writing) and oral (speaking and listening).
To enter the advanced level, a student's score on each part
of the EPT ﬁad to be at least 43, or be a combinea scoré for
both parts of atlleast 85. The EPT was also administered as
an exit test to measure progress.

The Director of the ESOL Program at AHS stated that
dqring the school year 1998-1999, as well as during the first

semester of the school year 1999-2000, overall initial place-

ment scores on the 5F written section of'the EPT averaged

45 points, but oral scores averaged only 40 points.. Exit

~ scores for these same periods avefaged 50 points on the written
test, but only.43 on the oral test. In general, speaking and
listening test scores consistently fell one to two grade

levels below reading and writing test scores. Ideally, oral



scores should have been commensurate with written scores
(s. Paul,.personal communication, January 18, 2000).

A teacher-made Student Confidénce and Usage Survey
(Appendix C) was given to the target group of ten advanced,
adult ESOL students in January, 2000, and elicited written
responses using a Likert: scale of 1-5. The surveys wvere
followed by structured individual interviews (Appendix D)
to expand and elaborate on the information gathered in the
surveys. The purpose of the surveys‘and interviews was to
investigate when, where, and how often students used Engliéh
in and out of school, as well as to discover students' con-
fidence in and comfort level with their own speaking and
listening skills. |

The highest possible score on the survey was 46. Of
the ten students who took the survey, four students scored
22, two students scored 24, three students scored 25, and
one student scdred 28 (Appendix E).- These scores indicated
that students' use of English outside of the ESOL classfoom
was limited and that a lack of self-confidence in their oral
communication skills could be a,factor;

In the structured interviews which followed the surveys,
all students'were.asked the séme questions.. Although there
was no formal scoring system for the student interviews,
answers were consistent with the information given in the

surveys and in general indicated that students were concerned



about their perceived lack of proficiency in oral communication
outside of school and had low confidence in themselves when
speaking/listening to native English speakers outside of the
protected classroom environment. All ten students cited at
least one incident where they had been subjected to.rude or
impatient responses from native English speakers, which further
undermined the students' confidence and willingness to take
communicative risks with strangers. However, all ten students

. indicated an eagerness to improve their oral communication
skills in all situations, both ih and out of school, and all
ten stated that they recognized the need for improved self-
confidence and willingness to take risks in order to attain
greater linguistic prpficiency.

Limited proficiency and confidence in oral communication
could have affected students' levels of satisfaction in social
and business interaction. Although many of the advanced ESOL
students were highly'educated) even professionals, in their
own countries, many were forced to takeAminimum—wage jobs here
in the United States - in retail, construction, or agriculture
becéuse of their linguistic deficiencies, or because they were
not familiar with American job perfbrmance techniques and
skills in oral communication. The principal of AHS stated
that there was a definite need to develop oralAskills in the
foreign-born/LEP students to increase their chances of securing

employment commensurate with the level of their skills and




training, as well as to improve their quality of life here.
While students had basic language skills, these were not always
transferriﬁg to U.S. standards because of lack of practical
experience with U.S.- cultural practices (R. Ciemniecki,
personal communication, January 19, 2000).

As requifed by the state, general employability skills
were part of the overall ESOL curriculum, but at AHS at the
time of this project, the focus was on unskilled, minimum-
wage jobs in service, agriculture, and retail industries.
Many of these jobs required only minimal language and emplon
ability skillsf The Director of the Migrant Program at AHS
stated that many employers of these workers expected that
foreign-born workers ﬁould have limited English proficiency,
so made provision for this in the workplace. Employment
applications wére prihted bilingually, and interviews and
pre-employment papefwork were often done in the prospective
'employee's own language, especially if that language was
Spanish or Haitian (E. Gamboa, personal communicétion,
January 20, 2000).

Theée employer practices worked well for the lower-level
LEP students who intended to remain in these types of jobs.
However, Paul stated that the needs of up to 35% of the ESOL
student population were not being met because of this focus
on lower-level jobs{ Thosé more advanced students who were

interested in careers or professions, as opposed to jobs,
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were not receiving all of the oral communication experiences
neceséary to meet their goals (S. Paul, personal communication,
January i8, 2000). |

Gamboa further stated that for advanced students, oral -
communication'was necessary on both social and business levels.
Oral skills in businéss involved business vocabulary, acceptable
behaviors in the workplace, formal and informal business
language, and the giving and receiving of information to
colleagues, superiors, and the public. Social communication
included being able to ask informational questions about
living problems, customs, acceptable behavior in social sit-
uvations, and being able to participate in recreational activities,
including movies and television (E. Gaﬁboa, personal communi-
cation, January 20, 2000).

At AHS, oral communication teaching and learning took
place in structured, self-contained classrooms using conver-
.sational models derived from textbook situations. . While these
ﬁodels'dealt wiﬁh real-1life sitﬁatiohs, such astisits to the
grocery store or.doctor’s office, and while vocabulary and
idioms were related to a wide variety of everyday activities,
the fact remained that the structure of the classréom was
separate froﬁ real life. Oral communication activities took
place in a protected environment with a sympathetic teacher.
They were excellent simulations, but they were not the real

thing. There was a gap between "school” and "real life".
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There were no opportunities provided for practicing oral
skills outside the classroom; except for those created by
the studenﬁs themselves. However, the students were not
confident enough of their own abilities to take the risks
necessary to expand their linguistic practice outside of the
protected school environment in order to achieve gfeater
linguistic proficiency, as evidenced by the Student Confi-
dence and Usage Survey.

The problem, then, was two-fold. .First, the proficiency
levels of speaking and listening were éonsistently one to two
levels below reading and writing’skills. Second, the students'
levels of self-confidence in using oral communication skills
outside of the classroom setting were too low to allow them
to actively seek opportunities to practice these skills in
ways that would contribute to their linguistic growth.

The ExXpressways entry and exit-test.scores, student
surveys and interviews, and personal communications with
adminisﬁratofs_shoﬁed that an innovafivé”approach was needed
to aid students in increasing prpficieﬁcy in speaking and
1istehing skills, és well as increasing students' self-
confidence in their own linguistic abilities, so they could
communicate comfortably and effectively in business and social
siﬁuations in the real world outside of school. Factors
influencing the problem were students' lack of opportunity

for practical experience in oral communication in a real-life

12
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setting, the structure of the typical self-contained class-
room as a simulation rather than an actual real-life experience,
and students' limited oral communication experience prior to

entering AHS.

The Target Group

‘The target group for this practicﬁm project consisted
of tén advanced, adult ESOL students: two men and eight
women. Their ages rangéd from 18 to 65 years. There were
five different languages spoken by members of the group:
Russian, Czechoslovakian, Portuguese, Spanish, and French..
Eight countries were repreéented: Ukraine, Czech Republic,
Brazil, Mexico, Ufuguay, Argentina, Colombia, and Haiti.

Nine of the ten students had the U.S. equivalent of a
high school dipioﬁa. Six students had a Bachelor's degree,
two had a Mastef's‘degree, and there was one medical doctor.
All of the students had studied English to some extent prior
to coming to the U.S. .

All of the students were highly motivated, eager to
learn, and had well-defined personal and linguistic goals._
Six of the students intended to remain in the U.S. to pursue

their chosen careers, while the other four plénned to return

to their native countries.
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Outcome Objectives

The problem addressed in this project was the discrepancy
between the average speaking and listening exit #est score
of 43, and the average written exit test score of 50 for
advanced, adult ESOL students in the target group; as measured
by the Expressways Plaéement Test. Ideally, speaking and
listening scores should be commensiurate with written scores.

Iﬁ addition, the average pretest score on the Student
Confidence and Usage Survey was only 23.9 points out of a
possible 40 points.

The specific outcome objectives were:

Objective 1: After 12 weeks of participating in a

| special program, students in the target

group will increase their speaking exit
test score over the current average bf
43 by at'leést two.pofnté, to a minimum
total.average of 45-ppints, as measured
by the Expressways Placement Test.

Objective 2: After 12 weeks of participating in a
special program, students in the'target
group will increéSe their 1istening exit
test score over the current average of
43 by at least two points, to a minimum
total avefage of 45 points, as measﬁred

by the Expressways Placement Test.



Objective 3:

Objective 4:

After 12 weeks of participating in a
special program, students in the target
group will increase their current average.
confidence scores of 23.9 by at least

five points, to' a minimum of 28.9, as
measured'by thelStudent Confidence and
Usage Survey.

At the end of 12 weeks, all of a group

of eight randomly-selected ESOL teachers

will rate the Teacher's Manual for an ESOL

Volunteer Program with a score of four

(good) or five (superior), as measured

on a Likert scale.



CHAPTER 2

Research and Planned Solution Strategy

Historically, the prolifération of English around the
world began with the pioneering voyages to the Americas and
to Asia in the last decades of the 16th century, continued
with the colonial expansions in the 19th century, and be-
came: firmly entrenched with the adoption of English as an
official languaée by many newly-independent states in the
20th century. English is now the dominant or official language
in over 60 countries, and is represénted in évery continent.
It is this spread of representation which makes the term
"world language" a reality.

Tpday, adult students come to the United States to learn
or to improve their English because their countries' .govern-
ments, legal inétitutions, educational insfitutioné, and
even religious institutions carry out their proceedings in
English. 1In additidn, the U.S.' dominant economic position
acts as a magnet for international business and trade, and
organizations wishing to participate in international markets
are under considerable pressure to work wiﬁh English.
| English serves as the intérnational language of,air
'traffic conﬁrol, and in international maritime, policing,
and emergency services. It is the chief language of inter-

national business and academic conferences, and the leading

i



language of international tourism. On the lighter side,
English is the main language of popular music, and permeates
popul#r éultufe and its associated advertising. It is also
the main language of satellite broadcasting, home computers,
and video games (Crystal, 1995).

There is an increasing need in the business community
world-wide to find skilled workers who are not only tech-
nologically proficient in their fields, but capable éf group
cooperation and communication in order to solve problems in
the workplace. Computers, teamwork, product quality, and
customer sefvice are all more important‘than they were 20
years ago. A global ecopomy'necessitates a common language
through which both national and international business can
be conducted. Hence, the ever-increésing use of English as
the international business language (Jécoby & Goldschmidt,
1998).

English is increasingly beiﬁg used as a tool for inter-
action of all kinds among nonnative speakers. Well over
half of the one billion English speakers of today's world
learned English as a second language (Brown,1994b). ESOL
students at the adult high school (AHS) who intended to return
to their native countries to pursue their planned career
goals unanimously reported that proficiency in English was

essential for advancement in their chosen fields, and were

eager to obtain all of the real-world, practical experience
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they could during their stay in the U.S. Those.stﬁdents who
planned to remain in the U.S. also recognized the need for
English proficiendy if they were ever to advance in occu-
pations other fhan minimum-wage jobs.

To be an adult, linguisticaily, neceSsifates acquiring
a staggering nuﬁber of éommuniCation skills. To be truly
proficient in English, students must know the 20 or so vowels
and 24 or so consonants of a spoken dialect; and over 300 ways
of combining these sounds into sequences. The working vocab-
ulary of English can reach 50,000 or more active words, with
a passive ability to understand about 25,000 more. In ‘addition,
there are at least a thousand aspects of grammatical construction
governing sentenge and word formation, several hundred ways
of using pitch,.loudness, speed, and rhythm, as well as tone
of voice, to convey meaning, and a large number of rules governing
the ways in which sentences can be combined into spoken dis-
course, both in monologue ana dialogue. There are also an

uncertain, but very large, number of conventions governing

the ways in which varieties of the language differ, so that
the linguistic consequences of region, gender, class, occu-
pation, and other such factofs can be assimilated. Finally,
thére'are the large number of strategies governing the ways
in which all of theée rules can be bent or broken in order
to achieve spécial effects, such as in jokes.or poems. This

is, in itself, an overwhelming amount of knowledge, but it
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does not even include the task of learning to read and
write (Crystal, 1995). |

It is a historical fact, rather than a value judgnent,
~that "the competitive nature of American society rewards
cultural homogeneity"” (Baugh, 1993, p.206). 1In other words,
those individuals who wish to rise in their professions or
careers must conform to standard oral communication standafds
or risk being judged negatively by others who are in a relativa
position of social.poﬁer, regardiess of how highly educated
those individuals might be. A foreign accent or nonstandard
dialect can reinforce social borders. It is largely fpr this
reason, and the social isolation that has .existed among various
groups in America, that long-standing stereotypes are perpet-
uated (Baugh, 1993). Advanced ESOL students who wished to
advance in the workplace realized that they néeded to overcome
linguistic deficiencies in usage and pronunciation.

One factor 1nf1uencing pronunc1at10n and usage difficulties
of students is the fact that although many of them studled
English prior to_comlng to the U.S., they were taught by non-
native English speakers; Actually, most English language
teachers across the globe are nonnative English speakers.

The oral communication standards of these teachers in gram-
matical structure and pronunciation are often different from
those of the native English language teacher (Brown, 1994b).

Teachers who are not native English speakers have misgivings
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about their linguistic competence, and this often results

in limited emphasis én, or even erroneous modeling of, oral
components of language (Finocchiaro, 1989). Because of this)
extensive and reinforcing practice of English speaking and
listening skills, in or out of the classrooﬁ, in a non—English—.
speaking country is difficult, if not impossible.

Language is inextricably bound up in virtualiy every
aspgct of human”behaQio:. It cannot be separated frbm the
whole person that lives and breathes, thinks and feels. It
is a phase of human activity which must not be treated as
structurally divorced f