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2. INTRODUCTION

My concern in this paper is with in-service teacher
training prograsmmes. I shall examine some aspects of English
in a specific purpose situation in order to appreciate the
teacher training needs which arise, and in so doing [ shall
describe and take my examples from my own work in industiry in
Britain with Asian immigranls who need to improve their Eng-
1ish communication skills in relation to their jobs. I shall
not concern myself with the initial training needs common to
all english language teachers, such as the understanding of
language Torm and usage, and the mastery of general classroom
techniques.

Ihis paper by the nature of the subject - teacher train-
ing - is bound to be concerned with the practical and the pos-
sible. But I consider thal the general principles which we
have evolved over Lhe last two years for our teaching-staff
development programme could be applied quite widely in the
field of ESP because they have arisen from our attempt to base
our English lanquage training projects on the specified com-
munication needs of particular groups of learners. It is this
principle which is at the centre of many current attempts to
evolve language programmes for academic and employment pur-
poses.

I start by stressing two important characteristics of the
ESP situatien for the teacher. First, he has to leave the se-
curity of the subject-based approach. Instead of "This is the
English Deparitment, so we teach English", he finds, "This is
a natural gasfield and some of cur technicians need English to
work with their supervisors. Your job is to make them more
effective in their work". This in turn means that the Lnglish
language teacher is often a comparatively isolated specialist.
He works alone or as a part of a small team in a comparatively
isolated situation where his status may be uncertain and his
organisational and resources reguirements not apparent to
others. The new skills demanded of the ESP teacher are often
practical ones which can only be learned by exposure to the
work ilself. Thus an in-service training programme (linked
into the job) is often an essential support for ESP projects
as well as a way of over-coming the teacher's isolalion and
meeting the need to share leaching materials and data collec-
tion, if only for reasons of economy.




There is a natural reluctance on the part of many teach-
ers to accept the need for the new skills and knowledge which
arises from an ESP approach. This attitude must be respected,
and is only likely to be modified through an in-service train-
ing programme of a high professional standard and backed by
adequate resources and finance so that teachers are nol expec-
ted o attend in their free time. However, there is also the
need for teachers taking on ESP jobs to be presented with pro-
per job specifications and to go through appropriate recruit-
ment procedures which enable the teacher to recognise the job
he is undertaking so that teachers come into the work with a
commitment to learn new skills for a new type of language
teaching.

In this paper [ shall look first at the distinctive
skills and knowledge called for in ESP language teaching situ-
ation. These can be sumarised as:

(a) Parlicipating in, understanding, and being accepted
in the wider environment (outside the language classroom
itself) where communication in English is needed, and
Lakiny responsibility for the English project making an
effective contribution to it.

(b) Understanding the needs and the background of stu-
dents.

(c) Creating classroom methods which allow participation
and fully respect the students' experience, knowledge and
own Tearning strategies.

(d) Being able to analyse relevant coemunicative trans-
actions, and investigate the reality and costs of commu-
nication breakdowns in English in the targel situation.

(e) Being able to construct a syllabus and impose it
upon whatever teaching materials, equipment and classroom

practice already exists.

On each of these points [ will seek to draw teacher-train-
ing implications as I proceed. I will then look at how we have
organised a teacher-training programme to heip the teacher ac-
guire this skill and knowledge. 1 see no point in seeking to
generalise on how an in-service training programme can be or-
ganised, so I shall simply summarise our experience briefly.
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3. THE WIDER SKILLS AND BROADER CONTEXT OF THE TEACHER

I want to begin by Tooking at the additional non-class-
room demands which as LSP situation makes upon the teacher.
These arise in two main respects:

1. The requirement for the teacher to investigate the

target language-use siluation, and to analyze his stu-

dents' learning needs in relation to this, and in rela-
tion to their previous experience.

2. The requirement to link classroom learning to oppor-
tunities for real practice in communication outside the
language classroom in the target situation if the course
is to have credibility and if the unique advantage of the
EOP situation is to be secured.

Both of these necessitate the teacher emerging from his
classroom and from his library. He has to become an accepted
and effective professional in the context where communication
in English forms part of a much wider academic, commercial or
industrial enterprise. He has not only to understand this en-
terprise, but to integrate his work into it, with all that im-
plies in terms of personal acceptance and negotiating skills.

I have deliberately chosen to focus on this area of the
teacher's skill first because it is easier to concentrate for
teacher training purposes upon the questions of methodology,
course design and classroom techniques and overlook the skilis
and techniques needed beyond the classroom and the teaching
materials.

Let me start by describing this process of involvement in
an industrial enterprisc where English is needed to carry out
aspects of the job. My example is taken from a food proces-
sing factory in Britain where an English language training
programme was set up for Indian immigrant operatives and su-
pervisors whose English was inadequate for their work. (Ap-
pendix One (see page 22) illustrates the communication network
and daily routine of an Indian worker in this factory and pro-
vides some background to the work outlined below.l)

There are seven main areas of work:

Firstly, lhe pre-course investigative work and data collection:




1. Observing and understanding the work and organisation of
the factory. This will be best done by a mixture of ex-
planation to the teacher by management, supervision and
other workers and by the real participation in the target
situation by the reader.

2. An investigation of when and how communication in English
is required in the course of the work (role, situation,
purpose, etc.). This is done by a process of asking peo-
ple when English is needed, by cbserving when it is used,
and hy recording actual examples of use. This work should
also cover instances of communication breakdowns, how com-
munication in English can be avoided, and how communica-
tion between Lwo nalive-speakers of English is carried on
in Lhe same circumstances.

3. An assessment of the level of English of potential train-
ees in relation to 2.

&, Discussions with relevant members of management and Su-
pervision responsible for organising and making use of the
training, and trade union officials. Discussions with na-
tive-English speakers who have to communicate with the
language trainees in order for the teacher to judge atti-
tudinal and cultural factors.

This investigative work will be written up as a report, some
or all of which will be shared with the company.

Secondly, during the Tanguage training course the teacher has
to maintain Tinks with the target situation:

5. The uryanisation of opportunities for language trainces to
use their new language in the target situation during the
course. This will require co-operation from management
and supervision.

6. Briefing and background sessions for English-speakers to
improve their ability to communicate across the barriers
of language and culture. This includes their participa-
tion in the language classroom situation.

7. Organisation of an evaluation process which involves the
target situation (as opposed to mere validation of lin-
guistic performance in the classroom).
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Parallels can easily be drawn for a technical site over-
seas where there are expatriate English-speaking m2nagers, su-
pervisors or technicians; for @ language training programme
preparing technicians for further training and industrial ex-
perience overseas in an English-speaking country; for a finan-
cfal or cosmercial organisation which needs executives who can
negotiate and establish social contact with English-speaking
customers or suppliers; for an area of the curriculum in a
school or university where English is required as a study
skill; and for many other ESP situations.

It may be argued that the investigation and data collec-
tion work (1-4) is a once-and-for-all process which only needs
to be done initially to identify the profile of language learn-
ing need of students and the real peints of behaviour and com-
munication which & language training course will seek to medi-
fy. This may be true in the fullest sense of an investigation,
but some such process is needed to induct any teacher into a
project and in order to make him professionally acceptable and
effective with his students and the staff of the company.

A teacher requires a range of skills and technigues to un-
dertake these seven areas of work successfully - which he is
unlikely to have acquired on a TEFL programme or as & result
of his experience of English language teaching.

An in-service training programme should, therefore, pro-
vide exercises and guidance with each of the following types
of skills. Again, my examples are specific, but I consider
the skills will be generally needed in EOP contextis.

Activity Skills and Knowledge

1. Observing and understanding An appreciation of e.q. "How
the work and organisation of the industry thinks"-culture,
target situation (e.g. factory, context roles, attitudes to
university, faculty, etc.) Leachers or language teachers

Technigues for acquiring this
infarmation.

2. An investigation of when and Technigues of observalion,
how communication in Fnglish is of interviewing non-students,
required and the nature and con- and data collection and
sequences of communication analysis.

breakdowns in English.




3. An assessment of: (a) the Testing and assessment
Tlevel of relevant communica- techniques.

tion skills in English and in

the L1 of potential students,

(b) command of English struc-

ture and form.

4. Organising classes in com- Access to guidelines and
pany ?place. time, shifts, ar- experience.
rangements for release.)

5. Discussion, negetiation with, HNegotiation and presentation
and training for management and techniques appropriate to
other key interlocutors in the industry/institution.

target situation.

6. Fvaluation in terms of: Techniques of validation and
(a) Language objectives evaluation.

(b) Behaviour objectives

7. Preparation of reports (in- Report writing skills, "mod-
vestigations, recommendations, el" reports.

evaluations).

I will briefly discuss two objections to this demand for
wider skills. It has often been suggested to me that it is
unnecessary Lo invelve ourselves in the target situation in
this way. Language teachers (the argument goes) should simply
of fer a service in English language learning to employers be-
cause we are experts in English. But how can we decide what
service? [ see the language trainer in industry &s having two
clients:

(a) the organisation as a whole which needs English language
skills amongst some of the employees.

(b) individual learners as members of the wider organisation.

It is, therefore, the teacher's job to understand and be
effective within the wider environment he is seeking to ser-
vice. The same argument exactly holds when offering English
as a service subject in academic or technical higher education.

The second objection I have heard is that Lhe skills de-
scribed depend on the personalily of the teacher: the right




person will just acquire them. This second Tine of argument
is tempting, particularly as many teachers regard the opportu-
nity to be involved in the real world where their learners
need English as a fascinating and challenging opportunity.

But is is not sufficient to regard a vita] aspect of the job
as a matter of personality and challenge. Sooner or later
even those with the "personality" will go wrong because they

have not really understood the nature of the skills they are
using.

I have seen many teachers on EOP projects become frus-
trated and anxious because they have lacked the skills to
manage their wider environment and as a result they have suf-
fered lack of reliable organisation, absence of data, inade-
quate status from students and management, and missed oppor-
tunities for follow-up and reinforcement. In these circum-
stances the whole project suffers. Cquipping teachers with
the type of skills and knowledge suggested is particularly
important, bearing in mind my carlier remarks about the com-
= rative isolation of many teachers on CSP projects, parti-
‘ﬁh&y when involved in in-company EOP work.

5

The teacher acquires from this work the necessary under-
standing of the target situation and can create opportunities
for student reinforcement in it. He also gains an apprecia-
tion of the students' real priorities on a language course of
Timited duration. Language courses are always of limited du-
ration (perhaps 100 hours in a year), but within the walls of
an academic department the tecaching of English a1l too often
proceeds at a speed which secems o assume that Timitless time
is available. The teacher whe understands the target situa-
tion will appreciate the pressures which 1imit the time avail-
able, as well as having a basis for choosing priorities,

4. UNDERSTANDING STUDENT BACKGROUNDS AND THE TEACHER-STUDENT
RELATIONSHIP TN THE COMMUNICATIVE CLASSROOM

We have looked at the information and skills a teacher
requires in relation to the target communication situation.
The learner is equally central to the task of designing an ap-
propriate methodology and syllabus in a communicative approach
to language learning. The teacher must identify learning




needs and methods partly in terms of learners® backgrounds, and
he must cease to see his role as the fountain-head within the
classroom. We require "a pedagogy of participation”™ rather
than "a pedagogy of imposition."¢ These aims require the
teacher:

1. to study the background of his learners in the fullest
sense;

2. to respect his learners’ knowledge and experience, their
communicative skill and learning strategies within the
classroom.

I have already touched upon the need to assess the learn-
er's language skills in English if he is not a beginner. This
process needs not only to assess grasp of linguistic code, but
also communicative skills in relation to ultimate behavioural
objeclives. This is a most difficult sort of testing and one
which requires research attention. But this lanquage and com-
munication skills assessment is only the first and most obvious
way of invesligating the learner's needs, The education and
employment in English which he must seek to understand are
even more important. The tasks are different depending upon
whether the teacher is a native English-speaker or shares the
background of his students, hut in either case it is equally
demanding. The teacher who shares a common backyround with
his students needs to spend less time in understanding this
and more time in analysing the norms of language use and other
relevant aspects of behaviour required in English. Understand-
ing students' backgrounds is another aspeclL of the investiga-
tive work {already discussed) and some of it would be carried
vul in Lhe course of the preliminary work in the target situa-
tion.

Again I shall draw my examples in this discussion from
experience with language training projects for Asian immigrants
in British factories.

1. The background and culture of students before settling in
Britain with particular emphasis upon mother-tongue, educa-
tion, fundamental social and cullural values, experience
and attitudes relevant to target language-use situations.

T
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Training:

{a) Acquisition of general background knowledge:
— general reading in appropriate social anthropology
- access to special studies and presentations by lan-
guage teachers who have visited the country of ori-

gin. (Background Studies).
(b) Detailed studies of illuminating points:

~ case studies in depth of individual Students as a
model for teachers to produce their own.

- contrastive study of specific narrow areas of lan-
guage and social behaviour, For example: forms of
address; strategies of approach; styles of negotia-
tion.

Materials for this second type of training have to be

drawn from a special resources centre.

2.

The socio-economic reasons for students being in their
present situations and their need to learn English. Exam-
ple: understanding economic reasons for immigration to
Britain and the position of immigrants in employment; the
relevance of Cnglish to e.g. training, promotion and trade
union participation.

Other examples might be the significance of Cnglish in a
multinational company, in particular industries and tech-
nologies (e.g. electronics and 0il), in academic subjects
{e.g. medicine); as well as more broadly in relation to
the polico-economic pesition of a country (e.g. Sweden).

Trazining: On the one hand teachers need to be provided
with examples of current theories and studies; and then to
match them to the experience and situation of individual
students.

Techniques of interviewing and assessing students and par-
ticipant observation alongside students {e.g. working in a
factory and observing the daily programme of an individual
and all instances of his needing to communicate in Eng-
lish). The teacher will also appreciate as a result the
extent to which his students are professional and expert
in their own fields.

Training: Interviewing and observation Ltechnigues.
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4. Understanding the students' point-of-view in relaticn to
personal motivation for learning English, expectations in
the Cnglish language classroom, reaction to particular
classroom methods and student evaluation of courses.

Training: Seminar with former students and chaired and
led by non-teachers who have some common background with
studenls. Language teachers cbserve and provide a mini-
mum of comment and information. Seminar can include video
of language classes for discussion. Such discussion can
be recorded and teacher-participants required to write up
only the comments of non-teachers. Another useful ap-
proach is for teacher to compile case histories of indi-
vidual student progress.

I shall now turn to the classrocom situation. Within the
classroom the teacher-student relationship should reflect both
the background of the students and the intention of teaching
communicative skills. This requires a radical change in the
style of pedagogy and the cultural assumptions of the teacher.
It would be pointless to draw up a hypothetical inventory of
the skills and techniques by which a teacher might achieve
this, when in reality this relationship can only be the unique
product of the situation and the individuals in it. I will,

% however, briefly discuss two facets of the relationship.

A teacher needs to recognise what students bring to the
language classroom; and a recognition of this will make for a
more equal and creative relationship:

1. Students are normally more expert in the content of their
work or subject of study than the teacher. Therefore, the
students should be encouraged to contribute information on
the technicalities of their subject and explain things Lo
the teacher. The teacher's job lies in communicative
skills in English, not trying to be master of a subject or
type of work not his own. Another implication of this is
that the Lleacher does nol need Lo spend time creating
"authentic" situations and content as an intreduction to
the language work when the authentic situation is already
understood and familiar to students.

2. Students already understand discourse and language-commu-
nication in their own language. They require help with
the expression or comprehension in English of language
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functions and skills already familiar to them in their mother
tongue.

3. Most ESP students, particularly in EOP projecls, are
adults. Adults have developed their own strategies for
learning. They may be introduced to new ones, but they
must be allowed to use and develop existing ones which are
effeclive fur Lthem. This can be encouraged through group
work and individualisation.

1 shall examine just one area of classroom methodology.
One of the most important classroom methods on an EQP course
teaching spoken language skills is role-play or simulation.
Much work in the classroom has to be contralled, artificial
and exclusive of the unpredictable. But in reality very lit-
tle discourse is predictable (except where it is situationally
controlled and both parties want the same thing, e.g. buying a
railway Lickel) even Lhough il Lakes place wilhin definable
variables. It is, therefore, important that some classroom
- rk is done which enables students to process discourse and
p— rticipate in discourse. Role-play seeks to do this. Stu-
dents have tou lake part in a trensaction (first with the
teacher and then with each other) within a situation they ful-
1y understand and where "there is an initial divergence of in-
terest between the garties which must be resolved to their mu-
tual satisfaction".

“The challenge to be totally and spontaneousiy involved
in the interchange lies at the heart of this method. We are
demanding that the student be constantly on the alert to re-
spond and initiale appropriately, to focus more on communica-
tion than on language, while gradually acquiring more subtle
and accurate forms of language with which to do this."

Total and spontaneous involvement implies real communica-
tion which can only occur in an open classroom where a teacher
relaxes his formal role and at times attaches more importance
to communication and fluency than te accuracy. Again, [ be-
lieve teachers have to experiment with their own technigues.
Bul first o teacher needs the self-confidence of feeling he
can turn real communication (genuine discourse), whatever mis-
takes occur in it, to a lcarning purpose. To feel a self-con-
fidence in doing this, a teacher neceds skill and practice in
discourse analysis. Since any speaker of a language has this
skill subconsciously, it can he practised fairly easily using
authentic spoken and writlen exercises in training sessions.
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One of the great advantages of role-play is that students
reveal their own weaknesses in Tanguage skills and functions
in the prucess of trying to communicate. The teacher can then
develop language practice work which he knows to be appro-
priate to the needs of his students rather than simply based
upon an analysis of discourse for a given situation without
reference o what any particular learners know or do not know
already. Help with role-play teaching techniques should first
be given through micro-teaching sessions between groups of
teachers, and then through some team teaching with an experi-
enced role-play teacher.

5. TEACHING-MATERIALS PIANNING

There is a danger in this work of making unrealistic de-
mands upon teachers, and this is particularly true in relation
%0 teaching materials in this field because so Tittle pub-
lished or accessible material exists. It would, therefore, be
logical (and attractive in what is still a pioneering field)
to discuss how we train teachers to write their own courses.
But this would be unrealistic and very wasteful; I already
have the impression that teachers on [SP projects are metapho-
rically reinventing the wheel daily.

Teachers do not require the ability to write a complete
course from scratch each time. But they do require Lhe ability
to analyse the communication needs for the target situation
and the background and learning experience of their students,
which is why I have given sc much attention to training needs
in these two fields. It is the specification of needs which
must be unique to the situation and from which a teacher must
be able to plan a particular syllabus. Given 2 syllabus, the
teacher can then make the most economic use of existing ma-
terials as they stand, whether by adaptation, or by the addi-
tion of new items. A171 too often the teacher's attention is
focussed upon the problem of materials before he has decided
either his methodology or his syllabus.

In order to understand the complications of trying to
- teach the skills of discourse, teachers need to do a range of
‘exercises from analysis of relevant and typical native-speaker
‘@iscourse to analysis of language teaching items contained in
‘Eraditional English language textbooks. In our teacher-
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training programmes we have used the following kinds of taped
material for spoken discourse analysis exercises designed to
nelp teachers identify language skills and functions which they
would wish to include in their syllabus:

1. Spoken conversation recorded in relevant situations at work
between native English speakers. This type of material is
used both to help understand how conversation works and to
help identify specific skills and uses of language which
students will need help with.

2. Spoken conversation between English people and fluent In-

dian speakers of [nglish in situations of negotiation or
Stress.® This material can be used to pinpoint cross-cul-
tural linguistic confusions. Cosmmunication breakdowns are
analysed which arise from linguistic features which are
used with different meaning and significance by the two
speakers. A mixed group of Indian and English speakers is
required to do this type of exercise. The causes of the
breakdowns may be obvious or they may only emerge when the
analysis of the English and Indian people present is com-
pared. There appear to be discourse features used by dif-
ferent ethnic and cultural groups which are not recognised
as linguistic failures or differences, but are wrongly in-
terpreted as indicators of attitude and hostile behaviour.

3. Communication breakdowns in work situations: Spoken con-
versation between English people and Indian-speakers of
English where there is total breakdown of communication
arising from obvious lack of English vocabulary and forms.
Teachers are asked to work out the language needed by the
Indian speaker, and how his successful use of English
would in turn have modified the English person's use of
language. This type of cxercise highlights practical stu-
dent needs in a very obvious way, as well as bringing out
the distortions of power and relationships which result
from Tack of appropriate English in the workplace. (See
Appendix Two for an example of such an exercise).

4. Role plays of typical communication situations at work®
made by English people who work there themselves. The
role play would be guite unscripted but would be briefly
discussed beforehand. Appropriate material of good gual-
ity can be far more easily obtained this way and is far
more accessible for amalysis. This material can first be
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used for discourse analysis and then for planning teaching
items based on the same language skills and functions.

5. Language teaching items which aim Lo teach particular com-
municative skills can be analysed by teachers and they can
decide how far they measure up to aims and needs analysed
in earlier exercises or investigative work.

6. Language teaching items taken from structuralist textbouks
are examined Lo decide how far they are relevant to needs
and can be used,

These last two types of exercise bring me to the subject
of the use and evaluation of existing teaching material.

I would turn again to my earlier point that the priority
is a syllabus based, in the first instance, upon the communi-
cative needs of the learners defined in terms of verbal pur-
pose, context and role, which also takes into account the
Tearners background and experience as well a5 the constraints
and opportunities of the teaching situation, It is a common
misunderstanding about "communicative" or “"functional syl-
labuses thal Lhey somehow represent a now language teaching
method; a new alternative lo first, the grammar/translation
method and more recenlly, the structural/behaviouralist method.
But our purpose is not to throw out any of the great range of
techniques and methods which have been proved useful. The aim
is quite different: iL is to establish 2 broader framework of
objectives based upon Tanguage use and, within this. to adopt
an eclectic and broad approach to methods and techniques which
respects proved experience. The essence of language teaching
is to “"focus" on a particular aspect of the language at any
given time. A broader communicative syllabus therefore im-
plies that the different aspect of lanquaye, which in reality
operate concurrently, at times have to be separated out and
that within the overall syllabus (defined in terms of partici-
pation in discourse contexts) there are a number of sub-sylla-
buses operating.6

We have found the following system of classification a
simple and useful one for teacher to apply:

Classification of teaching materials: A question of focus?

1. Broad syllabus specification
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In terms of communicative transactions defined by context,

roles and medium (elc.)

Examples: Sorting out a personal need at work (e.g. a day
off) Reading 2 set of operating instructions
for a machine.

Four sub-syllabuses

These Tour aspects are present in any piece of language
learning material. The writer's purpose and the teacher's
skill is to "focus" in a given teaching item on one aspect.
2.1 Functional
In terms of communication ‘moves' or functions {e.q.
greeting, apology, etc.) and communication skills
(e.g. Togical connectors, sequencing, etc.). Meaning
here has to be defined by reference to transactions
in 1.
2.2 Structural
In terms of grammar and phonology.
2.3 Situational
In terms of lexis and particular setting.

2.4 Informaticnal and cultural

In terms of information required by learners (e.g.
leave of absence procedure, the quality required from
a machine) and the cultural norms of behaviour (ec.qg.
saying 'sorry' when you touch someone by mislake).

In terms of syllabus construction 2.2, 2.3 and 2.4 arise

from and relate back to 1 and 2.1. In any teaching items all
four sub-syllabuses will be preseni, bul Lhe teacher will focus
for learning purposes primarily cn one (e.g. the functional,
the slructural, etc.). We have not found 2 “notional" sub-
syllabus (in terms of the basic concepts used in verbal com-
munication) an aspect of language which we can successfully
apply in syllabus description and design.
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1 have examined this matter of sub-syllabuses because ac-
pess to existing materials for use and adaption depends upon
adequate descriptive classification of any existing male-
rial being available to the teacher, or his ability to apply
e relatively casily. It is, after all, the simple and clear
icriptive labelling of structural courses which makes them
accessible and usable by the teacher and interchangeable.
he proliferation of supplementary materials which are also de-
‘scribed by the same structural labels (e.g. structural readers,
omposition and oral practice books) underlines this peoint.
ESP teacher's task is more difficult because he has to de-
s his own syllabus, but he needs training in doing so with
descriptive sets and sub-sets which are generally and widely
i so that he can Lhen relate to and select from existing

‘materials.

How much material already written is potentially useful
%o the ESP and "communicative" teacher? One would like to an-
swer: all materials which have proved successful in Lhe
~glassroom. But there are great difficulties in using complete
general English courses which have been designed primarily on
"2 structural syllabus. Firstly, if the Tanguage use in Leach-
ing items in the courses is analysed (as suggested in the dis-
course exercise type 6 (page 15), the language turns out to be
either highly contrived or unusual and not very useful in
s of context of situation and roles. Generally, there-

fore, as might be expected these_courses can only offer teach-
ing items for structural "loops"! in the syllabus. These
ftems may need a good deal of adaplion in terms of sub-sylla-
‘buses 3 and 4 to avoid the extra amount of vocabulary and
‘background explanation from making their use uneconomic.
Structurally designed materials and exercises published for
‘supplementary use are likely to be far more accessible and

‘wsable.

This is particularly Lhe case when the supplementary
- books are dealing with the skills of reading, writing, speak-
ing and listening. These books often have some sort of overt
®structural syllabus", but Lhis need not interfere radically
- with their treatment of discourse in relation to the skill

dealt with.
But I shall now turn to the much more important and long-

1 matter of making use as widely as possible of published
mate ial for ESP. As yet there is not much available (parti-
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cularly outside EAP}, but I have come across an alarming ten-
dency to quickly reject material on the ground of linguistic
Tevel, subject matter or ordering of the syllabus of the book.
These objections are unrealistic and unnecessary since they
presuppose that teachers can continue to he served pre-pack-
aged lessons in ESP situation which contradicts the first
principle of a syllabus based upon the learner’s situation and
needs. Certainly in the field of English for employment it is
unrealistic to think of courses which simply consist of pre-
packaged lessons and T doubt that they can be produced to any
great extent in the field of academic study. But published or
accessible materials need to be labelled and described under
the type of headings I have suggested, and teachers reguire
training in the application of descriptive labels to sylla-
buses and the adaptation of existing material. The task of
adaptation can be broken down under the headings of the four
sub-syllabuses outlined earlier.

6. THE PROVISION OF A TEACHING-STAFF DEVELOPMENT PROGRAMME

So far in this paper I have described aspects of what the
ESP teacher needs; the distinctive skills and knowledge called
for in a communicative approach to language teaching. 1 have
only thrown out passing suggestions on how training can help
the teacher acquire the knowledge and skill,

I propose now to look at the question of how more fully.
First, we need to appreciate that to achieve whal 1 am suggest-
ing demands "a cultural revolution" on the part of the teacher.
The teacher has to see himself in a radically different cul-
tural, social and economic setting from the authoritarian and
classical traditions of classroom lanquage teaching which have
remained, in most parts of the world, untouched by the changed
educational and vocational demands of their sccieties, no
matter what has been written into official statements of prin-
cipie and aim.

At NCILT we, Lherefore, idenitified teacher training and
continuing slaff-development as Lhe most imporlant task in our
programme. It will be clear that in our field of in-company
language training, the right teaching materials (whilst neces-
sary) were certainly not sufficient to achieve the type of
language learning required. Generally, T believe materials




19

are important, but it is a delusion to consider they determine
what happens in a classroom.

We have approached in-service staff training in the fol-
lowing ways:

1. A programme of staff training seminars.

2. The development of staff training manuals (self-study
modules for use on the job).

3. Other means such as a period of participant observaticn
by the teacher in the target situation, and attachment to
other language training unils.

Qur staff training seminars programme is outlined in Ap-
pendix Three. There are three parts to this. The first is a
one-year induction programme linked to staff training manuals
and working papers. Secondly, there are a series of small
groups to which all members must contribute in a practical
way. Thirdly, there is a programme of larger events intended
to bring important new ideas to slaff and stimulate new de-
velopments.

I shall describe our approach to the training of new
staff in some detail to illustrate the general principles
which have emerged. Our new teachers are usually gualified or
have some experience in EFL or ESL. There are three main com-
ponents.

1. Watching and working with someone who knows the job

This is done in several ways. [irst, there is a short
period of attachment to another unit (2 or 3 days) when-
ever possible. Secondly, the new teacher is never given
complete responsibility for a course or project, particu-
larly on the investigation, when starting, but works as a
number two. It is a general principle that there are two
teachers involved on a course anyway, and once a fort-
night they should teach together.

7. Formal training on seminars away from the job (at the
National Centre or regionally)

The programme consists of five seminars (see Appendix 3}
Each seminar lasts for two days which we find the most
effective period for intensive work, and has up to ten
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members. It is difficult to summarise the training meth-
edology we use - and in any case, it varies considerably
for the different subjects. But generally formal lecturing
and discussion of theory without exemplifications is an
absolute minimum. A1l formal sessions include visuals and
tape recording (tape, video and slides). The major acti-
vities on the seminars are various sorts of practical ex-
ercises and assignments. These are done in groups of

three or four and then discussed collectively,

3. On-going advice and instruction while doing the job

This is supplied by means of a Staff Training Manual? (and
a tape Lo go with it). The manuals are linked to the for-
mal seminars. They consist of a series of background
sheets which are followed by practical exercises which can
be done as part of someone's jub. The use of the manual
is best supervised by a more experienced teacher, but it
can be done entirely on a seif-study basis as the impor-
tant point is reading it and doing the exercises. The
background sheets containing the main ideas are each con-
tined to one page.

Overall, the induction programme aims to train staff by
exposure Lo Lhe job, by practical training activities linked
to this, by support from colleagues in a team situation, and
by creating standards and group pressures to achieve and up-
hold them.

7. THE ORGANISATION OF A LANGUAGL-TEACHING RESODURCES CENTRE

There is a direct 1ink between ESP and the need for re-
sources banked in convenient centres. A Resource Centre can
range from a national institution to the product of four
teachers in one college. A resource centre is not by defini=-
Lion expensive. It requires 1ittle in terms of equipment;
the defininy characteristic is that teachers put in and take
out materials which have simply arisen in the course of their
wark. Tn other words a resource centre is essentially a frame
of mind; a willingness Lo share experience and materials.

Our resource centre has grown with material of two main
sorts: background materials and teaching materials. The or-
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ganisation and content of the NCILT resource cenire is sum-
merised in Appendix 4. As the centre has grown, the catalog-
uing and accessibility of items has become an increasing prob-
lem. Much more use is made of materials which are well cata-
logued and described. We discourage people from making copies
of materials unless they are definitely going to use them. We
prefer them to read, look at, or listen to them on the spot.

We regard the resources centre as not only an essential
way of pooling experience and making the Dest use of teachers'
effort, but as also an aspect of in-service training. Teach-
ers need time and opportunity to come and examine materials
and read them, and we would like all teachers to spend on day
a term keeping up to date with the new materials.

8. NOTES

1. A much fuller account of this work will be found in
the first part of T.C. Jupp and S. Hodlin Industrial
English (Heinemann 1975). The second part of the book
seeks Lo provide an exemplification of the communicative
language teaching approach in an EOP situation.

2. | have borrowed these phrases from Henry Widdowson, as
they seem to me to sum up very well the methodological im-
plications of the communicative approach.

3. | have based this brief description of the role-play
methods on Denise Gubbay The Use of Role-Play (mimeo:

National Centre for Industrial Language Training 1976).

4. This type of exercise has been developed for us by
John J. Gumperz (University of California) in relation to
his important research into rhetorical fealures in inter-
ethnic discourse. Some of the ideas Gumperz is now work-
jng on are contained in: John J. Gumperz: The Sociolin-
quistics of Interpersonal Communication (Centro Interna-
zionale di semiotica e di Linguistica, Universita di Ur-
bino No. 33 April 1974 Series C).

5. This type of teacher-training and teaching material
has been developed by my colleague, Celia Roberts, as
part of her work on post-elementary language training ma-
terials for employment (forthcoming).
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6. The problem is separating out the different components
of discourse for teaching is usefully discussed in C.M.
Candlin: Communicative Language Teaching and the Debt to

Pragmatics (paper read at Georgetown Roundtable).

7. This classification is outlined in greater detail in
Elizabeth Lafrd: Introduction to Functional Lanquage
Training in Lhe Workplace - Training Manual for Teaching

Staff: Number 1 (mimeo: MNational Centre for Industrial
Language Training 1977).

APPENDICES
Appendix T

THE LANGUAGE LEARNER'S SITUATION IN A FOOD COMPANY IN
BRITAIN

Here is an example of the communications network in the
food manufacturing company. Each relationship in the net-
work may involve different roles, contexts, media and types
of language transactions.

SPECIFIC CONTACTS
e.g. CANTEEN LADY,
STAFF HEALTH SISIER

,b.S‘ : L ags
)
Ahzv A <
e

SUPERVISOR

OFFICIAL IN
AN OFFICE e.q.
PERSONNEL

initiates

responds

WORKER

spucdsad

fnitiates

FELLOW

responds
ne
1
n
OSpo Ny

WORKER

FITTER

SHOP
STEWARD
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is the daily timetable of a packer in Lhe company pin-

pointing situations where English is used. (Different in-
dustries and companies will differ enormously with respect
to this kind of timetable).

8.00am

10.30am

12.00am

12.30pam

1.10pm

3.00pm

3.10pm
4.00pm

Appendix

Arrives. Clocks on. Takes coat off in locker room.
Goes to the packing department chatting with others.
Supervisor gives instructions and sets up work for the
day.

While checking, the supervisor finds a fault and ex-
plains what to do.

Lunch. Time for general chat in the rest room, A
lottery organised.

Back ta work. Shop steward comes round with details
of a meeting organised.

A problem with the machine. MNeeds to fetch supervi-
sor to report it. The fitler comes. Tells the fit-
ter what is wrong.

Called by supervisor to sort out the holiday schedule.
Returns to work Tor finishing off and clearing up.
Goes off to locker roum amid chat. Clocks off. QJut
to the bus with the others.

2

AN EXAMPLE OF A COMMURKICATION BREAKDOWN IN A WORK SITUATION

The

following actual dialegue was recorded in & catering

prganisation between an English supervisor and an Italian em-

ployee. The employee walked up to the supervisor and stood
there holding his pay-slip: (S-Supervisor; E=Employee)
RECORDED INTENDCD

S. What's your problem? E. Can you spare a minute?
E. Is my rest day, no pay S. What's your problem?

S. For when? E. There isn't encugh

overtime on my payslip.
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E. Sunday. All day - off S. How many hours did you

S. You weren't off, or vou were? work?

E. And off, and my rest day, 16 E. My rest day, that's i6,
hours and my day off. that's

S. You worked 7 days? 12.

E. Yes, 7 days. And off . . . 5. 0h yes, that's 28, not

S. You were sick one day? 21. Give me your slip

E. Yes. and I°11 check the

S. 0.K. then. clock card.

E. No sick. E. Thanks a lot.

S. I thought you said. . . .

Appendix 3

QUTLINE STAFF DCYVLLOPMENT PROGRAMME
National Cenlre for Industrial Language Training 1976/77

BASIC INDUCTTON TRAINING FOR NEW STAFF (6-12 MONTHS)

This should be linked Lo supervision from a more senior col-
league and Lo the practical assignments contained in the
Training Manuals for Teaching Staff (as indicated below).
Each seminar is for two days (aboul 12 hours in total each
seminar).

1.

s

Introductory Seminar

covering aims, student needs, new teacher expectations,
assessing needs, materials and course design.

(linked to Training Manual 1.)

Language Learning Materials and Methodology
classroom demonstrations and videos, discourse analysis

exercises, data colliection, grading and development of a
syllabus, selection of teaching ilems. (linked to
Training Manual 3 - planned)

The Backgrounds and Needs of Students

Background and experience in Britain

Communication needs and language Tearning case studies.
(Organisation of seminars for Management and Supervision.)
(1inked to Training Manual 2)

Data collection, Testing, Analysis, Writing up and reports
(1inked to Working Papers 1 and 2)
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5. Presentation of objectives to Industry
Aims and objectives (defining character and environment),
industry's outlook, principles and practice in presenta-
tion and negotiation.
(Tinked to Training Manual 4-planned)

WORKING-GROUPS

One day meetings of smaller set groups with on-going practical
objectives. These group meetings plan and lead to occasional
larger seminars (1 or 2 days).

Cxamples during 1976/77

Post-elementary course design

Evaluation of lanquage training projects

Students' work books

Trade Unions and English language training

Policy and organisation of Industrial English Lan-
yuage Training

The training of new teaching staff

OPEN PROGRAMME OF SPECTAL EVENTS (1 or 2 DAYS)

These are major events usually with outside directors or con-
tributors and the aim is for all staff to attend at least one
such event cach term. These seminars bring important rele-
vant outside developments into the training programme and make
them accessible to staff.

Appendix 4

RESOURCE CENTRE
National Centre for Industrial Language Training

1. OVELRALL
Unpublished Audio-visual Internal Published books,
materials pubiications language materials

(NCILT) and periodicals
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2.

3.

UNPUBLTSHED MATCRIALS

Language Teaching Materials

1. Complete courses for particular employers

2. Llanguage teaching items or sequences of items
3. Student notes

Reports on Projects

&, TInvestigations

5. Evaluations

6. Follow-up studies of students

Background of Students

7. Materials on places of origin

8. Malerials on employment of immigrants in U.K.

9. Case studies (for teaching and seminar use)

10. Learning experience and progress of individual learnmers.

Industrial English Language Training
11. Lecture and seminar notes (ior employers, educational-
ists, ectc.)
12. Teacher-training materials

Relevant practice and ideas from other fields
13, Various papers, nandouts, etc.

AUDIO-VISUAL

1. Tapes - for published and unpublished language courses,
particular projects, role-plays, authentic,
student assessment, backyround, student cas-
settes.

2. Slides - teaching series, particular employment situa-
tions and jobs, background sending areas, and
immigrants in Britain.

3. OHP transparencies - (for management and teacher training)

4, Realia - pictures, maps, letters, etc.

5. Film and video = own products and purchased or video
recorded (For teacher training)
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&, NRCILT PUBLICATIONS (INTERNAL)

1. MWorking papers - from in service training seminars and

from working groups on materials devel-
npment projécis

2. Training Manuals for Teaching Staff and Background
studies

3. Information Sheets

4, Publicity leaflets

et e W o ——

5. PUBLISHED MATERIALS

DISCUSSION

In terms of teacher training and how "needs might affect
the profession”, three major points were discussed:

1. the status of the teacher within the overall teaching
environment.

2. problems affecting relations between the areas (depart-
ments) of specific knowledge and the service English
departments.

3. the distribution of materials which would serve as aids
to teachers in adapting or changing over from EFL to
ESP/EQP programs.

Lanquage Tlevel and the means of adapting otherwise ade-
quate materials was the principle concern of the second area
of discussion. Lack of materials in general and the resuliting
necessity to modify existing ones was discussed, as was the
possibility of developing learning modules.

In discussing methodolngy, the implication of the changed
relalionship between teacher and Tearner was mentioned. There
was & suggestion providing simulated experience for students,
and comments on changes in classroom environment and the resul-
tant change in the behaviour of the student.

In the last area, concerning research in communication
breakdown, several research projects were mentioned, and their
sources given.




