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PRESENTACION

El articulo 26 de La Declaracion Universal de Derechos Humanos proclama que
«toda persona tiene derecho a la educacién. La educacion debe ser gratuita, al menos
en lo concerniente a la instruccién elemental y fundamentals. No obstante, en los
paises desarrollados existe un grupo que frecuentemente estd privado de ese derecho:
inmigrantes adultos que no llegaron a completar la etapa de educacién primaria en sus
paises de origen. Es un colectivo relativamente poco numeroso y, por lo general, con
£scases recursos economicos, lo cual provoca una situacitn de marginacién en varios
sentidos —sobre todo por la dificultad de acceder a una educacion de calidad adaptada
a sus necesidades— y, en Gltima instancia, es un grave obstaculo para la integracion
en las sociedades de los nuevos paises donde la tasa de analfabetismo es muy baja.

Afortunadamente, desde mds de una década ha venido desarrollando sus actividades
la asociacién internacional LESLLA (en inglés: Low Educated Second Language and
Literacy Acquisition), un grupo informal y multidisciplinar, que trabaja para cambiar esa
realidad a través de actividades como los simposios anuales en los que participan tanto
profesores como investigadores, buscando un provechoso equilibrio entre la teorfa y la
practica, creando un espacio de intercambio de ideas entre los campos de la linghistica,
la pedagogia, la enseflanza de idiomas, etc.

Por el afén de internacienalizacion de las actividades de LESLLA, se ha convertido
en una tradicién alternar el lugar del encuentro entre paises de habla inglesa y los no
angloparlantes y, asi, ¢l Simposio de 2014 fue organizado en Nijmegen (Paises Bajos),
el de 2015 tuvo lugar en St. Augustine (Estados Unidos) y, por fltimo, el de 2016 se
celebro en Granada (Espafia).

En esta ocasién, entre los dias 8 y 10 de un septiembre inusualmente caluroso, la
Universidad de Granada acogié el duodécimo Simposio que reunié a mas de ochenta
ponentes y 30 asistentes, de més de diez paises diferentes y de varios continentes,
unidos por ¢l interés comin en la alfabetizacion y ensefianza de lenguas a inmigrantes
adultos con un bajo nivel de instruccién formal. En tres dias de intenso trabajo, fueron
pronunciadas dos conferencias, se presentaron treinta y ocho comunicaciones, once
talleres, dos mesas redondas y un poster; sin olvidar un especticulo flamenco y una
cena en el Albaicin, el antiguo barrio arabe de Granada.

Estas actas recogen mds de veinte contribuciones y reflejan el caracter multidiscipli-
nar de la Asociacién LESLLA: podran encontrar en ellas investigaciones, propuestas
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didacticas, descripciones de experiencias didécticas, etc. Esperamos que la lectura resulte
de su agrado y sea un estimulo para seguir trabajando.

INTRODUCTION

Article 26 of the Universal Declaration of Human Rights proclaims that "everyone
has the right to education. Education shall be free, at least in the elementary and funda-
mental stages.” However, in developed countries there is a group that is often deprived
of this right: adult immigrants who did not complete primary education in their country
of origin. Whilst a relatively small group, it is frequently without economic resource to
access suitable education. This is a serious obstacle to social and economic integration
in the new host country, where rates of illiteracy are usually low.

LESLLA (Low Educated Second Language and Literacy Acquisition), an international
organization, has been developing activities for more than a decade to raise awareness
of the wide-ranging problems faced by this group of adults. LESLLA activists, an in-
formal and multidisciplinary group of people, hold annual symposia which are open to
all professionals and researchers. Their aim is to achieve a balance between theory and
practice, and create a space for the exchange of ideas between the fields of linguistics,
pedagogy, language teaching, etc.

To widen its reach, LESLLA alternates these annual symposia between English-
speaking and non-English speaking countries: the 2014 Symposium was held in Nijmegen
(the Netherlands), the 2015 Symposium in St. Augustine (United States) and in 2016
we met in Granada (Spain), where the event was hosted by the University of Granada,

This twelfth Symposium took place between 8 and 10 September, which was an
exceptionally hot month. Some 80 speakers and 30 delegates from more than ten dif-
ferent countries across many continents came together, united by their common interest
in literacy and language teaching to this specific group of adult immigrants. Over the
three intense days two lectures were given, thirty-eight papers were presented, as well
as eleven workshops, two panel discussions and one poster, And, of course, we should
not forget the social side of the symposium, when delegates attended a flamenco show
and dinner at the Albaicin, in the old Arab guarter of Granada.

These proceedings contain more than twenty contributions which reflect the multi-
disciplinary nature of LESLLA. You will find research and classroom reports, didactic
proposals and a host of other reports which we are sure will be of interest, help to
stimulate you to continue your work with LESLLA students, and provide a tool to help
raise awareness of the issues faced by LESLLA learners.

Marcin Sosihski

SOCIAL SEMIOTICS AND MULTIMODAL ASSESSMENT OF L2 ADULT
EMERGENT READERS FROM REFUGEE BACKGROUNDS

JENNA ANN ALTHERR FLORES!
University of Arizona, Second Language Acquisition and Teaching

ABSTRACT: The goals of this action research are to create a feasible set of assess-
ments for refugee background adult emergent readers from non-Western countries,
and to gain an understanding of how this population makes meaning from multi-
modal texts. The research draws on Critical Applied Linguistics, Critical Discourse
Analysis, and critical multimodal social semiotics to analyze the multimodal written
assessments used by a community ESL language and literacy program. Investigating
writing, still image, and layout, data was gathered in three ways: multimoedal social
semiotic analysis of the assessments, artifact analysis of student assessments, and
semi-structured qualitative interviews. Findings are beneficial for assessment and
pedagogical practices for adults with refugee backgrounds who have emerging literacy,
and are from non-Western countries.

KEYWORDS: visual literacy, multimodality, social semietics, adult emergent readers,
assessment

1. INTRODUCTION

This research is action research with a goal of creating a feasible set of assessments
for L2 adult emergent readers from refugee backgrounds and non-Western countries.
Focusing on writing, still image, and layout, the research seeks to understand how this
population makes meaning from multimodal texts. The research presented is a critical
analysis of the written assessments used by the Adult ESL Refugee Program (AERP),

1. To cite this paper, use: Altherr Flores, I. A,
2. Denotes pseudonym,
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a C(?mmunity ESL language and literacy program. This pilot study is part of a larger
project that aiso includes the analysis of the program’s oral assessments. The data
presented are preliminary results from data collection during spring and summer 2016,

2. CONTEXT
2.1. PECPLE FROM REFUGEE BACKGROUNDS IN ARIZONA AND SECO COUNTY*

In FY 2015, Arizona resettied the 4" highest number of refugees in the United
States. Seco County received 961 of the 4,449 refugees resettled in Arizona in FY
2016; most of Seco County’s refugees originated from the Democratic Republic of
the Congo, Syria, Somalia, Iraq, and Burundi (Arizona Refugee, 2016: n.p.). In recent

years, individuals from African nations comprised the largest population resettled in
Seco County.

2.2. Apurr ESL ReFucee Procram (AERP)

AERP, part of Seco Community College Aduit Basic Education, has been operating
since the late 1970s. AERP is funded by the Department of Economic Security/Arizona
Refugee Resettlement Program, and grants; it is a free program that provides English as
a Second Language and English literacy instruction to adults from refugee backgrounds
who have been in the United States for fewer than five years. AERP consistently serves
on average 600 students annually; in FY 2016, the program served 678 students. The
classes, which have open enrollment and no attendance policy, are intensive, meeting
for two hours a day, four days a week.

Mirroring Sece County’s resettled refugee population, AERP’s classes are diverse.
The study occurred in a class where students originated from Afghanistan, Burundi,
Chad, Colombia, Cote d’lveire, Cuba, Democratic Republic of the Congo, Ethiopia,
Iraq, Somalia, Sudan, and Syria, and spoke Arabic, Amharic, Bembe, Dari, French,
For, Gouran, Gumug, Italian, Jula, Kifiuero, Kinyarwanda, Kirundi, Kiswahili, Lingala,
Masalit, More, Somali, Spanish, Zaghawa, and/or Zoba.

2.3. CURRENT WRITTEN ASSESSMENT
The tests AERP uses to assess traditional literacy skills, /e, reading and writing, were
created many years agoe by a previous AERP teacher. The program support technician,

who has no training in assessment or education, has altered the tests numerous times
since they were first made,

3. RESEARCH QUESTIONS

This study is guided by the following research questions;
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+ What ideologies are hidden in the composition of the original written assessment?
« How do non-Western adult emergent readers from refugee backgrounds make
meaning from multimodal texts?

1 will now briefly review terminology and the theoretical frameworks used in this
research, and then turn to the data analysis.

4. TERMINOLOGY
4.1. ApuLt EMERGENT READERS

Previously, scholars characterized people without print literacy as preliterate,
nonliterate, or semiliterate; however, these perspectives define individuals accord-
ing to something they lack. In opposition to these notions of deficit, Bigelow and
Vinogradov (2011) proposed the term emergent reader as it “expresses the sense of
becoming literate” (p. 121). Students who are non-Roman alphabet literate can also
be said to have emerging English literacy. This paper is concerned with students who
are 1.2 adult emergent readers, that is, they are becoming literate for the first time,
and doing so in a language other than their first language, and with students who are
non-Roman alphabet literate,

4.2. LITERACY, VISUAL LITERACY, TEXTS

The definition of literacy I use for this research extends beyond just reading and
writing. Per New Literacy Studies, literacy is embedded in a social context (Barton,
2009); it is also the ability to interact with and understand a variety of text forms
including “visual images and their relationship to the written word” (New London
Group, 1996: 61). .

Bruski {2011), Burt, Peyton, and Schaetzel (2008), and Linney (1995) note that
charts, maps, clipart, graphs, pictures, and drawings can be perplexing for students
with emerging literacy and limited visual literacy. Emergent readers with emerg-
ing visual literacy may not recognize meaning in a printed image, particularly if
depicted objects are from outside the student’s home culture. As Stein (2008) notes,
“meaning-making is ‘sense-making’;” it is-tied to how humans understand objects,
and to the extent that interacting with an object makes sense within their frames
of reference (p. 32).

For the purposes of this paper, [ define a text as any product that is written or spo-
ken, is a visual image, or is a combination of words and images; thus, a text can be
multimodal (Fairclough, 1995; 4; Kress, 2010: 59).

5. THEORETICAL FRAMEWORKS

Drawing on Critical Applied Linguistics (CALX), this paper also employs Critical
Discourse Analysis (CDA), and critical multimodal social semiotic analysis (Pennycook,



12 JENNA ANN ALTHERR FLORES

2001: 78-79). These various threads in the literature are interwoven, and held together
by their common concerns of language, power, and social contexis.

5.1. CrimicaL APPLIED LINGUISTICS

A central element of Critical Applied Linguistics (CALx) is “a way of exploring
language in social contexts that goes beyond mere correlations between language
and society, and instead raises critical questions to do with access, power, dispar-
ity, desire, difference, and resistance” (Pennycook, 2001: 6). Concerned with macro
and micro relations, CALx relates applied linguistics to the broader social, cultural,
and political domains, and aims to highlight how any classroom, text, or conversa-
tion must be studied in relation to these larger domains (Pennycook, 2001: 5, 11).
The classroom — its content, texts, materials, curriculum, and languages used — are
a microcosm of the broader social order; dominant ideologies of the outside world
are reproduced in the classroom (Pennycook, 2001: 115). Keeping these macro and
micro realms in mind, Critical Applied Linguistics involves constant skepticism or
questioning of the assumed norms of applied linguistics, and aims to enact change
through critical, reflective praxis.

5.2. Crarical DisCOURSE ANALYSIS

Discourse is the whole process of social interaction whereby discursive events shape
social structures, institutions, and situations, and are also shaped by them (Fairclough,
1995). Critical Discourse Anaiysis describes, interprets, and explains relationships
between texts and the social world, and considers these relationships at the micro and
macro levels, It is concerned with mediation between the textual and the social, and
how peopie move between them.

5.3, CRITICAL MULTIMODAL SOCIAL SEMIOTICS

Expanding the concept of discourse to include non-linguistic modes of meaning-
making, Kress uses a multimodal social semiotic approach to study how and what
meanings are made (2010: 57). Image, writing, layout, music, gesture, and speech
are examples of modes used in representation and communication (Kress, 2010: 80).
Modes are the “socially made and culturally available material-semiotic resources for
representation” (Kress, 2011: 208); these modal resources can be similar or different
across cultures. Kress defines muitimodality as “the many material resources beyond
speech and writing” that can be used to make meaning” (2011: 208). Multimodality
is founded on the notion that the meaning of signs created from multimodal semiotic
resources is social, contextual, and temporal. Modal systems, such as an entire test
or set of assessments, can be studied as texts, with a focus on their use in the given
social context.

Kress’s approach is not a critique of discourse but one concerned with how mean-
ings are designed and re-designed through interaction, and how meanings materialize
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through mode or 2 multimodal ensemble. A critical multimodal social semiotic theory
goes beyond description, and analyzes multimodal texts and their role in creating, re-
producing, and transforming social practices.

5.3.1. Multimodal Composition

Investigating writing, still image, and layout, this research uses Kress’s approach to
analyze the multimodal composition of AERP’s assessments; it also utilizes Kress and
Van Leeuwen’s (1996) visual grammar to read the images in the assessments,

5.3.1.1. Writing

The mode of writing has socially-constructed affordances that differ from the mode
of speech. “Writing has words, clauses, and sentences; graphic resources such as font,
size, bolding, spacing, frames, color, punctuation marks; and visual means such as
space between words or around paragraphs™ (Kress, 2010: 79). The mode of writing is
spatially displayed, governed by the culturally/socially-determined directionality of the
Jine, and tied to syntactical orderings (Kress, 2010). The use of writing is socially and
culturally regulated and contextually dependent.

5.3.1.2. Still Image

Unable to be expressed by words, sounds, phonology, or syntax, still images are
based in the logic of space; meaning is established by both spatial arrangement and the
relationship between depicted entities (Kress, 2010). This mode of communication is
also culturally-specific and socially regulated (Kress, 2010). Kress and van Leeuwen’s
(1996) grammar of visual design (for Western cultures), comprised of narrative repre-
sentations and conceptual representations, is us®ul for the consideration of still images.
The visual grammar is concerned with the set of socially-constructed resources for the
construction of meaning.

5.3.1.3. Layout

Layout can orient viewers to notions of centrality and marginality, Ideal and Real,
and Given and New {Kress and van Leeuwen, 1996). For Western cultures, the top, as
the generalized essence of the information, is Ideal, and the bottom, the details, down-
to-earth, practical information, is Real. In a culture with a lefi-right reading direction,
the visual reader starts at the Given and ends at the New (Kress, 2010). Because layouts
are organized according to socially-constructed norms such as left-right and top-down,
they ascribe readers to a particular audience. Readers who de not belong to the intended
audience may misunderstand the intended message, gleaning a different message from
the composition by benefit of their sociocultural resources.
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6. METHODOLOGY

The methodology for this study is tripartite (see Table 1). 1) I employed a critical
multimodal social semiotic textual analysis on the assessments, focusing on the modes
of writing, stilt image, and layout. 2) I analyzed the artifacts (the assessments) created
by the students, examining what they wrote, how they wrote it, and where they wrote
it, as well as what students chose to not write. 3) I conducted semi-structured qualita-
tive interviews in the students” L1 with the help of three interpreters. I met with each

participant individually, and asked questions about the original and first two revised

assessments; each participant took part in one interview afier the second revision of
the assessment. The interviews, which ranged from 30 minutes in length to 1 hour and
25 minutes, were recorded with a video camera; the camera was aimed at the assess-
ments on the table so that deictic gestures could be recorded. All the data were coded
according to theme, and triangulated with the other analyses.

To ensure that a difference in score or meaning-making was not due to learning
over time, students were given the original and first two revised assessments on three
consecutive class days. The original assessments were on day one; the first revised
assessment, which contained the same questions as the original assessment but with
different images, was day two. The second revised assessment, created with the data
obtained from the critical textual analysis of the original assessment, was given on day
three. Finally, the data from the interviews, coupled with the data from the original
and first two revised assessments and participant artifacts, was used to create the third
version of the revised assessment. The third revision of the assessment was given to
students approximately eight weeks after the second revision; the data from this third
revision is in the process of analysis. Not all participants took the original version and
first two revisions of the assessment due to the program’s open enrollment and open
attendance policy; furthermore, not all students who took the assessments participated
in the interviews, though all interview participants took the assessments. Finally, stu-
dents were interviewed only once to ensure that the act of interviewing and asking them
about their meaning-making did not affect how they interacted with the assessments on
subsequent, near-future sittings.
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Table 1: Phases of Data Collection and Analysis

7. PARTICIPANTS

l?aniciga.r\ts were students from the literacy class the researcher teaches for AERP;
their participation was_volumary. Their ages ranged from 18 — 63 years old; both‘
males and females pa.rt_lcrpale:d. 28 students gave permission to study their tests; 18
of those slttlidenls participated in interviews. Of those 18 students, nine countries were
represented (Burundi, Chad, Colombia, Congo [DRC], Cote d* oi > iopi
e go [ ], Cote d’Ivoire, Cuba, Ethiopia,

8. FINDINGS AND DISCUSSION

. In this section, I discuss the multimodal aspects of the assessments. This discussion
is P?sed on the multimodal social semiotic analysis of the assessments, tiu: students’
aml_acls, and the interviews. The quotes that are provided in the following discussion
section are each one person’s response. Occasionally more than one perso: provided a
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similar response; however, numbers for such responses are not indicated below. Responses
were selected to showcase what was thematically representative of the data gathered, as
opposed 1o quantitatively represented. The data was categorized inte six thematic groups:
clip art image. directions. layout; boxes and parentheses; lines and layout; narralive
images and symbols; stylized words: and conceptual images. Participant responses for
cach of these categories will be discussed in the following sections.

8.1, Cr ARt IMAGE, DIRECTIONS, Layout

On the original assessment, the top of page 1 has an image of a clip art pen 1o the
left of a set of bolded words (Figure 1).

Date

Y 4

1. Last Name __

Fill aut the form

i3

. First Name L e

3. Male L] Female L

Figure 1: Image and Directions on the Top of p. 1. Original Assessment.

The pen is meant ta supplement the words, providing the student with guidance for
completing the page; this meaning was not recognized by most participants (Example
1). When asked what the image to the left of the directions is, representative student
responses included:

Example 1.
“fish”

“insect”

“] don't know™
i.i.pen!!

These responses highlight the range of interpretations that occurred. The students’
responses were experiential, relying on previous knowledge to both make a connection
and understand the image. Follow-up questions clarified how the participants’ lived
experiences affected their interpretation of the image, with students referencing the fish,
insects, and pens they have seen and interacted with, as well as the students who said
they had never seen such a thing.

The bolding of the directions in Figure | is a graphic means of writing that shows the
words® importance, much like how significance is designated by a change in volume or
intonation in speech. Example 2 details some of the responses students provided when
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asked if there was a relationship between the words and the image, and il so, why the
words were bolded, and how the image and wards were related 1o the entire page.
Example 2.
“The color is the same; they are the same because they are black.”
“Here they used a lot of ink... Maybe this one they put ink just show that this
is bigger than this.”
“No, | don’t know for sure.”
“Because if you have a pen, you write.”

Example 2 shows that same of the participants did not make a connection between the
still image and the writing (the bolding), and they also did not understand the significance
of the layout. As defined previously, Kress and van Leeuwen’s (1996) framework for
analyzing layout states that the Ideal, the generalized information. is located at the top
of the page, and the Real. the practical information, is located at the bottom. Because
this still image and these words are located at the top of the page, they are the Ideal,
and the remaining section is the Real; here, the Ideal is the directions, and the Real is
the answers students are meant to provide. The ¢lip ant and bolded words add to the
salience of this layout. As noted in the examples above, however, many students did not
see this relationship of the Ideal and the Real, and the clip art and bolded words. Both
Figure | and Example | exemplify a common image type, writing style, and layout of
the original assessments, and the sorts of responses students gave.

8.2, BOXES AND PARENTHESES

As seen in Figure 1, the first page of the original assessment is composed of single
words or short phrases with a line on the right. This fulfills Kress and van Lecuwen's
(1996) Given/New concept where the question or prompt is the Given, and the answers
are the New, Here, the boxes to the right of the words “male™ and “female”, and pa-
rentheses along the right side of the page are the New; they should be marked in some
fashion (Figure 1). Artifact analysis showed that many students marked both boxes; they
did this with either different marks (Figure 2). or the same mark (Figure 3).

Figure 2: Different Marks in the Boxes to the Right of the Words “Male” and “Female™ on p. 1.
Original assessment,

—— o S ———
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Female[zj

Figure 3: Identical Marks in the Boxes to the Right of the Words “Male™ and “Female™ on p. k.
. Original Assessment.

The interview data revealed that some students thought they should put an “x™ in
the box for the gender they were not, and a tick in the box for the gender they were
(Example 3).

Example 3. o
“I mark here because | am male, and here because 1 am not female.

Some students wrote the same mark in both boxes because they believed they
must interact with all the empty boxes (Example 4).

Example 4. .
1 think 1 will tick everywhere. Both.”

There are empty parentheses, representing the New, at the end of every line on ::c
5 . . :- = 15 a
right side of the first page of the original assessment (Figure 4); here, the New ¢

score students earned for every line.

5. Cuy____ e

6. State ) : = =

7. Zip Code 1 =
Figure 4: Parentheses on the Right Side of p. 1. Original Assessment.

The graphic resources, writing, and layout do not make clear that students should not
write in this area. 1t was common for students to write in the parentheses (Figure 5).
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Figure 5: Marks in the Parentheses on the Right Side of on p. 1. Original Assessmenl.

Some ;tudents believed it was necessary to write in the parentheses, and that they
COI:lld write whatever they wanted (Example 5), while others thought they needed to
write in the parentheses only if they wrote on the line to the lefi {Example 6),

Example 5.
“I can put here the number. ... | can put any number ... 5, 0, 3.
“I have to put in a word.”

Example 6.
“If I write, | can make a mark.”
“I will put my name here, and then I will tick here.”
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The effort to write in all potential areas (specifically boxes and parentheses) of the
assessment either shows the students’ determination to respond to every request, or a
perceived notion of requirement for different varieties of blank spaces. This evidence
demonstrates the students’ willingness to try. but also their emerging knowledge of
schooling and assessment.

8.3. LinEs anp Lavour

On the second page of the original assessment, there is a section in the middle with
another stylized clip art pen and directions that are surrounded by two heavy black lines
(Figure 6). Regarding the questions at the top of the page, per the Ideal/Real composi-
tion, the questions are the Ideal, the essence of information, and the answers are the
Real, the practical details.

@ Answer

1. What is this used for? 2. This sign means? 3. How much moncy is this?

2 T e

A Laundry. A, Moamen's Hestroom, ALSLI
B. Recvcling B Mea'v'Women's restroom i so.10
C. Trash C. Men's restroom sk

@ Write

4. Complete the sentence. _
09090909 ©

$O.55 b

Hehatthe , e perpound

Figure 6: Top and Middle Seetion of p. 2. Original Assessmenl.
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As seen in Figures 7 and 8, rather than writing a check mark next to the correct
answers, students wrote the answer from the top section between these two lines. Fig-
ure 8 shows an inconsistent use of the check mark above. and use of the lines in the
middle of the page.

= 4 |
iE e L)
R

—

A. Women's Restroom. AL52. 11
B. Men's'Women's restronm B S/
C. Men's resivonm C.SL11

Figure 8: Student Writing on Lines in Middle Section of p 2. Original Assessment.

Participants® responses (Example 7) concerning why lines were in the middle of the

page, and what, if anything, should be written there, are as follows:
Example 7
“I can write here,”
“[1 write] ... The answer to the questions above.”

Participants also noted that they preferred to write about images below them, and that
they preferred multiple choice answers to be placed above the image (Example 8). This
preference for provided answers above the image is an inversion of the (Western) Ideal
and Real; this data evidences that students prefer the generalized essence to be below the
details/practical information. This information explains the writing in Figures 7 and 8,

Example 8.
“The writing would be better on the bottom, and the circling on the top.”

On revised versions of the assessment, though the multiple-choice answers had been
placed above the images, participants continued to write on dividing lines which had
been changed to dashed lines (Figures 9, 10).

MULTIMODAL ASSESSMENT OF REFUGEE-BACKGROUND ADULTS

Figure 10: Student Writing on Dividing Lines. First Revised Assessment.
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Participants were shown the various iterations of the assessments during their inter-
views; some of the iterations included the dividing lines, while others did not. Partici-
pants. when asked about the necessity of the dividing lines, regardless of if solid or
dashed, stated that it was not necessary to have lines separating the sections of the test
since many of them believe the separator lines require a written answer (Example 9).

Example 9.
“It means | have to write here.”

Figure 11 exemplifies students choosing the correct answer above, and not writing any
extraneous information below because dividing lines were not included in the section,
This demonstrates a successful revision of the assessment. based on artifact analysis of
carlier assessment versions, as the students made meaning in a way that matched the
text designer’s intention. The interview data supported the artifact data; namely that
students preferred to not have dividing lines in texts, and that students preferred multiple
choice answers to be provided above the images.

9. Are you male or ;'f-emale ?

=

male

S

Figure 11: Student Choosing Carrect Answer Above Image; no Additional Writing.
Second Revised Assessment.

8.4 NARRATIVE IMAGES AND SYMBOLS

There is a narrative image with a row of seven symbols abave it on the second page
of the original assessment (Figure 12). The image and symbols are meant to be read
in concert, with the symbols providing a second layer of information about the visual
ensemble. Utilizing Kress and van Leeuwen’s (1996) framework, the image is a narrative
process where the man, the Actor, hands money to the teller, the Goal. and a reactional
process shows the other woman, the Reacter, looking at the man. the Phenomenon,
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4. _ICompIclc the sentence.

0999009

. A g‘i}m =t

¥

He s at the .

Figure 12: Clip Art Image of People at a Bank. Original Assessmenl.

There are also Possessive Attributes for the people in this clip art image. The woman
standing behind the counter has the attributes of the counter and the money; tl:lESE at-
tributes index her as a bank teller. The man at the counter has the Possessive Attribute of
the briefcase, which indexes him as a businessman. The attributes and narrative process
indicate this is a bank; however, these are Western content schemata.

Example 10 details the responses students gave when asked what was happen-

ing in the image, and where the people in the image were.

Example 10.
“This is an office.”
“That woman is mopping,
“It is a school.”
“They are exciting one another .., angry
“I don’t know.”
“They came 1o see this one who fell down. This money here and people are
having money. For example, this one falls down and he has to go to the hospital
and he will be needing money to pay.” _ )

These responses demonstrate the salience of lived experiences and personal history in
meaning-making. Most of these students do not have jobs, and, as told to the researcher
during both the semi-structured interviews and during the classes she tea:::hes, they
do not regularly visit banks: participants therefore map this image onto their personal

"
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experiences. seeing an office that may be similar to their resettlement office. a school
because two people have bags, or a woman mopping because it looks like how they
clean their homes. The participant who believes that the man in the lower right corner
has fallen down, and the others are doing something with money to help him, is also
constructing socially-contextualized meaning from this multimodal ensemble in a way
other than it was intended. Furthermore, the grainy quality of this clip art image could
polentially affect how students make meaning from it.

Many students saw no relationship between the dollar symbols and the image. or
they did not know what the symbols were (Example 11). Their lack of understanding of
the symbol meant that they did not receive additional support to help them comprehend
the image below it. The participant who responded with “dollar” is the one referenced
above who concluded that the man fell and needed money: his response seems to have
been partially guided by the interpretation of the dollar symbol above the image.

Example 11.

“S with a line through it.”
“S!?

“Flowers™

“I don’t know.”

“Dollar™

The first revised assessment included a photograph of a bank teller to determine what
type of meaning students made from it (Figure 13).

Figure 13: Bank Teller With Money. First Revised Assessment,
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During the interviews, participants were asked about who and what were in the
photograph, what was happening in the photograph. and where the people were; many
students said this was a woman who had cash, but they did not connect that woman to
working in a bank (Example 12). This image was chosen for its iconic and culturally-
specific features, e.g. a person behind a counter who is handing over money, the hint
of a computer keyboard, the blurry shape of the wad of cash in the background, the
unattached hand of the person receiving money, etc. As noted in participant responses,
it seems this image was too iconic and culturally specific for students to recognize the
bank teller’s job or her location.

Example 12.
“That is a woman. She has money.”
“Cash”

The second revised assessment included an image of a woman at a grocery store
(Figure 14). This image was chosen because it had more concrete, recognizable fea-
tures such as the grocery cart, the full body of the woman and child, the vegetables
on shelves, etc.

She IS at ?he ;:-.'9' .\ I'F Oy

Figure 14: Woman Shopping at the Grocery Store. Second Revised Assessment.
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During interviews, all participants were able to correctly respond to “where is she?”
and “how do you know?” Participants explained that they had similar experiences which
allowed them to recognize the woman’s location (Example 13).

Example 13.

“Because | see it.”

“She is picking some items — food — and is putting in. and this baby, this small
baby is sitting.”

“I see the peppers and the vegetables.”

Photographs therefore must have recognizable details and reflect students’ lives. While
this shopping experience appears quite American, potentially making it unrecognizable
for this population, an explanation posits students are now regularly participating in
similar shopping environments, and have created a frame of reference for understanding
the photograph. Banks, on the other hand, as shown in the prior photograph, could be
unrecognizable since students are not frequenting them; conversely, the image of the
bank, as noted previously, could not have enough identifiable features,

8.5 StvLizen WorDs
Figure 15 is a grainy clip art image: it has stvlized directions with the word “look”

appearing as if it has eyes.

Lf e 8
6. LS .‘H at the map. What is the name of the street the park is on?

== e

Moatreal Ave.

The park s on _ _ street.

| -
|

] m -
Stoae Line S0 |

Figure 15: Stylized Directions: a Neighborhood Map. Original Assessment.

Participants’ responses (Example 14) to the questions “what are these?” and “what
is their relationship to the rest of the word(s)?" are:
Example 14.
“Eggs”
“Chicken eggs”
“I don’t know.”
“Eyes ... a face.”
Most did not recognize the stylized letter “O” or acknowledge a relationship. Some
participants identified the “O%s as eyes, but did not see a significance between them
and the rest of the page.
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8.6 ConceErrual IMAGES

Per Kress and van Leeuwen’s (1996) framework, the image underneath the stylized
eves is an analytical process (Figure 15). The store in the upper left is a Carrier with
signs, shelves, light poles, and an awning as the Possessive Attributes that make up the
whole of the store. The image of the park in the lower right corner consists of the park
as the Carrier, and the bench and tree as the Possessive Attributes that compose it. The
lines and two analytical processes of the store and park creale an analytical process of
a neighborhood map where the map is the Carrier, and the store and park are the Pos-
sessive Attributes. There is a high degree of abstract visual literacy, Western content
schemata, and Western visual grammar needed to correctly comprehend this image, and
answer the question.

The majority of the participants were unable to identify the store (Example 15), park
(Example 16). or map (Example 17) as exemplified in these responses.

Example 15.

“I see a camera.”
“That is a car.”
“It is a house.”
“I don’t know.”

Example 16.
“This is a tree.”
*1 don’t know.”

Example 17.

“1 don’t know.”

“This is a person [with his arms up]. ... This is the face of the person and this
person is having a car, and will go in this car. ... These are tires.”

The second answer in Example 17 is salient as the participant combines all aspects of
the multimodal visual ensemble. pointing to the eyes as the face, the park as a man with
his hands up, the store as the car of the man/face, and the tires of the car. The participant,
however, does not make meaning as the creator of the original assessment intended.

9. IMPLICATIONS

Turning from how meaning is made in these multimodal assessments, we must now
consider principles of language assessment in reference to AERP’s original written as-
sessment. Utilizing Brown and Abeywickrama’s (2010) principles of language assess-
ment (practicality, authenticity, reliability, validity. and washback), it is evident AERP’s
original assessment violates the principles of reliability, validity, and authenticity. The
lest content and items must be unambiguous to the test-taker for the test to be consid-
ered reliable; this research has shown many items that are ambiguous to the test taker.
Additionally, the tests are not valid because they do not measure what they are sup-
posed to measure (i.e. English literacy skills and English language skills), but instead
measure how meaning is constructed from Western multimodal texts. The assessments
do not offer useful, meaningful information about a test-taker’s ability as the content
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being assessed is different from the desired content; thus, the tests are not valid. Finally,
the assessments are not authentic. While the first page of the assessment is similar to
the type of form a student may see at his reseitlement agency’s office, the majority of
the images presented throughout the assessment are not authentic. Students would not
witness events that looked like these images in everyday life, nor are students able to
draw from their prior social context to understand them. The revised assessments strive
to follow the principles of language assessment,

Tests are administered by powerful institutions and can have detrimental effects on
test-takers (Shohamny, 2001). Regular discouraging assessment could lead students to have
negative thoughts and deep fears about assessments with very high stakes such as the U.S.
naturalization test, Because of the power tests hold, it is essential for assessments, even
low-stakes program-specific assessments, to be realistic and achievable as high levels of
anxiety or self-consciousness can negatively affect student performance. Thus, if instruc-
tors and administrators desire an accurate view of the English language and literacy skiils
and knowledge of adult emergent readers, they should provide students with assessments
that mirror and support how students make meaning from writing, still image, and layout,

10. FUTURE RESEARCH AND LIMITATIONS OF THE CURRENT STUDY

The data from this action research pilot study provided rich results. The revisions and
analysis of the literacy level assessments will continue in the future; the oral assess-
ment, not discussed in this paper, will be revised and piloted, as well as the intake and
diagnostic exams, and the exams for the program’s upper levels. A similar methodology
as was used in this pilot study will be utilized in the future research. A standardized set
of rubrics will also be created, and the instructors and administrators of the program
will be trained on their use.

Because this was a pilot study with a relatively small number of participants, the
results may not be generalizable to all 1.2 adult emergent readers from refugee back-
grounds and non-Western cultures. Additionally, because not all students who took the
original and revised assessments participated in the interviews, there may be some gaps
in the study’s results, The methodology also allowed only a limited amount of time for
researching different varieties of photographs; future research will consider different
varieties of photographs in more depth in interviews.

11. CONCLUSIONS

The following answers have emerged to the research questions posed: 1) What ide-~
ologies are hidden in the composition of the original written assessment? and 2) How
do non-Western adult emergent readers from refugee backgrounds make meaning from
multimodal texts? Regarding the ideologies hidden in the composition of the original
assessment, it is evident that the original written assessment presents an ideology of
Western knowledge and schooling; it does not take into account the lived experiences
and personal histories of the students. The assessment a) utilizes test-taking norms that
may be unfamiliar to students from this population, b) assumes a high level of visual
literacy, and c) presupposes knowledge of Western visual grammar and content schemata.
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Additionally, in consideration of how non-Western adult emergent readers from refugee
backgrounds make meaning from multimodal texts, we can see that they make meaning
in different ways than literate students from Western cultures. This is ev1d_enced from
what they write on lines and in boxes, and how they understand layout, images, a1:1d
relationships between images and layout. A successful redesign of the assessments will
provide a more accurate depiction of the language and literacy skills and knowledge
held by L2 adult emergent readers from refugee backgrounds. o

The study’s findings have provided a glimpse of which types of writing, still image,
and layout are most appropriate for adults with refugee backgrounds from non-Western
countries, who also have emerging literacy. These findings are useful for both assess-
ment practices and for pedagogical practices. It is recommended that instructors 1) use
realistic photographs with recognizable, contextualized details, 2) do not clut_ter. pages
with additional lines, boxes, and/or parentheses, 3) do not use abstract, symbolic 1mages
whether they be photographs, clip art, graphic devices, or line drawings, 4) recognize
that students may make meaning in ways different than the instructor assumed..L2 adult
emergent readers may alsc benefit from classroom instruction in (Western) visual and
multimodal literacy in addition to traditional literacy.

WORKS CITED

Arizona Refugee Resettlement Program (2016). Arizona Refugee Resettlement Quarterly Meet-
ing: September 2016. Powerpoint. )

Barton, David (2009). “Understanding Textual Practices in a Changing World.” Eds, Mike Baynham
& Mastin Prinsloo. The Future of Literacy Studies. London: Palgrave Macmillan. pp. 38-53.

Bigelow, Martha & Vinogradov, Paisy (2011). Teaching adult second language learners who
are emergent readers. Review of Applied Linguistics 31: pp. 120-136. o

Brown, H. Douglas & Abeywickrama, Privanvada (2010). Language Assessment: Principles
and Classroom Practices. New York: Pearson Longman.

Bruski, Daniel (2011). Do They Get the Picture? Visual Literacy and Low-Literacy Adult ESL
Learners. Unpublished capstone project. Hamline University: United States. .

Burt, Miriam, Peyton, Joy Kreeft & Schaetzel, Kirsten (2008). “Working with.Adult English
Language Learners with Limited Literacy: Research, Practice, and Professional Develop-
ment.” CAELA Network Brief, October.

Fairclough, Norman (1995). Critical Discourse Analysis: The Critical Study of Language.
London: Longman.

Kress, Gunther (2080), Muitimodality: 4 Social Semiotic Approach to Contemporary Commu-
nication. London: Routledge. o

Kress, Gunther (2011). “Discourse Analysis and Education: A Multimodal Social Semiotic Ap-
proach.” Ed. Rebecca Rogers. An Introduction to Critical Discourse Analysis in Education.
New York: Routledge. pp. 205-226.

Kress, Gunther & van Leeuwen, Theo (1996). Reading Images: The Grammar of Visual Design.
New York: Routledge.

Linney, Bob (1995). Pictures, People, and Power: People-Centred Visual Aids for Development.
London, UK: Macmillan. '

Pennycook, Alastair (2000), Critical Applied Linguistics: A Critical Introduction. New York: Routledge.

Shohamy, Elana (2001). The Power of Tests: A Critical Perspective on the Uses of Language
Tests. London: Longman.

Stein, Pippa (2008). Muitimodal Pedagogies in Diverse Classrooms. New York: Routledge.



“TEACHER OF ITALIAN AS A NON-NATIVE LANGUAGE FOR LOW
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ABSTRACT: In last years, migrants’ cultural features and age have changed and an
increasing amount of people landing on Italian shores is constituted by unaccompanied
foreign minors, mostly belonging to the category of LESLLA, This scenario imposes
the definition of new competencies, suitable for the training needs of these new users.
In fact, teachers of Italian L2 have to acquire literacy skills, which traditionally do
not fall within their professional background. Moreover, these competencies should be
markedly oriented in a strategic way, as the timeframe for learning is typically long for
illiterate adults, in contrast with the urgent needs of pragmatic use of the language. The
paper describes the new proféssional profile of the “Teacher of ltalian as a non-native
language for low educated users”, as it has been defined within the research and teaching
experience of the School of Italian Language for Foreigners of the University of Palermo.

KEY WORDS: lialian L2, teachers’ training, unaccompanied minors, strategic competencies.

1. THE LABEL AND ITS CONTEXT: AN INTRODUCTION

In last years, the School of Ttalian Language for Foreigners of the University of
Palermo (henceforth, ItaStra) welcomes an increasing number of learners belonging to
various categories of the low educated users, that is, users non-literate in their L1 or

1. The whole paper results from close cooperation of the authors. However, Adriana Arcuri is
responsible for Sections 2.2 and and 3.2, Mari D’Agostino for Sections 1 and 4, and Egle Moc-
ciaro for Sections 2.1 and 3.1.



34 ADRIANA ARCURI, MARI D’AGOSTINO, EGLE MOCCIARC

who have experienced a very short educational period. A substantial part of these users
is constituted by unaccomparied foreign minors (see Amoruso et al., 2015; Amoruso et
al., 2016), that is, minors “who have been separated from both parents and other relatives
and are not being cared for by an adult who, by law or custom, is responsible for doing
$0”, according to the definition given by the UN Committee on the Rights of the Child?.

The educational effort that, starting from 2011, ItaStra addresses to such learners
(by means of dedicated courses, as well as other activities aiming at social inclusion)
has imposed an upgrade of the analytical and methodological tools characterizing our
research activity and didactic practice. A significant aspect of this reflection has involved
teacher training and has resulted in the definition of a new professional profile specifi-
cally dedicated to low educated users, namely, the “Teacher of Italian as a non-native
langunage for low educated users”.

The planning and the realization of such a new profile have been entrusted to the 2"
level Master in “Theory, design, and didactics of Italian as L2 and LS”, a postgraduate
university course closely related to the ItaStra activities®,

The new profile is characterized by specific skills — above all, concerning literacy —
which traditionally do not fall within the teachers’ professional background. Moreover,
these competencies should be markedly oriented in a strategic way, as the timeframe for
language learning is typically long for illiterate adults, in contrast with the urgent needs
of use of the language. In addition, due to the migrants’ working needs and also because
they undergo frequent relocations, it is hard for them to attend medium-long learning path-
ways. As a consequence, teachers have to learn how to design activities which, despite the
short period of guided learning, may produce autonomous lifetime learning competencies.

In what follows, we will try to describe the features characterizing the professional
profile of the “Teacher of Italian as a non-native language for low educated users”, ac-
cording to the model tested at the University of Palermo.

This profile consists in a set of competencies that can be summarized as follows:

a)  “doubting”, that is, to be talented at problem posing before than problem solving,
and used to verifying and rethinking their own patterns of behavior and patterns
of action (cf. the notion of “puzzlement” described by Hanks, 2015);

b)  “constructivism”, that is, to be able to accumulate key knowledge and exploit it
in a new way, as well as to focus on learners’ resources rather than shortcomings,

such as the oral language skills at their disposal rather than their weaknesses in
Italian language;

2. Committee on the Rights of the Child, General comments {General Comment No. 6 “Unac-
companied and separated children outside their country of origin”, par. 7 and 8, September 2005),

3. In particular, Master student-teachers’ training is largely carried out within the classrooms
of ItaStra or in other educational contexts cooperating with it, such as family homes hosting unac-
companied minors (some of these experiences have been described in Arcuri et al., 2015). More
recently, ItaStra and Master — whose relationship is actually made by a continuous exchange of
information, experience, as well as people — have been engaged in a wide project invelving the
newly instituted CPIAs (Territorial Centers for Adult Education), to which they address training

courses for both adult illiterate learners and teachers of Malian L2 (see D’Agostino & Sorce,
2016).
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¢) “expertise” in Italian language (not merely a native speaker), acquisition processes,
and thearies of language; _

d) “decentralization”, that is, to be able in recognizing and accepting all kinds of
difference between themselves and the learners;

e) “research”, that is, to be able to face the lack of specific and tested materials,
ready to check systematically the results of the educational action, as well as the
assumptions on which the didactic action is founded, to falsify them whenever the
systematic observation in the classroom forces in this direction.

While a)-c) can be considered general features of any teacher of Italian as an L2, d)
and €) represent instead stricter requi?ements for the teacher of Italian for low educated
users.

The paper Is organized in two parts: in section 2) we discuss the specific competen-
cies that the teacher of Italian L2 for low educated users should possess; in section 3)
the training path actually tested at ltaStra will be presented. In section 6 we propose
a summing up.

2. SPECIFIC PROFESSIONAL COMPETENCIES
2.1. CoMPETENCE 1: “DECENTRALIZING” TEACHER

The more the two poles of the didactic relationship “teacher vs. learner” share cultural
features, the more the teacher’s “spontaneous” (that is, internalized) way of working
will be suited to the learners; the more they differ, the more teachers need to introduce
and experience new didactic elements to meet learners’ needs.

The differences at work in the relationship between teacher and learner mainly involve
three cultural sub-domains, namely: presence vs. absence of a written culture, schooling
culture and socialized learning, and variety of the linguistic repertoire,

In the case of non-literate or semi-literate learners, the fundamental distance lies in the
presence vs. absence of a written code and, related to this, in the presence vs. abserilce
of textual competencies concerning written texts, including the pragmatic dimension
of the text, paratext, inferential strategies involving the wide domain of the textual
implicitness, hence the shared encyclopedia.

Literacy also affects the cognitive level, as it conditions, more or less directly, our
way to know and to represent the world, as well as to perceive spoken language; quot-
ing Nicholas (2012: 268), “literacy has both the dimensions of reading the world and
reading the word”. However, we will not deal here with the effects of illiteracy on
“words”, that is, on the problems related to the phonological awareness and the ability
in segmenting the phonetic continuum (the reader is referred to Amoruso et al., 2016).

Another aspect of culture directly affecting cognition is what can be called social-
ized learning. Any individual learns learning models and patterns within and through
the processes of socialization (i.e., within social contexts, such as family, school etc.).
Thus, learning models are conceived of as “socialized” or, in other words, they are so-
cial products. In the case of illiterate learners, the teacher deals not just with a diﬁrterent
learning model (as in the case, for instance, of a German learner learning the Chinese
language), but with the lack of a school learning model as a whole, as illiterate are, by
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definition, low educated and, hence, lacking a school culture (e.g. awareness of student/
teacher relationship, peer relationship, method of studying, endorsed learning styles,
etc.). As learning models seem to influence leaming styles, we can assume that non-
formal experiences of learning favor learning styles far from the scholastic ones. Thus,
“learning to learn” becomes one of the major goal of the didactic action. As Feldmeier
(2008: 12) claims, it is essential “to make the learning process transparent and offer
the .learners tools for sefting, planning, conducting and evaluating their own learning”
or, in other words, for developing autenomy and responsibility on the learning process
itself (Feldmeier, 2016: 93).

The first consequence of the cultural distance is that teachers for low educated
learners have to make the effort of “defocusing” from their known cultural world to a
greater extent than in other educational contexts. In other words, they should operate
on their own styles (first, on the style of teaching, which is typically an after-effect of
the individual learning style).

“Decentralization” also involves the recognition of a specific knowledge on the part
of the learners, which is both a cultural (and experiential) baggage and a linguistic
one. Very frequently, in fact, illiterate lcarners are endowed with a plurilingual oral
competence, deriving from both the life context and the experience of migration. On
this topic, Tarone & Bigelow (2012: 8) have observed that;

Interesting, and perhaps ironic to some, is the fact that very high levels of low print
literacy frequently co-occur with very high levels of multilingnalism.

Take the case of Burkina Faso where only 21% of the adult population can read and
write. School life expectancy is 6 years for girls and 7 years for boys. However, Burkina
Faso has 68 living languages, many which have fewer than 1000 speakers. While exact
numbers of languages and speakers is disputable, we can assume that many people in
Burkina Faso who are illiterate frequently learn each other’s languages. [...] Clearly,
multilingualism dees not depend upon literacy or formal schooling, as many may believe
in more monolingual contexts.

' The case of Burkina Faso reported by Tarone & Bigelow particularly fits our descrip-
tion, as a large part of illiterate learners at ItaStra arrives from Sub-Saharan Western
Africa.’ Within this area, numerous (non Bantu) Niger-Congo languages are spoken,
b'elon‘ging to different groups and subgroups and frequently coexisting within the same
!mgmstic community. As Grandi (2008: 272-273) notes, we are dealing with heavily
indented areas from a linguistic point of view, where the official language is in fact
the native language only of a minority of the population. In this situation of marked
multilingualism, it is quite usual that the repertoire of a linguistic community has
an average of 15 languages. Any adult, indeed, speaks at least a “mother language”
(which is, literally, the language spoken by the mother, in the frequent cases in which
the father belongs to a different ethnic group or is emigrated due to work), possibly
the language of the father (alongside the first language or even during the adolescence)

4. Especially from Gambia, Sencgal, Benin, Mali, Ivory Coast, Guinea Conakry, Guinea Bis-

sau, Other major groups of low educated learners at ItaStra come from North Africa (e.g. Egypt)
and Bangladesh,
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and the vehicular language, used to communicate with neighboring villages; European
languages of colonial legacy have generally an official status and are quite widespread
as L2s, especially among the highly educated population (Adegbija 1994; Turchetta,
1996: 39-40; 2008: 495). These linguistic repertoires, which begin to take shape since
childhood, increase over time in relation to the individual mobility, which may include
the migration journey (Amoruso et al. 2015).

As a rule, learners’ repertoires are not part of teachers’ linguistic competence and,
as they cannot be used and controlled directly, they are not conceived of as expendable
materials in the teaching acting. This is a false belief, as plurilingual competence, if
properly used, may be a crucial resource in the construction of learning paths, regard-
less of the teacher’s own competence. An example of this is given by the so-called
“autobiographical method”, illustrated by Di Benedetto et al. (2016).

If teachers cannot acquire a plurilingnal control corresponding to learners’ competen-
cies, they are however asked to develop a “typological sensibility” that provides a set of
criteria to guide them within learners’ languages, including their Italian interlanguage,
since, like any other natural language, an L2 fits coherently within the typological
panorama. This sensibility is stimulated by means of dedicated courses on grammar
and typology aiming at showing, on the one hand, the relativity of certain phencmena,
which are central in some languages and peripheral or absent in others (e.g. the definite
article or the geminate stop consonants etc.) and, on the other hand, the limits of cross-
linguistic diversity, whose boundaries are drawn by the structures of human cognition
(Mocciaro 2014: 102-103).

In sutm, becoming aware of the cultural distances just described® constitutes an essential
prerequisite of the teaching action, referred to as the “reflective approach” (see 3.2).

2.2. COMPETENCE 2; “RESEARCHER’ TEACHER

Our training mode! allows teachers to acquire techniques and methods to manage
orality, textuality, reading and writing, and autobiographical activities.

On the bases drawn in 2.1, teachers’ training is articulated around five pivotal points
on which their teaching action should be founded.

The first point consists in structuring teaching situations at all the identified levels
simultaneously (socialized leaming, learners’ cultural and linguistic competencies).

Second, in our approach, four areas of teaching action strictly interact and potentiate
each other: orality, reading and writing, textuality, autobiography.

A third wide area of intervention embraces the domain of textuality. More in the
spirit of De Beaugrande & Dressler (1981) and Coseriu (1997), texts are conceived of
as “communicative units”, rather than as mere linguistic contexts for single words to ap-
pear and be studied. The overall pragmatic value of texts will help learners to formulate

5. There are, of course, other cultural features deserving attention. Among these, an interesting
direction of research could be the use of technological devices on the part of non-literate learners.
This could allow teachers, on the one hand, to understand which strategies are used in absence
of written abilities; and, on the other hand, to structure learning paths based on technologies (see
also Nagh, 2016).



38 ADRIANA ARCURI, MARI D’AGOSTINQ, EGLE MOCCIARO

hypotheses and to make inferences about the meaning of words they cannot decipher
yet, exactly due to the link with the context of occurrence. Based on this theoretical
scenario, student-teachers’ training involves an extensive use and the practice of prag-
matic texts® (e.g. descriptive texts, such as plagues, and regulative texts, such as road
signs, prohibitions, instructions etc.). By structuring didactic situations based on real
tasks, they guide learners to recognize the meaning of texts according to their pragmatic
purpose and to use them depending on their own practical aims (to get to a destination,
use a drug, etc.), even in cases they are not able to fully decipher the words occurring
in these texts. A strong tenet of the area of textuality is the carly approach to complex
written texts, seemingly incompatible with illiteracy, in order to stimulate a precocious
competence in anticipating the sense, when the decoding competence is not yet devel-
oped. In other words, we work on strengthening the top-down process {as anticipation
is), when the bottom-up process is still scanty, so that when the decoding competence
will reach the whole syllabic inventory, a strategic approach is already developed and
it will be possible for learners to proceed straight along this way.

The fourth point concerns learners’ competence of study tools, that is, attention is
drawn to the structure and use of specific formats of texts which learners face for the
first time and whose role and structure is anything but obvious (such as textbooks,
school works, types of exercises, diaries, manuals, etc.).

Fifth, fostering assessment as a learning situation, that is, assessment should not only
be used as 2 way to obtain information on the learning processes at work, but also for
its own educational dimension. This can be achieved by sharing and discussing with
the learners the evaluation results while simultaneously stimulating self-assessment.
Through the recognition of their progress and difficulties, learners are oriented (for the
first time) within their own learning processes and specificities as learners (e.g. cogni-
tive styles, preferred methods, recurrent errors, etc.).

To sum up, based on the learner’s profile we are dealing with, we have been testing a
didactic action providing strategic competencies, so that, in a short time, non-educated
learners can use the language as a real means for social interaction, in a way that their
merely linguistic competence would not allow.

3. THE TRAINING MODEL
3.1. TRAINING CONTEXTS
The training proposal is articulated in three different contexts, whose addressees are

quite different groups of student-teachers, namely initial training and two paths of in-
service training, as represented in Figure 1.

6. Other types of texts are used within different paths of the training, e.g. the linguistic auto-
biography has a strong narrative characterization.

Initial training

In-service
training
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In-service training

39

Master courscs in “Theory, School of Italian language Territorial Centers for Adult

design, and didactics of for Foreigners (ItaStra) Education (CP1A)
Italian as L2/LS”
l | I
(mainly) Teachers of I
Post-graduate Italian L2
students (experimental
i path)

H

Direct observation practice
in the classrooms

Fig. 1: Schema of the Training Paths for LESLLA Teachers.

Initial training consists in a postgraduate course, the 2™ level Master iq “Theory,
design and didactics of Italian as a second and foreign language” of the University of
Palermo, mainly (but not only) addressed to postgraduate students. .

The first type of in-service training takes place at itaStra, where ‘feachers with an
already solid training in Italian as an L2 are involved in new experimental paths of
both training and teaching.

The second one, instead, concerns the neo-instituted Territorial Centers for A_\dult
Education (CPIA), having the task of guiding learners towards the obligatory educatloflal
degree (the first level of the high school) and the certification of the A2 level of Italian
(QCER), both essential steps to obtain a residence permiF. . ) _

Despite many relevant differences in realizing the training action and‘ its contents,
obviously due to their different training needs, these groups are equally 1nv91ved ina
complex observation activity within the classrooms, although in the case of in-service
training student-teachers act within their own classrooms.

3.2, WAYS OF TRAINING

Irrespective of the differences among the groups of training described in Section 3.1,
the training model presents a few systematic features. )

First, it uses a “reflective” approach, in the sense of Schén (1983). The rgﬂec’uve
teachers we aim at are able to identify and recognize their own patterns of action and
to modify them in order to reach a higher level of effectiveness. The reflective te:ac.:h-
ers consider themselves as learners, with specific cognitive features (e.g. co.gnltlive
preferences, studying approach, etc.) and a personal learning history (relationship with
teachers and learned language, socialization in learning, etc.).
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The second stable feature is auto-observation. This is an aspect of the reflective
practice involving language: knowledge on second language acquisition, as well as
internal plurilingualism, are acquired starting from tasks of auto-observation and auto-
analysis as speakers of Italian as L1. In the same direction, students are asked to write
a linguistic autobiography.

Third, the model is characterized by a strong interaction between linguistic and di-
dactic training. In this case, the reflective practice embraces the core of the disciplines,
and is aimed at individuating the link between theory and didactic practices, through the
observation practice in the classrooms. The intertwining among didactic activities, lin-
guistic theories, and theories of language acquisition produces a new kind of first-hand
knowledge, particularly effective on the training level. This intertwining is realized within
a “crossed” module accompanying all the other courses and allowing the actualization of
such a reflective activity. We metaphorically refer to such a module as fessuto, lit. “woven’.
The refiexive path has its final step in the realization of the “learning auto-biography™.

4, CONCLUSION

In this paper we have presented two tightly related aspects that coniribute to define
the professional profile of the teacher of Italian L2 for low educated learners, namely:
the features of this particular kind of learners, up to now little or by no means present
in Italian classrooms, and the way in which teachers’ competencies should be shaped
to meet the specific educational needs of such learners.

The description is based on the training experiences carried out at the University of
Palermo, where, starting from 2011, new paths of research and experimental teaching
aimed at low educated learners have enriched an already established training model for
teachers of Italian [.2,

In particular, we have developed — and tested — a model of strategic intervention
aimed at balancing the specificities in learning exhibited by low educated adults and
their urgent needs of social inclusion.

The results arising from the tests conducted so far of the model seem to confirm the
validity of the teaching and training hypotheses implemented”. '

7. Among these results, see ItaStra (2016-2017), a course of Italian for low educated adult
learners, that reflects the methodology here discussed into, transferring it into a concrete teaching
practice; the course is focused on strategic competencies and proposes an early use of complex
texts (see www.pontidiparole.com).
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A POC A POC (LITTLE BY LITTLE)
MATERIAL FOR A CATALAN LANGUAGE COURSE AIMED AT ADULTS WITH
LOW LEVELS OF FORMAL EDUCATION

CRISTINA BERNADO FERNANDEZ
co-author of A poc a pec, catala inicial per adults 1

ABSTRACT: The article presents the teacher’s and the students’ books for a 45-hour
Catalan course. It specifies the target audience considering the sociolinguistic situa-
tion in Catalonia and the legislation about language integration in the territory. It also
specifies the educational criteria used to develop the material. Finally, it explains why
having edited and published material so that adults with low levels of formal education
can learn the target language is important,

KEYWORDS: LESLLA, teacher materials, course book

1. SOME DATA ABOUT THE LINGUISTIC LANDSCAPE IN SPAIN AND
THE POSITION OF CATALAN IN THIS LANDSCAPE AND THE SPECIFIC
LANGUAGE AND INTEGRATION POLICY

In Spain, there is an official language for the whole State and co-official languages
in five regions. Thus, in the autonomous community of Galicia the official languages
are Spanish and Galician; in the Basque Country they are Spanish and Basque, and
in Catalonia, the Balearic Islands and Valencia they are Spanish and Catalan. Unlike
Basque, Catalan and Spanish are Romance languages and have many points in common.-
Catalan has also some common aspects with French.
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Fig. I: Languages in Spain (from: hitp:/nothemingwaysspain.blogspot.com.es/2011/11/shared-
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As Francesco Paselti explains: “Act 4/2000 is the first legal measure that introduced
immigrant integration on to the political agenda in Spain”, Based on this law, the cen-
tral government designed the Strategic Plan for Citizenship and Integration (known as
PECI, from the Spanish acronym) which is the core tool for integration. Two plans have
been issued so far: one for the period 2007-2010 (PECI 1) and another for the period
2011-2014 (PECI ). The second plan sets out language policy for integration in Spain.

The main institution responsible for managing and implementing the Strategic Plan
for Citizenship and Integration is the Secretary General for Immigration and Emigration
with the central government in Madrid. But the geopolitical composition of Spain, with
19 regional governments, 50 provinces and 8,124 local authorities requires a multi-level
governance model. in which local authorities are responsible for some of the plan's
objectives, regional governments for others and the central authorities for the other
objectives specified in the plan,

Regional governments work with their local authorities and together they are in
charge of issuing reports required for permit renewals, such as the Report on Efforts to
Integrate and the Report Demonstrating Social Ties. Central government is responsible
for citizenship.

In this system, each regional government establishes the language requirements for
obtaining one of the reports mentioned so the language policies for Catalonia may not
be the same as those for the Basque Country or Andalusia, for example. Catalonia is
one of the few regional governments (if not the only one) which has established criteria
for language requirements with Decree-Law 150/2014, of 18 November, concerning
reception services for immigrants and returnees to Catalonia, which stipulates that a
person who wants to obtain a Report Demonstrating Social Ties should be able to use
the two official languages (Catalan and Spanish) and, if this is not possible, must prove
90 hours of training in each of the two languages.
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These 90-hour courses in Spanish and Catalan are free in Catalonia and can be taken
at Adult Education Centres, other public institutions associated with the Catalan regional
government and NGOs authorised to teach Catalan and Spanish.

2. SOME DATA ABOUT NEWCOMER ADULTS IN CATALONIA WITH LOW
LEVELS OF FORMAL EDUCATION

According to the Catalan Statistical Institute (Idescat), of the 7.508,106 people living
in Catalonia in 2013, 1,028,069 were born outside Spain: 13.69% of the total Catalan
population.

The Morocean group is the largest (214,250 people), representing 20% of the total
population born abroad. In second place, with less than hall this number, are Romanians
(93,668).

Looking at Catalan immigration figures by continent. in first place we see Europe
with 33.37% of the Lotal of foreigners. The countries leading the ranking are Romania
{93,668 people), as mentioned above. followed by other countries from central and
Eastern Europe (58,143 people mainly from Russia and Ukraine). In second place, we
find the population from Central America, the Caribbean and South America. amounting
1o 245,969 (about 23% of residents born outside Catalonia).

We can therefore conclude that migration to Catalonia consists primarily of people
of Latin American origin and secondly newcomers from Morocco, with Romanians in
third position,

We have no official data on these newcomers’ level of formal education, but we can
draw some conclusions from the Idescat information regarding the level of education
of the adult population of Catalonia.

According to the Institute', there are 10% of adults aged over 16 who cannot read
or write and 13% with only primary school education or who did not complete primary
school. Given that the vast majority of the population born in Catalonia has gone through
compulsory primary schooling, we believe this 23% of adults consists either of newcomers
or people aged over 70 who had to leave school just after the Spanish Civil War. which
forced thousands of families facing poverty to migrate and make their children work.

3. TARGET STUDENTS FOR A POC A POC BEGINNING CATALAN FOR ADULTS |

A poc a poc is aimed at the 13% of adults who live in Catalonia and have a very low
level of formal education. This 13% includes adults from Africa and some Asian countries
(mainly Pakistan and India). However, the material is also suitable for newcomers who have
compulsory secondary and higher education but are not familiar with the Latin alphabet
because no English, French or Spanish is included in the curriculum in their countries of
origin. This is the case of newcomers to Catalonia originally from Russia, Ukraine, China
and Pakistan. These people, however, will clearly learn much more quickly.

1. Data from 2011,
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For learners from Central America, the Caribbean and South America this material
may not be appropriate, as their knowledge of Spanish makes the acquisition of Catalan
quicker and easier. However, we realise that South Americans with little formal educa-
tion (mainly from Bolivia and Central America) are also an appropriate audience for
this material. In their case, their low educational level outweighs their knowledge of a
language as closely related as Spanish.

Our material does not cover the 10% of people who cannot read or write because it
is not adult literacy material, but it is suitable for people whose skills in reading-writing
in the Latin alphabet are at a very early stage. However, as explained later, it is possible
10 use the material only for oral comprehension and production. In this case, the learner
is doing a course in Catalan without learning to read and write in Catalan.

For adult literacy in Catalan, the Secretary for Equality, Citizenship and Migration
(Department of Welfare and the Family) has prepared material® in Catalan which is avail-
able to all arganisations that apply for it. The Department of Education’s Adult Education
Centres also offer instrumental instruction, which includes literacy in Catalan and Spanish.

4. BASIC CHARACTERISTICS OF THE MATERIAL

A poc a poc Beginning Catalan for Adults 1 is material for a 45-hour Catalan course.
A second part (4 poc a poc Beginning Catalan for Adults 2) is planned, to reach the 90
hours of education required by Catalan law for refugees and immigrants,

The content of the material falls within the parameters proposed for the Al level
of the Common European Framework of Reference and focuses on the initial Catalan
program from the General Directorate for Language Policy'. We should say, however,
that, considering the learner profile, we have simplified the curriculum in terms of
complexity and the amount of information displayed®. So we might say we are dealing
with an intermediate level between AD and A (it could perhaps be described as A0.5).

The course book works on everyday expressions and very basic phrases related to
communicative use in areas close to learners in their personal, social and professional
situations. For example:

* Being able to identify people: “It’s me”

* Being able to give their date of birth: “23rd of April 1972*

* Being able to ask for the price of a product: “How much is this?”

* Knowing the name of basic transport: “train, car, plain, metro, bus, bicycle, mo-
torbike. on fool™

* Understanding shop opening hours: “open, closed, summer timetable™

2. Lletres per a tothom (Letters for everybody) (2011) http:/Areballiaferssocials. gencat.cat/ca/
detalls/Articlefarticle_programa_lletres tothom

3. 120 Adult Education Centres offer literacy all over Catalonia.

4. Catalan language programme beginners’ level, General Directorate of Linguistic Policy,
Department of Culture. Government of Catalonia (2011)

5. In order to simplify the A1 curriculum we have also used what the Cervantes Institute
proposes for Spanish.
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= Being able to ask about the basic leatures of an apartment: “How many rooms has
the apartment got?"

The material prioritises comprehension and oral expressic_m over other competences.
Reading is secondary and writing work appears only sporadically. The main activity in
the classroom is oral interaction between the teacher and the class group, between the
teacher and a learner, and finally the conversation among leamers'. :

A poc a poc Beginning Catalan for Adults 1 consists of three pieces f’f material: ll'{e
learners® book, the teacher’s book and a website. The main material is the teacher’s
book, the leamers’ book is secondary and serves to reinforce what has. bltf:ﬂ wo'rkcd on
orally or is useful for the work the leamner does at home. Finally.. the snev is demgne‘d to
support the teaching and the additional content provided there will be briefly explained
al the end of this article.

Before starting to design the material, the authors carried qut rcsean'::h to analyse.the
materials published in the world for this level. We were surprlsgd that it was very diffi-
cult to find published material. The most complete materia:l published we found was one
by Pearson Education (US) called English jor resuits. This has a .ﬁrsl level (they ca.ll it
introduction level) very suitable for LESLLA students. This material of.Ters. an An}m_'lf:an
student's book, a teacher's book and a book with multi-level commun.lf:atlou a(ftwmes.

In Europe, we have found a textbook from a French pl_.lblishcr, EE]IIIODS Maison Flcs
Languages, aimed at immigrants learning French, which is also useful and fxpproprlate
for LESLLA students. It is called Rendez-vous and consists of a students’ book that
incorporates a CD with audio.
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Fig. 2: On the left, an example page from the Teacher’s Book from English For Results, On
the right. an example page of the Students” Book from Rendez-Vous.
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We have not found any publisher in Spain or Catalonia with textbooks for this level
or target students. In the case of Spain, we found that the material comes from NGOs
that receive a subsidy to publish material. Usually the material is posted on a website
and the teacher has to download and print it.

In the case of Catalan, some public institutions have published material which they
distribute to students in the form of portfolios or upload to a website so the teacher has
to download and print it. Some publishing houses in Catalonia have textbooks which
they say are initial level but they are in fact for A1 and are not appropriate for adults
with low levels of formal education, as in the case of LESLLA learners.

5. THE TEACHER’S BOOK

This material is divided into two parts: the first is the teaching guide for the teacher
and the second is a set of colour prints required for running the course.

At the beginning of the teacher’s guide, there is a table of contents and objectives
for the six units that comprise the course. For each unit, there is the number of hours

required, which sections each unit contains, and the objectives and content to be worked
on each section.

UNIT 1
UN[TAT 1 Hello how is il going?
Hola com va? (6 teaching hours)
(6 hores lectives)
APARTAT OBJECTIUS CONTINGUTS
A, Hola i adéu Saludar | acomiadar-se. —Hala, Adéu

—Bon dia. bona larda, bona nit
—Com va? Bé, gracies

SECTION OBJECTIVES CONTENTS

A, Hello and Bye  Greeling - Hello, Goodbye

= Good moming, good aftemoon, good night
- How is it going? Fine, thanks

Fig. 3: Table of contents for Unit 1.

Before the indications for the teacher for each unit, the book presents the icons
used in the guide and their meanings. Icons are used because of the need to create a
visual guide that is quick and easy to use. We are aware that some teachers who use

the guide are volunteers with no training in language teaching and not used to reading
guides of this kind.
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Praclica oral ' @ (31 Activitat amb enregistrament
oral practice | activity with audio
Practica oral amb el suport ( L']l'l _1‘ | Lectura del llibre de I'aprenent
de lamines ——t | reading from students’
oral practice with prints | book

SRR |
Exercici del libre de l'aprenent | 7. | Aclivitat de recopilacio
exercise at students’book Pt review activity

Activitat multicultural
multicultural activity

Fig. 4: lcons from the Teacher's Book.

As mentioned above, the units are divided into sections. At this point, the book works
in a conventional way in the sense that all language learning textbooks structure the
content in units and then divide each unit into smaller areas of content, called sections
in our book.

For each of these sections, we give the duration and provide a photograph of part of
the learner’s book to be worked on with the teaching points required. The teaching points
are the essence of the teacher’s book. They are numbered and referenced with an icon;
they have a title, and they contain the linguistic items to be worked. The explanations
of the teaching points are organised into brief paragraphs that are understandable for the
teacher. These leaching points are the smallest didactic guidance unit in the teacher’s
book. They are not independent and are linked to other teaching points forming a di-
dactic sequence, as proposed by Martin Peris (1996). So what we have done is create
six units. dividing each unit into sections, Each section has several didactic sequences
that include several teaching points.
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Fig. 5: Example of the Teacher’s Book

All the didactic sequences begin with dynamic oral practice activities in which the
teacher dramatises communicative situations with the involvement of learners. Drama-
tisations are a good strategy for working on the same linguistic item in different ways
and making it recurrent. As explained in Ellis (2001), a high degree of exposure to the
same item (token or type frequency) is needed for it to be learned, and dramatisations
do not lead to demotivating repetition.

Only after several teaching points involving oral competence are any written activi-
ties done. We considered that there should be more oral work preceding the written
work because LESLLA learners have low levels of competence in reading and writing,
as presented in Burt et al. (2008).

As real material provides motivation, as pointed out in Condelli et al, (2006), we
have included recordings of real comprehension activities, such as announcements at a
train station. It also includes some teaching points about the social situation in the host
community and learners are encouraged to compare this with their places of origin and
think about the differences and similarities.

At the end of the material the teacher has 118 colour photographs indexed so they can
easily be located through the explanations of the teaching points. We have prioritised the
use of photographs instead of illustrations because learners recognise them more easily,
Hlustrations contain a certain degree of abstraction, which is an impediment for learners
with low levels of formal education, as pointed out by Bigelow and Vinogradov (2011).

Similarly, the photographs used in the prints are the same as the ones appearing in
the learner’s book. This is to make it easier to transmit the content that has been worked
on orally into the reading and writing practice in the learner’s book.
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Fig. 6: Two prints for Unit 1.

6. THE LEARNERS’ BOOK

As explained previously, the learners’ book is intended as I.carni.ng n?alerial for sec-
ondary use after working orally in the classroom communicative situations.

We have therefore offered a book for the learner in colour and with a lot of p'fh{_)t‘o-
graphs. One of the criteria we established was to provide decent ma[eri.al at these |nlma]
levels and provide the learner more than just unbound black and W|:IIFE— photoc?p|§5 3
Along the same lines, the material is meaningful for working on certain communicative
situations, not just vocabulary.

We tried to ensure the amount of information distributed on each page was not ex-
cessive so learners do not have the feeling of having to focus their attention on many
linguistic items. )

Communicative situations are presented in the form of dialogues with bubbles of
different colours for each speaker. The speech presented has previously been worke:d
on orally, so there should be no problems in interpreting the dialogues presented in
bubbles coming out of the characters’ mouths in the pictures.

As shown in Figure 5, we use capital letters for text as well as colours, so names
always appear in blue, noun determiners in orange, verbs in green, worcils expressing
time in violet, words expressing location in brown. elc. We wanted to mtr'oduce the
modularity of language in an implicit way and avoid learners having to memorise c!mnks
of linguistic sets related to a communicative action. The font we have used is Ariel, as
it is one of the most commonly one used and should easily be recognised by students.
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HELLO, GOOD MORNING
HOLA. BONDIA, - w5 NAMIC 18 SOFIA
UM DIC SOFIA.  NIEK TO MEET YOU

][ WNCANTALIA,

HELLO HOLA,
MY NAME 1S SALIM JO EM DIC SALIM.
NICE TO MEET YOU ENCANTAT.

ik

QUANT VAL |

GOOD MORNIN | QUILO DE PATATES?
BON DIA ¢
BON DIA. QUE VOLS'?] 0,90 € (NORANTA CENTIMS) I

GOOD MORNING. WHAT DO YOTU NEED?

e

A (NINETY CENTS
1 KILO OF POTATOES?

Fig. 7: Dialogues with Bubbles in Colours,

In the same way. we have used one of the easy reading criteria for complex sentences,
segmenting the sentence using grammatical or pragmatic criteria. For example, we
segmented "HELLO", "MY NAME IS SALIM" and “NICE TO MEET YOU” on three
different lines because they are communicatively different. Sometimes the criterion has
been grammatical, as in the case of "HOW MUCH IS" and "1 KILO OF POTATOES."

The book also contains exercises so the learners can practice what they have read
in theory. The vast majority are reading exercises and only a small proportion of them
involve written production. There are mainly two types of activities: choosing between
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two or three options or relating items. As you can see in exercise 1, the student has
to relate each means of transport with a sign they can see in the street. In exercise 7,
the student has to choose between three options (street, square or avenue) according
to the photograph.

1. Relate abe
1. Relaciona N

mEe  metro
pline  avid

<)
A
o

@ tran tren =4
Q on foot o pen N
motorbike  moto

bus autohis

bicvele bicicleta

T Chooze
street  scuare ST plaga avinguda street square  avenus
street  square  avenue |.'.l|1r| plags svinguda st 59 av
st s av st sq av

Fig. 8: Tyvpe of exercise.

We have used lowercase type, always in black, without using the colour system of
the theory because we wanted the learner to focus on the mechanics of the exercises.
The instructions are greatly simplified and are accompanied by icons to reinforce them.
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wonulstent with the appronch of the theoretical part of
I8 o explielt Hingulstie grammar work, but the idea is to
AN of voorbulary and language items presented in the theoretical

e vl o Ihe bmmir.ill i appendix with sound and letter correspondence in
il and typleal questions arising from classroom dynamics.

1 ADDITIONAL MATERIAL

Finally, we built a website® designed for teachers with continuous contributions so
that the material would not be static. So. apart from samples of the units, teacher’s
baok and learners™ book, there is also a page dedicated to reinforcement and extension
activities for each unit of the book and the audios of the exercises.

UNITAT UNITAT2 UNITATS | UNTATA

Activitats de reforg | ;

| Activitatsd'a

temlorc ement neincies

® AARWT B BESCR DE i AR A P i
b FELACIONAR  PREGUNTA O e T b D B s [' NREIS o op X p
RESFOITA ooy

B APRATAT B PRRCTICS OHAL EL U
SO0 GEL MENTILOR

Fig. 9: Website with reinforcement and extension exercises

. The site also includes tutorials on some of the methodological techniques presented
in the teacher’s book, such as vocabulary for working with the prints. We have also
included links that we believe may be of interest to Catalan language teachers of adults
with low levels of formal education, and there is also a section with articles related

to the subject. These articles contain a short summary of the content and a link to the
entire article,

6. www.catalainicialperaadults.cat
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For articles and links, we have included material in Catalan but also from other parts
of the world where there is bibliography on teaching a second language to adults with
low levels of formal education.

Finally, it seemed important to us to have a social media profile not only to publish
news we generate, such as the creation of new exercises for the units, but also to share
everything related to literacy and language teaching for adults with low levels of formal
education. This includes reports with statistical data, events in the field, articles about
research or new resources for LESLLA teachers. We have friends and followers from
associations worldwide that work with language education for refugees and immigrants,
but particularly NGOs from Spain and the different regional areas. Analysing individuals,
the majority of our fans on our Facebook page are women from Spain and our Twitter
audience also is also dominated by Spanish women.

8, CONCLUSIONS

A poe a poc has already been in existence Tor three years, and during this period we
have been able Lo talk to the teachers who have used it for their classes. Before pub-
lication we piloted some units to see how students and teachers responded. Observing
the preliminary classes, we realised that teachers tend to not to use the teacher’s book
much, preferring to prepare classes from the student’s book, This is a problem for our
material because the real focus was the teacher's book, with sheets and detailed instruc-
tions on how to create oral activities.

In general, we found that teachers have a hard time using the oral support and that
they need the student’s book and the board for classes. In some ways this is understand-
able because teachers are "victims" of a lifetime of schooling, and it may be a great
effort for them not to use all the written tools they have used throughout their lives,
which are also used all the time by the society they come from.

We should perhaps consider the possibility of the teachers being LESLLA alumni
who want to help people (voluntarily or for payment) and who have previously done
teacher training, with expert support and supervision always available.

Finally, 1 would like to end the article by highlighting the need to have more pub-
lished material for this type of learner. In fact, the reason why the authors began this
project was that we found there was very little published material for teaching a second
language to adults with low levels of formal education, The publications we found were
either aimed at schoolchildren or contained too complex a level of language. with too
many items to assimilate for the profile of learner we are talking about, or had work
only on vocabulary. ignoring communication activities.

From our own experience, we know that the private publishing houses are generally not
committed to publishing textbooks for LESLLA profile learners with few economic resources.
We think governments and authorities should be the ones to invest in adult education policies.

If we want a cohesive society where nobody feels excluded, governments must sup-
porl aceess to language classes for the most disadvantaged. It is not enough to think
that this learning will happen by assuming that adults will interact with local people
at some point. Reality shows us that there are many people who live and survive in
language communities withoul interacting with the outside. This might be the case for
women from African and Asian countries.
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Last but not least, everyone also has the right to learn to read and write because
literacy is essential in our saciety. Certainly in Catalonia, a figure of 23% of the adult
population with a very low or no level of formal education is not a desirable one.
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ABSTRACT: In this contribution we present and discuss the perceptions on and beliefs
about language and literacy acquisition of a small group of LESLLA learners in Tienen, a
city located in the center of Flanders (Belgium). LESLLA learners often perform poorly
in official language and literacy programs. Recent studies indicate that experiences of
cultural dissonance may be at the root of the issue. In order to find out whether this
assumption is true, we conducted in-depth interviews with nine low-educated migrant
mothers during home visits. The analysis of the interviews led to an unexpected ka-
leidoscope of views on learnihg, second language learning and literacy. Based on our
findings we draw a few conclusions that may be relevant to LESLLA teachers.

KEYWORDS: Literacy, second language acquisition, LESLLA-learners, cultural dissonance

1. INTRODUCTION

In Flanders, the northern part of Belgium, LESLLA learners tend to benefit less from
the official language and literacy programs set up for adult migrants (Berben 2003; De
Niel et al., 2016; Plichart, 2003). In 2003, a study by Berben (2003) showed that one
in three LESLLA students drop out before they reach the end of their Al-program of

1. Funding was provided by Koning Boudewijnstichting (B-Postfonds), Province ef Vlaams-
Brabant and Viaams Fonds voor de Letteren,
2. Corresponding author; e-mail address: mariske vanbuel@kuieuven.be,
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the Common European Framework of Reference for Languages (CEFR) (Council of
Europe, 2014). A recent study adds to these findings by indicating that only 24% of
lower educated adults and only 10% of the adult learners who enter a literacy program
without any prior schooling or literacy expetience manage to pass from level Al to
level A2 courses. In the academic year 2014-2015, only 20% of the lower educated
learners and only 3% of the learners who were non-literate at the start of the program
obtained the official language certificate within ten months of education (A2) (De
Niel et al., 2016).

Research provides us with several reasons why official language and literacy pro-
grams do not seem to lead to the desired results for LESLLA learners in general. The
first strand has to do with findings in cognitive psychological research showing that
non-literate adult second language learners do not show the same metalinguistic skills
as low- or literate adult second language learners, “Alphabetic literacy changes the
way L2 learners process oral L2 input” (Tarone, 2010:75; see Pettitt & Tarone, 2015,
or Young-Scholten, 2013 for an overview). LESLLA' learners, for example, do not
notice recasts on changes to language form, whereas they do notice recasts on mean-
ing and even learn from them (Tarone, 2010). Isolation of words and word segments
seems to be very hard for LESLLA learners (Kurvers, 2015). Also, when nen-literate
or low-literate learners are asked to make judgments about word length, their answers
are related to referential content rather than to word length in itself (Kurvers, 2015).
Kurvers (2002, cited in Young-Scholten, 2013: 447) even concluded that “literacy makes
more of a difference than age.” In one of her studies concerning non-literate learners,
non-literate adults turned out to differ more from the adult readers than from the pre-
reading children, suggesting that literacy is crucial for the development of metalinguistic
knowledge. Furthermore, the differences between literate and non-literate adult learn-
ers cannot merely be explained by language (learning) abilities that are promoted by
literacy. Lukes (2009: 166) indicated, for example, based on classroem observations,
that a non-literate female student “despite rich and varied life experiences, [...] needed
to begin to learn classroom norms and behaviors, teacher expectations, how to use a
book, how to hold a pencil, how to write the alphabet, letter—sound correspondence,
and so on.” Therefore, language-learning programs should take into account what we
understand of the non-literate adult mind.

The second explanation is related to the sociocultural aspects of learning. More in
particular, it has to do with the beliefs and perceptions on learning of the teacher on the
one hand and the students on the other hand. The ideas of learning a second language,
learning how to read and write, or learning in general of adults with few or no education
are fostered by informal experiences of learning in non-institutionalized contexts and/
or testimonials of others who did get access to formal schooling. In informal contexts,
people generally leamn through observation and listening or overhearing, awaiting to
participate in the community (Keller, 2003; Lave & Wenger, 1991; Rogoff et al., 2003).
In some (usually non-Western) communities, harmonious family relationships and re-
spect to other community members are highly validated (Keller, 2003). For socialization
to be efficient within this context, learning has to be situated and collective, and thus
involving participation in ‘the community of practice’. Learning is a social process and
occurs through experiences of participation in one’s daily life (Lave & Wenger, 1991).
In some other (usually Western) socialization contexts, on the other hand, the focus is
on individua! goals, and learning is considered to be most successful in a separated
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classroom, with standard curricula and a trained teacher {Decapua & Marshall, 2015;
Keller, 2003; Lave & Wenger, 1991; Rogoff et al., 2003). DeCapua & Marshall (2015b)
speak in terms of ‘cultural dissonance’.

2. CONTEXT AND TARGET GROUP OF OUR SMALL-SCALE STUDY
2.1. NON-LITERATE MIGRANT MOTHERS: A VULNERABLE YET IMPORTANT TARGET GROUP

Among the LESLLA learners arriving in Flanders, there are an imp‘ortant number
of mothers who had very little or no access to schooling at all in their home coun-
tries. These mothers are a very vulnerable group of learners. First, with(?ut .intenswe
outreaching action, they are difficult to be reached by formal lezlirning insfltutlons. Yet,
their learning is crucial for the educational success of their children; children of low
educated mothers tend to have more learning difficulties (Belfi et al., 2011; Belfi et al.,
2014). Secondly, the standard official second language and literacy programs are not
tailored to these mothers’ needs: they have difficulties finding day care where t}?ey can
bring their baby to during the course, and they often have to intem.lpt th?ir learning due
to pregnancy and child care. As a consequence, progress is slow in 1.:1'1611' language and
literacy acquisition; a lot of them drop out after several attempts, leaving them frustrated
and without a certificate (De Niel et al., 2016; Drijkoningen, 2012).

2.2. A FLEXIBLE PROGRAM LEADING TO A PRIVILEGED RELATIONSHIP WITH THE MOTHERS

A flexible literacy program? tailored to these mothers’ needs was establis}Ted ?n the
rooms of a charity organization that distributes food parcels three times a week in Tlem?n,
a small city in Flanders. Tienen is located somewhat in the center of Flanders. The c1ty
is characterized by its population of older natives and migrant very loyv-educated fami-
ligs that are coming in, while young higher educated natives are leaving. 5,13% of the
inhabitants is of foreign origin, 9,77% received Belgian nationality within the last year.
More than one in ten children is born in a low-income family (Stad Tienen, 2012). This
means that they are born in a family with a low income, a low level of education of: the
parents, poor housing and health conditions. Yet few socio-cultural events are 'orgamze.d
or actions taken by the city to increase social cohesion or to promot? education. L.]Iltll
recently, in Tienen, there was for example no officially funded provision for the unique
learning needs of non-literate second language learning adults. )

Through this program, we were able to reach 20 non-literate or very low educated migrant
mothers aged 23 to 48, together with their young children who were allowed to come along
to the meetings. As the program allowed us to follow these women over four years (3f ser-
vices, a rapport and a relationship of confidence was established with ‘them. This privileged
relationship made it possible to get access to the personal life and minds of the mothers.

3 Funding was provided by Koning Boudewijnstichting (B-Postfonds), Province of Vlaams-
Brabant and Vlaams Fonds voor de Letteren.
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3. FRAMEWORK

As we already indicated in the introduction, two leaming paradigms can be distinguished:

a Western-style formal way of learning and teaching, sometimes called Assembly-Line
Instruction (Rogoff, 2014), and a non-Western, informal way of learning, also called
‘Learning by Observing and Pitching In (LOPI)’ (Rogoff, 2014), Although these learning
paradigms make a continuum of ways of learning and teaching (DeCapua & Marshall,
2015a; Rogoff et al., 2003}, they can be very different in certain aspects. In informal
tearning settings, there is typically a strong relationship between teachers and learners.
Furthermore, it is essential that the subjects that are studied during the course have
immediate relevance to the learners, Learning in an informal sefting is contextual and
is often rather incidental than explicit and structured {DeCapua & Marshall, 2015b). In
formal learning settings, on the other hand, learning is typically structured by a trained
teacher and a standardized curriculum. Relationships between teachers and students can
be close, but it does not have to be the case for learning and teaching to be effective
(Rogoff, 2014; DeCapua & Marshall, 2015a).

The perceptions and beliefs of LESLLA learners about learning in general, learning a
second language and learning through a Western educational schooling system seem to
have been fostered by informal experiences of learning in non-institutionalized contexts.
Perceptions and beliefs of teachers on how to teach literacy and a second language, on the
other hand, are shaped by the Western educational setting they experienced themselves.

In the table below (Table 1), we compare the beliefs and perceptions that are possibly
generated in the mind of teachers who have been socialized in the Western-style formal
education on the one hand to the perceptions and beliefs LESLLA-learners may have
built up through non-formal learning (cf. Keller, 2003; Rogoff et al., 2003; RogofT, 2014).

Perceptions and beliefs of Western t. hers Ferceptions and beliefs on learning fostered by
about learning in an institutionalized Western non-fermal learning
educational context

* Learning is an individual process, taking + Learning is a collective process, taking

place in the head of the learners.

Learning is best organized in spaces
exclusively designed for that purpose and
isolated from daily activities.

Learning a language is a separate
‘subject’, isolated from its social context
and purpose.

Taking up an active rele in the ciassroom
is a sign of motivation of the learner.

What is to be leamned is first de-
fragmented into smaller units and then
transmitted in a certain order, defined by
the linguistic complexity.

Learning is a one-way process in which
the teacher is the expert, giving him a
dominant position in the relationship.

Intensive exposure to the L2 exclusively,
is ‘the’ way to enhance 1.2 learning.

place while participating in social events.

A safe and familiar place is crucial to
make learning possible.

Leamning can only take place when
learners get access to crucial social
practices.

Learning is an integrated process, taking
place by gradually moving from
observation to taking an active role in a
social practice.

The importance of a specific social

practice defines the urgency of what has
to be learned.

In the learning process, equality, mutual
respect, trust and flexibility in the roles
are crucial.

Table 1: Perceptions and beliefs of Western Teachers about learning in an Institutionalized
Western Educational Context versus Perceptions and Beliefs fostered by non-formal Learning
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Since most of the LESLLA learners have had very little to no experience with the
Western-style formal education, they may experience ‘cultural dissonance” when entering
a formal Western-style educational system: they may experience the differences between
their ways of learning and the Western-style ways of learning, and they may get confused
about learning and teaching strategies (DeCapua & Marshall, 2015b; Rogoff, 2014).

In order to overcome this ‘cultural dissonance’ in the classroom, DeCapua and Marshall
(2011; 2015a) and Marshall and DeCapua (2013) developed MALP, the l\_/Iutgally Adap-
tive Learning Paradigm. With this alternative pedagogical approach, which is a type of
Culturally Responsive Teaching (cf. Gay, 2000, as cited in DeCapua & Marshall, 2015b:
49) teachers are able to “transition students to formal school settings through a mutually
adaptive approach” (DeCapua & Marshall, 2015a: 154}, According to the researchers, jthe
cultural differences between low-educated students and their teachers’ ways of learning
must be made explicit in order to develop effective leaming and teaching strategies. By
combining learning strategies from both views on learning, transition is likely to occur
more easily. In order to do so, DeCapua & Marshall (2015b) propose to combine oral
and written communications, among other things, and to provide opportunities for the
learners to become familiar with these ‘new” ways of learning.

Interaction and negotiation between teachers and their LESLLA students on the pos~
sible mismatch in their perceptions and expectations should therefore form an integral
and crucial part of every learning program set up for non-literate learners. Research
shows that this is unfortunately not always the case in Flanders and the Netherlands
(both Dutch speaking parts of Europe). Teachers often tend to hold very specific vie\.lvs
on what seems to be going on in the mind of their leamers, while few report on the dis-
cussion of these issues with their learners. For example, according to a study conducted
in the Netherlands, ieachers in adult basic education often think of their non-literate
immigrant students as too passive, which results in them thinking their students do not
want to learn Dutch at all. Teachers want their students to be ‘active learners”, but the
students think it is more appropriate to be ‘passive learners’ and to attribute a central role
to the teacher (Lunenberg & Volman, 1999, p. 442). Regarding views on learning, for
most students in basic education, the intake of knowledge is the most important mental
model of learning (cf, Vermunt, 1992), because they think of learning as a “process of
memorizing” (Lunenberg & Volman, 1999: 440). According to teachers, on the other hand,
the use of knowledge is the general aim for these learners. With regard to the students’
learning orientation, many learners refer to the aspiration to learn language for everyday
use, to participate in Duftch society. For example, they want to go to the doctor or they
want to be able to communicate with their children’s teachers (Lunenberg & Volman,

1999). A study conducted in Flemish basic education showed similar results (P_lichart,
2003). Plichart (2003) asked a number of LESLLA teachers about the perceptions on
learning of their learners. According to the teachers, non-literate leargers sh<?w a lack
of insight in their learning process, especially at the beginning of their learning. They
also lack educational competences such as concentration, active listening to other leam-
ers or sitting still; they are reported to have problems with abstract reasoning. Anot!ler
observation mentioned by teachers was that nen-literates only discover their specific
learning needs after a period of schooling and that their learning needs are often limiiced
to basic social interactions. For learners with children, they show interest in education
and school. And last, according to their teachers, LESLLA learners rarely express the
need to learn to read and write.
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4. RESEARCH QUESTIONS AND DATA COLLECTION

During the program in Tienen, we noticed that the women taking part in the meetings
regularly expressed the need to share their personal feelings about the learning process and
the impact on their learning of a certain behavior or incident with one of the teachers or
volunteers. They made it clear that these issues were very important to them and needed
to be discussed before any further learning could take place. During a private talk at the
home of a mother D. for instance, she expressed her astonishment and disappointment
about one of the volunteers in the program: The volunteer had explained to the group
how she prepared eggs in a salad. When D. in turn wanted to explain ways in which she
prepared eggs, the volunteer had cut her off. For D. this was a very negative experience:
“How can I learn from someone who only wants me to listen to her explanation and who
is not interested in how we prepare eggs in our cooking tradition?” An incident another
mother was upset about, was that a younger volunteer, aged 24, had given her a light
slap on the bum, as a joke. When we asked her why she did not want to work with this
volunteer in a next session, she explained to one of the older teachers ‘You can do that
but not E.: She is younger than me, it is not up to her to reprimand me’.

With the framework as described above in mind and due to these interactions, we
became more and more interested in the social and sociocultural aspects of their learning.
The existence of a potential mismatch between the views on learning of the teacher and
those of the students and the lack of interaction an negotiation on this subject, might
well explain some of the drop-out rates and the failed programs in adult basic education.

In particular, we started looking for answers to the following research questions:

Can we collect more utterances like the ones expressed spontaneously by the learners
that confirm that non-fiterate adult second language learners are well aware of and
reflect upon the influence of the social conditions on their fearning?

and

Do the utterances and reflections of the non-fiterate learners themselves confirm
the rebustness of the framework described in Table 17

We decided to setup in-depth interviews with the mothers at the end of the program.
We conducted home visits, something we had already done on several occasions in
the course of the program, We tried to get answers to a preset list of questions, at the
same time showing interest in their daily preoccupations. Family members or friends
translated if needed. As our relationship with the mothers was of major importance, we
did not insist for the sake of an answer when the mother did not fully answer all of the
questions. In this way, we recorded 9 in-depth interviews,

We analyzed the recordings independently from one another for each mother, by
transcribing the interviews and selecting all utterances about perceptions and views
on language and literacy acquisition. These reports were discussed in order to provide
answers 1o our two research questions.

In Table 2 we provide some background information about the nine mothers we in-
terviewed. A selection of what came out of the interviews with the mothers Z., R.. M.,
B.. F. and 8. is described in chapter 4. Findings.
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Z. |40 |Kosovo 0 5
R. |36 |Kosovo 0 Muslim 7 Roma/Serhian
M. [43 |lrag 0 Muslim B Kurdish
B. |34 |Irag 0 Muslim |2 Kurdish
F. |38 |lIraq 0 Muslim 5 Arabic
S. (31 |lraq 3 Muslim |6 Arabic
38 |Iraq 0 Muslim 6 Kurdish
48 |lraq Muslim |2 Arabic
28 | Maoroceo Muslim 3 Arabic

Table 2: Demographics of the Participants

5. FINDINGS: WHAT THE MOTHERS SHARED

Mother 1, Z.: belongs to the Muslim Roma population in Kosovo. She fled
from Kosovo at the end of the Balkan war together with her husband, whom she
was forced to marry at the age of thirteen, They first spent some time in Germany,
before coming to Belgium.

Z. has 5 children. Only the last one. 11 years old now, was born in Belgium. Her
oldest son married in Belgium 4 years ago at the age of 19 and already has a son as
well. By lack of financial means, the young couple and their little son were forced
to stay and live in the house of Z. Z’s grandson only speaks Roma, no Dutch (yet),
except for the word *auto” (car).

7. was completely non-literate; she never went to school as a child, because her
father had decided that only the boys could go to school. She always thought of
that as really awful. Z. is convinced that a child of three years of age is too young
to learn another language. At the same time, she claims that now it is very hard for
her to learn how to read and write because she is too old.

The very first time she went to Dutch class, she thought she would never be able
to do this. that she would never be able to learn how to read and write. She likes to
learn rather in small groups than in a class with a lot of other people, because the
other mothers always talk in Arabic. When that happens, she cannot really focus.
She also believes that reading is much harder than writing, She is much better at
writing, but she really wants to learn to read and write. She told us that she was so
¢lad when she discovered that she was able to read the word “fish” on the window
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of the fish shop. ‘Of course, “fish for a fish shop.’ Another thing she mentioned
was that she was so glad that the teacher told her and the other mothers in one of
the classes that they make sweaters. from plastic bottles. She said: ‘nobody ever told
me that before. If I had known ...” On the other hand, she thinks that in Belgium,
people spend so much time going to school, at least ten years, and that is too much.,
If she could choose, Z. would go back to Kosovo. Her mother lives in Pristina, It
has become so beautiful. It is like ‘little Paris’.

Mother 2: R. is a Roma from Kosovo as well. She has 7 children. Three of them
go to a school for special needs. Two of them suffer from a chronic kidney disease.
Therefore they spend a lot of hours at the local hospital.

R. has an incredibly good memory. She told us for example during the interviews
that she only needs a recipe the first time she cooks something new, but the next
time, she just knows it by heart. Learning by doing is her habitual way of learning.
For example, she wanted to tile the wall in the living room once. She just did it
without anyone telling her how to, nobody ever needed to ‘teach’ her to do it. Her
brothers and sisters went to school in Kosovo, but she never did, because as the
oldest one in the family, she had to help at home. She did not mind, did not regret
it. She told us the following: ‘there is no real difference between me and my sib-
lings; they just know how to read and write, that’s all’. When she just started with
Dutch class, she thought she would only have to go there once and then afterwards
she would manage to read and write on her own. Learning for R. is a term that is
especially related to learning in a formal setting. All the rest is just ‘doing’.

Mother 3: M. belongs to the Kurdish minority in the north of Iraq. She married
her nephew at the age of 16. Together they have six children. Her husband fled
Iraq 6 years before her. During that time she had to raise her children on her own.
A lot of her family members are still a member of the Kurdish army and are still
fighting in the conflict area.

M. was completely non-literate when she entered the program. Nevertheless,
she thinks it is really important to talk a lot with your children, one-to-one or all
together. She wants them to know what is right and what is wrong. She wants them
to express what they think but not just like that. M.’s daughter said that before her
mother started to participate in the program, she rarely left the house. Now, she can
manage going to the doctor or the shop on her own., However, in the beginning,
M. thought she would not be able to learn; now she realizes she can. Although,
because of problems at home, with the children, the war in Kurdistan, sometimes,
there is not enough space left in her head for learning. According to her, learning
is easier in a small group of mothers. Some of the mothers are talking too much. It
sheuld be quiet in the classroom. Even if the other mothers would stop coming to
the course, she would still come, because she really wants to learn. In Kurdistan,
children only go to school from the age of six or seven. Young children learn from
other children or other people in the streets, not from a teacher. For young children
it is easier to learn. Therefore it is a pity that there is no school for very young
children in Kurdistan. Besides, the youngest child in the family learns from all the
other family members, Her son said: ‘Kurdish, of course, that’s our mother tongue,
so we learned it from our family’.

Mother 4: B. also belongs to the Kurdish minority in northern Iraq. She fled with
her husband when her first child was born. Her second son was born in Belgium
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and is now four years old. She entered the program when she had just arrived in
Belgium. M. and another mother introduced her to the program. ) . ‘

When B. joined the group, she was very shy and silent. During the interview
she said she really loves school. She leves the idea that all the methers come and
learn together as a group. She thinks it is better to learn at school than at 1}0me.
Her father was a teacher in Irag. And still he did not send her to school, while h'e
must have known how important that is. She is still very angry about that. B. is
also glad that she took A., her youngest son, with her to the course. When he first
went to kindergarten, the teacher immediately asked her if A. had bf-,en to day.care.
The teacher was surprised that he had already learned so many things: holding a
pencil, playing with other kids, or sitting on his chair. _

Mother 5: F. Joined the program immediately after arriving in Belgium. She
comes from a town in the south of Iraq. She has never been to school in Iraq and
was completely non-literate. As soon as the war started, the girls were the first to
be refused to go to school. .

F. said she is glad that she can go to the course, although she would like A. (her
baby) to go to daycare rather than take him with her to the course. She even asked
herself: ‘What would I have become in Tienen, if this group had not existed?” She
said she learned the most when the teacher came to her house when A. was stil_l a
baby. A. talks a lot. He learned a lot of words in Dutch from his sister, words like
‘stop” ‘hello’ ‘high five’. Maybe A. will be a professor, who knows. However, F.
thinks it is more important for A. to be able to walk at the age of cne than to be
able to talk. In Iraq, if a child is not able to walk at one year and two moth's, they
give it an injection. F. also told us she likes to read books with a lot of pictures.
She doesn’t like books with small letters because she cannot read them.

Mother 6 : S. comes from the south of Iraq. She went to school until she was
nine years old. She joined the program the first week she arrived .in. Tiepen: in_the
Iraq refugee community in Belgium, women of a family already llvmg in Belgium
have the obligation to invite the wife of a newly arrived family to their homes and
introduced them to society. S. had four children upon arrival in Tienen. In the course
of the program, she gave birth to twins. In the first years of the program they lived
in very poor housing conditions.

S. was really sad when her father told her she could not go to school anymore when
she was nine. Therefore, she is glad that in Belgium, children have to go to scholol.

S. wants to learn to talk and write in Dutch. Accerding to her, when you arrive
in a new country, you have to learn the language. Even if you are not sure you can
stay in the end. At least, you learned something., However, when you are still unsure
about your situation, and afraid if you can stay or not, learning the language is not
so easy. S. believes that you have to repeat what you learned, try to speak in Dutch
as much as possible. Otherwise what you learned “flies away™. She also thinks that

learning together with a lot of people is good: you see what others alre.ady learned
and that motivates you to learn as well. Somewhat later during the interview, she told
us that she thinks learning in small groups is better. Anyway, by going to th.e course,
she is not afraid anymore to go to the shop. Going to the doctor is still difficult.
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6. DISCUSSION: A SURPRISING KALEIDOSCOPE OF VIEWS ON (SECOND)
LANGUAGE AND LITERACY ACQUISITION

Even if the mothers were not able to answer all of the questions directly, they provided
us with a lot of statements that can be related to a more collective socialization context and
the non-formal learning situations that they participated in when in their native country.

Examples include mother B., who loves the idea that all the mothers come and leam
together as a group. Mother F., who claims she learned the most when the teacher came
to her house when A, was still a baby. Mother B. brought up that her baby learned a
lot just by bringing him along to the meetings.

On the other hand, some of their statements show a shift towards the appreciation
of more Western standards of formal schooling. Statements like ‘It is a pity that there
is no school for very young children in Kurdistan’® or ‘My father knew how important
school was, and yet he did not send me to school’ reveal that the mothers are influenced
by the way Western society values formal schooling.

Furthermore, learning Duich is typically associated with a Western-style formal set-
ting; most of the mothers indicated it as something only adults or bigger children are
able to do. The utterance of mother Z. illustrates it: ‘My grandson faged three], he is
too young to learn another language.’

Within the interviews, mothers shifted from one view to the other, thus sometimes ex-
pressing contradictory feelings about their preferred conditions of learning, like mother S.

However, the outcome of the in-depth interviews clearly indicates that these LESLLA
learners are capable of reasoning and talking about learning processes, in contrast with
the findings of earlier research conducted in the Netherlands (Lunenberg & Volman,
1999) and Flanders (Plichart, 2003): They think learning would be better in smaii
groups, or the other way around; they think it is easier for younger children to learn in
a formal instructional setting than it is for them, and learning to speak, write and read
Dutch makes them feel more confident,

7. CONCLUSIONS

We are convinced that our small-scale study confirms that LESLLA-learners are
able to reflect on their learning process, thereby contradicting general teacher beliefs
on non-literate learners. Therefore interaction and negotiation of these issues with the
learners should take an important place in the learning program for LESLLA-learners.
Ingredients we believe in are asking learners feedback after an incident observed, talking
with the learners in the classroom, asking about their perceptions on (second) language
and literacy learning, about their aspirations and motivations. Use of their mother tongue
is indispensable in this case in our opinion,

The analysis of our in-depth interviews with originally non-literate or very low-
educated mothers shows that these new learners are navigating between old and new
perceptions of learning. However, we can conclude from the results of our small-scale
study that the framework described in the background section above could be a useful
tool for new teachers to make them aware of possible differences between their beliefs
and perceptions about learning on the one hand and the ones of non-literate or very
low educated adult second language learners who enter their classroom on the other

‘A GOOD TEACHER HAS TO LAUGH A LOT": TALKING ABOUT PERCEPTIONS... 69

hand. We do not claim that the model we presented in this contribution is complete,
it can be a starting peint.

bUtTetachers should begcfrefu] not to interpret a particular behavior of a LESLLA !eamer

automatically from their own framework, but they should be supported in looking for

ways to make this issue an integral part of the learning process. o _

Furthermore, the results of our study show that each learner is an individual w1t1'1 ]}61'
own views on learning that cannot be brought back to the country of origin, .ethnlclty,
religion, or years of schooling. Teachers have to be trained so as not to thmk about
LESLLA learners as a homogeneous group holding identical views on learning.

We realize our small-scale study does only cover a very specific aspect of the very
complex process of language learning that uneducated or very low educ:lat?d adult learners
and their teachers go through. Yet we emphasize the importance of giving the learners
themselves a voice in a research area of which the social relevance is in itself already
underestimated. We hope that our workshop at the LESLLA conference in G.ranada and
its proceedings will in one way or another contribute to a more comprehensive teacher
training for LESLLA teachers.
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READING STRATEGIES OF L2 SPANISH BASIC USERS WITH
AN IMMIGRANT BACKGROUND
ESTRATEGIAS DE LECTURA EN USUARIAS BASICAS DE ELE
DE ORIGEN INMIGRANTE

JAVIER CHAO!
Universidad Nebrija

ABSTRACT: This article analyses the reading strategies used by three im.n.ligrant
L2 Spanish learners in their everyday reading in Spanish. A pre-test was utilised to
gauge the students’ reading competence, and data regarding th? represgntatlve everyda'y
text genres as well as reading strategies were collected by using spe.clﬁf: tools for this
research context. The results justified the classification of the strategies in fqur groups,
according to the learners’ level of skill, which would be used in the future to implement
a reading strategy training. Furthermore, striking differences were observed among the
students’ performance, which suggested the necessity of restructuring the group, al{hough
the lack of resources in this educational context would impede that solution. This fact
reflected a common dilemma within L2 teaching to immigrants.

RESUMEN: Este articulo analiza las estrategias de lectura que empleaban tres alllm}nas
inmigrantes de espafiol como lengua extranjera (ELE), al leer textos de' su vida cotidiana
en espafiol. Mediante un pre-test se establecid su nivel de comprension lectora, y los
datos relativos a los géneros textuales representativos de los contextos reales en los
que se desenvolvian las aprendientes, asi como a Ias estrategias que empleaban cuando
lefan dichos textos, se recogieron mediante herramientas creadas para este _contexto.
Los resultados permitieron clasificar las estrategias en cuatro grupos en funcion .de su
dominio, lo que permitiria en un futuro implementar un entrenamiento en estr:.:xtegias de
lectura. Se observaren ademds diferencias notables entre los resultados de las informan-

1. Este proyecto ha sido realizado gracias a la colaboracién de Caritas Diocesana de Lug(.), las
fundaciones Sierra Pambley y la Merced Migraciones, la ONG ASILIM, el Centro de Acogida a
Refugiados de Sevilla y la Universidad de Damasco.
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tes, lo que haria recomendable reestructurar el grupo meta, aunque la falta de recursos
en este contexto educativo impidi6 dicha alternativa. Ello reflejé un problema habitual
que encuentra la docencia de segundas lenguas a inmigrantes.

KEYWORDS: reading comprehension, Spanish L2, immigration, strategies, text genres

PALABRAS CLAVE: comprensién lectora, ELE, inmigracion, estrategias, géneros textuales

1. INTRODUCCION

¢Qué podemos hacer, desde nuestra posicién de docentes, cuando nuestros alummos
experimentan problemas para comprender los textos escritos? Una de las respuestas
mas habituales a esta pregunta, en los diversos ambitos en los que se puede dar, es
que podemos ayudarles a ser unos lectores mds esiratégicos, mediante el empleo de las
estrategias adecuadas, definidas aqui como procedimientos conscientes que el lector es
capaz de activar para superar los diversos obsticulos que aparecen en la lectura. De hecho,
cuando hablamos de estrategias adecuadas queremos recalcar que no existe un modelo
estratégico efectivo a priori, sino que debemos estudiar las caracteristicas de cada grupo
de una manera individualizada y decidir qué estrategias son las mas apropiadas en su caso.

El recurso a las estrategias de lectura como medio de ampliacion de la competen-
cia lectora se apoya en una serie de conceptos que conviene definir brevemente, el
primero de los cuales es la comprensién lectora, entendida como una de las destrezas
0 habilidades lingiiisticas contempladas en ¢l enfoque comunicativo de la ensefianza
de lenguas (Mayor Sanchez, 2004: 45). Consideramos, de acuerdo con este enfoque,
que la lectura no consiste meramente en la decodificacion del texto escrite, sino que
abarca miiltiples dimensiones y trasciende el binomio decodificacidn-significado, hasta
el punto de alcanzar los conceplos de inferpretacion y sentido (Acquaroni Mufioz, 2004;
944). Por otra parte, muchos autores conciben la destreza lectora como una dicotomia
entre proceso y producto, es decir, entre lo que sucede en la mente del lector mientras
lee y el resultado final de la lectura. Ambas vertientes pueden observarse y ensefiarse
de maneras relativamente independientes. A pesar de que el enfoque comunicativo ha
querido acentuar la importancia del proceso en sus inicios, en los ultimos afios se ha
recuperado el interés por el producto, gracias, entre otros factores, a las dificultades
intrinsecas a la medicion de los procesos cognitivos de la lectura.

Cabe igualmente mencionar los modelos explicativos de dichos procesos de lectura,
en particular el modelo ascendente, segln el cual el lector es un mero decodificador de
signos mediante una secuencia serial o modular, desde signos aislados a otros slementos
cada vez mas amplios (Mayor Sanchez, 2000: 7, 0 el modelo descendente, que propone
igualmente una secuencia serial, pero inversa, desde los conocimientos que el lector posee,
hacia elementos cada vez mas simples del texto. Ambos modelos compatrten su caracter
unidireccional, y se diferencian en la importancia que conceden, respectivamente, a la
decodificacion ¢ a la interpretacion (Acquaroni Mufioz, 2004: 947). Una serie de circun-
stancias, como la aparicién de la feoria de los esquemas, o el desarrollo de la Lingiiistica
del Texto, propici6 la aparicién del modelo inferactivo, adoptado en el planteamiento del
presente estudio, que combina los planteamientos de los dos anteriores, dado que se con-
sidera que la lectura es un proceso paralelo —no serial—, que sigue ambas direcciones,
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y que el significado se construye de una manera Gnica en cada interaccion entre un texto
y un lector dados (ibidem: 947). . 3 .

En cuanto a las estrategias de lectura, existe en primer lugar una confum.on generalizada
a la hora de definir el concepto de estrategia. En nuestro trabajo seguimos la postura
de Martin Leralta (2007: 8} cuando sitia las estrategias en el conocxmle'nt.o procesual
y las diferencia de otros conceptos como procesos, técnicas, téctic-as,‘ act.lyldades, ete.,
utilizados en ocasiones sin una base tedrica adecuada para su (%e.hmltacwn, lo que ha
propiciado la aparicion de clasificaciones exhaustivas de dudfns'a utilidad para la ensefianza
{ibidem; 9). En nuestro planteamiento aceptamos los requisitos que utilizan Wenden Y
Rubin (1987: 7-8), adoptados asimismo por Mifiano Lépez (2000: 27) y Zenotz Iragi
(2009: 59) para delimitar las estrategias:

« Son actuaciones especificas, y no rasgos del alumno.

* Pueden ser observables desde el exterior o ne. '

+ Son desarrolladas y empleadas como respuesta a un problema o necesidad de la
comunicacién, .

* Pueden contribuir al aprendizaje de una lengua, tanto de manera directa como
indirecta. _ ) _ .

* Pueden ser empleadas de forma consciente, o bien ser automatizadas y mantenidas
por debajo de la consciencia. _ N

* Son procesos que pueden ser modificados, suprimidos o adquiridos en un momento
dado.

El ultimo de estos requisitos admite la posibilidad de que las estrategias sean aprenqldas,
y por lo tanto ensefiadas, postura que nosotros defendf.:mos frente a los auto‘res que niegan
esta posibilidad. Cuando nos referimos a las estrategias de lgctura en partu_:ular, aparece
una problemética derivada de la dificultad para observar y registrar la actuacién del lector,
en consonancia con el segundo de los requisitos anteriores. En efecto, una gran parte c!e
las estrategias de lectura no se pueden observar, lo que creemos que realza. la: importancia
de creer en su cardcter consciente y en la posibilidad de medirlas y describirlas.

Otra cuestion destacada que afecta a las estrategias de lec'tu.ra es el papel que en
ellas juega la metacognicidn, esio es, la capacidad de un mdly]duo para observi';lr de
forma consciente sus propios procesos lectores. Mokhtari y Reichard (2002) sos’genen
que los individuos que poseen un bajo nivel de comprensién lectora no son co_nsmentes
de su uso de estrategias para monitorizar la comprension delzl texto ¢ el propio uso d'e
estrategias. Este principio nos condujo, en las circunstancias de l.a preselnte‘mvestl-
gacion, a encontrar una clasificacion de estrategias de lectura particular, _mszrad_a en
el criterio triple establecido por Mokhtari y Reichard (2002), un ret.'erente mtema.c,lonai
en este campo, con tres categorias: estralegias globales;_estrategxfrs de resolucion de
problemas; estrategias de apoyo. Se realizaron modificaciones en €l para encontrar un
criterio propio, més simplificado, con solamente dos categorias:

» Estrategias de prevencicn: activadas a priori, antes de encontrar un Qb‘st‘éculo
concreto en el texto, para amortiguar su impacto cuando aparezca (por ejemplo,
intentar adivinar lo que se va a leer a continuacion).

» Estrategias de resolucion: activadas como respuesta a un problema concreto que
ha aparecido (por ejemplo, leer en alto un pasaje que no se comprende).
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Por otra parte, habida cuenta de que el estudio que aqui presentamos aborda la
ensefianza de segundas lenguas a aprendientes inmigrantes, es necesario delimitar el
concepto de inmigrante establecido aquf, ya que se trata de un término ambiguo que
puede designar a una gran variedad de individuos, En este caso hemos considerado que
la categoria de inmigrante se aplica a nuestras alumnas en cuanto que individuos adultos
con un bajo nivel de cualificacién, que llegan a Espafia para formar parte del mercado
secundario de trabajo, es decir, para ocuparse de empleos relativamente precarios o de
escasa consideracion social. La necesidad de gestionar tramites juridices, administrativos
0 laborales, y otras transacciones cotidianas, obliga a los inmigrantes a enfrentarse a
textos escritos en espafiol, lo que crea la necesidad de encontrar una manera adecuada
de potenciar su comprension lectora en el aula de espafiol. Se da la paradoja de que,
aunque la ensefianza de espafiol a inmigrantes es una necesidad social de primer orden,
tiene un coste que estos alumnos generalmente no se pueden permitir. Por ello, se suele
contar con la aportacion voluntaria de profesores y de organizaciones sin 4nimo de lucro,
lo que sin embatgo no justifica que esta ensefianza derive en procedimientos alejados de
las tendencias docentes actuales (Villalba Martinez y Hemidndez Garcia, 2005).

Al mismo tiempo, cabe considerar las necesidades particulares de lectura que puede
tener la poblacion inmigrante en Espafia, y en concreto los tipos de géneros textuales
que deben leer para la realizacion de las actividades cotidianas mencionadas mas arriba.
El género es un factor que determina en gran medida la comprensién de un texto, sea
escrito u oral, y lo hace tanto desde el punto de vista del lector como del texto: para el
lector, el hecho de conocer previamente la organizacion del discurso, la manera en ia
que se distribuye la informacién, o c6mo se marcan los cambios de contenido dentro
de €1, supone una notable ayuda para la comprension (Alderson, 2000: 39-40). Pero
ademds existe un aspecto de especial relevancia para la presente investigaci6n, y es
que cada género textual suele leerse con unos propésitos de lectura especificos, lo que
obliga a considerar que las estrategias de lectura dependen en gran medida dei tipo de
actividad lectora o de tarea a realizar (Martin Leralta, 2007: 24-25). Desde el punto de
vista del propio texto, se considera que ciertos géneros conllevan una mayor dificuitad
intrinseca que otros, en funcion de la diversidad o complejidad de sus caracteristicas
formaies y de sus contenidos (Alderson, 2000: 64).

El objetivo general del presente estudio era analizar las estrategias de lectura que
empleaban las alumnas de origen inmigrante en un curso de espafiol como segunda
lengua cuando se enfrentaban a la lectura de textos similares a los que deben leer en
sus vidas cotidianas. Ese andlisis permitirfa formular un diagnostico inicial para llevar
a cabo posteriormente la implementacion de un entrenamiento en estrategias de lectura,
con ¢l fin de subsanar las deficiencias lectoras halladas.

2. METODOLOGIA
2.1. INFORMANTES Y DISERO

Las participantes del estudio eran tres mujeres — A, B y C— inmigrantes, con un bajo
nivel de formacién académica, adultas y de nacionalidad marroqui, que habjan vivido en
Espafia entre cinco y diez afios y aprendian espafiol como segunda lengua dentro de un
grupoe de Espafiol para la integracion perteneciente a la asociacion Caritas Diocesana de
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Lugo. A lo largo de las clases previas se habia detectado que estas alumnas poseian una
notable fluidez en el espafiol oral, y podian comunicarse sin problemas tanto .dentro como
fuera del aunla, a pesar de los errores gramaticales que existian en su expresion, pero sin
embargo experimentaban claros problemas a la hora de enfrentarse a textos escritos de
caracter cotidiano, desde documentos administrativos de cierta complejidad formal a otros
géneros textuales considerablemente mas sencillos. Ademas, se habl'a. observado que la
dificultad para afrontar la lectura en espafiol producia reacciones afectivas pronunciadas,
y se habia percibido en ciertas ocasiones frustracidn y ansiedad durante las f:lases: C()fl’ el
fin de subsanar estos problemas se puso en marcha el presente proyecto de 1nvest1gacxc?n.

Se trataba de un estudio observacional, descriptivo, exploratorio, en el que consid-
eramos dos variables: los géneros textuales en espafiol que las informantes ]eiz%n de
manera cotidiana, y los tipos de estrategias que empleaban durante la lectura de.dlchos
géneros. Las preguntas de investigacion que sirvieron como punto de referencia para
guiar el desarrello del proyecto fizeron las siguientes:

« (Cudles son los géneros textuales en espafiol que las alumnas leen con mayor
frecuencia? .

+ ;Qué estrategias emplean para solucionar los problemas que existen en la lectura
de los textos en cuestion? _

+ ;En qué medida ayudan las estrategias a solucionar los problemas vy alcanzar una
comprensidn suficiente del texto®?

Dado que existia un vacio considerable en el campo de las estrategi_as de lectura
en aprendientes inmigrantes de segundas lenguas, considera.mos necesm:m desarroll;?r
en este proyecto una metodologia especifica y unas herramientas especificas, a partir
de aquellas que otros investigadores habian empleado previamente en ofros contextos.

2.2. RECOGIDA DE DATOS

En la primera etapa del estudio se realizé una prueba de nivel, a modo de pre-test,
consistente en un examen LETRA? (ver figura 1). A pesar de que el nivel del grupo habia
sido estimado por el profesor en un A2, de manera aproximada, esta prueba indicé que
el nivel de la informante B se encontraba marcadamente por debajo del umbral A'2-n
que constituye el criterio de superacién de este examen®. Es mds, la diferencia de nivel
observada entre la citada informante y sus compafieras parecié demasiado grande como
para mantener la homogeneidad en el grupo, lo que constituia un requisit‘o deseable de
la investigacion, por lo que se barajé la posibilidad de reubicar a esta informante en
un grupe diferente.

2. En el trabajo se define comprensién suficiente como ur grado aceptable y verosimil de
comprension del texto. : ' )

3. Correspondiente al Diploma de Lengua Espaiiola para Trabajadores Inmlgrante.s, d1§eﬁad0 pox."cl
Grupo de Investigacién en Lingiliistica aplicada a la ensefianza del espafiol de la Umver51da€i Nebrija.

4. El nivel A2-n combina ciertos descriptores del nivel europeo A2 con ofros propios de un
nivel Al, relativos a la correccién gramatical.
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TAREA 4 1 .
TOTAL (/16) 11 5 12
NOTA (sobre 10) 5.85 2.6 7.2

Figura 1: Prueba de nivel (examen LETRA).

Sin embargo, en nuestro contexto educativo, en el que se impartia una ensefianza
sin énimo de lucro, basada en un profesorado voluntario y con una carencia notable
de recursos, no era posible modificar los grupos preexistentes, por lo que no se pudo
encontrar un grupo mas apropiado para la informante B y el estudio tuvo que continuar
tal como estaba previsto. El @inico aspecto de la investigacion que se modificé a raiz
del resultado de la prueba de nivel fue que, en lugar de referirse a las alumnas como
aprendientes de nivel A2 en el proyecto, se emplearia a partir de aqui la denominacian
de wsuarias basicas de espafiol, término general con el que ¢l MCER designa a los
niveles Al y A2 (Consejo de Europa, 2002; 25-26),

La segunda etapa de la investigacién consistié en la recogida de los datos relativos a
la variable géneros textuales. Mediante una entrevista se registré en el diario del profesor
qué géneros reconocian leer habitualmente las informantes, para lo que se empled una
lista elaborada previamente por el investigador y ampliada por las propias alumnas a lo
largo de la entrevista, Entre dichos géneros se podia encontrar, entre otros, documentos
administrativos, facturas, informes médicos y folletos publicitarios. Se consideraron

como valores para esta variable todos aquellos géneros reconocidos por al menos una
de las informantes (ver figura 2).
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Género textual Reconocido por

Altas y bajas mensuales en la Seguridad Social

Factura de una tienda de electrodoméstices

Declaracién de la Renta

1
2
3 | Resolucion de la Agencia Tributaria
4
5

Informe médico de Urgencias

# | Historia de Vida Laboral

7 | Felleto publicitario de un supermercado

8 | Contrato de alquiler de un piso

9 | Subtitulos en espariol de peliculas y otros programas

Wl ||| w|w|w|w|w|w

1n | Sitins weh' redes sociales nartales de seninda mann

Figura 2: Géneros textuales.

Llegados a este punto lendria lugar la siguiente fase del estudio, la recogida de datos
relativos a la variable estrategias de lectura. Tal como se ha indicado, seria conveniente
emplear unas herramientas adecuadas a nuestro conlexto especifico de investigacion,
debido al vacio existente en este campo, lo que condujo al disefio de dos herramientas:
el cuestionario de estrategias de lectura para aprendientes inmigrantes (CELAL) y las
pregunias de elicitacion/intrespeceion (PE1). Ambas se inspiraron en el cuestionario
MARSI, creado por Mokhtari y Reichard (2002), que es un referente internacional
en el campo de las estrategias de lectura, pero que sin embargo fue concebido para
aprendientes de lenguas extranjeras en contextos universitarios y no se consideraba
pertinente su uso aqui.

El CELAI consistia en una serie de enunciados referidos a estrategias de lectura —
por ejemplo, uso diccionarios para entender lo que lea— que incluian una escala de
5 respuestas para conocer la frecuencia con la que las informantes empleaban dicha
estrategia, entre nunca ¥ siempre. En su version final se afiadio una respuesta adicional,
no sé, con el fin de detectar problemas en el uso de la herramienta. Los 29 items de los
que constaba finalmente el CELAI sirvieron para establecer los valores considerados
en el estudio para la variable estrategias de lectura, Cabe sefalar que este cuestionario
cra una herramienta de reportaje de estrategias, ya que las informantes declaraban en
clla el grado de uso de cada estrategia segln su criterio subjetivo. Las PEI por su parte
consistian en grupos de preguntas referidas a diversos textos que las informantes debian
leer previamente. Con las preguntas se intentaba observar las estrategias recogidas en
el CELAI aunque de un modo alternativo: mediante la elicitacién, con preguntas que
trataban de provocar el empleo de una estrategia determinada, que podria ser obser-
vada en el analisis de la respuesta correspondiente; o bien mediante la infrospeccion.
la reflexidn consciente del informante acerca de los procesos mentales que acaba de
experimentar, en los casos en los que la elicitacion no fuera viable. Se esperaba por lo
tanto que los datos del CELAI y las PEI, obtenidos mediante procedimientos diferencia-
dos. se complementasen entre si y facilitasen una perspectiva relativamente amplia del
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:znsrrgz:gi gsfudialado, las estrategias de lectura. Una vez di sefiadas ambas herramientas

'gualmente en esta fase del proyecto su validacio i ilotaje

con informantes de caracteristicas simi o e

ilares a las de la muestra, | iti i

ficar aquellos items it e A
: que resultaran problematicos. antes de i

recogida de datos en el propio estudio. ' e SR

3. RESULTADOS Y DISCUSION

B L::ea \:iez recogidos lr:ns datos, pretendiamos analizar qué tipos de estrategias eran
paces de emplear las informantes, para responder a la segunda pregunta de investi-

est i i i
b :n;(;?llparabr;va se prest}ﬁ atencion especialmente a aquellos items del cueslionario que
eraban potencialmente observables, esto i
es, los que aparecian iori
una de las PEI, como objetiv ; . . i
Jetivos a observar® (ver figura 3), Se i j
- S¢ apreciaron claros de

.~ r sajustes
CELAa]mbas fuentes, ya que las estrategias reportadas con una mayor frecuencia en el
Ademésno 'seduml'respt‘mr.ﬁz_m con aquellas que resultaron mds observadas en las PEl

- Seis de las diecisiete estrategias potencialmente observables no se llegaron z;

Estrategias de lectura

e TR

23245 : 5
1567 8 710111213 14 1516 17 18 19 20 21 22 23 24 25 26 27 2 3o

Categorias de estrategias
m Observables CELAl = Observadas PE|

Figura 3: Andlisis comparativo de estrategias (CELAVPEI.

5. A eslos items p"[c!lc{allﬂcllli, Uhsﬂ \'HIDIL’S se afade la esh Hlegla [4. que fue Obscl vada pa
€ R P L o
Ialcla::'ll:llt{: &n I:l Xamen LL[ A I[’.'alillad[) en la Tueha dﬂ mvel, como se r 'Cogt: en ]d memaoria
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Por otra parte, también queriamos contemplar el uso de estrategias de prevencion y
de resolucion en general, para complementar el andlisis anterior basado en categorias
concretas de estrategias, y obtener asi una perspectiva global complementaria (ver
figura 4). En un primer momento percibimos que las alumnas empleaban una cantidad
claramente superior de estrategias de resolucion en detrimento de las de prevencion, en
una proporcién que se aproximaba al doble. Esto podria significar que las informantes
tuvieran una mayor dificultad a la hora de emplear estrategias de prevencion, lo que
tendria una clara relevancia para nuestra investigacion.

Estrategias reportadas Estrategias observadas
(mediante CELAI) (mediante PEl y LETRA)

= De prevencion
m De resolucion

s De prevencion
m De resolucion

Figura 4: Anilisis global de estrategias.

Sin embargo, la observacion de los datos desde otro punto de vista permitié apreciar
que en las propias herramientas existian muchos mas items referidos a estrategias de
resolucion que de prevencion (ver figuras 5 y 6). Asimismo, las alumnas empleaban
porcentajes muy similares de estrategias de prevencion y de resolucion cuando se com-
paraban las puntuaciones con las maximas posibles en cada herramienta: en el CELAI se
obtenia en torno a un 40% en ambas, y en las PEI en torno a un 20%. Estos datos nos
permitieron concluir que, en general, no existia una desigualdad perceptible en cuanto
a la capacidad de las alumnas para emplear uno u ofro tipo de estrategias,
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Figuras 5 y 6: Porcentajes de empleo de estratepias en cada herramienta,

Finalmente, a partir de los resultados obtenidos mediante ¢l CELAI, las PEI y el
examen LETRA', se crearon cuatro grupos de estrategias segin su grado de dominio
(ver figura 7). En primer lugar, se dividieron las estrategias en funcion de su posicion
por encima o por debajo de la puntacion media obtenida en el CELAL, y los dos grupos
resultantes se subdividieron. a su vez, en funcion de los resultados obtenidos en las PEL
De este modo, cada estrategia pasd a encuadrarse en uno de los cuatro grupos, A-D,

que tendrian un orden descendente de prioridad a la hora de disefiar el entrenamiento
estratégico subsiguiente.

6. Aunque el examen LETRA se habia coneebido en un principio Gnicamente como un pre-
test. se empled posteriormente como una herramienta de elicitacion. ya que Jos resultados de sus
items permitian observar ¢l uso de algunas cstrategias,
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Un hecho relevante en este punto fue que el bajo nivel observado en los resultados
de la informante B en las PEI provocé la inclusion de una gran mayoria de estrategias
en los primeros grupos, es decir, los menos dominados por las alumnas. De hecho, en
el grupo D solo se incluyé finalmente una estrategia, la correspondiente al item 26 del
CELAL Ello reflejé una vez mas cdmo la heterogeneidad impuesta en este grupo meta
afectaba a las decisiones tomadas en la investigacion.

¢$COMO DOMINAN CADA ESTRATEGIA?

N J OBSERVACION
PEI/LETRA (?)

PUNTUACION
EN CELAI (?)

| OBSERVACION
LRGN 3 PEVLETRA(?)

Figura 7: Agrupacion de estrategias en funcion del dominio observado.

Por otro lado, para hallar una respuesta a la tercera pregunta de investigacion, es
decir, para determinar en qué medida les ayudaban esas estrategias a comprender, se
analizaron los resultados de las PEI y del examen LETRA, ya que durante la recogida
de datos se habia marcado con un color distintivo aquellas estrategias que, aunque
habian sido empleadas por las informantes, no conducian a la resolucion de la tarea
correspondiente. Se obtuvo una respuesta satisfactoria para casi todos los items, excepto
para el 10 y el 13. Dado que la estrategia 13 ya se encontraba entre las menos domi-
nadas por el grupo meta, esto es, en el grupo A, la tnica decisidn que se tomé en este
punto fue la de incluir la estrategia 10 en el grupo C y no en el D, para que recibiese
una mayor atencion en el entrenamiento estratégico que se pretendia implementar con
posterioridad a este estudio.

4. CONCLUSIONES

Los resultados expuestos y analizados permitieron cumplir con los objetivos especi-
ficos establecidos v se pudo formular el diagnéstico que constituia el objetivo general
del estudio, lo que nos permitiria perseguir en un futuro la finalidad del proyecto, me-
diante la implementacién de un entrenamiento en estrategias de lectura para aumentar
la competencia lectora del grupo meta. Por otra parte, el predominio observado de las
estrategias de resolucién frente a las de prevencion no parecio tener relacion con la
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capacidad de Ias informantes para emplear cada tipo de estrategias, sino mas bien con la
mayor presencia de estrategias de resolucién en las herramientas, lo que podria sugerir
una mayot importancia de ese tipo de estrategias en el presente contexto de lectura y
nivel lingiiistico. '

Se ha puesto de manifiesto como las caracteristicas del contexto educativo, el aula
de espafiol para inmigrantes con un bajo nivel formativo, influyeron en la interpretacién
de los resultados. El hecho de que una de las alumnas presentase un nivel de compe-
tencia en la lengua objeto notablemente inferior a la de sus compafieras no motivd la
reubicacién de dicha alumna en un grupo diferente, lo que probablemente si habria
sucedido en otros contextos. Aparte de esta diferencia de nivel, y probablemente como
consecuencia de la misma, se encontrd una gran desigualdad entre la actuacién de esta
misma alumna y sus compafieras en las PEL Estas diferencias obligaron a incluir un
nimero elevado de items entre los grupos de estrategias menos dominadas, y por tanto
mds prioritarias para el entrenamiento posterior, lo que impediria la concentracién de
recursos did4cticos en un niimero menor de estrategias. En definitiva, Ia necesidad de
que los inmigrantes aprendan el espafiol para su integracion, unida a la falta de recursos
que caracteriza este tipo de enseflanza, obligé, como sucede en numerosas ocasiones,
a adaptarse a una situacién educativa impuesta,

En refacién con las limitaciones del estudio, cabe sefialar la posible interferencia de
Ia afectividad en los resultados obtenidos para la informante B. Su puntuacion en las
PEI fue considerablemente més baja que las de sus compaiieras, algo en cierto modo
esperable dade que ya habia sucedido en la prueba de nivel. Sin embargo, llamé la
atencién que sus resultados en el CELAI no reflejaran esas diferencias. Al margen de la
posibilidad de que la alumna alterase su reportaje de empleo de estrategias en el CELAI
para reflejar una competencia estratégica superior a la real, cabe pensar que las bajas
puntuaciones en las PEL y en la prueba de nivel podrian deberse a reacciones afectivas
de la informante ante estas pruebas’, aunque ¢l replanteamiento del estudio de cara a
considerar la afectividad como una nueva variable no estaba dentro de las posibilidades
de este proyecto, Asimismo, las notables diferencias de nivel detectadas entre Ia inform-
ante B y sus compafieras pudieron constituir otra variable interviniente impuesta por el
contexto, como se ha mencionado. Otra limitacién destacable fue la falta de recursos
disponibies para la validacién de las herramientas disefiadas para la ocasion, tanto el
CELAI como las preguntas. Es probable que con un mayor niimero de participantes en
el pilotaje de las PEI se hubiera observado un mayor nimero de estrategias, y conven-
dria igualmente revisar las modificaciones resultantes de los pilotajes, como los items
afiadidos a las PEI, en cuyas respuestas se observaron algunas incoherencias. También
seria conveniente disponer de un mayor niimero de respuestas y comentarios acerca del
CELAIL de cara a aumentar Iz validez y fiabilidad de la herramienta,

Entre las aportaciones que puede presentar este trabajo, podemos mencionar dos
referidas a la ansencia de trabajos sobre estrategias de lectura en aprendientes inmigrantes
con escasa formacién: en primer lugar, el disefio y ia validacién de unas herramientas

7 Algunas observaciones registradas en el diario del profesor apoyan esta idea: la informante
parecia bloqueada en ocasiones e hizo comentarios como es demasiado nivel para lo que guiere
aprender;, llegamos agui mayores y esto son cosas para nativoes, no para nosotras.
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de toma de datos adaptadas a las caracteristicas de nuestro contexto de in.ves_tigacién,
que podrian ser reutilizadas y readaptadas a los contextos de proyectos 51m11a_res; en
segundo lugar, dado que se ha arrojado luz sobre un area de eStl:ldl() poco considerada
hasta el momento, pretendemos que el proyecto haya comunicado un componer}te
motivacional y que pueda funcionar como un estimulo para quien se plantee ampliar
el conocimiento disponible en este campo, De esta manera, esperamos que el prc?sente
trabajo cumpla un deseo expresado en ¢l Manifiesto de Santander (Villalba Martinez y
Hernandez Garcia, 2005).
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ABSTRACT: There is a long-standing belief that teaching vocabulary in semantic sets
to second language learners aids later language acquisition. This paper reports a study
of how adolescents with English as an Other Language with low levels of literacy in
English organise words. 45 young learners aged 16-19 from an inner-city further educa-
tion college participated in the study: 15 ESOL low literacy learners, 15 ESOL learners
and 15 as a nen-ESOL contrel group. They were tested on phonological verbal fluency
tasks and, conirary to expectations, the ESOL group with literacy needs outperformed
the ESOL group. This suggests that effortful learning of letters and sounds may produce
desper processing. On the other hand, there was evidence of semantic interference in
output, suggesting learning words in semantic sets might not always be optimal for
learners with low literacy.

KEYWORDS: EAL; literacy; adolescent verbal fluency

1. INTRODUCTION

Learners who are able to decode alphabetic scripts differ from those with low levels of
literacy, not just in phonological awareness but also in phonelogical processing; speech
perception and listening strategies may be more challenging for the latter (Morais et al.,
1989; Reis & Castro-Caldas, 1997). Cultural, economic and educational factors influence
performance in phonelogical fluency tasks, as do differences in access to implicit and

1. T would like to thank Chlo& Marshall, UCL- Institute of Education, London, for originally
suggesting this study and advice on conducting the verbal fluency tasks.
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explicit learning strategies (Rosselli et al., 2009; Reis & Castro-Caldas, 1997). Drawing
on Craik & Lockhart’s levels of processing in linking new words in second language
acquisition and cognitive processes, Ellis and Beaton (1993) argue that implicit and
explicit mechanisms for vocabulary acquisition are applied by second language learners.
These include implicit recognition of words, which involves identifying their perceptual
aspects as sound and logographic features, the explicit frequency of exposure to words
and the development of motor knowledge through practice in the reproduction of the
sounds of new words. Exposure to print aids new word-learning but, when that language
is in a different script or where there is a limited literacy home environment, second
language acquisition becomes an even greater challenge. Learners who have literacy
have already acquired metalinguistic knowledge and gained access to explicit learning,
such as phonological strategies, as well as implicit learning, which may rely on semantic
strategies (Tarone et al., 2009; Reis & Castro-Caldas, 1997). Learners who must also
learn English using a different writing system or who have limited literacy in their own
languages face the additional challenge of establishing sound-letter associations when
learning new words and their spellings. If there is limited experience of formal education,
they will often lack the explicit learning strategies needed for phonological processing.

This paper presents a study of verbal fluency in adolescents who are ESOL learners
with low levels of literacy. Verbal fluency tasks assess phonological and semantic fluency
by looking at how people are able to retrieve words from memory. They are considered
measures of cognitive flexibility that reflect access to and retrieval from memeory stores,
and executive function, which controls inhibition and working memory. Phonemic flu-
ency is related to executive function and is more taxing on working memory. It contin-
ues to mature through childhood and adolescence whereas semantic fluency can reach
maturation by age 12 (Charchat-Fichman, et al., 2011; Koren et.al, 2005), The number
of words produced and speed of word output and accuracy are taken into consideration
together with the ways in which a person might organise words into lexical categories
and switch between categories or generate sub-categories of words. Storage of words in
semantic categories has provided evidence that the mental lexicon makes use of semantic
organisation, which has influenced second language vocabulary teaching that focuses
on lexical or semantic sets. The teaching of vocabulary in semantic sets, it is argued,
reflects the natural organisation of words in the brain making them subsequently easier
to retrieve from memory (Channell, 1981; McCarthy, 1990; Grandy, 1992; Aitchison,
1996). However, there is also conflicting research that indicates that learning words in
semantic sets is more taxing for learners, in particular lower level learners, and word
retrieval of items takes longer (Nation, 2000; Erten and Tekin, 2008; Lazaro Ibarrola &
Hidalgo Gordo, 2014; Altarriba & Mathis, 1997; Finkbeiner & Nicol, 2003).

Verbal fluency tasks have also been used in studies of bilingual and monolingual
subjects to measure vocabulary across languages and determine whether bilinguals are
adversely affected by competing languages and reduced word range (Bialystok et al.,
2008). Performance on phonological fluency measures is typically weaker than on se-
mantic fluency measures, which tend to reflect vocabulary size, and is also influenced
by levels of education because of the links between phonological awareness and read-
ing ability, and the ability to segment speech sounds {Charchat-Fichman et al., 2011;
Morais et al., 1989; Raicliff et al., 1998). One of the most commonly used phonological
fluency tasks uses the letters F, A, and S because they are high frequency initial letters
in English words and they represent easy phonemes. A difficulty with this measure is
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that a focus on letters has implications for participants with literacy barriers and it may
be more useful to focus on phonemes instead to allow for lower education ]eve‘ls of
participants and to avoid interference from other letters (Koren et al., 2005; Ratchft: et
al., 1998). By focusing on sound, rather than letter, it could be assumed that education
levels would not have a significant effect on phonological performance. o
Verbal output is not just measured by the number of v\_rord.s produced within a set
time {typically one minute), but also by clustering and sw1'tch1ng. .Troyer et a?l. (19'97)
highlight the ‘multifactorial’ aspect of fluency and the operation of dlfferf:nt brain regions
in different fluency tasks evident in clustering and switching. Clustering is the production
of words in temporal spurts that relate to a particular category or subcategor){ and are
defined as two or mote related words adjacent to one ancther, for instance, sling, slyg,
slap (initial two letters the same), or semantic, Argenting, Antarcztz_‘ca. Clus?ers Prowde
an insight into how vocabulary is organised and in terms (_)f cognitive function, involve
accessing words in the memory store. Switching is the shift from a clustered \l'vord toa
non-clustered word or a word from a different category for example a change in second
letter; sling-slug-siap-snow or semantic category: Argentr'na-Antarctica-apple: .In terms
of cognitive function, switching involves strategic sea_rch processes and cognitive 'ﬂex-
ibility in the shift between subcategories. However, it has been s‘uggeste‘d that smg.le
words may represent not just the absence of a cluster but also a retrieval faiture - that is,
the inability to locate other words within a particular category (Abwender. et al., 2001).
While studies have looked at the levels of literacy and formal education on verbal
fluency tasks, very few have looked at performance in another' l?r-lguage. There is some
acceptance that bilinguals may have greater cognitive flexibility, but the cognitive
demands of lexical search and retrieval processes for bilingual learners has. not been
established because studies have tended to focus on verbal fluency in the subject’s first
language with a focus on adults or children.

2. RESEARCH QUESTIONS
This study aimed at answering the following research questions:

How do EAL learners with low levels of literacy respond to phonolegical fluency tasks?
How does this differ from EAL learners who already have developed literacy?
What does this imply for the organisation of the lexicon in their additional language?

All the ESOL subjects in this study were at elementary level in English _and had
arrived in the United Kingdom within the previous three years (see Appendlx).‘ For
some of the learners, this was their first experience of being in a formal edgcaﬂona!
setting and learning how to write. The low-literacy learners were compared‘wuh ES(")L
learners with established literacy skills, alongside a control group of native Eng]ls'h
speakers in order to see how they responded to verbal ﬂuency tasks and wha'.t this
might imply for organisation of the lexicon in their additional language. Participants
were assessed with standard verbal fluency tests: ‘F’, ‘A’ and *S’. The use of le_tters,
rather than sounds, was to try and see what differences in performance in thelr 12
there might be between low-literacy learners who had benefited from some literacy-
focused teaching and their peers.
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It was expected that al! the ESOL subjects would perform weakly in the phonological
fluency tasks for all categories in comparison with the non-ESOL group and that the
ESOL with literacy needs group would perform weakest, producing a greater number of
errors for F and S. All the ESOL learners were producing words in the target language,
which they would have acquired within a shorter time and so, unlike younger children
learning language for the first time, were learning the speech-sounds and the semantic
referents simultanecusly. Because word production has been associated with the use of
cognitive strategies of switching and clustering (Kosmidis et al., 2004), this study also
analysed clusters and switching to try to see if any particular cognitive strategies were
evident. Clusters are two or more words that appear in sequence and belong to a shared
category. It was expected that the ESOL with literacy needs group would produce fewer
clusters and switches than the ESOL grou,

3. METHOD

Three groups of learners totalling 45, aged 16-19, from an inner-city further edu-
cation college underiook phonological fluency tests. The groups were ESOL, ESOL
with literacy needs (ESOL Lit) and a control group of non-ESOL students. The ESOL
with literacy needs were learners who were in specialist ESOL literacy classes or who
were in mainstream ESOL classes but had been identified as having literacy needs or
a literacy profile by their tutors and receiving additional iearner support in class, The
non-ESOL group was selected on the recommendations of their tutors in order to rule
out learners for whom English was not their first language or who had a recognised
learning difficulty; only native English speakers or bilingual learners were chosen for
this group. Of the bilingual learners, those with a native-English speaking parent and
who had English as a main language in their home were selected, as were those who
had another language at home but received formal education in a country where English
is the lingua franca.

All ESOL learners were mostly recent arrivals in the UK, some within the previous
six months and some unaccompanied. They were chosen according to the English
language levels from their college initial and diagnostic assessments. It was necessary
to accept only learners previously assessed as being at Entry Level 2 speaking and
listening so that they would be able 1o follow instructions and understand the nature of
the research project; this also aimed to address the question of variable performance
when evaluating L2 output as it was not possibie to control for prior learning of English
for the ESOL groups (Kempler et al,, 1998). All the participants in the ESOL sample
reported having studied some English alongside their regular studies before arrival in
the UK, and both ESOL groups had participants with uneven attendance in coliege due
(o travel to home countries, work or carer commitments. In the ESOL-only sample, 15
learners (7 male, 8 female) aged 16-19 (mean age 17.2) were selected where they had
been in full-time education in their home or other couniries from an early age (vary-
ing from 4-6 years old); their first languages were French, Italian, Spanish, Romanian,
Portuguese and Polish,

The ESOL with literacy needs group (ESOL Lit) was selected from initial college
writing assessments that were assessed as pre-entry or Entry Level 1. The low-literacy
group comprised 15 learners aged 17-19 (mean age 18.2) with no or limited formal
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education in their own language and learners who use a differe{lt _allphabetic .Wl'ltklll'lﬁ
system (Arabic, Farsi, Pashto and Dari). The learners who had lm.uted educatllorlr ha
either never attended school or had attended only until the enc‘ij (Af pruinary dsch;gc.t o t;)é
i i ia, Eritrea, Guinea and Angola and re
came from Somalia, Afghanistan, Albania, . fed ihe
i -li learners who often travel to the
redominantly male make-up of young low-literacy .
1L:’maccompanifalcl. They included learners who had already spent up to three years in the
lege learning English. '
COIT‘ehge non-ESgL learners (11 male, 4 female, mean age 18.2).were those who had Enillsl};
as a first language and were drawn from three departments in the go}Il‘;ge. :Thieydzg 0';11 !
i i i he ages of either 4 or 5. They inclu
been in continuous formal education from t f ey i ‘
bilingual (Greek and English) and two who had received early education in Jamalf:é.l.
All learners were initially given a Wide Range Achievtlzment Test blue_ word—rfsci:)gilltlon
reading task followed by a spelling task to establish literacy levels in English. EnS 81;
der to see whether there were differences in organising vlvords bfatween ‘the tv;ilo oo
groups, the phonological task used the letters F, A, S which, whl.le sharing ot er le e_
and so:md phonemes (/f/ and /s/) may reveal issues in phonological a‘S’T};eI:etf n]; 85ch
i ith literacy issues. It was expected that the
ond language learning for learners wit y issues. v
i i this task and rely on sound, rathe
-literacy group would have greater difficulties in ! 0 SO! ther
E:n im"tialylstter,p in producing words. Participants were given a praf:tlce mstructl‘c;l,.
You have one minute to say as mawny words as you can begmnmg with the letter ds.'
Instructions for each task were then given: You have one minute to sqy as many wor
can beginning with the letter 'F’, and so on.
as g;:legories ?or errors for the results included repeats, unclear. resPons’es, w‘ro,ng w]c;rds
where a word was included that had a different letter such as ‘glf‘lfnend for ‘F or W el;e
there was L1 interference. Phoneme error was added to determine whether/ f}/}ezmmpar]lez
i F wi that share the phoneme /f/ (examp
ere confusing the sounds for ‘F* with other 1etter§
‘l;veing photogrgaph phone) and ‘85 (examples being CD, 1;asych¢r)lo‘g{y)ci fIfersor:;li réaslxgi
i , it frequently arose and for so
wete glso included as a separate error because i or som o
i ive language would have avoided the sea
learners, recourse to names from their native e WO :
i i i i dentified as phonemic where two
and retrieval mechanisms in English. Clusters were i las \
i ith the same initial two letters (spicy,
or more words were generated in sequence wi : . o letters (spicy
] i 1 (sat, sit), thymed (flight, fright), or share i
e o ot ’ i kin et al.’s {1992) approach semantic
tegory (artist, actor, architecr). Following R?lS in et al.
z?uzferrsy“(fere also identified in order to investigate whether ESOL learners eilmployed
semantic organisation as a strategy for organising lexical items, even when they were
focusing on initial letters.

4. RESULTS

The results for mean correct scores are presented below followed.by results gor dl:iss-
ters, switches and error types. Correct scores were calculated excluding repeated words,
?
unclear responses, wrong words, phoneme error and personal names.



90

X FLUENC GST ADOLESCENT LOW LITERACY SECOND...
FRANCISCA DA GAMA PHONOLOGICAL FLUENCY AMON
e e YA 5
48 M (SD) M (SD) M (SD)
i 1 Total output 8.93 (4.11) 6.47 (2.64) 8.60 (3.14)
14 Correct 7.67 (3.74) 4.87 (2.72) 7.53 (3.02)
Repeats (.40 (0.63) 0.20 (0.20) 0.07 (0.26)
12 = f i Unclear 0.07 (0.26) 0.07 (0.26) 0 ()
10 : e | = ESOL Lit Wrong 0.40 (0.74) (.80 (0.68) 0.13 (0.35)
: 20 0.41 nd. nad, 0.40 (0,74)
4 B ESOL Phoneme 0.2 (0.41) .
1 Personal name 0.20 (0.56) 0.60 (124) 0.33 (0.72)
6 —ail s ) bt Clusters 1.40 (1.06) 0.73 (0.96) 120 (0:86)
4 ' Cluster size 1.84 (1.04) 1.13 {(1.30) 2.13 (1.49)
. | Switches 6.07 (3.26) 4.27 {1.53) 573 (2.37)
2 - : i
l | Table 1: ESOL Lit Error Type. Clusters and Switches
0 -
Average of F Average of A Average of 5 O A (24
M (SD) M (SD) M (SD)
Figure 11 Mean Correct Scores of Phonological Flueney Tasks: n=45 Total otiput .07 (3.13) 6.07 (2.76) 9.47 (2.39)
A 3 (category: F, A, 8) x 3 (group: ESOL Lit, ESOL, Non-ESOL) ANOVA revealed Correct 7.07 (331) 4.33 (209 8.67 2.64)
significant effects of category, F(2, 84) = 33.107, p < .001, partial 5°= 0.441, and of Repeats 0.07 {0.26) 0.20 (0.56) 0.07 (0.26)
group £(1,42) = 19.983, p <.001, partial »*=0.488. A set of pairwise comparisons for Unilear .00 (0) 0.07 (0.26) 0.13 (0.52)
the different groups {-evcaled significant effects of category and group, with Non-ESOL, Wrons 0.13 (0.35) 0.73 (1.03) 027 (0.46)
as expected, producing a greater number of responses to the phonological categories 0 0.41) wa il 0.07 (0.26)
than ESOL Lit and ESOL groups. Further pairwise comparison tests were carried out in Fhoneme 02 0 o i A (0:82)
order to determine interaction within the groups for the different phonological categories Personal name 0.60 (0.99) 0.73 (Log) ; G
and for ESOL Lit there were significantly more responses than ESOL for ‘F* p<.001. Clusters 1.20 (1.01) 0.60 (0.63) 1.93 (1.28)
An ANOVA undertaken to determine whether there was an effect of school within Cluster size 1.77 (1.35) 1.13 {L113) 1.94 (0.57
the ESOL lit group revealed lower F statistics, but there was no change to the effects Switches 5.40 (2.56) 4.07 (2.52) 6.27 (2.02)
of category ar group: 3 (category: F, A, 8) x 3 (group: ESOL Lit, ESOL, Non-ESOL)
revealed significant effects of category, £(2, 76) = 29.745, p < .001, partial 7= 0439, Table 2: ESOL Error Type. Clusters and Switches
and of group F(1,38) = 18.671, p < .001, partial #°= 0.496.
The following tables present results for errors, clusters and switches.
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Total output 1]1\:7 (ISD) v o Y o
b K (1.8D) 9.93 (2.43) 14.67 (3.18)

10.87 (1.96) 9.27 (2.99) 13.53 (3.31)
Repeats 0.33 (0.82) 0.27 (0.59) 0.20 (0.41)
Unclear 0.00 ) 0.00 ((8)] 0.00 (-0)
Wrong 0.00 ()} 0.13 {0.35) 000 . (0)
Phoneme 0.27 (0.46) nd. n.d. 0.00 0
Personal name 0.27 (0.80) 0.27 (0.80) ():80 (1( 0)1)
Clusters 2.47 (0.99) 2.07 (1.28) 2.80 (1 .78)
Clu'stcr size 2.54 (0.95) 1.88 (0.84) 2.25 (0.86)
Switches 7.27 (1.94) 6.40 {2.32) 9.33 (2:16)

Table 3: Non-ESOL Error Type, Clusters and Switches

Clusters were categorised where two or more words belongi i
\Evseg:Lg)erg)ch Tquentially. é& 3 (Category: F, A, S) x 3 (gmﬁ;l:g};ggfiritzcgggiﬂ?}ggg
was carried out to determine significance between cate : d,
for mean total number of clusters, mean cluster si gO}’y ‘o5, Thete
were significant effects of category for mean c]usfzesiazrrl;:1 ;E];l l:izr) f;‘;}ghes;mere
g‘it;ttlali 7 (‘)l’;gzﬁléir)lean cluster size: F(2, 84) = 6,715, p < 0.00& partial '172 =’0p138‘0:111(i
ches, , = 17.485, p < .001, partial #*= ' igmi
effects of group for total number of c]upsters, ;"T (2, 4(1)22)9;1 ‘24;1.-]6];:; ;’Ve<re ;(;510 Slgnn.li}Cﬂ;l:
0.395, mean cluster size F(2, 42) = 3.472, P <.040, partial »? - 0 21.4' , ga el
F(2, 42) = 8,285, p < .001, partial »?={.283, ’ S and switches
. In erder to test lfor the effects of school, a repeat ANOVA was carried out with the
c>u1rl school participants removed from the ESOL Lit group (n=11) and revealed fo
;g;a tumber of clusters, category: F(2, 76) = 7.618, 2 < .001, partial #* = 0.167 ang
F(zgr7o6u)p,=F6(27,0?£8) =12,172,p < -001, partial #°= 0.390. Mean cluster size: cateéory-
033: - 6.702, p< .002,.partxa1 7*= 0.150 and for group - F(2, 38) = 3.726, p <
033, partial = 0.164. Switches: category — F(2,76) = 14.621, p < .001 i l, P2 =
0.217'8,t and fo; group, F{(2, 38) = 8.400, p < .001, partial #*= 0 ?:Op7 o paEr
n terms o total number of clusters, ESOL produced 39 h;)nen.lic clus
‘s;le:ll:?:rtslc ((;lllés;lteé; gile;fzz ES((i)I;;ZLith produced 38 phonemicpclusters and ltgr:ealsfntlig
L . - uce phonemic, 18 semantic. In order to i i
differences between the three groups in terms of cluster si d ot sl
tests were conducted on the following variables: Mean totlzles anbfypes S——
cluster size, semantic clusters, switch and error ' e eSOy o e e
(some, same) cluster in the whole cohort produgﬁ I;chl)lrf;eEv;gI??:Zjﬁgf svc? :;11 Ctllange
was not analysed. As expected, there were significant differences between the twocEl;S(;eIf
groups and the Non-ESOL group for all categories in total number of clusters. Surpri
ingly, there were no significant differences in any of the cluster variables I-nel;?l?ll:esé

between ES()L th and ESOL. IOta] output wWEre lllﬁcallﬂy hl hly ConelatEd eXCCPt
< pu Slg g >
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5. DISCUSSION

Contrary to expectations of a poor performance across all the phonological tasks, ESOL
Lit scored higher than the ESOL group in the letter ‘F’, and was only marginally lower
in ‘A’. This contradicts the view that disadvantages in phonological awareness yield a
poorer performance in phonological tasks. It could also reflect the benefits of explicit
and effortful learning whereby ESOL learners focus more on letter-sound associations
and pronunciation when learning new words. Learners with low levels of literacy may
need to be more effortful in learning the letter-sound associations of the English aiphabet
when learning to read and write, particularly if it is their first expetience of acquiring
literacy. They may therefore be engaging in the sorts of explicit learning strategies for
developing phonological awareness, to which Reis and Castro-Caldas (1997) refer. In
a literacy specialism class where there will be an emphasis on phonics teaching and
teaching letter sets, /7 is tanght early alongside its letter associations ‘f* and ‘ph’. Dif-
ferences between the ESOL Lit and Non-ESOL learners for ‘F’ are also interesting, and
may reflect the greater difficulty Non-ESOL learners have with this phoneme producing
a greater number of errors (for example phone, phenomenal).

In terms of errors, ESOL made significantly more errors than the ESOL Lit greup,
with a frequent reliance on L1 interference and personal names. For example one ESOL
learner produced eight responses for the category ‘A’ of which six were personal names
found in his native language. He produced three responses out of eight in the category
«§*, which also included two Spanish cities. This greater number of errors in the ESOL
group may indicate difficulties associated with competing literacies and control of in-
hibition when accessing words in English.

This study looked at semantic and phonemic clustering in the phonological fluency
tasks. In terms of the scoring for total clusters, where there were overlaps, phonemic
clusters were favoured. For instance, in one response: apple, apricot were classified as a
phonemic cluster sharing the same initial two letters, rather than a food cluster. The two
items were then counted separately as a semantic cluster in follow-up analysis in order
to investigate whether students made use of semantic clustering in organising vocabulary.
In terms of phonological clusters, vawel change was only used by one ESOL learner.
This was included in the overall cluster count but not analysed as a cluster category.

Semantic clustering was evident in the output of all three groups for the phonological
fluency tasks with Non-ESOL learners, as expected, exhibiting greater accurate lexical
retrieval from memory and, as a consequence, inhibitory control in their output. The
lack of significant differences between ESOL lit and ESOL for semantic clustering
suggests that both groups make use of similar strategies for word retrieval in accessing

semantic sets of items, or have a similar range of vocabulary. This would appear to
support arguments in favour of teaching in lexical sets as it shows clearly that semantic
organisation is used to store second language vocabulary. It may indicate the greater
security of certain word families and analysis of the types of semantic clusters would
be useful to determine the frequently occurring categories. However there was evidence
of semantic interference in the ESOL lit group with three of the participants producing
clear errors as a result of semantic clustering (for example family, friends, girlfriend,
boyfriend for ‘F*) and two others producing errors that were not part of a cluster, but
appeared as trace interference (for example food, feet, potate or animals, Africa, Arabic,
elephant). For one ESOL Lit learner in particular, there was clear evidence of semantic
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interference taking place that persisted throughout her output in all three tasks in her
production of country names. This learner produced errors in 4 and §. While the /s/
phoneme was identifiable in the country and city names (4sia and Istanbul) it was not
the initial letter. It may be that semantic organisation was hampering the processing of
speech sounds for this ESOL Lit student, creating the sort of interference that Finkbeiner
and Nikol refer to when spreading activation creates confusion over co-activated similar
lexical items (Finkbeiner & Nicol, 2003). Although Finkbeiner and Nico! focus on ac-
curacy of semantic sets, learning new vocabulary in semantic sets has been reported to
take longer to process and leads to retrieval failures (Altarriba & Mathis, 1997; Erten &
Teken, 2008). These retrieval difficulties are also more evident in lower-level language
learners and it has been argued that successful teaching in lexical sets is evident for
advanced learners (Nation, 2000). All the ESOL learners in the present study were at
Entry Level 2 speaking and listening and both groups showed some semantic clustering,
However, the difficulties with retrieval for the learner highlighted above indicate a lack
of security in producing words according to initial letters because of semantic cluster-
ing, and raise questions about input of new vocabulary for ESOL learners with basic
literacy whose phonological awareness is weaker. Semantic interference was not present
in any of the errors produced by the ESOL group, which suggests that their greater
control in generating semantic clusters according to initial letter could be indicative of
a more efficient storage system, perhaps attributable to their already acquired literacy.

What is not always clear with analysis is whether examples of semantic interference
with phonological output are questions of spreading activation or issues of continuing
development of inhibitory control. A difficulty with investigating verbal fluency with this
age group, however, is that even though the brain has nearly matured by adolescence,
some aspects of executive function are continuing to develop, such as control of inhibi-
tion and processing speed (Blakemore & Choudhury, 2006; Huttenlocher, 2002}, It would
be worth investigating this further with different age groups. If the greater number of
switches indicates greater cognitive flexibility (Troyer et al., 1997), this would appear
to be evident with the greater number of switches in the non-ESOL group carrying out
the tasks in their first language, This view is supported by the pattern shown by ESOL

Lit, who produced a higher count of switches with ‘F’, consistent with higher scoring
for other measures.

6. CONCLUSION

This study sought to ook at how EAL learners with low levels of literacy respond
to phonological fluency tasks in relation to their peers with developed literacy in order
to see how they organised words in English. On a number of measures within the tasks
there were no significant differences between the two ESOL groups. The disadvantages
in phonological awareness of the low-literacy group did not appear to be explicit, with
the ESOL Lit group outperforming the ESOL group in one of the tasks. This suggests
that the ESOL Lit group, while disadvantaged through limited experience of formal
learning, may in fact gain a more secure understanding in their learning of phonemic
items than mainstream ESOL learners. This could be a result of explicit instruction that
includes a focus on phonics and letter sets; participants from the ESOL lit group were
from a specialist ESOL literacy class or were in receipt of additional literacy support.
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It may also be that the difficulties of acquiring literacy i.n a second langugge derr?andls
effortful learning, and effective encoding of lexical ite:ms alds_ subsequent lexical retrieval.
All groups made some use of semantic organisat‘lon, vyhlch wquld appear to supllzort
arguments in favour of teaching of new vocabulary in lexical sets in order to ‘reﬂect ovc\]f
vocabulary is stored in the brain. However for low lllte‘racy Ieame'rs, semanl:lc overloa
may interfere with processing of letter/sound ass0c1atmr‘15 apd raises questions for t];e
way in which ESOL basic literacy is taught when considering the cognitive demands
jorities that are faced by the learner. )
anc;“l'?:(;;l:;?ntat?on of the ES(BSL Lit group would have benefited from the inc{usmn of
participants who had and had net attended school in order_to test more effectively for
the effects of experience of formal education. Future stud1e§ would als'o benefit from
consideration of time spent in ESOL classes, specifically with ESOL llteracy-forfused
teaching, as well as testing for age and gender to examine whether they have an influ-

ence on performance in verbal fluency.
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APPENDIX: LANGUAGE AND EDUCATION BACKGROUND OF PARTICIPANTS
ESOL

N Couniry of | Languages written and Age | Gender | Prior education
" | origin spoken
1. |Senegal French, Italian 18 F 14 years Italy
2. |lvory Coast | French, Italian 16 F 9 years Ivory COE?.SI and lta].y
3. |Colombia |Spanish 19 F 10 years Colomb{a and Spa!n
4. |Colombia |Spanish 19 F 14 years Colombia anq Spain
. 13 years Romania, Russia and
5. |Russia Romanian, Russian, Italian 17 M Tialy
6. |Italy [talian 16 F 11 years lialy _ :
7. |Colombia | Spanish 16 F 12 years Colombia and Spain
8. | Portugal Portuguese 17 F 12 years Po@gal
9. |Bolivia Spanish 16 M 10 years Spain
10. | Poland Polish 18 M 11 years Poland
11. [Italy Italian 16 F 10 years Italy : i
12. |Romania Romanian and Spanish 18 M 14 years Roman!a and Spain
13. |Romania  |Romanian 18 M 14 years Romania
14. | French France 18 F 14 years France
15. |ltaly Italian 117 F 11 years Italy
ESOL WITH LITERACY NEEDS
N. |Couniry Languages spoken Age | Gender | Prior education‘
1. Afghanistan | Dari* 19 M 10 years Afghanistan
2 ITran Farsi * 18 M 8§ years Iran :
3. Afghanistan | Pashtu, * Dari 18 M |10 years Afghamstan.
4, Iraq Arabic, * French 19 M |10 years Iraq and Syria
5. Eritrea Amharic ) 18 F 7 years Quran school Sudan
6. Afghanistan | Pashtu, Dari 18 M |3 years Afghanistan :
2 years Quran school Somalia
7. Somalia Somali 18 M 1 year Ethiopia
8. Guinea French 18 M |6 years Guinea
9. Somalia Somali, Arabic 19 F No school
No school in own country
10. | Afghanistan | Pashtu 19 F London secondary 3 months
11. | Afghanistan | Pashtu, Dari, Farsi 19 M }5years Afgha.nistan and Iran
12. | Albania Albanian 17 M |4 years Albania
No school in own country
13. | Angola Portuguese, Dutch 19 M 2 years Netherlands
14. | Albania Albanian 18 M 5 years Albania
15. | Albania Albanian |17 M |5 years Albania

* Written and spoken
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ABSTRACT: At the core of linguistic autobiography lays one of our main educa-
tional purposes: leading students to appreciate and to take advantage of their own
plurilingualism. The knowledge of different languages becomes a tool of useful
compensation strategies in the process of learning a second language. This research
aims to show the results obtained by the Unaccompanied Minors with an extremely
low level of schooling attending literacy courses at the School of Italian Language
for Foreigners of the University of Palermo. Thanks to the narrative devices used in
linguistic autobiography it is possible to acquire a great amount of data about learners’
plural identities and, by analyzing different variables of the users, to reflect upon the
specific results in L2 proficiency. Students are involved in emotional activities that
give them the opportunity to share complex stories, starting from the analysis and
the appreciation of languages.

KEYWORDS: Plurilingualism, literacy, Unaccompanied Minors, narration, identities,
L2 proficiency.
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I, INTRODUCTION

Autobiography is a writing tool that aims at reflecting upon life experiences and sharing
them. This literary genre could become a useful didactic taol in L2 classroomn, by focusing
on the use of languages by multicompetent language users, Through the practice of linguistic
autobiography, students are encouraged to reason for the first time about languages as systems
and about meeting points existing between languages and cultures (Groppaldi, 2010: 90).

The value of languages and cultures is the basis of recent political European ac-
tion plan, The latest measures and documents issued by the Council of Europe aim to
protect cultural and linguistic identities. One of the most important and powerful tools
for integration is lingnistic education. Indeed, a true social inclusion in a new reality is
possible only after learning basic skills of the new language.

Following two of the main documents on language issues in education drafted by the

Council of Europe, 4 European reference document Jor languages of education (Council

of Europe, 2007) and Framework of reference Jor pluralistic approaches to languages
and cultures (henceforth, FREPA: Council of Europe, 2010), it is possible te notice a
remarkable change of perspective in order to give dignity to every language through
mements of reflection upon plurilingualism in the classroom. Moreover, this could offer
the opportunity to transfer competences and skills from a language to another one. Thus,
linguistic autobiography becomes a useful tool in the conceptual scenario outlined in
FREPA, where it is possible to find four pluralistic approaches: intercultural approach,
awakening to languages, the intercomprehension of related languages, and integrated
didactic approaches to different languages studied.

The didactic path of linguistic autobiography follows, in particular, one of these
plural approaches: awakening to languages. As underlined in this passage from FREPA:

The approach concerns the language of education and any other language which is in the
process of being learnt. But it is not limited to these “learnt™ languages, and integrates all
sorts of other linguistic varieties — from the environment, from their families... and from ail
over the world, without exclusion of any kind... Because of the number of languages on which
learners work — very often, several dozen - the awakening to languages may seem to be the
most extreme form of pluralistic approach. It was designed principally as a way of welcoming
schoolchildren into the idea of linguistic diversity (and the diversity of their own languages) at
the beginning of school education, as a vector of fuller recognition of the languages “brought”
by children with more than one language available to them and, in this way, as a kind of
preparatory course developed for primary schools, but it can also be prometed as a support
to language learning throughout the learners® schoo! career. (Council of Europe, 2010: 9)

The didactic mode! adopted by the School of Ttalian Language for Foreigners (hence-
forth, TtaStra) of the University of Palermo aims to include all of these plural approaches.
During the Italian language courses, many didactic activities take piace to reach these
goals. This research focuses on the value of different languages in LESLLA? learners by

2. LESLLA is the acronym for Low Educated Second Language and Literacy Acquisition for
Adults. By using it we refer also to adolescent learners.

THE VALUE OF LANGUAGES IN LINGUISTIC AUTOBIOGRAPHY. TEACHING... 101

using autobiographical narrative devices. A comple?( linguistic identity emerfg]es throueg:
the writing of personal stories and experiences w]:uch focused on the vse o z;]ngua};l; ]e.
The adoption of autobiographical technique in the classroom folllows t e \; :ed
tradition of linguistic autobiography in didactic programmes. In Italy it wz;s m’rroh u o
by Tullio Telmen and Sabina Canobbio with the or_1gmal purpose to eva uate tIe 1u
of dialect in the Piedmont region. The data co]lectlor.l was carried on in oth‘er tai }:ag
regions too, in particular in Veneto and Sicily (A.TClll"l e_t al., 2014: 143'). This ine a;)ic
is performed in L2 teaching to know learners’ linguistic backgrgund in ];1 sys] emas ¢
way. By considering plurilingual competence not only as a requirement ' uta sol "
goal in the process of teaching-learning, didactic planmng‘ has changed: it reiu at )é
includes activities such as linguistic autobiography (Arcun: 2014: 69)..It is a (})lp el
with students who have a vast cultural background a‘md .chlld.ren of primary s 0(1)1 .
Recently this technique has been experimented also in qldactlc paths ct?]?cemmtg tt e
learning of a second language®. The use of this practice reveals positive OIL‘l ésu ;,
especially for those people who experienced a complex story of mlgratm_n.f n!.ee s,
thanks to the writing of linguistic autobiography and the expression of their feelings,
they can link and explore the past and the present, home couniry and host country
1di, 2010: 91). )
(Gll.;; }c):a(lmsidering theze insights and previous exper.iences (Strazzari, 2016}, 'the r})lat}; (;E
linguistic autobiography was planned and tested with LESLLA learners dur.mg tde fe :
two years in ItaStra literacy courses. In this paper, we focus on the practice a op ¢
with newly arrived Unaccompanied Minors (henceforth UAM) and on the compariso
of the results with other kinds of LESLLA users.

2. PURPOSES

Linguistic autobiography serves various purposes b9th for students and tc;a(;]he.rs. 02
the one hand, the most relevant aim consists in makn}g students aware o thmrhowd
plurilingualism. This awareness can stimulate: the learning process. 0{1 t}l)lle ot sr ane;
this technique offers teachers new diagnostic instruments which are suitable to dlsci)vnd
and analyse the linguistic background of the students. Teacl.'lel:s can better gnﬁ erstal
linguistic education of learners” mother tongue, e:va]uate similarities and di 1eren_ces
between their languages, and perceive the difﬁc%ultles_that stgdent.s can ﬁnd.m ea;mr}ﬁ
a second language (Groppaldi, 2010: 90). The mc%uswn f’f linguistic autot)logrgp. e)lzl {1:
teaching programmes represents a functional dev_lce to improve studentt]s pro ;::u " y
in L2. It is truly important especially for those migrants that can have the op}fyo ;y
to narrate the long and hard journey by sea and land. All the smdgnts, even ; gls:f \:renot
apparently cannot communicate, are aclljle tp share their own stories through diffe

i eans, such as drawing and acting. .
engfsil:fo?ming some activities included in the gutobiographlcal path, studelntsdcgn
understand how the lack of linguistic competence in target language can be solved by

3. Previous experiences with foreign learners of ltalian language are described in Groppaldi
(2010).
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means of compensation strategies. Meanwhile, other activities make students use thej
native lan'guages and L2 in order to transfer linguistic competences, which were alre ZIT
acquired in L2, to their first languages. Thus, the use of this kind, of strategies o it
not only in a _unidirectional way but also in a mutual one, promoting the Iefmingccll'l:
;e(:)ss and makn.lg_ t.he students aware of the relevance of plurilingualism (Arcuri 28]4'
). .Thc?se act1v1'tles are part of literacy programmes, since they have importan’t com-.
ml;mcauve and lmgmst]cl aims, Teachers can choose to adopt linguistic autobiograph:
on y.after one hundred literacy hours, in order to reinforce and test the compet d
acquired by students during the whole leaming process. prieess

3. USERS

f'll"he proposed autc?biographical mode! has been previausly tested on different types
;L earners characterized by_ different features*: children of primary school in L2 and
(.:o.nte)ft, lqw-edu?ated migrant women participating at FEI project’; adult and UAM
panlc}patlng In a university project with CPIAS, ,
; This paper f(:cuses on a recent project involving UAM who attended experimental
;lt.gl;ezzdcqursgsmTﬁese \:i'ere aimed at training students before compulsory education
in » In order to fill the lack of linguistic com i iti
! ] . . petences in writin
;f;tf:rllg.dThlst 'lack] 1s a serious obstacle to UAM integration in the host country angd ig:
educational system does not offer appropri i i
for adiult ot wih ey Stem ppropriate solutions, such as literacy courses
. hMols.t of the pAM comes from areas of the world characterized by a low level of
chooling, specnﬁca.lly from sub-Saharian Africa and Asia. In our classes the UAM
:om];ng _from Qambla and Senegal are the majority. Other students’ origin countries
S;ed enin, Mali, Ivory Coast, Guinea Bissau, Guinea Conakry, Egypt and Bangladesh
I111 ents were aged 16-1_8 years old and almost all of them are newly arrived males.
who us;lally att_end Ita.llan courses one month after their arrival. Data concerning,
?yei?[-isd?d:(;?}OOIIEg,' Whlc}; were acquired by means of entrance tests and confirmed
1c activities, show the low level, or even the absence i
' s , of literacy, UAM
g;nega](liy attenQed school for a maximum period of three years, while some};f them
;1_ en eh K(?ramc school. Tpey face a dramatic journey to come to Italy, where they
1ve In hosting centres sharing habits and state of soul. It is worth to stress that dif-

ficulties concern not onl itati
. y cohabitation, but also the process of i ion i
reality (D*Agostino et al,, 2016: 1. F oF fnelusion in the new

_ 4. Among these features, in our research we consi
different cultural background and life expectancies
5. “I saperi per I’inclusione” was realized b . iversi
- | v the University of Pal i
for the integration of third-country nationals (2007 -2013), v slermo wih Buropean fund
6. CPIA is the Center of Adult Education.
basz;i Suclh (.:ours?s were held in the fl:ame of the project “ltaliano lingua seconda in soggetti a
colarizzazione, Ricerca, formazione, didattica” of the University of Palerma (2016)

der: age, sex, origin countries, languages,
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4. CLASSROOM ACTIVITIES, METHODOLOGY AND OBJECTIVES

In order to respond to the above-mentioned purposes, didactic planning is custom-
ized to fulfil the requirements of different users. It is the case of our experience in
adopting linguistic autobjography with adult migrant women and UAM. Teaching
practices are structured in different phases answering linguistic and communicative
aims: some of themn were already introduced during the classes, while others are brand
new ones. The whole plan requires a minimum of twenty hours and it is entirely
based on workshop activities. Students can use different narrative devices in order
to talk about their personal stories and rethink their troubled experiences (Di Nuzzo,
2013). According to the main educational purpose, and due to the students’ lack of
linguistic competence in L2, some activities are performed by using students’ own
mother tongues.

At the core of the first activity lays the relevance of learners’ mother languages,
by emphasizing their sounds. Sharing mother tongue’s sounds represents a useful
opening moment in which students choose and pronounce a selected word in the na-
tive language. This activity aims to stress the variety of languages, and consequently
students’ heterogeneous cultural backgrounds, with equal dignity in the classroom
(Strazzari, 2016).

In the second step, students filt out a form with personal data, including: name and
its meaning, age, country of origin, country of residence, people they live with, mother
tongue and other languages, years of schooling. This form is used to practice single
words and review communicative acts introduced in the first one hundred hours of
lessons, such as sentences useful to talk about themselves and their housing contexts.

The third step recalls the previous one since here many daily contexts are introduced.
Teacher selects two contexts (i.e. at home and at the market) and students pretend
to be actors reproducing a daily conversation. This role-play is performed and later
written down in a comic strip in students’ first and second language. The aim is to
investigate the amount of linguistic inputs and the languages in use.

Then, portraying student’s own body in life-size is considered as a necessary tool
to explore and reflect upon body parts and their functions, introducing this lexicon.
Only after this step, students can understand how to associate their languages with
one or more body parts. The success of this fourth step depends on many factors
and, probably, one of them is students’ desire to share their feelings. This phase
introduces the fifth step in which students can deeply reflect upon their journey
experience.

Here teacher shows how the world map works and then, together with students,
reproduces the map on the floor. Later, students are free to move in the space and
to tag the crossed countries to show their journey. Then all the students retrace on a
personal map their course to recollect the languages heard and used to communicate. In
this fifth step they are able to express journey’s memories and experiences. Retracing
on a map the course of the journey is one of the most interesting activities realized in

literacy classes of UAM. It is exactly this map that shows the multilingual background
which takes shape during the journey to Europe. This is a fundamental step to value
students’ plurilingualism and also to decode a complex text such as a geographical
map. Autobiography starts and ends with an impressive moment: sounds’ appearance
of all the native languages of the participants.
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5. RESULTS AND CONCLUSION

Linguistic autobiography offers diagnostic instruments able to value students’ linguistic
background, to test linguistic competence in the target language and to plan specific
didactic activities. The data collected in this paper are drawn from a large corpus of
UAM’s classwork. Our analysis highlights the vast linguistic knowledge of LESLLA
learners. We observe that students are initially unwilling to use L1 in class activities,
but this reluctance decreases gradually up to the point in which they eventually start
using afl the known languages, and discover the important role they piay in the process
of learning L2. Most of UAM coming from Sub-Saharian Africa are plurilingual, but
in different ways: some of them speak more than two languages and can understand
languages typologically close to their mother tongues, while other know more than
three languages. There are also few cases of menolingual speakers, usually coming
from Bangladesh,

Linguistic autobiography also contributes to improve L1 linguistic skills. Many ac-
tivities, which require the use of written code in mother tongues, enact the reflection
upon some linguistic aspects. LESLLA learners were able to transfer competences from
L2 to their own first language. This metacognitive process is one of the most relevant
aims of the plural approaches (Curci, 2016; 143). It represents another crucial point in
the development of personal identities: mother tongue, which was not iearnt at school,
becomes a concrete purpose of the study, especially by focusing on the sounds and signs
which were introduced in our literacy courses.

UAM reconsidered the power of their plurilingualism also in the host country, since
they live in a complex linguistic context together with pecple coming from different
parts of the world. The large amount of exposure to many linguistic inputs let students
practice and switch various codes in the new daily life. In the frame of this wide range
of languages the knowledge of L2 emerges.

Focusing on our analysis, one of the most distinctive features of the autobiographical
techniques experimented with UAM, is the description of their journey across many
different countries in order to escape from wars and poverty to find better life condi-
tions. The journey usually counted from a minimum of three months up to four vears,
The main objective of working with geographical maps is to associate languages used
in each country. As a result, the creation of linguistic maps gives students the chance
to rethink languages as tools of communication and survival, F inally, students came to
revaluate their personal skills and troubled experiences thanks to the appreciation of
the linguistic knowledge used and improved during the journey.

The abovementioned results reveal interesting features when compared to another
specific kind of users, i.e. adult migrant women attending literacy courses. By compar-
ing UAM linguistic autobiographies with those written by FEI and CPIA women, it
is possible to notice that the latter come from a monolingual context and live in Italy
for a long time in a monolingual reality; while most of the newly arrived UAM comes
from a plurilingual context and lives in plurilingual hosting centres, characterized by a
larger amount of exposure to L2 outside the classroom. The analysis of data acquired
from linguistic autobiographies shows different levels of proficiency in L2 between
monolingual and plurilingual students. The latter can easily use compensation strate-

gies to flll the lack of knowledge in the target language and their acquisition process
seems faster. After the first part of the literacy course (around 100 hours), UAM have
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stronger abilities to read and write than women. We shloulc_i take into cqr;f;ic:;?t;(i)gatcll?é
ian 1 t taStra following an experl
AM attended an Italian literacy course a S an
Eodel in the frame of a research project related to the acquisition of second language
in low educated students. ' .
; }(rjl order to better understand these results we show two 111ustrz.1‘_s1ve cases a3 atsamgll:nc;f
two of the largest groups of learners: Karimou {(UAM) and Kadija {FE! project wo .

ija (FEl project
Karimou (UAM) Kadija (FE! project)

Origin country: Gambia. Origin country: Morocco

Age: 17 years old Age: 45 years old

Years of schooling: 0 Years of schooling: 0
Linguistic background: monolingual (a variety of

N R 1 (Mand-
Linguistic background: plurilingual { e b Morcond)

inka, Wolof and English)
Daily context: plurilingual Daily context: monolingual
About the journey: many countries crossed by | About the journey: by plane to join a family
tter conditions of life member
ous and bostto et Time of permanence in Italy: 8 years
Time of permanence in Italy: 3 months )
Results after 100 literacy hoursz . _
Results after 100 literacy hours: - reading and writing simple dns)’lla.blc
- reading and writing simple sentences words (CVCV) with teacher’s assis-
dictated to him; _ tance; . .
- oral communication skills: sufficient . oral communication skills: lacking

Table 1: UAM and FEI Learners' Backgrounds and Results: a Sample

We can compare, in the table above, the different features which character'lzed Karl;
i 4 .
mou’s and Kadija’s backgrounds before attending the literacy cour-s;s :mil th:;:]r :Crg‘%ir;:s
ing. Data were acquired from specific tests a
after one hundred hours of teaching. Da o Lests and act e
in linguisti i i ’s results are the following: he ca
used in linguistic autobiography. Karimou lts ; g e o e
i i ’ i ds containing simple syllable s hi
write, without teacher’s assistance, wor 4 e writing
i i 1s (CV); moreover, his reading
consists of alternating consonants and vowe ding and wrtioe
i him has already begun. In oral co
rocess of short sentences dictated to ; 1
Igompetence he shows a good ability to remember and regﬁe ’mz:jnyt( ex}pi;isilec:é; ;szild
i ily li i Its emerge from Kadija’s data. : 1
in daily life contexts. Different resu . ’ _ py
writingyprocess appears slower than Karimou’s one, since she can read al?d wrtltei)lv:to
teacher’s assistance, only single and disyllabic words (CVCV) and she is not a
icati rately.
use complex communicative sentences accu )
This fomp]ex frame encourages the rise of new approaﬁlesfd;alvot§dgt(;ht:er ::3;2/ (())f
i i lurilingualism. Actually, followin, t
the relations between literacy and p : : - o resuls o
i i dealing with challenging research q :
our recent teaching experience, we are _ : 2| pesth
is it possible to find a clear link between proficiency in L2 and plurilingualism? Do
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glu:llll;gualism and L2 _exposu.r‘e affect the process of literacy? We do believe that the
aster literacy process in pl}mlmgual individuals probably depends on their metalin-
guistic awareness, as underlined by the scholar Mara Dirba, Following the research of

lk 1r S p
] a th S spect a
[Jll (s Jess]le] D ba c()“clude tll t 1 ﬁC wareness alIOWS ﬂIESe llllelduals to

a) divergent and creative thinking (e.g.,
ideas);
b} interactional and/or pragmati i
o pragmatic competence (cultural theorems of greeting, thanking,
8 ::omr;lunicative sensitivity and flexibility (language mode); and
ranslation skills, which are considered a natural trait i , jori
! s trait ili
suls. (Dirba, 20161 15 ait in the majority of multilin-
. l(\ldore?.ver, some researcllles, conducted on bilingual children, show that they can
h:; ealier than the monollt}gua} ones, thanks to metalinguistic awareness. The latter
) positive .eﬂ‘ects on'both linguistic and non-linguistic areas (Sorace, 2007: 194-195)
01111 ro}lg, I;cef]rl:hlpg t¢.=i]xp7r1en<:e data acquired after two hundred literacy hours strengtheli
othesis: the learning gap between the two groups is, i i
! ps is, indeed, persistent. Oth
examples confirm this. Monolingual students, simi i in 1 ‘ .
ples ca . , similar to Karimou in terms of the ch
acteristics listed in the table (with the excepti ific li rckgroud),
| ption of the specific linguisti
sho»y a lower proficiency in the literacy process. P nevistic backgrouwnd)
co;;ligg;e‘:et:m?g that the first language takes advantage of the newly acquired
* the ablity to transfer knowledge and strateg i
Ipetenc he at \ Yy permits the development
ch)' lflir:jgmstlc skills in n.lother t'o‘ngue‘ This consolidates the sense of identity antliJ self-
stur:i en::c;}eby rt]irlrolmotmg positive attitudes towards language learning among all the
- Nevertheless, it is still an early stage of the research to d
clusions, but we do believe that i Ciency in 12 betmaen o
R probably the different proficiency in L2
above-mentioned case studies could de e guistie s
pend also on their different linguistic exposur
¢ ¢ 1
target language. New research is expected to be undertaken to deepen our hygothesis0

a wider variety of associations, original
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INQUIRY-BASED PROFESSIONAL DEVELOPMENT: AN EMPOWERMENT
MODEL FOR LESLLA TEACHER DEVELOPMENT

RAICHLE FARRELLY
St. Michael's College
KIMBERLY FANKHAUSER
Vermont Refugee Resettlement Program
ANNIE SCHNEIDER
St. Michael s College
ROBYN SUAREZ
Champlain Valley Head Start
STEPH TELEEN
Miltor Town School District

ABSTRACT: Over the course of four months, five LESLLA practitioners met to explore
their practice through participation in a professional learning community (PLC). This
article presents the narrative account of that experience through the collective voice of
our PLC, We share our motivations for participating in this professional development
experience, how this experience impacted our practice and our overall impressions of
this type of professional learning activity.

KEYWORDS: Reflective teaching, professional development, teacher knowledge, pro-
fessional Jearning community, teacher learning

1. INTRODUCTION

In the LESLLA context, teachers and learners are navigating new learning environ-
ments and exploring new ways of being and knowing. In a sense, they are all learning
how to ‘do LESLLA’ together. LESLLA teachers are generally dedicated, passionate
practitioners who are often very aware of the important role(s) they play in the lives
of adult newcomers who are striving to find their sense of place in a new country.
Most teachers arrive to the LESLLA classroom with previous L2 teacher preparation
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{e.g., CELTA, TESOL Certificate, BA in Linguistics, MA TESOL), yet they are often
discovering that much of what they deemed successful with adults who had formal
schooling and L1 literacy is not necessarily effective in the LESLLA classroom. With
a sense of great responsibility for these learners, many teachers actively seek support
through colleagues, publications, online resources, conferences, workshops and courses.

Since the founding of LESLLA in 2005, the availability of research and resources
has grown tremendously. LESLLA professionals have endeavored to fill a gap in Second
Language Acquisition (SLA) research (Tarone & Bigelow, 2011) by contributing studies
on second language and literacy acquisition by adults with limited formal schooling and
emerging literacy. Efforts to close the gap have resulted in a steadily growing research
base--one must simply visit www.leslla.org and browse the proceedings of the annual
symposia as a starting point,

Studies are leading to theories of oral language processing and the fmpact of literacy
on language acquisition (Bigelow, delMas, Hansen, and Tarone, 2006; Tarone and Bi-
gelow, 2005a; Tarone and Bigelow, 2005b). We have a better understanding of what
does and doesn’t work when teaching L2 adult emergent readers (Condelli, Wrigley,
Yoon, 2009; Marrapodi, 2013; Wrigley & Guth, 1992; Vinogradov, 2008; Vinogradov
& Bigelow, 2010). We have also investigated LESLLA teacher development and how to
best support LESLLA teachers as they reconceptualize their knowledge base (Farrelly,
2013, 2014), adopt effective classroom practices, and work in community with other
LESLLA teachers to theorize practice (Vinogradov, 2012, 2016).

2. TEACHER LEARNING THROUGH COLLABORATIVE INQUIRY

Teacher learning is a reflection of the process that takes place when teachers are
developing their teacher cognitions, including their beliefs, attitudes, sense of self, and
various types of knowledge (Johnson & Golombek, 2002). Teacher learnitig involves
the sense-making that teachers employ when mapping their knowledge to their practice
while continually refiecting on the interactions between them. Teacher learning is not
a process that ends with the culmination of a teacher education program or training
session but is an on-going endeavor that spans the length of a teacher’s career. John-
son (2009) posits, “a sociocultural perspective on human learning transforms how we
understand teacher learning, language, language teaching, and the enterprise of L2
teacher education” (p. 2).

When considering the best approaches to professional development for teachers in
general and teachers of LESLLA learners in particular, it is widely accepted that they
should be collaborative and teacher-directed. J ohnson (2009) promotes an inquiry-based
approach to professional development that gives teachers the chance to interact with
both theory and practice, In fact, she promotes abandoning this dichotomy altogether
to embrace the more “fluid construct of praxis” (Johnson, 2009: 98; Freire, 1970). Fur-
ther supporting inquiry-based professional development, Sharky (2005) says, “Teacher
knowledge is generated in inquiry and is facilitated by learning communities. Teacher
learning involves teachers and others engaged in critical inquiry into their expetiences,
beliefs and assumptions,..” (p. 135). Johnson (2009) adds that situating professional
development in communities of practice is in keeping with a sociocultural perspective
because peers can scaffold one another’s learning
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3. EMBARKING ON OUR PROFESSIONAL LEARNING JOURNEY

As a group of LESLLA practitioners, we came together to cre?.te a profe§51onal .le-il"n-
ing community (PLC). We opted to incorporat.e se.vera.l proffessmnal learning ,l?cl:m 12
including a study circle (Vinogradov, 2013), palred‘ inquiry using lesson study (1 ; ;}n}u5 )
& Shimizu, 1993), and independent reflective writing assignments (Farrell, 20}1' ,h ! sé
This chapter provides a glimpse into our experiences. .The larg?r study from v; ich the c
narrative accounts are extracted, examines our reﬂecfwe.practlces througi:x a rame;vglr_
for reflection (Farrell, 2015). In this chapter, we highlight the overall impact of this
professional learning experience on us as LESLLA teachers.

4 WHO ARE WE?

Raichle is a teacher educator in the Applied Linguistics Department and MA TESS}];
Program at St. Michael’s College (SMC) in VT, USA, She began w?rk atls 1%85-
teacher in 2006 with a group of Burundi wemen whoe were reseFtled in Salt La eL ]::tsy:
Utah. During that time, she went through thg once-typical trajectory of a new LES-
LLA teacher--fumbling and flailing while trying to _underst.and why someorllle wi art
MA TESOQL degree could be such a failure at teacl_nng beginners. She sougdt sup%? :
among the few colleagues in town who worked with LESLLA l.earners, han jcoge t ;e
they experimented with materials design and cl.assro.om strategles. At tdat .tlme(,l e
majority of the materials available for developllng htexfacy skills were designe Do
young learners. Many LESLLA teachers were discovering t?vo key resources,rw ;
are still in use today: the Tutor Curriculum Guide‘ for Teaching Ad.ult ESL Pff ;{erahe
Learners by Cielito Brekke, which was updated in 2009 and Making It Real: Teac ;
ing Pre-literate Adult Refugee Students by Alysan Cro.ydon (200.5)' Thesi ‘:l';esou;lc'el:e
provide ways to teach English language and literacy 5k1.11s alongside llfe ski s,h w t{
honoring that our adult learners deserve to be taught with age appropriate, authentic,

vant materials.

an?){lerliigathe course of the six years that Raichle taught LESLL{\ ]ezn'netl'sl,1 sh(; leg
co-designed a course with her colleague, Ellen Knell entitled Teachn.lg EngllsA thS SL
Emergent Readers. They offered this course to graduate students in the M ESOL
program as well as to community-based LESLLA te_achers. The course mvodveh )
community engaged learning component through wh1c}} studenis xmp!emenlte: v:la

they were learning in the course with LESLLA learners in the community, Ultima he Y,
Raichle wrote a dissertation on a study of the chagllenges faced by LESLLA tealcJ ers
and has since published and presented on the topic (see I?‘arr.elly, 2013, 2(')11,4).}1 pon
arriving in Vermont, Raichle sought out the nonprofit orge.m.lzatlons .that spect (zlz:i :1 a1mI
to meet the needs of refugee background leamners acquiring English as anda i ﬁo;:a

language (EAL). She also identified LESLLA teachers who were afﬁha.te ;m el:
institution, She uncovered an unmet need in the area fc.)r teac.her preparation for worl ‘
in the LESLL A context. This led to the idea of developing this PL? for the.: pur{noselo

investigating teachers’ reflective practices and de\.fellopment over time, Ralc’:h'le stro lrfl.'s
in the PL.C included organizer, facilitator, and part1c1_pant, }}owe_ver asa pamcqlalan , S Z
was rarely reflecting on her practice but rather actl\tely hs_temng to the teachers an

fostering discussion about their interpretations of their praxis.
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ac:l;t::l:,e )\:vlm;;:ll:e(t).fferei freehchilidcare for students. All of Annie’s students were mothers
1mes brought their young children to ¢l i i
e : : class. The students in Annie®
h:; i\rfler{hupme(.ilate nee;ds and geals, such as getting a job, navigating the cit; C:}‘-\‘;
andpha%i ell:tf:hlldren with schoolwork. According to Annie they were very moti\’fated
positive attitudes towards learning. Man ’
. y of them had been coming ¢
g‘t) I:l;iestsal:le center for many years and were making slow but steady proire(;sdi::es
sonsts tten gro;lp, t_hfey hac_i crea}ted a cohesive, supportive learning community to .ethera
Tne Sn(':)lz o dwrltmg 'thls article, Annie was completing her student teaching fgor he1:
S butago v{}(-nIIZ ltlcefn:}lllre. She continues to work closely with refugee background
3 ost of them are adoles
Yolumiterin D i ¢ cent and young learners. She hopes to start
(Wl{{glgn R1(s)ba vtolunéeer English tutor for the Vermont Refugee Resettlement Program
. Y teaches one-on-one in her student’s home, twic
: X ¢ a week for one hour.
z:ﬁ;&nt t:,‘sman adult emergent reader from Somalia. She has been living in Venigt}flg:
y years with her seven children (two of whom have disabilities) while her

g}?iﬁ;fj ;it gsz:ka /;vritt,i_ng syﬁtem; she also understands some Somali and Arabic, and her
rabic at home. They have established a friend] i ip
. : relati i
f[?;';)r}?;tes a.t(t:lo?fortable learning environment. Robyn’s student is c)c;mfortaciarll:halflii: h;g:'
out ]Eomltm enf;y(—jto-day tasks (e.g., reading maii, listening to voicemails, and poiftin
partionlrly snmes :éezv ;gnat;algldaf).h Robyn’s student is a motivated learner. and ig;‘
_ . ¢ bnglish they are studying rel i ot dai
life. This student’s main focuys i i being sucossstn e e e
is her children, and on bej j

i : | s Ing successful at her job;
o :;;11):1 tlsc EpenF working (3pm-11pm). Her work needs have provided c-lmter];l:li:c:)}rl

H anging work schedules has also bresented its challenges to consistency.

When Steph initially discussed goals for this class with her students, they were most

citiz i i iti
o :gcs’h;l]:, Iihe Lfltlmately abandoned the citizenship content all together. noting that it
allenging and students were losing interest. Her greatest challe,nges with this
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group include striking a balance between developing literacy skills and helping them
acquire oral language for basic communication. Her focus during the study group was
to determine how to work toward both long and short-term goals in a way that seemed
feasible.
Kim has been employed as an EAL teacher for VRRP for seven years. She has taught
a number of different classes but during this study, we focused on her current class for
newcomers. Her classes always represents multiple levels because it’s the only evening
class held in her town, so it is the go-to class for those with day jobs who live in the
area. Her students’ educational experiences range from 0-11 years of formal schooling,
with the majority having less than 5 years. She meets them twice a week for two hours.
Her students are men and women from various countries of origin, with cultural and
linguistic influences from countries in which they lived in refugee camps. Her students’
countries of origin include Bhutan, Democratic Republic of Congo, Burma, Somalia,
Iraq, Burundi, and Toge. She perceives one of their primary goals for learning to be
gaining confidence as they navigate daily life. They focus on practical tasks such as
filling out forms, shopping, using American money, and communicating at work. Those
that do not work but are at home all day with small children meet their social needs of
communicating and being with friends when they come to class.

5, MOTIVATIONS TO PARTICIPATE IN A PLC

We had a range of reasons for participating in this professional learning opportunity.
We shared an interest in collaboratively exploring the current research on work in the
LESLLA context. Below are several other themes that shape our motivations.

5.1 RAISE A CHILD OR LEARN ABCS--SEEKING A BALANCE OF PRIORITIES

For Robyn, a driving factor for her participation in this PLC was a sense that her
lessons were being “derailed” by the need to address issues that felt pressing to her
student--such as going grocery shopping, finding a bank that was within walking distance,
sorting through mail, and staying in touch with family members who live elsewhere.
Robyn had the impression that in comparison to these life issues, leamning the alphabet
carried less importance for her student. She knew that if she could find a way to create
lessons that were more relevant to her student’s daily life, she would be able to motivate
her to learn the lesson content. She joined this group in part to find ideas to address
that challenge. Annie also perceived barriers te her students’ opportunities to learn in
various life commitments, including challenges around childcare and fluctuating work
schedules. She was hoping to identify strategies for how to work with these students
and plan instruction that would also be responsive to their unique life situations.

5.2 Ir [ DON’T GET IT HERE, WHERE WILL 1 GET I1T?

As is the case with many refugee organizations, the needs are many and the resources
are limited. Some organizations have the capacity to offer professional development op-
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Portunities for their volunteer and paid teachers, however many are simply struggling

to keep up with the day-to-day demands of a steady stream of clients, A driving reason ;

behind a?l four teachers’ interest in this PLC was
port for this work elsewhere.
m]rStceOpllil ;vas ta}pproa::ihing her final semester in the MA TESOL program at the start of
aboration and she felt quite prepared to begi i i
gin work in a K-12 setting. How-
:I\If:'; she notzd that s-he was taught very little, if anything, about working wi%h ac(i):;t
ome E::I) ;‘::i 0f:rs dlérlﬁg t}fl‘e program. She recognized that working with. these adults
n, and therefore she decided to seek out ways to best .
“struggled for months” to find resources and inf ion at i s o 51
. ( ! ( ure ormation about teaching this parti
{);pltlrlatlon, and it wasn’t until she joined the PLC that she learned abmglt LESpLLJIXC L::;
eR cg;metllldguT1 effort that has gone into supperting teachers of this population.
s 0 ytr} z}al the sense that she was “reinventing the wheel” in designing age-appropriate
bds}::;l:dotll; :erh student--and she wasn’t confident that she was the best “inventor.” Robyn
at her success with her student depended heavil i ’ i
: i y on using age-a
:?;ihlevel-a!:g)roprl?te materials, but she was not finding any. She ca%negint(? lz;ngztg
1th a specific goal of identifying materials that she could .
aspe _ . ! use and adapt for her learner.
ye:js"g i;lex;;s: thetPLi‘wrch %;ute a bit of experience teaching EAL in general, and sevZ;
nce teaching refugee background students in i :
perie : particular. She was ea,
s:z:lal:] 1(:1pth::t§rc.)tf;s;mnalhdevelopment experience because she had never been aﬁ%?c.i;g
portunity through her work. She felt that she had become * i i
. k. St stuck in a rut” with
g:;f;::::;:lg;?dl hoped l:}ha‘;f engaging in cellaborative inquiry through discussions of
Icles would offer new strategies and methods to try out wi
i f with her 1
thoﬁ;}r:lehalsri) (Iisrli)ught experience to the table when she joined the PLC How:\?enr1 e:
she had been teaching this population for over a h seen “working
in the dark.” She decided to make tim i tenes beca e b peonking
) e for this experience because she had
guidance on how to teach LESLLA learners. T velumtommed T
uids . The nonprofit that sh 1
didn’t offer resources or trainin i b ws tonchies
( gs, and she didn’t know anyone else who was i
‘ ces . teach
Fllléssgip::_zt;c;n. Slrfmlardto Stgph, Annie was approaching the completion of her l\lf?ﬁ
am of study, and none of her classes addressed i i
level students. Annie’s TESOL course i ans ot the lower
. ! s focused on lesson planning and activity desi
lf(or a learner population that was experienced with ‘doing school’--coming ptyrepzzgdn
f:ep’lng regular attendance, arriving on time, and doing homework--behavio hi ,
didn’t match those of her adult learners. e e
Whit?:;kl:glal;ilKuglu andbAnllzie all added that they were interested in meeting others
_ refugee background adults. Steph believed this PLC i
emotional support among colleagues who sh i o
) Ollez are an understanding of the unique chal-
!;}IzlggsLog ::?ecm.ng an(ili lt;arr;&% in the LESLLA context. Robyn, being the new%st t(c) tEllle
ssion and the TESOL program believed that receivi
) : ng help fi
experienced professionals would help her become a better EAL instrugctoerp o mere

simply that they weren’t getting sup-

6. TAKEAWAYS FROM THEORIZING PRACTICE

k“glnfegange of _‘takt?-away.s’ from our time in the PLC varied depending on pre-existing
! ge coming into .thls experience. The opportunity to read LESLLA specific re-
search and glean strategies from the studies to try in our classes, allowed us to engage
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in praxis--a cyclical process of taking theory to practice and practice 1o theory through
reflection-for-action and refiection-on-action.

6.1 LEARNING THROUGH LIVING: LEARNER GENERATED TEXTS

According to Steph, one of the most critical pieces of information that she learned
in this process was the importance of making the material relevant for adult learners.
In the K-12 school system, there is a set curriculum that guides teachers through de-
velopmentally appropriate topics and lessons, however when working with adults in a
community based setting, there is no set curriculum with a sequence of topics that targets
the specific needs of a range of adult learners. She notes that in line with prioritizing
relevance, a LESLLA teacher must be responsive and flexible when the unexpected
arises in class, such as a request for support with a particular task (e.g., reading mail,
making a phone call).

Related to ensuring learning is meaningful for learners, Kim’s discovery of the Lan-
guage Experience Approach (LEA) emerged as the most useful for her practice. She also
praised the wealih of strategies presented in the readings for building literacy around
learner-generated texts (e.g., Vinogradov, 2008, 2009). She also found the balanced
literacy framework of Whole-Part-Whole (Fish, Knell, & Buchanan, 2007; Vinogradov,
2008) to be something she could incorporate into most lessons. Based on the readings,
Kim is more proficient at designing lessons that introduce words orally and in context
(e.g., story, dialogue) and attaching oral language to print for practice with decoding,
recognizing sight words, developing phonological awareness, and then moving back
to the context for additional fluency and comprehension work. Kim designed various
literacy tasks around her books, including cloze exercises, sequence tasks with story
strips, segmenting words to build phonological awareness, categorizing sight words
alphabetically, and reading aloud. Kim provided copies of each book so they could
practice reading the story outside of class. They also posted large versions of the stories

around the class so they could continue working with the texts.

Robyn and her student explored LEA together with great success. The first book they
made together revolved around the topic of her students’ workplace. They went together
and took pictures related to the various workplace tasks she was responsible for. Based
on those pictures, Robyn and her student used this book to study work-related vocabulary
and develop basic print literacy skills. In their second book, they developed a reader
based on the topic of shopping. The book included pictures, vocabulary of items that
her student often purchased, and prices so she could begin to practice learning money
and the language of transactions,

Steph also used learner generated texts and the Language Experience Approach to
make topics and texts relatable to her students. On one occasion, she and her students
went on a “field trip’ to the local community garden. Her students have a large garden
plot there and through the growing season, they cultivate a variety of foods to feed their
extended family. On their field trip, they took pictures of ail the fruits and vegetables
from the garden and created a book about what they grow and how they harvest it at the
end of the summer. This activity was particularly meaningful for the students because
they are very connected to the work they do in their garden and take pride in being

able to feed their family from the land.
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6.2 RepETITION, TIME ON Toric & ROUTINE

Steph initially believed that she was effectively repeating topics and recycling in-
formation in her class. However she also felt the need to move on to new topics rather
than stay with one topic for too long. The readings and our discussions allowed her to
reformulate what ‘too long’ actually means in this context. She noted that she now has
“research-based permission” to slow the class down and move at the pace that better
supports her learners. Robyn also latched onto the notion of expanding on topics. She
reported gains in her student’s understanding and mastery of topics when they slowed
the pace. She also saw the benefit of adding routines to her lessons (e.g., starting each
lesson the same way, perhaps with a review of days, dates, weather, time). Incorporating
routine boosted her student’s confidence because she could anticipate the stages of the

lesson and feel prepared during activities she had experienced before, such as fiyswatter
to review vocabulary and build phonological awareness.

6.3 ASSESSMENT

Cne of the more useful strategies that Steph tried out as a result of this PD group
was a phonemic awareness assessment. One of the readings offered strategies for orally
assessing learners’ phonemic awareness through various tasks such as phoneme isolation,
phoneme identification, and phoneme blending (see Curtis & Kruideneri, 20035). Prior to
assessing her students’ phonemic awareness through adapted versions of these suggested
tasks, she thought they would test at similar levels. She identified stark variations in
their abilities on the various tasks, which gave her a starting point for identifying in-
dividual strengths and differentiating learning accordingly. Robyn was equally inspired
by the idea of using these types of tasks to heip her student develop phonemic and
phonological awareness. However, she realized that the tasks--specifically segmenting
and blending--were too difficult for her student. It was a learning experience for her
in understanding how to recognize how far she can push her student on certain types
of tasks. Steph similarly discovered that several resources and materials we explored
were too advanced for her learners. Assessment of LESLLA learners is still a challeng-

ing endeavor for teachers and programs. We continue to contend with knowing how to
select level appropriate materials and activities.

7. ON THE VALUE OF COLLABORATIVE LEARNING

Three of us work in isolation, teaching in learning spaces that are not part of any
particular language program or institution. Kim, for example has a classroom in an old
mill that houses several businesses that close before her class begins. Her class meets
in a comer space in the basement of the enormous brick building, Robyn and Steph
teach in their students’ homes, which not only isolates the teachers from colleagues,
but keeps the learners from venturing out to join a learning community of their own.
Of course, there are valid reasons why these learners study at home, but nonetheless it
contributed to a sense of isolation that motivated us to come together. Annie utilized
a classroom in a community center and did come into contact with one other teacher

7
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before and after her classes, however there was still rarely time for c{o!laboratloill.le:,r;
addition to being together for our PLC meetings, we were all eager fo visit ene ano
classes and observe new strategies in action.

7.1 LEARNING THROUGH OBSERVATICN

Robyn was able to observe Kim and Steph in their teaching environmen‘ts. _She
found the experience useful because while she volunteers for a gzeablff organﬁzatgl:::é
i i i . As part of her observations, she
he never has interactions with other teachers he
;(im and Steph feedback--noting both strengths of the lessons and_opporturlltle;‘:1 tjorl
rowth. Steph noted that observing peers in the classrom.'n.was pamc}Jlarly })ene tchla
tgo her i)ecause she learns best when she sees human activity unf.old in reahg, rather
than simply reading about it. As she observed, she noted strategies she could use otr
adapt with her learners, Because Robyn was teaching in a one-on-one arn.all}geg?en“;
she decided not to have anyone observe her teaching; ho;ve\;er,.]srixet wa; sitclh]eafoeu hy
i i or, Ra
her practice with the rest of us. As the facilitator,
process and reflect on _ ) . B B e
iti i ction. She found that her resp
opportunities to observe Annie, Kim and Steph in a
t: It)eachers’ questions, cencerns, and ideas were more robust once she had a better sense
of who and where they were teaching. .

7.2 ADVENTURES WITH LESSON STUDY

Lesson Study (Tzkemura & Shimizu, 1993) is another fruitful appll'coichtto ﬁrofe:
i i its di lication to the context of the teachers.
sional learning that stands out for its direct app : teachers. A
i i i ith lesson study chooses a particular content a
community of practice working with e
ively develop a lesson based aroun s
class to focus on. Together, they collective : : . "
i involved, and innovative practices they
hared knowledge, the experience of those invo , '
ivsuld like to implement. Once the lesson has been designed, a .teacher elects_ (tio ;:110;
the lesson with her class, allowing others in the group to observe in person or videotap
for later reflection, .

Within our PLC, two variations on lesson study were implemented. Robﬁyn. ar;d
Steph paired up to co-design a lesson based on Wh-questions. Becaltxlie thlzs;;rc;t r(;l:::t[]l.l r)é
i i lightly different, as was the ¢

levels of their respective students were sligl . _ ‘ :
differentiated slightly. However, they
one-on-one vs. small group), the 1es§ons were . ' ; they
geld each other accountable to delivering lessons based on Pﬂ]j%lr co-;?lell]r;ng%b?;l;;(:]r;sd
i briefed during our sessions.
Implementation of the lessons was de . ir PLC sessi o
i i i le “What is this?” option led her stu
that simply introducing her student to a simp e fer st
i i he wanted to have a word for in English.
to ask that question often about many things s! ‘ i
Steph’s imp(}ementation further revealed that she had to slow the pace of her msfructlorrsl.
Introducing all Wh-question words in one lesson was very confusing for he;‘l . eau‘n::lmi
She thought introducing the question words with pictures of people, places, }t] m,:;rs, ne
times would lead to high production with these words; they struggled and she adjus
her plans accordingly. ‘ .
Alimie and Kim embarked on a lesson study together. They both reported this ac.twiy
to be one of the most insightful professional learning activities from the PD experience.
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Lesson study made sense for the two of them because their classes were similar. They
both had access to an actual classroom space with whiteboards and tables. They taught
a slightly larger group of learners with a range of linguistic and cultural backgrounds,
ages, and formal schooling experiences. First they brainstormed a topic that would fit
both sets of learners and allow them to integrate an LEA into the lesson. Incorporat-
ing the LEA meant that they had to be creative to find a topic that would work for
both lacations. Uitimately, they decided to review body parts, introduce senses and
do a walk around their respective buildings to find things they can see, touch, smelil,
hear, and taste.

While they planned the lessons together, the execution of the lessons ultimately
differed. Annie had the opportunity to observe Kim teaching first, which gave her some
new ideas for her lesson. As they debriefed their implementation of the same lesson,
they shared with us what they learned from watching each other teach the lesson they
co-designed. In their first lessons, after a review of body parts and introduction teo the
five senses, they walked around their buildings and took photographs of the students
smelling, touching, seeing, hearing and tasting things.

In her second lesson, Kim had the students recall their walk and generate sentences
about the experience on chart paper; however, at that point she didn’t have the pictures
for the story. For the third lesson, she printed the pictures onto pages, which she stapled
into a book--one for each student. At this point, they realized that some of the sentences
from their recall activity on day two didn’t match the pictures, but this resulted in an
interesting negotiation activity. Each student copied the sentences from the chart paper
into their books, making changes where needed.

In Annie’s implementation of her second lesson, she brought a single copy of each
picture on individual sheets of Paper with space to write a caption, She started the lesson
by having the students sequence the pictures in the order the events happened. Then, for
cach picture, she elicited sentences to match. Each of the students took a turn writing
a sentence for each picture in the master book, which she later copied and distributed

to everyone. Both Kim and Annie noted how nice it was to see everyone’s different
handwriting in one text. In comparing their lessons, Kim noted that she preferred Annie’s

approach and later implemented another LEA in the same fashion with great success.

8. OVERALL IMPACT OF THE EXPERIENCE

Our PLC met for four months and during that time, we not only explored research
and theotized our practice, but we shared meals, laughter, and personal stories. We
submitted a proposal for the 11® Annual LESLLA symposium, which was accepted,
and thus we traveled as a group to Spain! All in all, our experience with this PLC has
been overwheimingly positive and rewarding. Below are a few final reflections on the
impact of this experience on us as LESLLA practitioners,

8.1 GROWING FROM COMMUNITY

Similar to many LESLLA teachers, none of us was sufficiently prepared to work
with adult emergent readers and much of what we have done thus far entailed a level
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. . . . nd
of action research--identifying a problem, coming up w1$hpfdagoglc?]ns,g(tll;;eozz,r :ice
ing i i in isolation, ile some la
wying it cut. However, we were doing so i v . :
pryov;!ers working with refugee background adults do provide prcla(fess.iﬁnilEg?fsx);l)Ziz_
i it often does not directly apply to work wi
support to their teachers, 1 > ok W L
i t element of the PLC for all o
ers. Thus, one of the most importan : s the chance
i ho could provide us context-speci p
fo get together with other teachers w . . .
feezbackaon the strategies we were trying out, the materla'ls v\;el were usn(l);gT:l H?Egi ttiP;z
i believes that professional learning ¢
zzles we were trying to solve. Steph ‘ ' rning :
Eetzlrve to empower teaihers and validate their practices, and she said this was true o
experience in this PLC. - )
herForpRobyn the one-on-one teaching can feel very isolated, so it washuseful t*;egf;
i - . . a
i i d selecting strategies. In sharing, she was
outside help when planning lessons an Sharing, e e
i i -to-face feedback on her recent lessons and sugg :
get immediate, face ck ; s et woal
i t letter-sounds) align wi
make a classroom goal (e.g., ldentlfymfg, onse ign with 2 suudent 00
i i Robyn identified the theme of keeping le g relevant
(o e o, i fforts to let this principle
idi inci i k. As she made continuous etffo
a guiding principle for this wo : . e A
i i dentity as a teacher shifting to
inform her practice, she found her i ty as ¢ o ineluce ™
iti 1 i driving instructor, sous chef an .
ditional roles, including case manager, o e
ici in our classrooms, she gained a sens
As Robyn participated as an observer in o : ! e e
i i ’ d learning spaces. Professionally, she say .
with entering students’ homes an g D o e
fidence and prepared her for a job she ju pted,
ences gave her newfound con d pre . s e
i i lies in their homes, conduct nee R
requires her to meet new American fami _ ! 4 .
an(ii connect them with community-based supports. She views this PD experience a
stepping-stone for her at a critical point in her career path.

8.2 THE CHALLENGE OF TIME

In order to partake.in a PLC, participants have to want to com.mi‘ti, s?c:l\:' fl;;; f}r::
: . o
ealized up front that the time require
support one another. Everyone r o e even
i igni top of all other commitments. ; €
PD experience would be significant, on . e ariving
i do our readings, engage in retle ,
though we had to make time to attend, - e e
preere lessons incorporating new strategies, and observe one another--we all ag
that it was worth it. . . . ’
Professional development opportunities are readily available ;’:)r mdanyt teac:lc;rielélegl\qlz
ing i hers working with LESLLA students rar e
K-12 setting in our state, however teac : SLLA ents rarely receve
LESLLA specific professional learning opp .
the support they need to pursue g o
i teacher has been through a study ,

Both Kim and Steph noted that once a . e for oopor.
i i i launch her own study circle. Though extr :
equipped with the skills to \ | Jime for oppor

ities 1i i de, we attest that the value o p
tunities like this are not always on our side, al : cxpenience
i tart or join another PD group as :
was such that we hope to find time to s group
along our paths as TESOL professionals. Steph commented that it is sn;ply SO:?;TIE
i rtunity for you .
i ful for you, and then create the oppo . .
you have to identify as use . e n s eafoasions]
i the ultimate goal of participal
Cochran-Smith and Lytie (1999) note, _ “part 1 rofessions
i ity i findings, but to “ultimately alter p
learning community is not to produce o8, .
social rgelationships in order to bring about fundamental change in classreoms, schools,
districts, programs, and professional organizations” {p. 135).
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9. CONCLUSION

Iea’:n'hiil; c1:';mar;lnl}larl]eiati:;/idcem:e to ts.uppcofrt the efficacy of participation in professional
: » communities of practice, and collaborative ingui
sional development. This o i ’ ot bractior, ot
L . pportunity has allowed us to reflect o i
meaningfully with research relevant to ou ltionhins wi s
r context, and develo i i i
wh; are now our professional colleagues and friends. prlationships with peers
gram\ago n]:;)slillt; emerge as evidﬁnt from this experience. First, L2 teacher education pro
. responsive to the changing learner profiles in h i
ties. Teachers should be pre i s Wi (i i
pared to work with L2 adult learners with limi
schooling and emerging literac i i omand hish
y skills, We should continue to d i
for professionalization in the LESLLA i 2 Ston as aen e
teaching context and stand
learners (Vinogradov, 2013). We a ucation sroumay o the
: A . ssert that TESOL teacher education pro
‘ : rams sh
;gzlﬁgfslrzﬁsulei; if r;ot entire courses devoted to preparing teachers to wo};k \%ith LESEEI/(:
ough a focus on developing the five core domaij
Knowlode s (vioe \ omazins of the LESLLA teacher
gradov, 2013). Faculty in MA TESOL
to develop partnerships with local | i doltivacs profok
anguage service providers and culti i
development opportunities with com i iy, LBS L o
: . munity-based teachers. Secondly, LESL
continue its path toward becomin i izati # e s
! g a professional organization to maintai
which we can collectively continu i detstandine ot oo
¢ te contribute to our growin i i
. g understandi
work through research, collaborations, curriculum and materials design, and cosfger(::ict:};f
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WHEN STANDARDIZED TESTS FAIL:
ASSESSING ESL LITERACY LEARNERS IN CALIFORNIA

LISA GONZALVES
University of California, Davis

ABSTRACT: In California, standardized language assessments are typically administered
to adult English as a Second Language {ESL) students upon enrollment; students then take
these same tests throughout the academic year to demonstrate progress. As these tests only
assess listening and reading skills, schools often utilize their own agency-developed assess-
ments to more accurately place students and subsequently to determine level promotion. En-
gaged in participatory action research, this study interviewed personnel at adult schools and
leaming centers, documenting the varying assessment policies and procedures employed at
each facility, and highlighting the practices of ESL literacy instructors who devise their own
measurements to track emerging literacy and oral language development in their students.
This study underscores the discrepancies between the state’s policies and actual pedagogical
needs, and proposes ways to improve ESL assessment throughout the state.

KEYWORDS: literacy, adult learners, standardized testing, informal assessments, state
assessment pelicy

1. INTRODUCTION

Every year over 200,000 adults in California enroll in English as a Second Language
(ESL) classes at their local adult school (California Department of Education and the
California Community College Chancellor’s Office, 2015: web). As California adult
schools generally offer up to six levels of ESL instruction, ESL assessments are ad-
ministered during initial registration to inform new students’ language proficiency and
level. Students are then given periodic assessments to indicate progress and determine
level promotion. However, many adult schools take issue with the current standard-
ized assessment options and may choose to supplement or substitute these tests with
internally created assessments to determine students” language abilities.
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. The goal of this study is to document the various ways adult schools and adult educa-
tion agencies 1) determine ESL level during initial assessment, 2) track academic gain
and 3) set'policies regarding level promotion, as well as 4) note additional considera?ions,
for assessing ESL literacy-level learners. This study underscores the local, informal as-
sessment measurements and practices conducted by education agencies.

2. BACKGROUND

U.S. adult schools {public education programs for adults 18+), are required to use
assessmt?nt tests approved by National Reporting Services (NRS) to receive federal pay-
ment points for student gain. There are three main standardized test batteries approved
by the NRS for adult ESL reporting: Comprehensive Adult Student Assessment Systems
(CASAS) Life and Work and Beginning Literacy assessments, BEST Literacy and BEST
Plus 2.0, and TABE Complete Language Assessment System—English (TABE CLAS-E)
(Office of Vocational and Adult Education, 2016: 19-21). CASAS, BEST and TABE
CLAS-E are utilized not only for initial placement of new ESL students, but are also
administered periodically to track student gains, which then inform ]ew;l promotion

The California Department of Education (CDE} has contracted with CASAS to col;
lect and report all adult school data across the state since 1999 (CASAS, n.d -a: web)
Tlle C[?E only accepts data measured by CASAS” Life and Work Readir,lg and Listen;
ing series, as well as the Beginning Literacy Reading assessments. The CDE awards
payment points to adult schools who can demonstrate student gain using these specific
CASAS assessments (as well as EL Civics, which is not focused upon in ?his study). The
source of such funds comes from Workforce Innovation and Opportunity Act (Wle)
Title I1, Adult Education and Family Literacy Act (California Department of Educationj
web). Most adult schools receive the bulk of their funding from two sources — the Adul£
Edm-sanon Block Grant, new monies (since 2015) meant to streamline adult education
services between community calleges and adult schools, and the WIQA-based payment
pomts,' both which provide critical dollars to sustain adult education programs.

California adult schools can use any test they wish to assess their SIUd:ﬂtS' however,
they will only receive funding for gains demonstrated using CASAS tests. Whi]e CASAS:
has developed additional oral and written assessments (the latter approved by the NRS)
Fhe CDE does not accept these measurements. By only accepting multiple-choice listen:
ing and reading tests, the student performance data does not provide a holistic profile
of a student’s linguistic proficiency.

Not only are these measurements limited in skill area, but there is concern regarding
a lack of alignment between these standardized tests and classroom instruction (Van
Horn, 19_96: 15), (Askov et.al.,1997: 68), {Menard-Warwick, 2009; 13-14). In California
?here exist varying adult ESL standards from which schools may base their curriculum,
mclu.dmg 1) the ESL Model Standards for Adult Education Programs, and 2) the ne\a;
English Language Proficiency Standards (ELPS) for Adult Education, v:'hich correspond
to 3) the College and Career Readiness Standards (CCRS); additionally, the CASAS
tests are based on 4) the CASAS Competencies and CASAS Content Sta’ndards

?{\SAS has developed content standards for five areas - Math, Reading Lisiening
meng, and Speaking- each with skills designated per level (CASAS 25(;09). Thesé
exist side-by-side with the CASAS competencies, which include themati:: areas such as
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basic communication, health, community resources, employment, leamning and think-
ing skills, and consumer economics (CASAS, 2008). The CASAS Life and Work and
Beginning Literacy assessments, then, include both CASAY standards and competen-
cies. The CASAS Beginning Literacy Reading assessment (forms 27R and 28R) is the
lowest leve! test available, and is appropriate for beginning ESL learners. Tasks on
these assessments include a mix of literacy and life skills, such as matching upper case
with lower case letters, matching a single word with an appropriate symbol (such as a
women'’s restroom sign), or identifying U.S. currency.

In 2016, CASAS published new reading standards which will be reflected in a new
test series {(coming in 2018) which will be aligned with CCRS and the 2016 NRS Educa-
tional Functional Levels (CASAS, n.d.-b: web). Released in 2013, the CCRS emphasizes
the 21% century skills necessary for academic and job place success (Pimentel, 2013;
1-2). However, the lowest level (Level A) is considered to span ESL Literacy through
Beginning High (corresponding to grades K-1), and as such does not designate standards
that are specific for ESL literacy students (Pimentel, 2013: 10). Correspondingly, the
newly released ELPS are a set of 10 standards spanning five proficiency levels which
highlight the language skills necessary for students to be successful in an academic-
rich environment (U.S. Department of Education, Office of Career, Technical and Adult
Education, 2016: 1-4).

Developed in 1992, the ESL Model Standards span 7 ESL levels, defining course
content per the following categories for each level: accuracy, topics, culture, language
skills, language functions, and language forms (California Department of Education,
1992 21-39). Furthermore, these standards have an emphasis on life skills, covering
topics such as medicine labels, banking, job ads, and housing. There is some level of
overlap between the topics listed in the ESL Mode] Standards and the CASAS tests; for
example, on CASAS test form 27R there are questions regarding personal information,
time, numbers, and the calendar. However, the ESL Mode! Standards for literacy level
students include topics such as family, cultural norms such as handshaking or wav-
ing, pragmatic skills such as showing gratitude, classroom commands such as “stand”
and “sit,” which are not included in the CASAS test battery. Furthermore, there is no
mechanism for students to demonstrate level-appropriate writing skills incorporated in
these same standards, such as copying and tracing. Conversely, the CASAS Beginning
Literacy assessment includes items not included in ESL Maodel Standards, such as cursive
writing, cooking measurements, and abbreviations.

In addition to issues of alignment, there is also the argument that standardized tests
may not adequately assess students at the lowest ESL level (Wrigley & Guth, 1992: 135-

136), {Burt & Keenan, 1995: n.p.), (Warriner, 2008: 315). It can take an extraordinary
amount of time for an illiterate adult to gain literacy in a second language, and studies
have shown it best to build oral skills first in to serve as the foundation for the forth-
coming literacy skifls (Croydon, 2005: 1), (Spiegel & Sunderland, 2006: 34). However,
the approved adult ESL tests in California, which do not test speaking skills, fail to
account for this critical orai language development. Furthermore, ESL literacy students
may not yet possess the basic skills necessary to decode the current CASAS Beginning
Literacy Assessment. Print tests alone are not an adequate measurement to document
the multitude of gains made by such students as they pass through the various stages
of acquiring literacy (Pettitt and Tarone, 2015: 35). Furthermore, for a true beginner,
it can take an incredibly long time before having the ability to take a multiple-choice
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test (Wrigley, 2001:4). Nonetheless, to gain federal benchmark dollars, a school has no
option but to use the approved standardized tests.

It is common, then, for ESL practitioners to consider these standardized test results
irrelevant given the test content and inadequacy to document student achievement
(Askov et.al, 1997: 67), (Menard-Warwick 2009: 13-14). Consequently, many adult
education agencies create their own informal tests to initially place students within
their ESL program and to measure student gains throughout the academic year (Burt
and Keenan, 1995: n.p.), (Askov et.al,, 1997: 70), (Van Duzer & Berdan,1999: n.p.).
While informal assessments are incredibly under-researched, they provide a wealth of
knowledge to the assessor and to the student themselves. Furthermore, the richness of
using multiple measurements, including standardized tests as well as teacher observa-
tion and other demonstrations of language in context, provides a more comprehensive
insight into a learner’s proficiency (Shohamy, 2001: 389). However, school staff often
lack the training required to develop reliable, valid test batteries, and as such their as-
sessments may not capture what they intend to (Van Duzer & Berdan, 1999: n.p). While
such assessments provide critical insight into student performance, they must align to
the standards, provide diagnostic information, be fair, and demonstrate technical qual-
ity, utility, and feasibility (Abedi, 2010: 185-188). Yet, without proper training and an
agreement on what the standards are, each staff member is at risk of interpreting student
work differently than their colleagues (Leung & Lewkowicz, 2006: 221-2).

3. RESEARCH STUDY
This study aimed to answer the following questions:

1. How is an adult ESL student’s language level determined during initial intake and
placement in California’s adult schools?

2. What are the individual school policies for level promotion of adult ESL students?

3. What sorts of additional assessments have schools and instructors implemented
to supplement standardized testing, and how much importance is given to these
informal assessments vs. standardized testing?

4. What additional considerations are present when assessing and promoting adult
ESL literacy level learners?

Applying a Participatory Action Research (PAR) methodology, I utilized my existing
community of adult education practitioners who shared their experiences at their respec-
tive sites. In Part I, interviews were conducted with 19 California adult school principals,
vice-principals, assessment specialists, and ESL Coordinators at 8 different California
adult schools. In Part I1, 11 shorter interviews were conducted with ESL literacy teachers
in California with regards to how they assess their learners. These interviews consisted
of 8 ESL literacy level instructors at 6 adult schools (one who is also counted above
in their role as ESL Coordinator), one instructor at a non-credit continuing education
program, and two individuals from community based organizations who both held ESL
instructional as well as administrative roles. It was a purposeful decision to include
ESL literacy instructors at both adult schools as well as other adult learning facilities
as adult ESL literacy students are particularly under-researched (Bigelow & Tarone,
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2004: 689-690), (Tarone, 2010: 82). Furthermore, ESL literacy stude_nt:s i'nitially .often
do not have the minimal skills required to take standardized tests, so it is imperative to
document the alternative ways these instructors track their students’ progress. .

All interviews took place during the spring of 2016, and were cctnducted either
face to face, via telephone, Skype, or email. The notes from the interviews were‘tk.len
analyzed for common themes, such as type of assessnilent task', skill area, opinion
regarding formal vs. informal assessments, and suggestions for improvement locally
or statewide.

4. RESULTS

4.1 INSTITUTIONAL ASSESSMENT PoLICIES IN CALIFORNIA ADULT SCHOOLS

4.1.1. Initial Placement

In California adult schools, initial ESL placement assessment system§ tend .to vary, us-
ing both standardized and informal measurements. Of the eight sch991s 1nterv1_ewed: only
one school solely utilized agency-created tests to assess oral and writing proﬁ.clency, ccn:
versely, only two schools solely used CASAS tests and pro.cedflres to determine students
placement levels. The other five schools utilized a combmatmq of agency-created and
standardized assessments, including CASAS tests, structured/semi-structured/unstructured
oral assessments or interviews, formal and informal writing samples, agency-created level
tests, and other standardized tests, as shown in Tables 1 and 2 below.

# of Adult
Type of Assessments Administered Schools
CASAS listening assessment only : : 1
CASAS dictation and CASAS oral interview script, along with CASAS reading and 1
Math tests
Agency-created oral and written assessment only 1
Internal oral interview and writing prompt, other standardized tests and CASAS 1
reading and listening test :
Internal oral interview and writing prompt in addition to CASAS reading test 3
Agency-created listening and reading/grammar at the beginning of school year, and 1
CASAS tests throughout rest of school year

Table 1: Determining Initial Placement Level

# of Adult
Type of Agency-Developed Assessment Schools
Oral i
Written ;
Listening 1
Reading/grammar

Table 2: Agency-Developed Assessments Utilized During Initial Placement
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The high usage of CASAS assessments is not surprising, as under current policy
California adult schools receive payment points from the CDE when student gain is
demonstrated. Nonetheless, it appears most participants felt the CASAS assessment
alone was not an accurate method of determining ESL level, In all but one case, adult
schools added their own agency-created assessments or, as was the case at one adult
school, did not utilize the CASAS assessments at all, One interviewee specified that
their internal ESL levels did not correlate with CASAS levels, and another stated that
the classroom content did not match the content of the assessments. These agency-
created initial placement assessments generally focused on active skills (speaking and
writing) which, given that the CDE has only approved CASAS reading and listening
assessments, seemed to be a clear display of supplementation.

4.1.2. Accommodations for ESL Literacy Learners

Two sites aimed to locate incoming ESL literacy students early on during initial
registration. One coordinator stated they intended to alleviate “anxiety” often felt by
ESL literacy students going through the registration process. Another participant sought
to avoid a situation in which an ESL literacy student was surrounded by a roomful of
new students busily taking an assessment test, and might therefore feel uncomfortable
to reveal their own inability to do the same in such a public setting. Both stated they
identified such students by noticing who had difficulty filling out the initial registra-
tion form; one site employed a technique of approaching students waiting in line for
registration, asking questions such as, “Zero English?” “No ABC?”

A few sites ensured that their agency-created assessments included level-approptiate
tasks for ESL literacy learners. For example, one site designed a special writing as-
sessment which included having literacy students write the alphabet, copy words, and
respond fo a picture prompt. Five sites implemented some sort of internally-created
oral assessment in the form of an interview, which allowed ESL literacy learners to
demonstrate their oral English proficiency.

4.1.3. General Level Promotion Policies

There was no consistent policy regarding ESL level promotion among the schools
interviewed. There were only two schools who solely used CASAS scores for promo-
tion. Of these, one participant stated there was continual pressure from administrators
to promote students whose CASAS reading scores indicated level promotion, even if
their instructors insisted that the student was at or below level in other skill areas. At the
other six sites, administrators understood that CASAS scores were but a single indicator
of student level, and as such had developed or were developing more comprehensive
methods of determining level prometion. Table 3 shows the varying ways in which an
adult school facility decided to promote an adult ESL student to the next level. There
was a strong preference towards teacher discretion to determine level promotion, being
a single teacher’s choice or some collective teacher process.
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# of Adult Schools
Criteria

CASAS Score only

Teacher discretion only

Exit criteria collaboratively developed by teachers

Teachers meet once per quarier to discuss who should be p'romoted. :
Internal teacher-created level test scores in combination with EL Civies
scores and other classroom assessments

2
2
2
1
i

Table 3: Determining Level Promotion — Administrator Responses

4.2. ASSESSMENT PRACTICES OF ESL LITERACY INSTRUCTORS IN CALIFORNIA

42.1. Use of CASAS Standardized Test Data

10 of the 11 ESL literacy instructors worked in schools which utilized CASAS tes::i
Of those 10 instructors, three stated they use CASAS cc?m}?etency reports] asa gdelli !
indication of subjects that need review, another thref-) indicated the'y on y‘use . Such
data to confirm student progress, and one instructor said they used this data s'parmsgui,:r.h
Three instractors did not use CASAS reports - one because they were (rino(t: Els\i:g such
reports, and another because their community-based agency hand-score
and did not have access to competency reports.

4.2.2. Tracking Progress of ESL Literacy Learners

These same ESL literacy instructors were asked what as.sessments they I?erfo;m in th?
classroom to measure student gain. While 10 out of 11 m§tructors mosntlom?:l %egleerz
observation of students in-class, overall there was no C(?n51stent n_lethnc.i 1:156 . Eome-
shows the varying responses, which include both formatwe (speakmg. wit t ea]s;i,’ pome-
work assignments, daily journal) as well as summative (textbook unit tests,

objectives) assessments.

# of Instructors.

Skill Area Assessment Type
General observation of students in-class 10
EL Civics 2
ALL Level checklist or gradebook 1
Agency-created pre- and post-tests 1
Results from ESL soﬂwqre program 1
Writing/Listening Spelling tests/dictation 3
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Skili Area Assessment Type # of Instruct
ctors
Copying correctly 1
Writing Teacher-created writing assessment I
Daily writing journat 1
Portfolio of student work ' 1
Correcting homework/handouts 4
Reading/Writing
General quizzes 1
Textbook unit test 1
Reading/Speaking Can read aloud 1
Pronunciation 1
Speaking .
Speaking with ease 2
Periodic audio-recording of students 1
Teacher-created oral assessment 1
Speaking/Listening
Conversation task 1
Asking/answering questions 1
Listening General comprehension 2
No assessments at this level i

Table 4: Tracking Student Progress in the Classroom — Instructor Responses

res:;:ia ﬁ'Ic_)Im ‘generalhobservation’ of student performance, we see few overlapping
€s. However, when grouped by skill area, we

' , observe a greater focus on writi
(8 responses) and speaking (7 responses) performance. * e

4.2.3. Promotion Policies for ESL Literacy Students

Esia(::;s;drj::]szlts indicat;dlthat adult school administrators, assessment specialists and
ators overwhelmingly favored teacher discretion in d ini

: . ] termining ESL level

promotion. Correspondingly, six ESL literacy i y . ;

’ , Cy Instructors stated they had th i
to decide when their students were e mulilovel s,
promoted. The others either taught a multilev
_ _ ¢l class
\(,V“::::ﬁtsg):wtlm:‘ did not occur), worked at a facility where CASAS scores exclusively
Tomotion, or simply did not provide a response. Tabl ighli :

from the instructors who held th i i student pmotn oSS
n th e authority to determine stud i

subjective and/or objective criteria they used. ucent promotion, and the
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“Nothing formal. My gut based on observation, 1 guess, When a student is quickly finishing writ-
ten work, seems to understand most of what I am saying, is leaning over to help the student next to
him/her, is translating what 1 am saying for another student - it's time to go!”

“There is no fixed metric...when their oral English skills (and even their written English) impro-
ves to a certain point we can’t keep them stuck in a class where they are learning numbers and

“mother/father/brother sister” all the time.”

Course completion requirements, including: 80% average score on unit tests and spelling tests;
70% minimum score on writing assessment — teacher’s use a rubric; minimum CASAS score of
185; EL Civics objective pass or other speaking assessment). “It is often clear when a student is
ready (e.g. finishes work quickly, knows all the answers).”

“Students are promoted if they can:
1. Understand and follow basic oral instructions in English (for example: Stand up. Point to the

chair.)

2. Answer questions with “Yes” or “No” about topics studied in class.

3. Answer personal questions in English.

4. Ask basic questions practiced in class.

5. Read and write numbers and letters in English.

6. Read, copy, and write some words in English.

7. Write 15 or more words in one minute.

8. Complete a simple form with personal information.

In addition, some grasp of personal pronouns and the verb To Be. Pronunciation is adequate

enough to be understood.”

“When the student finishes each task quickly and looks around, when the student asks me in

English to go to another level and explains why, when the student show self-confidence and helps
other students who are struggling, when the student writes with speed and clarity, when the student
is able to ask and answer questions quickly demonstrating comprehension, when the student uses

the material learned in the classroom.”

“When [ consider advancing students 1 evaluate on their classroom performance, confidence. ..they
usually respond... If they have a gbod grasp of the language, understand readily, do consistently
well on spelling tests and worksheets, and have an appropriate casas score then I confirm they are

ready to advance.”

Table 5: Personal Responses Regarding Level Promotion of Literacy Students

We can see a few overlapping themes in their answers, such as a student’s demonstra-
tion of speed and comprehension. Once again there was an emphasis on active skills;
writing and speaking performance far dominated in the interviewees’ answers. Spell-
ing tests, writing assessments, speaking assessments, asking and answering questions,
pronunciation, and copying were common themes. Furthermore, there was mention of
less measurable criteria, such as a student displaying confidence and helping others.

5. RECOMMENDATIONS

California provides adults schoels with much antonomy with regards to classroom
instruction. There is no federal pressure over which standards to use, and no state con-




132 LISA GONZALVES

trolled curriculum. Given this freedom, schools and instructors may choose to create their
own internal assessment measures and systems to supplement standardized assessments,
However, collectively there is a lack of continuity in our assessment procedures, as well

as concern regarding the validity of our methods. Taking the resuits of this study into
account, what follows is a summary of recommendations.

5.1 More CoMPREHENSIVE ASSESSMENTS FOR PLACEMENT AND TRACKING STUDENT GROWTH

In this study, most of the schools invested funds to develop their own internal as-
sessment measures to obtain a more comprehensive representation of the student’s ESL
level, emphasizing that standardized tests alone did not provide enough of a holistic
student profile. These agency-created measurements were used to inform initial ESL
placement as well as determine when a student’s performance merits level promotion.
Given that the CDE has only approved CASAS reading and listening tests, it is suggested
that adult schools be allowed to use speaking and writing assessments as an additional
option, to provide a more complete picture of a student’s langunage ability. This would
allow schools to measure students’ abilities and growth in all skill areas, in accordance
with either the ESL Model Standards, the CASAS Competencies and Content Standards,
CCRS, and/or ELPS, Furthermore, since ESL literacy level students often do not pos-
sess the basic skills necessary to take the CASAS reading or listening tests, the schools
would benefit from some way to document students’ verbal and written gains as they
progress through the various stages of English oral proficiency and literacy acquisition.
As such, instead of the current one- or two-skill assessment approach, a focus on multi-
skill assessments is encouraged.,

One option is to use existing CASAS writing and speaking assessments. Addition-
ally, alternative assessments could be developed that are in alignment with the content
standards for ESL, literacy, such as documenting the ability to trace and copy (writing
skills), tracking phonemic decoding skills in oral reading tasks, or responding to basic
cenversation dialogues. Ideaily, these additional assessments would also be approved by
the CDE to formally recognize the student’s achievements in these cruciai skill areas.
To approve such tests should not imply that these tests are mandated; instead, it would
simply provide a formal mechanism to evaluate student growth if desired.

5.2. TRAINING FOR PRACTITIONERS ON QUANTIFYING PROGRESS IV THE ESL LiTERACY CLASSROOM

Calls have been made for our field to develop adequate and uniform assessment meas-
ures for literacy learners (Wrigley, 2001: 5) and students deserve to demonstrate their
progress via quantifiable, incremental measurements beyond the personal observation of
the instructor. In this study, one instructor mentioned students finishing tasks ‘quickly.’ But
what does ‘quickly’ signify, and how can we mutually agree on this term? For example,
one ESL literacy instructor in this study expected their student to be able ‘to write 15
words per minute.” By replacing the term ‘quickly” with a quantifiable measurement (ie,
15 words), student performance can now be measured and shared, as opposed to simply
being subjectively determined. Other instructors mentioned assessments which were
quantifiable, such as periodic audio-recordings to track oral progress (tracking lexical
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e . "
and syntactic gains, for example), or maintaining student portfolios t_o compare stt;cil:rrlls
writing improvements (length, penmanship, grammar, letc). Ey cz:n:fy&r}ll%lzx&ecumem-

ide tangible goals to the stude
of student performance, we then provid o e on how 16
i i fore, practitioners would bene
ing calculable gains. Therefore, 2 training on how (0
i ir i i tudents. These measureme
tify their informal evaluations of s ] can
:I;:;I: tl]:); student, the administrator, and across agencies, thereby enriching our current

bank of assessment tools throughout our region.

6. FUTURE DIRECTIONS

_ fornia
In this study, 20 individuals representing many face;s. of adult e(:u:altl'ug: tr]: nie;i:f:ﬂr:; .
i issucs ts; however, this represents _
discussed issues of adult ESL assessments; ; B B O o
i hools and adult education centers in orl
B b of grest bone is study to include a larger number of participants,
1d be of great benefit to expand this study :
;vl?(;lwing forgmore comprehensive data. Furthermore, the_: conyersz?tlonfmus;\b:rlialggg
beyond the simplistic four skills (reading, writing, speakl’l,lg, hstemngl)('];'anfl ork uhd
discuss where pragmatics, pronunciation, and other “real. language sl i st g o e
assessment conversation. While limited, 1 hope the findings from this study p

useful insight into adult second language assessment.
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GIVING LESLLA LEARNERS A FAIR CHANCE IN TESTING

CECILIE HAMNES CARLSEN
Skills Norway/Kompetanse Norge

ABSTRACT: LESLLA learners have two specific challenges, which l;oth sf;f}'?:itrtlgzllz

results on 1ar.1guage tests: their lack of general literacy on the one hand, ;nwhen o

of test literacy on the other. Both challenges need to c:Je takep m]tc;s gic&l; ! when large:

i ir tests in order to give

language test developers design ﬂ’le]:[' : 2 fai

S‘}:lzlnecea?cgsh(%w their language abilities. This paper shows how Skills Norwwﬂ(]lfsomfoeuf)nof

f\’ rge) has worked to construct a standardized language test that glves't smi oup of

I Zrﬁers a fair chance. The results presented in this paper show that' despite ome roor

fe improvement, we are on the right track towards a fair test for tfhls ElrgoslfLOA leamers.

or A . ,

i i truct a fair test for

i int of the paper is that in order to cons . .

Aoﬁ;ell::grzg:; betweelllJ tepst developers and LESLLA teachers and researchers is necessary.
C N
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1. INTRODUCTION

LESLLA learners have long been part of the immigrz%nt populatllgn,lbrteugé;ll ;ecsc:;:llg:

they have not formed a significant part of the populgtmn who take ahg ¢ am,d tand-

H ts. The past five 1o ten years, however, this has begun to chang : »

irdlzei tiensctls';easingly common for policy makers to set formal language rsquu;n;ilr(lﬂ

f:: Cc.:littlizc:',nship and permanent residency, as well as for entrancehto tl;:: (]; ]gz:ope et

e weouiments o isi e 031115‘? . 1";‘:;2::)/ E;;VEE}: Sletari;:s included. Adult
i to all immi R .

b;y;md' Srlslcwgitr}f?iuttllr: r:rezgsp?i)(i zchooling and limited, literacy skills, have sc;me2 3](3);0)1112

i‘h;lle;:ges when it comes to learning a second language (e.g. Tarone etzg 1,3 200 =
hen it comes to performing well on language tests (Allemano, .”, arls

“;eelxll aSZ(‘;le) The focus of this paper, is to show how test developers at Skills Norway

et al., .
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(Kompetanse Norge), are working in order to give LESLLA learners a fair chance in

testing by taking this group and inte account when planning and developing the test of
Norwegian for adult immigrants,

2. JUSTICE AND FAIRNESS IN LANGUAGE TESTING

As language testers, we develop tests that have a great impact on the lives and op-
portunities of certain members of society. However, language testers do not usually
make the political decision that a test be introduced or decide who has to take it, what
function the test will have in society, and how the results will be used and by whom,
Integration policymakers, education policymakers, or even employers, make the choices
that decide the impact of the tests we make.

Samuel Messick’s definition of validity has been highly influential in language testing
and assessment since it was first introduced in 1989. Its innovation was its focus on the
social consequences of test scores, and its emphasis that validation studies should not
limit themselves to investigations of whether or not a test measures what it is supposed
to measure, but encompass the interpretation and use of test results. Despite the obvious
advantages of including test use and consequences in the definition of validity, it places
an enormous responsibility on the shoulders of language test developer. No matter how
much we may want our tests to be door openers for those who take them, no matter
what we may think about the use of language tests for citizenship or for permanent
residence, these are decisions that are out of our hands,

In light of this, I find McNamara and Ryan’s distinction between justice and fairness
in language testing extremely useful. In their terms, justice is a matter of social and

political values of test constructs, and it has to do with the way others choose to use
the tests or the scores of tests:

Questions of the justice of tests include considerations of the consequential basis of test
score interpretation and use but aiso, and particularly, the social and political values im-
plicit in test construct {McNamara & Ryan, 2011: 167).

Justice questions regard matters such as whether or not it is Jjust to use language tests
for university admission, whether or not it is Jjust to use language tests as gate-keepers
to certain professions or to the labour market in general and whether or not it is Just
to set language requirements for citizenship, for permanent residency, for family reuni-
fication, er for entrance to the host country. Similarly, justice applies to whether it is
Just or not to set such requirements for all immigrants, the low-educated and refugees.

Fairness, however, has to do with ensuring that all candidates have an equal op-
portunity to demonstrate their skills, in this case, language skills. It has to do with the
absence of bias, i.e. of systematic discrimination of certain groups for reasons other
than differences in the skill being measured (Kunnan, 2007; Shaw & Imam, 2013). If a
language test favours people with certain professions, one gender over the other, people
from western societies over people from other parts of the world etc., the test is unfair.
Important fairness questions are for instance whether the test measures language ability in
a stable and reliable way, whether test developers provide sufficient preparatory material
for candidates to know what is expected of them, whether test scores are communicated
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in an understandable way to all users, i.e. to learners, teachers, emplo%fersdan:lt ;):ci;ﬁy
makers, thereby preventing the misuse of tht scores due to a 1a<?k (;1 " under ne lgt
of what the scores mean. It is uncontroversial to claim, as we do in t is ptalpe_r,lds .
is the responsibility of language test developers to guarantee that thelr.tesb_yl(_lteies an
results, is not biased and gives everybody an equal chance o show their abilities,
herein lies the focus of this paper.

3. LESLLA LEARNERS’ DOUBLE CHALLENGE

Several studies have shown that LESLLA leame‘rs perform significantly wgrslt? o:t
verbal tests than test takers with more schooling (K}m et al., 2014). (l)strosky: l;)c;(s o
al. (1998) and Allemano (2013), among others, claim that' ]'.'ESLLA.l?an;e{S ack
success on verbal tests is a consequence, not only of.' a d(‘aﬁmF in the ability esln% > al,
but also of a lack of experience with the testing 51t.uat1c3n 1tse1f.‘ Qstrosky-b? 1st L .
argue that “[...] testing itself represents a nonsense situation that 1111_teratc;1 S];] _]facezhoei/l
find surprising and absurd” (Ostrosky-Solis et al.' 1998: _657), a claim w! t1c fli gehoed
by Allemano (2013: 67) who says that “[a] 'major barrier to 'flsse'ssdn.len dothat gWhen
readers seems to be the examination process itself”. These studies in 1cat(;3t tal,(e hen
developing a language test which is fair fo;r LESLLA learner.s, we nee | ok e into
account their double challenge in testing: their la.ick of general’ llter‘acy, ie. lac C of react
ing and writing skills' on the one hand, and their lack of testing }1teracy, 1.e.th i ac
of test experience and test strategies, often referred to as test- w1seness_,uon e ccoré-

The degree of test literacy necessary to perform a certain test task, w1h vary l-f‘j coore-
ing to the kind of task you are asked to perform: task.tyges range fr()[{l lt1 ose W h are
similar to tasks one would perform in so-called “real-life”, to those.whw recgm}‘{e aearfh
degree of prior test taking experience in order to understanfl what is expecte ._thes;re o
results showing which tasks LESLLA learners have particular problems gvi L,ESLLA
great value to language test developers. For example, research_has shown 111 al "
learners have limited metalinguistic awareness ?fz%}a(;na]gl%fgs gdug; 2&3(;02 T

nage (Homer, 2009; Kurvers et al. , s ; ,
ge()a(;gfels{;):dlaggal.lg98(6). Connected to this is their. poor recog_nmon of pseud(;};g:ls
(Kosmidis et al., 2004; Tarone, 2010). Knowing this, it is obvious t.hat .mgre arti _ns;
inauthentic tasks like cloze tests, C-tests or nonsense-word tests, dlsc_:rl‘mmate a%il'fe-
LESLLA learners. On the other hand, it should 1'3e noted that authenticity or 1;‘ea - 1lled
likeness, does not guarantee that a test task is su1tcable_ for LESLLA learllzerts. . (;;;:S o
integrated tests, where candidates listen to an audio ch}?, read a text, loo' }zlihpl‘: ures or
graphs, and reply in writingy are popular because of their resemblz_mce. vvlltl . 0 wouse
language outside the test situation. Here too we need to be cau.tlous,.. w l;e'n;img1 e
tests may work well for advanced learners, for instance as a unlver51£yLaA Ilms on 1o ;
we could argue that it is highly inappropriate as a_task type t_"o_r 1LES A lear ors .2
high stakes test. This is because their lack of reading and writing experience w

1. In this paper, I build on Tarone et al.’s (2009) definition of literacy as alphabetic print
literacy.




138

such a test, make it impossible fi
: s ; or them to show their com i i
will return to this point later in this paper. petence fm oral siills We

4. TEACHING AND TESTING OF NORWEGIAN TO ADULT IMMIGRANTS

thelggzr;vsa‘):eifilsg;es, ab.}sylu;n seekers, and those in the family-reunification program have
€ obligation, to follow courses of Norwegi i
(KOS). The courses consist of 550 ho T s ST e ofsacity
( urs of language, and 50 hours of KO is gi
in 2 language the learners understand, Co , y e oo given
. Courses are free of charge. After th ici
pants take a compulsory language test as well Tk estis develont in 38
inis t as a KOS-test; the KOS-test is d i
minority languages (Vox, 2012). Adult immi ivided i ey
U X, . grants are divided into three diffi i
tracks depending on their de i i i ks ave Gt
gree of prior schooling or education. Th i
speeds and different learning goals. Track 3 i i 2 mediam oo lone e Scrent
. is for those with a medi i
background. The courses are intensive i b Qo s poveatone]
' and the aims are relatively high (level B1 in b
- - . th
and written skills). Track 2 has medium progression and somewhat lower learning aimso(les;?s[

A2 or Bl in both oral and written skill i
. _ s). Track 1 is for low-ed
lated in the curriculum, this is a heterogeneous group: rredicted leamers, and as formu-

:;ack 1 IlS. tailored to participants with little or no prior schooling, some of whom will
ve no literacy skills, while others will be abl .

" . ¢ to read, but have little experience i
using the written language as a tool for learning [...]. (Vox, 2012: 8, own traislationc) "

Ch:r‘g;ckp rl(;;z:z?;,.or lLESLL},IA learners, can get up to 3000 hours of tuition free of
arge, 1s slower than in the other tracks, and learni i
skills are lower (A1 or A2 in writt i ile th e s 30 for ey 3om
the oral kils (A2 o1 81 en skilis), while they are the same as for Track 2 in
The Test of Norwegian for adult immigrants (Norskpraven for voksne innvandrere

h .
ercafter Norskpraven), is based on the Curriculum of Norwegian for adult immigrants

(Vox, 2012) and on the Common E
(hereatir CBF, Cof. 3000, uropean Framework of Reference for Languages

and it measures at levels Bel
@ ' ) 1su elow Al, Al, A2, Bl
tecsa:skp:;a-zen is a standardized test, administered twice a yeat, and has arounda;(;i (])3020
st <s:an a]l( _ate§ per year. It measures the four language skills: listening, reading, writin
and ﬁte mgdm four separate tests. The tests of listening, reading, and writin’g are Olgl
Gxaspz()%r(’) an t}?e tests of listening and reading are partly adaptive (van der Linden &
a2 w)itl}l: tt at the; ;:}(l)ncept that all learners, regardless of their level of proficiency;
Items at the same level, but dependin h ’
first items, they will get a te ilored P S arofeianey, Tras enorm on the
N st tailored to their level of profici i
loarmons wy ey will proficiency. This way, LESLLA
g to face tasks that are beyond thei
takers will not bove o oereer eir reach, and advanced level test
. too many low-level tasks, which the
. ‘ ) 'y may find dull
;;rztr\;apt.t"['h; oral test is a paired format test where two candidates talkyto each ot?'jne(ri
candid:r; aarl]sd ;,n a:d al.one in 3thers, to avoid an asymmetrical conversation between a
xaminer, and at the same time ensure that all i
to show their abilities. Their oral i Toually by ey epenance
1 . performance is scored locally by trai
cording to a common rating gri i i s ore seored ool
_ grid, while the written perform
Since its introduction, Norsk; e more hishaahon o
i s proven has gradually become more high
. -stakes: Nor-
weglan tests have been compulsory following Norwegian courses sincf autumn 20 f;
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but for a while, there were no sanctions if one did not manage a certain level on the
test. This changed in 2015 when the government, consisting of the Conservative party
and the right-wing Progress Party, introduced a series of restrictions with the purpose
of “[...] making it less attractive to apply for asylum in Norway” (Regjeringen 2015).
From January 2017, immigranis who want to apply for Norwegian citizenship, LESLLA
learners and others, have to prove a certain level of oral Norwegian as well as pass-
ing the KOS-test, in Norwegian. Similar requirements have been agreed for permanent
residency and family reunification, but with a lower level requirement in Norwegian
and a KOS-test in one of the 28 minority language versions of the test.

5. TAKING LESLLA LEARNERS INTO ACCOUNT IN TEST DEVELOPMENT

Making a standardized test for adult immigrants, which takes LESLLA leamers into
account, was a new experience for the test developers in Skills Norway. Before 2013,
we only had a test measuring language from level A2 and above, and LESLLA learners
only took a test if they wanted to or if their teachers considered it likely that they were
at an A2-level in all four skills, which was a prerequisite in order to pass the test. When
the test was made compulsory in September 2013, we knew we needed to make some
changes for the test to be fair for all test takers, including the new candidate group of
low-educated learners. Given our limited experience with this group, we needed help.
Therefore, we invited LESLLA teachers to meet and discuss test formats, the structure
of the tests and concrete tasks with us. We established a reference group of LESLLA
teachers, and we also invited LESLLA learners to give their commentis on tasks and task
response formats. In September 2015 we carried out a survey among LESLLA teachers
to get their opinions about how the test and the tasks worked for LESLLA learners, the
results of which will be presented later in this paper.

Let’s return to LESLLA learners’ two challenges as presented in the introduction of
this paper; the lack of general literacy on the one hand, and the lack of test literacy
on the other. .

For test developers to meet the first challenge, it’s paramount to ensure that candidates’
limited reading and writing skills do not affect scores on listening and oral production
tests (oral skills). To avoid reading skills in the oral tests, we introduced the use pictures
both as task prompts and as task responses. We use pictures of a situation, for example
a father cooking, a mother setting the table, a girl playing with a cat, a boy waiching
TV, a brother and sister quarrelling, etc., to aliow candidates at lower levels to name
abjects in the picture, but at the same time providing the opportunity to candidates at
A2 and Bl-levels to describe what the people are doing, relations between the people in
the picture, and, for example, the emotions they are showing. In the listening task, we
use the same kind of picture but ask candidates to listen and to follow the instructions:
“Click on the cat”, or “Click on the persen who is cooking”. We also use pictures as
task responses and distractors, for example in a listening task where candidates listen to
a text and then choose one of four pictures that matches what they hear. Skills Norway
has hired an illustrator who works full time and in close collaboration with the item
writers. This is a great advantage for us. It is hard to find pictures or drawings that are

suitable, and having an illustrator working with the item-writers makes it much easier.
It also means that we can order pictures containing just the right vocabulary at different
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levels of proficiency, and we can make sure the pictures contain no content that may
be provocative or sensitive,

Measuring the four language skills in separate tests yielding independent test
scares is of paramount importance in order to give LESLLA learners a fair chance
in testing. Prabably the most important message the reader should take away from
this paper is that even though integrated tasks measuring reading, listening, writing,
and maybe speaking, in the same task, may well be authentic and well suited for
educated learners, it may be disastrous for LESLLA learners. hindering them from
showing their real abilities in listening and speaking. In addition, a test measuring
the four skills separately allows candidates to re-sit only parts of the test. If for
instance candidates get the score they need in speaking and listening, they would
not need to take those parts again because they didn’t get the score they needed in
writing or reading. The tests of Norwegian prior to the current test, only had pass/
fail-scoring. This was very demotivating for the LESLLA learners. some of whom
after up 10 3000 hours did not get a certificate because they failed the written pro-
duction part and therefore failed it all. A test that takes LESLLA learners seriously
should measure also at the lower levels, A1 or below A 1. It is particularly important
that learners with slow learning progress get a chance to take a test that shows their
incremental improvement.,

The second challenge we had to take into consideration, was LESLLA learners® lack
of test literacy, i.e. their lack of experience with the test situation. It is a central princi-
ple in all assessment that the test measure the skill in question, for example language,
and be influenced as little as possible by irrelevant skills or abilities. Test-wiseness is
a construct-irrelevant factor in a language test (Bachman, 1990:114). This principle
is even more important to bear in mind when LESLLA learners form part of the test
population. Firstly, we have consciously avoided using artificial task types like C-tests,
nonsense-word-tests or cloze-tests. As far as possible, we iry to use test types that are
authentic in Spolsky’s sense, i.e. meaningful and relevant (Spolsky. 1985). We also
try, as far as possible, to avoid hvpothetical tasks that require candidates to imagine a
situation: When given a written production task, for instance, it is easier for LESLLA
learners to respond to a prompt like: “Write a text about what vou like to eat for dinner™,
than to a prompt like: “Imagine that you are inviting some friends over. What would
you make for dinner?”. Our prior experience in test development, as well as LESLLA
teachers, have stressed the importance of avoiding hypothetical tasks and making it as
simple and concrete as possible to limit the effect of test literacy.

For candidates with limited schooling and little prior test experience, it is more
important than for other groups to know what is expected on the day of the test, It
is always important to have ample practice material, for test takers, but for LESLLA
learners it is indispensable. Before Norskproven was administered for the first time,
practice materials illustrating every task format that candidates would meet, were made
available online. We also made available benchmark texts written by learners at the dif-
ferent levels of the test, and we video-recorded the oral exam so that candidates could
see how this part of the test worked in practice and could get familiar with the tasks
types they would encounter in the real test. The purpose of this was two-fold: to make
candidates familiar with the test tasks, and thereby reduce the effect of test literacy on
test scores, and, to reduce stress and anxiety, which might introduce another source of
construct irrelevant variance to the test-score.
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Skills Norway has chosen not to allow the use of electronic spe!l -:hecll:l. 'gl;:lo’ll“,::;
check and/or a dictionary in the written production test: as we fear it w;?u .m_c .
another source of construct irrelevant variancc,_ that is, another non- mguls:ll s
candidates would need to master. We fear that this woul_d be an adve.l.ntage 1ot et -
educated candidates, who might already have these skll_ls. but a disadvantage to o
low-educated ones, who would not. To our knowl_edge. little research has been ca;‘r:em
out on the use of electronic aids during computerl;eq test.s by L_ESLLP; I?arner&duté e
present a pilot study with the aim of gaining more insight into this area being con

at Skills Norway (Lauvik, 2016).

5.1. ResuLts

So far, this paper has presented how we have worked in ordexf to give LESLLA Iea;:;c;’:
a fair chance when tested. In the next part of the paper, we will Iook‘ at Isome rem B
an attempt to answer the question of whether or not we succeeded. Firstly, \;fedm s
at some analyses of how LESLLA-candidales_perfo:-med as compared to candidate; gl
a higher level of schooling. Secondly, we will look_at lhf*. .results of a sur;eyha:t}:e 1351
nearly 60 LESLLA teachers asking them about their opinions related t‘: | ol ;
system, the test tasks and the consequences of Norskproven on LESLLA learners.

5.2. TEST SCORES

Figure 1 displays mean scores across skills and tracks: The CEFR-levels have been
transferred into numeric scores to allow for calculation of the mean.
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Figure |: Mean Scores across Skills and Tracks.

Track 1= LESLLA-learners, Track 2=medium school backgmmzft Track 3=!eng:'k';:«'
school background. CEFR-scores were converted to numerical variables (o allow cal-
culation of means: 4=B1, 3=42, 2=A1, 1= Below AL
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As is obvious from the graph. there are differences in scores between the three tracks
for all four skills, and the effect of track on test scores is significant at the p<.001 level
for all skillst Track 1 {LESLLA learners) perform the lowest. Track 3 the highest
on all skills. In addition, we can see that the profile of the Track I-candidates differ
somewhat from the profiles of the more educated learners: Both Track 2- and Track
3-candidates perform better in the receptive skills than in the productive skills, while
the Track [-candidates perform better in oral production than they do in reading. Track

[-candidates perform better in listening than in reading. while the opposite is true for
the Track 3-candidates,

80
60
40
20
0 - -
READING ~ WRITING  LISTENING  SPEAKING
WTRACK1 mTRACK2 MTRACK3

Figure 2: Percentages of Candidates who Obtained A2 or Beuer across Skills and Tracks.

This histogram in Figure 2 shows the percentages of candidates obtaining A2 or
better (A2 or B1, since at the time of the analysis, Norskproven did not yet measure at
the B2-level), in the different skills. This graph visualize very clearly the differences in
profiles across skills for candidates of the three tracks: Track 3-candidates (dark columns)
have a very even profile across all skills. The difference between their strongest skill,
listening, and their poorest skill, speaking. is 12.6%.

Track 2-candidates also show a pretty even profile across skills, though a slightly
larger difference between strongest, again listening, and weakest skill, speaking, of 14%.
The Track 1-candidates, however, show a rather uneven profile: the difference between
their strongest skill, listening, and their weakest skill, writing, is as much as 28.5%. In
fact. as many as 63.5% of the Track 1-candidates get A2 or better in listening, while
only 35.2% get A2 or betler in writing.

This graph shows two things: Firstly, it underlines the importance of measuring the
four skills separately in order to give LESLLA learners a fair chance to show their
abilities, and secondly, it shows that Skills Norway has succeeded in giving LESLLA
learners a chance to do exactly this. IT we had measured integrated skills. or if we had,
like we used to. required candidates to pass all subtests in order to get a test score,
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snly 35,2% would have succeeded. Instead. LESLLA.-candid_ales and ol:hf:rs i?gnub?;ré
Egmlé{d séores in. listening and speaking, whilst working to improve their writing
reading skills, if needed.

N=2082 9% of score variance Sig.

explained by Track
T Reading 23,9% p<.000

iti p<.000
Writing 18,4%
Listening 13,4% p{.Dgg
Speaking 13% p<.0

Fieure 3; Nominal Regression Analysis of Track Effect on Skills.
g :

Nominal regression analysis shows how much of the score variance is e;iflt?l:iiil;l};
irack. The analysis shows that there are significant ;ﬁect; 01; ;ra::kcs] ;‘(lilil]li:lha?requhe
‘ ition. it shows the largest effects for the tw equ
ata pd.DDD—levcl. ln addition, 1 : : S I3 o
i riti Ivsis shows that we hav
iteracy. reading and writing. Again, this analy . ‘ b
ll::i:li;ythe oral Ekilis and preventing LESLLA jeamers’ scores to be negatively affe

by their lack of general literacy.

5.3, Resurts — LESLLA TEACHER SURVEY

In September 2015, a year after Norskpwver.- Iwas introduced, a surve:r Eﬁ:jgl ‘}‘tlihscl.tle,g
teachers was carried out it solicii:.ld their Oplnl::: :??1:1; :I;:t t::: ;-EE,gSLLA ‘ s
] sks. and 3) the consequen for L j :
S’?rsaf!:nii}:;::e:zs:eaied to the survey. They were highly q}mhﬁ ed ani elxp::;lqc:r:j;l;i-:i
a4, had more than five years of experience teac_hlir?g adult mlgra.nw,h?? :1 c:ademic de;r -
as a second language (second Iar:lguag_e ac'qms;-’h2?k;iiii’:I;{);n[}EgtLA i o
9 ience with administering Vors e :
i’l::sosn1 ﬁht'aliizxpii:entage isn’t higher may be because the survey was caweﬁj us\:;’ lo;sllo);
ane year after the test was first introduced, and many LESLL;;\ I::ag?;ers wou
have reached a level where they would be erpared to take the ed_: I WO
The teachers were asked 10 reply on a Likert scale from 1 ( isagr o e
to 5 (agree completely) to a series of pos'itiveky 1’0rrrt‘uIm.cclf!quc*:st1“:112\3".“{)J ool
The results are displayed in percentages of respondents that Agree mosi

completely (5).
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Agree mostly/completely

1. 1t’s good that the test measures the four skills

separately
g. It’s good that you can re-sit oniy parts of the test :83 :/A
. It,s good that the test is computer-adaptive %
4.1t’s good that the test is not pass/fail 954
5.10s sufficient information about the test 8 :’%
6.1t’s go_od that no electronic aid is allowed 85 °/D
7. Sufficient example material is provided E ‘;)
(1)

8. If 5 good t]lat Cand]dates take a“ fOLlI SkIUS the iIlSt tl]ne 40 0

Table 1: Questions? about the Test System.

As the tabl

i separate? al;g;et lfhows, tfsachers are very pleased that the test measures the f
2c0d choneat tgfst . dat (_:andldates need only re-sit parts of the test 98% think itD p
: adaptive and 89% think it is good . o

mstead of pass/fail. Most of th i midates eenion oo CbA & sc
. e teachers think candid i i fon

rad . ndidates receive enou i
ot :ct:os:;i :nqd72;/o agree with the test developers’ opinion that it igshblentfce)?n a?(m
alds for LESLLA-candidates, On a less positive side, only 47% ntzirf]c:

N (]

2. The questi
questions were translated from Norwegian to English Jor the purpoese of this pa
per.
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Agree
mostiy/compietely

1. 1t's good that Norskpraven uses pictures as prompts 96 %
2. It’s important that the tasks are not hypothetical 96 %
3, It’s important that the task aren't provocative or

sensitive 96 %
4. 1P’s good that Norskpreven uses pictures as task responses 84 %
5. The oral interaction task functions well 82%
6.1t’s good that the ora! exam uses paired format (candidate-

candidate} 79 %
7. The test works well on a whole 77 %
6. Describe picture task works well in the oral production task 77 %
9. It’s good that the examiner can be the candidates' own teacher 73 %
10. Describe picture task works well in the written production

task 67 %

11. It's easy for LESLLA-candidates to understand what to do on the tasks 62%
12. LESLLA-candidates have enough time for the written production test 41 %

Table 2: Questions about the Test Tasks.

Almost all teachers are pleased with the use of pictures as prompts (96%) and task
responses (94%), and they are relatively pleased with the oral test and the measures we
have taken to reduce stress and anxiety, such as including a paired format and allowing
the candidates’ teacher to be the examiner. The only question regarding test tasks where
teachers were more negative, was the time allocated to the written production tasks.
Only 41 % of the LESLLA teachers thought their learners had enough time to write.
As a consequence of this feedback, we decided to augment the time with 1/3 from 60
to 90 minutes from November 2015.

Agree
mostly/completely
1. Norskpraven has a positive washback effect on teaching and learning

for this group 67 %
2, It's motivating for LESLLA-learners to take Norskpreven 64 %
3. Norskproven contributes to raising LESLLA-learners status 59 %
4, Norskpraven contributes to giving LESLLA-learners priority
{access (0 computer room) 51 %
5. Taking Norskpreven is not a scaring experience for LESLLA-

44 %

learners

Table 3: Questions about the Test Consequences.

As stated in the introduction, it is not up to the test developers to decide how the test is
used and its impact on peoples’ lives. However, it is interesting to know whether LESLLA
teachers are in favour of a test for this group and how they think the test influences them:
We were pleased to learn that almost 70% think the test affects LESLLA learners’ learning
process positively and that the effect on classroom activities is positive. 64% thought it
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was motivating for this group to take Norskproven, and almost 60% find that it contributes
to raising LESLLA learners’ status in the school. Unfortunately, still only 44 % agree that
it is not a daunting experience for LESLLA learners to take the test, Nevertheless, several
teachers did indeed comment on the opposite effect, je. that LESLLA learners felt they
were taken seriously, as this quote from one of the teachers shows:

Being met with certain expectations by the teacher, by the school or by society is experienced
by most LEL2-learners as positive. That way, they feel they are given the same opportuni-
ties, even though their point of departure is different (Respondent 56, own translation),

6. DISCUSSION & CONCLUSION

This paper has described how Skills Norway has worked to make a standardized,
high-stakes test of Norwegian for adult immigrants a fair test for LESLLA learners. A
comparison of test scores of LESLL.A-candidates and candidates with more schooling
showed that it is indeed possible to give LESLLA learners a chance to show their skills
in a standardized test if certain measures are taken from the start. A good test for these
learners needs to measure the four language skills in separate parts which yield inde-
pendent scores. The results of the study presented in this paper show that Norskproven
does give LESLLA learners a chance to perform well at the listening and speaking
tests, which do not rely on their limjted reading and writing skills. Furthermore, it is
important to avoid hypothetical and artificial tasks in order to prevent test scores from
depending too heavily on test literacy. LESLLA teachers in the survey presented in this
paper underline the importance of this, and the majority agree that Norskpraven is a
good test for LESLLA learners on the whole,

The evidence presented in this paper shows that we are on the right track, but there
is still some room for improvement: For example the LESLLA teachers who responded
to the questionnaire are particularly unhappy with the fact that learners need to sit for
the four parts of the test the first time they take it. This is a political decision, but
something the test developers may try to change. In addition, they feel there is not
enough practice material to prepare LESLLA learners for the test. This is something
we will have to take into account and work to improve. In addition, around 50% of the
LESLLA teachers surveyed fear that the test is a daunting experience for their learners,
This teo needs to be addressed, and we can see how more practice material may help
making candidates feel more familiar, less stressed about taking the test, and change
teachers’ views of how daunting the test is.

In her presentation at the 2016 LESLLA-symposium, Gonzalves touched upon an
important dilemma when assessing LESLLA learners: standardized tests are often not
suited to LESLLA learners and, if they have a choice, LESLLA teachers therefore of-
ten choose to develop their own tests for this group. LESLLA teachers, however, may
know the learner group well, but do not necessarily know how to develop a good test
and often refer to their assessment as gut-feeling based. This is reminiscent of Charles
Alderson’s important argument that language testing is too important to be left to lan-
guage teachers, but also too important to be left to language testers (Alderson, 2001),
One of the main purposes of this paper is therefore to argue in favour of closer col-
laboration between LESLLA teachers and researchers on the one hand, and large scale
test developers on the other. We need to draw upon each others’ competence in order
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EXPLORING WHAT LOG FILES CAN REVEAL ABOUT LESLLA LEARNERS’
BEHAVIOUR IN AN ONLINE CALL ENVIRONMENT

EVA MALESSA
ENAS FILIMBAN
Newcastle University

ABSTRACT: The topic of the present paper is CALL research involving LESLLA
learners. To date, both CALL and LESLLA have received scant attention in the research
literature. Learner behaviour can be tracked to obtain insightful information about actual
computer-user interactions in CALL environments. Log files are introduced in this paper
as an accurate and precise, yet currently underemployed, research tool to investigate
LESLLA learners’ decoding skills. Based on log file information both the performance
of LESLLA learners and their process of learning in a computer environment can be
investigated. Previous studies have found that log files contain valuable information
indicating learner engagement, preference and productivity. CALL applications have
the potential to enhance the individual learning process and can be seen as a feasible
solution for enhancing initial late literacy development of LESLLA students.

KEYWORDS: Computer-assisted language learning, log-files, learner behaviour, graph-
eme phoneme awareness, decoding

1. CHALLENGING LESLLA EDUCATION

Worldwide educators struggle with the chalienge to provide language and literacy
education to a very special population of adult second language (L2) learners that have
traditionally been negiected by SLA research (Tarone et al., 2009; Van de Craats et al,
2015; Young-Scholten, 2015). Faced with this lack of academic research and growing
numbers of low-educated adults immigrating to highly literate countries, LESLLA
teachers are urgently seeking innovative and effective ways to support the L2 learning
process of LESLLA learners.
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LEgzclljxrllng simulqtﬂz]ilneo?sly oral and literacy skills is an enormous challenge for
€arners. Their learning process is slower com i s
; . : pared to literate lea i
2E51!eis2t ;n mtermedla‘te or h]gh level of compulsory education and LESL?XFSIB‘Z;:]
o 2006.&3\.1‘31()pment Is at risk of fossilization at an earlier stage (Van de Craats et
pr.(;ﬁdem.: 19).LLESLLA ’lyea.rn.ers also struggle to atiain “a reasonable level of oral
profcien v in 2fcl§sses (ibid.). It is important to bear in mind that L2 oral skills
aione ¢ Socrl.lé)‘[tiessuLf]'lacSliT;(l)r LESLLA learners’ successful integration in the highly
. earners teside in. Literacy is seen as j
n successful functioning and active icipati i il exclusion (Van de
Crate aeat ot 13).5 participation preventing social exclusion (Van de
. E?;]l_],l]fileSLLA learnersbbasic literacy skills can, nevertheless, be very challenging
earners cannot benefit from native langy L1 , i i
skills. Further traumatic experi i  oities oy ma lteracy
r periences, family responsibilities and worri i
. . es migh
;il(])cxlwsltthelr(g(t)%lénczo};r}(;gress (Tammelin-Laine & Martin, 2015: 53). Young gc;(jfe:
rom : ighlight that weak L2 com ¥ . i im
: : petence in general is detrimental fi
reading development, slowing down development of decoding skills and phonol ical
awareness of LESLLA readers. } pranclogicat
arel?:g'ilsc;;snzzﬁar;h l:.as estabéished that due to their reciprocal relationship oral skills
¢ for literacy development and must be enhanc i
. ed accordingly (Le
ﬁ:igglei;';,teiogs,E:’.oufr:g(-zsoc]h]olten & Strom, 2006; Tarone & Bigelow 20{%5))’ (Th?:ui)s(
irc : 490) stating that “reading alwa i ;
: ys recruits pho »
However., dl}e to the lack of research, little to date is, known about LESLEA ;10]08)’ :
alp[habe'tlc literacy development (Kurvers, 2015: 58). e
Wrigesliﬁn%' Tammeim-ljaine (2014} investigated the development of oral and
e 5 1Il's of non-h’terate adult immigrants. It was found that none of the
{;n ::;pants (iaci}.ueved con51s‘re.nt emerging literacy skills during their first Finnish
tengm gethan 1teracy. course including 1400 hours of instruction over a period of
]iterac;ntr:iéglagmg:‘ekr};;f]}j: 8; ll\/[artin, 2015: 53). The insufficient provision of
adults compared to L1 liter. ini i
has further been pointed out b Sohohen (a015: 1300 n
fur y Van de Craats and Young-Scholt
provision of more teacher-lead instruction ti inct o aduontien
time or an increase of ed i
seems, nevertheless, due to current and i i UCHNOT}HI dult
cducation. highty wnlie possibly future expenditure cuts in adult
o I:rithe thl'Jlt of the challenges learners face, and in order to enhance the leamin
Wax;s tzn:;,eedElS;;ll_A te.ache;rs alie calling for new efficient and enjoyable methods anﬁ
carning development and prevent lea fi i
fossilization. Tarone and Bi etficient teachine snge
liz . gelow (2005: 89) call for efficient teachi i
ing strat
ﬁ;m;ldltng oral and (?ontext.ual support for developing grapheme/phonemi’ amc;1 (e:f}]l:
ass,?stlesdmlasegment?tlon skills. Can CALL answer this call? Studies on Computer
nguage learning (CALL) published since the 199 ighli ,
: . ! ‘ Os have highligh
fpl?;tt;netrlai)l:espzmﬁcl:allydm I&Z learning, e.g. Dunkel, 1999, Computer te(%hnl(;élo]::_\(/i f?;.:
n developed and used as a tool to help enh | i
demic skills as well as develo i mer behavions 1o adaition: oo ace-
p progressive learner behaviour, In additi i
research showed positive effects on | ing i i (udents with tild oy
owed earning instruct i i
modcrate disabilities (Fitzgerald & Kory, 19596). ruetion for students with mild and
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7 EXPLORING LANGUAGE LEARNING THROUGH CALL
7.1. Bener1ts oF CALL ror LESLLA LEARNERS® BEGINNING LITERACY SKILLS

There are many advantages of CALL applications: the computer is patient, motivating
and self-pacing, providing the learners with immediate feedback and enabling them thus
{0 notice and learn from mistakes (Brown, 2007: 270). The stress-free CALL environment
aliows learners to practice at their own pace as often and long as they want {Cucchiarini
et al., 2013: 97). According to Pennington (1996: 5), CALL input is more focused and
individualized than many other learning media. This in turn increases and diversifies the
learning opportunities for learners. Finally, CALL has also been found to enhance the
learning experience, as learners tend to find CALL activities enjoyable (Luke, 2006: 31).

In addition to the individualized instruction provided by the CALL system itself,
CALL also facilitates more individualized support for struggling students by freeing
the teacher from tasks the CALL application can take on. Teachers can thus focus on
“what only a teacher can do, for example involve learners in the interaction with other
learners” (Van de Craats & Young-Scholten, 2015: 2). CALL seems therefore a liable
solution for meeting the increasing demand for individual learning support of LESLLA
jearners, preferably in a blended learning approach.

Previous studies found a remarkably positive correlation between CALL training and
LESLLA learners’ oral test results (Strube, 2014: 269). Similarly, a study on LESLLA
leamers’ literacy development by Kurvers and Stockmann {2009) discovered that time
allocated to individual computer activities correlated positively with the participants’
reading scores. Whole-group activities, on the other hand, were seen to have a negative
influence on individual literacy development (Kurvers, 2015: 73).

For emerging literacy, systematic instruction in connecting sounds with letters, blend-
ing sounds, and identifying patterns in words is crucial to develop the necessary skills
for making grapheme-phoneme correspendences and for identifying word boundaries.
Usually explicit instruction is necessary (Tarone et al., 2009; 117). A CALL application
could provide this essential instruction with plenty of opportunities to practice, ideally
fostering both the development of literacy and language skills.

Cne innovative practice environment for the very first steps in learning to decode
the alphabetical code is provided by the Digital Literacy Instructor (Diglin), an online
literacy training system. DigLin, a multilateral European project, ran from 2013-2013
and included five partners from four European countries.' DigLin’s main aim was to
advance literacy training for adult immigrants learning to read for the first time in a
language other than their L1. For this purpose L2 literacy material was developed and
tested in English, Finnish, German and Dutch.?

DigLin’s phonics-based structure method aimed to provide the beginning reader
with an understanding of the structure of the spelling system and to foster connections
between phonemes and graphemes, The seven different exercise types were designed
to enhance different decoding sub-skills necessary for analysing words and their parts,

| For more information, see www, diglin.eu.
2. Approximately one out of icn immigrants in Europa is non- or low-literate (Cucchiarini et

al., 2013: 96).
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blending graphemes and phonemes as well as to enhance the process of automatization
necessary for reading development. In addition, DigLin also aimed to enhance vocabu-
lary learning by providing visual cues for all words that could be practised, amounting
to a total of 210-300 words depending on the exercise type.

The DigLin software was tested by LESLLA learners in different settings and coun-
tries by the participating partners in the UK, Finland, Germany and the Netherlands.
The participants’ use of DigLin was tracked by log-files during the whole field-testing
which lasted four to six months. The log file database provided the data from the LES-
LLA participants in Finland for the study of Malessa (2016). Filimban (in progress)
obtained the DigLin log file data from participants tested in the United Kingdom. The
following section introduces log files and illustrates their value as a research tool in
tracking student behaviour.

2.2. LoG FILES ~ AN INNOVATIVE TOOL TO TRACK LEARNER BEHAVIOUR

One way to track learner behaviour in 2 CALL environment is to employ log files. Log
files provide a precise and continuous interaction record between the user and the CALL
environment in question. As log files are automatically created by the computer system,
reievant events in a CALL environment are consistently and objectively documented in
fine detail. Further log files provide temporally highly accurate information, as they are
constantly time-stamped (Bodnar et al., 2016: 199). As a result, log file data analysis
enables a very detailed post-activity investigation of learner behaviour. Chapelle (2007:
98-99) highlights that based on log file information learners’ knowledge, strategies and
processes can be examined and assessed, This in turn provides a holistic overview of
learner behaviour pre- and post-production. In addition, Chun (2013: 256) emphasized
that log file research can provide “valuable insights into both second language acquisi-
tion and pedagogical design”, as log file data can serve as a way of confirming what
learners actually do in CALL contexts.

Surprisingly, far too little attention has to date been paid to the fact that log files
provide a great research tool to investigate students’ learning behaviour in depth, as
they are “temporally accurate and can log at a detailed level and with consistency and
objectiveness” (Bodnar et al., 2016 199). Bodnar et al. (ibid. 204} suggest that system
logs can be employed to (1) evaluate reliability of learner self-report data, (2) cross-
check what learners report with what they actually do, and (3) search for links between
practice events and motivational outcomes.

Up to now, tracking data, such as log files, haven’t been employed and analysed
sufficiently even though tracking user behaviour can significantly contribute to SLA
research (Chun, 2013: 256). It is remarkable that Bodnar et al, (2016: 200) found only
one study investigating autonomous CALL practice. This study by Heilman et al. (2010)
employed computer logs to examine learner behaviour during vocabulary practice. No
published studies investigating CALL and LESLLA students have been found. To our
knowledge, no previous study has investigated log files of LESLLA learnets. This paucity
of empirical research might originate in the extensiveness of the collected interaction
record, being one reasons why “log file data is more often collected than analysed”.
(Bruckman, 2006: 1449), This is illustrated by the log file excerpt provided in Figure
1, showing a user-computer interaction in the DigLin environment, lasting 34 seconds.
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Figure 1: Example of a Diglin Log File Extract in the Finnish Dataset.

In order to assess DigLin, the software was tested with the help of llteragi/ tegclr)ie:s
and their students. The learners’ use of the software was tracked by log-d T(S ;103[-3
the whole field-testing. The computer system documentgd al'l mouseDa‘nD e?; ad
movements as well as microphone recordings. As shown, in Figure 1,4 FlIgN u; ]4;); e
entries contain a log file 1D (7632) followed by the user’s personal (()020]4.,09'21.20)
language code (FIN). Each log file contains the e).(acf s‘tart date (’30.1 ). ,e St.o re.d D
and end date (30.10.2014; 09:23:58). Further the 1nd_1v1d}1al user’s ac:tlonil arl )
the workload including details on the type of exercise mvolve‘d (Dra% the ;a ) the,
the type of actions taken (play word sound, show/kldf rfo‘x"d”plctur? Ztl’;erkr lgv e;] by
data provided by the user (letter drag “s”, wg” “y”, “n”, “a”), the feedback g

igLin (Malessa 2016). )

DlgTI;:: f(ollowing sectign presents the background of the two studies by l‘v{alssse: 1(::1-}]2
and Filimban (in progress) that set out to discover what log-files can reveéiL'i /c\)ul leamer
behaviour in DigLin, a CALL application developed to enhance LE

individual literacy development.
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3. INVESTIGATING LESLLA LEARNERS’ LOG-FILE INFORMATION
3.1, SET-UP OF THE STUDIES BY MALESSA (2016) anD FILIMBAN (IN PROGRESS)

Malessa’s study (2016) investigated the learner behaviour of non-literate and low-
literate adult 1.2 learners learning to read for the first time in Finnish. The research
focus of this pedagogically-motivated study was on the learning process of establishing
phoneme-grapheme connections and developing decoding and recognition skills, This
study was motivated by previously attested benefits of CALL in literacy development
of LESLLA learners (see Kurvers & Stockmann, 2009).

The heterogeneous participant population of this case study included six female and
one male participant. The age range was large, with the youngest participant being 18
years old and the oldest learner being 60 vears old. Three participants stated Iraq and two
Semalia as their country of origin. The individuals from Iraq identified Arabic, Turkmen
and Kurdish as their first language. The Somalian participants stated Somali as their L1.
The only male Arabic-speaking participant came from Egypt. One Arabic L1 participant
emigrated from Syria to Finland. The participants’ L1 literacy backgrounds varied from
non-literate and low-literate to fully-literate. It is important to note that the participants’ L1
literacy proficiency was only estimated by their L2 literacy teachers and the participants
themselves, and was not tested (Tammelin-Laine, 2016). 1t is therefore possible that the
participants” L1 literacy levels have to some degree been inadequately assessed.

The L2 Finnish oral skills of all but one participant were estimated to be below Al
according to the Common European Framework of References for Languages (CEFR).
The L2 oral skills of the youngest participant, who had arrived to Finland almost four
years prior to the DigLin testing, were reported to be Al (CEFR), One reason for the
weak L2 oral skills might be the fact that a remarkabie discrepancy between the length
of residence and length of education was found particularly for participants residing

in Finland for longer than two years, whereas participants that arrived more recently
te Finland were more likely to start language and literacy instruction in due course,

The data analysis in Malessa’s (2016) study was carried out by employing a mixed-
method approach to obtain a comprehensive account of student behaviour in the online
environment of the Digital Literacy Instructor (DigLin). Log files were seen to provide
empirical evidence for LESLLA learner behaviour in DigLin and have been for the first
time analysed by Malessa (2016). The exact timestamps in combination with the consist-
ent record of interaction were seen to provide an extensive and accurate documentation
of the learners’ actions in this CALL environment. In Filimban’s (in progress) study, a
mixed method approach was also employed and data was then analysed using MAXQDA
(a qualitative data analysis software program; MAXQDA 11, Verbi Software 2011). The
data was coded thematically according to the different behaviours learners displayed.

Filimban {in progress) investigates the effectiveness of the use of DigLin on the
development of decoding on low-literate adult learners learning English as a second
language. The research focused on whether the use of computer-assisted instruction
can help learners enhance the development of phonological awareness and decoding,
Sustained and systematic research is needed to (1) identify instructional approaches that
show promise of maximizing adults’ literacy skill gains, (2) develop scalable instruc-
tional programs and rigorously test their effectiveness, and (3) conduct further testing
to determine for whom and under what conditions those approaches work.
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This study consisted of a group of 10 immigrant adults frc‘)m a variety of COLfmCt)rtllf;
They were all enrolled in classes at the lowest level of Enghsh_ for Speakers o
l.anguages (ESOL), namely pre-entry (sub-CEFR Al level). This heter(;g?'leolus grzlrllg

= ’ . + - a_
i ici ’ Arabic, Urdu, Russian, Dari and Tigrinya;
included participants whose L1’s were o L _ Ve an

i i te long-term residence, some lea
their age varied between 25 to 55 years. Despl g _
stielllrha%i a limited English knowledge and were therefore placed in pre-entry classes on

i i i literacy.
the basis of their sub-Al oral proficiency and N
eIn the next section results and observations made by Malessa (2016) and Filimban

(in progress) are given and discussed.

3.2. REVEALING OBSERVATIONS
3.2.1. Revealing learner engagement and learner preference

An initial quantitative analysis found that a totaI' qf 2497. event log fllez (;A;eére stt:(;'ed3
in the Finnish DigLin database for the seven participants n Malessa sﬁ(] p ) tshe ti.n
The UK database, employed by Filimban (in progre§s),.stored }6@9 log esU [(;r he ie
participants in the field testing. Compared to the Finnish participants, the p
nts’ testing time was far less. . . -
> Quantitat;gve analysis showed further that log files contain va]u;l:l)lel: mffzmgtol?g)a:)o(iz;
i i ise time-stamps. Malessa’s

the actual time spent on-task due to their precise . .

testing time results indicate that the users were actively engggedtwgh]th;f:ee{]cslj;s.s;l;i

i - t data, was insignificant. Only

total time spent off-task, so-called no even s ns : ' e users spent
i i ire field training testing. This study o

10 to 30 minutes off-task during the entire Stir . erved

i igLi hout their interaction. It was foun

t students were very engaged with DigLin throug it th 1.

E[}Ifit student engagement, as an indicator of student motivation, can be ehcnﬁd fror:;r;hz
log file information by studying the amount of on-task time and number of letter drag
and word drags in DL and LF (cf. Cocea & Weibelzahl 2007’. 2.009)‘ . ! aetive

There was, nevertheless, a great variation between the participants. The mos e
user, spent almost 40 hours testing the Finnish DigLin ;y;tem,:gore thtan :;;23;15 llT]l(l,w

ime i in). None of the participants a s -
time then the least active tester (16 h 30 min}) . s achieved. how
ining ti hours (see Deliverable 5.1, 2015). The log
ever, the expecied training time of 50 ( . .
showed that the users tested DigLin very regularly, tyl]ﬁ)lclzglly t\.mceDg \Td?;k\kzgmu:ft;nj;
i inni f the field-testing Dig
more often. Particularly at the beginning of ) wa '
te:?ve times a week. Based on the time-stamps it was concluéeed that DigLin practlsz
was almost entirely limited to classroom time. Even though partu:lpgmts lwetre encom:;%i !
igLin i ir lei i ’s (2016) study found only two occa
to use DieLin in their leisure time, Malessa’s ( tu; und .
in which E1”)igLin was used outside the classroom. In Filimban sd(llnopgogress)hﬁr}llg&z};
ho compleie: ours whic
there were only three out of the ten learners w
?:rtal’ess than the Finnish data. The log files also showed that the learners mostly used

DigL.in in the classroom with very few exceptions.

3. The event log file dataset excluded no event_log files. Log ﬁles' were %Jrﬁipfc;ezsi
no e.vent when a new task was started, but immediately ended, resulting in
sion, session_end or session_stop data.
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These findings indicate that the issue of availability of both CALL tasks and hardware
needs to be emphasized. The tested CALL application runs only online on computers
systems. Its availability and thus its usage should be increased with an off-line version

smartphones. It is also
the studies’ participants were not able to see the connection between the

and/or applications for other electronic devices such as tablets or
possible that

CALL tasks and their L2 tasks outside the classroom.

The log file amount of a user clearly indicates exercise preference, as a new log file
is created for each new exercise the user starts. Malessa’s (2016) study found that ,out
of seven exercise types, users clearly preferred the vocabulary exercise ‘Words® (W)
followed by the drag-and-drop-exercise ‘Drag the letters’ (DL). Similarly, Filimban’s
(in progress) study has shown comparable results with log files showing a strong prefer-

ence for both W and DL. However, while the Finnish users preferred W, the UK users
favoured DL (see Table 1 below),

‘Words’ ‘Drag the letters’
Finnish log file dataset
(% of the total database) 915 (36.64%) 649 (25.7%)
UK log file dataset
(% of the total database) 397 Q4.67%) 452 (28.09%)

Table 1: Participants’ Exercise Preference as Revealed by the Log File Database.

3.2.2. Observing learner performance and the learning process

Every single log file contains a work load that can vary significantly from another log
file’s workload, regarding the time spent on the exercise in question and the interaction
with the CALL system (see Figure 1). Accordingly, user preference cannot be equated
with user activeness. Based on the quantitative data analysis alone, conclusive state-
ments regarding the users’ activeness can, thus, not be made. For this reason, 103 log
files created for DL were additionally analysed by Malessa (2016) also qualitatively, The
qualitative data analysis included, moreover, 30 log files tracking the computer-user in-
teraction in the ‘Listen and form the words’® {LF) exercise task. These two exercise types,
DL and LF, were chosen for further qualitative analysis as they both focus on the very
initial decoding steps, the creation of visual/aural grapheme-phoneme correspondences.

In addition to learner engagement and preference, Malessa’s (2016) results, based on
logged information for learner output, also provided insights into learner performance
which was unexpectedly successful. In addition to learner performance, tracking learner
behaviour with log files further enables the investigation of the learning process, Malessa’s
(2016) study found that learner performance and productivity were not automatically
related as successful decoders were not necessarily the most productive ones. The same
applied to weaker decoder. However, a correlation between productivity (activeness)
and proactiveness (help tool usage) was detected. More successful decoders were ap-
parently able to make use of provided help tools, in the form of letter and word sounds,
whereas weaker users were found not to use help tools in an efficient way. This might
be possibly due to a knowledge gap or the learners’ inability to learn autonomously,
The final section presents concluding remarks of this current paper,
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4. LOG FILE REVELATION = LESLLA REVOLUTION?

There are still many unanswered questions about LESLLA :eatn}llers’ rl;ft iregggr;
help identify answers that have .
ment, however, CALL and log files can . : e O
’ i i i lysis as a reliable research metho
-evealed. This paper identified log file analy est cthod !
Inf‘c;:: EnowledgeZbout CALL of LESLLA learners by examining post-activity !:;(r)rlllt
ers’ online movements while practising in a CALL conte%t. It is clear tl'la‘ty, l\z;mers
sufficient evidence, researchers and teachers should a}f)stam from assium‘mlbt amers
to follow instructions and act in an intended way. -It is, therefore, crucia ot ot
reliable knowledge regarding learners” real-time actions aild log files ri};r:sgnwmther
i do in CALL environmen
search tool to verify both what students ; : : .
:g:::irfic CALL applications and designs enhance students 1ear]i11ng .as.tl.nte?c:egc::c;h;
i i i i design and develop CALL activities targe
s particularly important in order to e !
lspel:)ciﬁc lang{xage learner individuals and groups. Ba)se?:Aoriﬁhe gr\g;;l;‘;c}i:evizn;n
ili i s ac
d by Malessa (2016) and Filimban (in progress), s he !
tgstESEcheyLESLLA fearners’ decoding development and learner motivation during
learning process.
theL;:g filef [I))rovide unique and innovative research data.for CALL, Li a:nf[l L;Eisi,l;;\
research. Currently log file analysis is, however, very time- and wor imae];wdiﬁed
uiring expertise knowledge of computer systems anq log file cod%ng. n p modifed
?ormat log files could provide LESLLA teachers with valjaable iﬁf(t)rtma ;1(:::-5 bow
ivid . They also indicate what teac
individual learner performance and progress cachers nete
i learners use resources they are pr ‘
to focus on showing whether/ how . : Pretena
i ili indi | learning, thus lessening the g
has the potential to facilitate individua g '
ﬁ)}:c]id];nd this ig believe to support teachers to focus on learners who may require
more assistance.
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THE INFLUENCE OF FORMAL EDUCATION ON THE LINGUISTIC
COMPETENCE IN SPANISH AS A FL OF A GROUF OF ADULT
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LA INFLUENCIA DEL NIVEL EDUCATIVO EN LA COMPETENCIA
LINGUISTICA EN ELE DE UN GRUPO DE INMIGRANTES ADULTOS DE LA
CCMUNIDAD DE MADRID

IRINI MAVROU
ANNA DOQUIN DE SAINT PREUX
Universidad Antonio de Nebrija

ABSTRACT: The present study is part of a larger project called INMIGRA, focusing
on linguistic integration and certification of Spanish at an initial level for immigrant
workers. The aim of this study was to determine the extent to which the formal education
of a group of adult immigrants living in Madrid had an impact on their linguistic com-
petence in Spanish as a foreign language, which was assessed by the Diploma LETRA.
The resulis showed that older participants with less years of formal education scored
lower on the exam, particularly on the sections of reading comprehension, audiovisual
comprehension, and written expression and interaction. On the other hand, neither age
nor years of formal education seemed to play a significant part in their oral competence.

RESUMEN: El presente estudio se enmarca dentro del proyecto de integracion lingiiistica
y de certificacion de espafiol, nivel inicial, para trabajadores inmigrantes INMIGRA. El
objetivo de este estudio fue determinar en qué medida el nivel educativo de un grupo de
inmigrantes adultos de la Comunidad de Madrid influye en su competencia lingitistica en
espafiol comao lengua extranjera, evaluada mediante el Diploma LETRA. Los resultados
obtenidos mostraron que aquellos informantes de mayor edad y con un menor nivel de
alfabetizacion obtuvieron puntuaciones més bajas en el examen en comparacion con
aquellos informantes con un nivel educativo superior. Dichas diferencias se detectaron en
las prucbas de comprensién lectora, comprension audiovisual y expresién e interaccion
escrita. Por otro lado, ni la edad ni el nivel educativo resultaron factores determinantes
de la competencia cral de estos informantes.
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1. INTRODUCCION

Espafia, en las dltimas décadas, ha pasado de ser de un “pals de emigrantes” a un “pais
de inmigracién” (Huguet, Navarro y Janés, 2007; Navarre, Huguet, Sansé y Chireac,
2012), multiplicandose el niimero de inmigrantes ¥, por tanto, multiplicindose también
las necesidades de integracién. Las medidas politicas llevadas a cabo, asi como los
informes de varias investigaciones sobre el tema, pusieron de manifiesto que la adqui-
sicion de la lengua espafiola es la base de la integracién social y laboral, Asimismo, se
insistié en que la enseflanza del espafiol como segunda lengua (L2) o lengua extranjera
(LE) debia abordarse desde las aportaciones de los estudios en el 4mbito de Adquisi-
cién de Segundas Lenguas (ASL) teniendo en cuenta las especificidades del contexto
de inmersién en el que tiene lugar el aprendizaje, asi como las particularidades y las
necesidades de esa poblacién inmigrante.

En este contexto, se ha desarrollado un amplio proyecto de investigacién llamado
INMIGRA, financiado por la Comunidad de Madrid y el Fondo Social Europee,
cuyo objetivo es facilitar la integracion y la acogida de la poblacién inmigrante de
la Comunidad de Madrid. En la primera fase del proyecto (2007-2010) se disefié e
implementé un examen de certificaci6n para evaluar la competencia lingiiistica co-
municativa de trabajadores inmigrantes en 4mbitos laborales y administrativos, Para
cllo, el Grupo de Investigacion en Lingiiistica Aplicada a la ensefianza de lenguas
extranjeras (LAELE) de la Universidad Nebrija desarroli6 un proyecto especifico
y se integré en el Grupo de Investigacién Interuniversitario INMIGRA 2007, que
tenia como objetivo general desarrollar diferentes estudios sociolingiiisticos sobre
la lengua espafiola en entornos de poblacién inmigrante. Como resultado del trabajo
realizado, hemos conseguido disefiar, validar ¢ implementar una prueba de espafiol de
nivel inicial para trabajadores inmigrantes, ¢l Diploma LETRA, que se implementé
en 5 convocatorias, entre 2010 y 2016, con un total de mas de 1500 candidatos y
de hasta 29 lenguas maternas distintas,

El presente estudio se enmarca en la segunda fase del proyecto INMIGRA (INMI-
GRA-2_CM) que se desarrollarg de 2016 a 2018. En esta fase del proyecto pretendemos
analizar el corpus obtenide de las 5 convocatorias del Diploma LETRA con el fin de
detectar, analizar y encontrar soluciones a las dificultades especificas de la poblacién
inmigrante. Este diagnéstico incluye tanto el analisis de las dificultades lingiiisticas
(gramaticales, léxicas, fonéticas, pragmadticas) a las que se enfrentan los inmigrantes
que residen en la Comunidad de Madrid como la realizacién de investigaciones sobre
la influencia de una serie de variables contextuales e individuales en la consecucién del
examen LETRA. El presente estudio constituye el primer intento, dentro del proyecto
INMIGRA, de establecer la posible influencia del nivel educative formal en la compe-
tencia lingtiistica en espafiol como LE alcanzada por parte del grupo meta.
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2. METODOLOGIA
2.1. OBJETIVOS E HIPOTESIS DEL ESTUDIO

. . . . a
Como se sefialé anteriormente, el objetivo de este gsrut‘:ho fue examlpa:"nlzcizgﬁzgrcne
i i de trabajadores inmigrantes que viv
del nivel educativo formal de un grupe oaments
i ia lingiiisti aftol como LE, asi como en §
Madrid en su competencia lingiifstica en espi : !
er: las cuatro pruebas del Diploma LETRA, esto es, comprension lectorq ’(CL):niggg‘r:iegn
io iovi i interaccion escrita (EIE) y expresion € I i
i6n audiovisual (CAV), expresién ¢ in - _ "
:)ral (EIO). La hipétesis’ de partida fue que aquellos mfonngPFtI:Z con[un Igl;f&;lnef;;::t;a
i . i6 ¢l examen L , asi co
ior obtendrian una mayor puntuacion en ; ‘ 10 en cada
:llelepselis subpruebas, en comparacién con los que tenian un nivel de alfabetizacion bajo.
?

2.2. INFORMANTES

Para la realizacién del estudio, se consideraron los datos di éc;f R(:néi(;ila;o; gl(l)e] 4s)e
ia del Diploma .
taron en la tercera y cuarta convocatoria : 2
Fl))r; SIZI; Zzlc':ﬁllisis efectuados se excluyeron los datos de los informantes que no rezfllzarzﬁ
todas las pruebas del examen, asi como los datos de aquellos que no proporcionar
i i6n sobre su nivel educativo.
mfl.i,ramrifjleil':ra final estuvo compuesta por 49 2 informantes, 171 (2:4.8%) }om;jeshz 3{201
(65.2%) mujeres, de edades comprendidas entre los 161 ()i/ 1({; Z‘l f{r{:ss (lll\lfgjétmés ( 5éase
: , i amili
= 'D=10.66). A pesar de que se consideré un tot'r? de liag bistic: i
;Z;fazif la maym? prel:encia es la de las familias lmgﬁlstl(.:as a{roe;s;atllgadrg;?) lg:,c ifmi i)li
~85; =83: 16.9%), v afronigeriana (»=76; 15.4%).
eslava (#=85; 17.3%), romance (#=83; ' . Encunio el
izacid i dria considerar informantes
ivel de alfabetizacion, 177 (36%) informantes se po ¢ : ! SLL,
?z\:v Educated Second Language Learners) ya que temanlun glveéseg?gazg;gailc; é:ﬁ
i i i i i os dem
i rimaria o secundaria obligatoria), mlentrasl que demas 315 (€
Zztr':gldc:)s:oschillerato o habian recibido formacién profesional o universitaria (véase Tabla 2).

P4 i Porcentaje
gen lfzi::terna Freclllzncm = laje
oman 23 16.9
Romance o o
Eslava . >
Indoirania o

1 1
Uralica : g
Caucsica 1 o
Altaica ; o
Sino-tibetana b "y
Afroasiatica e

igeri 76 .
Afronigeriana o
Austronesa 3:5 o
ot 100.0
2

Total 49

Tabla 1: Distribucién de informantes por familia lingliistica.
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l:_We] edu.catlvo Frecuencia Porcentaje -
tn estudios 18 GENEROS ~ AREA CANAL ENUNCIADOR  ENUNCIATARIO EXTENSION
Primaria 3 3.7 TEMATICA
5
Secundaria 10.8 -Adulto extranjero en
106 . Laboral . -Empresas oo BT !
Bachillerato 94 215 b CL o Anuncio Profesional Escrito_constructaras, . Egaié?fgﬂgommm 8-30 palabras
Formacién profesional 19.1 ;
54 -Trabajador y R . .
Formacién universitaria 11.0 Perso_na.l ) estudiante Esmdlpnte extranjerc 106120
167 2 €L Cara {dmbito Escrito ; que se interesa por la Jab
Total 33.9 L extranjero de i | palabras
otal 492 cotidiano) espafiol experiencia laboral
100.0
. -Ministerio de
T; C Ty ot e . . Hoja Laboral ; ; ; ~Personal laboral de una .
abla 2: Distribucién de informantes por nivel educativo. 3CL e ativa Sanidad Escrito g::clégladyf’o!mca empresa 30-50 palabras
4 CL eclgﬁznim Personal Escrite  -Amigo -Amigo 30-40 palabras
2.3. INSTRUMENTOS DE RECOGIDA DE DATOS c o
ONVErsacion
. . 12
L 5 CAV caraacara Personal (Ovri?l]eo) -Amigo -Amigo ipmﬁalabms
a compe ia 1i i informal .
ol o] le;l;esnclaélrigmstlcz:l del grupo meta fue evaluada a través del Diploma LETRA (Cm o )'c
» e sefialé anteriormen 5 ’ onversacidn Cindadans extran b
EIO. El obieti te, esta compuesto por cuatro pruebas: CL, CAV, EIE 6 CAV camacam Adminisiative O -Administative = J 312p
¥ EIO. El objetivo fundamental de dicho examen es promocionar, facilitar v ’ (format) (videa) enbuscadeempleo - aprox.
: .. nar, facilitar y garanti
que los trabajadores inmigrante : ’ Y garantizar
s hayan alcanzado un ciert ini ek
ol Tt . o do ; efe
lingfiistica comunicativa en espafiol. L. ot . minio de competencia Conversacion -Director... i .
dirt p - Los objetivos especificos de su implantacion s 7 EIO  car acar Laboral oral “Personal de -Ciudadano extranjero 16 palabras
Irigen a que la persona migrante pueda; ¢ ffm:m;‘ Profesional emprosa de trabsjo ™ busea de empleo arox.
temporal
*+ Disponer de una com ia lingiiisti .
etenc
fosisn p ia lingilistica suficiente para el desempefio de su pro- Administracien | -Civdadano extranjero ;’e{::nm:ra
. 8 BIE  Formulario Administrativo  Escrito que solicita
* Entender lo que escuch 1 . General del Estado g 0o oorecion paiabras
ot ! ucha y lo que lee, hablar y escribir en espafiol para realizar aisladas
ba.erac]clt(:nes comunicativas relacionadas con el mundo laboral: bisqueda de tra
)0, elaboracién del curriculum vi y " . Correo . -Repr de  -Ciudad ]
trabajo, etc vitae, comprensién de los anuncios de ofertas de ® BB gecwonico oo Eseritd yn cep1 en inmersion 30-50 palabras
, etc.

* Poseer un imi i Ati i
s un conocimiento léxico, Pragmatlco ¥y sociocultural sobre el 4mbito laboral
" S q' $¢ mueve (peljsonas, instituciones, tramites), asi como sus derechos
obligaciones como trabajador y como ciudadano. ’

Tabla 3: Caracteristicas de las pruebas de CL, CAV, EIE y EIO del Diploma LETRA.

Es preciso sefialar que la evaluacién de las pruebas objetivas se basa en el nimero
de aciertos, mientras que la evaluacién de las pruebas de EIE y E1O se realiza mediante
el uso de plantillas de evaluacién en las que se consideran los siguientes parametros:

En definitiva, con este examen el candidato podré demostrar que es capaz de desen-

v ) . .
Ol]j::Szai::lt :;Iesl;t.a eﬁ::iaclla en subémblto laboral y de realizar trdmites administrativos
lcas de las pruebas de CL, CAV, EIE y EIQ frea
temdtica, canal de comunicacié , ’ ¢ e, Sxtuales frea

. n, contexto y extension de los text i
requeridas) se recogen en la Tabla 3 ( 4s i i s otoraciones
as) para mas informacién sobre los objeti

caracteristicas del examen se remite a la pagina; www.diplomaletra.com) yerivos y fas

- Expresién e interaccion global

« Organizacion y cohesion/coherencia discursiva
+ Competencia sociopragmitica

« Alcance y control de vocabulario

» Alcance y control gramatical

= Control ortografico/articulatorio

En cuanto a la prueba de EIO, se cuenta con dos evaluadores, el entrevistador, quien
realiza la entrevista al candidato y evalia su competencia oral a partir de una escala de
evaluacién holistica, y el evaluador, quien califica la actuacion del informante mediante
una escala de evaluacién analitica.
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3. RESULTADOS

Los estadisticos descriptivos de la puntuacién final de los informantes en el examen
LETRA, asi como en las pruebas de CL, CAV, EIE y EIO, se presentan en la Tabla 4.
Con ¢l objetivo de examinar hasta qué punto la edad de los informantes podria convertirse
en una variable confound, se efectué un andlisis correlacional entre esta variable y la
puntuacion final de los informantes en el examen. Los resultados arrojaron una correla-
cién negativa y estadisticamente significativa (+=-,166, p < .001), lo cual significa que
los informantes mas jovenes tendieron a obtener una puntuacion mas alta en el examen,

M SD
Puntuacion final en el examen LETRA 8.22 1.63
Puntuacion en la prueba de Comprensidn Lectora 8.60 2.10
Puntuacion en la prueba de Comprension Audiovisual 8.37 1.76
Puntuacion en la prueba de Expresitn e Interaccion Escrita 7.64 2.19
Puntuacion en la prueba de Expresién e Interaccion Oral 8.50 2.02

Tabla 4: Estadisticos descriptivos de las puntuaciones en el examen LETRA.

En vista a los resultados anteriormente presentados. en los Analisis de Covarianza
(ANCOVA) que se efectuaron para abordar el objetivo principal del estudio, la variable
edad se introdujo como variable de control. Segin los resultados obtenidos. hubo un
efecto significativo del nivel educativo en la puntuacion final en el examen LETRA {F(5.
485)=25.72, p < .001). Asimismo, y como cabria esperar, la variable covariada edad se
vinculd de manera significativa con la puntuacion final (F(5. 485)=23.09, p<.001)A
fin de examinar qué grupo difiere con qué otro, se llevaron a cabo las comparaciones
multiples mediante el método de Sidak. Como se puede apreciar a partir de la Tabla 5,

los informantes con un nivel educativo menor alcanzaron puntuaciones mas bajas en
el examen LETRA.

95% Intervalos de Conflianza

Nivel educativo Media Error Estandar Limite inferior lm
R e A T =

Sin estudios 5.85¢ 339 5.8 6.52
Primaria 7.01¢ 198 6.62 7.39
Secundaria 7.820 141 f ol 8.10
Bachillerato 871" 148 8.42 9.00
Formacién profesional 8.66° 195 827 9.04
Formacion universitaria 8.69° 12 8.47 8.91

Tabla 5: Medias marginales estimadas de la puntuacién final en el examen LETRA
corregidas respecto a la variable covariada Edad.

El mismo patron de resultados se obtuvo con respecto a las puntuaciones obtenidas
por los informantes en las pruebas de CL. CAV y EIE. Mas precisamente, se observo un
efecto significativo del nivel educativo en CL (F(5, 483)=41.04. P <.001), CAV (F(5,
485)=26.34, p < .001) y EIE (F(5, 485)=45.64, p < .001), siendo los informantes con
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menor nivel educativo (sin estudios, primaria, secundaria obligatoria) los que obtuvieron
puntuaciones mas bajas en comparacion con aquellos informantes que tenian. un ni\_.*e[
educativo superior (véase Grafico 1), Es preciso sefialar también que no hubo diferencias
estadisticamente significativas entre estos tres ltimos grupos. a excepcion de_1a pr.uet?a
de EIE en la que aquellos informantes con una formacion profesional y universitaria
alcanzaron puntuaciones més altas que los que habian cursado el bachillerato, y estas
diferencias resultaron significativas. Iy . .

En cuanto a la prueba de E10, aunque los resultados revelaron diferencias significati-
vas en funcion del nivel educativo de los informantes (F(5, 485)=2.78, p=.017), dichas
diferencias se detectaron solo entre los que habian cursado estudios de primaria y el
resto de los informantes, siendo los primeros los que obtuvieron puntuaciones mas bajas
en la prueba de EIO (véase Grafico ). !

Por ultimo, la variable covariada edad se vinculé de manera signiﬁcmlv? con las
puntuaciones en las pruebas de CL (F(5, 485)=22.78, p < .001), CAV (F(5, 485)=36.57,
p <.001)y EIE (F(5, 485)=25.63, p < .001) pero no con las de la pll'l.l\":ba .de EIO (F(5,
485)=3.40, p=.066), lo cual indica que la edad de los informantes influyé en su com-
petencia lectora. audiovisual y escrita (a menor edad, mayor puntuacion en CL, CAV y
EIE) pero no en su competencia oral.

i . 0N
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Grifico 1: Representacion grafica de las medias marginales estimadas de las puntua-
ciones en CL, CAV, EIE v EIO por nivel educativo corregidas respecto a la variable
covariada Edad.
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4. DISCUSION
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cognitiva, e incluso algunos afios de educacién formal pueden tener una influencia
positiva en el desarrollo de esta habilidad (van de Craats, Kurvers y Young-Scholten,
2006; Young-Schelten y Naeb, 2010; Young Scholten y Strom, 2006; ). Pot tanto, las
diferencias observadas en el presente estudio entre informantes con un nivel educativo
alto y bajo podrian deberse a diferencias en la habilidad fonémica.

En cuanto a la prueba de CAV, de nuevo los resultados mostraron que los informantes
con un nivel educativo superior obtuvieron una mayor puntuacion en comparacion con
fos que tenian un nivel educative bajo. Es preciso sefialar que las actividades de CAV
del Diploma LETRA han sido disefiadas para simular situaciones y actividades que
requieran del candidato fa puesta en practica de fos mismos procesos metacognitivos
que suponen las situaciones de la vida real (Bordén, 2006; Buck, 2001; Martin Leralta,
2010), y pretenden incluir 5 niveles de comprensién -fonético, semantico, sintactico,
pragmatico y cinestético (Flowerdew y Miller, 2005)- para que la compresidn que se
cvaltie mediante dicha prueba sea la mas cercana posible a una situacion real y auténtica.
Sin embargo, desde un punto de vista cognitivo, es cierto que la comprension audio-
visual es un proceso activo y complejo, en ¢l que el significado se construye a partir
de una interaccion entre (i) las caracteristicas del fmput, (i) los tipos de conocimiento
declarativo implicados y (iii) el uso de estrategias especificas para aumentar la com-
prensién (Chamot, 1993; Martin Leralta, 2010). El usc de estas estrategias dependerd
de factores individuales como la edad, el nivel educativo y la formacion recibida, entre
otros (Martin Leralta, 2010). De ahi que las diferencias observadas en el presente estudio
pudieran atribuirse a la falta de desarrollo de procedimientos estratégicos por parte de
los informantes con un nivel de alfabetizacion mas bajo, sea por la escasa formacion
recibida o por tradiciones educativas diferentes.

Por lo que respecta a los procesos de produccién escrita, la investigacion empirica
ha mostrado que la escritura constituye una tarea demandante en recursos atenciona-
les y de memoria, € interactia de manera compleja con otros factores contextuales y
afectivos. lo cual la convierte en una tarea mucho mds exigente que otras actividades
humanas (Flower y Hayes 1981; Kellogg, 1986, 1999, 2008; Olive y Passerault, 2012).
Segun Kellogg (2008), llegar a ser un escritor experto requiere més de dos décadas de
maduracién, instruccion y entrenamiento. Juffs y Rodriguez (2008), por su parte, se-
fialan que un bajo nivel educativo lleva consigo una menor exposicidn a inpul escrito,
lo cual puede dificultar la adquisicion de la habilidad escrita. Dichas afirmaciones, ¢l
hecho de que la escritura en una LE supone un mayor grado de complejidad cognitiva
en comparacion con la escritura en la lengua materna, as{ como la mayor importancia
concedida a la adquisicion de un nivel de compeiencia oral alto, al menos en un contexto
de inmersion, podrian explicar las diferencias observadas entre aquellos informantes

que nunca recibieron o recibieron muy poca instruccion formal en su lengua materna y

los que contaban con un nivel educativo superior {para resultados similares con pobla-

ciones inmigrantes véase Boon y Kurvers, 2008, Kurvers, 2015, Kurvers, Stockmann y

Dalderop, 2015, y Kurvers, Stockmann y van de Craats, 2010).

Contrariamente a lo observado en las demas destrezas, los resultados del presente
estudio mostraron qué ni la edad ni el nivel educativo influyeron en las puntuaciones
obtenidas por los informantes en la prueba de EIO. Este resultado se debe seguramente
al hecho de que los informantes del estudio, inmigrantes residentes en la Comunidad
de Madrid, estén todos en situacion de inmersion y hayan desarrollado de forma mas
significativa su capacidad de expresion e interaccién oral en sitnaciones de la vida
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cotidiana. De hecho, para muchos de ellos la situacién planteada en la prueba de EIO

(proporcionar datos personales, describir ¥ comentar para qué sirven una de serie de

documentos -como la tarjeta de residencia o la sanitaria- con los que la mayorfa de
los inmigrantes estdn familiarizados, etc.) podria considerarse relativamente sencilla.

Los estudios sobre adquisicién de LE en un contexto de inmersion demuestran que
dicho contexto favorece el desarrollo de la competencia oral (DeKeyser, 1991; Lafford,
2004). Asimismo, las investigaciones que comparan la adquisicién de una LE en un
contexto de inmersién y de no-inmersién coinciden en que la interaccién con nativos en
un contexto de inmersién mejora la capacidad comunicativa y de interaccion oral (Cook,
1991; Klein, 1986; Krashen, 1988), a diferencia de lo que ocurre con los procesos de
lectoescritura, cuyo desarrollo requiere instruccion explicita y formal (Meara, 1994).
De ahi que hubiera sido especialmente interesante examinar en qué medida los afios de
residencia en Espaiia o el tipo y las caracteristicas del input al que estan expuestos los
informantes influyen en sus resultados en esa prueba. Con esto se reconoce una de las
limitaciones del presente estudio.

La segunda limitacién que se ha de mencionar es de cardcter metodolégico, pues no
se consigui6 una homogeneidad con respecto al sexo y al nimero de informantes por
nivel educativo. La mayoria eran mujeres y el ntimero total de informantes con un nivel
educativo bajo fue menor al de aquellos con un nivel educativo superior,

Por iltimo, es imprescindible sefialar que en los resultados obtenidos podrian haber
influido una serie de variables no controladas pero de suma importancia a la hora de
interpretar las diferencias en el nivel de competencia lingiifstica en una LE por parte
de diferentes hablantes, entre otras, el niimero total de horas de instruccién formal en
espafiol, el nivel de alfabetizacién en la lengua materna evaluado mediante instrumentos
estandarizados, y el nivel de competencia lectora, escrita, audiovisual v oral en el mo-
mento de llegada al pafs de acogida. Efectivamente, todas estas limitaciones dificultan
la extrapolacién de los resultados del presente estudio a inmigrantes de otras LE o a
inmigrantes residentes en otros paises.

5. CONCLUSIONES

A modo de conclusién, los hallazgos del presente estudio revelaron la importancia
que desempefia el nivel educativo en la lengua materna de un grupo de inmigrantes de
la Comunidad de Madrid en su competencia lingfiistica en espafiol como LE, tal y como
esta fue evaluada a través del Diploma LETRA. Recordemos que el Diploma LETRA se
cred con ¢l objetivo de motivar al alumnado inmigrante a desarrollar una competencia
lingilistica en espafiol que le permita involucrarse de manera satisfactoria en los ambitos
laboral y administrativo, Los resultados de esta investigacién remarcan una necesidad
de reforzar las practicas educativas mediante el disefio de actividades especificas para
que todos los candidatos, y especialmente los iletrados, puedan desarrollar estrategias
adecuadas para alcanzar un nivel de competencia més alto en la lengua espaficla, sobre
todo en lo referente a las habilidades de lectoescritura, Partiendo del postulado de que
un mayor dominio de la lengua de la comunidad de acogida favorecera y facilitara el
proceso de integracion de la poblacion inmigrante y mejorard su situacién emocional y
laboral (Baralo, 2014), la investigacion futura deberia indagar sobre cémo una serie de
variables individuales, contextuales y afectivas influyen en el proceso de aprendizaje
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y adquisicién de LE en el contexto del aula, as'i como en la consslcucflon d;_e n;ﬁagt;r;:,
como el LETRA, que han sido disefiados especlﬁcament'e para poblaciones de ;gas diﬁ-.
Dicha investigacion deberia complemen.tarSf: con un diagnostico rlg;umsoaﬂneS o
cultades especificas comunes a alumnos 1nmlgrantes con le:.n:guaslmf;ltemascién SC;Cial ;
ello, con el afén de aportar soluciones y mejoras que faciliten la integra

laboral de la poblacién inmigrante de Espafia.
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MY PLAN: COACHING FOR LESLLA LEARNERS IN THE NETHERLANDS
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ABSTRACT: ‘My Plan’ is a weekly group conversation used by LESLLA learners for dis-
cussing their long-term and weekly goals for learning outside the classroom. The GROW
model used in coaching has been adapted for a LESLLA classroom context. The teacher
takes on the role of a coach and has a non-directive attitude toward the learners. The coach-
ing teacher asks questions that Jead to awareness, responsibility, confidence and ownership
by the learner, such as ‘Why do you want fo learn Dutch?’ How much time do you want
to spend on study and practice?” and ‘What do you want to do this week to learn Dutch?’
The teacher can gradually withdraw as the leader of the group conversation, so that the
learners can coach each other in pairs. Coaching can help leamers become more aware of
their motivation and goals, develop confidence and take over ownership of their learning.

KEYWORDS: coaching, classroom practices, LESLLA learners, self-directed learning,
learner autonomy.
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1. INTRODUCTION

As courses for LESLLAZ? learners in the Netherlands tend to get both shorter and less ]
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2. BACKGROUND

ma’g:ed?g};;oaflthf ‘My Pllian’ is based on coaching. The term “coaching” can refer to
cnt things, such as mentoring, advising, guidi i

' . . S, SU entoring, , guiding, or helping. Th i
described in this article is non-directive coaching, as developed byliﬁllgitmofec(ozaﬂcél;)]g

2.1 PrincipLEs oF CoAcHiNG: THE GROW MOoDEL

fouzg:r:%];‘r;);::h.m ogf experlmept was bas9d on coaching as defined by one of the
Wiy of coach }lln%t > ir John Whltmore._ln h‘IS boek, Coaching for Performance (2009)
i e at the essence of cqachmg is unlocking peeple’s potential to maximize,

wn periormance. A coach believes that people are capable of much more then

2. LESLLA stands for Literacy E i
wlosin o cy Education and Second Language Learning for Adults. See
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they show and sees them in terms of their potential, not of their past failures. To use
coaching successfully, the coach has to adopt a more optimistic view of the dormant
capability of the person being coached (the “coachee”).

The first key element of coaching is awareness. That awareness leads to skill was
discovered in the eighties when this form of coaching was being developed for sports
(Whitmore, 2009: 10). Awareness is empowering, because one is able to control that
of which one is aware. Responsibility is the second key concept of coaching. Telling
someone to be responsible does not make someone feel responsible. This involves choice.
When the coachee truly chooses and takes responsibility for his goals, his commitment
to them rises, and so does his performance. Third, building self-belief is a major goal
of the coach. Experiencing success is the most effective way to build this self-belief.
The coachee needs to know that his success is due to his own efforts,

In order to provoke awareness and responsibility, the coach follows a sequence of

questions called the GROW model:

Goal setting for the session in both the short and long term
Reality checking to explore the current situation

Options and alternative straiegies or courses of action
What is to be done, When, by Whom, and the Will to do it (Whitmore, 2009: 55)

2.2 CoacHING IN A LESLLA CONTEXT

Coaching as described above can be problematic in a LESLLA classroom context
for several reasons. Individual coaching demands considerable time. Also, the learner
needs a high level of L2 proficiency and abstract thinking to be able to follow a classical
caaching session. In the reality of a LESLLA classroom, there is often little time for
individual learners, as learners have a low L2 proficiency level and are not yet familiar
with abstract thinking.

There is also the issue of other cultural orientations. Non-directive coaching is a
concepi that was developed in the Western world. Coaching implies typical Western
values, such as the individual being the central point of focus, and self-realization being
a noble goal to achieve in life. Also, the way the coach and the coachee communicate
is typically Western: The coach asks direct, personal questions, and the coachee is
supposed to answer them openly and honestly, without worrying about losing face or
hurting anyone’s feelings. Rosinski (2003, pp. 54-55) offers a framework for what can
help coaches to become more sensitive to other cultural orientations,

2.3 THE Erasmus+ PROJECT - AUTONOMOUS LITERACY LEARNERS! SUSTAINABLE RESULTS

From 2014 to 2016, six European partners participated in the project Autonomous
Literacy Learners: Sustainable Results (ALL-SR), which developed and piloted
an approach to self-directed literacy learning. In this European Erasmus+ project,
coaching was used to help learners develop their own literacy skills through self-
directed learning. The results of the project are available online at www.itta.uva.

nl/learnerautonomy.
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My Plan is based on similar coaching principles as ALL-SR, but has a different
focus and scope. My Plan was used in a classroom setting to allow learners to become
more aware of their motivation, goal and plans to practice, while the ALL-SR project
focused on developing personal learning strategies through coaching, independent from
a classroom setting. Also, the ALL-SR was a much larger project, with coaching pilots
in different settings in three countries: UK, in the workplace, the Netherlands, in com-
munity settings and in Germany, at schools (Feldmeier, 2016).

3. CONTEXT OF THE COURSE

My Plan was developed and piloted during a ten-week course on Dutch in the
Workplace, from Janruary 2016 to April 2016. The group consisted of five learners, all
cleaners at a mental health care institute in the Amsterdam area in the Netherlands. The
learners were offered a 20-week course on Dutch in the Workplace that was financed by
the Dutch trade union for cleaners. The curriculum of the course was already set and
focused on using the Dutch language at work. Examples of language goals in the cur-
riculum are: understanding instructions, calling in sick, knowing your rights and duties
as an employee, describing tasks, and interacting with patients and colleagues. After 20
weeks, the learners had to take an oral assessment, in which their communication skills
at work were tested in several role plays. The goal of the course was to reach level A2
for the practical oral tasks®. Figure 1 shows the background of the five learners.

Leamer ( Gender | Age | Country | Time in the | Years of Years of Dutch Dutch
of origin | Netherlands | previous | experiential proficiency | proficiency
education | learning level level

Dutch in the | reading & speaking &
classroom writing listening

D. m 48 | Ghana 6 years none None Q Al

H. m 51 | Morocco | 22 years 5 2 Al Al

L. f 38 | Spain/ 3 7 None Al Al
Morocco

M. m 42 | Nigeria 4 years 4 None Al Al

N f 22 | Pakistan | 4 years 10 1 Al Al

Figure 1: Background of the Learners,
4. METHODOLOGY
4.1 A SivpLiFiED GROW MopEL

The GROW model was adapted by simplifying the sequence of coaching questions to
a set of here-and-now questions that came up every week. Less context-rich questions

3 A2 is a proficiency level described in the Common European Framework of Reference for
languages (CEFR) (Council of Europe, 2001).
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were left out; e.g., typical coaching questions such as “What steps can youlzjdf:ngfz; 113
what is their time frame?” and “What if you knew .the ans.wer‘? What wouf hlt e i
the questions a coach can ask about the goal, reality, pptmns and plan 0 t e% coahort-
were reduced to five questions for long-term goal setting and five questllons or s
term goal setting, by and large following the order of the GROW model.

4.2 SETTING LONG-TERM GOALS

The first sessions of My Plan were group conversations about long-term goals. The
teacher asked each learner:

1. Why do you want to learn Dutch?

2. What is your plan?

3. How much time do you need to reach your goal?
4, How much time do you want to invest?

5. When do you want to take time to study?

The teacher would invite another member of the group to summarize the [?lan of Fhe
other, and so facilitate understanding each other, listening to each other, and improving
the attention span of the learners.

4.3 MakiNG A PLan For THE WEEK

In subsequent sessions the coaching took place in pairs and focused on setting a
learning goal for the coming week. The questions were:

1. What are you going to do this week to learn Dutch?
2. Where are you going to this?

3. When are you going to this?

4, Who can you ask for help?

5. Can I ask you next week how your plan went?

The learners were able to coach each other without the help of the'teacher. Someti‘mes
they would coach differently from the teacher, for example, by asking many questions
all at once or by advising their peers (see Figure 2).
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When the chicken soup is finished, I'm going out.

D: [T goto the house of my friend. Then I'll talk a bit,

Then I go back home and look at the Dutch lessons,

At what time are you going to read?

M: [ And at what time are you going to ask someone if your reading and your talking is good?
When can you ask someone for help?

D: | Is difficult with my friends. Nobody speaks Duich well,

Look, Tam telling you this now, look. you're taking Dutch classes now, right?

As for me, 1 used to hang out only with Africans and | only spoke my own language. That
M: | was not good for me. Now 1 look for people I can practice my Duteh with. You should do
the same. Look for a man, a woman, it doesn't matter who it is, Not only ‘Ghana Ghana
Ghana'. That's not good.

Figure 2: Fragment of the Transcript of a Conversation hetween Learners D, and M.

As shown in Figure 3, the learners memorized the coaching questions, sometimes
mixing them up, but still staying close to the essence of coaching.

N: | What do vou study?

L: | My book, about working in the Netherlands. And also the homework.

N: | What are you going to learn from your book?

L. |Vwanttolearn phrases. It is good for me to repeat them.
" |So. 10 repeat the phrases. Also. [ want to do the homework.

N: |15 this book difficult or easy for you?

L The baok is fine, but there are days that my head is completely full, then looking av it is
© | really difficult.

N: | Okay, so do you have someone to help you at home?

L: | There are days [ ask my daughter. When there are phrases 1 don't understand, 1 ask her.

I ask her 1o take a look, il it's correct or not.

N: | Okay. and if your daughter doesn't understand it either, then what?

L No, it’s fine you know, because my daughter speaks Dutch really well. She learned it at
| school.

N: |L. do you practice every day?

Ex No, I can't every day.

N: | What times? And which days?

L: | Three or four times a week.

N: | Friday or Saturday? Which day do you practice?

L: | Monday, Wednesday. Thursday also. Nol on weekends, then I'm really busy.

Figure 3: Fragment of the Transeript of a Conversation between Learners N. and L.

4.4 LookinG Back AT Last WEEK'S PLAN

Every week the learners asked cach other how the plans of the week before had
turned out. This step was important, both for cultivating awareness about reality and
for building confidence. Often, learners were confronted with unexpected events that
made them change their initial plan. They became aware of how hard it was to carry
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out a plan when you have so many other responsibilities and tasks. However, they
were often successful at carrying out their plans Every success, however small, was
celebrated by the group.

4.5 WeekLy Grour DISCussion

As shown in Figure 4, My Plan formed a part of the weekly lesson program. T‘hg: ques-
tions were always the same, allowing the learners to memorize them. In t}.w beginning,
only the teacher took on the role of the coach and led the group conversation. After the
third lesson, the teacher started experimenting with peer coaching. The learners would
coach each other in pairs. There were also small group conversations, but the teacher
did not direct the conversation as much anymore.

i ary! 20l | Translation:
Les Il Dlnso'.u\?} 5 apr

Prn!. e Mun plan Lesson 11 “P“Sday A[:ll‘il 3, 2016
©= e Samazn, - =

il 7 Talking together: My plan
s Lian. B 'sc'-«l:wr-
@ de bal  wibspraak oo foman Reading and wriling

[ Practicin pranu wciation: the ball
kg wol hak e emng
e Soman. r:uaL i |

al

it dﬁ) siiihatls dminie. s Leaving for home (3 p.m.)

Figure 4: My Plan as Parl of the Lesson Program Every Week.

5. RESULTS

The five learners in this case worked with My Plan for only ten weeks, s0 long-term
results cannot yet be reported. However, the learners and the teacher did report an
increase of confidence and a rise in awareness and responsibility. 5very le.ame.r had a
long-term goal and an intrinsic motivation for learning Dutci} and improving literacy.
Some wanted to find a better job. others wanted to commumf:ate beu.er at work. The
learners experienced great enjoyment in the coaching and noticed an increase in team
spirit and well-being.

When asked about learning activities outside the classroom, the learners rc_eponed that
they had not managed to do everything they planned to dc_. but that megf did get more
done at home, They were proud of that, and at the same time they realized that there
was still much to be done to reach their goals. »

The teacher found that in comparison to learners in similar language training courses
without coaching, these learners were more active outside the classroom. They also
developed more realistic ideas of what it takes to learn Dutch ‘and were more aware of
their motivation and goals. The teacher’s most surprising ﬁnd%ng was that the learners
adopted her coaching attitude. They had carefully observed their teacher and afier a few
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weeks imitated not only her sentences, but also her tone and even her body language
when.coaching. This brings into mind the research of Rogoff et al. (2003: 175-203), that
descrlbes. !mw keen observation and listening-in are valued and used in some cul’tural
communities in which children are part of mature community activities. Observing and
imitating the teacher as a coach may well be a way of leamning that suits the cultural
orientations and learning styles of the learners.

6. RECOMMENDATIONS FOR FURTHER USE

Co.aching for LESLLA learners can be applied in various other contexts than the one
desc.:rlbed here. The non-directive coaching approach can be integrated into classroom
seltings, in informal learning with the help of non-professionals, or in support groups
of refugees. Some recommendations for further use of My Plan are presented below.

6.1 NEeD FOR Goob COACHING TRAINING

The most important condition is having a teacher who is well trained as a coach.
Teachers who want to use coaching in their classroom will have to invest time and energy
to chome familiar with the principles and practice of coaching, through self-study or
training, This will take some effort, since coaching is not a trick or a simple technique
Coaching demands a non-directive attitude of the teacher, and it might take some timé
f‘or teachers to get used to this. Asking the right coaching questions in simple language
1s not easy: It needs a lot practice and includes trial and error.

6.2 IMPLEMENTING COACHING TECHNIQUES 1N A TEAM OF TEACHERS

Coordinators and program developers who would like the teachers in their program
lo adopt a more coaching attitude are advised to implement coaching in a sensitive
manner, It would be somewhat contradictory to introduce coaching top-down in a team
while free choice is at the very essence of coaching, Coaching should be an option, no;
a mandatgry way of working, When a team is enthusiastic about coaching and wants to
start a training course, they will need time and opportunity to study and practice. It is
recommended that coaching training is embedded in a broader learning environment.
For ex.ample, after the training, teachers could continue to learn through peer review
To facilitate their own self-directed learning in the longer term, it is conceivable thai
the teachers will be supported by a coach themselves.

6.3 ExpLANING COACHING TO THE LEANER

. Not only the teachers, but also the learners may need time to get used to coaching
in the Flassroom, since learners often expect the teacher to direct the learning process
including giving homework and telling the learners what else to do to practice at home,
Talking about the reason for coaching with the learners is recommended. This can be'
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done in simple words, for example, by asking the learners how children learn to walk.
When and where do they practice? How often? Is it easy? Do they get help? How long
does it take before they can walk really well? Most learners know how children learn
to walk: they have seen it around them many times, They will tell their teacher that
children practice all the time, that they often fall, but that they do not give up trying,
that they use the couch and the coffee table and their older brothers and sisters for sup-
port. The teacher can then explain that learning to read and write in a new language is
similar. Coming to class a couple of hours a week to practice is not enough to learn the
language. Children do not learn how to walk by practicing a couple of hours a week
either. However, the learners are adults, not children. This is why learners are invited
to make a plan for practicing. It is important to make a plan, because adult learners
usually have more to do in a day then just studying. That is an important difference
from a small child, who can dedicate all of his/her time to a specific goal. Teachers
may discover that learners are very capable of reflecting on the reasons for working
with My Plan, as long as the subject is embedded in a context they can relate to, such
as the example of the child who learns how to walk.

6.4 Tue L2 PROFICIENCY LEVEL

What level of the L2 do the learners need to have to be able to work with coaching?
It is preferred not to set a certain minimum proficiency level, since the skill of LESLLA
learners is often hard to assess with a standardized test. It takes time and the trust of learners
to discover their true ability to communicate in the L2. Naturally, learners need to have
a basic vocabulary in the L2 to be able to understand and answer the coaching questions,
somewhere between CEFR Al and A2. Teachers are encouraged to try out coaching and
carefully observe how learners react. In our experiment, the learners could follow My Plan
at CEFR level Al. They greatly appreciated the interest of the coaching teacher in their
goals, lives, and plans, which motivated them make an effort to speak in the L2. When
working with the approach of My Plan, the same questions are repeated every session,
so emergent learners get time to come to understand the questions over the weeks. They
also build vocabulary. One of the learners in our case was mostly listening in the first
sessions. He nnderstood, but he couldn’t or wouldn’t talk. Around the seventh week, he
suddenly told the group more about his plan. He had been thinking about it all the time.

The learners described in our case were emergent learners. They all had a proficiency
level around CEFR A1. When tested, they wouldn’t pass level CEFR A2, because none
of these learners was able to speak in more-or-less correct sentences yet. However, they
were able to talk about much more than just very familiar topics close to their own world,
which is typical for level Al. The reason for this was that their world was quite large,
because they all worked. They had to communicate in Dutch in a range of situations at
work every day. Learners are often remarkably adept at getting a message across with
very limited L2 proficiency. The learners in this case understood each other, but native
Dutch speakers who are not used to “foreigner talk” were unable to follow what they
were saying. So it is also dependent on the ability of the teacher to understand and
translate learner language to standard L2.

Working in a group with various language levels is an advantage. The learners who
are more proficient can help learners with a lower level. Learners also learn the L2
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through the coaching. Since My Plan is repeated every week, learners build vocabulary
by listening to each other and by repeating the questions. Not all the learners understand
My Plan the first time, but after a couple of weeks they get the meaning of it.

Also, it is important to realize that learners generally understand much more than
they can express in the L2, Furthermore, we are dealing with responsible adults, who
are parents, workers, partners, and citizens, The fact that they are low-literate or non-
literate does not mean they have a low intelligence.

When working with learners who have hardly any understanding of the L2 yet, the
L1 can also be used. This could be especially practical in groups with a shared L1, such
as Eritrean or Syrian refugees. In this case, the coaching teacher will need the help of
a more advanced student to translate the coaching questions and answers.

For successful coaching in the L2, the language use of the coaching teacher is just as
important as the proficiency level of the learners. Much is dependent on the competence
of the teacher to speak in correct but simple sentences and to make abstract concepts
concrete and real for the learner. Also, a teacher who has clarity himself about what he/
she is doing as a coach would logically communicate much more clearly than a teacher
who is still trying to figure it out himself.
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ANALISIS DE LOS PROGRAMAS DE ESPANOL COMO SEGUNDA LENGUA
PARA ALUMNOS INMIGRANTES CON BAJO NIVEL DE ALFABETIZACION
EN DIFERENTES CENTROS

ANALYSIS OF THE TEACHING OF SPANISH AS A SECOND LANGUAGE TO
LESLLA LEARNERS IN DIFFERENT CENTRES

LAURA ISABEL PICORNELL GONZALEZ
Cdritas Diocesana de Almansa en Albacete, Espafia

ABSTRACT: The aim of this articie is to carry out an analysis of the most signiﬁc_:ant
characteristics of the Teaching of Spanish as a Second Language to immigrants in a
NGO context. It usually involves the work of unqualified volu.nteers who try to find
alternative ways to complement this kind of teaching so that it improves.

RESUMEN: El objetivo principal de este trabajo es realizar un analisis c'le las caracteris-
ticas principales de la ensefianza de espaficl como segunda lengua destinada a alumnos
inmigrantes adultos dentro del contexto de una ONG; una ensefianza que‘: suele estar
frecuentemente en manos de voluntarios no cualificados para esta labor, quienes buscan
diferentes soluciones para mejorar su trabajo.

KEYWORDS: Spanish, teaching, immigrants, volunteer, programme, analysis

PALABRAS CLAVE: espafiol, ensefianza, voluntario/a, programa, analisis

1. INTRODUCCION

La ensefianza de espafiol como segunda lengua a inmigrantes ha sido durante mucho
tiempo considerada como una disciplina separada del resto de ramas dentro del campo de
la didactica de lenguas. Ademds, debemos affadir que esta docencia estd frecuentemente
en manos de personas voluntarias sin formacion especifica en ensefianza de segundas
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lenguas y que, con los escasos recursos que ofrecen las ONG en las que suelen impatr-
tirse las clases, no es ficil el desarrollo de ese contexto de ensefianza.

Por eilo, este trabajo tiene como finalidad profundizar en el conocimiento organizativo
de diferentes programas de espafiol para inmigrantes ofrecidos en centros de la ONG
Caritas Diocesana en la provincia de Albacete y averiguar cuéles son sus principales
caracteristicas como pueden ser ¢l perfil de los docentes y alumnos, los materiaies o
recursos, la metodologia empleada en las clases, asi como las instalaciones de que
disponen, entre otros aspectos,

Este andlisis también pretende dar a conocer estos cursos de espafiol y evitar asi
el aislamiento que frecuentemente los caracteriza y proponer, en el caso de que fuese
necesario, propuestas de mejora que faciliten el desarroilo de esta labor.

En cuanto a la estructura del articulo, podemos sefialar cinco partes diferenciadas: un
breve acercamiento a la ensefianza de espaifiol a inmigrantes en el contexto de una ONG,
la descripcion de la metodologia empleada en la investigacién, el analisis de los datos
obtenidos sobre los programas de espafiol ofrecidos por diferentes centros, asi como

una interpretacion critica de estos datos, para finalmente presentar unas conclusiones y
propuestas de investigacién futuras,

2. LA ENSENANZA DEL ESPANOL COMO SEGUNDA LENGUA EN EL
CONTEXTO DE UNA ONG

La creciente llegada de la «inmigracién econémican, es decir, aquella inmigracion
que busca la mejora de sus condiciones de vida en otro pafs ¥ que se caracteriza por ser
el grupo «més motivado y el més necesitado de trabajo urgente y eficaz acercamiento a
la segunda lenguay {Andion, 2006:20} es la que frecuentemente acnde a los programas
de espafiol ofrecidos por diferentes ONG, pues sus condiciones socicecondmicas no les
permiten asistir, por lo general, a cursos de cspafiol estandar. Este tipe de aprendientes
debe alcanzar de manera relativamente rapida un nivel de espafiol minimo que les permita
desenvolverse en su dia a dia ¥ poder integrarse en la nueva sociedad.

Diferentes ONG ofrecen, entre otras acciones de apoyo y promocién social a grupos
en riesgo de exclusion social, cursos de espaflol para inmigrantes con el fin de colaborar
con su integracién en el nuevo pais, en este caso Espafia. Sin embargo, es frecuente que
estos centros no cuenten con los recursos tanto humanos como materiales necesarios
que faciliten la labor docente.

En lo que respecta a Céritas Diocesana, nacida en Espafia en 1942, cuenta, ademds de
con otras acciones sociales, con programas relacionados con la lengua como pueden ser
el apoyo de traductores e intérpretes y centros interculturales ¥ lo que mds nos interesa,
los centros de formacién encargados de la alfabetizacion y la ensefianza de la lengua.

Frecuentemente, la ensefianza de espafiol a inmigrantes suele estar empariada por unas
connotaciones negativas en lo que al perfil de los alumnos se refiere. Son habituales
los estereotipos negativos que caracterizan a los alumnos inmigrantes por sus caren-
cias, normalmente sociales o econdmicas ¥ no por sus virtudes o habilidades, dejando
de lade, como sefiala Miquel (1994:5), que «son hablantes de su lengua materna» y
«tienen la visién del mundo organizada a través de su lengua y a través de su culturay

por lo que poseerdn una serie de mecanismos y estrategias que les ayudaran a la hora
de aprender nuestra lengua.
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Estos estereotipos negativos, entre los que estd el desconoc'imic.:nto de nuestra lit?n-
gua, son solo la punta del iceberg del perfil de los alumnosl mmlgrfmtes, como 131;
sefiala Ojeda (2008: 1). 8i conociésemos mejor a este celectivo, seriamos teshgs:ces
las capacidades que tienen como aprendiel?tfas de segundas !enguas y que muchas
quedan encubiertas por las ya citadas debilidades o carencias. . .

En este contexto de ensefianza, es comin que los programas de espafiol estén C;l'l
entados hacia la alfabetizacion del alumnado, una alfabejclzacu’)n que no en tod'o's gs
casos se desarrolla con éxito bien por falta de recursos, bien por falta de formacién de

re ofras causas. . .
105:;:;12:,5;:;;“05 gue sefialar que la alfabetizacion deb'eré ser siempre una opplté::
del alumno, pues a pesar de que puede llegar a ser un obsfacul'o lmpoﬂantt; en su 11‘1j -
gracion, «la falta del conocimiento de la lectoescritura no 1m.l?llca siempre la necesi .
de aprenderlo» (Molina, 2007: 2) puesto que «la alfabetizacion no es necesaria para
aprendizaje de lenguas» (Villalba y Herndndez, 2010: 170). ’ i s

Esta alfabetizacion dsberd asentar sus bases en la metodelogia comunicativa, p 1
¢s la que responde perfectamente a las necesidades de los alumnos 1nm1gr'c1ntes y sg (1
sobre ella tendremos que construir los programas, pues los alumnos son e cex}tl:o e
proceso de ensefianza y aprendizaje y deberan part1c1par.en la toma fle de(‘:;]mﬁ;]es’
asi como fomentar en ellos el auteaprendizaje y su capacidad estratéglca‘l (\/'1 alba y
Hernéndez, 1995). La lengua serd considerada como instrumento de comumcacu’)n3 pues
«su necesidad mas imperiosa es entender el mundo que les rodea y poder comunicarse

en los ambitos que deben desarrollarse» (Miquel, 2003: 4),

3. METODOLOGIA

Para llevar a cabo el analisis de los programas de espafiol de los diferentes gentrrins
de Céritas de Albacete, partimos de la teorfa de Richards & Rodgers ‘(1986) gracias c'cllrea_\
cual podremos establecer en ellos distintas reas de estudios. En primer lugar, ‘.lenn "
mos en cuenta el perfil del profesor y mas especificamente su formacion, su page zién
organizacion de los cursos, su experienisia en la ensefianza del espaf’lol, su -1’1.10 l:;n Sus,
las principales dificultades a las que tiene que hacer frente y 1? mteraccn(lm o sus
alumnos. En segundo lugar, en cuanto al papel del al}lmn.o, anahzare1:r10§ e orlg,.ﬁ s 1
edad, la formacion, su papel en el programa, sus meotivaciones, las principales b’lr CL;I;
tades que tienen, asi como su evaluacion. En tercer lugar, nos centrare_n;os 1ar;1 ]f:r o
el papel de los materiales de ensefianza, pues s,eré necesario conoct}an;i snl 0s ;/()mlﬁlos o
disponen de variedad de materiales y si estos estar.l e_ldaptados al pEI:ﬁ e dos ]a ud.scﬂ;rtes
destrezas que ponen en practica, as{ como las opiniones y valoraciones de OT i pontes
y docentes en relacion con estos. En cuarto ]ugar3 nos fijaremos en la n;.}tura eza eiean
actividades que se proponen ¢n el aula 1pa;'a averiguar asi la metodologia que emp

i su modo de entender la lengua.
IOST\(,)(:il(';lst1 t:srtl(()); Zspectos nos permitirdn obtener una panoramica de los cursos que ]nfti)s
facilitara la labor de caracterizarlos y determ.inar sus puntos fuertes y débﬂe::i con eﬁolll
de preponer mejoras y orientar a los voluntarios en su .traba:]o como docentes e’ espa de;

Nuestra muestra, aunque pueda parecer poco_mgmﬁcatlva por el escaso numerto e
patticipantes que tiene, supone una representacml? reahpent.e importante dell.t.c(?naf;):es
en el que nos hemos introducido para realizar esta investigacién. Nuestros particip
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serdn 5 voluntarios encargados de desempefiar la iabor de docentes de espafiol para in-
migrantes adultos en diferentes centros de Céritas situados en algunas de las principales
localidades de la provincia de Albacete, provincia que cuenta con un 14% de la poblacion
total de inmigrantes en edad de trabajar de la comunidad de Castilla La-Mancha. Las
localidades que han formado parte de esta investigacion han sido Albacete, Almansa,
Caudete y Villarrobledo.

Los métedos de recoleccion de datos empleados en esta investigacién han sido re-
sultado del enfoque mixto que se ha adoptado, el cual nos permitiria llevar a cabo una
triangulacién de los datos obtenidos. Asi, debemos sefialar que se ha empleado tanto un
instrumento cuantitativo, un cuestionario, como un instrumento cualitativo, entrevistas
personales semiestructuradas. El primero nos permitié abtener un primer acercamiento a
la naturaleza de estos programas de espatiol para posteriormente conocer més de cerca e
indagar més sobre ellos y descubrir si exist{an diferencias entre las respuestas ofrecidas
en las encuestas ¥ aquello que nos contestaran durante las entrevistas para poder levar
a cabo una triangulacion de los datos. Por iltimo, una vez finalizado el andlisis de los
resultados de ambos métodos, se procedié a un andlisis global de dichos resultados con
el fin de obtener las conclusiones de nuestro proyecto de investigacion.

4. ANALISIS DE LOS DATOS OBTENIDOS

4.1, CUESTIONARIOS

Comoe dijimos anteriormente, los cuestionarios nos ofrecieron las primeras ideas acerca
de estos cursos de espaficl con ¢l fin de orientar la segunda parte de la recoleccién de
los datos, es decir, la elaboracién de las entrevistas personales.

Los principales resultados obtenidos de estos cuestionarios pueden dividirse en dos grupos,
por un lado, aquellos resultados que son comunes a todos los centros encuestados (Tabla
1} y, por otro, diferentes y significativas desigualdades que presentan los citados centros:

Voluntarios procedentes del sector educativo

Creacitn de una programacién propia

Elaboracién de matetiales propios :

No utilizacién de recursos de voluntarios anteriores

Ausencia de medios audiovisuales :

La ensefianza y aprendizaje de la gramdtica como principal obsticulo

Combinacién de los métodos sintético y analitico para la aifabetizacion
Desarrollo de las 4 destrezas en clase

Edad media de los alumnos de unos 35 afios.y origen magrebf o de Europa del Este
Satisfaccién con los materiales disponibles

‘Materiales adaptados @ los alumnos

Mayor niimero de alumnos no alfabetizados

Alta motivécién de los alumnos :

Tabla 1: Caracteristicas comunes de los centros.
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En lo que se refiere a las principales desigualdades, la primera de ellas estd rella-
cionada con la experiencia previa en enseflanza del esPaﬁol con la que c'uentan os1
voluntarios. Asi, mas de la mitad de los encuestado's mamfesta-ron que sf t(?man, la cu;
fue desempefiada en el centro escolar donde trabajan o trabajaban con nifios hl_lOLS] &
inmigrantes no hablantes de espafiol y también en la enseﬁannza de espafiol como L1 o
de otra L2 (en este caso inglés) a hablantes nativos de esPanol. En segundo lugar, en
cuanto al tiempo que llevan los voluntarios ensefiando espafiol en la ONG comprobamos
que existian voluntarios con una experiencia que va desde los 15 afios hasta otros qule
llevaban ensefiando esta lengua Gnicamente un afio. En terce:r lugar, sefialaremos que la
desigualdad es también significativa cuando hablamos del numero de horas de docenlc1a
que se imparten, pues hay centros en los que las clases alcanzan las 24 horas mer};ua es,
mientras que en otros Unicamente se imparten 8 horas cada mes. Ademaés, es diferente
también el nimero de personas que se encargan de este programa de espafiol, puesto
que encontramos centros con un 1nico voluntario hasta otros que cuentan con hasta 5
de ellos. Por iiltimo, el nimero de alumnos es también destacabl-e, dado que hay centros
con exclusivamente 4 alumnos y otros con hasta 20 alumnos, independientemente del
numero de docentes.

4.2. ENTREVISTAS

Las entrevistas personales a los voluntarios fl%eron un instrumfantfy cla.ve para el
analisis de los programas puesto que de ellas obtuvimos datos muy 51g.n1ﬁcat1vos acerca
de la naturaleza de los cursos de espafiol, datos que en algunas ocasiones efltraron en
contradiceion, como veremos en el proximo apartade, con las respues.tas‘ ofrecidas en l’os
cuestionarios previos. En la siguiente tabla (Tabla 2) ofrecemos las principales catego;'.las
comunes obtenidas de las entrevistas a los encargados de los programas de espafiol:

i

Creacion de programas propios en la mayoria de los centros

Trabajadora social como intermediaria

No coordinacién con otros centros que ofrecen cursos de espafiol

Creacion de materiales propios

Uso de documentos reales

Alfabetizacion con métodos sintéticos

Buena aceptacion de dindmicas

Fnsefianza oral y alfabetizacidn simultdneas
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Metodologfa principalmente tradicional

Ausencia de actividades fuera del aula

No evaluacién de los alumnos

-7 Sobrelos alumnos |

Realizacion de analisis de necesidades

Dificultades en a vida diaria por desconocimiento de la L2

No uso del espafiol fuera del aula

Asistencia a clase por motivaciones externas (ayudas econdmicas y alimentos)

R p : P
educcion sucesiva del alumnado una vez adquiridas competencias bésicas o por motivos labora-
les

Asistencia regular

Motivacién y actitud positivas hacia el aprendizaje

~ Sobre'las valpr_aciuneéde los v_jolun.ta"rio.s-. :

Materiales adaptados al perfil de los alumnos

Autosuficiencia en su labor como docentes de espafiol

Ausencia de aspectos negativos o dificultades

Tabla 2: Categorias de las entrevistas.

5. INTERPRETACION CRITICA DE LOS DATOS

5.1. CONTRADICCIONES

Una} vez contrastados los datos obtenidos tanto de los cuestionarios como de 1
entrevtst'ats, descubrimos que existian ciertas contradicciones en las res uestas las
voluntarfos'ofrecieron en los dos instrumentos de recoleccién de datos P e

La prlr!mpal contradiccién compartida por los cuatro centros es aqu;ella relacionad
con e] método de alfabetizacion de los alumnos pues, como se observa en el anali 'a
de ]a§ enf:}lestas, todos los voluntarios afirmaron que esta se realizaba mediante Sll;
combinacion de métodos sintéticos y analiticos, mientras que en realidad el métod
f:‘g:]cealdo' grz aquel que suele emplearse con hablantes nativos en los primeros aﬁos0 dg
s a{:ea;ri; ]:S ,dees jf:;;’ailz:éwdo sintético pure tal y como dedujimos de la observacion

Otro aspecto es ¢l relacionado con la existencia de una programacién de contenid
puesto que a pesar de afirmar en la encuesta que si se contaba con ella, posterio Ots ’

uno de los voluntarios con menos experiencia dijo explicitamente que ’npo e
' El tema de los materiales empleados en los cursos también dejo entrev.er contradi
ciones. En la encuesta la mayoria de los encuestados afirmaba hacer uso de man ]10'
de espafiol, entre los que podian incluirse el editado por Caritas y llamado Manuz? ;2
Lengua y Cultura (1996). Sin embargo, en las entrevistas se pudo comprobar que en
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gran parte de los centros eran materiales de alfabetizacion o lecto-escritura los que se
empleaban en clase. Asimismo, a pesar de que todos los voluntarios sefialaron en la
encuesta que los materiales que empleaban eran los adecuados para sus alumnos, mas
de uno de ellos sefialé que tal vez no fuesen los mejores, pues era frecuente que los
voluntarios usasen materiales de Primaria o publicaciones anticuadas o poco atractivas
para los alumnos.

La puesta en practica de las destrezas supuso diferencias en las respuestas de algunos
de los voluntarios. Asi, a pesar de que en la encuesta se seffalo que practicamente las 4
destrezas se trabajaban en el aula, la realidad del aula era otra, pues estas no se traba-
jan generalmente desde la perspectiva comunicativa. En algunos centros algunas de las
destrezas, especialmente la expresién oral no se trabajaba, tal y como nos indicé uno
de los voluntarios. Este hecho puede explicarse con la no disponibilidad de materiales
actuales que tengan en cuenta los preceptos del MCER (2001) o del Plan Curricular
del Instituto Cervantes (2006) vy que partan de la ensefianza comunicativa sean cuales
sean los perfiles de los alumnos.

Por tltimo, la experiencia previa en ensefianza de espafiol indicada por los voluntarios
en la encuesta se vio matizada en las entrevistas, pues comprobamos que ninguno de
los voluntarios, antes de hacerse cargo de este programa de espatiol, habia sido docente
de espafiol como segunda lengua a inmigrantes adultos.

5.2. ASPECTOS POSITIVOS

A pesar de las deficiencias encontradas en estos programas, sof muchos los aspectos
positivos que podriamos sefialar, puesto que muchos de ellos son destacables y objeto
de valoracion, pues a pesar de la escasez de medios disponibles y la no formacién en
ensefianza del espafiol como segunda lengua, los voluntarios se esfuerzan por ofrecer
una ensefianza de calidad y que se adapte a los alumnos. Los principales aspectos
positivos que podemos indicar son aquellos relacionados con la gran motivacién y sat-
isfaccion que poseen y demuestran tanto los alumnos como los docentes de los cursos.
Esta motivacién se refleja en una asistencia regular de los alumnos, quienes con €stos
cursos ven mejoradas sus condiciones de vida, y en un buen clima en las aulas, aungue
como sabemos, la continuidad de los alumnos no suele ser frecuente en los alumnos
inmigrantes, quienes dan prioridad légicamente a las oportunidades de trabajo y a sus
familias antes que al aprendizaje del espafiol. Ademas, los voluntarios, siempre guiados
por su labor humanitaria, suelen obviar los aspectos negativos o dificultades a los que
tienen que hacer frente, aunque no estén exentos de ellos.

Otros aspectos positivos tienen su origen en los cursos que tienen una trayectoria mas
larga o un docente con formacion en ensefianza de lenguas, pues gracias a ello, los cursos
cuentan con una programacion previa en la cual se proponen actividades comunicativas,
se emplean documentos reales y los contenidos culturales ocupan un lugar importante
en el aula, contenidos que suponen un gran refuerzo para los alumnos y contribuyen
a su integracién en la sociedad de acogida, pues el aula, ademas de ser un lugar para
el aprendizaje, es un espacio para el intercambio de experiencias y opiniones el cual
supone un enriquecimiento mutuo entre alumnos y profesores y entre alumnos. A ello
podemos afiadir que es frecuente realizar andlisis de las necesidades de los alumnos lo
que se traduce en cursos que tienen en cuenta sus expectativas,




192 LAURA ISABEL PICORNELL GONZALEZ
5.3. ASPECTOS NEGATIVOS Y PROPUESTA DE SOLUCIONES

En cuanto a los aspectos negativos, sefialaremos que todos ellos tienen una clara
Justificacion: una escasa o nula formacion de los voluntarios en cuyas manos estén los
programas de espafiol y la naturaleza voluntaria de esta labor. La finalidad humanitaria
de estos cursos tiene como consecuencia que en algunas ocasiones «todo valga» en
la ensefianza y que las clases sean impartidas por personas que nunca antes habfan
tenido que alfabetizar o formar en una segunda lengua a personas adultas inmigrantes,
Esta falta de formacion conlleva que la metodologia y los materiales empleados no se
adapten a unos perfiles de alumnos muy diferentes ¥ pequen en muchas ocasiones de
formalidad, dejande de lado los aspectos comunicativos, que son los verdaderamente
necesarios para los alumnos. Unido a lo anterior, encontramos la escasez de recursos
humanos y materiales de que disponen los cursos, lo que conlleva que un escaso
nimero de personas ¢ incluso que solamente una deba hacer frente a una ensefianza
tan compleja haciendo uso de unos materiales anticuados ¥ que ralentizan ei proceso
de ensefianza y aprendizaje, a lo que debemos afadir las pocas horas lectivas de
algunos de los cursos. Ademds, el aislamiento de estos cursos en relacién con otros
centros piblicos dificulta atn mas la ensefianza, pues ¢l intercambio de materiales,
alumnos y experiencias les permitiria mejorar conjunfamente.

Las posibles soluciones a las carencias de estos programas tendrian que contar con
¢l apoyo no solo de la ONG, sino también con el de los especialistas e¢n el ambito
de la ensefianza de segundas lenguas a inmigrantes, Asi, la principal solucién que
favoreceria sobremanera a estos cursos seria la formacién y orientacién de los volun-
tarios, pues como afirman Villalba y Hernandez {2008: 30): «Creemos que la formacién
del profesorado es un paso imprescindible para alcanzar mayores cotas de eficacia
en la tarea docente» y continian: «El reconocimiento profesional de esta actividad
educativa es otro de los aspectos centrales para avanzar en la eficacia de los progra-
mas». Es mas, si fuese posible dar a conocer a los voluntarios las Gltimas corrientes
de la metodologia comunicativa, asi como los diferentes métodos de alfabetizacion
o los ultimos materiales publicados, podriamos facilitarles muche mas el trabajo al
que tienen que enfrentarse en la ONG y podrian ser testigos de una evolucién de los
alumnos mas significativa,

A pesar de que son muchos los trabajos y las investigaciones realizadas sobre la
ensefianza de segundas lenguas a inmigrantes, el analisis de los datos de la presente
investigacion nos muestra que no todos parecen haber llegado a las aulas de espafiol
de Céritas, pues sus voluntarios estdn lo suficientemente acupados con compaginar sus
trabajos y ocupaciones diarias con las de un trabajo para el cual en muchas ocasiones
no han sido formados, ser profesores de espafiol en uno de los contextos en los que
mas necesaria es una formacién previa.

De esta manera, ¢l punto de partida en la ensefianza de espafiol para inmigrantes es
la profesionalizacién de dicha actividad a la cual se llegara mediante la formacién del
profesorado. Como consecuencia de dicha formacién, podrd otorgarsele a esta labor
el lugar que le corresponde para dejar de ser exclusivamente una labor humanitaria y

convertirse asf en una ensefianza rigurosa y lo que es més importante, que se adapte
a las necesidades de los alumnos.
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6. CONCLUSIONES Y LINEAS FUTURAS DE INVESTIGACION

Como consecuencia del reducido niimero de informantes con el que herr.los cl:smtagic;
es logico pensar en las limitaciones que puede presentar nuest;a mvesttgz:;;lgr;.n o
embargo, tras el analisis de los datos creemos firmemente que la .omogcnelnales o
respuestas obtenidas, tanto en las encuestas comor en las entrevistas pe;so d.fer; nos
permiten afirmar que son significativas las caracterlstlc?s'comunes ent.re osl if oo
centros de Céritas con los que hemos trabajado, caract_erlstlcas que, deb1d~o ala slml‘;l i ldl
de las condiciones de trabajo en las que los voluntaries deben de.sem.penardsul abor z
docentes de espafiol, podrian extrapolarse a otros centros y organizaciones de calm;slrnria
naturaleza que Cdritas Diocesana. A este respe.cto, debemos sefialar que slon Ezados
importancia los aspectos positivos que cara_cterlzan a los cursos de‘ espaé’[o ana11 : ué
pues es de ellos de donde tenemos que partir para proponer las mej(‘)’ras & aque c: gén
presentan mas carencias, las cuales tienen, como hemos visto, solucion en la orientact

i6n de los docentes.
g fzﬁzﬁrﬁ:cgn de los voluntarios estaria, en témginos dle enseﬁan?a de lengua‘s, etilfocad:
a la accién, por lo que dejariamos de lado la terminologia 'comple_]q y rllosldedlcell:'1 ;I:gzs
responder a las necesidades, ya no solo de los alumnos, sino también de los vo s
quienes obtendrian un mayor rendimiento de los alumnos. S

Ademas, creemos que la ensefianza de espafiol en .estos centros se encuent ra z:! s m:
pues no existe comunicacion con otros centros publicos cc?rcanos que tamblen. ese
pefian esta labor. Asi, un dislogo entre ellos fomentaria.un mtercan:nbio. de expenen'c;;a‘:;
metodologias o materiales que erllriqueci:rian el trabajo con los inmigrantes, qui

ben ser el centro de la ensefianza. o

reaéncl)irslitceie(::mos que esta investigacién podria ter’ler una continuidad eg numero;rct):
aspectos. En primer lugar, podria aumentarse el nu.mero de centrqs 1que er@ir; rE;roS
de la muestra para comprobar asi si los datos obt.emdos son extensibles la masl ntarios.
En segundo lugar, proponemos realizar obs.erva(flones de las clases de1 0s \IIO u atios
de los programas de espafiol con el fin de 1dent1ﬁcar de manera mas ¢ alra ols I]:I;1 ob!
mas que existen en ellas para proponer asi s9lucmnes que se adapt'ercll % ((i)s a ;rﬁles di
respondan a sus necesidades. En tercer y (ltimo lug_a_r,’la gran varie al de p riles oo
alumnos con los que cuentan los ceniros nos permitirian avanzar en la inves gt on
sobre el aprendizaje o adquisicién de segundas lenguas por mmlgr?ntzs en lcortl :; os
de inmersién y también se podrian proponer pr{)gramas de formacién de volunta

iliten su labor como docentes de espafiol. .
quizzcilr]:rt::il:grantes que acuden a las aulas de espafiol de las ONG no son tan dlferentel,-:
del resto de alumnos que desean aprender nuestra lengua, a pesar de lo que sed sue
pensar. Cuando el objetivo de la ensefianza es meJ:orar las condiciones de vida de ug:
persona y ayudarle a encontrar su lugar en la sociedad, no h:cly meta qlllle no ;:c;e)::rio
conseguir a pesar de las trabas que nos encpntremos en el camino. Por.e 0, & necesarlo
ayudar, orientar y aconsejar a los voluntarios que tanto .ayudan a los inmigrantes y g
dejan sus vidas de lado para dedicarse a los més necesitados.
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CLEA: A BASIC SKILLS FRAMEWORK FOR LOW EDUCATED PEOPLE?
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Accentonic, University of Paris 3 La Sorbonne Nouvelle

ABSTRACT: In France, French language is seen asa vocational skill. Companies are a.ble
to put in place French language vocationa! training for employees, mostly from foreign
origin with very different sociolinguistic backgrounds. Many c.)f these employees never
went to school and, with vocational training, learn to read, write French and numerac’y.
Since 2016, a basic skills framework designed for low-educated adults called Cléd
(Key for Adults) has been developed by the French gc')vernment so as to make e:veryh
worker or unemployed people more autonomous, efficient at any workplace. 'Throug’A
an immersive ethnographic approach, we present the first outputs of developing C/é
into two training courses. We analyse this basic skill§ fram?work, th.e way peopl‘e are
evaluated, if they pass the assessment, what training is put in place in case of falh.}r’ii
how this new approach is perceived by trained people, by their companies...and if CIé
could change things for low-educated people in France.

KEYWORDS: framework, basic skills, vocational training, French language, assessment

1. INTRODUCTION

France has sustained a tradition of French language policy over many years. In 2.00.4,
the ability to communicate in French was officially recognlsed as a vos:atlonal skll]'m
common with other technical skills. This very new paradlgm.has permitted companies
to put in place French language vocational training for their employee.s. 11.1 the first
part of this paper, we will set out a brief history of French langt_xage policy in angei
at the workplace. This brief overview will lead us to 2016. .Th:s year, a new officia
basic skills framework designed for adults with limited education (es.peclally LESL.LA),
called CléA, has been put in place. C/é4 is presented as the “Foundation-level Vocational
Knowledge and Skills” every worker and unemployed person ought to master so as to
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be autonomous, efficient at any workplace. The second part of this paper will consist
in a presentation of the Cléd framework. As CléA is very new, in the third part of this
paper, we will analyse through two pilot courses still in progress, how Cléd is being

implemented in two different contexts: a cleaning company and a staff canteen. Using

an ethnographic approach, we can give the first results of these pilot courses and see
how people have been assessed, how training courses have been organised, how learners
and trainers deal with Clé4. These first outputs show us that it is often difficult to deal
with such an official framework and there is a lot to manage in order to ensure that
low-educated people improve their basic skills, especially their French.

2. FRENCH LANGUAGE POLICY IN FRANCE
2.1. FreNcH LANGUAGE PoLicy THROUGH A Few DATES

Since 1539 and the Ordinance of Villers-Céterets, | France has been maintaining the
pre-eminence of the French language. At this time, the Latin was being replaced by
French. One of the goals of that ordinance was to begin a kind of linguistic unification
all aver France.

Later, after the French Revolution, in 1794, Abbé Grégoire continued the programme
of linguistic unification writing a report on the necessity and means to annihilate patois
and to universalise the use of the French language. * At that time, the main goal of
the Revolution’s spirit was to unify the whole couniry for a better efficiency between
regions and different administrations and French language became compulsory in all
administrations in 1794, July 20", 3

French became the language of instruction at the end of the nineteenth century. More
and more, the state had been trying to promote French over regional languages even
when no faw imposed “French only” at school.

French was formally recognised as the language of France in 1992 in the context
of European Union and the Maastricht Treaty. * At that time, the second article of the
French Constitution was changed and a new clause added: “The language of the Re-
public is the French language”.

One last important date is 1994 with the Towbon law. 5 The main point of this law
was to assert the right to use French at work, in courts, when people buy something,
read a user manual or a guarantee, for example,

1. “We intend that henceforth all decrees and other proceedings, whether of our sovereign
courts or others, subordinate and inferior, or whether in records, surveys, contracts, commissions,
awards, wills, and all other acts and deeds of Justice or of law, that all such acts are spoken,
written, and given to the parties [concerned] in the French mother tongue, and not otherwise”,
Ordonnance de Villers-Cotteréts signed by Francis 1 of France (August 10%, 1539).

2. “Idiom s unicity is part of the Revolution” {author 5 translation) Abbé Grégoire (1794).

3. st article of the decree of the same date

4. 1992, February 7%

5. Assemblée Nationale (1994).
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2.2. FRENCH LANGUAGE PLANNING AND MIGRANTS

If French is the language of the nation, of th; French Republic, obviously migrants
understand, read and write French. ‘ o

Sh(;:uii'itls;eiilks,tead of migrants being forced to speak French as suggested 112) ;12;_ .Bemrsetf
report, ¢ a specific diploma has been created for'low-educated people', thed ; B a (])) -
elementary Al.1 level French diploma. This diploma has. been designe: orﬂpe ]pss
with minimal skills in French: real beginners and new migrants to Fre?nce, oh en t he
or badly educated in their own country, sometimes 1_10n_-readers, non-writers wE en e:i,
begin to learn French”. 7 As we can see, this level is linked tq the Common ulropl "
Framework of Reference for Languages ® (now CEFRL) and sits below the Al level, :
kind of survival level. It is important to notice that it was not comPulsory but mdoredar{
more recommended for non-European migrants w%shmg to s;tay in Fra}nce. In fee , 1;
2007, a compulsory welcoming contract of int.egratlon (CAD ®° was Put in .place ;)r ;1;] '
migrants wishing to settle. When people are judged (based on an interview an dst
informal assessment) unable to speak and read French, tl:le DILF has become manda 01('jy.

In 2011, the process of naturalization was re-examined and the gover]r;ment made
intermediate level oral skills a precondition to become French: B1 level. |

Till now, no new decrees or laws have been put in ple}ce .but there are some p]roposa s
relating to foreigners in France. One !' from the Senate is !mked to the Fren;h a}lgue]iige
level required for resident status (B1 level in all competencies) and for F.renc‘ na;;onaﬂté
(B2 level in all competencies). With Europe exposed j[o a wave of m’lgratlon. lgm
Middle-Easi and Africa, with Presidential and legislative ele&ftlons this year in ‘rance,
it seems possible that French language requirements for foreigners could be an issue.

2.3. FRENCH LANGUAGE POLICY AT THE WORKPLACE

In France, since 1971, 2 companies have been forced tQ contribute to a levy _fo'r vocatlonil
training. Each month, a percentage of the emp]oyee’s. social ta}xes goestoa tll'ammg at?cc;;itnl e:
To pay has been compulsory since 1971 but not to .trfnn. Th_at is why compam;‘es (mos 3((1 e
ones) have been paying for many years without trammg their own empl())fees or matns/ra e
ent reasons (they did not want to, they could not subst.ltute,‘em_ployees did pot \;van_ rain isg;
funding from the levy was insufficient, elitls.). T;ll]e Ilnf:m point is that vocational training

ight i d some money is available o fund it.
ngl;fllg(fg:n c::r:?lch languageybecome a recognised v9cational skill, That was mor;ﬁr
less revolutionary in that it made companies responsible of the French language skills

6. Benisti, Jacques Alain (2004).

7. In CIEP (October 2007).

8. Council of Europe (2001). . L

9. Contrat d’Accueil et d’Intégration: art. 5 of the Law relating to immigration’s command,
integration and asylum (2006, July, 24") )

10. Decree n® 2011-1265 (2011, October, 11™)

11.  Kennel, Guy-Dominique (2015, October 1%).

12, Law n° 71-575 (1971, July, 16").
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of their employees (though, in fairness, some companies were already offering French
courses to their employees before this law). Anyway, in 2004, it was decreed that French
could be learnt at school during compulsory education and at the workplace through
vocational training. The law of 2004 is very important because it gives the same rights
to French people and foreigners: “Training people against non-literacy and learning the
French language are included in lifelong learning™, © Effectively. in France, a distine-
tion is drawn between people with limited literacy (personnes en situation d ‘illettrisme)
and analphabetic people (analphabétes). In the law, the first expression refers to French
people of low educational attainment. limited basic skills; the second one refers to mi-
grants with limited knowledge of writing systems based on the Latin alphabet. French
language, thanks to this law. could have been teaching to everyone in vocational training.

Different laws, agreements ' address the importance of French language at work.
The most significant, still in progress, is the 2013 National agreement about vocational
training. It is really fundamental because it changes the paradigm of the 1971 law.
Nowadays, companies have to train their employees whether they receive levy funding
for this or not. Vocational training is now compulsory. Moreover, each person, from the
age of 15 to pension age, can create a vocational training personal account '? entitling
them to vocational training hours that they can access throughout their career. We can
imagine that this account could Facilitate the Lifelong learning process.

In this agreement, a Certifications Committee had been asked to “define vocational
basic skills before the end of the first 2014 semester”. Two years later, this definition
of vocational basic skills has been formalised through the “Foundation-level Vocational
Knowledge and Skills Framework”, known as Cléd: CIé for Key, A for Adults,

3. Law n® 2004-391 (2004, May 4",
14 See bibliography.
15 Compie Personnel de Formation everyone can create on the web,
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2. CLEA

L 4 e rein?
2.1 Waar Is Ir ror? Wio Is CONCERNED!

Referentiel

(L L HL S COARTH TN
(AR RE et A O AR A T

St aABRR T

Figurel: The Framework '

As we can see on this front page, the “Founda'tinn-level Vocatim]al Kt;owledﬁe uzrég
Skills Framework” (now CléA) is a framewol:k which has been .m:g'oha;ed t_etw:g dih
union organisations and employer orgsmisa.tmns.fltzt:.r_er¥r :nr:gcawngs::lon as signed,

in the promotion of this - P
' f: T:Te::}t:lllsddz‘}ignaiet:lemalit goa? of the framework: Clé4 “has t'o Pe consllderec} as
the knowledge and competencies/skills pack?ge a person, .whatev? his job (::; }:gc];?oﬁ;—]
sional sector, must fully attain, to facilitate hls.en?p]oyablllty gnd is access Pt
training™. ' Hence, CIé4 is seen as a first ‘pn‘oruy to work in any s;ctom ey
first step before other training courses. This is confirmed later, in t‘ e sl mp etence”,
when it is written that C/éA represents “the very first }e_vel of voc'at_lona iy ;;E ationai

Assessment in the C/é4 competencies is a pre-requisite to 'obtalmng an oc¢ pss
certificate. That is why C/éA is seen as a first step, a recognised step, to progress.

6 COPANEF (2015). o
:'?. All the ei{racls from CléA have been translated by the author of this paper.
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2.2. SEven Domams oF COMPETENCY, 28 AREAS OF COMPETENCE, 108 ASSESSMENT ITEMS

After the preamble, comes the real framework (page 3 to 14). Seven domains of

competency “have been fully covered” '® by the framework. These take into account
the following skills;

> S’EXPRIMER EN FRANCAIS
> CALCULER, RAISONNER - French Language
> UTILISER YN CRDINATEUR G Numeracy
> 2:5:55’:’:? LES REGLES ET TRAVAILLER . USing CDmPUterS
T Working in team with regulations

> TRAVAILLER SEUL

ET PRENDRE DES INITIATAVES C  Working alone with taking initiatives
> AVOIR UENVIE D'APPRENDRE 0  Wanting to learn
> mggf‘seei .'5'53 gézéué: \c:;{ S’.?.ifé e 0 II:-I/I:sn:ering basic rules of Health, Safety & Environ-

Figure 2: the 7 CIéA Competency’s Areas

First of all, we see that all the usual basic skills feature in the framework. 1t’s very
close to the 2010 Reference For Key Skills in Work Situations '° setting out the .skills that
unc}erpm (?c.cupational competence, including four generic basic skills (French communi-
catlo'n, writing, reading, numeracy} and six employability skills (IT, specific technologic
terminology, health and safety, attitude at work, non-verbal communication and body
lar.lgl..lage, cultural awareness). It’s very similar in all but the sixth competency domain;
Willingness to learn, in other words learning to learn. We might place Clé4 closer tc;
Fhe Canadian Essential Skills framework * (Reading, Document Use, Numeracy, Writ-
ing, Qral Communication, Working with Others, Thinking, Compute; Use Cont’inuous
Fearmng) from 1994 and the OECD Key Competencies 2' framework (Cox’nmunication
in the mother tongue, Communication in a foreign language, Mathematical literacy and
basic _cqmpetencies in science and technology, ICT skills, Learning to learn, Interpersonal
and civie competencies, Entrepreneurship, Cultural awareness) from 2003, for example
Even if Clé4 could be really useful, it is hardly groundbreaking. , .

As 'mentioned in the preamble, * this framework has been designed as a tool to
adapt in any situation so as to make “every sector, every professional world, able to
appfoprlately adapt, contextualize, according to each occupational area or prof"essional
environment”. That is why we may see Cléd as a foundation framework for other

18.  Written in the preamble

19.  ANLCI (2010),

20.  For n.m.re information, see http://www.esdc.gc.ca/en/essential skills/index.page
21.  Dominique S. Rychen, Laura H. Salganik (2003),

22. It was the same with the ANLCI’s reference as it is written in the preamble.
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frameworks, a kind of super framework.

Therefore, the main point is to adapt sach domain of competency to each context
without forgetting any of the competency areas. For example, 2 with the French lan-
guage competency domain, competency areas are: listening and understanding, talking,
reading, writing, describing-formulating.

Moreover, as people are entitled to get a certificate with Cléd, they need to be
evaluated (using a number of the 108 assessment items}. The CléA process has been
articulated under three steps: an initial assessment, training (as necessary) and a final
assessment, the approach “test,t each, test”.

3. AN IMPLEMENTATION IN PROGRESS: LOOKING INTC TWO PILOT COURSES

3.1. Our FIELD OF RESEARCH AND WORK

Our field of research is directly linked to our work. As a training organisation manager,
with a team of trainers, vocational basic skills training is organised for (mainly} low
educated-people at the workplace. As a PhD student, 1 do a research with an immersive
ethnographic approach in my own workplace. Hence, 1 “have been studying the hum of
the world”  of our field and following the lines of Goffman or Austin. ** Vocational
language learning at the workplace could be seen at the crossroads of many fields:
Language policy (Calvet), Linguistic competencies (Beacco, Hymes), Basic skills and
Work (Leclerc), Working scciology (Le Boterf, Zarifian), Language and Work (Boutet,
Mourlon-Dallies, Griinhagge-Monetti), Sociodidactics (Adami)...

Indeed, in order to understand this complex field, we shall take all these fields into
account. So, 1o be efficient, we have been working with a field book and android mobile
(to record audic files, take pictures, movies) hoping we could catch different kinds of
material that could be more relevant in our research. During training sessions, assess-
ments, meetings {officials and unofficial) with trainees, trainers, companies, branch
sectors, symposiums, we gathered audio records, pedagogical practices, pedagogic
materials, interviews and so on.

To highlight CléA’s implementation, we have been studying two different pilot courses.
Such a study highlights contrastive analysis between two assessments and training pro-
cesses in progress. We present these two pilot courses in the inserted table hereunder:

23, See the framework for more details of each area. Cf footnote 19.
24.  gétudicr le ronronnement du monde», Winkin Yves (1996).
25,  Cf. bibliography.
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7 Cleaning company i/

1 Staff Caritéen -

People trained

Cleaners and team leaders

Store-keeﬁer and dishwasher

Education, origins
and Languages

4 non-literate people (Cape Verde, Mo-
rocco), 2 people 3-3 five years schoe-
led with different writing systems (Sri
Lanka, Cape Verde), 7 people educated
at different levels with different writing
systems (Romania, Bulgaria, Portugal,
Sri Lanka, India)

5 non-literate people (Mali, Algeria,
Tibet, Cape Verde), 2 people 3-3 five
years schooled with different wri-
ting systems (Algeria, Cape Verde),
4 people educated at different levels
(France)

Where ?

Client’s corporate building

In their own head office

Objectives

Being more efficient at the workpla-
ce, more confident, autonomous even
at home and help them to take basic
skills cleaning mastering certificate and
cleaning CléA ceriificate

Help them to achieve a store-keeper
vocational technical training and to
take technical certificates, to take
general CléA certificate (for a part of
them)

CiéA assessment
and C/éA training

Assessments and training managed by
the same training organization specia-
lising in Basic skills at the workplace
(willingness of the Cleaning Sector %)

Assessments and training managed by
two different fraining organizations
(State’s requirement ¥ and willing-
ness of the branch sector to get two
different providers); the assessment
organisation specialises in technical
training; the training organisation
specialises in Basic skills training at
the workplace

Assessment

Continuing: 12 hours in the first 70
hours of training by an assessor diffe-
rent from the trainers

Preceding the training: done by an oc-
cupational psychologist with the na-
tional grid of the assessment provider

Training link

The knowledge of basic skills by the as-
sessor reinforces the training, The asses-
sor assesses to facilitate the training and
gives some qualitative results directly

linked to the training.

There is neither possibility to know
how assessment has been done, nor
results that could help the trainers.
The results are too linked to the 108
guestions, too quantitative (a grid is

filled with acquired/not acquired)

Table 1: Pilot Courses

3.2. Tue First RESULTS

Obviously, as CléA4 is being implemented this year, it is not possible to get a lot of

CLEA: A BASIC SKILLS FRAMEWORK FOR LOW EDUCATED PEOPLE? 203

i Cleaning company S Y

St cAnteen |

Assessors

It has been very difficult to assess people
because there was a lot of absenteeism
due to work. The 12 hours assessment
engaged took 24 hours so as to assess
each one 12 hours. The assessor asked
himself many questions: “how to assess
10 people with 28 competency areas
in 12 hours?” / “as we do the same as-
sessment, is it possible to assess 3-4
people at the same time?” / “when 1 as-
sess somebody in ICT, if the person has
never seen a computer, it is difficult to
explain to her that she could manage la-
ter and 1 have to show her she has failed”
1 “I know easily who is able to write or
not, to count or not: is it compulsory to
assess all the competency areas?”

Nothing have been said but “we did
the assessment”.

After a long talk between assessors
and trainers, a few comments have
been emailed so as to make the CléA
results understandable for the trainers
and help them to imagine possible
training,

Trainers

“when assessment is being proceed, so-
metimes, 1 have no one to teach™ / “it
is easy to train people ‘cos 1 know how
assessment is done” / “’cos of absen-
teeism, 1 have to teach the same things
many times”

After the beginning of the training “if
you are abie to register this person to all
the competency areas, it would be use-
ful to him” / “of course, I don’t make
any link with assessment” / “hopefully,
assessors explain a little, otherwise, 1
wouldn’t understand why this person
passed all technical oral assessments
but not CléA oral assessments”

Trainees

“T am fed up with assessments, 1 want
to learn” / “I don’t want to be assessed
today, let me learn”™

“we didn’t really understand why we
have been assessed” / “we did the as-
sessment at home and treated it as a
joke” /“1 am good at numeracy, why
should 1 learn what I know?”

Companies

“how are things going on with the pi-
lot?”

“we know we are putting in place
CiéA as experimentation pilot, that’s
why there are some slip-ups”

Training organi-
sations

“To make assessment easier at the work-
place, we put one assessor and cne trai-
ner in the same session, that is expen-

“we put in place training without
knowing which are the real needs of
the trainees” / * we have no confiden-

sive”

ce in the assessment resulis”

Table 2: Feedback

As these two pilots have not been managed in the same way, these results are not
really surprising. According to us, the most interesting part is the trainees” comments
about assessment: they seem not to be really involved in it. They did it because they
had to. These people are working, they want to be trained and they need to be trained.
This statement made us wonder about the need of such an assessment at the workplace.
Moreover, when the assessment is disconnected from reality, it may be very difficult to
involve them. As CléA requirements enforce a compulsory initial assessment, it is firstly
necessary to contextualize the framework with people at the workplace. Secondly, when
people don’t write, it is not necessary to assess their writing competency.

results. However, the two previous pilot courses still in progress, with their differences,
could be seen as the first steps of how trainers, assessors manage approach the new
framework,

The first feedback we get is as follows:

26, When a training organisations is habilitated by the branch sector, it is possible to do
both (asses and training) but with different trainers/assessors.

27, On t')ehalf of the French State, the COPANEF has accredited 6 national to be able to
assess and train people relating to CIEA.
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4. CONCLUSION AND QOUTLOOK

Are low-educated people the first beneficiaries of C/é4 framework? Who really wants

to mtroduce such a framework? Do companies need Clé4? Does a Cléd qualification :

help individuals. to progress? How do trainers and assessors deal with /649
The very begmnings of CléA forsee an unsteady future. Till now, a lot of as‘sessmenrs
ha}re been put in place but there is little training, A very big state ;ommunication cam
paign promotes Cléd and the six accredited networks to assess people are stru, Iin-
to put themselves into the limelight. Indeed, assessments are well-paid, traininggngot y
By. the way, for a company, it is very easy to get mongy for Clé4 1:’raining and (;c-
cupatfonal sectors are promoting C/é4 heavily, and besides, doing C/é4 with your
vocational train‘ing personal account could be the best way to get vocational traini)ljl
§o, Frade unions, the State, companies, occupational sectors, trainers training gl:-
ganisations...should work in the same direction: the learners. Clé4 seems’to be a good
framewor'k to help low-educated people become autonomous, more efficient moregabl
to find a !ob or.ge.t promoted. To reach these results, things are missing tod’ay )
Tl_lere is a missing bottom up link between all these actors especially in a ve; com-
petlltlye market — because vocational training is really a market. i
aimt 01? tizs(;:;fgu gflzessary that trainers and assessors work together to improve the
How can we engage low-educated people (the target of C1é4) in CléA training?
]'3ven if anyone can use his vocational training personal account to be trained .with
C{eA, ho'w. is a low-educated person able to use his own account if he is not aware of
this ppssxbnhty or if he’s not able to create it on the web? Should everyone be responsible
for his own training, especially vocational training, a fortiori C/é4 training? ’
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SYLLABUS AND DESCRIPTORS FOR ILLITERATE, SEMI-LITERATE AND
LITERATE USERS. FROM ILLITERACY TO Al LEVEL

LORENZO ROCCA
Universita per Stranieri di Perugia
FERNANDA MINUZ
Former Johns Hopkins University — SAIS Europe
ALESSANDRO BORRI
CPIA Montagna - Castel di Casic

ABSTRACT: The need for descriptors of language proficiency for first levels in mi-
gration contexts has become apparent. Specifically, yet not exclusively, focused on il-
literate and low educated adults, Kaliano L2 in contesti migratori. Sillabo e descrittori
dall'alfabetizzazione all’Al scts standards and recommends criteria for teaching both
literacy and L2. It endorses the Common European Fi ramework of Reference approach,
especially the notion of language communicative competence as a multidimensional
competence and a part of a more general action competence. It is coherent with an
approach to literacy as a process that leads to a broader linguistic and communicative
competence, beyond the acquisition of the technical abilities. The general purpose is to
enhance the quality of the language provision aimed at vulnerable sections of the migrant
population. A validation procedure of fralian L2, conducted in public and voluntary
course providers, showed its positive impact on the L2 and literacy learning in Italy.

KEYWORDS: descriptors, standards, criteria, migration context

1. INTRODUCTION

Ttaliano L2 in contesti migratori. Sillabo e descrittori dall'alfabetizzazione all’'Al
(Italian L2 for adult migrants. Syllabus and descriptors from illiteracy to Al level)
(Borri, Minuz, Rocca, Sola 2014) intends to provide a response, for the Italian L2,
to the increasing international demand for tools for course design, curricula planning,
language and literacy assessment aimed at illiterate and low educated adult migrants.
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_H.Although courses, teachin.g materials and educational research in the field of L2 for
i 1t‘erate and low educa'fed migrants have been in development since the end of the 1980s 3
(Minuz, 2005), the topics of literacy and language teaching has come to a foreground

at the turn of the century and it has become a specialised area of Language Teaching.

In 2001 the Canadian “ESL and Literacy”, just revised the past year, provided the t’-

first systematic guideline for a curriculum (Centre for Canadian Language Benchmarks
2001.). In Eu.rope, the language and literacy needs of migrants have led to the reviewin ,
and integration qf the Common European Framework of Reference (CEFR) {Councigl
of Europt_e/ConseJI de I’Europe, 2001). The need for descriptors below the level Al has
emerged in order to account for the learning paths both of speakers of languages typologi-
cally fa‘ir from the European illiterate and low literate adults. We are now facin tlI:e ngw
educational goal of teaching literacy while teaching the second language Furtghermore
Feachers and‘ course planners have to identify scenarios relevant to the ;ldult mi rants’
in the domains foreseen by the CEFR (private, public, occupational educational?
Syllabuses for German, French, Dutch, Finnish, Swedish and It’alian as L2s ‘have
been prop(?sed. They are different in formats and focuses: the "can do" that identify
stages of" literacy in L2 (Beacco et al., 2005), the progression in the acquisition of lit-
eracy skills and study skills (Bundesamt fiir Migration und Flichtlinge, 2009; Fritz et
al., 2006), the relation between technical and functional literacy {Bero,epsode,rwi's en
volv_vasse.neneducatie, 2008; Finnish National Board, 2012; Markov et al 24{)15)J th
certification for low educated adults at Al and A2 levels (Rocca, 2009) ﬁoweve; al‘i
qf them define a progression towards Al that is different from tile proéression of’the
llterat_e learners, in contents and goals. Thus, they define curricula for illiterates and
low llte'rates that are parallel to the “ordinary” ones. In a first stage, which is defined
alterna.tllve]y “foundation”, “découvert”, “basis”, or “Grundlagen” th’e learners explor
the writings in their environments, become aware of the functions’of the written “IIJOI'dz
and what reading and writing entail, and acquire the first technical literacy skills. In the
last stag?, t'hey can read and write short texts autonomously as means to interact' in the
host so.cxet.xes (Minuz, 2013). We agree that much more than the sheer ability to read
and write is needed for an individual “io achieve his or her goals, develop his or her
knowiedge and potential and Pparticipate fully in community and w}der society”, as the
I:INESCO (20.0.5) definition of literacy states. Therefore, a specific focus on the E.lC uisi-
tion of the writing is required, which is the perspective of the above-mentioned sycilabi.
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2. AIMS AND APPROACH

In designing Jtalian L2 we aimed to the following objectives.

1) Respond to needs of the adult migrants, insofar as they are different from the needs of other
target groups of leatners.

2) Provide teachers, course designers and educational authorities with an instrument which is
coherent with the other tools commonly in use, primarily the Common European Framework,
and the syllabuses, guidelines and language profiles based on it;

3) Integrate the descriptors for language competence with those for literacy learning;

4) Provide referentials for language learning as well as literacy;

5) Provide a single and coherent frame for beginner learners, which could accommodate diffe-
rent users’ profiles.

Table 1: Objectives

The coherence with the CEFR responds to a theoretical view of both literacy and
literacy teaching and learning.

Adult literacy is a polysemic phrase, whose meanings vary along times, languages
and national educational traditions. Following the OECD definition (2016), we restrict
the term literacy to the ability to deal with written texts, which nowadays can be printed
or digital, multimodal and multicode. Thus, we consider literacy as a component of the
communicative language competence and the learning to read and write (alfabetisnio in
Italian) by adults, as an enrichment of the resources on which they can rely while acting
in the world. This view differs from the approaches to literacy learning that focus firstly
on the acquisition of the technical skills needed to read and write, although necessary.
On the other hand, the proposed approach diverges from the views of literacy as the
ability to deal with all the codes different from speech, among which is also the written
language, or as a broader notion which coincides with basic education. Literacy and
L2 teaching is a new field, which draws its methodologies both from language teach-
ing and adult education. Referring to the conceptual frame of the language teaching
helps to focus on the written language as semiotic code and on literacy learning as an
appropriation of this code.

Adults learn to deal with the writing in L2 while creating and negotiating meanings.
Literacy teaching, as well as language teaching, is founded on the oral and written texts
that are produced in the classroom communication or brought into the classroom from
the “outside world”, Literacy learning is rooted in the oral communication, from which
the subject builds up the phonological, lexical, morphological, syntactic competences
involved in the first acquisition of the written language (Tarone & Bigelow, 2005).

Illiteracy and literacy are the poles of a continuum. The levels that the syllabuses
propose are te be considered as steps that are meaningful from a cognitive, operational
and social point of view. Since individual learners draw on their personal resources in
their “can dos”, we are to expect shifting and imbalances among the components both

of the communicative language competence and literacy.




210 LORENZO ROCCA, FERNANDA MINUZ, ALESSANDRO BORRI

3. The Learners

ltalian L2 foresees four stages, three of them preceding the Al level of the CEFR
and the fourth coinciding with the A1 level, related to four profiles of literacy (Table
2). Pre-literates are Non-educated adults whose mother tongue is not written or is not
the medium of education in the country of origin, Illiterates cannot read and write in
their own L1s and have never been educated. Semi-literates have received a low level
of education in their mother tongue (in general, less than 5 vears of schooling) or par-
tially lost the literacy skills because they do not read and write. Literates are educated
in their mother tongue or other language(s).

Learners profiles and learning stages
Stage Pre alpha Al Alpha Al Pre Al Al
T PR
Users ' ro-h[i::‘-ate S0CLE0 JII! [Hliterate Semi-Literate Literate
terate “slow learners
Orientation and Orientation and
o . “EF ¥ A0
Program Preliteraoy Literacy Close to CEFR CEFR
Learning Hours | 100 250 150 100
READING AND WRITING
Recognizing Succeeding sy :
(early attempts) :?‘:\%Ilnnlng 0, wknays Knowing
how
rogre “
Progress SPEAKING INTERACTION
Succeeding (early Beginning to Knowing how (first and second
atlempts) know how phuse)

Table 2: Learners Profiles and Learning Stages

If the learners Pre-A | and Al are literate using a writing system different from the
Latin, they may require a period of familiarisation of the new system, but are not to be
considered illiterate. Furthermore, we must stress that the four profiles are types, from
which individual learners may differ and whose boundaries are loose.

The four stages configure either a progression or specialised path. They do not rep-
resent the steps towards the level Al for all students, rather, they set objectives, which
meet the literacy needs of non-educated or low educated learners, and are irrelevant
for the educated ones. The learners of profile A might go through all four stages, al-
though they may accelerate, slow down or even stop due to individual and contextual
factors. The learners of profiles B, C. D enter the stage corresponding to their literacy
competences. Note that the learning goals of every stage are “exit levels”, that is the
competences reached ai the end of course.

Some learners who reach the objective of the Pre Al stage necessitate tailored courses
in arder to consolidate and improve their literacy competences.
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4. THE STRUCTURE

The structure of /tafian L2 is coherent with the above mentioned approach. /ralian
L2 consists of two parts (Table 3). The Syllabus defines Six areas relatcdlu) the CEFR
domains. For instance: for the personal domain it proposes t_he thematic areas My
person” and “My home™. Three types of tables (A.B.C) organize the _descrlptnrs.‘:l‘he
tables A reflect the CEFR approach and define levels of competence in terms of “can
do”, that is the actions which a learner should be able to perfom'] in l!)e four domains
— privale, public, professional, educational — and about six main topics. Tr}e table B
lists the language contents that a learner should know to perform those actions. .The}f.
are based on the ltalian output of the European project “Reference Leyul D_escrlpl ions
(Spinelli & Parizzi, 2010) with the necessary integrations and ‘niodl_ﬁcat:onf‘. ;The c
Table. which we shall treat below, presents the “Literacy goals™. A “Word list” com-
pletes the lexical area. —] S M)

ltalian L2 gives indications on how to develop the ll.ngullsnc. sociolinguistic an
pragmatic competences that are component of the communicative language competence.
For example. the general and specific notions and lexical list cover ihc_z semantic érca
whereas functions and texts address the sociolinguistic and pragl.natu: aspects. The
progression in “Phonetics and orthography™ complements the deseriptors for literacy.

Thematic Areas
g - : ; Oceupatio- | . 3 .
é Personal domain | Public domain Ry Educational domain 1 L N
& | 2 3 4 s 6
Lt Progression
TSA. [TsA2 [TSA3_ [TSA4  [TSAS | TSAG
TTRI Finetions
L General no-
L18 Lrons
g ea — —= Specific notions
2 [ rsai | TSB32 | T1sB33 | TSB34 [1SB3.S |TSB3.6
2 il Textua! genves
& " TTBal | TTBA2 | TIB43 | TIB44 | TTB45 | TIB46
TTBS Grammar
: Phonetics and
B orthography
TTC Literacy goals
Word list Lexical goals

Table 3: Thematic Arcas

5. LITERACY GOALS

The Table C, “Literacy goals”, complements the other sections with descriptprs
concerning the acquisition of the technical literacy, that is, of the notions and skills
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necessary to code and decode writings, and to make meaning from the output of these
activities. So, regarding the reading skill at stage Pre-alpha Al on the theme “My
home”, one finds the descriptor “'Recognising some words begins to orient him/ herself
in buildings" in TA and “Begins to read the simplest and most frequent words in the
HC language, especially if he/she knows the meaning” in TC.

The table C consists of two parts: “Pre literacy and basic literacy skills (technical
skills) and “Study skills™.

The descriptors of this table primarily regard the notions that are pre-requisites for
reading and writing, such as the awareness of the representational and conventional
nature of the writing. We have taken into account the relevant research, such as studies
on the development of the notion of word, and the role of the phonological awareness,
alphabetic principle, metalinguistic awareness, and size of vocabulary (for the relevant
bibliography, see Minuz et al., 2016).

Concerning the reading skill, the Table C lists descriptors both for the sight reading
and the analytic-synthetic reading, lollowing the “dual route” model (Coltheart, 1978)
and its applications in literacy learning for the ltalian language (Vegni, 2007).

The section on the study skills presents the learning strategies that the teachers
can intentionally foster. It also takes into consideration the difficulties that these who
never attended school, or only attended for a short period, may lace when confronted
with the conventions and activities of the specific communicative context, which is the
language lesson.

The following example illustrates how fralian L2 has been used during the validation
process. The writing is the result of a teaching unit on food, which took place afler 50
hours of instruction and involved students in several activities — such as speaking, copy-
ing, sentence and word segmentation — through different techniques. The photo shows,
above the sentence, a previous exercise aimed at developing phonological awareness.

The student. a Malian young man without previous schooling, wrote the sentence with
a strong guidance by the teacher and the aid of syllabic tables, cards and words written on
the blackboard. We tested the relevant objectives of ftalian L2 in assessing the item, At a
phonological and orthographical level, we considered the descriptor: “He/she succeeds in
writing, syllables and words autonomously ". Among the relevant descriptors for literacy
acquisition we cite: “he/she understands the alphabetic principle (correspondence between
graphems and phonems)™; “He/she understands the notion of word and starts to understand
the idea of sentence™ “if supported, he/she starts to write very short familiar sentences”,

The student starts to write single familiar, well-trained words correctly (latre/milk,
biscotto/cake, io/l), and he is able to reproduce familiar phrases with a degree of accuracy
(a colazine — a colazione/ af breakfast), He seems to have understood the representa-
tional nature of written language, but some areas are still in a developing stage. The
attribution of a given phoneme to the correspondent grapheme is sometimes incorrect.
In benve — beve (he drinks), the student seems more focused on the graphic form of the
word than in the representation of the sounds. In manego — mangio (1 eat), the complex
syllables combination is normalized in three syllables CV. the most common type in
the Italian language and the first to be taught. In both cases, one can assume difficul-
ties in the segmentation of words into phonemes and phonemic groups, probably due
to difficulties in treating the new phonetic system. The delimitation of the words (io
— latteemanego) seems uncertain, As far as the language competence is concerned, the
sentence shows that the system of verbs (benve — bevo), as well as the noun syntagma
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(hiscotto — un biscotto, biscoiti) are not completely acquired. The incorrect repetition of
the pronoun io is due probably to the focus on the good reproduction of the sentence,

in terms writing conventions.

Figure 1: Activity from Validation Process

6. THE VALIDATION PROCESS

A validation procedure has been set up, in order to assess accuracy, validity and il‘!‘lpfld
of ltalian L2 (Minuz & Borri, 2017). With the term “accuracy”, we intend the 'descnptwe
power of ffalian L.2. Can it guide the users in identifying Ie}'els of competence in language
learning and literacy with an acceptable degree of precision and discriminatory ;_mwer?
“Validity” here means its appropriateness to an end. Is ltalian 1.2 us_eful. and user—fngndly?
Is fralian 1.2 useful in setting realistic learning objectives? The third goai’ of the trial has
been to assess the impact on the quality of the language courses anq testing. Has I_rahan
L2 affected approaches to language teaching, course planning — i.e. in the progression of
language contents, selection of the texts, or techniques in literacy teac_hm%. and_ test design?

The trial has focused on the development of writing ability, starting from instrumental
and functional literacy. Methodology and steps were as follows.

1. Sampling of the participants. Ten educational agencies were selected taking ifllo
account the diversity of the language teaching provision (State Adult E.ducat.lon
Centres, NGOS and associations, vocational training agencies), and the geogl".?p].mal
distribution. 17 teachers participated on a voluntary basis, after a short training.

2. Overview of the teaching situations. We asked teachers to fill in two types of
questionnaires, in order to identify the research participants’ profiles, the size and
compositions of the classes, and the learners’ profiles and backgrounds.
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3. Collection and analysis of samples of learners’ written productions. In order to
assess the accuracy of the descriptors, we tested them on samples of writing pro-
duced by the students (about 800 pages of their exercise books), focusing on the
new proposed levels Pre-Alpha, Alpha Al, Pre-Al.

4. Feedback from the research participants. In order to assess the validity of lralian
L2 and its impact on teaching practices, we instructed the research participants to
experiment Jtalian L2 by integrating it into their everyday practices. At the end of
the trial, we asked for feedback through structured-interviews.

The research participants used Jfalian L2 to plan and implement 14 courses: 2 Al-
phaAl/preAl; 10 Al with literate and illiterate participants; 2 multilevel classes.

The average duration of the courses was 60 hours, from a minimum of 30 to a maxi-
mum of 100 hours. 167 students attended the course, 104 men and 63 women, from
18 countries, and with 19 mother tongues, 48 of them claimed to be able to speak at
least one Second language (11 L2 other than Ttalian).

Research confirmed heterogeneity and irregular attendance as critical issues in L2
courses in ltaly. Most of the classes were highly diverse in terms of language compe-
tence, literacy, and linguistic backgrounds of the students, in some cases ranging from
illiterates without any knowledge of Italian to A2 educated students. Furthermore, in-
dividual students rarely presented homogeneous profiles. For example, pre-Al students
in writing skills could speak Italian up to BI. Thus, teachers — all of them with exten-
sive experience and/or specific qualifications - claimed to use differentiated teaching
techniques, mostly based on cooperative learning approaches. Course attendance was
irregular, even when learners showed strong interest and motivation to language learn-
ing. In any case, the majority of teachers commented that the class environment was
pleasant, cooperative and motivating; two reported that illiterates sometimes showed
“distress”, “discouragement”, “confusion”.

As a positive feature, the participants pointed out, the coherence with the CEFR, as
they are used to turning to it for course, material and test design. In particular, they
appreciated the articulation between early literacy teaching and language teaching from
a communicative perspective,

Overall, the validation results confirmed the accuracy of ltalian L2 as a descriptive
and assessment tool and its validity in representing the development of communicative
language skills and literacy. According to all research participants, it proved useful in
outlining the profiles of students, thus in better designing tailor-made courses. It has
sharpened their diagnostic skills, drawing their attention to aspects less in foreground
in the standard entry assessment tools, such as the main domains in which learners
habitually use the Italian language or their multilingual repertoires. The stress on dif-
ferent forms of illiteracy, in the continuum between illiterates and strong literates, has
been appreciated.

Italian L2 has helped in reviewing current practices and notions. Participants quoted,
for example, the notions of levels and profiles, the role of oral competence in literacy
learning, the teaching and learning pace, the different rates of acquisition of spoken
language and literacy, the difficulty of focusing on relevant and stimulating themes for
the most vulnerable students such as the asylum seekers in hosting centres.

Problems have been signalled in the complex structure of the tool and, by one par-
ticipant, in the distinction between illiterate and pre-literate learners.
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7. OPEN QUESTIONS

The validation process has focused on at least three topics that need either to be
made explicit or require further research.

7.1. LEVELS AND PROFILES

] oes not represent one progression but progressions. ' .
{\tliailg?;ltj;zuge the langsage of their plurilingual repertoire s.trategically, including hthte
L1, L2s, and their varieties, to act as adults in the host soc:}ety.. Th‘ey‘ develop a g-
erogeneous communicative language competence due to the.lr lmgl{lstlc'bac];g'rzulz1 s,
the language skills more frequently employec.l, the types of 1nt.erz.1ct10ns in whic ]eg
participate, the most familiar language domalps, language varieties and rt?g}sterstw "
which they come into contact. The heterogeneity touches both the lo?vels cl)( .1clomNpie e?:) g
and the language areas. The oral skills could be‘ stronger than the written sl .1h5.1 borpmd
logical forms typical of the basic stagei) of the interlanguage may occur with elabora
i ctures or a precise vocabulary. )
pra]%imteiggysg:d communicl:)ative language competence are not to be understoodbas unS:
tary profiles, but as indicators of competence that must be re-assembled case by ca
Minuz et al., 2016).
(Bilzci%rzazotsl‘:e teaching practices and methodologies are concerned, 'further researr.:h
should better undersiand the heterogeneous profiles and how to deal with them, also in
terms of formal language tests such as certification exams.

7.2. ACQUISITION OF THE SPOKEN LANGUAGE AND LITERACY

Italian L2 assumes that the incoming learner is at a minimum level of oral ablhtﬁ or
is not able at all; therefore, it defines sequences of language con.tents .that procee 1r;
parallel in terms of written and oral abilities. However, tl‘le relat‘lonshlp between gra
abilities and levels of education, for adult illiterates in parflcular, is ncft yet fully under-
stood. Teachers’ experience emphasizes that illiterate sub_lec?s most likely n‘eed longe.:r
time to learn oral language, than semi-literate or literate‘sub_]ects. The practlcai] _data is
confirmed by psycholinguistic research, even though still at an early ;tage.. I. 1t§racy
seems to be related to a lower ability to be aware of and te process linguistic forms
(i.e. phonemes, morphemes, words), which influences the deyelopment of oral languz}ge.

Moreover, illiterate people and people with low literacy skills cannot access ‘fhe varn:cti/l
of texts and uses of language that reading and writing allow; the language input is less ric
and vatied

7.3. LITERACY PROFILES NOWADAYS

The Profile A (pre-literate) is well established in the Jiterature on literacy in L2. ].dike
others (Canadian Benchmark, 2015), we considered maintaining this profile appropriate,
while we are uncertain about the term. Learners responding to the profile are relatively




216 LORENZO ROCCA, FERNANDA MINUZ, ALESSANDRO BORRI

frequent among asylum seekers coming from some geographical areas, while their pres-
ence is not significant among adult illiterates who reside in italy and are constantly in
contact with a highly textualized society.

However, we think it necessary to refocus the characteristics, individual resources
and educational needs of the illiterate adults who speak a language that is not written,
or that is not the language of schooling and public communication in the countries
of origin. An important issue is the role of information and communication technolo-

gies in the representation of the written and spoken language, an issue that we are
investigating.

8. CONCLUSIONS

We are convinced that the ongoing revisions of the CEFR, in order to make it more
suited to the language learning and teaching to migrants, is a European endeavor, to
which the experiences rooted within national contexts can contribute best.

Migration has both local and international dimensions, as the constantly changing
routes and forms of people’s movements show.

Although Italian L2 focuses on the Italian language, we propose it as a contribution
to a European L2 and literacy syllabus. For this reason, translations in English and
French have been made available (htp:/fida.loescher.it/italiano-12-e-alfabetizzazione)
and a large extract of /ralian L2 is published on the CoE LIAM (Linguistic Integration
Adult Migrants) website (http://www.coe.int/it/web/lang-migrants/literacy).

In addition, in ALTE (Association of Language Tester in Europe) two Special Inter-
est Groups (LAM! - Language Assessment Migration and Integration group, and TT-
Teacher Training group) are assessing the adaptability of Jtalian L2 descriptors to other
European contexts. The first results are expected in 2017. We would like to engage in
the developing of a common tool intemnational researchers and practitioners.

As the validation procedure of Italian L2 showed, accurate tools for course planning
and language and literacy assessment can positively affect the quality of teaching. Fur-
thermore, a European framework could bring the attention of educational policy makers

towards the needs of a vulnerable group among the migrants themselves, that is, the
low educated and non-educated learners.
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"EINSTIEG DEUTSCH" - A GERMAN LANGUAGE LEARNING
APP FOR REFUGEES

CELIA SOKOLOWSKY
German Adult Education Association

ABSTRACT: “Einstieg Deutsch” is a German language learning app for refugees de-
veloped by the German Adult Education Association (DVYV) and funded by the German
Federal Ministry of Education and Research (BMBF).

The app aims to establish a basic ability to communicate in German as a second
language (L2) through chunk learning. Exercises focus on listening, understanding,
and reproducing oral phrases in order to improve oral proficiency at level A1 (CEFR).
Protagonists are people from Eritrea, Syria, and Afghanistan, The chapters deal with is-
sues related to everyday life and help refugees communicate in situations where usually
no translation is available; ¢.g., talking to a doctor, shelter staff, or security personnel.
The “Einstieg Deutsch” app is completely translated into ten languages {Arabic, Dari,
English, Farsi, French, Kurmanei, Pashto, Tigrinya, Turkish and Urdu). It is free of
charge and available for iOS and Android in the App Store and the Google Play Store.

KEYWORDS: digital media, mobile learning, e-learning, app, chunk learning.

1. INTRODUCTION

In 2015, more than a million refugees are estimated to have arrived in Germany, and
441,899 people submitted a first application for asylum - the numbers of people arriving
and applying for asylum in Germany, a country in the middle of Europe and surrounded
by "safe countries", are much higher than in previous years. Most of these refugees come
from Syria and from other countries in the Middle East {Iraq, Afghanistan, Pakistan), the
Balkans, and the Horn of Africa (Somalia, Eritrea). (BAMF, 2015: 2: Eurostat, 2015: web).

Even though the conflicts that force the people in these countries to flee are not new,
Germany was unprepared to handle the high influx of people seeking protection and was
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confronted with what was called and perceived as a "refugee crisis”, All of the depart-
ments in the German federal government were called on to help solve the situation,
Within this context, the German Federal Ministry of Education and Research (BMBF)
commissioned the German Adult Education Association (DVYV) to develop a German
language learning app for refugees to give new arrivals to Germany a basic tool for
everyday communication in the language of their new environment.

The app aims to help refugees communicate in German and give them their first op-
portunity fo learn simple phrases, expressions, and basic vocabulary,

The app is not meant to replace a language course, but language courses for refu-
gees are a rare commodity these days. On the one hand. the infrastructure of language
schools offering German as a second language was ill-equipped to handle the rapid
rise in demand for German courses, The numbers of courses offered falls far short of
actual demand due to a shortage of teachers and lack of space, but also as a resull of
inadequate public funding. On the other hand, the integration courses financed by the
German Federal Office for Migration and Refugees (BAMF) are only open to asylum-
seckers who the BAMF rates as having "good prospects of being granted permission to
stay in Germany". In autumn 2015, this applied to refugees from the countries of Iran,
Iraq, Syria. and Eritrea. Somalia has also been part of this group of countries since sum-
mer 2016. Asylum-seekers from Afghanistan, Pakistan, or other crisis-torn countries in
the Middle East, the Maghreb, and Africa have no way to attend state-funded language
caurses and receive so little financial support that it would be impossible for them to
pay for classes on their own.

The German Adult Education Association takes the view that all immigrants and
refugees, without exception, should have access to German courses and language
training. Digital learning courses for German as a second language, however, is one
way to reach people who would otherwise be excluded from courses and learning op-
portunities due to insufficient mobility, their immigration status, financial restrictions,
etc. They are also accessible to peaple who are waiting for a course and already want
to start learning or who want to continue learning after their course has ended (see
also Sokolowsky 2015),

2. DIDACTIC CONCEPT

The "Einstieg Deutsch" app is explicitly geared toward refugees with different cultural,
linguistic, and social backgrounds who have just arrived in Germany and have no previ-
ous knowledge of German. It aims to give learners a quick start in the German language.
It is designed both as a kind of basic phrase book and as a starting point for learning
German as a second language. It assumes a basic and immediate need for communica-
tive action and aims to help learners achieve spoken proficiency in German quickly.

A total of 15 lessons dealing with specific topics are available to students. These les-
sons do not progress chronologically, which means that learners can take lessons based
on interest or an immediate communication need. Lessons don't have to be taken in any
particular order, and they can be skipped or left out altogether. The topics focus on the
everyday lives of refugees and their language needs. The content differs from a typical
Al course for immigrants to Germany, which focusses on the evervday life questions
of people who enter Germany with residental status and work permit.
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Therefore, in addition to topics sueh as About me, Health or Food, t]ulz app also in-
cludes topics like /i the camp (Communication with shelter staff and Security personnel)
or Reporting an emergency'.

Tusrrvlru

T e

Figure 1: Overview Chapters.

The programme follows an approach dedicated to learning p!'inciples th'al f?cus on
developing competence and the capacity for action and interaction, and pr}orltlses the
principle of chunk learning. This means that the app works specﬂ?‘caﬂy with complex
sequences, which are memorised as entire units to give learners — in this case refugees
- the capability to speak, interact, and act as quickly as possible.-

The goal is also to achieve rapid success in communicative action. Groups of wnrc.is
- known as chunks - are memorised as a fixed collocation or routine and produced in
ways that are appropriate 1o the situation, linguistically correct, and with a r.iatu'ra] ﬂtfw.
This helps leamers, for example, to successfully initiate or hold a conversation in u_ah?ch
the other person, who is more competent in the second language, is then more willing

1. Itis a sad reality that there were 1000 attacks on refugees in Germany in 2015, including
94 arson attacks on shelters. The situation in the "Reporting an emergency” lesson, therefore, deals
with how to report a fire. The fitles of all 15 topics in detail are: Greeting, About me, Health,
Shopping, Appointments, Authoritics, In the camp, Reporting an emergency, Clothes, Out and
about, Questions and requests, Children and learning. Food. Housing, Free time.
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to pravide support in the dialogue; e.g., when formulating a request or transmitting in-
formation.? Successful communicative action in turn is a motivation to continue learning
a language, because the learner realises that he can reach goals through language. With
this in mind, the app's focus on success in interaction plays a central role.

Chunk learning relies on the acquisition of patterns and sequences or formulations
that are commonly used and conventionalised and can, therefore, be expected in certain
situations. Chunks can vary in size and occur both as entire. virtually rigid, unchangeable
phrases (e.g., "Wie geht es Ihnen?" (How are you?) as a way lo ask after someone's state
of health or a standard greeting) as well as sentence patterns with slots for variables
(e.g.."lch hitte gern.." (I would like ...) as a pattern of an order or a request for a product
or service). They are not formed anew every time they are used but processed as a single
element as perception and memory units. Chunks are formed by linking smaller units to
one another and then memorising them - as grammatically correct and phonologically
coherent phrases. The speakers are not aware that these sequences contain grammatical
information - some of it highly complex - such as case, inversion, or subjunctive (e.g.
dative pronoun in "Wie geht es Ihnen?", subjunctive verb form in "Ich hitte gemn...").

The "Einstieg Deutsch” app does not teach grammar explicitly. Grammatically correct
sequences, however, are acquired with the chunks. These sequences support the development
of grammar acquisition and can be used as a basis for cognitive processes at a later stage,
"Routines lead to grammar" doesn't just apply to a child's first language acquisition, but also
to second language acquisition, regardless of whether the language structures are ultimately
learned unconsciously or are explicitly identified. analysed, and compared with grammatical
features of the first language after routines and chunks are introduced (Edmonson 2006: 21 1)

Chunks are fixed sequences with a clear link to a situation. They help the learner act
"with fluency" with language that is appropriate to the situation, idiomatically correct,
and without hesitation. In addition to conversation routines such as "Guten Tag!" (Hello)
or "Das tut mir leid." (I'm sorry to hear that), the lessons include noun-verb compounds
such as "eine Auskunft geben” (1o give information), idiomatic phrases such as "Gern
geschehen!” (Don't mention it) or "Kein Problem!" (No problem) and sentence patterns
like "Wo finde ich...?" (Where can 1 find...?).

Everyday language - whether spoken or written - is full of these kinds of "fixed compo-
nents": the portion of chunks is estimated to be up to 70 percent among competent speakers
of a language (Wray & Perkins 2000: 1-2). As a result. some researchers consider chunk-
ing to be a prerequisite to fluency. "The high speed at which competent speakers usually
speak and understand could not be explained if a significant part of linguistic processing
were not based on automatisms"* (Aguado 2016: 31; see also Pawley & Syder 1983).

2. With reference to Wildner-Bassett, Edmondson emphasises the communicative. strategic use
of routines in second language acquisition with five specific functions: facilitating initial contact.
developing conversational skills, increasing behavioural confidence, demonstrating social affiliation,
and saving time (Edmondson 2006: 210). Wray & Perkins (2000) assign specific purposes to two
overarching functions, namely social interaction and the speed at which language is processed
(pp. 14-16).

3. Translation of the original German: "Die hohe Geschwindigkeit, mit der kompetente Spre-
cherinnen und Sprecher normalerweise sprechen und verstehen, wire nicht erklirbar, wenn nicht
ein erheblicher Anteil des Verarbeitungsprozesses auf Automatismen beruhen wiirde.”
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If chunks are part of competent language proficiency, }eamers must be §ensitiscfi
to them: i.e.. they must specifically watch for them and incorporate lhelq .mto’ T.i‘Jf.‘,.Il‘
repertaire formulations, Chunks are thus an important pn:req‘ulsne for pgrttc:pauon in
target cultural practices, which is one reason to have them available ear!y in the Iesscn’s.
Mastering these chunks gives the learner a sense of co:llﬁdcnce and mdepende.nce‘ in
dealing with the target language, which p}usiti\fely underpins any further communication
i age and any other language learning. iy
; ?Ifelilégi:sﬁem Deuts:;h" app przse11gts chunks in the context of a 1'.‘npic that is intro-
duced in a slidé show, The protagonists are Samira Aziz (from Syng), Yonas Mehari
(from Eritrea), and the Fani family (from Afghanistan), who communicate successfully
in certain situations; i.e., tell the doctor they have a sore throat and ask u?e dqctor tfn
write down his recommendation for medicine, ask for winter shoes ﬁu_— their ch1ldren’s
growing feet, or notify the fire brigade in an emergency. In the s?enarlo,lthe Icarper is
first asked to watch the slide show with German audio texts (m!h suhtmes. avfal!ab]e
in ten languages that can easily be switched to German) for meaning. Later, individual
phrases and sequences are provided for repetition, followed by e_nhre roles. Julll

Exercises to teach basic vocabulary also start with presentation and semantisation
(conveying the meaning). The new lexical elements can then Iflc msem?d and tried out
in the sentence patterns with a variable slot. For example, in the slide s_hnw about
"Health", Samira has a sore throat, which she describes to the doctor. But, with the help
of the picture-based learning units for vocabulary reiated_ to _health & body, tr!s pattern
"| have a sore throat." can apply to any acute and chronic ailment: "I have high blood
pressure.”, "I have a fever."

Cevundnell B

Figure 2; Detail Slide Show Chapter Health
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5] 3. EXERCISE TYPES AND FUNCTIONALITIES

Central to memorising the chunks is not only listening to the German texts but also
verbally repeating exactly these patterns and routines. The app has many exercises in
which single words, entire formulations, and phrases are repeated and recorded using
the audio recording function and can then be compared to the original by the learner.
Sequences can be reinforced using a smartphone before they are tried out in everyday
life. It is up to the learner to assess the appropriateness of what he has produced - this
is something that is not supported by this software. Learners are certainly capable of
performing this task, and it encourages learner autonomy. even if individual phonetic
variations are not recognised: Not even the best software is capable of this. On the
contrary, a software-based evaluation of words or expressions spoken by the learner
as "objectively correct” would be detrimental. Instructing the learner to record and
evaluate his own production appears to be a viable way to learn a language without
: professional support.

v Other types of exercises in the app are: multiple choice (with questions about the
Héren Sie. losen Sie und sprechen Sie nach slide show, shown in Figure 5), matching (pictures and terms or singular and plural
forms are matched to one other, shown in Figure 6), and hotspets (two variants: audio
is triggered by touching elements on a picture, or the learner is prompted to identify

@ and touch a certain part of a picture after the audio is played).
In addition, games support the learning activities in the app. To memorise and repeat
Figure 3: Vocabulary Presentation and Semantization Exercise the vocabulary. fun exercises are offered for every topic in which learners, for example,

memorise an increasing number of terms in a certain order or identify terms (under time
pressure) in a jumble of letters.

Ehmietol =] The app also has a vocabulary collection and a phrase book that can be used within
e ot | or across topics. These lists of expressions and words are complemented by a vocabu-
Teh habal VeLschemersen. (E1 1004e b Wt lary trainer. With the help of the vocabulary trainer, the learner repeats phrases and

individual words and then saves them as "know" and "unknow'. Depending on how
they are saved, the vocabulary is provided for repetition earlier or later.

Figure 4: Exercise with Audio Recording Function (Chapter Health)
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Figure 5: Multiple Choice Exercise

Figure 5: Multiple Choice Exercise
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4. A METHOD FOR LESLLA LEARNERS?!

The "Einstieg Deutsch" app is explicitly geared toward learners with no previous
knowledge of German who want a basic tool for using the language and learning basic
expressions with the program. Based on the chunks offered, learners can carry out
important, relevant, and useful communicative acts and thus be able to communicate
quickly about the most important everyday issues.

The target group of refugees and their communication needs determined which topics
were selected, how they were structured, and which day-to-day situations were used
as examples. Paramount in enabling learners to find their bearings in their immediate
environment is the development of speaking and listening skills in the context of an
action-based approach to learning.

Action-based means that learners perform tasks that are linked to their everyday lives.
These tasks prepare them to communicate outside of the classroom. Chunk learning is the
ideal starting point. because it integrates training of vocabulary, structures, and pronuncia-
tion or prosody. Moreover, these sequences inherently contain extensive culture-specific
knowledge that is learned "in passing" (Who says what, when, to whom. and how?).

The use of chunks means that practically oriented, immediately applicable expres-
sions are taught instead of abstract knowledge. For many immigrants, the acquisition
of language skills for coping with everyday situations in the second language often oc-
curs unconsciously and implicitly through pure "language immersion". Many refugees,
however. (also due to mass accommodation in old army barracks, centrally distributed
food / everyday necessities. efc.) initially have limited social contact with speakers of
German. the local context, and and the German language. They thereby lack important
opportunities to hear the linguistic expressions in the frequency required to bring about
successful communication, let alone to quickly use these expressions correctly and ap-
propriate to the situation.

The acquisition of chunks - also with an app ta help understand and practise lan-
guage in everyday situations — can, therefore, facilitate initial contact with people in
the target society, ensure that everyday communication is successful, and foster mutual
understanding. The use of chunks encourages participation in society (Aguado 2002,
2016: 33). At the same time, successful first contact with speakers of the target language
and mainstream society is a prerequisite for continued learning.

Although the facus of the "Einstieg Deutsch" app is the target group of refugees and
beginners with no previous knowledge of the language, the method of chunk learning
used in the app is generally suitable for everyone, for non-refugees and even advanced
learners, especially when ability to speak in the second language is the focus. To develop
long-term, good language skills, it is necessary for the learner to internalise his linguistic
skills and form a system of rules on this basis. This is done not by learning declarative
rules, but through "good" input, authentic tasks, and intensive learner activation at a
high rate of repetition and with many automated applications.

The method does not cut across the structured and explicit teaching of the rules and
structures of a language. At the same time, traditional grammar teaching is only useful if
learners want it (because this is what they are used Lo as a result of their learning tradi-
tion or language learning biography) and have a strong cognitive approach to language
learning and problem-solving strategies. Knowledge of explicit rules is not necessary
to develop fluent language skills,
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The method of chunk learning is particularly well-suited and intuitive for LESLLA

learners who have often already learned one or more languages in part with o supervi
sion and without explicit knowledge of grammar through "language immersion". When
learning with chunks, vocabulary and grammar are not artificially separated as they often

are in supervised acquisition. If learners can be successfully sensitised to chunks - also

using digital learning media - and their awareness of these linguistic sequences sharp-
ened and thus their level of attentiveness increased, they are empowered to continue
learning independently without prepared input,

Chunk learning is an excellent way for learners to not only make rapid progress in
oral proficiency at the Al level but also to obtain a sense of contro! and confidence
in mastering the L2 (Aguado 2012: 8). Based on these skills, the learners® awareness
can be focused on 1.2 structures to achieve a deeper understanding of phenomena and
transferability. Oral proficiency in a given L2 is, moreover, fundamental to any L2
literacy teaching, as literacy can be achieved only on the basis of verbally understand-
able material (Mempel, Ochs, & Schramm 2013: 50).

Oral proficiency is central to the social integration of migrants and refugees for
nearly all everyday activities and is even more important in the case of students whose
reading and writing skills need more time to develop. Non- and semi-literate people
require verbal strategies to compensate for their deficiencies and to seek assistance when
confronted with written information or tasks they cannot master,

On the basis of these considerations, it is highly desirable to advance the ap-
proach and material on a broader scale, including other target groups and focusing
on the interaction of oral proficiency training through chunk learning and literacy
training,
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ABSTRACT: State Continuing Education Centers strive to provide adults with the
opportunity to re-enter the educative system by offering lifelong learning programs,
Immigrants can be initially enrolled in the program “Spanish as a Foreign Language”,
as an intermediate step towards other courses that lead them to obtain other creden-
tials. Teachers and students have online and free access to instructional units, which
are adapted to the students’ goals and interests. They don’t get an official certificate of
their level at the end of this program, but they are offered the opportunity to take a test
at an Official Language School to obtain such a certificate.

KEYWORDS: Continuing Education Centers, Spanish as a Foreign Language, Immi-
grants, State Education,

1. INTRODUCTION

Continuing Education for adults in Andalusia, a region in south Spain, has been
changing deeply in recent decades. During the 1970s and 1980s there was a high rate of
low educated adults in the region, which made the educational policies focus both their
attention and policies on literacy development, Therefore, literacy of the Spanish popula-
tion was the main purpose of Adult Education Centers at this time, as they were called.

In the 1990s, however, this situation changed and the educational demands of adult
population have shifted towards other interests, alongside with European tendencies.
New educational policies have been implemented to respond to those demands, which
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have led to a root change in the Adult Education Centers, currently called Continuing

Education Centers. This new name is only a small reflection of more a deep structural,

conceptual and functional conception of the nature of education as it is offered to people

over eighteen years old in the state education system in Spain.

2. EDUCATION AS A HUMAN RIGHT GUARANTEED BY AN INCLUSIVE
SOCIAL SYSTEM

It is generally accepted that education is a basic human right. Nobody should be
denied the possibility of getting access to a quality education system, regardless their
age, sex, origin, culture or religion, during their lifetime.

However, it has been demonstrated that this policy is not always followed in different

European countries, The education and training policies are different across the countries
and the students’ success and learning outcomes depend in many cases on social class,
socio-economic status, geographical origin, and even gender or age.

The Survey of Adult Skills, published by OECD and the European Commision, also
known as the Program for the International Assessment of Adult Competences (PIAAC),
assessed the literacy, numeracy and problem-solving as well as their skills with Infor-
mation and Communication Tecnologies (ICT) of adults aged 16-65 in 17 European
countries. It underlines the above-mentioned inequalities as well as the alarming figures
that 20% of the working population has low literacy and numeracy skills, and 25% lack
the minimum ICT abilities needed to access the job market, with striking differences
among the countries participating in the survey. These rates are even higher among the
unemployed.

European Union policy makers are working to change this reality by means of en-
couraging the different European countries to implement education and training policies
that guarantee more inclusiveness. These policies have set a target for adult learning that
states that by 2020, 15% of the population aged 25-64 should be taking part in Continu-
ing Education. In 2012 only five countries had reached the target and in Andalusia we
were at 5%, so the chalienge continues.

Supportive lifelong learning policies will help people get the new skills they need to
gain access to the labor market, which is more and more demanding everyday. Therefore,
it will both keep the population active and subsequently help overcome the economic
crisis when new job demands appear in the market.

3. THE ROLE OF CONTINUING EDUCATION CENTERS

It is in this context that Continuing Education Centers have modified their nature in
recent decades. Their priority is to meet the needs of the population with no exception in
the continuously changing and challenging socio-economic reality. First of all, equality
and inclusion must be a reality, not simply an idea.

The Centers’ role includes a number of different objectives:

— Set the foundation for equal opportunities for everyone and guarantee an answer
to their needs.
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— Accept, respect, and work with all kinds of diversity: gender, culture, and levels
of literacy and language development. .

— Prevent racism and xenophobia through specific programmes designed to actively
work toward social and educational equity and make inclusion one of the main
principles in their teaching methodology. '

— Offer meaningful and practical learning cpportunities. Students do not apply just
to learn academic content, but to achieve the broader objective of working and
living in better conditions. Thus, they must be able to transfer the knowledge and
skills they acquire at school to their own realities.

4, EDUCATION AND RRAINING PROGRAMS OFFERED IN CONTINUING
EDUCATION CENTERS

In Granada there are 44 Continuing Education Centers that offer three types of programs:
4.1. Courses THAT LEAD TG A CERTIFICATE

These courses focus on obtaining the certificate of Secondary Educaticn for Adults — this
is similar to a high school credential in other areas of the world— or Official Certificates
of Foreign Languages, according to the Common European Framework of Ref.erence for
Languages. In both cases the methodology and evaluation systems cmployed is blended
learning: students work online and have an online teacher who belongs to a Secondar?f
Schoel or Official Language School, and who is also the person respensible for thf’.lr
evaluation. Apart from that, students also have the support of face-to-face classes with
a teacher at their Continuing Education Center.

4.2. EpucaTion AND TRAINING FOR EXTERNAL Exams

At Continuing Education Centers students can train for different external exams that
will give them access to other stages in the educative system when the.y do not h.ave the
required qualifications for each of those stages: University or Voca’uonal. stu_dles. For
example, if students do not have a certificate of Secondary Education, which is neeqed
to access superior Vocational Studies, there is this parallel pathway of an alternative
exam, only with academic value. This means that students can only access other stages
in the educational sysiem, but it does not have any value in the job market.

Other available exams give them the opportunity to obtain a Secondary Education
certificate or an Official Language School certificate without enrolling an official course.

4.3. OTHER COMPLEMENTARY COURSES THAT RESPOND TO SpPECIFIC SociaL DEMANDS

— ICT Courses: they include training on digital skiils needed to effectively use ICT
in real life. They will be able to face many procedures in everyday life in which
they need some management of the computer, the Internet, the mobile phone, the
e-mail, etc.
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— Basic Skills in Foreign Languages (usually English); these courses train students

to be able to face everyday situations in which they will need a foreign language,

Such a course is also considered as an introduction or a pre-requisite step for 3
those students who want to obtain a certificate at an Official Language School,
but who lack the basic knowledge or even self-confidence to face the courses in

that institution yet.

— Healthy Life Habits, Illness and Risk Prevention: this course offers a program 9
intended to highlight the importance of the prevention in our society in every 7

aspect life: health and diet, exercise, working conditions, hygiene, etc.

of the value of the places where they now live and understand their history as
a first step in the process of looking after and keeping their cultural and ethnic
heritage.
— Introduction to Entrepreneurial and Business Activities: this program is a vehicle
of personal development in which people can acquire or improve their creativity,
self-esteem, initiative, collaborative work, responsibility and risk-taking. There
are three different lines of work: Entrepreneurial Potential in Eutope, Programs
for solidary People and Setting up a Business.
Spanish as a Foreign Language for Immigrants: Intercultural education and Span-
ish as a Foreign Language are two basic aspects and even two previous steps in
the integration of immigrants in our society. They contribute to a faster and more

efficient integration not only in the job market but also in every aspect of their
everyday life.

5. SPANISH AS A FOREIGN LANGUAGE AND CULTURE IN CONTINUING
EDUCATION CENTERS

Immigrants are offered the possibility of learning the Spanish language and culture
and to prepare for their Spanish citizenship test. Furthermore, there is a third and very
determining objective implicit in this program: Continuing Education Centers have as
a primary goal to help people obtain new certificates and to give them access to other
stages in the educative system. In this regard, this specific program is understood as
an early training step in the learning process of those who would like to obtain the
certificate in Secondary Education, Vocational Studies or Official Language Schools,
but they lack the basic skills to be able to face those programs straightaway, mainly
because they don’t know the language sufficiently yet or they need to improve some
basic study skills to be successful in those next courses and programs. Thus, this
program is also a kind of footbridge, a pathway towards other studies. Ultimately, the
main goal is always to help learners become acculturated to Spanish society while
avoiding and preventing any kind of inequality or discrimination,

There are very clear data of how Continuing Education Centers are contributing
to the development of a more inclusive society by offering the programs that people
from every sector of society need to more fully participate in their communities. In
the academic year 2015-2016 there were 823 students who finished their studies in
Spanish as a Foreign Language and Culture in the different Continuing Education
Centers throughout Granada. We must add 135 students more who enrolled the Of-

Andalusian Culture and Heritage: this program is aimed at making people aware
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ficial Language School to learn Spanish and obtained an official c_ertificate. 35 9f
them studied A1 level, there were 25 students in A2, 31 in B1, 23 in B1‘+ and 2!m
B2. That makes a total of 958 immigrants — almost a thousand — studying Spanish
only in one province in Andalusia.

”l):'here are absolutely no access requirements. Students ‘do not even nfaed to have
Spanish citizenship. Official Language Schools do establish an age limit, however,
they must be over 18 to be able to apply.

6. STUDENTS’ PROFILE AND INSTRUCTIONAL IMPLICATIONS

We must never forget the real context of Continuing Educatiqn _Cen'ters, most of thfam
located in small villages that offer their courses to all people living in the commumty.
In this context, it would be completely unrealistic to expect'homogeneous profiles in
any group of students, especially in those of immigrants in this specific program. Quite

i is diversi level:
to the contrary, what is found is diversity at every .

It seems obvious that students will have different backgrounds and theref.'ore clilfﬂ.arent
cultures and different mother tongues. 1f we think about the: pedagoglcal. implications,
this diversity presents a challenge to individualize the teaching and learning processehs,
not to mention to develop a sense of belonging in the group. Teachers can take months
to achieve that basic goal. ‘ _ _

We also need to add that students’ proficiency level in sz_imsh W}]] also vary greatly,
which creates the need to adapt the language used during n}structlon contmuousl}};/ 50
that it is not too basic for those proficient learners nor too difficult for those who have
not acquired basic language skills yet. . ' ) '

The different backgrounds of learners also come with varying socio-economic levclels,
which also relates to their cultural competency. Teachers must rtx)lodel and nurture toler-

ers.
ance in order to ensure equal treatment among the group mem _ '

In these groups of students, as in any others, we also find dlffere_nt le‘ammg styles
and rhythms, as well as multiple intelligences, all of which result in dlfferf:nt stgc'ify‘/
habits and learning strategies. Teachers must adapt to each f’f them, effe_ctu./e‘ly 11}-
ferentiate teaching, and help students develop learning strategies that they mdmc!uahy
need to achieve their objectives successfully and be able to success other stages in the
educational system. _

The interests and motivations to join the group are a159 varied among students. Tl;e
fulfillment of their expectations will define their atiitude in cla§s and ‘feachers myst e
aware of that. They are adult learners, and instruction must be immediately relevant to
keep them engaged. ‘ ]

gpart from those contrasts, in many cases deeper differences can be. four?d re
garding special education needs. Some immigrants need deleper adapta_tlons in the
teaching and learning program as they present some learning of Physn:al or psy-
chological disability that does not allow them to achieve the established objectives
in typical fashion. o

tl%ieI:signing and establishing an effective initial intake and assessmen‘t system fo
identify all those differences becomes essential in order to obtam' a'clear picture of the
group and its individuals. Each teacher then needs to adapt their instruction to every
specific learner profile.
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7. TEACHERS® PROFILE

Regarding the teachers’ backgrounds, it is necessary to make a distinction between
teachers in Continuing Education Centers and in Official Language Schools.

There is not any specific qualification in Spain for teaching adults in Continuing
Education Centers. Any primary school teacher or pre-school teacher can apply for those
positions. Therefore, the responsible teachers for the programs of Spanish Language
and Culture for Immigrants are primary school teachers or pre-school teachers. They
must pass a state exam to get their position in any school, either Primary or Continuing
Education Centers, but are not asked for any further specialization in adult literacy or
in how adults learn, i

However, teachers in Official Language Schools must be qualified teachers of Span-
ish Language and Culture, with the same credential as a teacher of Spanish Language
and Literature in a Secondary School.

Currently there are 40 teachers in Granada working in Continuing Education Centers
and two teachers working at the only Official Language School in the province.

8. TEACHING METHODOLOGY: GENERAL CONSIDERATIONS

The methodology used in these programs is based on the communicative approach
from a functional perspective, but it is not our intention to describe now the principles
of this approach, as it is not the purpose of this article. We would like to describe some
other general considerations affecting methodology that can be deduced from the main
goal and nature of this program as specified above,

The main pedagogical principle is inclusion. Given the diversity found in the class-
rooms in all its perspectives, it is especially important in these groups to create a sense
of belenging and guarantee inclusion both inside the group and projected towards the
whole school and the community. This principle must be worked first inside the classroom
but it must also be a basic principle of the educational project of the school.

Inclusion must be understood not only as a methodological principle, but also as a
demeocratic principle, as it is a way to guarantee all the students have the same rights and
are treated equally inside and outside the classroom, regardless their possible physical
or psychological disabilities. Children or adults who present these types of disabilities
are never separated from the main group or segregated.

A second methodological principle is interaction. Communication cannot occur if there
is no interaction between at least two persons, so every teaching and learning activity
is built around interaction. It is also the most efficient means of taking everyday situ-
ations into the classroom and making learning functional and meaningful. Very related
to this, we must consider dialogue-based learning. It has been demonstrated that one
of the best and most efficient ways to learn is by means of creating situations in which
interactions between students occur, letting them discuss some questions that the teacher

or themselves propose and leading them in the process of reaching some conclusions.

Finally, it is worth mentioning centers of interest. The teaching and learning process
is designed to respond to the students’ different interests and motivations, both to cre-

ate meaningful learning and to get them invelved more actively in their own learning
processes.
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Apart from those general considerations, there are specific actions that Con_tmuaﬁﬁ
Education Centers are taking to help immigrants develop a sense of §o$mun;gh "
belonging. Some examples are the Zelebratipqtpt; ::t;;ﬁz:xﬂlaeriragg; r1"Jletsi,(m ch 2

iviti chool and outdoor activitie
:;&Zg?:n;llctgxlrtlﬁsuzgt; and at the same time create opportunities for the rest of students
to know other cultures and develop their sense of acceptance ax}d tj)lerancde-.ff e in

Other specific actions, which may seem small, but makf: a sr.gmlf]ic_ant ihe: noe in
the immigrants’ feeling of acceptance is tf’ place school signs ;n their mo ateeria1 aglSO
(toilet, exit, room 3, library, etc.), and provide .leaﬂets or other in orrpl;altwe m eria) also
in their mother tongue. When designing teaching materials, as possible, teachers try
i * cultural references. .
mtjag::;iﬁi :[1111;1 ti:vlfjsrkplace guidance is also offe{'ed in Con_tinu'mg Educ?nog Ceg’;e;:i
both in this specific program and as a school policy which is part of their educa

project.

9. MATERIALS

The Andalusian Education Policy has established that there must be free online accesi
to materials that support not only this pregramme, but also all the other protﬁran:)n;ve
offered in Continuing Education Centers. However, as can be deducedffron}1 5 3
considerations, this material must be adapted to the_ specific fegtures 0 e}';lc ' grodpt‘ion

The material is structured around eight topit.:s of interest, Whlc':h form t c; 'oun a(ij fon
for eight didactic units starting from the indiv1d}1al {myself), going throug| ] l;n;::imn_
and close contexts (at school, at home, my family) and reaching more socia
ments (shopping, out and about, health and work):

1. Mis primeros dias (My first days)
2. En la escuela (At school)

3. Mi casa (At home) ]

4, Mi familia (My family)

5. Las compras {Shopping)

6. Por la calle (Out on the street)

7. La salud (Health)

8. El trabajo (Work)

Each unit of study contains different resources: teach'er’s g}lide, stude.ntd mate;larl,tla
Picture dictionary, audio files, video files and an interactive unit to work in hep(el]ilff:re ri
online. At the same time, all communicative Skl]]‘S are trea'Fed throu_ghout the lover
sections in the unit, which are the following; listenm.g, speaking, reading, writing, talking
to your partner, playing, watching a video and talking about your country.

1 http-l/www.juntadeandalucia.es/educacion/permanenlc/mmcrlnlcslindcx.php?cspanol#space
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10. TESTS OF SPANISH AS A FOREIGN LANGUAGE AT THE OFFICIAL
LANGUAGE SCHOOL

Some immigrant students who are evaluated positively and their teacher considers 3

that they could face an official test to certify their level, are advised to take the official
exam of Spanish as a Foreign Language at an Official Language School.

This official exam is composed of four tests, and all four of them must be passed
independently to obtain the certificate. The four tests evaluate the four skills in the dif-
ferent levels: reading, listening, speaking (both individual presentation and interaction)
and writing (both production and interaction).

11. CONCLUSION

Continuing Education Centers try to offer an answer to the social needs of popula-
tion in Spain today. This answer is not designed only by local education policies but is
mostly linked to a pressing need that has been identified and described by the European
Commission. We must not forget the minorities of immigrants who need to be accepted
and integrated in a society with increasing diversity. The first step in this integration is
helping newcomers acquire the necessary communication skills that will allow them to
succeed in everyday life. At the same time, we must not forget the acculturation needs,
which are also present in the programs designed for this specific student profile.

A group of 42 teachers distributed throughout the province is responding to the needs
of almost a thousand immigrants. Each student has a different background, learning
style, motivation and level of proficiency in Spanish, but they come to Continuing

Education Centers in seek of real help in this completely new and challenging situg-
tion in their lives,
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ABSTRACT: The course of second language (1.2) morphe-syntactic dz_zvelopment is S;!.lld
to be uniform, regardless of learners’ L1, type of exposure or education. We argue :] at
this conclusion is premature and explore these variables w1th'new cro§s-sectlonal z}tﬁ
from an on-going study of Arabic-, Somali- and U‘rdu~speakmg English learners v;,'lth
varying amounts of home-language and English llte.racy whqse exposure to ].Eng 1: !
was only after post-puberty immigration. While seminal studle’s of adl:llt immigrants
naturalistic L2 acquisition have inciuded low-educated adults, instruction not hteract:)y
was a variable. There is emerging evidence of different rates anfj developr‘nental sub-
patterns for L2 immigrant adults but it is unclear whe.ther the 1nﬂ1{ence is exposure
type or literacy. The structure building appr‘oach predlct§ gramrflatlcal e_leiments g:(el
acquired in their order in the target syntactic tree, and in Enghsh crucial are “1' A
order, negation, tense and agreement. Given the standard syntacn_c stt:ucture of Eng is ],
the predicted order of acquisition (1) word ord_er of the VP prOerct]on; ) sententli
negation (NegP); (3) regular past tense marking (TP); (4) subj:act-verb agreement,
including 3% person singular {(AgrP). Data come from speakers’ oral product;on L1121
response to a set of tasks. Results support the predicted order of de\'felc')pfnen; dq;f
English learners regardless of their L.1. Results also reveal su.btle individua ; ebr-
ences in over-production of suffixes such as —ing and - s v.vhlch can only partly be
traced to learners’ level of home language and L2 English literacy.

KEYWORDS: morphosyntax, tense, L2 English, functional projections, over-production.
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I. INTRODUCTION

In 2001, Roger Hawkins summarized four decades of second 1

research, since the 1970s, cross-sectional and longitudi i
arch : ' ongitudinal 3
acquisition of infiectional morphology, < o word o poond ominags

on the conclusion that there are commo.

see e.g. Krashen 1985; Schwartz 1993);
These conclusions come in part from th
‘naturalistic’ adult immigrants since the 1

Study Lland L2 Description Ideas introduced
. Spanish and '
Bailey et al, I?OIher — cross-sectional: {42 learrlers development follows a
19705 L2 Felin 73 learners natural’ order independent of their L1
(Krashen 1985) - like children.
Spanish, i
SISA Portetese and cross-sectional: L},]2 de.velopmenl moves in stages;
s Tl ot 45; 2-year longitu- :here is dc;batelon whether adults use
dinal: 12 1 e same linguistic mechanisms as
L2 German eamers children.
E . .
IgSgF(‘]S Immigrants learning |2 % yrs: L2 learners start with a ‘Basic Vari-
5 European L2s 40 learners ety’; some don’t go further.
Korean and Turkish
]].nngLERN [ e isl cross-sectional: L2 learners follox.v a natural order that
0s [ igrants 17 learners is indeed largely independent of their
L1 except for at the very start.
VYSA Lt:l dEnglish exchange |1 year longitudi~ | Educated exchange students not
19905-2000s sL . (t}:nts nal: instructed in the L2 follow the same
erman 3 learners stages as less educated immigrants,

Table 1: Influential Studies of Naturalistic Adult Learners’ Acquisition of L2 Morphosyntax

The usefulness of having an awareness of learners’ develo

not by Lseful pmental trajectories should

estimated. This awareness means that th i

founded expectations regarding what a learner is ableet;e:lzhae: ;);; L:gtiovre:;vluo?natvf3 ‘:’_Cl]'
and where_the learner is likely to make errors. This enhanced sensitivity tI:) al " lm’e
natural trajectories leads to confidence in placement and assessment of the elﬂmef :
There are othfsr possible benefits. Since the 1970s, there has been ongoing disc?.li?;ce)i
:)f l:;l)w l150 desu,gn or provide materials for a stage of development that is not only suited
o the earl}er $ cu.rrerllt stage of development but slightly more advanced (Krashe
1985). While that is likely to be far too demanding for those who work in multi-] I;
classrooms, understanding learners’ linguistic trajectories can contribute to tas]v]cs ea‘rlii

materials selection whereby these are i
not only tailored to learners’ communicati
but also to their current linguistic abilities. ieative needs

anguage (L2) acquisition

anc:a synta);, din particular word order, have converged -}
’ : n stages of development which are largely i %
ent }?f (1} the learner’s native/first language (L1); (2) the learner’s age at irrlgitgfuelg;g:ﬁe 1
to the target language; (3) the type of exposure (naturalistic/uninstructed vs. classroom: 4

and '(4) the learner’s educational background: .l
e major L2 acquisition studies of uninstructed 3
970s, as the rightmost column in Table 1 shows, 4
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Despite the findings of these studies and Hawkins’ conclusions, there is on-going
exploration of and debate surrounding claims (1), (2) and (3). However, there has been
much less atiention paid to the claim in (4). This is because those who work within the
generative paradigm of second language acquisition assume modularity of mind, That
is, they hold that the acquisition of linguistic competence proceeds separately from the
development of general cognition and that the result of language acquisition is encap-
sulated knowledge which is separate from other types of knowledge. Any skills which
might fall under general cognition such as literacy lie outside knowledge of language
(i.¢. linguistic competence) though of course there are interfaces with different types of
knowledge. Indeel all normally developing children around the world effortlessly attain
adult-like syntax several years before they begin to be taught to read. There is a wealth
of research (including the studies in Table 1 but considerably beyond these) which points
to the conclusion that L2 learners past the age of puberty have access to the same in-
nate mechanisms that guide children. That is, after the purported critical period for the
acquisition of language ends, there is lifelong availability of the linguistic mechanisms
that constrain human syntax and its acquisition known as Universal Grammar {Chomsky
1981; see White 1989 on L2 acquisition). The logic here is that if UG operates simi-
larly for adults, educational background — e.g. literacy — should not be relevant for the
acquisition of encapsulated syntax. Tarone et al. {2009) contest this position and claim
that alphabetic literacy has an undeniable effect on the acquisition of L2 syntax. In this
paper, we explore whether the presence or absence of home language literacy results
in differences in learners’ acquisition trajectories by looking at a sample of L2 English
learners with and without home language literacy/formal schooling prior to immigration.

In the rest of this paper, we look at data from an on-going study of the acquisition
of verbal inflections and word order (morphosyntax) by speakers of Arabic- and Urdu
and related languages who were at various stages in their acquisition of English. We
start by describing the theory of Organic Grammar used to track learners’ development
trajectories. We next introduce the learners and their background and the study’s meth-
odology. Then follows the results and a discussion of their interpretation.

2. ORGANIC GRAMMAR

Organic Grammar has its origins in the 1990s LexLern study (see Table 1) and ideas
emerging from the study of Korean- and Turkish-speaking adult immigrants in Ger-
many whose acquisition was largely naturalistic. The proposal is that learners’ initial
morphosyntax is based on their native language word order, but that learners do not
project any functional syntax despite opportunities for transferring these from their na-
tive language. That is, their interlanguage grammars are ‘tninimai trees’ somewhat akin
to young children’s early multiword utterances, around their two-word stage. When L2
learners get ample input in the target language (note that immigrants do not always get
sufficient input), they ‘build structure’ using the linguistic mechanisms still available
to them (Universal Grammar). In the 1990s, Vainikka & Young-Scholten proposed and
tested these ideas on Korean and Turkish as well as on English, Italian and Spanish
speakers learning German naturalistically. Organic Grammar encompasses the idea of
minimal trees, the learner’s starting point, and structure building, the process in which the
learner then engages to acquire functional projections. (See Vainikka & Young-Scholten
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1994; 1996; 2005; 2013 and on the application of Organic Grammar to assessment, see
Young-Schelten & Tjuin 2006.,)

Tuming to English, these projections or phrases are the negation phrase (NegP), the
tense phrase (TP), the agreement phrase (AgrP) and the complementizer phrase (CP),
A fundamental feature of Organic Grammar is that projections differ across languages;
for example, Chinese does not mark tense or agreement but does mark aspect and hence
does not have a TP or an AgrP, but does have an AspP. Universal Grammar provides
the language learner with the tools to figure out from the input of a given language

what the relevant projections are.

word order

Stage Verb types agreement/tense pronouns syntax
VP L1 order, then |[thematic (main) subject, object
L2 order verbs none pronouns None
absent
bles Negation;
resembles the . TONOUNs single clauses;
thematic verbs; p g 5
NegP | L1 apart from copula *is’ none forms begin to | formulaic or
complex syntax emerge intonation-based
Qs.
resembles the thematic verbs, |no agreement; more pronoun Clonjomed
TP L2 apart fr modals; copula |some tense, some | forms, but they clauses.
Partlrom e e beyond |aspect, but not till b Formulaic wh-
complex syntax |.. , pect, bul no cén st be Qs; yes/no Qs
is productive missing x4 .
w/o inversion.
thematic verbs,
resembles the modals, copula | productive tense, |pronouns oblig- | Simple subordi-

auxiliary forms

AgrP | L2 apart from ‘fer’ms bg){on_d aspect; some atory, .‘there:’ nation; wh-Qs
complex syntax is ; auxiliaries |agreement, esp. z'i‘nd existential |but all Qs may
in all forms and | forms of ‘be’ it? lack inversion
tenses
complex tense,
aspect forms; | forms usu- £ ,
CP always re- passives; range | ally correct, usg ?. . there C.om[.Jlex subor-
sembles the L2 | of thematic apart from newly and ‘it beyond dl.nat!on, Al.l Qs
verb, modal, attempted ones stock phrases | with inversion.

Table 2: Organic Grammar Stages for L2 English.
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3. METHODS AND MATERIALS
3.1 PARTICIPANTS

The participants recruited in this study were eight native speakers of Arabic and
six Urdu as well as related Dari, Punjabi and Pahari speakers who were living in
the UK at the time of testing. All participants were post-puberty learners of L2
English; that is, they had not been exposed to English at all prior to immigration.
Their literacy and their formal education in their native language varied as did their
length of residence in the UK. At the time of testing, they were either enrolled in
English as a second language classes or had been enrolled in such classes. In the
UK these were either ‘pre-entry’ classes - the lowest level of proficiency (below
‘Basic User” in the Common European Framework of Reference for Languages) and
Entry 1 (working towards CEFR Al).

3.2, Tasks

The data come from speakers’ oral production in response to tasks with pictures
designed to elicit evidence of acquisition of these projections. Each learner did the
tasks individually with a research assistant or the fourth author who spoke their
native language and was able to explain the requirements of each task. The tasks
included sentence compietion for VP word order, comparison of slightly differing
pictures for NegP, story retelling for TP, pictures and a card-game with habitual
and en-going actions for AgrP, a 20 questions game with Wh-words and sentence
completion for CP.

3.3. PREDICTIONS

We focus in the present paper on the Arabic and Urdu etc. speakers and on their
acquisition of VP, NegP, TP and AgrP; analysis of data from the Somali speakers, men-
tioned in the abstract, and of the acquisition of CP is still underway. Regarding word
order in declaratives, Arabic has the possibility of either subject-verb-object (SVO) or
verb-subject-object (VSQ), while Urdu has relatively free word order language with the
most common being SOV. That is, Arabic has a head-initial VP, like English, while Urdu
has a head-final VP, unlike English. Tense and agreement are marked in both languages
and there is a copula verb. As far as negation is concerned, in Arabic this involves two
particles which precede the verb sentence-initially: ma which negates the verb in the
past tense and /@ which negates the verb in the present tense, In Urdu, the negator nahin
precedes the verb. These facts lead to the following predictions:

1. Arabic learners of English will transfer their head-initial Arabic VP and produce
VO patterns rather than OV patterns while Urdu speakers will do the reverse.

2. None of the learners will struggle with tense or agreement marking or copula ‘be’

3. Negation will precede the verb
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3.4. Data Analysis

Researchers vary in how they count learners’ acquisition by looking at their suppli-
ance of forms or constructions expected in a particular context. For the purposes of our
research, if a learner uses a form (or construction) this indicates they have acquired
it. The present study follows Scarborough’s (1990) measure of productivity where this
is indicated by learners’ production of multiple variants of a morpheme with different
verbs and in conjunction with the relevant syntax.

4. Results

4.1. The VP

Table 3 indicates that the speakers transferred their native language declarative word
order. While Arabic speakers never produce OV word order, the Urdu (and related-
language) speakers sometimes produce OV. They also produce VO which, of course,
indicates that they have acquired this characteristic of English.

Leamer; L1 Program level -~ L1 literacy" - L2 lii..ere.tc:.y : OV VO
'Afrg; AI_abiq. > Entry 1 ok Good 0/10 | 10/10
:Aﬁ}e;Arab_ic _. ‘ Pre-entry 0 Lowest /8 8/8
Awad; Arabic Pre-entry ok Lowest 0/10 10/10
Rawdha; Arabic  Entry | ok Some 010 10110
Moh;A:abic  Pre-entry ok Some 0/10 10710
Moh ; Atsbic’ . Pre-entry 0 Lowest o7 m
‘Sabry; Arabic . Pre-entry ok Some 0/10 10710
Moh M; Arabic - Pre-entry 0 Lowest 0/9 9/9
S_ultani;.l')ai‘i‘  Pre-entry ok Lowest 1/8 /8
Tozgom; Urdu . Entry | ok Some 0/4 44
imtiaz; Urdu. - Entry 1 0 Lowest 110 9/10
Naz; Urdu " Enty 1 ok Good 010 10/10
fISl'.saﬁda.; Pahati i Pre-entry 0 Lowest 3/10 710
Zabila; Punjabi. +~ Pre-entry 0 Lowest 48 5/8

Table 3: Word Order in the VP,

1. Lowest: (for reading) = the learner can recognize some of the common sight words which
they have been taught. Decoding is a very low ‘glance and guess’ stage. For L1 literacy ‘Good’
and ‘Some” 1.2 reading are categorized under ‘ok’ which indicates they can decode while reading
in their native language.

;
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4.2. ACQUISITION OF FUNCTIONAL SYNTAX AND ProsecTioN oF NEGP, TP, AGRP anp CP

Evidence for NegP comes from the sets of pictures indicating absence of specific
actions (with singuiar and plural subjects), as noted above. Learners were expected to
produce utterances such as

1) The boy doesn’t eat. The girls aren’t washing the dog.

For tense and projection of TP, a story retelling task was used and learners were
expected to produce -ed on main verbs or irregular past forms as in

2) The people watched the boat. The boat sank.

For agresment (AgrP), learners saw pictures depicting habitual action and what was
expected were sentences with third person singular on main verbs and when the pictures
showed on-going action, then expected were sentences with forms of auxiliary be + a
main verb with —ing.

Copula ‘be’ was tested with a card game played by the participant and the researcher
where the players had to say whether the professions shown on the cards matched or

did not;

3a) I am a nurse; you are a teacher.
b) We are teachers.

When a leamner is placed at a particular stage, this means the learner is in the process
of projecting that phrase. That is, they are actively working on a given phrase, trying
to figure out how English negation or tense or agreement is marked morphologically
and represented syntactically. Working on stages turns out to be highly relevant for the
learners in our sample.

In Table 4, leamners are arranged by lowest projection/lowest stage, VP, to the high-
est projection/stage, CP. The TP column gives additional examples of past tense forms
learners produced, but not in the context of the task they were completing. The copula
‘be’ and auxiliary ‘be’ columns show a thumbs up icon when the figures represent a
variety of forms produced by the learner.

Era L . NegP. 0 o AgrP

Learmer = ‘Level : B - TP : 3
) : - . » : co aux

S_t“ge_; . mo@V isnonV doforms {red) o e 2 s
Zabila VP PreE 1010 0 0 1/10 510 0 509
AmroNegP PreE 610 4110 0 0 0 Vo 0
IR, +2 oth
Imtiaz NegP Entry 1 7/7 0 o VIO ex250 “ 5100 0 1710
Shafida’ " pp o0 0 0 1710 wa 0 1710
NegP
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: :Nég_P: o

Learner oy ™ L ABR L
Stage © T no(MV ismo(f)V doforms - (ed) . cop o aux
o B Srptliecia be be
Tazeem':
Negh 1010 0 0 0 510 510 0
MkMTP . PreE 210 0 gno  Or2ater g 0 0
L A xS
SultaniTP. PreE 1710 410 510 T2 O a0, 0
e exs
MobSTP "PreE 1010 0 0 0 500 110 0
SabryTP PreE 1070 0 0 0 510 0 0
RawdhaTP. Entryl 110 9/10 0 0 1010 00 o
7mo 10 zno HOFZOME o0 500 g
910 1710 0 0 10010 6106 0
o 1m0 g MOFZother opn 5 o
€Xs
0 0 1010 0 70 4106 0

Table 4: Learners’ Functional Projection Stages.

Zabila, as a speaker of two related languages, Urdu and Punjabi, is at the very low-
est stage. Regarding her negation, she uses a rudimentary form of negation and she
simply produces no/not without any auxiliaries before a main verb, She has little tense
marking (1 out of 10), varied use of copula ‘be’ (in 5 out of the 10 sentences in which
they were required) and she does not produce any instances of auxiliary ‘be’. The table
suggests, however, that she is in the process of projecting AgrP as she supplies third
person singular -5 in 5 out of 9 utterances in which it is required in that task. The data
are misleading; Zabila’s use of 3" person singular —s is accurate because she has adopted
the strategy of attaching it to verbs regardless of whether the subjects are third person
singular and, in fact, whether the word is a verb. Her data show over-generalization of
-s to various content words

The next four learners are at the NegP stage, Amro (an Arabic speaker), Imtiaz,
Shafida and Tazeem (Pahari and Urdu speakers). They are starting to produce various
function words — copula ‘be’, auxiliary verbs, third person singular s, and tense more
frequently when they are required,. For the participants at the TP stage MohM, MohS,
Sabry, Rawdha (all Arabic speakers) and Sultani (a Dari speaker), we notice comparably
more progress with inflected forms as well as copula and auxiliary forms. Learners at
the AgrP and CP stage use even more inflected forms as well as more advanced syntax
for example target-like questions and multiple clause utterances. The little ‘thumbs up’
sign for Naz, Awad, Moh and Afra indicate that they have four different forms of ‘be’
whether as copula or auxiliaty and are using them correctly.

4.3. Learners’ overgeneralization
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Table 4 hides the fact that learners also use a variety of forms in the utterances they
produced which are not target-like. Researchers have long observed overgeneralization
by children when they are in the process of acquiring rules which do not apply to ir-
regular forms, e.g. the common use of the regular past tense suffix to irregular verbs
to result in ‘goed’ or ‘wented’ (Berko 1958). In addition to what we have noted above

for Zabila’s overuse of -s, examples are

4) Amro; 7 am in all responses for auxiliary be

5) Awad: five examples of auxiliary is with plural subjects

6) MohM: in the negation task only I don ¥ + subject-verb X or subject-verb X + f
dont

7) Sultani: in the negation task, use of is dont — verb and don’t verb

These overgeneralizations are unsurprising; learners are in the process of figuring
out which forms mark singular and which mark plural and how auxiliary ‘do’ vs. aux-
iliary ‘be’ function, Many years ago, Wagner-Gough (1978) reported on young Homer’s
overuse of —ing in English. However, the additional examples shown in Table 5 suggest
something more interesting, perhaps along the lines of the second language learners’
use of holistic or unanalyzed chunks (see Myles 2004). What is of note in our data
is that even when these strings belong to a different category than expected, they are
nonetheless closed class elements. Their recruitment of these words and sequences is
not random; learners do not simply use content words which are frequent in the input
such as ‘table’, ‘book’ or ‘bus’. There is compelling evidence that they subconsciously
know and use closed class elements, i.e. function words, after identifying them in the
L2 input they are receiving. We refer to these as place holders.

e A g R e R
Learngr._ . LI lit _.L2-:ht holder - Task o : ~B?SP°?5?S.:; i
L Cvergeneralization of —s to nearly
Zabila VP . 0 Lowest nfa All tasks all verbs
R you need is smoking; 1 am read;

Youneed Habitual action in

Lowest Lam/T’ 3 singular I’m cook; [ am is clean; this girl
m g I’m go; this man I'm go

I'm+ Progressive in 3% two guys I'm reading; three guys
V-ing sg and pl I’ washing
. (boy) is go to don’t drink; is go to
is go . s ’

Some . Negation no wash; is go to no play; go to no
isgoto e

painting; go to no play

goto Habitual action in  Is go to read; is go to wash; is go
isgeto  3"singular to food cooking

(singular) Is go to eat;

. -
is go; like  Progressive in 3 (plural) every three like go to

goto sg and pl cieaning
, Habitual action in  in the drink; in the writing; in the
Lowest inthe 3 g .
singular coming
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Place

Learner L1t L2lit holder Task Responses .
. .. g inwriting: in the eat; all plural: in
o P“’irj“ll:fa;“ ¥ {he caoking; in the no cooking: in
inthe sgandp writing: in the wash
dont is don’t open door: don’t like;

Sultani TP ok Lowest d0:‘t like Negation is don’t like painting; don’t like

i onth drive

f Habitual action in  think for cornflzkes; is reading for
or 3 gsingular a book
for Progressive in 34 {sg) eat for; (sg) laugh for: (sg) is
. e agn o phral like for; (sg) is laugh for: (pl) s in

cooking for; (pl) is wash for

I don’t + subject-verb (object/10/
object))

subject + T don’t + object

1 don’t + subject-auxiliary-verb
Habitual action in  the smoking; the have

3 singular

MohM TP 0 Lowest 1dont Negation

the

Progressive in 3®  {sg) the play; (pl) the write; (pl)
the )
sg and pl the walk
) o . dislike washing; dislike driving;
Naz AgrP ok Good  dislike Negation dislike to open

Table 5: Placeholders in Acquisition of TP and AgrP.

4.4, OVERGENERALIZED FORMS AS PLACEHOLDERS

These single words or sequences learners produce seem to mark a syntactic func-
tion. We propose that learners are working on the projections TP and AgrP and they
know —from their continued access to Universal Grammar— that every project requires
a head (T for TP and Agr for ArgP). UG leads them to fill the head, but because they
are uncertain exactly what fills that head, they recruit functional elements other than
the target elements,

There is individual variation in learners’ use of placeholders at the time data were
collected. First, there are some differences in the words and sequences they recruit.
We can attribute this to projections that learners are alse in the process of acquiring
(e.g for MohH, Dp (determiner phrase), in his use of the + verb) or functional elements
which have been the focus of classroom instruction. Exposure to instruction varies with
learners’ exposure to different teachers and with their attendance. Second, placeholders
are not used by all learners. Those who used placeholders (1) are beyond the VP and
NegP stages and not yet at the CP stage and/or (2) have no native language literacy.
The non-literates in our sample are more likely to use placeholders not directly related
to the actual verbal head such as ‘the’ and ‘in’. This may be due to greater reliance on
auditory as compared to visual memory.
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5. DISCUSSION AND CONCLUSION

Both Ll-literate and L1-non-literate second language learners follow the path of
development for English predicted by Organic Grammar. While both literate and non-
literate leamers recruit placeholders while they are working on the functional projec-
tions TP and AgrP, nen-literates are more likely to recruit placeholders which are not
verbs, yet which involve functional elements. These placeholders are rather different
from children’s over-generalizations and may also differ from the sort of unanatysed
holistic chunks to which Myles (2004) refers. Whether they reflect what learners have
been working on in the classroom requires further investigation. Nevertheless, they
clearly demonstrate that adults are fully capable of working on their own on projection
of verbal syntax in English.
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IN SCHOOL, BUT NOT IN EDUCATION — LESLLA{A) LEARNERS
OF ENGLISH AS AN ADDITIONAL LANGUAGE (EAL) IN THE CONTEXT
OF SECONDARY SCHOOLS IN THE UK

LIUBOV VINK
Moseley Schoo!l & Sixth Form

ABSTRACT: In the past few years there has been an influx of newly-arrived children
in the UK entering the education sector with little prior schooling and poor literacy skills
in L1. Current research on EAL development, informing policy and guiding practice
in the UK, suggests that all newly-arrived children should be provided with swift ac-
cess to the national curriculum on a par with native speakers, with natural acquisition
mechanisms expected to be sufficient enough to narrow the attainment gap. Given that
policy is predominantly symbolic, following the officially recommended model of EAL
support results in a range of 'sink or float’ types of EAL provision across schools and
in many instances excludes learners with EAL instead of including them. This article
explores the context of EAL provision in the UK, its current issues, presents an example
of good practice and calls for academic research into the framework of support that the
most vulnerable members of the school community receive at present.

KEYWORDS: EAL, secondary school, policy and practice, example of good practice

1. INTRODUCTION

This article outlines the context of English as an Additional Language that many
LESLLA adolescent learners find themselves in, with all its pitfalls and gaps in provi-
sion that inevitably affect life choices made by these learners, Furthermore, it presents
a case of a secondary school in the UK that adopted a different stance in its understand-
ing of EAL needs. Having recognised that inclusion is just a label for the process of
submersion, the school designed a special provision model to meet the needs of EAL
learners contrary to the prescribed model of immediate mainstreaming, positioned as a
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swift access to the UK national curriculum.' Finally, this article calls for more research
into this area of language-specific provision, as not only can it be illuminating in terms of
the second language acquisition processes during the developmental stage of adolescence,
but may facilitate change in the policy that guides practice across the country and has dire
implications for many young people who are effectively excluded from the mainstream
curriculum under the guise of inclusive practice and are conditioned to assume functional
social roles in aduithood as a result of poor opportunities during their formative years.
In 2004 the EU welcomed eight new member states. From that moment on, Destina-
tion UK quickly become a motto for a large number of families from every corner of
the new EU countries in search of employment opportunities and better life prospects.
Although the UK government predicted that the influx of immigrants into the country
would not exceed 15,000 people a year, by July 2006, over 427,000 people travelled to
the UK with the purpose of settlement, bringing almost 36,000 dependants along with
them, of which 27,000 were children of school age.? Nevertheless, given the fact that
a large number of newly-settled residents were families with young children arriving
from Poland, schools did not initially feel the effects of such a massive movement of
people. The majority of children who arrived into the country were of the age that al-
lowed them to quickly integrate into school life with little differentiation needed, since
natural acquisition mechanisms are at their strongest at that age, Therefore, despite a
much higher than expected flow of immigration, it was not until much later that the
concept of EAL, as a distinct field, fully emerged from the womb of the Ethnic Minor-
ity Achievement funding stream and became separated from Special Education Needs
(further SEN) entitlements, with the needs of newly-arrived children finally being rec-
ognised as language specific and developmental, rather than as special education needs.?
It was not until 2007, however (when two more member states joined the Union gen-
erating yet another wave of immigration), that EAL strengthened its status as a specialist
field. The change in the make-up of the EU marked a new beginning in education policy
and practice across the UK. With a large number of children for whom English was an
additional language entering mainstream schools, came the realisation that while entitled
to education, they struggled to access the national curriculum and go through the standard
assessment protocols on a par with children born and raised in the UK. Despite claims that
in later years the achievement gap between EAL and non-EAL students narrows down,
there is a growing body of evidence of long-term underperformance, especially demon-

1. The national curriculum sets out the programmes of study and attainment targets for all
subjects at all 4 key stages. (For more information, see hitps://www.gov.uk/government/collec-
tions/national-curriculum)

2. hitp:/fmews.bbe.co.uk/1/hi/uk_politics/5273356.s5tm

3. Until 2011, local authorities received an Ethnic Minority Achievement Grant (EMAG) and
were required to use this to support the learning of EAL and bilingual pupils and the achieve-
ment of ethnic minority learners. The bulk of this grant was devolved to schools based on a
locally agreed formula, although many local authorities retained some of the money to provide
a central EAL service. In April 2011, this grant was mainstreamed into general school funding
and there was no requirement for it to be spent on supporting EAL and bilingual learners. (For
more information, see https://www.naldic.org.uk/eal-teaching-and-learning/faqs/doschoolsget_ex-
tra_moneyto_support_eal learners/)
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strated by students who arrived in the UK in later school years; that nnnuiuh%
(For further discussion see Cameron, 2003; Leung, 2005; Giliborn and Mitxsi 80!

Another factor that influenced the move of EAL away from SEN was:s dramatls
change in the lcarner profile in the past seven years. To understand this,.we havejte
consider the totally different cultural and social background of people who have made-up
a significant proportion of new arrivals since 2007. Previously, there was a great number
of professional people coming to the UK with their families from less advantaged parts
of the EU, bringing not only their labour, but a somewhat strong academic capacity In
their children that allowed them to integrate with relevant ease. This meant that initially
the education sector in the UK was almost unaffected. Children who arrived into the
country as dependants of semi-skiiled immigrants were either of primary school age and/
or demonstrated strong cognitive skills, strong literacy skills in home languages and in
many cases a thorough understanding of the national curriculum content (predominantly
as a result of curriculum differences, where whatever was being taught in British schools
may have been covered earlier in home countries). This strong academic predisposition
and the small numbers of newly-arrived children in secondary schools allowed children
entering later key stages not only to access the content of the national curriculum, but
to acquire language skills naturally and with minimum specialist provision.

On the other hand, the calibre of students that schools began to receive after 2007,
and even more so after 2014, was something that nobody was prepared for. In fact,
2007 and later 2014 marked new beginnings in the field of EAL, where the acronyms
LESLLA(A) and in many cases NESLLA(A) became particularly relevant to the teaching
and learning context of EAL in the secondary schools sector in the UK. Many families
entering the country with a view to settlement in the past three to five years came from
disadvantaged regions of Romania, where early marriages coupled with strong religious
affiliation result in a large number of children many families. This means that newly-
arrived residents had many more dependants of school age than previously. Furthermore,
there has been a great number of Roma Gypsy arrivals from this part of Eastern Europe,
many of whom tend to lead a traveller life style, affecting the level of schooling that
their children receive. Ultimately, this meant that almost for the first time since the
concept of EAL was establishied, a large number of newly-arrived children who may
not have even been exposed to formal schooling prior to their arrival were admitted to
schools in the UK. The most dramatic thing of all is that a large number of new arrivals
were not young children of primary school age or the first two key stages of secondary
school, whom the school sector was used to and ready for.* A large number of newly-
arrived children were young adults who may have never been to school before, were
not familiar with the most basic tenets of formal education and had non-existent or only
emerging literacy and numeracy skills in any language — something schools were not
prepared for at all. This meant that much of what we thought we knew about EAL,
or rather, much of what we assumed EAL was, based on what we had previously had
to deal with, was incorrect when it came to ensuring adequate provision for the new
breed of newly-arrived students.

4, The national curriculum in the UK is organised into blocks of years called ‘key stages’ —
years 1 and 2 (key stage 1), years 3 — 6 (key stage 2), year 7-9 (key stage 3) and years 10-11
(key stage 4). For more information, see https://www.gov.uk/national-curriculum
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2. THE POLITICAL, HISTORICAL AND SOCIAL CONTEXT OF EAL — PAST
AND PRESENT

It is common knowledge that the UK has ‘long experience of societal multiculturalism
within its borders and hence a linguistic diversity® (Leung, 2005:97). Therefore, EAL needs
were originally seen as linguistic and cultural, rather than developmental. In fact, the approach
to EAL initially fed from the body of knowledge in the field of EFL. Newly-arrived students
used to be taught separately for up to 18 months in specialist language centres before being
“released” into the world of the national curriculum (a standards-based framework with de-
tailed content specifications and levels of attainment in all key subjects) that after a period of
induction, would be applied to EAL and non-EAL students equally. However, the mid 80s and
early 90s saw endorsement of mainstreaming as the prevalent EAL policy, encompassing all
the politically-correct regalia of inclusion and integration, The landmark Swann report of 1985
and yet another similar publication produced a year later by the Commission for Racial Equal-
ity found such practice tantamount to racially discriminating in terms of outcome, despite only
exploring such practice in one local educational authority, and led to almost a blanket closure
of language centres and withdrawal of EAL specialisation in teacher training.?

This is when the conceptualisation of Language Across the Curriculum® tenets and the
humanistic person-oriented perspective on language learning and acquisition became the
main drive behind the shift in the official interpretation of meeting the needs of EAL learners.
From that moment on, rather than being recognised as just a variety of ESOL provision at a
different developmental stage and in a different context, EAL was seen as “an inherent part of
the wider communication and participatory processes in the classroom” {Leung, 2005), with
EALness of this process being encapsulated in making classroom activities accessible through
the model of Partnership Teaching delivered by mainstream teachers and EAL staff, whether
attempting to implement some aspects of ESL pedagogy by adjusting the content to ensure
that EAL students can comprehend as much as at all possible, or by following the mediation
support model or use of L1 in the 1.2 classroom, sometimes referred to as bilingual education,
which may seem like an ideal example of access to the curriculum, if it was not for summative
assessment, which is inevitably in English.

However, since EAL has never been recognised as a subject area of the curriculum, unlike
ESOL in Post-16 Education, after the removal of specialist support across the schools and
the transfer of EAL into the field of SEN as well as its emerging fusion with the postulates of

5. In 1986 a Commission for Racial Equality report into provision in Calderdale local education
authority found this practice to be discriminatory and this led 1o the closure of language units.
Funding for language support was subsequently used to provide additional specialist staff to work
in the context of mainstreamn classrooms. For mere information, see https://eal britishcouncil.org/
eal-sector/different-models-cal-provision

6. Language Across the Curriculum {(LAC) as a concept acknowledges the fact that language
education does not only take place in specific subjects explicitly defined and reserved for it,
such as mother tongue education, foreign language education, second language education etc.).
Language learning and education also take place in each and every subject in school, in each and
every academic/mental activity, across the whole curriculum. For more information, see http://
www.coc.int/t/dg4/linguistic/
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Context and Language Integrated Learning methodology (further CLILTY Iy the miiisiresn
classroom, children between the ages of 12 ~ 16 arriving into the country with 1141l Hnglinh
were, and in many school still are, being left to their own devices. ‘The support thay revelve In
reality depends on sheer luck, with the majority of EAL students having 10 roly on translstion
support provided by either EAL TAs or classmates. This kind of support can hardly be classed
as bilingual education, neither is it ESL-oriented - a teaching assistant who happens to speak u
child’s mother tongue, only has the capacity to support this child for a fraction of the time spent
in school. Furthermore, in many cases, EAL teaching assistants do not have the right skillset
and/or understanding of the intricacies of SLA processes to provide the child with adequate
help and guidance. Moreover, the level of pay enjoyed by EAL professionals does not attract
the right kind of specialists in the field, which means that schools are left to simply employ
available candidates.? Such an arrangement often results in EAL learners being submerged
rather than included in mainstream education.

As observed in many schools across the country, to survive in school, EAL students quickly
assume an invisible position in class and learn how “to de school” without being spotted as
EAL. In many secondary school contexts, EAL becomes a stigma that a fot of children choose
to avoid if they can successfully hide their needs. This leads to all sorts of behavioural prob-
lems, as having developed a range of coping strategies, in particular, the ability to come across
as much more proficient speakers than they actually are, they find themselves misunderstood,
and in many instances are put through the wheels of the system with a range of agencies in-
volved, coming out at the other end with various labels attached, none of which is reflective
of their real issue - a language barrier that made leamning impossible.

3. THE METHODOLOGICAL CONTEXT OF EAL

As outlined earlier, EAL is a specific teaching and learning context, which is usu-
ally brushed under the carpet as a shady area, with its issues considered a result of
developmental, if not special education, rather than language-specific concerns. EAL
methodology, in many instances, is equated with context and language integrated learn-
ing at best, which may indeed be an effective and rather elegant as well as inexpensive
solution (since positioned in this way every teacher has to be a teacher of EAL) to
facilitate the acquisition of language chunks in newly-arrived students. It does help the
development of their lexical repertoire and listening comprehension skills naturally;
however, it is a different story when it comes to one’s cognitive academic language
proficiency, productive skills beyond the most basic range of common encounters, as
well as the development and subsequent deployment of language learning strategies
{Chesterficld and Chesterfield, 1985).

7. CLIL stands for Content and Language Integrated Learning and refers to teaching subjects
such as science, history and geography to students through a foreign language. For more informa-
tion see www,onestopenglish.com/clil/what-is-clil/

8. Given that EAL staff are not classed as or expected to be qualified teachers, and are em-
ployed on term time only pro-rata contracts, the majority of staff working with EAL students
only receive Grade 3 salary of the support staff pay scale, which amounts to less than £18 000
a year. Those who are employed through various agencies, are on a daily rate of £30 - £60.
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Exposed to an abundance of language patterns aimed at native speakers, EAL students
struggle to communicate effectively and develop their proficiency due to segmented
instruction provided by EAL teachers, and fragmented, almost snap-shot, instruction
provided in the mainstream classroom, none of which is aligned with their immediate
environment or provides adequate learning oppertunities, in line with the findings by
Jacob et al. (1996). At the same time, continuous exposure to target language in its
authentic settings does allow for a much more effective natural processing and acquisi-
tion of the linguistic features of the target language and hence should be perceived as
a resource, not a hindrance. On the other hand, while vocabulary can easily be picked
up through exposure alone and its incidental use can lead to a strengthening of the
receptive and productive skillsets, grammar is usually the biggest source of confusion
with many students struggling to transfer its rules from a language classroom into their
immediate mainstream environment. This, in turn, affects their relationship with the
target language per se by significantly diminishing the accuracy of its use and making
writing in the target language a battle that many students lose.

One thing we cannot ignore, however, is that to be successful in a mainstream setting,
a student is expected to demonstrate the outcomes of his or her learning in writing. To
do this, not only do students need to be able to process large volumes of authentic text
in the target language, but re-produce this input in writing with elements of analysis and
personal reflection. Undoubtedly, there is a wide range of EAP courses with their own
methodology addressing this issue successfully. The problem with the context of EAL
is that students hardly ever reach a stage of proficiency that would not only grant them
access to the content of EAP courses, but would allow them to participate effectively and
benefit from such provision. Having developed their conversational language skills to a
level seemingly sufficient for participation in various social settings and even entering
the labour market, mainly its manual and unskilled sector, EAL graduates of secondary
schools stagnate at that level for a very long time and subsequently miss out on the vital
opportunities that further education can offer.

Another thing we have to take into account when considering EAL pedagogy and
effective methods is the diversity of pupil profiles in this context. For many newly-
arrived students, learning EAL is a double burden — not only are they learning a new
language, but in many cases acquiring literacy for the first time in their life, as a great
number of newly-arrived children come from underprivileged backgrounds with very
little prior schooling received in home countries. These students, in particular, are the
most vulnerable ones and their needs do not get addressed in the mainstream classroom
environment. In order not to be left behind, they need a thoroughly structured model of
EAL provision in school, with methods used in the EAL classroom taking into account
their backgrounds, levels and needs, in line with the model of combined instructicn
proposed by Saunders & Goldenberg (1999) and Montecel & Cortez (2002).

Finally, the transitional nature of such programmes should inform not only policy
guiding extraction schedules, but also in-class practice. Ultimately, it is access to the
national curriculums of host countries that students should be provided with, enabling
them to swiftly function within a variety of curricular areas on a par with non-EAL
students. This means that while the wealth of expertise in the realm of EFL has to be
delved inte for professional guidance, we should not dismiss the mainstream practice
of teaching literacy. Finally, it is crucial to understand that EAL methodology does
not belong o any of the two fields exclusively and is on the overlap of EFL and
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mainstream principles. We need a model of instruction which is in between the two
and while sensitive to EAL as a language-specific issue, presents language not only
in a highly accessible and student-friendly manner, but in a way that will provide
a smooth transition to mainstream building on the foundation received in EAL and
continuing to develop their language and literacy naturally, on a par with non-EAL
speakers of English.

4. NATIONAL POLICY AND GUIDELINES FOR EAL PROVISION IN UK
SCHOOLS

When it comes to the policy that guides EAL support across schools in the UK, the
choice of provision is left to the interpretation of the governing body of individual
schools, provided it ensures access to the core elements of the national curriculum
{Maths, English and Science} and enables children to develop their language, literacy
and citizenship skills in line with the nationally expected level of attainment. This,
though, makes the policy rather symbolic, as it only represents an official declaration
of preferences with very low levels of material and legislative resources attached. It
rests on the assumption that all teachers are teachers of EAL and all students should be
provided with access to the curriculum as soon as it can be made possible.

As outlined in the Department for Education (DfE): Teachers’ Standards Guidance
for school leaders, school staff and governing bodies July 2011{introduction updated
June 2013), teachers should

...have a clear understanding of the needs of all pupils, including those with special
educational needs; those of high ability; those with English as an additional language;
those with disabilities; and be able to use and evaluate distinctive teaching approaches
to engage and support them.

Furthermore, according to the DfE (September 2013): The national curriculum in
England Framework document: for teaching 1 September 2014 to 31 August 2015,

4.5 Teachers must also take account of the needs of pupils whose first language is not
English, Monitering of progress should take account of the pupil’s age, length of time in
this country, previous educational experience and ability in other languages.

4.6 The ability of pupils for whom English is an additional language to take part in the
national curriculum may be in advance of their communication skills in English. Teachers
should plan teaching opportunities to help pupils develop their English and should aim to
provide the support pupils need to take part in all subjects.

In addition, various agencies that provide support to teachers working with EAL
students (NALDIC, NASSEA, and others)® only give vague recommendations on

9 NALDIC - the National Association for Language Development in the Curriculum, is the
national subject association for English as an Additional Language. It represents all staff working
with bilingual learners.
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meeting the needs of students with EAL, with the support base largely aimed at more
proficient speakers and users of English. Rarely are the needs of LESLLA leamers
of EAL taken into account, with support provided being limited to a list of potential
strategies cne may want to use to differentiate for students who are acquiring language
and becoming literate for the first time.

EAL pedagogy rests on the mechanisms of natural acquisition with a common mis-
conception of its use embedded into the core of our understanding of EAL needs. We
seem to overestimate the power of natural acquisition and of the Language Across the
Curriculum approach, forgetting that context and language-integrated learning is only
effective once a certain threshold of language proficiency and literacy skills has been
achieved. And even once it has been achieved, we have to keep in mind that CLIL
is a multifaceted approach that requires a degree of precision in the methodology of
its use and is not just a label for a handful of differentiation strategies employed in a
mainstream classroom in order to tick the box that EAL needs are taken into account.

Finally, there is no national assessment system of EAL needs and the only document
published (Language in Common, QCA) has a rather generic framework of can-do
descriptors, is not linked to old National Curriculum Levels, has not been in use since
2014, and was developed for information purposes only. This means that whatever guid-
ance there may be is still a matter of personal interpretation. Furthermore, any progress
tracking systems and procedures informing provision of support are still highly subjec-
tive and not standardised in any shape or form, which further contributes to the very
confusing nature of EAL as a specialist or mainstream-integrated field.

3. AN EXAMPLE CF GOOD PRACTICE

Luckily for EAL students in some schools in the UK, the story of EAL is a story
of a blessing in disguise. One such school seems to have won the battle for adequate
EAL support provided to students of EAL both with and without LESLLA-type traits -
Moseley School in Birmingham. Because of the difficulties of applying the prescribed
approach of immediate mainstreamn provision, which is so reliant on natural acquisition,
the school decided to make a complete U-turn and deem such provision ineffective for
EAL students working below A2 CEFR level and especially for those who are not only
new to English, but who struggle with basic literacy and numeracy in any language
they learn or use.

The status of EAL provision as support in meeting individual needs, rather than as a
nationally assigned curricular provision model, was exactly what allowed the school to
fight its corner and address the needs of newly-arrived students in a radically different
fashion. Since EAL is officially recognised as a developmental issue, it is the needs and
abilities of each and every student that should inform provision, not their chronological
age with an array of national standards that a student is expected to meet. Therefore, to

NASSEA - the Northern Association for Support Services for Equality and Achievement, is a
group of local authority services including EAL teams who provide strategic support to schools
and authorities as well as accredited training and conference and regular hub meetings. For more
information see https://eal. britishcouncil.org/eal -sector/who-who-eal-uk
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be able to meet the needs of students with EAL, the school developed a fully-fledged
EAL Department, allowing EAL support sessions to be timetabled on a par with other
curricular subjects. Furthermore, Moseley School made EAL its focus not only in spe-
cialist classes but in mainstream subject areas as well. EAL has become an integral
part of the school life and, while not overtly at the fore of the whole-school provision,
it is perceived as something that everyone has to consider at every stage of planning,
delivery and assessment, having made provision truly inclusive.

On entry, students go through a process of rigorous diagnostic assessment, with
particular attention paid not only to their academic needs, but those of a social and
emotional character. Data collected on assessment is used to inform placement in
specialist classes designed to address a variety of language and literacy needs, as well
as to develop a tailored programme of individual support to ensure that the effect of
the continuous enrolment policy is minimised and every student is provided with an
opportunity to achieve their maximum potential whatever the point of entry. Access to
the core areas is provided in small groups in a CLIL-specific manner of delivery to
students with LESLLA and NESLLA-type traits and in mainstream classes to students
who work above A2 level in EAL and/or had a high level of aftainment in these cur-
ricular areas prior to their entry to Moseley School that can be demonstrated either by
transfer of their prior achievement or in the course of a subject-specific provision, via
assessment administered at Moseley. _

Progress is closely monitored and data is collected on a regular basis. Since there is no
nationally or internationally approved system of alignment of CEFR with the standards
of the national curriculum, data on reading and spelling ages is used alongside CEFR-
aligned levels of language proficiency. A range of highly objective and standardised
assessment tools is used to identify progress in EAL, with the Progress 8 score used to
track progress and identify achievement in curricular areas. EAL provision is effectively
extraction-based, with students receiving up to 18 hours of specialist classes a week
before being gradually released into various curricular areas. On average, a newly arrived
student with LESLLA-type characteristics spends up to 18 months attending EAL les-
sons and being taught subject-specific content in EAL classes by highly trained coaches
who deliver a range of CLIL-based courses of study designed for EAL students. In the
course of the extraction from mainstream classes that otherwise would be inaccessible
and as a result highly detrimental for the academic, linguistic and emotional develop-
ment of the student, they are fully integrated into the school life and the community
at large by attending all of the disciplines which are of a more practical nature (PE,
Technology, Art, ete.) or which use a different code (Maths) and are gradually granted
access to further subjects delivered in mainstream classes, before being released into
all curricular areas on a full-time basis, where the support they receive is integrated
into the model of teaching in class.

As a result of such provision, not only do students feel integrated and included, but
most EAL students skip the silent phase altogether and rapidly develop language and
literacy skills (the average gradient of improvement in reading is 3.6 and 5.4 in spell-
ing). Furthermore, they outperform non-EAL students on progress made in the course
of their study at Moseley - average Progress 8 Score (GCSE results in 2015-2016) was
0.58 in English and 1.19 in Maths for students who were identified as having EAL needs
on entry and who received intensive EAL support, as opposed to -0.64 in English and
-0.11 in Maths for students who speak English as their mother tongue.
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6. RESEARCH IMPLICATIONS

While there are undoubtedly many research contexts with LESLLA-type subjects
whose findings have an impact on outcomes for this type of learners, the EAL context
of LESLLA(A) is one that is not just overlooked (since its subjects do not automatically
fall into the category that LESLLA research is concerned with), but is almost ignored in
many countries, especially the UK. EAL learners, swept under the carpet of mainstream
provision, are effectively hidden from the public eye leaving it to every individuat
school, if not every individual teacher, to find ways to meet their needs. As outlined
earlier, this leads to inadequate provision and has dire consequences for newly-arrived
children, conditioning them from the start of their journey in a new social environment
to assume less instrumental and more functional roles in society.

1 believe that a lot more research is needed into various aspects of LESLLA(A)
EAL. Not only should we review what we assume is already known about the process
of SLA, but we should consider how it differs for LESLLA(A) learners in the context
of secondary schools. When developing policy and guidelines on access to the national
curriculiim, more research is needed on the ability of LESLLA(A) students to access
curricular areas and subsequently on ways to support teachers in differentiating for
such specific needs. Finally, gate-keeping cannot be ignored any longer and there is a
strong need for a review of assessment requirements or assessment tools giving access
to further education. Through adequate EAL provision, schools should play a vital role
in supporting LESLLA students in their transition to further study, instead of being
child-care facilities while students are waiting until they are old enough to be able to
access the ESOL pathway, which although, unlike EAL is unified, standardised, well-
structured and supported, still in many cases leads to unequal distribution of potential,
as students who have missed out on timely language support upon arrival tend to make
choices they see as realistic, rather than go after what really interests them. We need more
research into all aspects of EAL provision for LESLLA(A) learners, as 1 believe they
are very vulnerable subjects in any society, struggling to find their niche and deserving
of the kind of support that would enable them to be in education and not just in school.
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EDUCATIONAL LEVEL, LENGTH OF RESIDENCY, AND JAPANESE
LANGUAGE USE OF SPANISH-SPEAKING UNSKILLED WORKERS IN JAPAN

ANALIA VITALE ROSENBROCK
Kwansei Gakuin University

ABSTRACT: Since 1990, a number of Spanish-speaking migrants arrived in Japan to
work on manufacturing jobs without any official support for improving their Japanese
language abilities and social adjustment to Japanese society. This paper reports the ini-
tial results of a questionnaire to Spanish-speaking adults living in Japan, which focused
on their Japanese language abilities and their use of Japanese in the private and social
domains, in relation to their educational levels in their home countries. After more than
twenty-five years living in Japan, this is a marginalized minority with a precarious,
lack of social integration and unstable employment status, along with limited Japanese
language ability in all social domains.

KEYWORDS: Spanish speakers, Japanese language, migrants, adults, Japan

1. INTRODUCTION

For the migrant, using the language of the host society gives the opportunity to access
invaluable information and improve employment, health, and other areas of life, result-
ing in a general sense of well-being and higher level of integration into the new society.
One of the factors that often correlates with a positive outcome with the acquisition
of a second language is the level of education (Chiswick & Miller, 2007). However, is
having attended school in their Spanish-speaking home countries for a greater number
of years one of the keys to success with Japanese language acquisition and use? This
study examines Spanish-speaking unskilled workers’ level of education in relation to
their acquisition and use of Japanese language in private and social domains.
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2. SPANISH SPEAKERS AND THEIR SOCIAL SITUATION IN JAPAN

Officially, Japan is not a country of immigration as the government policies remain
opposed to recruitment of foreign labor, but the revision of the Immigration Law in
1990 aiming to satisfy the demand for a low-wage manufacturing sector led to a large
influx of descendants of Japanese emigrants up to the third generation and their rela-
tives, from Latin America, mainly from Brazil and Peru. Difficult economic and politicai
situations in their home countries and comparatively higher earnings in the Japanese
market force favored Latin Americans te live and work in Japan, Compared with other
foreigners, Latin Americans are a minority. According to the Ministry of Justice, there
are approximately 60,000 Spanish speakers living in Japan, and they are mostly from
Peru, followed by Bolivia, Argentina, and Colombia (Ministry of Justice, 2015).

These Spanish-speaking workers from Latin America are characterized by whether
they are Japanese descendants or not. Most of them do not possess Japanese language
abilities or understand Japanese culture (Japanese International Cooperation Agency,
1992; Hamamatsu, 2007; Mita et al., 2009; Tamaki et al., 2014). They arc overwhelm-
ingly unskilled workers in the manufacturing industry, in which it is not necessary to be
competent in Japanese (Takaya, et al., 2015). These blue-collar workers fill the so-called
three-K jobs (‘kitsui, kitanai, kiken' - *difficult, dirty and dangerous’) and they are usu-
ally the “last hired, first fired” in the job market. Initially they were guest workers, who
intended to return home in a few years, but most of them are settling in with their families.
Compared with Brazilians, Peruvians more often change their nationality and residency
to Japanese. Their residency is mainly in industrial areas, but they also live in dispersed
areas (Yanagida, 2011). Their level of education in their home country is relatively high,
with more than 75% having achieved higher than a middle-school level (Mita, et al.,
2009 p. 5; Hamamatsu, 2007; Japanese International Cooperation Agency, 1992). This
is a well-educated group that may come from wealthy families, but more often are from
the middle class and are more likely to have had job experiences in their home countries.

With the arrival of the “newcomers” in the mid-eighties -, such as Filipinos, South
Koreans, Brazilians, to name the biggest - the Japanese government did not initially
support them in any way to adjust to the host society, with regard to the Japanese lan-
guage and sociocultural courses as integration measures. The acceptance of these new
Japanese-descendant migrants was based on the assumption that being descendants was
enough 1o have the socio-cultural and linguistic skills to successfully adapt to the land
of their ancestors. As a result, this new social need for linguistic skills was fulfilled by
volunteer organizations who offer very cheap Japanese classes delivered by unguali-
fied, though well-intentioned, volunteers who lack the skills and preparation to teach
adult migrants (Gottlieb, 2012). It was not until the financial crisis in 2008 that the
government for the first time assisted the unemployed ones with retraining programs to
improve their skilis, including Japanese language classes, as a way to improve migrants’
linguistic abilities and their chances of finding better jobs (Higuchi, 2014).

3. MIGRANTS AND THE ACQUISITION OF THE HOST SOCIETY LANGUAGE

The major challenge for migrants to new countries is their adjustment to the
new social and cultural environment. It is known that migrants who have higher
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probability of finding employment and higher earnings are more proficient in the
host society language (Adamuti-Trache, 2012; Garcia Delgado et al., 2012). As
the best predictors of a new language acquisition, research has focused mainly on
three concepts: Exposure, Efficiency, and Economic incentives. Among them, age
of migration, level of education, and length of migration are included (Chiswick &
Miller, 1995; 2007). Related to the level of education, more highly educated people
have a good basis for learning additional languages, as they have already developed
a set of skills and implicit metalinguistic knowledge that can be applied to learning
a second language (Baker, 2014),

The success of the acquisition of the host language is also related to factors outside
of the classroom, such as the extent to which newcomers interact on a daily basis
with members of the host society. The more interactions on a daily basis to which
a foreign adult is exposed, the more chances there are of relevant communicative
exchanges with native speakers to assist improvement of their language skills and
their understanding of the new society. Furthermore, the ability to communicate in
the host society language also leads to higher levels of societal participation. In
addition, the use of the second language in the private sphere at home has been
argued as having positive outcomes in the acquisition of the new language (Coby
van Niejenhuis, et al., 2015).

Another factor to take into account is the linguistic distance between one’s mother
tongue and the language of the host society in terms of differences in the grammar,
pronunciation, vocabulary, word order, writing etc. (Kajita, 1994). Due to this, it is
more difficult for Spanish speakers to acquire Japanese than it is for them to acquire
another romance language. This affects acquisition due not only to the complexities
of the new language itself, but also the difficulty of transferring knowledge from
one’s own langnage to the new one (Cummins, 2000).

4. THE STUDY

Past studies of Spanish speakers in Japan have focused primarily on demographic
data (Hamamatsu, 2007; Japanese International Cooperation Agency, 1992) or on
their participation in the job market (Inaba & Higuchi, 2010; Watanabe, 2012). This
study sets out to fill the gap in the research by examining the sociolinguistic inte-
gration of Spanish-speaking migrants into Japanese society, and how it correlates
with their educational background, Japanese language study background, type of
employment, and their patterns of Japanese use in private and social domains. The
concept of social domains belongs to Fishman, who proposes to use them as analytic
parameters for social behavior in terms of language use, telling us the occasions in
which language is used to whom, where and when (Fishman, 1972). Furthermore,
this information shows us the level of Japanese that they have acquired after 25
years in Japan, and the manner in which Spanish speakers have come to participate
in the Japanese community.

Therefore, this study examines the relationship between the subjects’ higher level
of education achieved in Latin American countries and their job-market opportunities,
experiences learning Japanese, self-assessment of Japanese language abilities, and daily
use of Japanese language in different social domains.
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4.1. METHODOLOGY

Primary data was obtained through a survey given to Spanish-speaking Latin Americans
resident in Japan. The eligibility criteria were that the subjects were adults at the time of
arrival in Japan, who were not eligible to attend Japanese school, and came to Japan to work
on manual jobs, The study excluded Spanish speakers who had come to Japan as overseas
students and spouses of Japanese nationals, for example. The snowball technique was used
to recruit future subjects from among their acquaintances because of the difficulties for the
researcher in accessing them. Due to the fact that the Spanish speakers are scattered over a
wide geographical area, those captured first in the sample were encountered in locations of
religious services, gatherings, ethnic festivals and in businesses which the subjects owned.
The questionnaire covers basic information about the respondents, and their experiences of
learning Japanese language. It also asks questions about their Japanese use with their fam-
ily, in the workplace, with friends, while doing hobbies or while participating in religious
activities. The respondents could choose to do the questionnaire on paper (32%) or online
survey (68%) (SurveyMonkey), and the data was processed by an SPSS software program.
Details of the responses on the survey are shown in Table 1.

Background variables Number of persons Percent
Gender
Female 39 59.0
Male 27 41.0
Years in Japan
0to 9 years 4 6.0
10 to 19 years 26 39.0
20 or more years 36 55.0
Actual age
Up to 29 years old 4 2.0
30 to 44 years old 24 36.0
45 or more years old 41 62.0
Country of birth
Peru 5t 77.0
Argentina 5 4.0
Colombia 4 4.0
Others 6 15
Employment
Yes 54 83.0
No 1 17.0
Type of employment
Manual work 34 76.0
Eldercare 7 13.0
Entrepreneur 3 6.0
Cthers 10 5.0
Level of education
Up to Middle School 10 15.0
Up to High School 24 36.0
College or more 32 49.0

Table 1: Background of the Sample {n=66).
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5. LENGTH OF RESIDENCY, TYPE OF EMPLOYMENT AND EXPERIENCE
WITH JAPANESE LANGUAGE STUDY

Table 2 shows years of living in Japan by the highest educational level achieved.
The majority of the respondents have been living in Japan, regardless of their years of
schooling, for more than twenty years.

0to 9 years 10 to 19 years 20+ years %
Iljsp‘,/m&“fi‘g; school 0% 50% 50% 100
o (N=
;Jgf,/z"(;‘f; 45)°h°°1 4% 42% 54% 100
f;’,}/'e(gNefng‘)'gher 9% 35% 56% 100
. (N=

Table 2: Years of Residency in Japan by the Highest Level of Education Achieved.

ng:ls‘::; geodlfs Eldercare Entrepreneurs Others %
?52'/20(;13%1; school 67% 22% 0% 1% | 100
E£;0£ES4S)CI]OOI 67% 2% 0% 1% 100
f;tgje(g&:_; 2“)@"” 63% 0% 11% % 100

Table 3: Type of Employment by the Highest Level of Education Achieved.

As shown in Table 3, the Spanish speakers who have achieved as high as a middle-
school level of education do not appear to have different types of employment from
migrants who achieved higher levels of education. In all the cases, employment in
unskilled jobs consists of daily routines which do not require higher Japanese language
skills since they are repetitive work duties involving simple tasks unrelated to the work-
ers’ educational backgrounds in their home countries.

Studied Japanese Studied Japanese
before coming to Japan only after coming to Japan
gjspo /},0 (:11:11(:)1)6 school 10% 50%
13.151 /20 (;Eg4s)chool 8% 18%
f;&e(g:l:; zh)igher 23% 74%

Table 4: Studied Japanese Before v. Only After Coming to Japan by the Highest Level of

Education Achieved.
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In accordance with other studies about Latin Americans in Japan, few of the subjects
in this study came to Japan having any knowledge of the language. For some of the
Japanese descendants from Peru and Argentina, studying Japanese before coming to
Japan meant attending weekend Japanese lessons intended for the community of Japa-
nese emigrants in their home countries. Among the ones who attend Japanese classes
in Japan, the group with college or higher-level educaticnal backgrounds shows more
interest in mastering the language, followed by the group with only a middle-school
level of education. The respondents described their difficulties in studying and/or con-
tinuing their Japanese studies as follows: a lack of time to study because they cannot
attend classes after work; their schedules do not match those of the Japanese classes
offered; they feel that they can live with the Japanese that they mastered. However,
the ones with experience with Japanese classes mention their disappointment with the
content of their Japanese classes, as they found them unsuitable for their personal needs
in their daily life.

5.1. Use oF JAPANESE IN THE PRIVATE AND PuBLIC DOMAINS

In the following tables, one can see what is called “Language background measure-
ment” (Baker and Jones, 1998). First, Table 5 below shows how much Japanese is used
in the private domain by the two following questions: ‘If you are living with another
adult, in what language do you speak to that person?’ {(We just included the data for
responses of “in Japanese most of the time” and “always in Japanese”, excluding the
responses for Spanish use). ‘In what language does that person speak to you? (The
responses of “in Japanese most of the time” and “always in Japanese” are added, ex-
cluding the results for Spanish).

Table 5 shows that around a quarter or less of respondents communicate in Japanese
at home, and the highest percentage is among the Spanish speakers with the lowest level
of education. For the group as a whole, contact with Japanese and use of Japanese in
their private lives is remarkably low.

Respondent’s use of Japanese | Use of Japanese by another adult
with another adult in the house in the respondent’s house
?;);o&nidlc(i)l; school 25% 25%
;Jg,/?(gf}z‘ 4S)°h°°1 13% 13%

Table 5: Use of Japanese at Home by the Highest Level of Education Achieved

Secondly, the next table shows the use of Japanese in the context of relationships
that might be developed in the mother language, in Spanish or in Japanese. The three
domains covered were the friendship domain, the work domain and the neighbor demain.
The latter two are probably the most common public spheres in which the subjects can
interact with the members of the majority group. We asked the following questions: a}
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In what language do you communicate with your friends? (Multiple-cholos question)i
b) For the workplace: In your workplace, what language do you use? ¢) Do you speak
to your neighbors? (The answer options were: “yes, we often speak and. or visit: lnoh
other” and “yes we sometimes speak to each other™).

Wﬁhsfr;;?;s Use Japanese in the |  Use Japanese
Z__l; J:Epanese workplace with neighbors
Up to middle school a.100% o o
15% (N=10) b. 40% 67% 10%
Up to high school a.100% o o
36% (N=24) b. 42% 78% 46%
College or higher a.100% o o
49% (N=32) b. 66% 48% 45%

Table 6: Use of Japanese with Friends, in the Workplace, with Neighbors and in One’s Social
Life by the Highest Level of Education Achieved

Two more domains of hobbies and religious worship take place in a public space in
Spanish or Japanese. The hobbies included here refer only to the ones done in person, in
direct contact with other people; Japanese classes and activities using internet, for exam-
ple, are excluded. Table 6 shows that with friends, the use of Spanish is overwhelming,
and the numbers of friends with whom they talk in Japanese is relatively high, toc. In
the workplace, the cases of a lower use of “Japanese only” might be explained by the
presence of other Spanish-speaking co-workers who might know Japanese, The use of
Japanese with neighbors should be considered high among the ones with a higher level
of education, although the more general trend of avoiding contact with the neighbors
nowadays should be taken into consideration, which is independent of language, race,
or ethnicity.

Use of Japanese for doing hobbies | Use of Japanese in religious activities
Up to middle school 50% 50%
15% (N=10) (2 of 4) {2 of 4)
Up to high school 31% 14%
36% (N=24) (4 0f 13) (2 0f 14)
College or higher 40% 18%
49% (N=32) (10 of 25) (5 of 28)

Table 7: Use of Japanese in One’s Social Life According to Level of Education

From the results of Table 7, we can see that few respondents in each educational
level group are doing hobbies or religious activities at all, but when they do, the use of
the Japanese language is relatively high for the lower education group.

As a whole, Japanese language use is inevitably higher in the workplace, while it
is lower with leisure activities. The results show that the respondents have a lower
sociolinguistic integration into Japanese society, while having a separate social life in
other languages than Japanese,
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5.2. SELF-ASSESSMENT OF JAPANESE LANGUAGE SKILLS BY LEVEL OF EpucaTiON

As ameasure of their Japanese abilities, each subject was asked to assess their Japanese
language abilities in the four language skills of listening, speaking, reading and writing,

Highest Middle Lowest %
lljslf,/f)"(;‘i‘i‘g; school 50% 40% 10% 100
;Jé’o/f)"(;flz‘ :)Ch""l 29% 33% 37% 100
P zr;igh‘“ 2% 52% 6% 100

Table 8: Self-assessment of Listening Skills by the Highest Level of Education Achieved.

49% (N=32)

Highest Middle Lowest %
Up to middle schoot o
15% (N=10) 60% 30% 10% 100
Up to high school o o
369 (N=24) 46% 38% 16% 100
College or higher £2% 42% 16% 100

Table 9: Self-assessment of Speaking Skills by the Highest Level of Education Achieved.

Highest Middle Lowest %
IIJS}; /zo (;1:1%1; school 0% 0% 20% 00
?§2°(§i=g§4§°h°°l 8% 21% 71% 100
f&fﬁ:ﬁgzh)igher 0% 55% 46% 100

Table 10: Self-asses

sment of Reading Skills by the Hi

ghest Level of Education Achieved.

Highest Middle Lowest %
?gf,:’&“i‘i‘gf school 0% 20% 80% 100
gg,:’&f";ﬁ’hml 8% 21% 71% 100
f;&e(gﬁjggighcr 3% 45% 52% 100

Table 11: Self-assessment of Writing Skills by the Highest Level of Education Achieved,

The tables 8 to 11 are organized by their level of difficulty of Japanese language
by the four basic skills. The results related to speaking and listening skills show that
Spanish speakers with a lower-level education declared having higher language abili-
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ties in listening and speaking, compared with the group with a higher-level education.
However, with the Japanese abilities related to reading and writing skills, self-assessment
is remarkably low or nonexistent in most of the groups. Nonetheless, it is the group
with the higher-level education who declare having slightly higher abilities in reading
and writing.

Considering these results, level of education of the respondents does not seem to follow
the common understanding that the more schooling a person has, the higher their level
of proficiency will be in a second language. Moreover, taking into account that half of
these respondents have been living in Japan for 20 years or more, length of residency
in the country does not appear to help in gaining a certain proficiency in the Japanese
language. These findings are similar to those in Mita’s study (Mita et al., 2009).

6. CONCLUSION

This study contributes to our understanding of the sociolinguistic integration into
Japanese society of Spanish speakers who are long-term residents in Japan. The find-
ings in this study may have a number of potential shortcomings; it does not represent a
random sample due to the small number of respondents, and because of the difficulties in
reaching Spanish-speaking adults, only represents the ones who wanted to participate in
the study. However, the general trends of the sample correspond to the official statistics
and other studies on the foreign population in Japan, as was quoted before (Japanese
International Cooperation Agency, 1992; Hamamatsu, 2007; Mita, et al., 2009; Inaba
& Higuchi, 2010; Tamaki, 2014).

The variables used to analyze the sample - the level of education, with the length
of residency, type of employment - do not seem to clearly explain the infiuence of the
acquisition and use of a second language. It highlights some conditions for Spanish
speakers, who are probably distinct because of their different background in secio-cultural
and linguistic terms, compared to those with more social and linguistic advantages such
as Chinese, for instance.

Moreover, in another example, in Canada migrants’ income is on average iower than
Canadians’ when they are new arrivals, and the migrants’ income improves as they gain
more experience and socio-cultural immersion. This is the same for Spanish speakers
in Japan, where the economic reward or return is lower for migration. As in the case
of migrants in Canada, their level of education and past job experiences are discounted
(Alboim, et al., 2005). However, foreigners who have the opportunity to get a Canadian
degree, training or qualification eventually have similar earnings as the Canadians.
However, for Spanish speakers in Japan, such opportunities to improve their skills are
nonexistent and represent one of the biggest obstacles to a relative improvement of their
living conditions and wellbeing over time (Higuchi, 2014).

The economic incentives in the job market are one of the predictors of language
acquisition {Chiswick & Miller, 1978). However, in the case of Spanish speakers in
Japan, those incentives are scarce, and as a result, might also discourage further language
improvement. Their Japanese language acquisition has been left in their own hands,
and therefore, their insufficient language proficiency has led to segregated migrants
becoming marginalized-minority foreigners, The length of their stay in Japan also does
not help to improve their linguistic abilities and employment conditions since they still
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belong to the same unstable and precarious job markets as they did upon arrival. The
adjustment to Japanese society for these Spanish speakers is intertwined with their
social class, cultural and symbolic capital, as well as their identities, as demonstrated
in the studies of Bonny Norton (2013) and David Block (2007, 2014). To the same
extent, their lack of proficiency in the deminant language does not operate in isclation
from other forms of disadvantage and constitutes but one of many facets of multiple
vulnerabilities (Piller, 2016:96).
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ABSTRACT: Skilled and knowledgeable teachers are the key to student success. For
practitioners working with adult immigrants with limited education and literacy in their
home language, who are developing oral and literacy skills in the language of their new
country, there is limited access to specialized training and professional development.
The EU-Speak project is addressing this need. Here we report on the project, starting
with the results of two international surveys of teachers and program managers that
aimed to determine existing and desired knowledge, skills, and attitudes. The survey
results and consultations with experts informed the content of six online modules in
five languages for practitioners around the world. The modules focus on the educational
needs of the learner population, bilingualism and multilingualism, language and literacy
in their social contexts and from a psycholinguistic perspective, vocabulary learning,
and acquisition of morphosyntax.

KEYWORDS: LESLLA learners; teacher knowledge, skills, and attitudes; teacher
training and professional development needs; online modules; curriculum framework.
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1. INTRODUCTION

International efforts in developing countries have led to a decrease in the number of
adults with limited education and little or no literacy (UNESCO Institute for Statistics,
2016). However, immigration of non- and low-literate adults to post-industrialized
countries continues. Education efforts in these countries often focus on children, and
many of these adults are well past the age of compulsory schooling. Therefore, they
often enter adult education programs.

Full- and part-time paid teachers, volunteers, and program managers who work with
this learner population in adult education programs need the knowledge, skills, and at-
titudes that enable them to be effective. Although they may have experience teaching
languages to adults or teaching reading to young children, they often have limited or
no training or professional development that focuses specifically on the backgrounds,
needs, and potential of these adult learners. In fact, in most countries, no specific training
exists. In many instances around the world, there is considerable reliance on part-time
teachers and volunteers. They have even more limited opportunities or resources for any
training or professional development that exists or for collaboration with other educators.

The need for such specialized training and professional development is underscored
by three factors: 1) the difficulties that these adult learners (LESLLA learners in this
article) have in education programs around the world to move beyond basic language
and literacy in the language of their new host country (e.g., from below the lowest level,
Al, to the intermediate level, B1, of the six-level Common European Framework of
Reference for Languages, Council of Europe, 2001; see discussion in Kurvers & van
de Craats, 2008); 2) the desire of these teachers to be able to work successfully with
these learners (Young-Scholten et al., 2015); and 3) the progress that these learners
make when they are taught by qualified teachers (Condelli et al., 2010).

This article describes the motivation for, development and delivery of, and participant
evaluations of free online modules that the EU-Speak-3 project is designing to address
the challenges described above. The content of the modules, cach of which lasts six
weeks, is informed by two international surveys of teachers needs and wishes and by
consultation with experts (EU-Speak-2 praject, 2014- 2015). The modules are designed
to be cross-national (involving English-speaking teachers from various countries) and
multilingual (with versions also in Finnish, German, Spanish, and Turkish, supported by
mentors who speak the language and a muitilingual discussion forum). The EU-Speak
project partners, all of them actively working with LESLLA learners in various capacities,
are committed to the idea that the best instructional practices are connected to relevant
research findings. Research is rarely conveyed to practitioners in an accessible form,
and the project is committed to doing so through these modules.
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2. PROJECT MOTIVATION: THE KNOWLEDGE, SKILLS, AND ATTITUDES
THAT TEACHERS WANT AND NEED

The goal of EU-Speak is to improve the instructional support that adult leamer_s with
limited education and literacy in their native or home language (LESLLA leamers) receive, so
that they will be successful in their new country. The overall effort consists of three projects: !

» EU-Speak 1(2010-2012): A partnership exchange with workshops to share ideas on
and experience with all components of working with this learner population: goals,
policies, instructional approaches, materials, learner assessment, and professional
development.

+ EU-Speak 2 (2014-2015); Teacher surveys and expert consultation; a draft cur-
riculum; and pilot testing of a module informed by survey results.

» EU-Speak 3 (2015-2018): Development of six online modules, each delivered
twice in English, Finnish, German, Spanish, and Turkish.

The first EU-Speak 2 survey focused on the knowledge and skills that those who
work with LESLLA learners, along with program managers, believe they have, need,
and would like to gain in their training and professional development. The starting
point for the survey was a similar survey by the Nordic Adult Literacy Network, with
which EU-Speak’s Finnish partner was involved (Franker & Christensen, 2013). There
were over 300 responses from those in the partner countries: Finland, the Netherlands,
Spain, the UK, and the United States, as well as from Afghanistan, Australia, Belgium,
Canada, China, Germany, Italy, Ireland, New Zealand, and Thailand.

The results were used to compile a list of knowledge, skills, and attitudes specific
to working with LESLLA learners. Experts in the field of LESLLA education {manag-
ers, trainers, activists, and researchers) in the same countries as those of the survey
respondents were then asked to respond to the list and make further suggesti.ons. A
second survey was then conducted to ascertain whether respondents agreed w1t-h the
highest scoring items on the first survey and to find out what epportunities are available
to develop the relevant knowledge and skills.

An interesting outcome of the first survey was that responses indicated more focus
on the need for instructional skills than for background knowledge. Although none of
the responses demonstrated significant differences across questions, the following skills
received the highest scores. The ability to, with this population of learners ...

*+ Use teaching methods that facilitate their active participation in class

+ Use authentic conversational situations and materials in teaching that reflect their
daily experiences and meet their needs

» Use instructional approaches to support their development of oral language skills

* Guide them in the process of developing reading and writing strategies that they
can use independently in their daily lives

1. 2010-2012: Grundtvig 2010-1-GB2-GRU06-03528
2014-2015: Grundtvig 539478-LLP- 1-2013-1-UK-GRUNDTVIG-GMP
2015-2018; Erasmus+ 2015-1-UK01-KA204-013485
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Areas of understanding and knowledge that received the highest scores are closely
related to these skills. The items with the highest scores were related to ..,

Learners’ backgrounds, situations, and learning potential to guide course planning
and teaching

* Current teaching materials suitable for use with them

The effects of thfair first language(s) when learning the second/additional language
The kinds of written information that learners encounter in their daily lives

In the responses to the second survey, we found that respondents receive limited
re]_evarft training or development, that what they receive which is relevant focuses
primarily on developing oral language skills rather than on literacy, and {again) that
responf:lents prefer training and professional development that focuses on instructional
strategies over background knowledge (theories and research findings).

One of the recurring themes in survey responses was the need to provide materials
and infc.)rmation to teachers in their native languages, because English is not always
appropriate as a language for training and professional development with educators who
are teaching the language and literacy of the country they work in. (See Young-Scholten
et al,, 2015; Young-Scholten, Sosinski, & Martin-Rubio, 2015, for detailed discussion
of the surveys, profiles of the respondents, and how the surveys and expert consultation
informed development of the six online modules).

3. THE PROCESS: DEVELOPMENT AND DELIVERY OF ONLINE MODULES

3.1, AssuMPTIONS GUIDING MODULE DEVELOPMENT

_In addition to what is discussed above, development of the six online modules was
gu[ded by the research that has been done on education of adults with limited school-
ing and literacy and the observation that module participants would be unfamiliar with
certain bodies of research. This process resulted in three assumptions about the learners:

1. Adult immigrants can, despite lack of schooling and literacy, and even without
specific instruction in the second or additicnal language, reach high levels of oral
proficiency in the L2 (Hawkins, 2001: Vainikka & Young-Scholten, 2011).

2. Even at older ages, individuals can leam to read for the first time in an L2. Re-
searchers have observed important similarities to the ways that children learn
(Kurvers, Stockmann, & van de Craats, 2010; Young-Schoiten & Naeb, 2010;
Young-Scholten & Strem, 2006). ’

3. Hf)wever, many adults with little or no formal education and home language literacy
fail to move beyond CEFR Al, and some don’t reach this level (Condelli et al.
2003; Kurvers et al., 2010; Schellekens, 2011; Tarone, Bigelow, & Hansen, 2009).,

And three observations relevant to teaching:

1. When taught by well-qualified teachers, learners progress faster (e.g. Condelli, et
al., 2010; Paget & Stevenson, 2014; Schellekens, 2011).
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2. In most countries, teachers have little or no access to training and professional
development specific to teaching this learner population.

3. Teachers®, volunteers’, administrators/mangers’ knowledge of the learning process
and learning trajectories of learners, and their expectations of their abilities and
growth, grow out of their previous teaching experience and are not always aligned
with this learner population (Gil, Marsden, & Whong, 2013; Lightbown, 1984).

In this context, where professional development is clearly needed, we find the fol-
lowing trend: Basic skills education for adult immigrants is evolving as an international-
level concern. Practitioners who work with this adult learner population have much in
common, given the lack of rigid institutional structure in adult immigrant basic skills
education in most countries and the commeon origins of LESLLA learners. Thus, training
and professional development can be offered internationally.

3.2. PiLoT TESTING OF A MODULE AND DEVELOPMENT OF A CURRICULUM

Before the development and delivery of the first of the modules began, in February-
March 2015, the EU-Speak-2 team piloted online delivery of an international “study
circle” on Vocabulary Learning. This was a 15-hour module, delivered over 5 weeks,
offered on a Moed!e platform. A sixth week was later added to allow participants time
to complete assigned activities and apply their new knowledge and skills in their classes.
Much of the module content was developed by Professor Andreas Rohde, the Cologne
partner, and included ideas about vocabulary learning that participants would not have
come across. Because there is still very little research on LESLLA learners’ vocabulary
development, part of the module involved extrapolating findings from the wealth of
research on children’s vocabulary learning. Participants then reflected on similarities to
LESLLA learners, who, unlike highly educated learners, less ofien use the conscious,
metalinguistic word learning strategies that educated adults use. This module will be
refined, based on participant evaluations, and offered two more times (in the spring 2017
and again in 2018). A target of 50 participants was set, and 51 participated. Participants
were from Belgium, Canada, Finland, Germany, the Netherlands, New Zealand, Spain,
the UK and the United States. Knowing about others® experiences with offering online
professional development, we expected attrition, and while there was some, about 735
percent of the participants completed all of the activities.

Delivery of this module informed the focus and implementation of the other five
modules and allowed the project team to address issues including platform selection,
effective ways to make materials available, successful means of promoting participant
involvement, and languages for participant mentoring, materials, publications, and other
resources. After reviewing lessons learned from the pilot test, the following procedure
was followed for developing and delivering the suite of six-week modules. A master
curriculum was developed that outlines the topics for and components of each module.

1. Decide on six module topics

2. Schedule when each module (first delivery) would go live

3. Decide on a platform for delivery (Moodle has been used, supported by other
interactive technology)
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4. Create a syllabus for each module
5. Write the content and readings for each module
6. Create activities to link theory and practice
7. Collect supporting resources for each module
8. Translate the medule into the partner languages
9. Upload the module onto the platform
1¢. Have an independent reviewer evaluate the module
11. Recruit and sefect participants
12. Run the module and use mentors to facilitate participant involvement
13. Evaluate its success

3.3. ONLINE PROFESSIONAL DEVELOFMENT MODULES

The modules developed respond to what teachers have said is critical to their practice.
While each six-week module is self-standing, they are being offered in succession (and
will be offered a second time in succession). After the project ends, the modules will
be available through another provider (e.g., the LESLLA organization). (The Appendix
lists the purpose of, objectives for, and topics covered in each module, with a sample
of the activities that participants engage in.)

Module 1: Working with LESLLA Learners

Designed by Virginia Commonwealth University, launched February 2016; April 2017
Moduie 2: Bilingualism and Multilingualism

Designed by University of Jyviskyld, launched October 2016; May 2017
Module 3: Language and Literacy in their Social Contexts

Designed by Bogazi¢i University, launched May 2016; October 2017

Module 4: Reading Development from a Psycholinguistic Perspective
Designed by University of Granada, launched February 2017; November 2017
Module 5: Vocabulary Acquisition

Designed by University of Cologne, launched May 2017; February 2018
Module 6: Aequisition and Assessment of Morphosyntax

Designed by Newcastle University and Northumbria University, launched October
2017; April 2018

There is a strong focus in each module on building community among the participants
and creating local communities of practice. In 2014-2015, we used the term “study
circle,” but because it is not widely understood, we adopted the term “module” and
identified where interaction would take place: in a discussion forum supported by local
facilitators, who live and work in the partner countries. Country-specific interactions
take place, in the language of the country, and participants alsa have opportunities for
sharing ideas and experiences with those from other countries. In the pilot module and
Modules 1 and 2, cross-country interactions were usually in English, and there was little
interaction across languages. With Module 3, we ran a single, multilingua! discussion
forum, allowing posting in any language. Reactions have been highly positive, and
details will be shared in the next LESLLA proceedings. ’
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4. REFLECTION AND LEARNING: PARTICIPANT EVALUATIONS OF
MODULES

An important compenent of a module is participant evaluation of its success am_i w%xether
it helped them in their work. Evaluations are informing development and facilitation of
the remaining modules and their second delivery. But since not all of the modules have
been delivered, we report here results of evaluations of Modules 1 and 2. In addition to
what is noted above regarding cross-cultural and cross-linguistic interaction:

Participants were enthusiastic about having the opportunity to share experiences with
those from other regions and countries and to learn new ideas from them.

Publications that support the content of modules are overwhelmingly in English; there
are far fewer in other languages.

Participants completed most of the discussion forum questions, commenting that they
allow them to gain new knowledge from their fellow participants. (“It was most l’lelpfu]
to suggest an idea and then for another participant to suggest ways to improve the idea.”)

At the same time, many did not contribute to the forums for a number of weeks. They
mentioned that they “never got notifications if someone commented on [their] posts,”
didn’t receive enough “feedback from experts in the field,” and said they preferred
face-to-face interaction with mentors and peers.

Participants reported a high level of engagement in completing activities that fostered
interaction between them and the learners in their classes {e.g., completing & study (_)f
the languages used in learners’ homes and communities). They were less engaged. in
activities focused purely on background informatien but not instruction (e.g., developing
a “world map of languages” that the students in their classes speak, primarily because
it was difficult to complete it with learners with limited proficiency in the language
taught; completing a “Why is prosody important?” activity, because it was difficult and
not as relevant as it might be to their teaching).

Organization Knowledge & Skills Gained Participant Engagement
93% said it was well 86% said the publications pro- 89% enjoyed the international
organized vided deepened their knowledge | interaction
93% agreed that six 79% said the content covered 85% liked the online mode of
weeks was 2 good length | deepened their knowledge learning

86% noted clear module | 79% said that participation in the {64% logged on at least three times
objectives module helped their teaching aweek

Table 1: Participant Reactions to Two Modules Delivered.

5. NEXT STEPS

As can be seen in the list of modules in Section 3.3, not all of the modules‘h_ave been
offered. Interested individuals or groups can stlll participate In them. In addition, after
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ail of the modules have run, individuals or groups can offer these modules in face-to-
face teaching. If you would like to offer a module, contact us at Info. EU-Speak@ncl,
acuk or visit www.EU-Speak.com. In addition, we plan that LESLLA as a formalized
organization will host the modules after 2018,

6. CONCLUSION

Practitioners working in the field of adult education need the knowledge, skills, and
attitudes te work effectively with a population of adult learners who have very differ-
ent profiles from the learners that they have worked with in the past. Two surveys of
practitioners and consultations with experts in the field provided valuable guidance for
developing six online modules to provide the training and professional development
needed, in the areas that practitioners need to know about, in ways they can easily access,
and in cross-national, multilingual contexts. It is hoped that these modules will take us a
long way in providing what is needed and will spark development of additional modules.
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APPENDIX: THE MODULES

Module 1: Working With LESLLA Learners . .

Purpose: Develop understanding of adult learners who have limited education and
literacy and how to work with them

Objectives: Participants will... _

+ Understand and be able to describe the characteristics of adult literacy learners

» Select materials and resources appropriate for the assessed needs of these learners

* Help learners develop print awareness and recognize sound/symlf)ol gorrespondem.:e

* Analyse techniques and strategies for incorporating literacy skills into a thematic

lesson
* Design and implement an activity for literacy learners
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Medule 2: Bilingualism and Multilingualism

Purpose: Expand and deepen participants’ knowledge of the fundamentals of speak-
ing and reading in more than one language. Because the majority of LESLLA learners
are parents or grandparents, the module focuses on bilingualism and multilingualism of
learners” families and communities. This is intended to inspire participants to develop
new and innovative ideas for connecting with learners’ communities.

Objectives: Participants will ...

Become aware of the bilingualism and multilingualism of their students

Gain knowledge about their students’ languages and their writing systems
Understand various factors relevant to bilingualism and multilingualism

Be aware of the linguistic, metalinguistic, literacy, and cognitive aspects of bilin-
gualism and multilingualism

Identify the influence of learners® native languages on the acquisition of additional
language(s)

Identify the interaction of learners® languages, writing systems, and orthographies
during reading

Reflect on how these factors have an impact on their children’s education and learning

Module 3: Language and Literacy in Their Social Contexts

Purpose: Participants will gain knowledge about the various contexts in which lan-
guage and literacy use and development occur and their impact on learners’ language
and literacy development

Objectives: Participants will understand that ...

Language development is a social process and is not divorced from social contexts
Language learning is rarely a purely individual process, and other people often
have a role in it: shared vs. purely individual processes

Language learners have different goals for learning, which include being able to
participate in family and societal life. These have an impact on and are influenced
by learners’ sense of personal empowerment and agency.

Basic literacy skills alone are not sufficient for full participation in society and
work.

Interactional skills, in addition to literacy knowledge, are needed to facilitate
learning to read and write.

Literacy takes specific forms and roles in Western societies (e.g., Northern and Southern
Europe, United States), influences by different values placed on being literate and dif-
ferent literacy practices. This includes amount of writing done and amount and types
of texts processed; increase in technology-rich environments for literacy

Module 4: Reading Development from a Psycholinguistic Perspective

Purpose: Participants will learn the skills and knowledge that are associated with
reading and how they are represented readers’ minds and learn ways to develop these
skills with the learners in their classes.

Objectives: Participants will ...

Learn about the lower-level and higher-level processes involved in reading
Learn about the relationships between oral language proficiency and reading
Share how they measure students’ reading skills and learn about other ways to do
50
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+ Have access to new materials for word decoding (from the DigLin project) '
+ Have the opportunity create new materials for developing reading comprehension
(including materials for pleasure reading)

Module 5: Vocabulary Acquisition _ b thes
Purpose: Participants will learn ways to promote learning of vocabulary by their
learners. .

Objectives: Participants will .... . N

+ Learn ways that children and adults learn new words, including implicit and im-
plicit learning o .

+ Learn one specific way to promote vocabulary learning, fasf Imappmg .

+ Develop and implement pre-, during-, and post- reading activities for their classes

Module 6: Acquisition and Assessment of Morphosyntax .
Purpose: Expand and deepen participants’ knowledge a}bout the fundamenta_lls of t ©
acquisition of morphosyntax in an additional language, with rfaference to the rich trad3-
tion of research on adult immigrants across a range of countries; demonstrate how this
knowledge can be used in learner placement and assessment
Objectives: Participants will .., o
* TFind out about cutting-edge ideas in the ficld of language acgulsmon
+ Gain knowledge of stages of morphosyntactic development in the language they
are teaching
» Be able to measure their students® progress against a common framewpl"k of
language development, which will lead to greater confidence about the ability to
place learners effectively
+ Become more sensitive to learners” mental trajectories with respect to morphctsyntax
+ Apply this knowledge to planning of tasks and selection of materials for individual

learner needs
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