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expanded and improved the available knowledge on the issue of low-educated and
low-literate L2 learners.

At the LESLLA conference in Cologne in 2010, we welcomed researchets, teachers
and practitioners from Belgium, Canada, Finland, Germany, Iran, Ireland, Japan, the
Netherlands, Spain, the United Kingdom, and the USA. The second lanpuages
involved ranged from English, German, Dutch and Spanish to Finnish and Tetum
(spoken in East Timor/Timor-Leste). The first lanpuages of the novice L2 readers
were t0o many to mention here. In short, LESLLA has proved its right to exist.

But the LESLLA landscape is still moving and new developments in research,
changes in educational practices, and transformations in adult literacy and migration
policies in several countties have not diminished the urgency of paying attention to
LESLLA. Quite the contrary is in fact the case.

Although several authors proclaimed the end of the written word and the literate
world after the introduction of the first mass-media {radio, telephone, television) in the
sixties of last century (Postman, 1985) and even mote so after the introduction of the
new social media (the Internet, mobile phones), literacy is more at the heart of
everyday life than ever before. Rather than diminishing it, the new media actually
increased the use of the written language (in print or in digiral form). Literacy is also at
the heart of many social concerns: not too long ago labor wotkers, farmers, liouse
cleaners, nurses or housewives could simply utilize their physical and social
competencies to do their daily work and leave the paper work to others. The modem
information society requires everyone to be able to access written information. As
Resnick & Resnick (1977) already noticed, the ‘literacy ctisis’, as it was called, was not
caused by a decrease in citizens’ reading and writing abilities, but by an increase in the
requirements of modern societies. This is even more true nowadays.

Research on literacy, traditionally the domain of psychologists and educationalists,
became a joint entesprise of several disciplines such as psychology, educatonal science,
linguistics, anthropology, history, sociology, neutolingnistics and economics. Recent
interdisciplinary reseatch on literacy revealed that there is more €0 it than just acquiring
the cognitive skills of reading and writing, that its relationship with listening and
speaking is rather complex (Olson, 1994), that leaming to read implies transformaton
of implicit linguistic knowledge to explicit awareness of features of language (Morais &
Kolinsky, 1995; Kutvers, 2002) and that (L2) literacy has to be investigated in the
broader context of specific social and cultural practices (Street, 1995; Martin-Jones &
Jones, 2000).

Research and experiences in educational practices has shown that in order for
learners to become competent users of written (second) language, the teaching will not
only have to be evidence-based and sound, but will also have to be cartied out by
teachers who are aware of the specific cultural expetiences of the learners. Particularly
for adults, it became increasingly clear that instruction and practices need to be
embedded in the needs and daily social realities experienced by the learners in the class
in order for instruction to be truly successful (Condelli & Spruck Wrigley, 2006; Sticht,
2009). When it comes to LESLLA learners, as Heide Spruck Wrigley kept emphasizing at
previous confetences, the notion of ‘one-size-firs-all’ does not hold watet: teachers
need cultural sensitivity and learners need tailor-made programs. The proceedings of
previous LESLLA conferences alteady demonstrated how important it is to focus on
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variations in learners’ needs and social practices on the one hand, and on the basic
ptinciples of literacy acquisidon on the other, without allowing any focus to claim ‘the
monopoly on significance’ {Olson & Torrance, 2009: xiii).

Recent developments not only show changes in research and instructional and
educational practices, but in many countries also in adult literacy policies and in
migration and citizenship policies.

In many Western countries, immigration legislation and practice has become
harsher. This is the case not so much for knowledge workers, but unfortunately for
pre-literate and low-educated migrants in particular, who want to eam a living in an
economically mote advanced environment. Much of this more restricive legislation is
bound to proving language skills and educational standards. In the Netherlands and in
Germany, for example, migrants already have to pass exams on basic oral and written
Dutch and on basic knowledge of Dutch society to get an entty permit. And they have
to pass a second exam on the same subjects in order to qualify for permanent
residency and citizenship. Denmark and the Umited Kingdom consider taking similar
measuges or have already done so.

In many countties, adult literacy education policies and second language education
policies have become much more focused on accountability, on standards and
benchmarks, In Germany, for example, in the more transparent permit-system
accountability and benchmarks have become more important. In the Netherlands, the
previous immigration law required ‘obligation of best intents’ to participate in second
language programs funded by the government, while the new 2007 law requires
passing an exam at the A2 level of the Common European Framework of Reference
for Languages (Council of Europe, 2001), with most programs no longer being funded
by the government.

The present voluwme

The present volume contains the proceedings of the sixth symposium on Low-
Educated (Adult) Second Language and Literacy Acquisidon (LESLLA), It is a selecHon
of papers presented at the annual symposium held in August 2010 in Germany and
hosted by the English seminar of the University of Cologne, Germany.

Traditionally, we distinguish three domains - research, practice and policy - which
often cannot be disentangled. Practice is input for research and research is applied in
policies and practice, as, is demonstrated for instance in the contributions by Ednidge
Crevecoenr Bryant and Karen Schramm and Diana Feick, who analyzed video recordings of
leatner interactions in the classroom and used them for teacher training for L2 literacy
programs (domain of Prasics).

In the domain of Research, there are five contrbutions coveting very different
topics, The first paper, by Dawdelfe Boon, teports on a project in Timor-Leste where new
(adult) readers learn to read and wiite in Tetum, the local lingua franca, which for most
learners is a second language. Boon presents the results after four months of literacy
instruction and confirms previous findings about the influence of learner
charactedstics such as age and mother tongue.
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Eldwidge Crevecoeur Bryant investigates what instructional practices were used in the
AELL (= adult English litcracy learner) class. She focuses on four research-based
instructional practices and tools used by instructors of literacy learnets.

Tneke van de Craats collecred data for a longitudinal study of 15 women. With
various levels of schooling and literacy, they form a typical group of LESLLA leatnets.
As a result, the data collection has been named the LESLLA corpus and Van de Craats
invites other tesearchers to contribute and extend this corpus. One of the results that
came out of this research is the advantage of being familiar with the script, even at a
stage where reading has become automared and the focus is more on L2 acquisition.

In their contribution, Jeanne Kurvers and Efleke Ketelaars focus on the eatliest stages
of writing. They compare the strategies used by L1 children at different stages to those
used by adult L2 learners. Although the adults seem to display characteristics of several
stages at the same time, which is probably caused by the three-fold challenge the
students are facing in first time writing in a second language, the spelling strategies also
reveal how crucial it is to grasp the alphabetical principle.

Finally, Taina Tawmeiin-Laine inttoduces vs to the Finnish context in which non-
literate immigrants have to learn the language and the script. Being non-literate is an
almost unknown phenomenon in this highly literate country where the chutch has
required reading skills since the 17 century. Not being able to read implied that one
could not get marsied. Tammelin-Laine explains the set-up of her longitudinal case
study of five non-literate immigrant learners.

The two other papers in the domain of Praetice are about literacy instruction in
Germany (Christiane Sthineberger) and about a creative way of providing beginning
literacy students with short and simple stories — real books (Margaret Wilkinson and
Martha Young-Scholten). Schéneberger provides facts and figures about literacy skills and
goes deepes into the diversity of literacy students by presenting nine learner profiles.
She presents a new assessment tool that contains teaching suggestions for classroom
practices. Wilkinson and Young-Scholten report on a shared project with university
students who were engaged in the task of writing fiction for beginning L2 readers,
They were asked to write short stories that are linguistically accessible and have
incotporated elements of ‘cracking’ good fiction aimed at adult LESLLA learners. Two
of these stories ate included in this volume.
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PACE AND PROGRESS IN ADULT LITERACY: WORD AND GRAPHEME
RECOGNITION BY NEW READERS IN TIMOR-LESTE!?

Danielle Boon, Tilbutg University

T Introduction

Thete ate many new readers in Timor-Leste: adults who never went to school as
children and who are now learning to read and write in various adult literacy programs.
These progtams are provided by either the government or non-govemmental
organizations (INGOs) and mostly take place in Tetum, while often regional languages
or dialects are used for explanation (Boon, 2011}, As Tetum is the linpua franca and
one of the two official languages of Timor-Leste, a majority of the population speaks
and understands Tetum (Hajek, 2000), be it often as a second languape. Most people
have one of the regional, mainly spoken, languages as theit mother tongue. Pottuguese
is the other official language, still spoken only by a minorty (Hajek, 2000; DNE,
2006b), but their numbers will prow because it is now taught in formal education
throughour the country, Large parts of the population speak Bahasa Indonesia because
of the long years of Indonesian occupation, and some people have learned English
through contact with the international community.

Adult literacy rates are low: according to the country’s Natonal Directorate of
Statistics {DNE, 2006a), 46% of Timor-Leste’s adult population of 15 years and older
are illiterate. UNDI”s Human Development Index (2009) gives a 50.1% adult literacy
rate for Timor-Leste. It is safe to say that almost half of the people aged 15 years or
older cannot read and write.

Learning to read is a complex process, especially for adult learners who never went
to school and who learn to read at a later age, even mote so when they leam to read in
a language that is not their mother tongue. This papet is about adult litetacy learnets in
Timor-Leste who are learning to read in Tetum, a second language for most of them,
which uses an alphabetic script and the Roman alphabet. T will focus on grapheme and
word recognition as part of their reading ability, and look at factors that affect these.

! This study is part of a latper research project on conternporary and historical dimensions of adult literacy in
Timor-Leste that runs from 2009-2014 and is named “Becomsing a nation of readers in Tinor-Leste: Langnage pofiey
and aduft literacy developament in o mnltilingnal context”, supported by the Netherlands Organization for Scientific
Rescarch NOW/WOTRO Science for Global Development, file number 01.65.31500.

Schéncberger, van de Craats and Kurvets
LESLLA Proceedings 2010
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Much of what is known about new readers in general comes from research already
done with children. Both Juel {(1991) and Ehr (1991) investigated the reading
acquisiion process in childten and found that this appears to take place in three
phases/stages. Ehri distinguishes a logographic, a transitional and an alphabetic phase.
Juel distingnislies a first stage in which the child relies upon environmental and visual
cues, a second stage in which spelling-sound information is used and a third stage with
automatic phonological recodings or direct recognition on the basis of orthographic
features {p. 784). Both studies revealed that phonemic awareness and understanding
gtapheme-phoneme (spelling/letter-sound) correspondence are crucial in the process
of learning to read an alphabetic writing system and of eventually getting to automized
word recognition. As Ehri (1991) states: “phono/ogical recoding skill enables readers fo read
words by applying grapheme-phoneme corvespondence rules. Ab first sounding ont and blending
operations are performed slowly and overtly, but with pracitce they become raprd covert processes.”” (p.
398); “findings of varions studies indicate that phonological recoding skill is necessary for proficient
sipht word reading” {p. 405). When it comes to consequences for reading instruction she
expects that: “explicit phonics insiriection is more effective than iniplicit phonics instruclion” (p.
401).

Rayner & Pollatsek (1989) describe skills that appear to be crucial to the
development of efficient reading, amongst which are recognition of letters (which
involves being able to discriminate the distinpuishing features of letters), word
consciousness and, most importantly, phonological awateness. They mention many
studies that “make it char that discovering the aipbabelic princple is the key to suceessfully learning
to read” {p. 343). When it comes to teaching reading they conclude that “code ensphasis
instruction (Dhonies) is effective in teaching bepinning readers becanse it makes explicit the alphabetic
principle”, and that “meaning approaches are pafuable, since they wake the task of reading [and
uncavering the afphabetic principle) more interesting”. They argne that “geod teachers are eclectic
and tend to combine the positive aspects of different methods of teaching reading” (p. 358). They
discuss four stages of reading: “Wugwistic guessing discrimination and guessing, sequential
decoding and bierarchical decoding” (p. 391) and show that children use ‘graphemis
erthographic, and graphenie-phosnieme eorvespondence cves” in learning to read (p. 371), Finally
they atgue that “the abifity to nse higher-order ries and analogies to read new words repressuts the
highest level of reading skifl” (p. 377).

Research with adults who ate leaming to read and wrte is often done with
immigrants in western countries. Kurvers & Van der Zouw (1990), see also Kurvers
{2007), distinguished five word teading strategies: guessing, mentioning letters, spelling
out, partal analysis and direct tecognition. They wanted to investigate whether the
developmental patterns that had been found in studies on children’s beginning literacy
acquisition could also be traced in adults’ first time reading in a second language. They
found that adults who ate leatning to read pass through more or less the same stages
as children. The adult learners in their study showed large individual differences in
learning pace and success. Illiterate learners and learners who had already learned to
read in anothet sctipt showed differences in the use of reading strategies: the first more
often still used sequential decoding strategies, the second more often recognized words
directy {pp. 240-241). Adult learners in intensive courses showed much mote progress
in a short petiod than adult leatners in a non-intensive course over a longer period (p.
238). The leatners from the intensive courses made better use of word recognition
strategies to read new words. Most learners in the non-intensive courses needed more
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than a year to spell simple one-syllable words and to independently read simple short
texts with simple words, According to IQutvers & Van der Zouw, it makes a difference
if leatners are learning to read in a second language: for new readers the forming of a
phonological tepresentation of a word is easier when the word is already known.
Kurvers (2007) found that only students who used the strategy of relying on graphic
(instead of visual) cues demonstrated substantial progress. During the lessons, a
change in word recognition skills developed from logographic to alphabetic word
recogniton, from guessing to sequential decoding. Three students who did not receive
any phonics instructions failed to make that change. Students in the intensive course
demonstrated much faster change than the ones in non-intensive coutses. Most
ptogtess was shown by beginning readers who reached the orthographic stage of
directly recopnizing written words. Phonics instruction and vocabulary in a second
language seemed to be major determinants of reading development in that language.

Kurvers (2002) looked at what adult non-readers know about language, and found
that neither phonemes nor words were the first to be recognized as independent
entities by new readers: if they wete asked to segment sentences they divided them in
parts that formed conceptual or semantic entities: i #e shap, or the old man, not in
words; if they segmented words they did it in syllables, not in phonemes. Phonemes
and words turned out to be linguistic entities that new readers are not primarily aware
of. Learning to read in any alphabetical script and a script that marks word boundaries
by spaces, like the Roman sctipt, makes the learners aware of (the existence of}
phonemes and words, as many studies in different languages revealed Kurvers 2002).

Some research has been done on predictots of success when adults are leatning to
read and write in a second language. The study on what works for adult ESL literacy
students by Condelli, Spruck Wrigley, Yoon, Sebumn & Cronen (2003) showed key
findings related to instruction, progtam practices and attendance. Some of the factors
that positively affected leatning to read were: making connections between class and
the outside wotld, use of mothet tongue for clarification, pror education and skills, age
and varied practice and interaction. Longer scheduled classes resulted in more growth
in reading comprehension but less prowth in basic reading skills (suggesting that it
might be better not to “orerempliasize basic reading skills for too long of a time but niove o fo
bigher level reading skiffr...”). Kurvers & Stockmann (2009) found large individual
differences among adult learners. Older learners on average needed more time than
younger leatnets to reach certain literacy levels, Factors that turned out to positively
affect learning to read (and that are relevant to this paper) were: L2 language contact,
use of mother tongue in the classes, attendance rate, education attended before, use of
computers (programs that provide a lot of practice in learning to decode) and less
frontal teaching to the whole group at once. Most non-literate learners needed more
than 1000 hours to reach a functional literacy level.

Qutside of western countries, tesearch has been done on adult literacy in
developing countries, often stressing aspects that are specific for a development
context, Archer (2005) sets out international benchmarks on adult literacy “based on
responises 1o a global survey of effective adult literacy programmes” (p. ), Le. “Programmes should
have timetables that flextbly respond fo the daily fives of learners but which provide for regular and
sustained contact (.8, twice a week for at least two yearsf”. 67 Successful literacy programs in
35 countries were analyzed. On average, programs lasted for over two years, often
divided into literacy and post-literacy phases (p. 19). The most common pattern of



10 Danielle Boon

regularity of classes was between two and three meetings a week, three being most
common {p. 19). The average number of contact hours for initial literacy was around
300-400 hours (p. 20). Theit estimate from the survey is that “on average the whole process
frivolves a contact time of about 600 hanrs over nearly tiree years” (p- 20). Lind (2008) defines
literacy as “a comtinuous process of developing and wsing reading and writing skills (including
numieracy) for wieltiple purposes” (p. 135). She states that “Uming and duration of insiruclion
nceds to be flescible, but long enongh to provide the time reguired to achieve a certain level of Kieracy,
without being too long to avoid high drop-omt”. One conclusion was that ‘i & probably more
effective for learners to be given relatively short conrses in stages, and fo be evalnated or tested at a
rather Jow skill level with success, as this is more fikely to mofivate them fo comfinue to the next
learning stage” (p. 87). With regard to linking literacy to livelihood, she stresses the fact
that each component “showkd be given enongh feaching-laruing tine (they cannot both be squeesed
duto the timetable nsnafly meant for kiteracy, i.e. 300 bowrs or s¢)” (p. 100).

More and mote information is emerging from recent research on adult literacy in
Timos-Leste. Literacy programs have been described in several studies. Taylor-Leech
{2009) describes post-independence literacy projects. She mentions that lessons can be
leatned with regard to the need for local engagement and expresses her concern that
literacy needs and goals of the leatners have not sufficiently been taken into account.
Boughton (2010) lists recent achievements in the field of adult and popular education
since 2002, one of the major concerns being the lack of post-literacy activities for
people who have finished basic literacy programs. Boon {2010, 2011) looked at current
adult hteracy programs in Timor-Leste, and at the teachers and learmners participating in
these programs. She focused on language backgrounds and language use, and on
reading and writing ability and progress. Most teachers and students in her study were
multilingual and for most of them Tetum was as a second langnage. She found that
learners’ age, Tetum proficiency and former school experience were important factors
in the process of learning to tead and write in Tetum. Boon & Kurvers (2008)
investigated strategies of adults who were learning to read and write in Portuguese, at
the time when some literacy programs in Timor Leste were still conducted in
Pottuguese. They stressed the importance -for literacy teachers- of knowledge about
stages and strategies in beginning reading as well as of specific second language issues
new readers come actoss.

The focus of this paper is on conttibuting to the understanding of how new
readers acquire the alphabetic principle, as this has turned out to be of crucial
importance in beginning reading. I do this by looking at grapheme recognition and
word reading ability of new readers in Timor-Leste. Letter knowledge, being able to
link letters to sounds and the understanding that spoken words consist of phonemes
should, after three to four months of participadon in a literacy course, lead to the
capability of recognizing a mumber of graphemes and reading a few shott, simple
words. This paper will help to shed light on which leatner or education characteristics
determine whether this will actually happen.

Questions that will be addressed in this paper are: What can adult learners who
never attended school and who participate in a literacy program for the first time
achieve in tetms of initial reading after three to four months of a literacy course? What
factors seem to influence the building of initial reading akility? Looking at grapheme
recognition and word reading as signs of initial reading ability: what graphemes/woxds
turn out to be difficult for new readers in Timor-Leste and why would that be? Do the
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findings of this study in Timor-Leste fit in with what we already know from prevlous
research or do we see different things emerging?

First the research method will be described: who were the participants and what
instruments were used for data collection. After this, a number of findings will be
presented. The paper will end with conclusions and a few points for discussion.

2 Moethod

From June 2009 until March 2011 a survey was carried out in adult hteracy education
in Timor-Leste. Over seventy literacy classes in three different literacy programs were
visited in eight of the country’s 13 districts. The three literacy programs were: (a) the
three months basic hteracy program Les Haw Befe ("Yes 1 can’), which is part of the
national literacy campaign and is based on the Yo & predo (Yes I can’) program of
Cuban ofigin that was adapted to Timor-Leste’s reality, (b) the Afanamor program with
a six-month beginners coutse called Hakat ba Oin (“Step Forward’} and a six-month
advanced level course called Iba Dalar (*On the way”), and (c) the three- to four-month
literacy and numeracy course provided within the Youth Employment Promotion
program, using compact vetsions of the Hakat ba Oin and Iha Dalan literacy manuals.’?
All programs are based on a phonics approach, but they vary in duration and content.
Mostly there are two or three Jessons per week, with a total of six to nine hours of
literacy teaching/leaming per week. (For a more detailed description of the three
programs, see Boon 2011) One hundred teachers filled out a questionnaire and were
interviewed, and almost eight hundred adult learners carried out small teading and
writing tasks. The survey sheds light on how adults are leaming to read and wrte in
current literacy programs in this relatively new country. This paper will focus on the
initial reading ability, not on writing. A selection was made of adult learners who never
attended school as children, and who were participating in a literacy course for the first
time, over a pedod of three to four months. The main focus will be on these new
readers’ grapheme recognition and word reading abilities.

291 Darticipants

This paper presents data of a selecion of 239 participants: learners who never attended
school and never tock a literacy course before and who had been participating in their
first course for three to four months at the time the survey visit tock place in their
group. Of these 239 patticipants, 152 were female and 87 were male (as those who
never went to school and now take part in literacy coutses tend to be women rather
than men), Most participants (230) were adults of 15 years of age or older, but nine of
them were younger than 15 because occasionally children take part in adult literacy
classes when thete’s no better alternative available for them; the mean age was 38; the

? In the years 2004-2008 the author was involved in the development of Hakat b Oin and Iie Daler manuals
and in teacher training and capacity building related to the new matetials, while wotking at Timor-Leste’s
Ministry of Education as adult litercy advisor, paid by UNDP.

3 The compact versions of the Hekas ba Oin and Iba Dajan manuals (Called Yep Lirne 7 and YEP Livew 2)
were developed with involvement of the author of this article.
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Table 3: Means and standard deviations scores Jor younger and older learners, Telum-speaking and

non-Tetumr speaking
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teading (F=1.63, p=.21). In other words, thete was no difference in growth for the

Temum and non-Tetum speakers.

Tabls 5: Means and siandard deviations 1" and 2 fests, split up by age group and Tetunt and non-

Tetum  Non-Tetum 40 years or Older
speaker speaker younger than 40
(n=168) {n=6% (n=126) (n=111)
Mean Mean T Mean Mean T
(8) (5d) (3d) (5d)
Grapheme 16.33 1220 -2.95% 18.66 11.13 6.51**
recognition (9.10) (10.07) (8.09) (9.55)
Word reading 15.18 11.23 -1.24 19.25 8.41 3.51%
(25.55) (20.59) (27.34) (18.87)

“=p < .01

Of the 239 participants in total, 51 were tested twice. The second test took place three
months after the first test, and the scores of this second test were used in the
descriptions above (their scores after three to four months of attendance). Now scores
of the first and second test will be compared, o find out whether the 51 learners
showed progress in grapheme recognition and word reading over a peried of three
months (sec Table 4). Apain we will take a fook at how age and proficiency in Tetum
affected these scores. Table 4 shows that for grapheme recogniton as well as word
reading the participants on average showed significant progress in three months: on
average, they advanced from eight to twelve praphemes recognized coreectly and from
three to six words read correctly.

Table 4: Grapbeme recognition and word reading scores of the first and the secoud tests

1st test 2nd test
Mean (5d) Mean (5d} T P
Grapheme recognition 7.51 (8.38) 12.04 (890)  -6.49** 000
Word reading 3.49 (12.20) 5.88(15.04)  -2.08* 04

*r=p <01 *=p<.05

Also in this smaller group, the age factor and the Tewum factor could clearly be seen.
Table 5 presents the means and standard deviations for two different age groups
and for Tetum and non-Temum speakers. An analysis of variance with repeated
measures with age group as between subject factor and time as within subject factor
was conducted, and a similar analysis of variance was conducted, but now with Terum
speaking as between subject and time as within subject factor. First of all, as already
shown before, there was a significant main effect of tme for grapheme knowledge
{F=49.97, p=.000) and word reading (F=9.69, p=.003}. There was no muain effect of
age but there was significant interaction between age group and progress: the younger
participants showed much more progress in three months than the older participants,
both in grapheme recogniton (F=5.59, p=.02) and in word reading {F=6.07, p=.02).
There was a main effect of Teum speaking for graphemes (F=22.98, p=.000), but for
word reading this effect was not significant (F=2.53, p=.12); besides, there was no
significant interaction effect here, not for graphemes (F=.97, p=.33} and not for word

Tetum speakers
Learners 40 Learners Tetum speaker Non-Tetum
and younger  older than 40 (n=36) speaker
{n=13) (n=38) (n=15)
Mean (Sd.) Mean (5d.) Mean (Sd.) Mcan {5d.)
Graphetme 9.54 (7.45) 6.82 (B.65) 10.28 (8.31) 87 3.36)
recognition 1

Grapheme 16.77 (8.07y 1042 (8.68) 15.25 (7.93) 4.33 (5.9G)

recognition 2 )
Word reading 1 354 (879 347 (13.26) 4,94 {14.32) .00 (.00)
Word reading 2 10.54 (21.94) 4.29 (13.31) 8.28 (18.52) A3 (.35)

Looking at the scores per item of all 239 participants gives us some idea of what
graphemes are difficult for new readets to tecognize, and what words are difficult for
new readers in Timot-Leste to read. It turned out that in the grapheme recognition
tasks the letters s and & were recognized best and the letters 4 and y worst, Many
people had trouble with the diphthongs &, en, o/, 0w and 4o, and also the letters s, x, 7
and g were not recognized well.

While doing the tests it became clear that many people mixed up letters that either
look more or less alike (@-&, g-p, #-1, 1#-m, £-b, r-£f), or that sound more or less alike (3, 4,
pand f; or rand £). Accents and tlde on letters % # ¢, 6, /) did not seem to cause much
trouble, although they sometimes led to confusion.

Of the 239 participants, only seven said they spoke Pottuguese, not enough to
check whether they could more easily recognize the graphemes g do and 4, which are
only used inn Portuguese, not in Tetum,

In the word reading task, the words #ma (house) and &« (or) turned out to be
easiest, almost like fuhi (pig), mann (chicken) and 47 (go/to); long multi-syllable words
like baraklin {much/many mote), fubusi (eaclier) and hateten (tell/say) mmed out to be
difficult for many people, as did -to a lesser extent- shorter words with consonant
clusters like &ria (make/create) and Jkeklenr (soon),

4 Conclusions and discnission

The fitst results of the survey as presented in Chapter 3 can help to answer the
research questions that were formulated in Chapter 1. They reveal what people who
never attended school and who participate in 2 literacy program for the first time can
achieve in terms of initial reading after three to four months of a literacy course of six
to nine hours per week, in some of ‘Timor-Leste’s cutrently provided adult literacy
programs. Scores on both tasks after thtee to four months showed very large
individual differences: on average, people could recognize 15 graphemes and read 14
words, but individual vatiation was high, scotes varied from recognizing 0 to all 30
graphemes and being able to read 0 to all 80 words. Of the 239 learners, after three to
four months almost 9% still could not recognize any of the 30 graphemes presented,
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and 27% could only recognize one to ten of 30 graphemes. Of the 230 learners after
three to four months, 52% could not read any of the wotds of the presented list of 80
words yet, and 20% could only read one to ten words correctly. So, more than half of
the leamners had not managed to leatn to read words in three to four months. This
might be related to a strong focus on the alphabet as such and a lack of practice in
wortd reading, which was observed in many literacy classes: many participants were able
to spell out words letter by letter, but did not succeed in the next step of blending
graphemes and phonemes to syllables and words.

The first results also shed light on factors that seem to influence the building of
initial reading ability, like age and Tetum proficiency. The oldex the parhcipants were,
the lower their scores were on both tasks, although some older participants had much
higher scotes than some of the younger participants. Proficiency in Tetum (as L1 or
L2) seemed to make a difference for grapheme recognition, and strangely enough not
for word reading. 'The fact that some Tetum speakers had Tetum as their first lanpuage
(rather than their second language) did not seem to matter in either task. Apparently,
being able to speak and understand Tetum is more important than having Tetum as
one’s mother tongue. The nomber of months that people participated in the coutses
mattered significantly. Both teacher education and experience (in years/months) did
not seem to affect the scotes.

The 51 participants who were tested for a second time after three months did
show progtess over those three months, although it was relatively limited. Younger
patticipants showed more progtess on the two tasks than older participants, and
Tetum speakets showed more progess on grapheme recognition. The lower averages
of this group of 51 at the two test moments (first eight and later twelve graphemes
recognized, fist three and later six words tead correctly), compared to the averages of
the larger group of 239 participants (15 graphemes tecognized and 14 words read
correctly} can have several reasons: they might have to do with this gtoup having more
“weaker® learners, facing more challenging circumstances or receiving less instruction.

The first survey results also provide information on what graphermes and words
turned out to be difficult for new readers in Timor-Leste and why. Looking at scores
per item, it was found that some graphemes/wotds were easier to recognize/read than
others. The observation, for example, that many participants had trouble recognizing ¢
and y is probably due to the fact that both graphemes are not used in Tetum, contrary
to o and £ which were recognized well and are used frequently in Tetum, Various
graphemes were mixed up because of cither their form (see also Rayner & Pollatsek
1989: 336-338) or their sound being much alike. Graphic/visual images of letters like 5-
d, #-n and #m more often seemed confusing for participants than sound/acoustic
images, although the trouble distinguishing and producing different sounds for p-bfv
secmed to occur rather frequently in certain districts (i.e. the districts of Baucau and
Viqueque). Longer, multi-syllable words and words with consonant clusters (&r, &£} and
diphthongs (i, ex) appeared to be mote difficult to read than shorter words and words
with less complex consonant-vowel-syllables.

What was found in this study generally fits in with what we alteady know from
previous research, but some aspects are rematkable. Age correlated negatively with
what people achieved and how fast they made progress, and proficiency in the literacy
language, in this case Tetum, appatently did make a difference. On the one hand
surprisingly fast progress was seen with some learners. On the other hand, progress
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seemed slow, especially for many older learners. Attending a literacy class for three to
four months was certainly not sufficient for many patticipants to really learn to read
new wotds. Grapheme recognition seems crucial for word reading: participants with
high word reading scores generally had high grapheme recognition scores as well. But
high grapheme recognition scores did not automatically result in high word reading
scores: many participants recognized a lot of graphemes but still had trouble reading
simple, short words cotrectly. This nicely illustrates the developmental pattern in the
stages: to reach the alphabetic stage, leamers have to learn the grapheme-phoneme
correspondences; this is a necessary but not sufficient pre-condition: they also have to
acquire the cognitively complex skill of blending phonemes.

What we found about teachers’ education and experience might have to do with
what Lind found (2008: 88B): “severa/ studies have shown that literacy teachers’ formal
qualifications or pedagogical training is lers imporiant than their positive attitides and rapport with
the commnnity’. More research is needed to find out what other teacher characteristics
may have an influence on learners’ results.

Finally the first results leave us with some points for discussion. It is necessary to
observe more classes to find cut how teaching takes place: what kind of instructon
and how much practice participants really get, etc. In this study, very large individual
differences wete found. This in itself is not so remarkable; see for example Kurvers &
Stockmann (2009). But what is remarkable ate the large numbers of participants at the
extreme ends of the range, either scoring 0 or the maximum, An interesting question
with regard to these individual differences is: What do they tell us and what do they
imply? Some participants did not succeed in learning to recognize graphemes or read
simple short words after three to four months of participation in an adult literacy
course. Why is that? What can be done about this? What are the implications for
education? Other participants leamed very quickly: Why is that? What is it that makes

. these participants such fast learners? Is it the teacher, the circumstances, the

participants’ active attendance?

What this study makes clear is that participants who had not mastered the
alphabetic principle had little success learning to read. It would however be interesting
to find out mote about the word recognition strategies that these participants used.
This will be investigated in further research.
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APPENDIX

a) The grapheme recognition task
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b) The word reading task
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haas ka nia joven nakfakar
ida la iha tomak hanorin
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manu no di‘ak serve tarutu
bola ne'e foti maibé malirin
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oan mos hotu dadauk badinas
paun boot ohin hanoin lakleur
Timor ha'u kria ne'ebé nakukun
Back page:

ikusmai seluseluk komentariu

haruka loroloron prezidente
narcman matabixu independente
lakchi dalaruma komunikadu
nafatin odamatan unidade

hakilar tekiteki lansamentu
hateten barakliu politika

matenek ulukliu favoravel

labele liuhusi koordenadora
hanesan filafali ekonomia

IDENTIFIACATION OF SPECIFIC RESEARCH-BASED INSTRUCTION
METHODS TO TEACH PRE-LITERATE ESOL STUDENTS

Edwidge Crevecoeur, University of Central Florida

Abstract

Much of the literacy research provides evidence regarding the instructional practices
and methodology used when teaching narive English speakers or mainstream English
as 2 Second Langnage (ESL) classes. However, it has now become imperative to
identify effectve instructional practices that can be used with adult English literacy
learners (AELLs). AFELLs originate from backgtounds where literacy has been
unavailable, denied or recently codified. Therefore, a descriptive study was conducted
to identify nstructional practices and tools used to teach adult English literacy learners
in Florida. Surveys and a focus group wete utilized to capture these practices. A small
sample of 17 literacy instructors responded to the sutvey on literacy instruction, and
five literacy instructors attended a focus group discussion meeting to elaborate on the
survey answers. The results indicated that the instructors ate utilizing the following
tesearch-based instructional practices and tools when teaching AELLs: language

expetience approach, use of the native language during instruction, active learning, and
Environmental Print.

T Introduction

In 2008, over one million adults were enrolled in federally funded adult education
programs ESL classes (National Center for Education Statistics, 2010). As stated by
Burt & Peyton (2003), many adults who participate in educational programs have
differing educational and literacy experiences. Many students have backprounds where
literacy is not widespread in their communities not is it deemed necessary for survival.

The background and stages of every student must be taken into account in order
to offer an optimal learning environment that will enable the learner to become
literate. Before literacy can be taught in a second language, the role that literacy played
in the first language must be explored, According to Hundey (cited in Butt & Peyton,
2003}, several stages or categories of literacy can be defined in the context of the first
language (L.1).

Schéneberger, van de Craats and Kurvets
LESLLA Proceedings 2010
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Recognizing the stages of literacy can help teachers to develop and use successful
instroctional practices. The stages discussed by Burt & Peyton (2003) are: pre-fiterate,
won-literate and seiliterate. The preliterate leamner otiginates from a way of life that does
not revolve around literacy. The stage is characterized by language in the process of
codification. More specifically, the written code is being developed and has not yet
been standatdized for wide spread use. The won-fiterate learner has resided in an
environment where literacy was available, but literacy instruction had been denied,
many tmes due to socioeconomic status, Warfare and destitution can also lead to
limited schooling and the corresponding difficulties with reading and writing in the
native language. Those learners who often have a lower socioeconomic status and
some level {(1-6 years) of education ate considered semsliterate learners. Some type of
contact with literacy has occutted in theit home language but only at a minimal level
This article will only focus on the pre-fiferate learner.

2 Iwstructional practices

Whether an AELL is considered preliterate, nonliterate, or semiliterate, it is important
for teachers to have a vatying number of approaches, methods, and techniques that
can best meet the specific needs of their literacy students. The terms nstructional practices
and #e/s have been selected and will be used throughout this article to encapsulate the
apptoaches, methods, and techniques of teachers. Below are research based
instructional practices and tools used when teaching AELLs, Four were selected for
inclusion in the study.

2.1 Langnage Experience Approach

Holt (1995) stated that the language experience approach (LEA) can be successfully
used to instruct low-level literacy learners. The lesson would commence with a class
discussion on a shared experience, such as a feld trip. The learners provide sentences
and the teacher writes the sentences on the board. The instructor proceeds to read the
sentences cleatly, pointing to each wotd as it is pronounced and confirming that what
is written is what the student stated, however simple the sentences are. After the story
is finished, the instructor recites it aloud with the students being encouraged to join in
the reading if possible. According to LEA, various activities can evolve from the
reading, For the preliterate learner, they can copy the narrative and undetline the
portions of the story that can be read or circle certain words that have a selected
sound. This will assist them with simple word recognition. Pre-literate learners, who
have leamed to hold a pen or pencil and have been taught letter formation, are able to
copy letters with some success, although many are unable to pronounce the letters ot
decode the words they are copying.

2.2 Native language
The LEA did not mention the role of the native language in literacy instruction. A

study by Burtoff in New York City compared techniques and results of two groups of
adult Haitian Creole speakers with one group receiving English-only (L2) literacy

Researclr-based sustruction methods to teach pre-iterates 23

instruction and the other receiving home-language (L1} literacy instruction while
learning English (as cited in Roberts, 1994). Both groups received the same number of
instructional hours. The results of the study showed that the leamners who received 1.1
instruction demonstrated stronger literacy skills than those who received instruction in
L2.

Wrigley (2005) noted that the use of the native language is helpful because the
learners’ brains are always trying to create verbal responses, understand print, and
interpret what the teacher is asking while at the same time handling a new language
and culture. Many leatners who struggle with literacy have not attended any type of
foymal schooling since they were children; therefore, becoming accustomed to new
tasks is an additional adjustment. The learning process can be enhanced through
explanations in L1 and once the instructions are clear, the assignment can become
even more feasible. For example, asking students to open their books to a certain page,
underline, or circle are academic activities. Pre-literate leamners with little to no
classroom experience may not understand these instruction if stated in the L2. The
instructor may demonstrate the actions of opening a book, underlining a word, or
circling a letter; however, if these actions are demonstrated and explained in the native
language the learners will begin to understand that certain instructions pertain to
classtoom related activities. Although obvious to those accustomed to formal
education settings, pre-literate learners must be taught classroom instructions and
expected reactions to those instructions.

2.3 Active learning

Research states that it s important to have the adult leamer play an active role in
selecting topics, language, and matedals. “AAcive farning is generally defined as any
instructonal method that enpages students in the learning process. The core elements
of active learning are student activity and engagement in the leaming process” {Prince,
2004).

In a pre-literate classroom, engaping students in the learning process may include
requiting students to bring outside experiences into the classroom (Wrigley, 2005).
Some examples observed by Wrigley were field trips where leamers were encouraged
to use English, or having students bring in fliers, catalogues, soup labels, and basically
anything that reflected the literacy that they encountered on a regular basis. Class
lessons should evolve from the expetiences and languages of the adult learner (Holt,
1995) and the learners’ wisdom and experiences should be shared with the other
learners and viewed as a resource, This technique differs from LEA insofar that the
learners are simply sharing items or words learned from their environment at different
points in time. LEA on the other hand, mainly focuses on shared experiences
occurdng at the same time for the purpose of writing down this experience as a class
activity.

2.4 Four keys for successful instructors
According to Freeman, Freeman & Mercur (2001), there are four research-based keys

that should be applied to older, limited formal-schooling learners with literacy needs.
The first key is to dwwolve students in a challenging, theme-based ecurvicninm to increase
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academic concepts. This can be achieved by udlizing the previous experiences of the
students and by valuing their languape and cultural backgrounds when assessing them.
Hamayan & Pfleger (1987) believes that literacy can develop easily in the classroom by
providing meaningful environmental print, establishing lessons that motivate literacy
and create meaning, establishing a non-threatening environment, combining
instruction about forms and structures in meaningful activities, and incorporating
litetacy instruction with scholastic content. The second key is to utilize #he sindents’
expertences, aiftires and langrages. The third is to arramge wllzborative projects and scaffold
dnstruction to strengthen students’ academic English aptitude. The final key is to generate
confident students who appteciate school and appreciate themselves as learners.

2.5 Eunvironmental print-instrucional toof

Hudelson (as cited in Roberts, 1994) believes that in a literate environment, literacy can
develop in the learner. Instructots can inform students about road signs, advertising,
print media, and descriptions in their sutroundings. In turn, the students can bring
examples of print they come across en a daily basis (Condelli & Wrigley, 2006;
Kutvers, van Hout, & Vallen, 2006; Pérez & Torres-Guzman, 2002; van de Craats,
Kurvers, & Young Scholten, 2006). Meanings, sounds, and graphic symbols should be
instructed concurrently because learners often are conscious of the fact that graphic
symbols can demonstrate verbal meaning, If the instructor can begin by being aware of
what the learners alteady understand, then instruction can commence in a positive
mannet. Wrigley (2005) strongly stresses that literacy learners have valuable skills that
the instructor can utilize to build the curdculum. Adult learners navigate in an
environment that is filled with both spoken English and print resources. That
combination leads to a list of sight words that the learners begin to depend on, thereby
expanding their background knowledge and life experiences to assist in their literacy
acquisiion process.

2.6 Role gf metacognition

Metacognitionn basically means knowing about knowing and being able to choose
different strategies to learn something, Both practitionets and researchers who work in
the field of ESL literacy stress the relationship between a learner’s ability to utilize
metacognitive apptoaches and his or her confidence in learning, Angst, et al. (2002)
state that literacy leatners need to know how to examine their own learning and should
be encouraged to think about how they learn. Additionally, the instructor can wotk
towards identifying which instructional practices the learner has already obtained and
work with him or her in order to transfer the skills for classroom use.

3 Research method and design

AFLL teachers struggle to address the needs of learners who lack literacy in their
native languages and need technical assistance to effectively otganize instructon to
meet the educational and linguistic needs of pre-literate adult ESOL students. The
purpose of this study was to determine which of the proven tesearched-based
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instructional practices and tools of AELL teachers are currently being used and to
identify addidonal instructional practices employed by teachers.

A1 Research questions and design

1. Are instructors of AELLs currently using four of the research-based instructional
practices?

2. What additonal instructional practices are instructors using when teaching
AELLs?

A descriptive research design was employed to explote the research questons. The
descriptive research design is used to *provide an accurate description or picture of the
status or charactetistics of a situation or phenomenon’ {Johnson & Christensen, 2000:
302).

3.2 Methods of data colfection and tnstramenis nsed

Swrveys and a focus group were utilized to capture the instructional practices being
used to teach pre-literate AELLs. Swrveps recorded teachers’ self-reported instructional
practices in their classtooms. A foans gromp was established to fucther elaborate on the
answers included in the instructor surveys. It also allowed teachers to exchange ideas
and information on best instructional practices.

3.2.1 Instructor surveys

The desipn and method of the research project developed from research studies that
have identified specific instructional practices that are considered successful in AELL
classrooms. These methods were then incorporated into surveys. The administrators
of the literacy programs distributed the surveys to the adult ESOL teachets
participating in the study. They also collected and returned them to the researchets.
Among the topics included were: the Language Expedence Approach (LEA) evidences
of literacy, oral repetition, visual discrimination of letters and words, auditory
discrimination of sounds and the use of the learners’ native language in the classtoom.

3.2.2 Docws groups

After the instructor surveys were returned, a focus proup discussion was organized.
Ten pre-literacy adult ESOL teachers were invited but five chose to participate: two
from Miami-Dade County, and one each from Duval, St. Lucie, and Orange Counties.
Sampling-The researchers drew a geographically stratified sample of adult ESOL
literacy programs throughout Florida to ensure representation from ateas with diverse
pepulations and to keep within financial resources. Random sampling was also used to
disserninate the Instructor Methodology Surveys to the AELL instructors throughout
Florida. The focus group discussion questions were penerated directly from the group
and the responses obtained from the teacher surveys, The information obtained was
recorded and documented for further analysis and future tesearch. Some questions
included:
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Strategies

- What are the most successful straregies you have implemented in your classtoom?

- Are manipulatives used in your classroom, such as pennies, bingo chips, clay etc.?

- Do students bring in any evidences of literacy to yout class, such as medication
bottles, bills, doctots’ appointment slips, etc.?

- What do you think is the role of the native language in the classroom?

- What are the challenges you most often see in your classroom? What challenges
do you face?

Methodologies

- Do you teach the visual/auditory discrimination of letters and words duting your
lessons? Such as explaining /p/ and/b/

- Do you use the Language Experience Approach (LEA) in your classtoom?

4 Survey results

Instructional practice surveys were disserninated to literacy instructors throughout
Flotida. Seventeen instructors responded to the survey. Although a small sample, the
tesponses provided insight into the instructonal practices they are currently utilizing,
The table below demonstrates the percentage of instructors who reported using the
research-based instructional practices included in the survey when teaching AELLs
{Idensified). The instructors’ responses indicating #of using the practices were recorded
in Net idenfified category. Note: Information was not collected on how the strategies
were implemented and how effective they were. This preliminary research was
conducted to first identify the practices being used. Future papers will address the
effectives of these practices, The following is the compilation of survey results.

Table 1: Research-based instractional practices survey resmits (N=17)

Instructonal Practces/tools Identified Not identified
Language expetience approach 82.35% 17.65%
Native language 88.23% 11.77%
Active learning (field trips) 19.04% 80.96%
Manipulatives 30.95% 69.05%
Discussions 30.95% 69.05%
Environmental print (tool) 82.23% 17.77%

Langnage experience approach - The Lanpgnage experience approach (LEA) was utilized by
82.35% of the instructots but 17.65% stated that they do not use LEA.

Naiive langnage- When the instructors were asked whether they utilized the students’
home language to explain concepts 88.23% said “yes” and 11.77% said “no.” Aafve
Role of fearners -The principal activides that were used in the classroom were student
discussions {30.95%), manipulatives (30.95%), and field trips such as going shopping
ot to the bank remained at (19.04%).
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Environmental print - When the instructors were asked if their students brought in
evidence of literacy from the outside to the classroom, 82.23% of the instructors said
“ves” while 17.77% said, “no.”

5 Additional practices reported on stirveys

Oraf repetition -The instructors were asked if oral repetiion was udlized in the
classroom and 100% stated “yes.” The majotity of instructors (52.95%) use oral
repetition in all of their classes where 47.05% use it in most of their classes. [/Zswal and
Awnditory Diserimination of Letters-All of the instructors {100%) stated that they use visual
disctimination to teach the sounds of letters. While 94.11% use auditory
disctimination,-5.89% did not. Listening, Speaking, Reading and Writing The instructors
stated that they devote 25% of their time to listening skills, 20% to speaking skills, 25-
30% to reading skills and 25% to writing skills.

6 Individwal Practices Reported Dy the Instructors

Use of phonics
- “The most effective teaching method is the phonological one which consists in
helping students to recognize short and long vowels; spell words with real
sound letter, read make sentences, etc....”
- Hooked on phaonics —~ phonics strategy programs
Reading strategies
- Cloze activities
- Story-telling and translation into student languages
- A review at the end of each topic
Visual activities
- Visuals (“They can see the pictutes.”)
- “I write almost everything I say on the board, The students can see the words
as they listen and attempt to tepeat the sounds.”
- Organizational charts that focus on wotds or topics (students listen and check
off information)
Body language techniques
- “Reading” and using body language to reduce anxiety
- Total Physical Response
Acquiting basic information
- Use basic information through modeling and questioning
- Identifying important informaton (name, social security, etc.)
- Lessons focus on acquiring and using basic information
Electronic devices
- Listening to tapes
- Use of video, music, graphics, (such as the news cartoons), audio
Positive learning environment
- “I have the students interact with each other almost every class. We try to
incorporate the lesson of the day into conversations.”
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- Group or cooperative learning

- Partneting strategies

- “The most effective teaching is to motivate and transmit confidence to the
students by questions and answers.”

- Create an atmosphere of learning

6.1 Analysis and discrssion

The purpose of this study was to determine if instructors were using four research-
based instructional practices when teaching AELLs. Additionally, it sought to identify
other instmictional practices and tools teacbers used.

The language experience approach (LEA) was utilized by 82.35% of the instructots
but 17.65% stated that they do not use LEA, as they were unfamiliar with the
approach. Survey results showed that the majotity of instructors used LEA in the
classroom. These results stress the use of meaning in the classtoom and allow the
students to leatn from a shated experience. During the focus group discussions, one
instructor explained not using the approach because she reserved it for children. The
use of a shared expetience, such as field trips, can be more easily accomplisbed in the
primary and elementary grades making it easier for instructors to use LEA. As for the
adults, instructors must be more creative otganizing a shared experience, as field trips
are often difficult to otganize for adult learners with limited fime and funds. Once a
shared expetience has been established, children and adults can truly benefit from this
apptoach because both groups ate able to observe the connection between the spoken
and written wotd. According to Taylor (cited in Holt, 1995), the LEA can be used with
low-level pre-literate learners to encourage listening and to observe the manner in

which speech/language is related to print.
6.2 Native langeage

When asked whether they utilized the students” native language to explain concepts,
88.23% said “yes” and 11.77% said “no.”” According to the surveys, the instructors are
indeed using the native Ianguage to instruct their students when homogeneous
linguistic groups are present, However, during the focus group session, thete were
differences in opinions about the use of the native language in the classtoom. Several
instructors avoided using the native language in the classroom and separated learners
who spoke the same language in order to promote only speaking in English. Others
used the native language as a tool and paired like-language leamets together in otder to
encourage student participation, or they used the native language in the lessons to
exphin concepts. According to the instructors, both strategies were successful. The
instructors who use the native language in the classroom believe it to be quite
advantageous. They, were able to explain certain concepts to the students until total
understanding of the concept was achieved.

Wrigley (2005) states that despite a class not being a native literacy class, a bilingual
instructor can utilize the native langnage to give instructions ot shott translations in
which positive results can occur. A review of school guidelines in the native language
can introduce a nonthreatening enviroriment and help prevent student absences. This
is especially important with literacy learners who might not have had priot schooling
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or might not understand how school procedures work. Concurrent acquisiion of the
native language can have satisfactory effects on the progression of English literacy
among pre-literate, nonliterate and semiliterate adult learners (Burt & Peyton, 2003).
Research indicates that the use of the learner’s native language can greatly assist in the
comprehension of classroom concepts or lower anxiety levels in the classtoom.

6.3 Active laruing

The principal activides that were used in the classroom were student discussions
(30.95%), manipulatives (30.95%), and cultural experiences such as going shopping or
to the bank (19.04%). The results show that the majority of instructors are utilizing
manipulatives and the learners’ cultural experiences during instruction. In the focus
groups, one instructor stated that trays of sand are used in the classroom for the
learners to write and feel the letters and words they are creating. They also used flash
cards, alphabet sets, bingo games, and Cuisenaire rods to assist with word ordet in
sentences to add dimension to instruction, From the survey results it was appatent that
events such as field trips were used only by a small nnmber of instructors. They
reported not having enough funds or time to take the leamets on trips ot events.
Liability issues also contrbuted to the exclusion of trips in the curriculum.

The activides that the instructors focused on were student centered and, depending
on the manipulatives, quite meaningful as past literacy research has stressed. When
using manipulatives and realia in the classtoom it is impottant that they are authente,
but hand-made materials from the instructors are also effective. Instructors are also
encouraged to create their own manipulatives that are meaningful to the students’ lives
and reflect their experiences (Angst et al., 2000).

6.4 Environmental print

When the instructors were asked if their students brought in evidence of literacy (any
itemn with written word found in the students’ homes or envitonment) encountered on
a daily basis to the classroom, 82.23% of the instructors reported “yes™ and 17.77%
responded “no.” The instructors provided examples of literacy that the students have
brought to the classroom, which included: insurance forms, school papets for their
children, unemployment letters, medication botles, and electric bills. When asked if
they requested their students to brng in evidence of literacy as an assignment, 23.52%
of the instructors said “yes” and 76.48% said “no.” Of those who said yes, they
requested that the students bring clothing labels, ethnic drinks, family pictures, and
restaurant receipts. OF those who reported in the negative, they repotted simply not
thinking about incorporating these itemns in their lesson, but chose to remain focus on
the curriculum and lesson of the day.

Research has stressed the importance of bringing meaning into the classroom,
especially when trying to reach the adult ESOL literacy leamet. According to the
survey results, the learners are voluntarily bringing evidences of litetacy into the
classtoom which is a clear sign that meaning must be integrated into the classtoom
lessons. Howevet, the results also indicated that the instructots are not requesting their
students to bring in examples of literacy. The instructors welcomed the opportunity to
explain or to read any items brought in by the students but this was done on an
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individual basis. Tt is recommended that learners share anything that represents the
literacy that they come across frequently (Wrigley, 2005).

7 Additional insiructional practices

Oral repetition - The instructors were asked if oral repetiion was utilized in the
classtroom and 100% stated “ves.” The majority of instruzctors {52.94%) use oral
repetition in all of their classes where 47.05% use it in most of their classes. However,
Wrigley (2005) has cautioned against repetitive and tedious instruction because if used
excessively it can impede the leatning process. Thete should be a balance between the
repetitions of course material and the introduction of new concepts.

Visiwal disrimmination - All of the instructors (100%) stated that they use visual
discrimination to teach the sounds of letters. While 94.11% use auditory
disctiminaton, 5.89% did not. The sutvey tesults concur with tesearch that
demonstrates that a balance between the use of visual and auditory discrimination has
a positive effect on learners’ acquisiion. Holt (1993) recommends that the visual
recogniton of letters and words, auditory discomination of sounds and words,
phonics, written conventions, and sight words merged with whole language
approaches creates a successful research based strategy.

Listening, speaking, reading, and writing Skills - The instructors stated that they devote
25% of their time to listening skills, 20% to speaking skills, 25-30% to treading skills
and 25% to writing skills. Although teaching techniques combine the skills, instructors
still discussed them separately. For example, when the focus of the lesson was on a
listening skill activity, the instructors only focused on that activity to enable the
leamers to fully concentrate on the listening skill being taught. The same was stated for
speaking, reading, and writing. When instructing literacy learners, class activities should
develop along a continuum from less challenging to more challenging, while stll
teaching all four skills simultaneously.

8 Conclusion and recommendations
8.1 Conclusions

Adult English-language literacy learners (AELLs) bring their diverse and inspiring
backgrounds to the literacy classroom, which must not be ignoted by the insttuctor.
Howevet, this is not to say that instruction is easy and straightforward. Each leamer is
distinct and requires instruction that differs from mainsteeam ESL classes. The
theoretical and research basis for AELLs emphasizes how utilizing the individual
background and experiences of the students in classroom lessons can enhance learning
and that teachers can develop teaching methods and materials to help these learners
become literate. Awareness of the leamer’s pre-literate background establishes essential
information for the instrictor to develop appropriate instructional methods. However,
regardless of the backpround, the literacy research conducted demonstrates that
effective literacy instruction incorporates the lives of the literacy learners and
capitalizes on what the leatners can bring to the classroom. Instructors can also help
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with instructional practices that utlize expetimentation, theodzation, construction of
meaning, and, most importantly, the creation of confidence in the student reader and
writer.

8.2 Recommendations

Many literacy instructors are former ESOL instructors who are utilizing their old
ESOL methods and are not aware that they are not effective when teaching pre-
literate, non-literate or semi-literate learners. Recently instructors have been voicing
their concerns and say they truly want to be on the “same page” when instructing
literacy leamers. Training that specifically meets the needs of teachers of pre-literate
leattiers is highly recommended. The teachers also stressed the importance of being
able to provide input and have a voice in the development of literacy curricula.

Futther research in this area should be dedicated to the development of training along
with the creation of a manual that focuses on the needs of pre-literate learners. The
AELL classes should utilize reading books that use simple, decodable, high frequency,
and environmental sight words (stop, push, pull, etc.) that would help leatners progress
most effectively.
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A LESLIA CORPUS:
L1 OBSTACLES IN THE LEARNING OF L2 MORPHOSYNTAX

Ineke van de Craats, Radboud University Nijmegen

T Why a LESLLA corpus?

It is only recenty that second language (L2) acquisition researchers have started to
focus their attention on adults with a low level of education and literacy rather than on
highly educated and academic learners. Since the late nineties of the last century it
became increasingly probable that illiterate individuals process otal language differently
from literate adults. Illiterate adults mumed out to have more problemns repeating lists
of pseudo-words than literates, or doing tasks with phoneme deletions and syllable
reversals {e.g., Adtian, Alepria & Morais, 1995; Reis & Castro-Caldas, 1997).
Neurological research by means of PET scans has even shown that thete is more and
different brain activation during pseudo-word repetition in literate than in illiterate
patticipants, Leatning to read and write an alphabetic sctipt alters neural structures in
the brain (Pettersson et al.,, 2000). For literates, the visual-graphic representation of a
word is s0 closely linked to the phonological representation that they can play with the
(written) symbols, without considering any semantic meaning, For fully. illiterates,
however, this manipulating of words without considering meaning is very difficult.

Results of other studies illustrate how much illiterates rely on semantic meaning
because they cannot use visual-graphic strategies. urvers (2002) and Kurvers et al.
(2006; 20073, for instance, concluded that illiterates did not view abstract and function
words as words and had litde metalinguistic and strategic skills, Tarone et al. (2007)
found that illiterates could not process oral corrective feedback as easily as literates
because of lacking the literacy skills allowing them to visually represent and compare
their own utterance with that of the recast (Bigelow et al., 2006).

These findings are not only essential points to be aware of in language pedagogy
and teaching of illiterate and low-literate learners, they are also of crucial imporrance
for the interpretation of all other research on second lanpuage acquisition (SLA) that
claims to identify universal cognitive processes involved in SLA. This research is
almost exclusively based on tests and experiments cartied out on academic students,
often foreign-langnage students. One should wondet, as Tarone and colleagues do on
page 1 of their 2009 book, whether an SLA theory of universal cognitive processes can
be based exclusively on data from literate learners. As teachers of L2 literacy students
often say that teaching this group is so different - and there are many signals in

Schoneberger, Van de Craats & Kurvers
LESLLA Proceedings 2010
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research that this may be true - collecting longitudinal spontaneous and experimental
data of LESLLA leamers, particulatly of those with less than two years of primary
school education seems to be of high relevance for progress in this field.

It is not that LESLLA learners are completely absent from L2 research. More or less
by accident, leatners with a low level of education became involved in L2 research in
some well-known longitudinal studies (e.g., Cancine et al, 1978; the ZISA project,
Clahsen et al,, 1983; the ESF project, Klein & Perdue, 1992) and the cross-sectional
Lexlern study (Clahsen et al., 1991}, because those studies aimed at observing to what
extent adult leamets were able to acquire a new language solely on the basis of aural
input. For theotetical and practical reasons, adults with no other language knowledge
than that of their mother tongue were the best subjects and those happened to be
adults with litde schooling, Their literacy level was not documented, as literacy and
awateness of linguistic knowledge were not viewed as a contributing factor to 1.2
learning in those studies.

It is exactly in this respect that the interest of present days” LESLLA researchers
differs and in which a LESLLA corpus would differ. The focus in a LESLLA study is on
how a non-litetate ot low-literate leatner copes with his restricted learning experience,
in a mtored or untutored language ot literacy learning context. A LESLLA researcher
wants to know what is characteristic of those leamers: is it a low pace of learning
because they cannot (vet) read ot the impact of another sctipt system? Or do they rely
motre heavily on their L1 because they lack abstract knowledge of prammar and meta-
linguistic skills? Is it stagnation or fossilization at an early stage?

Since the end of the last century, data of L1ZSLLA leatners have been collected not
by accident, but by design. Kurvers & Van der Zouw (1990), and Kurvers (2002)
collected data of adult L2 literacy learnets in class. The former study focused on the
development of reading in first time L2 readers, the latter on knowledge of language
and script of illiterate L2 leatners of Dutch. The Minneapolis Somali literacy study
(Tarone et al. 2007; 2009) deals with illiterate and low-literate Somali leamers of
English and investigates the question as to what the impact of literacy on oral L2 use
is, This study focused on three different issues: the impact of literacy on corrective
feedback, on elicited imitation and on oral narradves. The fourth study is Strube’s
(2009) ongoing cbservation study of six L2 literacy classes in the Netherlands, She
describes the learnet’s oral development, the teacher’s feedback strategies and the
feamer’s response. What would turn these four studies into corpora accessible to other
reseatchets would be a digitalized speech recording with transcriptions and
annotations (ideally, accompanied by a rough transladon in English) on DVD or in a
data bank which can be consulted on request.

The aim of the present contribution is to show, firstly, wbat such a corpus may
lock like by providing examples of what might be specific for the group of low-
educated learners, and, secondly, that existing corpora should be made accessible and
new corpora should be collected to enable comparison.

2 A LBSLLA corpys

The data presented here and at the LESLLA symposium in Cologne meet most of the
above criteria. All speech tasks were registered on a Sony mini-disc recorder, wete
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digitalized and converted into PRAAT (‘talk’ - a phonological transcription program,
available online; Boersma & Woeenink, 2003) and consecutively orthographically
transcribed in Dutch; approximately half of the data have also been converted into
CHAT, the transcription system related to the Childes software. The PRAAT sound
files with transcriptions are available on dvd for each participant and for each task in
which spoken language is elicited.! An example of an utterance in PRAAT is given in
Figure 1. In a PRAAT file different ders can be used. The speech signal is in the main
tier. The transcriber can select a part of the signal and listen to it in more detail so that
a more precise transcription can be achieved. The second tier can be used for
orthographic transcription. It is also vety helpful that the intonation contour {the tier
at the bottom of Figure 1) can be shown, which can often help in deciding whete the
utterance ends. New Hers can be added, e.g., for phonological transcripton, for the
transcription of what is said by an interlocutot, or for a transladen in English (i.e., He
goes to the window//the window), which has not heen added in Figure 1, but would
extend the accessibility. In the comment ter it is then explained that the self-correction
{/ /) relates to the choice of the article. The tising contour is typical for this learner and
probably for more Moroccan leamers. A slight disadvantage is that the orthographic
tiers can not directly be converted into a CHAT file,

—————.——-——-*ﬁ——_.—u‘._
hij guat noar de raam // hel raam.
04 2.7
Time (s}
500
o M N
75
0.4 2.7
Time (s)

Figure 1: Sentencs in picire-relfing fask wtered by the Moroccan subject Zohra in Cyele I

All participants had a low level of education or no formal schooling at all before
arriving in the Netherlands. Some of them had attended a literacy class before they

! "They can be obuined by sending an email to inckevandecmats@casema.nl
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entered a ‘repular’ D{utch)SL course. Therefore, it was decided to call this corpus the
LESLLA corpus, In what follows, first, the corpus will be desctibed in this section.
Sections 3-5 deal with aspects that might be charactetistic for this group of learners,
ie., reading skills (Section 3), which are expected to be low, transfer from the L1
{Section 4), because these leatners have low metalinguisdc skills and no or hide
knowledge of other languages, and the realisation of vethb morphology in narratives
(Section 5), because it was suggested by Tarone, Bigelow & Hansen (2009: 97) that
there might be a relationship between alphabetic ptint literacy level and the realisation
of morphosyntactic features in oral narratives of low-literates.

2.1 Research design

The original aim of the study was to investigate where and when obstacles in the
learning of L2 morphosyntax appeared and to what extent knowledge of the first
language can explain these stagnations (lL.e. a temporary or remaining stabilization) in
tautored L2 acquisition. The study was set up as a longitudinal study in which the
participants were observed for approximately 15-18 months, in three consecutive
cycles of 5-6 months with three sessions each, nine sessions in all. In each cycle, the
same tasks were administered ranging from free tasks (film-retellings, picture story-
telling} to more controlled (e.g., a sentence completion task, a drag and drop task) and
strictly controlled tasks (e.g., a sentence imitaton task, a reading task, and a self-paced
teading task). All tasks except the two reading tasks were designed to provide insight
into the leamner’s treliance on the L1 (or L2) morphosyntactic structure of noun
Phrases, verb phrases and sentences. In the free tasks, the leamer could freely produce
L1- or L.2-based structures, but in the tests the leatner was really challenged by the
design of the task (see for instance Figure 2). The tepetitive character enabled us 1o
compare the three cycles and to register even slight progress. The chance that
patticipants would remember parts of the preceding cycle cannot be excluded, but
would not help much because no corrective feedback was given by the researcher.

2.2 Participants

There were fifteen participants, all wornen, eight of them from Turkey and seven from
Morocco. All participants had received little education in their native country and were
leatning Dutch in the insttuctional envitonment of a center for adult education. The
teaching method can be best characterized as reflecting 4 communicative approach.
Some participants also profited from contact with Dutch speaking neighbots, other
mothers, and authorities. Since stagnation and its potential cause was the focus of
research, at least half of the participants were judged by their teacbers as having a
stagnating leaming process or running the rsk to stagnate. As the impact of the
mother tongue was seen as the most impottant factor for stagnation in beginning
leamets, speakers of two very different languages were chosen: Turkish and Moroccan
Arabic. The fact that also the alphabetic writing systems of tlie two languages differ,
was an additional aspect of this decision.
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Table 1: Learner profiles of the Turkish partivipants at the start of data colleetion

Participant Age Years of schooling  Years in the  Stagnation observed or
Turkey Netherl.  Netherlands expected by teacher

Zilfi 30 5 1.5 11 no

Hiilya 19 5 0.7 0.5 no

Emine 28 5 0.8 13 no

Hilal 19 5 1.8 2 yes

Ayfer 37 5 0.8 18 yes

Nazife 31 5 0.6 1 yes

Hatice 45 5 0.6 26 yes

Ozlem 31 6 2.0 5 yes

Mean 30 5 1.0 9.5

Table 1 shows that the Tustkish participants were homogenecus in the years of
schooling in Turkey; only Oziem had had some further education. 'Their age at the
start of data collection vatied from 19-45 (mean age 30). They were all spouses of so-
called guest workers and artived between 0.5 and 26 years {mean 9.5) ago.” They had
all mastered a basic vocabulary after 0.7-2 years {mean: 1 year) of schooling in the
Netherlands. Zilfi and Emine were able to communicate rather well, but
communication with Nazife, Ayfer and Ozlem was problematic.

At the end of the project, Hiilya and Zilfi had attained level Al of the Common
European Framework or CEF {Council of Europe, 2001)3, Emine only for oral skills
and Hilal only for writing; the other participants were below Al for all four skills,

Table 2: Learuer profiles of the Moroccan participants at the start of data colfection

Participant Age  Years of scbooling  Years in the  Literacy course  Stagnation

Moroceco Netherlands Roman scrpt observed/

Netherl. expected
Mina 23 0 2.0 4 yes ne
Zohra 4 5 0.7 8 fats) no
Soad 34 4 0.8 12 no no
Najat 25 4 1.6 4 yes yes
Hayat 22 5 20 2 yes yes
Nezha 38 0 1.3 3 yes yes
Fatima 27 7 1.8 5 no yes
Mean 30 3.6 1.3 5.4

The Motoccan learners {aged 22-41; mean 30), presented in Table 2, were all bepinners
as well (below level Al). They had been living in the Netherlands for 0-11 years (mean
5.4 years) before they started with the coutse. Mina, Zohra, Soad and Najat wete able
to communicate rather well, communication with Nezha and Fatima was problematic.
Before taking this DSL course, four Moroccan participants attended a literacy class in

* Leugth of residence s not indicarive for language conmet because Muslim women often live(d) in the
Netherlands with hardly any language contact with speakers of Ducch.

 Level Al is a very basic level characterized as Breakthrough, The basic vocabulary consisted of frequent
and relevant words that occutred in the first five lessons of the textbook.
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which they leatned the Roman script; they were not illiterate in the Arabic script,
although two of them, Mina and Nezha, had not attended elementary school. They
learned reading from relatives at age 11 (Mina) and 20 (Nezha). At the beginning of the
project all seven Moroccan leamers could read a text in Arabic script and answer some
simple comprehension questions,

At the end of data collection, Mina and Zohra had attained proficiency CEF level
A2 ("Waystage”), Najat Al only for speaking skills and the other participants were
below Al for all four skills.*

3 Development of reading skills in DSL conrse

Although it was out of the direct scope of the project, the reading skills of the 15
participants were assessed at the beginning of each cycle, by means of a short reading
comprehension task in Dutch and a self-paced reading task. The reading tasks were
administered because low reading proficiency or low processing speed might explain
low scores on tasks aimed at assessing morphosyntactic knowledge. In the reading task
the participant was asked to tead a short text in Dutch and to answer one or two
questions related to the text. She pushed the button when she stopped teading. The
questions were intended to prevent the participants from rushing, In Table 3, the
reading times in seconds are given for each cycle. The learners are roughly ranked in
order of oral proficiency from top to bottom, partly based on CEF levels and partly on
the results of the expetiments.

Table 3: Reading pace i seconds for an 1.2 test
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who said she loved reading — the Moroccan learmer Fatima and the Turkish learner
Ozlem, who had more schooling and probably more reading experience than the other
women.

In the self-paced reading task the participant was asked to read the sentence aloud,
push the hutton, and recall the last word.3 Then the next sentence was presented. After
two (or more) sentences, the participant had to recall the last words of each sentence
in the order of presentation. In this way 3 sets of 2 sentences, 3 sets of 3 sentences and
3 sets of 4 sentences were presented. The computer registered the reading time of each
sentence. Sentences of 16 syllables were presented. Table 4 shows the resubts for the
learners in Cycle 1.

Tabl 4: Reading speed for sentences of 16 syllables on a self-paced reading task (Cyele 1)

Task Turkish partcipants Moroccan participants
Mean time per sentence

3 sets of 2 sentences 10 sec. 18 sec.

3 sets of 3 sentences 10 sec. 16 sec.

3 sets of 4 sentences 10 sec. 16 sec.

Tuarkish Cycle Mean Moroccan Cycle Mean
participants I I 11 participants T 11 111

Zilfi 131 08 111 117 Mina** 148 144 129 140
Hiilya a6 110 100 99 Zohta 141 - 138 139
Emine 116 133 137 129  Soad 127 152 119 133
Hilal 143 103 132 126 Najat* 172 174 165 170
Ayfer 122 194 140 152  Hayat* 217 244 174 212
Nazife 117 98 99 105  Nezha** 307 264 225 265
Hafice 145 183 137 155  Fatima 120 123 161 135
Ozlem 182 107 90 126

Mean 130 129 118 126 Mean 176 183 158 172
Range 86-194 119-307

** = no reading instruction in L1 *= only reading instruction in Arabic script

When comparing the reading scores of the Turkish and Moroccan participants, the
overall picture that can be detived from Table 3 is that the Turkish learners profit from
their experience with the Roman script throughout the entire data collection. ‘The raiio
between the scores of the Turkish and Motoccan leamers is 2:3. The non-stagnating
learners are faster than the stagnating readers, apart from the Turkish learner Nazife —

* There are specific national achievement tests and oral assessments (even one geated to low-educated
learners) that ate calibtated on communicative tsks of a level described in the CEF.

The ratio between the scores (i.e. speed) of the Turkish and Moroccan learners on this
task is again 2 : 3. So, we can say that reading in another script affects the overall
scores, but the learners differ much. Of the four leamers who had attended a literacy
class Nezha and Hayat progressed most in reading pace in the course of the project
and Mina already read as fast as the literate Zohra.

4 L1 transfer
A7 L7 transfer in nonn phrases

The third task that we consider is a semi-controlled drag-and-drop task designed ro
provoke transfer from the L1. The learner knew that there were more blocks available
to drag and drop than required for making a sentence.® The task was designed in such
way that both Turkish and Moroccan leammers could construct a  sentence
corresponding to their L1 grammar. An example can illustrate the task. The word
order of a possessive noun phrase in Turkish is: first the possessor, then the possessed

* A Reading Span Test (Daneman & Carpenter, 1980) is rraclidonally used to measure working memory. We
were interested In the partcipants’ working memory capacity as a large working memory capacity may
influcnee lanpuapge learning {c.p., Baddeley, 2003). This expenment did not work oot well for our
partcipants, since the best learners seemed to fully process the sentences, whereas the other learners tended
10 neglect the processing of the sentence, but instead concentrated on recalling the last word. So, the more
advanced learnees got a longer reading tme than the least advanced oncs.

* A reviewer remarked that this is a difficult task because of the use of the mouse and because of its abstract
character. There were two items to wy out the mouse and to grasp the purpesc of the task. All partcipants
already got some experence with the mouse in a preceding (literacy) course and a drag-and-drop task was

not endirely new,
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element, as 1 (1a). For Moroccan Arabic, it is just che opposite order {1b), whereas in
Dutch both orders are allowed, as in (1c) and (1d).

1) a Hasan-in araba-st (Turkish)

Hasan-33G car -35G
‘Hasan’s car’

b t-tumubil dyal Hasan (Moroccan Arabic)
the-car of Hasan

c Hasan  s/z’n auto {Dutch)
Hasan  his car

d deauto van Hasan {Dutch)
the car  of Hasan

One of the items in this task was the one in Figure 2. Both the reaction time and the
number of moves wete registered, as the learner can tey as many moves as she wants.
Note that only type (1¢), Hasan 7'n auto, is correct and that three moves are sufficient
to get the correct sentence. Note that type {1d) is not a possible answer in the item in
Figure 2 because the analytic construcdon needs a(n) (un)definite article before the
possessed element (DE auto).
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So, #an is seen as positive evidence for transfer by most Tutkish learners, and the
absence of the article #e is not seen as negative evidence by most Moroccan leamers.

Tabie 5: Resnlts of two itews on word erder in the nionn plirase at the drag-and-drop lask

Turkish paricipants Moroccan participants
Hasan g'w anto (1) % cotrect  moves RT  %cotrect  moves RT
‘Hasan’s cat’ (3 (sec.) (sec.)
Cycle I 125 % 4.1 27 0% 4.4 35
Cycle II 0% 6.4 41 28 % 3.5 19
Cycle ITI 12.5 % 7.7 32 17% 3.5 21
De gpa pan Bas (1d)  /Bas/de opa/z'n/van/
‘Bas’ grandpa’
Cycle I 25% 5.1 25 100 % 3.8 34
Cycle II 25% 6.2 27 100 % 3.8 26
Cycle ITI 25% 8.3 43 100 % 4.3 21

Hasan auto Zn van

Figsre 2: ltems from the drag-and-drop task (farger: 'Hasan 'n anto', Engl. Hasan's car))

This type of construcdon (1c) was difficult for both language groups, as can be derived
from Tahle 5, with no correct answers in Cycle IT for the Tuckish participants, and no
correct answers in Cycle I for the Moroccan leamers. The percentage of correct
answers was very low for both groups in the remaining cycles as well.

75% of the incorrect answers provided by the Turkish women were possessor-
initial noun phrases (Hasan van anie; Hasan of car; ‘Hasan’s car™) in Cycle I, 50% in
Cycle 11, and 37,5 in Cycle III. All these incorrect answers are based on the assumption
that the prepositon wer ‘ol is the genitive case of the possessor and not the
preposition preceding the possessee NP. On the basis of their L1, the Turkish learners
interpret the L2 differentdy from what native speakers and the Moroccan learners do.
However, the answers of the Moroccan learners were all possessor-final noun phrases
(aste van Flasan, car of Hasan; ‘Hasan’s car’), which are incorrect because a preceding
article is required.

The second item in Table 5, de gpa van Bas; the grandpa of Bas (‘Bas’ grandfather’), was
a type (1d) construction in which the possessee is preceded by an article, completely
corresponding to the Moroccan Arabic construction type (1b), resulting in a 100%
correct score for the Moroccan learners.

These results also show that the Turkish learners strugple much harder but get
worse results, ie., fewer correct scotes with mote moves. The assumed reason is that
they are testructuring their 1.1 grammar (they reanalyze the category of the case marker
van (‘of’) into a preposition), whereas the Moroccans simply transfer their L1 structure.

4.2 LY trausfer in verb phrases

Similar items in which the learner is elicited to follow her LI grammar, were
constructed for verb phrases in the drag-and-drop task, Just as was the case for noun
phrases, Dutch allows two syntactic positions for the lexical vetb: in sentence-final
position when the verb is non-finite (2b} and in second position when it is finite
(Dutch is a Verb Second language; see e.g. Den Besten, 1989), as in (2a}. In the latter
case, the object precedes the non-finite verb (OV order). Turkish has the same basic
wotd ordet, but then the lexical verh is finite (2¢), while Moroccan Arabic has a SVO
{2d} or VSO order.

(2) a  Baskoop-t cenboek SVEnO (Dutch)

Bas buy- 35G a book
‘Bas buys a book.’

b  Basmoet  eenboek kop-en SAuxOV (Dutch)
Bas must.5G a2 book buy-NONFIN
‘Bas must buy a book.’

¢ Ahmet kitap al-iyor SOVfin (Tutkish)
Ahmet book buy-3sG
‘Ahmet buys a book.”
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d  Abder kayehder I-Eerbiya SVinO {(Moroccan Arabic)
Abder speak.35G the-Atabic
‘Abder speaks Arahic.”

A Dutch main sentence may, thetefore, provide evidence for both OV and VO order,
but OV order is restricted to non-finite and VO to finite contexts. The question atises
whether, and if so, how long the present learnets of Dutch are guided by their L1 word
order. The results on two relevant items of the drag-and-dtop task provide some
indication.

In the first itern (‘Bas buys stamps’) three blocks could be dragged and the leatnet
could choose between a finite (ogp$) and an infinite form (&epes), which could he
placed in the second position (3a) or (3d) ot at tie end of the sentence, as in (3b) and
(3c). The target sentence (3a) can be attained in minimally rwo moves.

(3) Stimulus: prompt + 3 blocks = Bas .... /postzegels/kopen/koopt/
a  Bas... kooptpostzepels. (Vln - positon and form cortect)

Bas buys stamps

Bas ... postzegels kagps, (Vfin — position not correct)
¢ Bas... postzegels kapen. (Vinfin — position and form not cottect}
d  Bas... kopew postzegels. (Vinfin —~ form not cortect)

The second item (‘Freek gets a fine’) given in (4) bas a similar target sentence, the only
difference being the otder of presentation and the number of blocks, four in this case,
as a prompt is lacking. The target sentence can be moved in minimally three moves.

{4) Stimulus: 4 blocks = /krijgen/Freek/een bon/ktijgt/
Freek £rfjg? een bon.
Freek gets a ticker.

The results for the two items are given in Table 6. For the Moroccan leamners, there
was a strong similarity with their L1 structure, which resulted in an almost 100%
correct score: both the position and the motphological form were correctly chosen.
The scores of the Tutkish leamners are around chance level (50% plus ot minus 12.5)
over the three cycles. For them, the relationship between the finite verb and the
second posiion was not evident, as finite verbs basically occur in sentence-final
position in Turkish. The error scozes in Cycles 1 and IT are all cases of a vetb (finite or
infinite) in sentence-final position, only in the last cycle two infinite forms in finite
position occurred.

This lack of certainty becomes cleatly manifest in (5), in which Zilf produced
both forms in two different syntactic positions: the two forms are in the cortect
position, but the nonfinite form is redundant.

(5) Bas .... koop-t  postzegels kop-en
Bas ... buy-35G stamps buy-NONTFIN
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Table 6:  Results of twe itemis on word order in the sentence at the drag-and-drop task

Turkish participants Moroccan participants
Bas koopt pestgepels % correct Moves RT  %comect  Moves RT
‘Bas buys stamps’ (2) (sec.) (2) (sec.)
Cycle I 62.5% 29 19 100% 4.1 36
Cycle 1T 50% 33 27 100% 24 17
Cyele 1II 37.5% 3 33 100% 28 23
Freek krifgt een bon
‘Freek gets a ucket’ (E)]
Cycle 1 50% 38 17 100% 31 35
Cycle 1T 62.5% 4.4 19 86% 36 27
Cycle 11T 62.5% 3.8 18 100% 38 20

To conclude it can be stated that the Moroccan learners — with less scheoling and
literacy —~ are more aware of variable, merphological features and the position of the
verh and their relatonship than the Turkish learners in this project. Can this be
confirmed by the mormphosyntactic development of the verb in a relatively free task
such as a film retelling and a picrure-telling story?

5 Morphosyntactic features and defanlt forms tn narratives

The 11:81LA corpus contains three narratives per cycle. We scanned the two narratives
with the highest number of words for all verb forms meant to refer to 3G of the
present tense, because subject-verb agreement can only reliably distnguished from the
stem and the infinitive of a verb in this context, as can be seen in Table 7. Henceforth,
verb forms consisting of stem and stem+t are denoted as short forms, and verb forms
consisting of stem+ex (often pronounced as — in spoken Dutch) as long forms.

Table 7: Darch inflectional paradign: for regular verbs in the present tense

Person +  -suffix Example: pakken ‘10 take’) Word length Morpho-
number in syllables syntactic
1sg - ik pak T take’ Shert Finite
2sg RIRY] iij pakt/pak je?  You take’ Short Finite
3sg -t hij pakt ‘He takes’ Short Finite
1,2,3pl -en wij/jullie/ 21 “We/you/they Long Finite
pakken take’
Infinidve  -en pakken ‘to take’ Long Nonfinite

In Figure 3, all long forms and short forms of lexical verbs are put together for three
Turkish and three Moroccan learners (one of them being the least proficient learner (at
the top) with the most schooling, the other two the most advanced learners at the
bottom with one of them — Mina — without any schooling in L1},






46 Ineke van de Craals

dummy auxiliary form # accompanies the movement of the lexical verb and takes over
the person and number features of the finite verb (see for morphosyntactic details:
Van de Craats, 200%) before the (entite) verb is moved to the position in the beginning
of the sentence in (7c), in which agreement is still not correct. It seems simpler to
exptess these features independently than linked to a lexical verb when movement of
the entire verb is involved.?

A similar process occurred for the Moroccan leatners, who preferred another
dummy auxiliary gaan (‘to go’), as in (8a) and (8b), in which ga (go.SITM) carries the
petson, number and tense features without the meaning it normally has. Note that in
both sentences the learner reports an action that is alteady taking place and not one
that is going to happen (see for more information: Van de Craats & Van Hout, 2010).
In (8a), the dummy form is linked with a long form, in (8b) with a short form.

(8) a Sneeuwman ga kijk-en tableaus Fatima, Moroccan learer
snowman go.STEM look-NONFIN paintings
“The snowman is locking at the paintings.’
b dan ga loop naar raam Hayat, Moroccan learner
then go.STEM walk.STEM to window
“Then he is walking to the window.’

The number of dummy auxiliaries — either #r or gafat) — produced by three leamets of
each group is given in Figure 3, in which it can be observed that the more advanced
Turkish learners Hiilya and Zilfi used mote dummy zuxiliaties than Ayfer, who does
not show development. For Hilya the long forms are disappearing in favour of
dummy auxiliaries, for Zilfi the dummy auxiliaties are disappeating in favour of fnite
forms. For the Moroccan leamers the picture is different. The least advanced learner,
Fatima, produced mote dummy auxiliardes over time, and fewer short forms (probably
default forms), the more advanced Zohra and Mina still produced ga-forms, but with
the target meaning of near future (not visible in the graph) and almost no long forms
instead of finite forms.

To conchlude it can be stated that dummy auxiliaties realise one of more features
that ate normally part of a lexical verb and may emerge when bound verb morphology
has not fully been acquired yet. They disappear after a specific developmental stage,
but can remain for quite a long time in the speech of vulnerable learners such as
LESLLA leamners and SLI children (e.g., Jolink, 2005; de Jong, 1999).

6 Conclusions

For all aspects of 1.2 acquisition we have been dealing with —ie. reading pace, L1
transfer, defaults forms and dummy auxiliaties — we do not know how chatactetistic
they are for the population of low-literate and low-schooled learers, because
comparison with other groups is problematic for the simple reason that (either
longitudinal or cross-sectional) data are lacking, including data of highly educated
leatnets. Therefore we do not know whether insertion of dummy auxiliaries is related

* Simmilar processes are found for L2 Baglish, e.g., by Fleta (2003) and for L2 German by Haberzell £2003).
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to slow development or due to a lack of linguistic experience with languages in which
inflectional features are overtly realised. Anyway, it is not caused by a lack of literacy
alone since both literate Turkish and low-literate Moroccan learners use them, We do
not know either if L1 transfer is more persistent in LESLLA-learners, but we do know
that absence of correct morphological verb marking is not only characteristic for
illiterates, but also for the low-literate and moderately literate learners in the present
cotpus. For Duich, however, absence of verh marking manifests itself not as a bare
verb (like the Somali learners in Tarone et al., 2009) but as a defauit form, either a long
form (infinitive) or a short form (unanalysed finite form). Although Tarone et al.
found more bate verbs in the low-literate than in moderately literate group, the
differences within the groups were so large that there was no statistic significance for
the relationship between literacy and use of verb morphology. Other corpora with
LESLLA-leatners may confirm this, but we also need cross-sectional or longitudinal data
from highly litetate leamers to know if lack of inflecional morphology is not more
typical for beginning kearners than for illiterate leatners or for highly educated learners
with first languages lacking verb morphology like the highly educated Patty in Latdiete
(1998).
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EMERGENT WRITING OF LESLLA LEARNERS

Jeanne Kurvers and Elleke Ketelaars, Tilburg University

1 Introduction

Writing is a multi-concept that refers to different cognitions and skills, such as a) using
a witng tool, creating legible letters and acquiring automatcity in handwriting, b)
representing  spoken languape in writing according to the conventions of the
orthogtaphy of the language (spelling), c) expressing oneself in writing and composing a
wtitten text. Emergent writing tefers to the gradual development of knowledge of what
counts as writing and of the representational features of wtiting and the orthography of
a language. Although we would like to stress here that learning L2 writing involves
much more than learning how to spell {for instance wnting in a dialogue diary, sending
an e-mail to the teacher, cooperating in story-writing or writing a poem), we focus in
this contribution on leamning to use the basics of an orthographic system, which might
be a useful tool in improving reading and listening skills as well. There is a vast body of
research on the development of writing and spelling in young children, from the first
scribbles and the first ideas about what writing tepresents, through invented spellings to
the stable use of the orthographic conventions and the structural features of different
text types such as a narrative, a letter or a report (Ehrd, 1997; Ferreiro & Tebereskoy,
1988; Gentry, 1982; Gibson & Levin, 1975; Lutia, 1978; Puranik & Lonigan, 2009;
Read, 1975). Reseatch on emetgent writing and beginning spelling of adulr first time
wiriters, however, is very scarce (Van de Craats, Kurvers & Young-Scholten, 2006;
Worthy & Viise, 1996)

This contribution aims to examine the emergent and beginning writing of adults
leatning to write Dutch as a second language, and to investigate developmental patterns
in their writing and spelling products.

2 The developneent of writing
2.1 Learning about features of writing
Long before young children begin to understand the intimate relationship between

units of wiiting and units of speech, they will have acquired knowledge about the
features of wridng as can be deduced from their early forms of writing or their

Schoncberger, van de Craats & Kurvers
LESLLA Proceedings 2010
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concepts of writing. Gibson & Levin (1976) reviewed ptevious research on the
development of (concepts of) writing in young childten and found that young children
between three and five years of age gradually demonstrate knowledge of the following
features of writing:

- ditectionality (scribbles that clearly go in one direction);

- linearity {sctibbles appear along a line):

- vanability (the scribbles must show variation to count as teal writing);

- recognizable patterns (their writing consists of letter-like shapes or lettets).
The eatly writing of many three-year-olds already shows ditectionality and linearity, that
of five-year-olds also shows variability and recognizable pattemns. Ferreiro &
Tebereskoy’s (1988) developmental model of emergent writing distingnished a first
stage of wudifferentinted writing (scribbles), followed by a stage of early differentiation, in
which the children distinguish writing from drawing and in which their wtiting shows
directionality and linearity,

In the next stage of forwal differentiation, children gradually become aware of:

- minimum quantity. Accotding to the children, mare than one letter is needed to
call something writing; for something to be called writing, most of them would
say you need at least three letters;

- intetnal differentiadon. Children begin to realize that a wrien word needs
different letters to be a teal written word (## would be rejected as a written
word);

- external differentiation. Children realize that two different strings of letters are
needed to wiite two different words.

Tolchinsky (2003) also notices that the early writing of many three-vear-old children is
alteady linear and discrete, and consists of distinguishable units; writing recognizable
symbols starts later.

Gentry (1982) analyzed and identified several levels of emergent writing, which he
based on changes in letter formation and on the cotrespondence between spoken and
written language. He described the first two stages in this development as follows: the
children at the first level produce scribbles and marks, but they do not produce letter-
like forms. At the next level, which is called ‘precommunicative’, childten do produce
letter-like forms or even letters, but these ate not related to the sound units of speech.
Only the writer might be able to ‘tead’ what he has written, and probably only for a
short petiod of time.

Common to these developmental models of emergent writing of children is, first of
all, that they are based on children’s own invented writings; they cleatly gradually show
mote knowledge of universal features of writing (from directionality to linearity, to
variability and differentiation), and of language-specific letter-like forms. Secondly,
these early writings do not represent any awareness of how wiiting represents speech,
ot of how letters relate to sounds. (For the next stage in the models, the first grasp of
the idea that writing represents speech, see the next section.)

What about emergent writing of adult first time writets? Unlike young children, adult
non-literates will not easily take a pen and pretend they are writing when asked to do
so. Nevertheless, if they do, their early writings can be analyzed using the
developmental features brought forward by Gibson & Levin (1976), Gentry (1982) and
Tolchinsky (2003).
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Figure 1 presents the writing of one of the adult literacy students in the research
project of Danielle Boon in East Timor {Boon & Kurvers, 2008). A dictanon task was
offered to the students in one of the groups in the village of Liurai after about three
months of teaching. Joao filled in the form with scribble-like writng. Although he does
not write letter-like forms and clearly has no understanding of the representational
nature of writing, his writing shows the first developmental features of direcdonality
and linearity. He knows that writing looks different from drawing and he clearly has
knowledge of what fluent handwriting looks like. It mght be considered ‘a doctor’s
prescripdon’ {ie., handwritten by a medical doctor)_as several of the students in
Kurvers’ research project called it, when they were given several examples of wrinng,
pictures, geometric forms and scribbles, and were asked which of them were intended
to be read (Kurvers, Van Hout & Vallen, 2009).

[ Boon, 21-7-2010 YEP

Figure 1: Dictation task Joae

Fatima, a non-literate woman from Morocco, first entered the adult literacy class when
she was in her fifdes. During her first lesson, reacher Willemzjn Stockmann handed
over a form to the other students in the group who had attended class for some ome
already. Fatima also liked to write and her first few efforts are shown in the following
form (Figure 2).

Farima cleatly shows knowledge of features of writing, There is directionality (all
shapes are written from left to write}, there is linearity, she is probably aware of the fact
that writing needs variability (not one line is the same) and all the shapes she produced
clearly indicate knowledge of distinctve features of lemers such as vertical lines, circles
and curves. Fatima does not know the letter forms however, and she certainly has not
grasped the idea that letters represent sounds.
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When asked what he had written, Kwaku explained: T hope so everything okay.’
Kwaku knows the letters of the alphabet and is cleatly awate of the fact that writing
tepresents speech, but he has not yet grasped the alphabetic principle of one letter-one

sound. He probably used the letter names to represent most of the syllables in his own
message.

2.2 Learning how writing represents langnage, learning how to spelf

In this paragraph, we will present how learners discover in what ways writing represents
language. We will present and discuss two influential stage models of spelling
development. Stage models are development models that characterize the phases in the
learning processes they atrempt to describe as stages.

The first model that will be discussed is Gentry’s (1982), Gentry developed his
model of developmental stages in order to ‘help teachers better understand how
English spelling develops® (Gentry, 2000: 318). He derived his examples of invented
spellings from Bissex’ book GINYS a¢ IPRK, a case study of the author’s son Paul’s
invented spellings and writing development. He identified five developmental stages,
starting with the precommunicative stage. In this stage, the speller shows some clementary
knowledge of the alphabet, but has no compreliension of letter-sound correspondence.
This is cleatly noticeable when locking at precommannicative writing products, as in {1};
they appear to be random strings of lettets known by the speller, without any intention
to write specific words. Other features of a child finding itself in this stage are: mixing
of uppercase and lowercase letters indiscriminately, inclusion of number symbols in
writing and (un)awareness of the lefr-to-right directionality in English writing, as in (1).

(1)  SSHIDCA
TAHTL

The second stage that Gentry identifies is the semiphonetic stage. 'This stage is
characterized by the beginning notion of the telation between sound and letters and the
partial reproduction of a word’s sounds. Often, whole words ate being represented by
one, two, or three letters; this abbreviated form is the main charactetistic of this stage,
together with letter-naming as a strategy to represent words, as in (2).

(2 GAB]J (gatbage)
BZR (buzzer)
DP (dump)
HAB (happy)

‘The third stage is the phomesic stage. This stage is charactetized by the fact that children
can give a total mapping ot reproduction of lettet-sound correspondence. Letters are
thus assigned on the basis of what children hear: phonemes that are not observed are
not tepresented. “Also, children systematically develop particular spelling for certain
details of phonetic form: namely, tense vowels, lax vowels, preconsonantal nasals,
syllabic sonorants, -ed endings, retroflex vowels, affricates and intervocalic flaps™
(Gentry, 2000: 320, as in (3).
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(3 a EFUCANOPNKAZIWIL GEV UA A KN OPENR

(If you can open cans I will give you a can opener)

b PAULZ RABR SAF RABRZ KANT GT EN
(Paul’s robber safe. Robbers can’t gerin))

The fourth stage is typified as the frausitional stage. Features are: vowels appear in every
syllable, pre-consonantal nasals are written, and the letter naming strategy is replaced by
tepresentation of both vowels and consonants, Unstressed vowels sounds are
tepresented, though not always with the right grapheme (e.g. MONSTUR). Still, this
resembles conventional spelling mote than the phonetic MOSTR). The speller moves
from phonological spelling to morphological and visual (or orthographic) spelling
strategies. As a result of this new spelling strategy, childten most of the time include all
appropriate letters, but may mix them up from time to time, due to interference (Bissex,
1980). Examples are given in (4.

4) a THES AFTERNEWN IT°S GOING TO RAIN. IT°S GOING TO BE FAIR
TOMORO

b FAKTARE'S (factoriesy) CAN NO LONGER OFORD MAKING PLAY
DOW (dough)

In the Afth and last stage, the spellers are spelling in a comventional way. Their knowledge
of the English orthographic system and its basic rules is now firmly established, They
have an extended knowledge of prefixes, suffixes, contractions and compounds. They
have developed a visual (orthographic) stratepy that enables them to judge whether
wotds ‘lock right’ or not.

The spelling development model of Henderson & Templeton (1986} also identifies
five developmental stages, four of which are highly comparable to those in Gentry’s
model. In both the precommunicative stage distinguished by Gentry (1982) and the
first stage of Henderson & Templeton (1986) no understanding of the relation between
sound and lettet is to be found. In the semiphonetic stage of Gentry (1982) and the
second stage of Henderson & Templeton, children start prasping the principle that
written language represents speech. This becomes clear in their writing products, which
often contain one, two ot three phonemes of the attempted written word. Henderson,
however, also includes the notion that children, somewhere duting this second stage,
start attending school and consequently receive formal reading and spelling instruction.
As a result of this instraction, they start developing a stote of ‘sight words’, “which are
considered to he the inidal source from which children begin to learn the ways in which
the spelling system represents speech” (Henderson & Templeton, 1986: 308). In the
phonetic stage of Gentry and the third stage of Henderson & Templeton, children have
understood the alphabetc principle: they provide a full reproduction of all audible
phonemes in a word. According to Henderson & Templeton, they also start to develop
the within-wotd pattern ptinciple and are learning the principle that words that have
similar meanings are spelled similarly (i.e., seiboat, seibor, mainsesh. In the Gentry's
transitional stage (Gentry, 1982) and the fourth stage of Henderson & Templeton
(1986), vowels appear in every syllable. In the last stage of Gentry’s model (1982)
children ate considered to spell in a conventional way. Henderson & Templeton are
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somewhat mote careful here, stating rhat at this stage the children have developed full
comprehension of the principle that related words (in meaning) are spelled similarly in
most of the cases, They stress the importance of the more developed skill to derive
spellings from the spellings of other words and argue against the idea that English
spelling is opaque and solely to be learned by serial memory alone. Rote memotization
is, according to them, unnecessary in writing words like sign’, ‘signal’ and ‘signature’, or
‘image’ and ‘imagine’, because it does not take the notions of pattern teladonships into
consideration.

Even though stage models have been very influential in gaining insights into the
development of spelling, there has also been criticism. Some scholars argue that stage
models aze too rigid in their interpretation of leatning processes (Rittle-Johnson Siegler,
1999). One of the arguments presented is that children sometimes find themselves
operating in two different stages. This seemingly operating at two different stage levels,
however, might also be interpreted in a different way. A more primitive-looking
spelling for a word like ‘wedefokast’ (weather forecast) compared to kant’ (can’t) could
also be caused by the phonological complexity of the word at hand. To put it in other
words, we are probably not dealing with a child that is applying 2 less advanced strategy,
here but most likely with a child that is deconstructing the phonological structure of the
word it is trying to write, Children mastering the skill to write a simple monosyllabic
CVC-structure word applying the alphabetic principle can still have trouble applying the
same principle to more complex multisyllabic words. This does not necessarily mean
that they are reverting to an eatlier stage.

Three remarks need to be made here. The stage theory models we have discussed
so far were designed to be applied to children’s developmental processes. However, the
participants in our research were adults. Viewed from this developmental perspective,
there is no reason why an adult learning process should basically be different from that
of a child (Van det Zouw, 1999).

Both models have been developed for spelling development in English. Even
though we would of course expect learning the whole of English orthography to be
more difficult than learning the comparatively simpler Dutch orthography, we would
not expect the acquisition of the basic principles of an alphabetic writing system to be
different for these two languages. The thitd remark however, might be more relevant
for the data we are going to present. Most models are developed for children learning
to spell in their mother tongue, the phonological structure of which they are already
very familiar with. The participants in our study are learning to write in a second
language, with a phonological tepertoire that might differ considerably from their 1.1
{just think of the fourteen different vowels in Dutch compared to three ot five in some
of the participants’ own languages). It might be that the poor phonological
segmentation skills that hamper cortect phonological reptesentations are caused by
difficulties encountered in identfying sounds that do not belong to their own
phonological repertoire yet.
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3 The study
3.7 Design of the strdy

Research guestions
The aim of this study was to investigate the previously mentioned skill of learning to
represent spoken language in writing: the development of spelling abilities of beginning
adlult spellers in a second language. We analyzed test booklets of 90 participants in a
litetacy coutse. The patticipants were imrmigrants who were taught how to read and
write in Dutch L2 literacy classes. Most of them had not received any previous
education and were practically illiterate when they entered the literacy class. Literacy
courses in the Netherlands operate on three levels: A, B and C, where level C gives
students access to the course that needs to be passed in order to apply for a residence
permit. Level C corresponds to the Al level in the Common European Framework of
Reference for Languages (Council of Europe, 2001). This means that the participants
can understand and use familiar everyday exptessions and very basic phrases. Students
statting at level A often have no or only very limited previous knowledge of script.
When finishing level A, participants are able to copy words faultlessly and write short
sentences like ‘I am.... (Mimourn)’. When taking fluency of writing into consideration,
one can conclude that these students wrte spelling letter-by-letter. Level B includes
patticipants that have some knowledge of script and can write new, short words with a
CVC-structure (consonant-vocal-consonant) like dog and fip. Students at level B are able
to witite mote fluently, and ate also able to write consonant clusters like in plaars
(‘place”’) correctly. Participants at level C classes can write a lot more words and
sentences, but may encounter difficultes with longet, more complex words; they wirite
fluently but still at a slow pace.

Our main goal was to lay bare the facts of adult literacy development in a second
language. Using the models presented before, we will focus on the developmental
process in theit learning to wtite in a second language.

Tustruments

As part of their literacy course, the participants had to take tests to determine whether
they could move on to a higher level. We analyzed the test booklets of 90 participants
in literacy courses. The teachers assigned each of their students to a level they deemed
fit: level A, level B or level C. Depending on the level, the test booklets contained the
following tasks: filling out the address data of a card, filling out a form, writing down a
numbet of words with the help of pictures, a dictation, filling cut a complaint form and
writing down a few sentences. We selected three tasks for this study that were used in
all three levels of the booklets. This makes the outcomes easier to compate, even
though the content of the task sometimes differed. One task we analyzed was filling in
words on the basis of pictutes and cues on quantity. The student was presented three
pictutes, and had to fill in what word should be put on the blank line. An example is
given in (5).

(5) 2 kilo.... (picture of 2 apples)
2 kilosof ..... (picture of 2 apples)

This task was represented in both the A level booklets and the B level booklets.
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The next task we analyzed was an oral dictation task. The sentences presented to
the student differed in complexity between the levels. A-level students were asked to
write down sentences containing on average three or four words. B-level students were
asked to write down sentences containing on average four or five words with words of
a more complex structure. C level students were asked to write down sentences
containing on average five words with longer words that are less common. An example
of each level is given in (6) below.

©) a Level A Dejasis duur. The coat is expensive.

b TLevel B Ik bak een grote taatt. T anm baking a large pre.
¢ LevelC  Schrijven is best moeilijk.  Writing is guite difficutr.

Booklets of level B and C also contained a picture task where the right word had to be
filled in. An example of this task is given in (7).

(") Het huis heeft een ..... (picture of a doot).
The bowse bas a..........
Die maak ik open met een ...... (picture of a key).
Which I open with a ...

Participants

The participants in this study were immigrants who took part in literacy courses. The
immigrants attended different schools spread throughout the Netherlands, among other
places in Venlo {south), Amsterdam (west), Nijmegen (east), and Leeuwarden (north).
The group comprised 85,6%% women and 14,4% men. Ages at the time of the test
moment varied from 22 years old to 63 years old (mean age 41). The majority of the
students were born in Morocco (36,7%), the second largest group were bom in
Afghanistan (11,1 %). The other students originated from the following countries:
Armenia, Bangladesh, China, Dominican Republic, Eritrea, Ethiopia, Ghana, India,
Itaq, Cape Verde, Congo, Mauretania, Nigeria, Sierra Leone, Somalia, Sudan, Tanzania,
Thailand, and Turkey.

When viewing the countries of origin, it is not surprising that the language mosty
reported as mother rongue was Berher, being one of the main languages spoken in
Moroceo (together with Arabic) and being spoken by 24,4% of the students. Somali,
Turkish and Dari were also frequently reported as mother tongues. A majority of the
students participating in this research did not have any previous education in their
country of birth {55,6%) and were non-literate in their first language (L1) upon arrival
in the Netherlands (60%). Most of the other students had (some years of) primary
education, a small group had had more than seven years of schooling in their home
country (5,5%). Students who had attended school for more than two years {a few had
had even more than six) in their country of origin were considered to be alphabetized in
a different language, often using another script (37,8%). The vears of residence in the
Netherlands varied from less than one year to thirty-seven years. The mean number of
years of residence in the Netherlands was 12; 10% had resided in the Netherlands for
less than 2,5 years. 19% had lived in the Nethetlands for 2,5 to 5 years, 23% for 6 to 10
years, 43% for mote than 10 years.
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3.2 Results

To determine the development of our participants in their writing process, we judged
the spelling strategies the smudents were applying, Departing from the models we
discussed in the previous section, we defined five categories of strategy use.

The first category we distinguish is the pre-phosetic 'The participants do not yet have
the notion that writing represents spoken language. This becomes visible in their
writing products, which show no relation between what they are asked to write down
and what is actually written down.

The second category we distinguish is the semi phonetic. Participants who wiite words
using this strategy, are beginning to grasp the noton that spoken language is
represented in writing. Very often, words are represented with only two or three letters.
The third category we distinguish is the phosetic. Spellers using this strategy are ahle to
represent a full representation of a word, on a phonetic basis. They often do not
include unstressed vowels like schwa or ‘r’" before consonants in words like bard.

The fourth catepotry we distinguish is the phosensis. Patticipants using this strategy
are able to write down all the phonemes occurting in a word, but not always with the
right grapheme or graphemes in the right order (vowels or diphthongs written with two
letters like ‘ou’).

The fifth category we distinguish is the wwpenfional. Participants write words
according to the conventions of the orthography. Also, they ate able to write down
words they do not know and that they hear for the first tme, since they are able to
detive how to spell these words from the spelling of words they alteady know.

This last category could be identified as words spelled correctly. When participants
pluralized words in a non-standard way (for example writing appefer (apples), using the
common —ex instead of —s for the plural of appe) but spelled them correctly, we judged
this as cotrect/conventonal as well. All other categoties consisted of incorrectly spelled
words.

We were especially interested to see which strategy the participant had used to form
a word. Also, we were interested to sec whether we would find instances of all the
categories we distinguished.

When analyzing our data, we came across many linguistically interesting data, a
selection of which we will present below. We focused on strategy use and found
examples of all spelling strategies that were used to identify the different stages of
spelling development, Table 1 presents examples of each, arranged by category.
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Disle 12 binemphs of diflerent spelling stvategies

Strategy Pre- Semi- Phaonetic Phonenic Couver-
Word phonetic phonetic tional
Appels H.O] Pal Apl Apels Appels
apples Efpo Appier Apols Appal Appelen
{Icvel A, B)
Bruin Lee Dron Beraun Brauin Bruin
brown Pos Blorwn Braouwn Broun
(levet B, C)
\_fol - Vos Foor Fool Vol
Jull Vuer Wool Vool
(level A}
Grqte Co G Groed Groele Grote
big Gut Grauatn Groot
{level B)
hfI_qciIijk M Murlijku Moulk Moeilek Moeilijk
difficudr Mocen luk Mollek Muilike M(lciliikc
(level ©) '

As we can see in Table 1, there is a great deal of varicty in strategy use. Students that
use prephowetic strategics wiite words that have no relation to the word thar had to be
written. Lven though their productions contain actual letters, they are not decodable to
someonce who does not know what is supposed to be written, )

Students who write words in a seopplonctic way, are cleatly bepinning to grasp the
nution that spoken language is to be represented by written lnl’lguﬂtgc. They :u‘tc starting
to comprchend the alphabetic principle. Their words ¢learly contain pl{{mcmcs that
actually occur in the words presented, Obviously, they do nof vet succeed in presenting
a full phonetic representation of a word, but in their writing ];I(JdllC[S their starting l(‘)
comprehend the grapheme-phonceme correspondence principle is trickling through,

) Students writing words in a phovetic way cleatly have a (ull notion of the fact that
wrttten lm?guagc represents spoken language. They succeed in providing a full
representation of all audible phonemes i 1 word, even though they sometimes have
trouble sclcc.lh‘lg the right phoneme {grwain for “grote”. This is hampered by the facr
t‘hat our participants are learning ro wrire in a language that is not their mother tongue.
Several examples, Tike  feram (inchiding a vowel bemwveen two CONSONANLsY, foor
{difficuldes hearing the difference berween t-1) grocte o1 mwowie nicely illusirare that there
the spelling is close to how they weuld pronounce the words themselves,

Smudents writing words in a phoveaic way give a full representation of all the
Phonemes in o word, bur do not do this in a conventional way vel (branin for “bruin™).
They have a full undtrsmnding ot the alphabetic principle; but have sume trouble
representing the diphthong # oy / in the conventionally cotrect way {although their
use of ar/ 15 quite adequate). As we can see, they ofien have t].'()l.l])](:'l‘C])tCSCII;illg the
proper vowel signs (wadnke for ‘mocilijke’, i

Students writing words in a conventional way have a full understanding of the
alphabetic principle and understand (har words are often spelled slightly differenily
from the way they are pronounced. They are able to detive ways of spcl‘]ing;\\'or(ls from
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other words that they already koow and have developed a visual strategy {sometimes
also called orrhogmpﬁk) that enables them to judpe whether words ook right’ or not.

'his review shows that we come across all strategies that were formulated as being
lndicarive of stages in spelling development. When taking a closer lock at some words
that were clearle not learned before the test was taken, it becomes even clearer whetc
the bottlenecks in learning to write in a second language are located.. The word skl
(key’) warned out to be a very difficult word for our participants, on multiple 1cv.cls. Of
all the students, 65 were asked to write down this wotd, with the help of a pictorial cue,
We noted 50 different ways of writing this word (sce ‘Table 3). Some were coded as
other, as we assumed these participants attempied o write a different word, such as i/of
¢the lock’) or dhitey (‘o lock’), which in Dutch are close in pronunciadon to el
(‘key?).

Vabte 3 Overview of 50 diffirent ways of writing dewsel (“feey’) acwrding fo spelling sivafegres

Semi-phenetic Phonetic Phonemic Conventonal Other
selr slouwied sluite] sleurel (5) die
soltos sloten sluiel geslejto
soctl sloute sloted (3) slot (2)
sleut slewdter sloctel {2) srood
schluit sluite sloutel (2) sloet (2)
suoctil slocto shait
salt sleutol schloct
gelost shater shat
sletoen slocten {2) shuiten (2)
slauit sloto stuitels
slool slowen wof filted i (2)
suct slevten
sletole slaucer
sclotrs slauten
seltel schlotel

slugjel

slurul

slouitl

slelouen

This assigniment provided us with a wealth ol marterial, because it shows cxactly what a
complicated task it is 10 provide a phonencally proper reproduction of a common, but
phonologically rather complex word in a language that is not your 111(>fljcr Longruc: [.hc
consonant cluster o/ at the beginning, the Dutch vowel ‘ew’ /o/(which is sounded like
the middle vowel in Goethe), written with two letlers, and the unstressed last syllable,
Remember that i this item the word is not pronounced by the seacher as i oral
dictation, but represcnted by a pictute. Since this word has been offered 1o patticipants
taking a test on levels 1B and (Tt is uleeady Interesting o sce that we find no pre-pheelic
accounts. We do see many seowiphonetic and phouetic accouats. liven though l'l.'ll.h'. may
appear as if B and C level participants do not apply more advanced srmtcgirc:?, this 1s not
in iself the case. Most probably, this is a fairly new word for the participants; they
probably sound it our ro themsclves, but do not have a firmly established grapheme-
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phoneme correspondence for vowels written with two different letters or diphthongs.
'This is plausible, since almost all of the mistakes are made with regard to the vowels.
This is thus probably due to poor phonological decoding. As fat as we know, the vowel
‘ew’ /e/is not to be found in any of the languages spoken by our participants. As a
result, it is difficult for them to map and idendfy the right sounds and to select the
proper grapheme when asked to write this word down. This phenomenon has been
treported on eatlier (Kurvers & Van der Zouw, 1990). Also, this word shows us very
clearly what the differences in strategy use provide in terms of writing. It distinctively
shows that the people who use a sewrphonetic strategy only reproduce the word partially
and often omit clusters. For students using the phosetic strategy, we can clearly observe
that the cluster at the beginning of the word (sl) is represented in every writing
production. Apart from the difficulties representing the exotdc vowel e, we observe
most of the errors in the final unstressed syllable, ending in 1. Participants struggle to
identify a final consonant, If they do petceive the final consonant, they have trouble
identfying its form. We notice the occutrence of final r, / and #, rather common
transpositions for students from Asian countries. In the phonemic stage we see that the
word structure is firmly established, the only difficulty that is observed is how to
represent the ev sound, In the comventional stage participants have learned that the vowel
sound is sepresented as ‘eu’ in Dutch.

Since the students at the three literacy levels (A, B and C) used different booklets
for their writing tests, with a different number of items that also differed in difficulty
(students at level C were asked to write mote complex wotds than students at level A),
we first calculated the percentage of cotrectly written words for each of the books and
subsequently used the scale score the testing institute (CTT'O) provided to be able o
put the scotes for the different test-booldets on one and the same underlying scale. In
this case, this means that that we pot a scale-score for each of the students as if they all
had made the writing test at level B. Since levels B and C also consisted of students that
had more than two years of schooling in theit home country (level A only one student),
we also compared these scores for those smdents who had two years or less of
schooling in their home country (the non-literates). Table 4 presents the mean
petcentage of correct spellings and the mean scale scote B for each of the groups and
the outcomes of the analysis of variance for both measures.

Table 4: Mean percetage of correct spellings and Scale score by fevel-group for afl students end von-
Hterates only

All students (n=88) Level A Level B Level C L(df) P
Mean % correct A9 53 .58 F :85=2.03 14
Sd 21 .18 13

Mean scale-score 12,9 27.55 28.57 Fom=24.31 000
Sd 5.08 8.32 3.81

Non-literates (n=54)

Mean % correct A7 5 .61 Fa3=232 10
Sd 21 A7 134

Mean scale-score 12,78 26.15 2891 Fa5=514 000
Sd 5.38 8.79 3.48

Although all students at level C write 58% of the words cosrectly according to the
conventons, level B students score 53% and level A students 49%, the difference
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between the groups is not significant. At each level, about half of the words are written
correctly. As expected, on the underlying scale the groups differ significantly (p=.000).
More interesting however, is the fact that the students at level B do not seem to differ
much from students at level C. The pait-wise compatison teveals that only students of
level A differ significantly from level B and C, while the students of level B do not
differ significantly from the students of level C. Students seem to grow in writing, but
morte so when they go from the lowest literacy level to level B, than when progressing
from level B to level C. The same picture emerges when we compate the non-litetates
only. The groups do not differ in the percentages of correct efforts, but they do differ
significantly in scale-score. But also for the non-literates only there seems to be a major
improvement between level A and level B, not between level B and level C.

More interesting for the investigation of developmental patterns are the word-
writing strategies students use when they do not wrte words correctly. If the
developmental stages that have been tevealed in research with young children are
indicative as well of adults’ learning to spell in a second language, one would expect the
level A students to more often use the more pre-and semi-phonetic strategies and the
level B and C students to more often use the phonetic, phonemic and conventional
strategies. Again we have to consider that the wotds the students at level B and C had
to write were more complex in structure than the words at level A and B. Table 5 and
Figure 6 present the outcomes.

Table 5: Percentages of word swriting strategies by level group

All students (n=88) Level A Level B Level C Total
Pre-phonetic 57% 31% 12% 42 (100%)
Semi-phonetic 29% 35% 36% 214 (100%;)
Phonetic 17% 48% 34% 335 (100%)
Phonemic Conventional — 18% 4% 38% 377 (100%}
18% 41% 42% 1461 (100%)

First of all, it turns out that overall the most advanced conventional strategy is used the
most often (see the Total column), followed by the phonemic strategy, which shows
that most students in Dutch L2 hteracy classes have grasped the alphabedc principle
(see Total column), The least advanced strategies (pre-phonetc and semi-phonetic) are
used in less than 10% of all spellings, the pre-phonetic strategy is hardly used at all (less
than 2%). Table 5 also shows the refative occurrence of the different strategies for each
of the level groups. ‘The pre-alphabetic strategies pre-phonetic and semi-phonetic are
relatively much more often used by students at level A, while the alphabetc principle
(one sound-one grapheme) is more often appled by students at levels B and C,
although level B students tend to stick closer to the phonetic level of the language than
students at level C do. Level C smdents hatdly use pre-phonetic strategies anymote.
Figure 2 presents the same outcomes graphically.
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Figure 6: Use of word-writing stratsgies for each of the level.grosups

'The height of the bars in Figure 6 nicely illustrates the developmental pattern: for the
level A group the height of the bars goes down from pre-phonetic to the conventional
strategy, for level C students the height of the bars goes up from left to right, and the
tesults of the level B students are nicely in between, showing relatively high scores at
the intermediate strategies.

4 Conclsions

Adult migrants learning to read and write in a second language are by and large well
awate of the representational features of wtiting. From the very beginning in adult L2
literacy classes, they most of them ate trying to tepresent the phonological structute of
the words they hear or want to write using confgurations of letters that are somebow
related to the sounds of the words.

It makes sense, we conclude, that the developmental patterns that have been found
in rescarch with children are also indicative of the development of adult beginning
writers in a second language. The examples show that adult LESLLA students gradually
develop the skills to address the representational features of an alpbabetic orthography:
they move from the semi-phonic to phonetic and from phonetic to phonemic
representations: they gradually start representing unstressed vowels and syllables and
frequent consonant clusters in an approptiate way. The strategies found in research
with young children ate all traceable in the data we presented as well. Besides, the data
tevealed that the less advanced strategies decrease and the more advanced strategies
increase when students reach a higher level group. Looking through the lens of spelling
development, the methodology used in most adult L2 lireracy classes in the Netherlands
seems to be sound: the majority of the students do not write the words they want to
write simply by guessing.— the choices they make are motivated.

The very fact that we uncovered spelling strategies comparable to those found in
children, and the use of more advanced strategies by students in the higher level
groups, underscores the likely existence of developmental stages. Several students in
our study, however, did apply different spelling strategies in the same task. This could
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be interpreted as a counter-indication for the validity of the stage-model (Rittle-
Johnson Siegler, 1999).

We will try to interpret our findings in the context of this discourse. First of all, we
did not investigate invented spellings only (as Gentry, 1982, did): some of the words
and word-patterns in our study had been practiced in class. This might mean that
students can apply what they have alteady learned (for example wrting simple
monosyllabic cve-words), and that they cannot apply this strategy in writing more
complex words so that they have to revert to a less advanced strategy. It might also
mean, however, that strdents in principle do use a more or less stable stratepy (for
example trying to apply the one sound-one grapheme principle), but that their
performance is severely hampered by the fact that they have to write a word in a second
language. To put it mote conctetely, they might well be able to apply the alphabetic
spelling principle, but they simply do not know precisely what they heard the teacher
say or how to pronounce a word, What looks like a mixing up of several stages (for
example the same student using both semi-phonetic, phonemic and conventional
spellings) is probably caused by the three-fold challenge these students are facing at the
same time: trying to detect the phonological structure of a word the sounds of which
they are not very familiar with, learning that a phoneme is an abstraction, not always
detectable from what they hear {the phonetic level) and learning the basic principles of
an alphabetic script and the Dutch orthography. More research is needed to disentangle
which problems are attributable to the universals of emergent writing and spelling, and
which problems to adults trying to get a grip on the phonological repertoire of an
unfamiliar language. It might be interesting to compare these findings with research on
adults learning first languape writing,

The developmental patterns we found can indeed be compated to those of young
children learning to spelt. A big difference with young children, however, is (apatt from
the secorid language) the amounts of practice young children pet in learning to write, It
may well be that more practice (and feedback) would be very valuable for these adult
L2 literacy students as well. Not for the sake of spelling cotrectly as such (there are
mote tools that can be used to that end) but mainly because practicing writing might be
a very useful tool in improving people’s listening skills as well, in particular the skills to
deconsttuct what teachers ate dictating, ot, mote importantly, what other people are
telling thern in daily conversations.
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NON-LITERATE IMMIGRANTS - ANEW GROUP OF ADULTS IN FIN-
LAND

Taina Tammelin-Laine, University of Jyviskyli

t Lutroduction

Finland has placed at the top in the PISA reading achievement studies year after year
(OECD, 2010: 117). The success confirms the impression of the good quality of our
public education launched in the 19 century. Literacy has remained close w 100%
since records were kept. Even before that, since the 17 century, the church required
reading skills. No reading — no marriage! Finnish people are eager to read and Finnish
culture and everyday life is based on written language. We could call Finland, as well
as other Western countrics, a country of papers and texts,

Finnish people have been, for quite a long time, used to taking literacy for grant-
ed. However, in the last few vears the number of non-literate prople in Finland has
increased due to immipration. Because of high hteracy and society based on written
language, non-literate immigrants encounter many difficulties in Finland. The popula-
tion of Finland in 2010 was 5,375,276 and it is estimated that thete are now approxi-
mately 1,500 non-literate immigrants living in the country. This numher may sdll in-
crease because a latge percentage of refugees and asylum seckers have had little or no
opportunity for education in their home country.

In the last few decades, there have been a large number of published studies de-
sctibing the acquisition of Finnish as a new language hy hterate learners. Only a lim-
tted amount of research describes how non-literate adults acquire Finnish (see Swemi
loisena ju vieraana kielend -alan bibliografia 19672010 (2010)). In this paper, I will outline
my on-going PhlD study as well as the integration environment of the non-literate
learner. The paper is organised as follows: First, I will discuss refugees, asylum seekers
and the variety of languages in Finland. Then T will describe characteristic fearures of
Finnish language. Section 4 deals with education system of Finland. Finally, in Section
5T will present my PhD research.

2 Inmmiigrants in Finland

In Finland, refugees and other immigrants are a new and small group of inhabitants
when compared with many other Western countties. Only approximately 4.2% of the

Schineberger, van de Craats and Kurvers
LESLLA Proceedings 2010
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population uses other than the traditional languages of Finland as their native language.
Of these, just 37,587 persons imnigrated as refugees from 1973 to 2010 which is as
little as 16.8% of all immigrants iiving in Finland (Stadstics Finland, 2011h), Most im-
migrants have moved to Finland because of wortk, studies, marriage or some othet
LEasorns.

The first refugees after World War II came to Finland in 1973 from Chile. Since
1986 Finland has accepted a quota of refugees annually {(Alanko, 2009: 10). According
to Finnish Immigraton Service (20111), “Within its refugee quota, Finland accepts for
resettlement persons defined as refugees by the UNHCR (refugee organisation of the
United Nations) and other alicns who are in need of nternational protection.” In the
late 1980’s close to all the refugees coming to Finland were quota refugees. However,
since 1990 the annual volume of asylum seckets has exceeded the number of quota
refupees (Alanko, 2009: 10).

In 2010 Finland accepted 634 quota refugees coming from Afghanistan, Iraq, My-
anmat, Pakistan, Sri Lanka and The Democratic Republic of Congo. There wete also
urgent quota referrals from different countries. The number of asyhun applicants was
5,837 but only 1,784 positve decisions were made, hence the petcentage of acceptance
was 30.56%. Asylum seekers were for example from Afghanistan, Iraq, Somalia and
Iran {Finnish Immigration Service, 20114, b). In all of these countries non-literacy is
common. Table 1 shows the statistics on refugees and asylum seekers in 2010,

Tuble 1: Asplunt seckers (nine most commion nationalities) and refugees in 2010 iy raw numbers
{Finnish Tummigration Semice, 201 1a, b)
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3 Langnages of Finland

3.1 National langnages and new langrages

There are two official languages in Finland, Finnish and Swedish, while Finnish Sign
Language, Romany and Sami have the status of official minority languages. Table 2

shows the languages and the number of native language users in 2010.

Vable 2: National langnages of Finland in 2070%)

Languape Native language users
Finnish 4,857,903 90.375%
Swedish 291,153 5417%
Finnish Sign Language ~5,000 ~0.093%
Romany ~4 500 ~(0.084%
Sami 1,832 0.034%

*) Statistics based on Statistics TFinland (2011a); suomifi One address for citizens’ services
(2010); Research Institute for the Languages of Finland (2007b).

As can be seen in Table 3, the most common new language is Russian. It is sig-
nificant that all the ten most common new languages have larger groups of native lan-

guage users than the official minority languages.

Table 3: Ten most common new langiages in Finland in 2010 (Siatistics Finland, 2071a)

Nationality Pos. decisions  Quota
on asylum aefugees

Angola . 21 e
Afghanistan 196 153
Lgypt 1
Itan -
Traq 144
Myanmar 131
Nigeria -
Pakistan 6
Russian Fedcration -
Somalia 653 -
Sri Lanka 20 10
The Democratic Republic of Congo 21 126
Different nadonalities (zrgent) - 63

In 2011 Finland will resertle 200 Myanmar refugees from Thailand, 150 Congolese
refugees from Rwanda and 300 Afghans from Tran. Fialand is also prepared to take in
an additional 100 emergency cases (Ministry of Interior, 2010).

Language Native language users
Russian 54,559 1.015%
Estonian 28,493 0.530%
Somali 12,985 0.242%
English 12,855 0.239%
Atrabic 10,415 0.194%
Kurdish 8,032 0.149%
Chinese 7,546 0.140%
Albanian 7,113 0.132%
Thai 5,722 0.106

Vietnamese 5,637 0.105%

Among people living in Finland, altogether more than 140 different languages are spo-
ken. 76 new languages have over 100 native speakers, while 41 languages have 10 or
less users (Statistics Finland, 2011a).

3.2 The characterisiic features of Finnish

Almost all the languages spoken in Europe ate related to each other, because they be-
long to the same Indo-European family of languages. Finnish, however, is a Finno-




70 Taina Tammelin-I aine

Ugtic language like Estouinn, Sami languages' and Hungarian. Finnish is known as an
inflected language with many suffixes and many stem changes. Due to the extensive
possibilities of derivation and coinpounding, Finnish words are often quite long. These
features may make Finnish a challenging language for non-literate learners who have
little support from the wtitten form. Howevet, if someone can speak Finnish, reading
is quite easy because of the almost perfectly regulat phoneme grapheme correlation.

Structnre

The hasic characteristic of Finnish is the use of suffixes instead of prepositions ot oth-
er free morphemes to express different meanings or grammatical relations. Therefore
the information necessary to understand Finnish expressions is in most cases at the
end of the word. In Finnish both verbs and nouns may have several suffixes. Verbs
gain personal suffixes for each petson. These suffixes arc grammatically more impor-
tant than pronouns, which may be dropped. Verbs have present, imperfect (simple
past), perfect and pluperfect tenses in four moods (indicative, imperative, conditional,
potential). Present corresponds to English present and future tenses. Finnish verbs
have two verb voices: active and passive. As well as the tenses, voices and moods are
expressed by suffixes. The examples in (1), of iowissmme and istuttaisiin, are to demon-
strate the vetb inflection.

1) a istu-Esi-namee
sit-coND-1PL {comn = conditional, trL = first person plural)
‘we would sit’

b istu-tta-£0i-in
sit-PASS-COND-AGR {pass = passive, AGR = agreement)
‘would be sat’

There ate no atticles or grammatical genders in Finnish nouns — even the personal
pronoun 'hin' (meaning (s)he) refers to both pgenders. Nouns may have suffixes with
the markers for a case, plural and possessive. There are also many enclitics and detiva-
tional suffixes. Finnish has fifteen noun cases: four grammatical cases, six locative cas-
es, essive, translative and three marginal cases. It is possible and common to have
mote than one suffix in a single word. Pronouns have suffixes like other nouns. The
examples in (2) are to demonstrate the inflecdon of nouns.

! According to Research Instinate for the Languages of Finland (2007a), “There are ten known Szami lan-
guages. The Western Saami group includes South, Ume, Pite, Lule and North Saami, while the Tastern
group consists of Inar, Skolt, Akkala, Kildin and Ter Saami. Only a few dozen people speak Ume, Pite and
Ter Saarni as their narive language. Akkala Saami recently became an extinct language. Sazmi languages are
spoken in four countries: Finland, Sweden, Norway and Russia. Depending on how ‘Saami’ is defined, the
Saami population uumbers between 60,000 and 100,000, of whom 6,000-7,000 live in Finland, Saami is
spoken by no more than half of the Saami population. Three Saami languages are spoken in Finland: Inasi,
Skolt and North Saami. Each has its own standatd written fotrm and orthogmphy, and they are not murually
intelligible.”
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@) a  kiria-Ha-ni
book-AbEs-1poss {anFs = adessive, 1poss = first person possessive)
‘on my book’

b kirfa-sto-f-sea-kin
Look-DER-PLANES=TOO (pER = derivational marker, rL = plural, INES = inessive)
‘in libranes, too’

Since Finnish is an inflected language, word order within sentence can be compara-
tively free, the functon of a word being indicated by its ending, The most usual neutral
otder, howevet, is subject-vetb-object.

Detivation and compounding ate the most impottant methods of creating new
words, One method of assessment claims that as much as 44% of Finnish words are
derived and another 44% of words are combined (Brown, Lepismaa & Silfverberg
1996: 12). Howevet, the more complex compounds and derivatives ate on avetage not
used as much as more simple basic words.

In detivation, a new word is detived by attaching suffix(es) to the wotd stem. Det-
ivation is possible in nouns, veths and adverbs and it is also possible that the word
class changes after derivation (e.g. pyytdd > pyynté, ‘fo ask > a regwest). Derivation makes
Finnish in some ways an effective language because it is possible to express many im-
plications in just a one word. The example in (3) is taken from Brown, Lepismaa &

Silfverberg (1996: 14) to show the idea of effectiveness.

(3 perhee-ti-spys
family-DER-DER
‘the fact whether a person has a family or not’

Compounding is easier than deriving words because the combined words of a com-
pound are quite easy to recognise as lexemes and there are few resttictions for com-
pounding, The most important compounding rule is that the combined words must
make an intellipible and semantcally logical entity, It is possible to form compounds
by using basic words, detivatives, compounds and open compounds. Besides, the
combined words do not have to be from the same word class. Most of the compounds
are substantives or adjectives but words to combine may be from any word class.
{(Brown, Lepismaa & Silfverberp, 1996: 12). The examples of fwrvapaikanbakijas and
tirpapaikkapdatés in (4) show the idea of compounds and their possible length.

) a  turva-paika-n-hakija
shelter-place-GIIN-seek-AGT
asylum seeker’

(GEN = penitive, aGT = agentive ending)

b twrva-paikka-pdadtis
shelter-place-decision
‘decision on asylum’
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Orthography

Vinnish has an almost putely phonemic alphabetic orthogtaphy. The gtapheme-
phoneme correspondences ate regular and the number of phonemes is relatively small.
Liach phoneme is marked with a corresponding single letter, except velar nasal fg]. It is
marked with #& when short and ng when long (e.g. kewkd, kengit ‘a shoe, shoes’). ‘The
number of standard Finnish vowel phonemes is 8 and the number of consonant pho-
nemes is 13. Furthermore, there are three consonant phonemes used only in loan
words. Lexical and grammatical role of the vowels is highly important. Almost all con-
sonants and all vowels can be short (written with one letter) or long (written with two
letters). The length s distinctive, and there are a lot of words differing only in the
length of 2 sound. For instance, /e&#7 (cap) is pronounced with a geminate £ to distin-
guish it from fak/ (law) and sk (wind) with prolonged s to sepatate it from 7 (fire).

Holopainen (2002) has studied the development of reading skills by Finnish
speaking children. According to her, just after pre-primary education at age of seven,
approximately 16% of the children could tead pseudo-words completely without errors
and 25% with some etrors. Two other studies show that approximately one third of
Finnish speaking children can read when starting the basic education and most of the
children recognise the letters very well (Aro, 2004; Letkkanen, 2003). Finally, the find-
ings of the study by Leppanen et al. (2004} indicate that 10% of their participants
could read in the beginning of pre-primary education. In the end of pre-primary educa-
tion the number had increased to 26% and in the beginning of basic education it was
40%. Close to all children learn the basic reading skills during the first year of basic
education (Aro, 2004; Holopainen, 2002; Lerkkanen, 2003). Basic reading skills mean
here both decoding and understanding the text.

In older studies, Somerkivi (1958) and Réman (1962) suggest that when starting
the school, approximately 48% of children know the letters, 10—-13% can read wozrds
fluently and 4-6% can read uncomplicated text fluently. Somerkivi (1958: 35, 46) also
brings up 45% of children reading fluently in the end of the first school year. After the
second school year the percentage is 68. When compared to the recent studies men-
tioned ahove, the children of 1950’s and 1960’ acquired reading skills much slower
than the children of present-day.

It seems thar the regularity of the language, simple phonological structure, almost
perfect phoneme-grapherne cotrelation and small number of phonemes facilitate ac-
quiring literacy in Finnish if the learner can speak Finnish. When discussing the devel-
opment of reading skills by Finaish children, it must still be emphasized the meaning
and influence of books and reading habits at their homes and reading instruction given
at home and during pre-primary and hasic education.

4 Eduwcation in Fistand

This section will deal with both public education and adult education in Finland. Na-
tonal curticulum guidelines guatantee the quality of public education. At the same
time, there is only a recommended curriculum for education of adult immigrants. This
situation is changing along with the new law of improving the integration.
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4.1 Public Edncation

In Finland, legislation provides for compulsory schooling and the right to free pre-
primary and basic education, altogether 10 yeats. Normally, children start the basic
education in the same year they turn seven years of age. Pre-primary education of one
year is not compulsory but most of the children go there at six years. Most other quali-
fying education is also free for the students, including the universities. There are ap-
proximately 3,000 comprehensive schools in Finland and only 60 of them are private
schools.

4.2 Adult education

Some 800 Finnish institutions arrange a great variety of courses and programmes for
adults at all levels of formal education, and the provision of non-credit-learning is ex-
tensive. There are also many private commercial companies providing for cxample
labour market training for the unemployed. According to Finnish National Board of
Education (2010a) “The annual number of participants in adult education and training
is 1.7 million, which makes half of the wotking age population [...]. The aim of the
adult educaton is to

1. enhance the knowledge and skills of the adult population,
2. increase educational oppertunities for groups that ate undet-represented in
adult learning, and to promote equality and active citzenship,”

In Finland, the basic right to education and cultute is recorded in the Constimution.
Public authorides must secure equal oppottunities for every tesident in Finland to get
education also after compulsory schooling and to develop themselves, irrespective of
their financial standing.

Langiage conrses for immsigrants

The law on the intepration of immigrants has been recently reformed. The new law of
improving the integration will become valid on September the 1% 2011. Accotding to
the Ministry of the Interior (2011), its abm is to ensure that immigrants can take part in
Finnish society and its activities in the same way as anyone else living in the councry.
Learning Finnish or Swedish is an essential requirement for integration.

The current educational system for immigrants was developed when immigration
to Finland was less common than it is now. Language education is divided into two
separate types of courses, integration training for literate adults and literacy education
tor non-literate adults. Both of them are provided by adult educaton centres and other
educational institutions. The length of integration training may vary with basic training,
skills and goals of each student. For a student starting with Finnish basics, it is pro-
vided an average of 1,400 hours (40 credit units) of integration training (Opetushalli-
tus, 2007: 5).

Quality of the courses vaties considerably because adult education is not strictly
supervised or legislated. Furthermore, the existing educadon system does not suffi-
ciently accommodate different educadonal backgrounds of the students, including
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non-literacy. Language education for adults is mainly financed as labour force training
and the main aim for working-age immigrants is to find employment, thus allowing die
whole of society to benefit from their skills and qualifications. Tn Finland, asylum seek-
ers and refugees are allowed to pet employment without any restricdons after six
months of living in the country.

Employment and Economic Development Offices as well municipal officials deal-
ing with immigration matters help people moving to Finland get started in their new
home country, In order to implement integration measures, the Ministry of the Intetior
guides the work of the immigration units of the Centres for Economic Development,
Transport and the Environment, which are responsible for immumigration and intcgra-
tion matters at regional level. They also guide the local Employment and Economic
Development Offices in providing immigrants who have registered as jobseckers with
labour market services that promote and support intcgration. The individual munici-
palities have responsibility for devcloping, planning and monitoring the integration of
immigrants within their areas. Municipalitics organise measures and services promoting
and supporting the integraton of immigrants. However, the system excludes for ex-
ample housewives and the eldetly who atc not registered job-scekers. For them mu-
nicipalities, associations and the church provide Finnish language groups if they have
the financial and human recourses for that kind of actvity. These groups are often led
by volunteers who are not qualified teachers.

Literacy education

Thus far, there has been only recommended cutriculum in adult Lteracy educaton and
no obligation for education providers to comply with it. According to the recom-
mended curticulum, literacy courses consist of 1,400 hours (40 credit vnits) of educa-
tion. The courses continue approximately 10 months. (Opetushallitus, 2006: 13.) In the
new law, it is stated that literacy education must be provided according to the curticu-
lum guidelines for literacy education provided by the Finnish National Board of Edu-
cation {(Finlex, 2010). Curticulum guidclines is a decree to insure educational basic
rights, legal protection and equality as well quality and consistence of the education
(Finnisb National Board of Education, 2011), It remains to be seen how this change
will affect the literacy education.

5 A case study of five innmiigrant Finnish karners
5.1 Research thesmes

The focus of this study is on vocabulary, phrases and constructions the subjects do or

do not acquire during the data collection period, and their acquisition of some ele-

ments of the reading and writing system. The main themes for the rescarch are:

- How does the learning process begin?

- What kinds of language constructions are typical in the beginning of learning Fin-
nish?

- What kind of strategies do the subjects use when communicating with their teach-
er, with cach other and with the researcher?
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One of my expcctatons is that conctete everyday phrases such as “food and family
relaved words® are rather easy to acquirc.

5.2 Setiing of the study

My PhD study is a qualitative longitudinal case study. The framewotk of the study is
the socioculmral view of acquiring a new language. Sociocultural view is based on Vy-
gotskyan psychology and according to it human interaction is the basis of all learning,
(Lantolf & Thorne, 2006.) The aim of this research is thus not only to add to the
knowledge of second language acquisidon by non-literate adults but also to provide
information for improving their teaching and the education of their teachers.

3.3 Partivipants and their Finnish fearning environnent

The study includes five women with no literacy skills or schooling in their native or
any othet language. In the beginning of the data collecting period they had lived in
Finland for no more than 18 months and have been attending their first language
course in Finnish in two adult education centres in two towns. Asta and Jamiila are
students in town A and Amina, Husna and Rana in town B, Tbe participants are pre-
sented in Table 4.

Table 4: Participants of the research

Name age*) Home country Native Other Months in
language languages  Finland*)
Asm 24 ‘Afghanistan Dad  Fai 18
Jamiila 31 Somaha Somah - 8
Amina 45 Afghanistan Dari Russian 15
Husna 45 Afghanistan Dard - 16
Rana 28 Iran Kurdish Barsi 12

Note: ¥) in Aupust 2010

The two adult cducation centres are located in two of the larger cities in Finland. In
the centres, teaching methods and goals of learning differ from each other to a surpris-
ing degree, even if the teachers are equally experienced in teaching non-literate adults
and the number of students in the single course is close to the same, In town A, lan-
puage teaching and learning is functional with many kinds of learning activities. The
teacher uses a lot of visual material (i.c. theme-related photographs and realia and au-
thentic matetials) duting the lessons, and leatning-by-doing is a very often used meth-
od. The main goal is to acquire vocabulary and oral language skills for everyday life.
Reading and writing skills come along with acquisition of vocabulaty. The language
course of ten months is split in two study modules with a test between them. The new
streaming is determined by the students’ success in the test. Tt is also possible to
change the learning group at another time if one makes progress faster or slower than
the other students of the group. If the student does not succeed in the test (s)he may
take the same five-month course again. In the classroom, there is always at least one
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petson helping the students (and the teacher) during the lessons. If there is mote than
one helper, at deast one of them has immigrant backpround and speaks at least one
language of the leamers. Close to all the helpers are working as a patticipants in em-
ployment procedure.

At the same time in town B, teaching is very reading-otiented. The teacher uses
some visual marerial but most of the teaching is dependent on the textbook and most
of the time is spent learning how to read and write. The main leatning goal according
to the teachet is to acquire reading and writing skills, while vocabulary is something the
students either acquire or not. Furthermore, the ten-month course is single cntity with
only one literacy learning group at a time and therefore no possibility to change the
group or to start over. During the lessons the teacher is working alone with no help.

3.4 Metheds for collecting and analysing dara

T began collecting data for my research in August 2010 and the data collecting period
extended to ten months. In town A, T collected data approximately one day of five
hours per month and in town B approximately onc day of five hours per week. Be-
cause of the long distance between my hometown and town A, it was not possible to
go thete as often as to town B which is close to my hometown,

The data collecting methods were mostly ethnographical: observing, taking notes
and recording the Finnish lessons. Furthermore, data was collected by interviewing the
participants and utilising the tests and tasks they did before and durng the Finnish
course as well the language and memory tests prepared for this research.

The verbal data will be analysed in light of Construction Grammar (Tomasello,
2005). As a usage-based theory, Construction Grammar apptoves all the constructions
and details of a natural language. A usage-based theory coheres with analysing the lan-
guage constructions of preliminary language learning where at least some of the con-
structions are learned from memory without analysing them (see Myles 1998; 1999,
2004). The diversity of language constructions is emphasised particulatly in the early
stages of acquiring Finnish as a new fanguage when so called language norms have not
yet become evident to the leatners.

6 Conclusion

Adult non-literacy is a new phenotnenon in Finland. Furthermore, there is only limited
research of how non-literate adults acquire Finnish, and hence educators and decision
makers have no rescarch-based knowledge to suppott their reaching methods or deci-
sions on education of non-literate adults. My on-going PhI} research is to add to the
knowledge of second language acquisition by non-literate adults and to provide infor-
mation for improving their teaching and the education of their teachets as well as the
decision making on language education of non-literate adults.
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ADULT LITERACY INSTRUCTION IN GERMANY: ISSUES AND
CHALLENGES

Chtistane Schéneberger, University of Cologne

1 Iutrodnction

During the United Nations Literacy Dceade from 2003 to 2012, the field of adult
literacy instruction has received renewed attention in Germany. The German
government has announced basic educadon and social parteipation as two major goals
in the field, especially in the context of immigration politics and changes in the
educational system. The present paper presents some of the fundamental issucs and
challenges that atise, especially regarding the educaton of literacy teachers as well as
regarding class policies for the assessment of learners” oral and literate skills in German
as a Second Language (GSL).

2 (Iiteracy in Germany: the status qno

Although adult literacy instruction has been recognized as an educational and political
challenge in Germany since the 1970s, it has not attracted much systematic qualitative
or quanttative research to date. Schramm & Roll (2010: 5) point out thar this research
is stardng to be catrded out only now, much delayed, which is due to the longstanding
socio-political and academic marginalization of the field. The recent efforts in
investigating the illiteracy situation in Germany both socio-politically and scientifically
are a consequence of an iitiative of the German Federal Ministry of Education and
Rescarch, taken in the context of the current United Nations Literacy Decade. The
Ministry has declared literacy and basic education for adults as one focal point of
academic and educational interest and has provided financial funding for 24 research
groups in the field. The general aims of these projects are: improving the cutrent state
of research, increasing patticipation of adults in education and facilitating access to
literacy instruction, improving policics in teaching, assessing and counseling,
professionalizing and improving teacher education and, finally, interconnecting
tesearch and practice (cf. Alphabund, 2010). The research ptojects are taking place
between 2007 and 2012, hence, providing an empirically corroborated, complete
picture of the (iliteracy situation in Germany with its numerous facets is not yet
possible, but first results are statting to become available.

Schéneberger, van de Craats and Kutrvers
LESLLA Proceedings 2010
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In addition, it is hard to get bold of definite numbers representing the illiteracy
situation in Germany, First, official statistics often do not differentiate between native
speakers of German who left school without adequate literacy skills and immigrants
that do not have sufficient literacy skills in GSL, but who may ot may not have them in
their native language. The latter group, ie. inmigrant learners, however, is by far the
majozity among illiterate learners in Germany. It is also an especially heterogeneous
group because the native languages of immigrants as well as theit degree of education
in the native language differ, as do their oral skills in German and their tine spans of
residence in Germany and exposure to the German L2. It is therefore not infrequent
that there are leamers in L2 literacy classes that ate, in fact, literate and adequately
educated in their first language and could be alphabetized in GSL easily, if only their
oral skills in GSL could be improved. This seems to be especially true of learners
whose L1 uses a writing system that is different from that of German, such as Chinese
ot Russian. At the same time, these groups may alsc have learners with no prior
schooling at all who are, in fact, primarily illiterate, i.c. they cannot tead and write in
any language and have to start from the absolute beginning, e. g. learning the alphabet.

In the large group of immigrant learners that are regarded as ‘illiterate’, insufficient
oral skills in L2 German are often confounded with insufficient reading and writing
skills. Additiorally, learnets of very diverse hackgrounds and levels of proficiency are
instructed together, which puts the instructors in a very challenging and difficulr
position, because they have to find the right teaching contents and methods for each
individual leatner. These instructors often report that instead of teaching a group of
learners, they teach “twelve private lessons at the same time” (oral communication
with a GSL litetacy instructor). This is aggtavated by the fact that the situation of
instructots and teachess in the field is problematc also in terms of their professional
education as well as in terms of occupational and financial conditions.

Finally, the diagnostc tools that exist for the assessment and evaluation of learners’
existing oral and literate skills are insufficient and, in particular, they ate not suitable
for the ascertained degrees of diversity and heterogeneity that are the rule, rather than
the excepton, in literacy classes.

2.1 Fads and figrires

In March 2011, the German Federal Ministry of Education and Research has
published a study by the University of Hamburg that puts the number of illiterare
persons inn Germany at 7.5 million. The study investigated adulés in the age range 18-
64.! That represents an illiteracy rate among these adults of approx. 14.5%. This is a
situation that Peter Hubertus, Director of the German Federal Association of
Alphabetization and Basic Education (Bundesverband Alphabetisierung und
Grundbildung €.V.), calls ‘alarming’ and ‘requiring immediate action’ (Bundesverhand
Alphabetisicrung, 2011).

! The smudy is limited to this age range because it represents the group of potental employees who cannot be
integrated in the job market because of their limited literacy skills. Tt should be pointed out that according to
the current literacy policy in Germany, economic aims like employment and long-term integrarion in the job
matket are the strongest motivaton for providing literacy instruction (cf. Schramm & Roll, 2010: 6).
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According to the recent study by the University of Hamburg, an adult is regarded as
being “functonally illiterate™ if s/he is unable to pattcipate actively and approptiately
in society as a consequence of his/her limited literacy skills (Grotliischen & Rickmann,
2011: LEO or Level One Studie). Social participation, hence, is a principal yardstick
for the evaluation of illiteracy. This notion contains most importantly employiment i
the German job matket, but also patticipation in the educational system and
patticipation in social activities such as clubs, associations and societies, among other
aspects.

The Level-One study examined literacy skills of adults on the lowest levels, hence
level one. It differentiates between subjects whose literacy skills are below word level,
below sentence level or below text level. These three subgroups represent the group of
“functionally illiterate™ persons and sum up to the percentage of 14.5%. This figure
does not include those adults in the investigated age range that are not strictly illiterate,
but have severe difficulties with orthography and spelling and whose literacy skills
resemble (or are below) those of a pomary school kid. This group consttutes an
additional 25.9% of adults between 18 and 64, according to LEO.

Of the 14.5% of people who are functionally illiterate in the narrow sense (i e.
below, word, sentence or text level), 60.3% are men and 39.7% are women. Dividing
the subjects into groups of smaller age ranges, a slight wend can be observed of
illiteracy rates rising with age: the age group 18-29 contains 19.9% of subjects, as
compared to 20.6% in the range 30-39, 27.0% in the range 40-49 and 32.6% in the
range 50-64. This sugpests that the type of illiteracy investigated in the study might be
dependent on age-cortelatng factors, such as time spent in school efc. This, however,
needs further investigation.

It has to be noted that the only piece of information that the study provides with
regard to the native language context is limited to a differentiation berween L1 and L2
speakers of German, According to LEO, 58.1% of the investigated functionally
illiterate subjects speak German as their first lanpuage while 41.8% speak German as
theit second language. Imnmigrants who have no or very limited oral skills in L2
German are not inchided in these figures. This procedure cleatly points to one of the
higgest challenges in literacy practice and policy in Germany: who has access to literacy
education and, more importantly, who is excluded from it and for what reasons?

2.2 Barriers 15 fiteracy education

Tt is an apparent paradox that while low-educated immigrants with insufficient GSL
literacy skills represent the largest group of illiterate leamners in Germany, it is not
consistently this group that receives the greatest political attention and suppott.
Although the funding for literacy classes for immigrants is better than for German
native speakers, the decision who is assigned to a literacy course is often related to
perspectives of employment and integration in the job market. This is evident in the
current policy of the German Federal Ministry of Education and Research which has
recently announced a new focal point of interest in the context of literacy instruction:
literacy instruction in economy and employment. This means that primarily learners
who are potentially relevant for the employment market receive access to literacy
instruction, ie. younger learners who have had (or are currently engaged in)
professional training of some kind and who promise to be placeable in a job later on.
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This practice excludes senior learners, inmigrants with no work permit, housewives
with no prior job training etc. Tt is not the case, however, that these groups cannot
attend a literacy class. But in contrast to the first group of “potentially employable
learners”, they do not receive financial or other support (such as child care during class
time, free public transport ete.).

A second barrier to literacy education is constructed by the social context and
living conditions of immigrant learners, in particalar. Tt is often the case that these
learners prefer to remain in their familiar neighborhoods. Leaving their accustomed
tesidential area and commuting to another part of town for the literacy class often
means an insurmountable, worry-afflicted challenge for them. PAGES? project wotk
over the last three years has shown that having to leave the area in order to obtin
literacy instruction leads to higher drop-out rates, while these immigrant learners
(mostly low-cducated women hiving in traditional family structures and with no or very
little prior schooling) are happy to attend a literacy class in their own neighborhood.
This barrier could easily be dismantled if literacy instruction was offered in the home
territory of these learners, e.g. in local social services insttution, their children’s
schools, community halls ete. Such decentralized instruction, however, means a greater
organizational and administrative challenge for the educatonal provider and hence,
class offers of this kind are rare.

Finally, another barrier for access to literacy education lies in the learners’ prior
schooling experience. This is especially the case for those learners who have attended
school and have left it without sufficient levels of literacy proficiency, Their motivation
to attend another schoollike class context is low. Feclings of frustration and
disappointment often prevent these leamners from making another attempt to learn.
Traditional literacy classes often confront these learners with the same types of tasks,
excrcises and teaching methods that they have experienced in school and that have
failed for them. Thetefore, it can help these learners to engage them in learning
contexts that make use of alternative curticula. Pilot projects have tried to do this and
have offered cooking lessons, computer classes, drama groups etc. where the focus is
on another content than learning to read and write and where literacy instruction is
snicaked in through a detour. Results from these attempts show that learning results are
good, the drop-out rates are low and, most importantly, learners often do not realize
that they arc being instructed in literacy, hecause their focus is on learning to handle a
computer or performing a play.

Although it will probably he along way to the establishment of such class offers on
a regular basis and to their repion-wide implementation, all these findings are
promising first steps on the way to increased access to literacy instruction and
improved class offets.

2 PAGES (to appear) stands for Projekr Alphabetisicromg und Grondbildung fiir Brwachsene im Sozialraom
(Praject Alphalelization and Basic Education for Adults in Social Areas); in additon o lainguage and literacy
acquisition the project has also focussed on aspects of adult educaton and migrational sociology, sce project
report for details.
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2.3 Lmwigrant learners

As pointed out above, the degrees of oral proficiency in GSL differ greatly among
immigrant learners. This is relevant for the situation in literacy classes because it can be
observed that those learners who have solid oral skills may have a headstast in the carly
stages of bhteracy development over those learners who have very lunited command of
the spoken language. However, those learners who speak GSE more or less Huently
often show numetrous errors and fossilized structures which they may transfer into
their literacy development, mostly because they “wtite as they speak” and thus transfer
fossilized oral structures into their writing, It is not clear, though, in how far
fossilization has an actual impact on their general process of literacy development, this
point requires future investigations.

The existing literate skills that immigrant leamers dispose of when they start
attending a literacy class can be represented on a contimum ranging from those
learners who have never read or written a word before to those learners who possess
good literacy skills in their L1 which, however, uses a different writing systemn than
Getman.,

These various conditions and prerequisiles combine 1o provide a complex and very
heterogeneous situation for groups of immigrant leamers that can be represented in
the following chart:

not literate in any literate in the home ) .
literate (at leust CEF-level

1z B eriti Y Ia in a difT; t
anguage/writing system anguage /in a differen A2)in GSL.

writing system but not in GSL

no oral

I i1 111

lrasic oral

proficiency 1\ A% !

in GSL

solid oral , -
proficicncy \ 1 E I :\E
in GSL

Figure {: Proficiency  profifes of  fwwifgrant  karners;  (fgire adapred  from:
Bumdesanrt  fiir - Migration  und  Vliichtlinge  (2009).  Kongeps  fir  eiven  bundesnuedien
Aiphabetisiernngskurs. Uberarbeitefe Vassing fiir 945 UL )

The chart shows that thete ate nine potential combinations of skills, cach of these with
various increments. While the majority of immigrant leamners falls in Pields I, 11, TV
and V, i.e. they have no or only basic oral skills in GSL and no liteeate skills in German
hut sometimes basic liceracy skills in the home language, there are also leamers who
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have lived in Germany for a long time and possess solid oral skills, albeit with
grammatical errors and fossilized structures (Field VII). Learners from Fields VIII and
IX are rate and should not, strictly speaking, he placed in a literacy course but rather in
an advanced GSI. class or alike.

In spite of thesc different profiles, all these leatners are often instructed together in
the same group. This situation calls for specific measures of group-internal
differentiation and individual ways of support. In order to provide these, detailed
assessments and flexible course curricula are necessary.

3 Literacy edrcalton

The German Federal Agency for Migration and Refugees has published guidelines for
literacy classes representing a framework for the skills and proficiencies that should be
acbieved in these classes. It is based on the Common Furopean Framewotk of
Reference for Languages {CEF) (Council of Europe, 2001} and the aim is for the
learners to achieve CEF level B1 which is generally seen as the threshold level for
independent speakers. However, for literacy skills in particular, level Al to A2 is aimed
at, which entails basic/clementary skills such as filling in registration forms or writing
simple postcards as well as reading basic texts like names, familiar words or simple
headlines. This apparent paradox between B1 as the general aim and A1/A2 as the
patticular aim for literacy skills exists because it is the task of this class rype, according
ta the guidelines, to bring the learner closer to functional literacy skills while imparting
GSL. oral proficiency at the same time. This requirement points out an important fact:
insufficient oral skills in GSL and insufficient reading/writing skills are often
inseparable and therefore have to be addressed parallel in groups of immigrant
learners. Conscquently, literacy education for L2 learners is almost never exclusively
dedicated to the teaching of reading, writing, sound-letter-carrespondences, dceodi.né
strategics etc. but always also involves teaching oral GSL.,

Therefore, in the fitst few wecks of class, it needs to be examined in detail what the
specific needs of the individual learner are, However, assessment toals that take into
account the described heterogencity of leamner profiles and the attested inseparability
of proficicncies are scarce. Additionally, administering these assessinents requires a
solid degree of analytic and lnguistic competence on the part of the literacy
ill'lStIL]Ct.O;S, something that their academic training often does not sufficiently equip
them with.

3.0 Assessient policies

To date, the existing assessment tools and testing instruments for the evaluation of
learners” current level of proficiency in literacy skills are not apphcable to the
heterogencous groups of learners described above. First and foremost, the existing
tools fail to take into account the learners’ existing knowledge in their L1, both in
speaking and in writing, Also, they consider the learners’ oral skills in GSL only to a
limited extent. These shortcomings are due mainly to the highly standardized and very
tigid natuge of those assessment tools, Additionally, many of the assessment tools that
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are being used in ptactice have been developed for the evaluation of children’s literacy
acquisiion and ate not svitable for adult learners (cf. Bulut et al,, 2010). However, the
increasing degree of heterogeneity in literacy classes has necessitated the development
of a flexible, adapdve assessment tool that is suited for adult learners and that is
applicable to their individual proficiencies and learning aims.

During the last three years, a research group at the University of Cologne has
developed such an adaptive assessment tool (scc Bulut et al, 2010 for additional
information). The test instrument entitled ADISLA? (Adapdves Instrument zur
Scbriftsprachdiagnostik  von Lemenden in Alphabetisierungskursen —  Adaptive
Instrument for the Assessment of Literacy 3kills of Learners in Literacy Classes)
combines the assessment of learners’ reading and writing skills, both for leamers of
German as a First and as a Second Language, with longitudinal proficiency growth
analyses and a portfolio component. Tt is highly flexible and cnables the instructor who
administers the assessment to proceed to more complex tasks (i. €. to higher levels of
proficiency) or to interrupt the assessment procedure at anytime, according to the
learner’s individual petformance. Additionally, the assessment tool contains teaching
suggestions and examples of classroom practices and exercises that the instructor can
use for the individual learner. It is, hence, a very comprehensive tool that provides
support for both learners and instructors.

3.1.7  Teacher assesspient

Course placement contnues to be one of the most challenging issues in literacy
practice. Often times, this placement takes place on the basis of standardized langunge
tests, oral interviews or short reading/writing samples. These strategies can at best
provide a cursory glance at a learner’s existing skills. This results in the attested
heterogeneity of learner groups, where learners with very different levels of proficiency
are instructed topether, because their competence has initially only been examined in
part. For these groups, the ADISLA instrument provides a possibility for the class
teacher to achieve a fine-grained and complete pictute of a leatners’ proficiency at the
beginning of the learning process.

‘The assessment can be administered to the individual learner on a one-to-one basis
while the rest of the group is working on individual tasks. In addition to an initial
evaluadon at the beginning of the leaming process, the test can also be administered
repeatedly during the learning process to reveal the learner’s progress and proficiency
growth as well as potential learning plateaus. Such repeated diagnostics enable the
instructor to adapt his/her teaching practices and class contents to each learner
individually and to react immediately if a leamer seems to stapnate.

The test ranges {rom letter tecognition and testing the leamer’s knowledge of the
alphabet over sound and grapheme isolaton techniques and sound-grapheme
correspondences to reading and writing on the word, sentence and text level. In the
reading part it also involves the evaluation of text understanding. For GGSL learners the
test ivolves a vocabulary check (item-naming via photographs) in order to gain an

YAt present, the assessment instrument s in the fnal evaluadon sape, theeefore representative data
regarding the instrument’s successfulness do not exist yer. The instrument wall be made widely available to
literacy class providers by the end of 2011
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impression of thetr oral skills in L2 German. Additionally, GSL learners are asked to
complete a questionnaire in dicit native language to find out to what extent they can
master literacy in their L1.

Generally, the test design is impressionistic and it is intended specifically for the
class instructor to achieve a detailed impression of each learner’s performance. Also,
the test is competence-oriented and based on ‘can do’ staternents. ‘This means, the
testing procedure can be intertupted at anytime in order to avoid the leatner’s
frustration. It is the principal aim to find out what the leamer ‘can do’, i.e. what s/he is
capable of doing with the spoken/written German language, instead of focusing on the
leamer’s deficits, as many traditional testing tools do.

3.1.2 Seff-assessment and porifolio work

In addition to the repeated assessments administered by the instructor, ADISLA also
contains a portfolio component that fosters the learners’ self-assessment. Especially
learners with no prior schooling expetience exhibit great difficulties in self-reflection
upon their learning process. It is common for these learners to set unrealistic goals for
themselves (“In three months, I want to be ahle to tead a hook™) which, in turn, can
lead to frustration and eventually to class drop-out. To avoid this, the assessment tool
contains a portfolio component whete learners can choose their individual aims for the
suhsequent class segment of, e.g. three months, These aits are then negotiated with
the class instructor who can help to moderate them, if necessary, so that they can be
realistically achieved within the agreed time span. The instructor can also show learners
what steps and learning strategies they can use to achieve their aim, and the leatners
can subsequently work on these steps independently or with occasional teacher
support.

This pracedure will over time lead learnets to estimate their own proficiency
adequately and to set achievable learning aims for themselves that enhance the learning
motivation. Also, this leads to a higher level of learner independence, something that
adults with no or little schooling expetience often lack.

Finally, the pottfolio component serves to collect learners’ writing samples and
class results over the course of time. Whenever a leatner teaches 2 learning plateau ot
has the impression to stagnate in his/het learning progress, these samples and results
in the longitudinal portfohio show the leatner how much his/her skills have increased
over time. Especially older learncrs often feel that chey forget class contents casily and
have to “start from scratch every week”. Confronting them with their earliest writing
products and comparing them to their current ones visualizes their progress for them
and has a very motivating effect.

Both, teacher assessment and self-assessment with the help of a portfolio
instrument, should comhine to provide a comprehensive picture of the learnet’s
proficiency and literacy growth., The ADISLA instrument provides this combination
and it also provides practical help for class instructors because it suggests classroom
strategies, tasks and exercises for heterogencous learnet groups. Especially the latter is
much needed since the expertise and education of literacy teachers is nearly as diverse
as is the makeup of their leatner proups.
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3.2 Teacher edncation

“The assessment, especially the literacy component, should always be administered hy
experienced instructors who have extensive teaching expetience in GSL and also
abundant proficiency in literacy education.” (Konzept fiir einen bundesweiten
Alphabetisierungskurs: p. 40). This claim shows that whoever administers the
assessment should also have prior literacy teaching expetience. Ideally, these
responsibilities should be undertaken by an experienced teacher who is now
specialized in assessing and responsihle for course placement. Testing and placement
should not be the exclusive responsibility of the teachers, although this is often the
case in reality. Very often, it becomes the responsibility of the class teacher to evaluate
each learner’s individual situation, their current level of knowledge and their learning
aims. Suhsequently, it is also the instructor’s responsibility to select the correct type
and amount of teaching content and, in the course of the class, to administer repeated
assessments to evaluate the learners’ progress.

However, when one compates these numerous duties of literacy instructors to the
education that most of them have been able to get, it is obvious that many of them
lack the sufficient expertise to fulfill all these responsibilities. First and foremost, this is
due to the fact that there has not been, until recently, a university degree specifically
designed for literacy teachers. Therefore, the educational backgrounds of literacy
teachers are very diverse: only some have had some education in GSL, hut many have
had a teacher education for subjects other than German, or even possess a UNIversity
degree for an entrely different field, such as pedagogy, social science etc.

So far, this situadon has been remedied by addidonal teacher trainings for teachers
who ate already in-service, although the funding situation for such additional trainings
is poor. It must be pointed out here that many literacy teachers are highly motivated
and take these additional trainings on a voluntary basis and without receiving payment
for it. In general, the salaty situation of the large majority of literacy instructors must
be called ‘precarious’ (cf. Schramm & Roll, 2010: G), as it is unsteady and often based
on non-permanent contracts ot short-term fees.

In order to remedy the non-satisfying educational situation, the College of
Education in Weingarten, Germany, has statted a Master Degree for Literacy and Basic
Education in 2009. It is a part-time deptee that can be completed in two years on an
extra-occupatonal basis. It is a practice-oriented modular system that aims at
increasing the students’ analytic competence and the application of their analyses to
teaching practices. The study modules are 1. Literacy and Basic Education, 2. Aduk
Education, 3. Content Skills — Reading and Writing, 4. Content Skills — Basic
Education and Employment, 5. Counselling and Assessment, 6. Academic Research.
Unfortunately, the tnition fees for this Master Program are high and given the
precarious financial situation of many literacy instructors, it is questonable how many
of them have the chance to take part in the program. At present, the geographic
locadon of the College of Education also seems to present an additional barrier to
accessing the program, therefore, establishing similar programs in other German
colleges and universities would be very desirable. Nonetheless, the Master Program
closes a much-dehated and very impottant gap in comprehensive literacy education
and is a very promising model for future teacher qualifications.
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4 Future perspectives and desiderata

As this article has shown, much is left to be done on the way to a comprchensive,
individual and qualitatively high system of literacy educaton in Germany. However,
during the past four years important changes have been inidated and promising
initiatives have been implemented. Improved teacher education and increased aceess to
literacy instnuction for all learners continue to be the most pressing demands.
Howevet, the combination of national efforts and the collaboration with other
European and intemational literacy netwotks, such as LESLLA, strengthen the present
endeavours and point out new paths to further improverments in the system.
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VIDEO-BASED TEACHER TRAINING MATERIAL FOR GERMAN-AS-A-
SECOND-LANGUAGE LITERACY TEACHERS!

Karen Schramm, Herder-Institute, Leipzig University
Diana Feick, Herder-Institute, Leipzig University

1 Intrmoduction

Teacher training for LESLLA classrooms has been identificd as one of the major
priorities by members of the EU-Speak project that aims to "capnuee, celebrate and
share local best practice in pravision of sccond language (L.2) teaching and professional
training of tutors to immigrant adults at Basic User Level" (see EU-Speak 2010-2011).
The number of MA programs and in-scrvice teacher training programs in urope
explicitly addressing L2 literacy teaching to immigrant adults scems low compared to
the educational challenges we are facing in this domain. The authors of this paper
petceive not only the need to expand L2 literacy teacher training to meet the great
demand of teachers in this field, but also to discuss on an intcrnational scale how such
programs can best suppott professionals in their attempt to acquire and inprove the
teaching skills needed for their complex work. The question that we would therefore
like 10 address in this paper with regard to German as a second language (GSI) is how
video-based tasks can suppott literacy teacher training, As 4 starting point, we give a
brief overview of literacy-oriented German integration courses in section 2 in order to
show the urgent need for teacher training in the field of GSL literacy. Section 3
introduces major characieristics of an in-service teacher training program established at
Leipzig University for GSL teachers in literacy classes because it provides the
background for owr attempts at developing video-based teacher training material. After
brief reflections on the general functions of video use in teacher training and the
particular challenges of videography in literacy classtooms, section 4 outlines and
illustrates the four-step procedure "Watch — Describe — Reflect — Construct Teaching
Maxims" that we use in video-observadon and transcript-analysis tasks for GSL
literacy teacher training.

' We would like to thank two anonymous peer reviewers for their very helpful comments and Casey M.
Haves for native speaker ediring of this paper.

2 'This learning partnership is being funded by the Buropean Commission in the Gruadivig progmm from
2010 to 2012,

Schéneberger, van de Craats and urvers
LESLLA Proceedings 2010
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2 Demands of GSL. literacy edication and GSL fiteracy teacher fraining

In 2005, a new immigration law came into effect that has great impact on language
leatning programs for adult immigrants who either want to live or already live in
Germany (Geselz Gber den Aufenthalt, die Erwerbstirigkeit und die Tntegration von
Auskindern im Bundesgebiet Aufenthaltsgesetz — AufenthG 2004). For legal entry of
immigrant spouses, the law — with some exceptions® — requires a certificate of basic
oral and written German skills at the Al level according to the Common European
Framework of Reference (see Council of Eurepe 2001). It also obliges immigrant
residents with oral or written German skills below the B1 level who receive public
welfate or who have heen classified as being in special need of integraton to
patticipate iz a so-called integration course; and it entitles other immigrants with
German language skills below the B1 level to the right to participate in these federally
subsidized courses at the price of 1€ (euro) per lesson. Integration courses usually
comptise 600 lessens of langnage learning and 45 lessons of so-called {political and
cultural) orientation. They aim at oral and written language skills atr the Bl level,
certified on the basis of a scaled A2-B1 language test that is compulsory for obliged
participants. Accotding to the figures of the Federa/ Qffice for Migration and Refiegees
(BAMF 2011: 10, 2011: 13), in 2010 83.818 people completed their integration coutse
and 51.791 of those (including 2.570 who repeated the test) passed the test at the B1
level

After 2005, the number of leamers in literacy-oriented integration courses sharply
incteased and made the urgent need for concepts for LESLLA learners more apparent
than ever before in German history. As Table 1 shows, the petcentage of learners in
GSL literacy classes rose from 4.1 % in 2005 and 2006 to 14.1 % and 13.6 % of all
participants in integration courses in 2009 and 2010. Altopether, more than 68.000
learners have attended GSL literacy chasses since the establishment of the integration
course system (see Table 1). The responsible Federa/ Office for Migration and Refigees
(BAME) reacted to this development with a "preliminary framework for integration
courses including GSL literacy acquisiion” in 2007 (Feldmeier, 2007} and, after two
more vears of experience and discussion, with the "framework for intepration courses
including GSL literacy acquisition” in 2009 (Feldmeiet, 2009). It allows For 945 to 1245
subsidized lessons for GSL literacy learnets (for combined training in literacy, oral
language, and language learning autonomy) and provides general methodical and
curricular guidelines for teachets in such classes.

¥ Exceptions are U ciizens and their spouses, mentally, physically or psychologically challenged persons,
persons with a university degree and a so-called discernable lower need of integration, persons who only
want to live in Germany temporarily as well as spouses of so-called highly qualified persons, of tescatchers,
of company founders, of perscns entitled to political asylurm, of refugees, of permanent residents of another
EU-state or from Australia, Isracl, Japan, Canada, the Republic of I{orea, New Zealand or the United Seates.
? For a critical review of the polical development, see Krumm's positicn in Goethe Insdtat (2009) who
atgues that the current immigration laws may constitute a violaton of the humaa tight of funilies to be
together,

# Leamers who pass the test at the B1 level within two yeats of compledon of their integradon coutsce
receive a refund of 50% of their integration course fees; the Bl level also cutitles them to peemanent
residency one year eatlier than the regular requirement of 8 years,

“ Tor a critical review of the GSL litetacy course system, see Schramm (2011).
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A survey study conducted in a representative sample of 60 integration courses by
the Federal Office for Migration and Refugees (Rother, 2010) provides detailed information
on the participants of these GSL literacy classes. Accotding to this study, 72.2 % of the
learners in GSL literacy classes are women {as opposed to 63.6 % in other integration
courses, see Rother, 2010: 17). The average age of the learners is 41.6 years (as
opposed to roughly 8 years younger in other integration coutses}); the age in this survey
ranged from 16 to 82 (Rother, 2010: 17). The leatnets' most frequent first languages
are Kurdish (22.4%), Arabic (14.1%), Turkish (11.0%), Russian (9.8%), Albanian
(6.1%) and Farsi (4.7%) (Rother, 2010: 23; also see Table 2 on the countries/regions of
birth of the learnets).

Table 1: Development of absolute nuinbers and relative percewiages of learners in GSL literacy classes

2005 and 20078 2008° 20090 20101
20007

Number of learners in literacy-  10.215 12.546 16905 16338  12.093

criented intepration courses

Percentage of learners in 4.1 11.0 13.9 14.1 13.6
literacy-oriented integration

courses compated to all

leatners in integration courses

Table 2: Countries/ regions of birth of the questioned learners according fo sex: and age (fransiated
Jrom Rother, 20710: 20)

Number Percentage Percentage Petcentage Mean

total male female age
Turkey 112 227 % 8.8 % 277 % 429
West, Central and South Asia 85 17.2 % 25.0% 144 % 41.0
{without Irac)
Iraq 66 13.4 % 257 % B.6% 31.6
States of the Commonwealth 58 11.7 % 19.1 % B8.9% 47.1
of Independent States
Ex-Yugoslavia and Albania 41 8.3 % 51% 95% 432
East and Southeast Asia 36 7.3 % 2.2% 25% 453
Aftica (without Notth Africa) 36 7.3 % 2.2% 25% 40.3
North Afrca 30 6.1 % 29% 69% 43.8
EU-15 13 2.6 % 5.1% 1.7% 507
EU-12 6 1.2 % 1.5% 09% 442
Middle/South Ametica 6 1.2 % 0.7 % 1.4%  38.6
Germany 5 1.0 % 1.5 % 09% 274

* See BAMF (2008: 5},
% See BAMT (2008: 5},
» See BAMT (2009: 3},
19 See BAMF (2011: 5).
1 See BAMF (2011: 5).
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Total 494 160.0 % 1000%  1000% 41.6
Unfortunately, the information on leamners' level of literacy provided by Rother {see
Table 3) is somewhat skewed by a problematic use of terminclogy; apainst the
background of a total lack of studies in this field, it nevertheless provides helpful hints
about course structure. Her report is based on double-checked teacher- and leatner-
reports. Learners who were able to do so, filled out their written questionnaite in their
first language. Other learners were questioned hy their teachers orally — if necessary
with the help of a translator — who marked the written questionnaires for the learners.
Teachers were also asked to complete a written questionnaire concetning their
observations of each individual student and conceming themselves and the whole
class. In the case of a contradiction berween leamer and teacher report, Rother (2010)
relied on the teacher information; in the case of a missing report, Rother (2010) relied
on the single source of information.

On this basis, she considers the petcentage of primarily ilfiterate learsiers to be 37 (also
see footnote 13). Fimglional iffiteragy in the first language, operationalized by Rother
(2010: 28) as reading and writing skills below the B2 level,'? is reported for another
19% of learners with a non-Roman alphabet in their first language and another 16% of
learners using the Roman alphabet to write their first language. Yet another 6.6% of
leatners have originally acquired wiiting skills nsing the Roman alphabet at the B2 level
or higher levels, but are now nevertheless considered to be somewbar functionally illiterate
in their first language (also see footnote 14). Finally, the percentage of so-called second
seripi fearners with reading and writing skills in a non-Roman alphabet at the B2 level
and higher was establislied as 21.4 % {also see footnote 15).

The challenge of teaching groups of leatners who are that heterogeneous in terms
of age, language background, and literacy expetience is further aggravated by the fact
that the oral GSL skills of many participants are very basic; according to teacher-
reports, the listening skills of more than 55% of leatnets are below the Al level and
those of more than 85% of leamets are below the A2 level (see Rother, 2010: 32).

Teachers of these heterogeneous GSL literacy classes are certified and experienced
in teaching German as a second lanpuage, but vsually have no formal and ILittle
practical background in fostering literacy acquisidon: Rother states that "33.3% of
them have little or almost no expedence in litetacy classes, 13.0% have mote than 6
months, 24,1 % more than one year, 14.8 % more than three years and another 14.8 %
more than five years of experience in literacy classes" (translated from Rother 2010:
16).

To summarize, the recent increase in GSL literacy learner numbers, the challenges
posed by leamer heterogeneity and low orals skills combined with the fact that
integration course teachers from a GSL background usually lack formal education and
practical experience in the literacy domain establish an urgent need for teacher training
in the field of GSL literacy.

12 The approach taken by Rother (2010) to usc the levels of the Common European Framework of
Reference to determine functional literacy appeats questionable in terms of validity to the authors of this

paper.
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Table 3: Literacy levels of the questioned Jearners aceording 1o sexc and age (translated from Rother,
2010: 29)

Number Percentage Petcentape Percentape Mean
total male female  age
Primarily illiterate!® persons in L1 185 37.0% 272 % 414% 41.2
Functionally ... a non-Roman 95 19.0 % 257 % 159% 417
illiterate alphabet in L1 and
personsin  an Al, A2 or Bl
L1 with.. reading and writing
ability in L1
... a Roman 80 16.0 % 11.0 % 18.1% 43.7
alphabet in L1 and
an Al, A2 or Bl
reading & writing
ability in L1
... a Roman 33 6.6 % 29% T4% 422
alphabet in L1 and a
B2,Clor C2
reading & writing
ability in L1!#
Second-script learners!® (with B2, 107 214 % 331 % 173% 406
C1 ot C2 level writing ability in
an L1 using a non-Roman
alphabet)
‘Total 500 1000% 1000%  1000% 416

13 In her study, Rother {2010: 28) defined priwary iffiteragy as being withont reading and writing skills. As faras
can be reconstructed from the questonnaires used in her study, this concept was operationalized by the
following learner and teacher reports: The leamer answeted that he or she can neither write in his or her
mother tongue nor in any other language. The teacher answered that the leamer has "no” reading and "no”
writing ability in his or her mother tongue (as opposed to "below Al level”, see Rother 2010: 61). The
authors of this paper consider the tenn sofe/ #literagy to be more suitable in this case because this
operationalization concerns the skills level, not the temporal aspect of whether the students leamed how to
read and write in school {see Linde 2008}.

'+ Rother notes that it is problematic to claim that this group is feraiesalfy iliterate and therefore calls them
"somewhat functionally illiterate” (iranslated from Rother, 2010; 28), 1t is not clear from her study whether
these leamncts ate seconrdarily illiterate or not.

15 Using the term secoud-seript feamers only for learners who have attained at least B2 wiiting ability in their
first language, Rother (2010} considers learners with fitst langnage wiiting ability at a lower level to hbe
Jundtionally illiterate. The authors of this paper not only have doubts conceming the teachers' abilides 1o
reliably assess the various L1 reading and wiiting skills of their leamers, but also question Rother’s use of
terminology that does not distnguish between non-Roman alphabets and non-alphabetic scripts.
Prablematically, she defines second-seript Jearers as leamers "whe have attained functional literacy in a non-
Roman alphabet” and "who thus focus on leaming a second script in the integration course” (translated
from Rother, 2010: 28) — thereby simply ovetlooking the fact that non-alphabetic writing systems exist.
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3 The Leipzig deacher training program for GSL teachers in literacy elasses

To addtess the aforementoned reasons, we established the Leipzig program for in-
service GSL literacy teachers at the Herder Institute of Leipzig University in 2008 (see
Heintze & Schtamm, 2010). It consists of 16 modules of five 45-minutes lessons
usually offered on eight weekends (Friday afternoon and Saturday morning) over the
span of neatly one yeat. Figure 1 shows the titles of the modules that are closely
related to the relevant standards set by the Federa/ Office for Migration and Refugees
(BAMF) for GSL literacy teacher training and that therefore allow for a certification by
the Federal Office for Migration and Refugees. Despite their usually high wotkload caused by
their employment as rather low-paid freelancers!é, more than 120 teachers have
completed this ambidous program that particulatly aims at a strong interrelatedness of
practical and theoretical issues. In one direction, the practical expetiences and
patticularly the challenges faced by teacher participants generate the research agenda
on GSL litetacy at the Herder-Institute, and in the other direction we use case studies,
leatner data etc. from published and ongoing tesearch in the teacher training program.
This fruitful exchange has also led us to team-teach most of our modules in pairs of an
cxperienced GSL literacy classtoom teacher and a GSL literacy researcher. Using a
moodle platform, an open soutce community-based e-learning environment, the
ptogtam aims at building sustainable netwotks of teachers who continue to discuss
classroom problems and to exchange ideas and materal for their daily teaching after
they have completed the 16 modules.

Module 1: Target groups and goals of L2 literacy programs

Module 2: Socio-cultural aspects and leatner biographies

Module 3: Linguistic aspects of literacy acquisition

Module 4 Teaching methods for the literacy classtoom

Module 5: Placement, counselling, and learner evaluation

Module 6: Leatning difficulties / dyslexia

Module 7: Phonological awareness

Module 8: Contrastive elements in L2 literacy programs

Module 9: Learner autonomy

Module 10: Activity-orientation / literacy as social practice

Module 11: Building (oral} vocabulary and grammarx

Module 12: Visual material in the L2 literacy classroom

Module 13 Teaching material (development}

Module 14: Digital media in the L2 literacy classroom

Module 15: Transferable teaching skilis

Module 16: Transidons from literacy classtooms to regular integration
coutses

Figure 1: Modules of the Leipzig in-service teacher iraining program for GSL literacy teachers

6 According to figures of the-Ministry of the Interior, payment varies between less than 10 € to 25 € per
lesson (Bundesministerium des Inneren 2006: 158.)
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Constant evaluation by the teacher participants helps us to maintain and imptove the
quality of the program. A particular focus of quality improvement in 2013 and 2011
has been the integration of video material into several modules. We were able to reach
this poal in a joint project with the Goethe Instiute Miinchen that funded the
development of video-based teacher training material for German-as-a-foreign-
language teachers preparing spouses to pass the Al level test (see Feick, Heintze &
Schramm, 2010 and also Feick, Heintze & Schramm, in progress). The next section
therefore outlines functons of video use in teacher training (section 4.1} and highlights
aspects that are particular to videography in the L2 literacy classroom (section 4.2). We
then make a suggestion on how to structure video observation (section 4.3) and
transcript-analysis tasks (section 4.4).

4 VVideo-based GSL fiteragy teacher training

4.1 General functions of video nse in teacher traiming

Since the TIMSS!"-studies in 1995 and 1999 "have elicited a world-wide boom of
video-based classroom studies" (translated from Pauli & Reusser, 2006: 775), the field
of foreign language teaching has increasingly inquired into the particular research
potential of videos and multimedia transcriptions for analyzing foreign language
lessons (e.g., see Chavez, 2007; DESI-Konsortium, 2006; Dufficy, 2004; Mackey, 2006;
Mempel, 2010; Morgan, 2007; Ricart Brede, 2011) and for teacher training (e.g., see
Giegersen, 2007; Helmke et al, 2007; Mackey, Polio & McDonough, 2004; Osam &
Balbay, 2004). In theit review of video-based research on language teaching and
learning, Schramm & Aguado (2010) conclude that video use holds high potential for
lanpuage teacher training:

Of patticular interest for teacher training seems to be the video-based, co-
operative, multi-perspective co-construction of professionally  relevant
knowledge and the joint development of alternative ways of action; these
requitre critical, tespectful as well as appteciadve observations of lessons taught
by others ot by oneself. Detailed discussions of "cases” — be they one's own or
those of colleagues —, serve (a) to heighten self-perception, {(b) to detect habits
and patterns, {¢) to identfy action-directing cognitons and finally (d) to
develop altemative behavior and action patterns.

(translated from Schramm & Aguado 2010: 209)

An important advantage of using videos as opposed to the observation of ongoing
lessons is that they provide opportunities for collaborative reflection that is free from
the time and action constraints in the classroom, and that they stll allow for practically
oriented, easily transfetable, inductive learning from real lesson incidences. As Pauli &
Reusser (2006: 792) have pointed out, they can also serve as reference objects for the
development of a professional language.

17 'TIMSS = Third Intetnational Mathematics and Science Study.
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4.2 Videography in the 1.2 Feracy classroom

In order to be able to use these advantages for teacher training in tbe field of GSL
literacy, we need videos taken in such classrooms, In our videographic documentation
of so far 42 GSL literacy lessons, several decisions were related to the specific nature
of these classrooms. In the pre-production phase, access to leamer groups was of
special concern to us because we expected reluctance to videography on the side of the
learners either refated to an Islamic background or possibly due to shame concerning
weak reading and writing skills, Ex-participants of the teacher training program
outlined in section 3 and partner institutions for L2 literacy training from the EU-
Speak project proved to be helpful gatckeepers in our attempts at winning the
informed consent of learners to a videographic data collection. Written consent forms
were explained to the students in detail by their teachers, and a payment of 30.00 € (in
2010} or 40.00 € (in 2011) was offered to them. The teacher received a payment of
50.00 € in 2010 and 100,00 € in 2011 for the additional effort of preparing and
coordinating the videography with the camera team. Using a digital hand-held camera,
two external microphones and no artificial illumination, a documentary film team of
only two was to focus particularly on individual learning processes, partner and group
interaction, but also to capture relevant teacher activities.

In the production phase, the deployment of a young cameraman with an
immigration backgtound may have increased the leamers' confidence. He followed
leatner actions intuitively (e.g., gestures, dialogues) and used a combination of close-
ups, medium shots and long shots to capture leatning and classroom interaction
conflicts in an audiovisually aesthetic way. A focus on close-ups of individual leamers,
especially their hands and working material, helped to capture the difficulties of
LESLLA learnets in (pre)writing and (pre)reading activities.

In the post-production phase, the cameraman cut and edited the material following
dramaturgic principles {e.g., lesson phases and conflicts). Second language literacy
experts used these videos to produce screening protocols concerning the chronological
organization of the lesson and patticulatly the thematic relevance for specific teacher
training modules. The chosen sequences retain their original order and synchronic
sound, yer aze narrated through the montage of shots of classroom scenes. In many
cases, the combination of audible leamer-teacher dialogues and visible close-ups of
hands working with the material teveal problem solution processes generated by a task.

Without doubt, it is time-consuming and thus costly to produce such professional
video material. For a two-day shooting of a class with eight ¥ ten lessons, we needed
about 70 hours of pre- and post-production including the selection of material for task
development. The ratio of video material selected for the teacher trainer tasks to the
cdited material was 1:3.18 This selected video material then served as the basis for the
production of video-observation tasks (see secdon 4.3) and of transcript-analysis tasks
(see section 4.4).

4.3 Video-observation tasks

The video-observation tasks we developed usually follow a four-step procedure
outlined in Figure 2. In the first step, teacher participants ate asked to watch the

18 The ratio of selected material to filmed raw material was 1: 4,5,
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sequence at least once, The video material might show a longer classroom sequence
(e.g., 2 lesson of 45 minutes) that has heen reduced to a video sequence of about 10
minutes by focusing on the lesson's transitions between phases and/or representative
pieces of each lesson phase so that the macro-structure of the lesson becomes
apparent. Such macro-structural video sequences lend themselves to a reconstruction
of the learning poals in step 2 and a critical appraisal concermning their sequential
atrangement in step 3. Such critical apptaisal can, for example, be based on a
comparison with a theoretical sequence model and can include suggestions for
improvement such as re-organizing the order of the lesson phases, changing, or
enriching them. Step 3 also includes the responsible group's selection of a video
segment for presentation to the whole class and its critical appraisal by the expert
groups that serves as the basis for discussion in the whole group. This discussion does
not necessarily have to lead to a group consensus conceming teaching maxims for each
patticipant's own professional action. Instead, teacher participants are encouraged to
construct autonomous teaching maxims and to share these with the group.

Step 11 Watch Watching the video 1-3 times

Step2:  Describe Describing the sequence

Step 3 Reflect Critical appraisal of colleague’s work

Step4:  Construct Constructing maxims on own future teaching
Sharing of individual teaching maxims

Figure 2: Four-step procedure "WaDeReCon'!

Alternatively, the video-obsetvation task sequence might be a short sequence of
typically only 1 to 5 minutes with a focus on the micro-level, such video sequences
allow for contrasting methodic procedures or for observing individual learning
processes.

4.4 Transcript-analysis tatks

In addition to the video-obsetvation tasks, we developed transcript analysis tasks that
require a closet analysis of teacher-learner or leamer-learner interactions. The basic
structure of the four-step procedure of WaDeReCon remains, but with these tasks,
teacher participants are encouraged to watch the video first and then follow the exact
details in the transcript when they re-start the video sequence for a second time. Figure
3 shows an example of a transcript produced with the software EXMARaLDA (see
Rehbein et al., 2004) using basic HIAT conventions (see Ehlich, 1992). The transcript
provides information on simultaneous actions like a musical score does. One line
documents the verbal actions of the teacher with the pseudonym L; another line shows
the verbal acton of a student with the pseudonyms ALMI. The five score areas
numbered 8 to 12 show pan of a student-teacher interaction on the German definite
plural "die” (English: "the"). The two-page transcript that we work on with teacher
participants is longer than the excerpt shown in Figure 3.

For the second step of describing the video sequence, we consider scaffolds like
the one shown in Figure 4 to be helpful. On the left, the excerpt from an exemplary
table lists the German student and teacher utterances which have been translated into
English for the purpose of this paper. On the right hand side, the teacher participants
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(c) If I do not speak the student's first language, T ask him or her for a comparison
with the first language (contrastive approach).

(d) When such Ll-relared incidences occur, 1 try to learn about features of the
student's first language from linguistic relerence lools {e.g, sce Buschfeld &
Schéneberger, 2010} afrer ¢lass.

The suggested analysis and critical appraisal of an empirically documented teacher-
student wteracton on a lingustcally informed basis is to serve as an example on how
we envision the use of video-based transcripr-analysis tasks in GBI literacy teacher
training. It relies on the same patrern of wartching, describing, reflecting, and
constructing mndividual teaching maxims for use in the classroom as we suggested for
video observarion tasks in scction 4.3,

5 Conclusions

In this paper, we intended to show thar in Germany, an urgent need for G, lireracy
reacher instructon has arsen since the introduction of the Inregration course system in
2005. We Dbriefly skerched the Leipzig teacher training program for GsL literucy
reachers in otder to describe video-based teacher rraining marerial thar we developed
for this context. Videography in the L2 lireracy classroom 1s an cthieally, financially,
and artistically challenging endeavor thar, if done well, can serve for the -devcl()pmm:lr
of video-observation tasks and tanscript-analysis tasks. With examples, we tllustrated a
four-step procedure (WaleReCon) for working with such video-based rasks. Further
acrion research and more encompassing research on teaching skills (see e.g., Seidel &
Prenzel, 2007) nceds o provide empirical cvidence of how successful such video-
hased tasks are, if implemented on a larger scale or in hlended learning concepts.
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WRITING TO A BRIEF: CREATING FICTION FOR IMMIGRANT
ADULTS

Margaret Wilkinson & Martha Young-Scholten, Newcastle University

1 Introduction

It is widely observed that we become proficient readers by reading both in our first
language and in a second language, and that this is most successful when we [eac.l for
pleasure and at our own pace; see e.g. Grabe (1988); Krashen (1988). What is variably
termed extensive reading, sustained silent reading and free voluntary reading can also
provide access to the sort of culturally rich materials which Pang & Kamil (2004) argue
is essential in 1.2 reading development. Perhaps most importantly for second language
readers, reading for pleasure is climed to contribute to development of
morphosyntactic competence and vocabulary (Krashen, 2004; Natim:l, 1997,
respectively). Reading thus constitutes an additional soutce of input, and this can be
crucial for immigrant adults who may otherwise have little contact with native speakers
of the L2. However, reading for pleasure, outside the classroom, is not a2 common
practice in adult low-educated second language and literacy acquisition (see Young-
Scholten 8 Naeb, 2010).

LESLLA learners face a ‘dual burden’ (Tarone, Bigelow & Hansen, forthcoming;
Young-Scholten & Strom, 2006): they are stll in the process of acquiring linguistic
competence in the L2 in which they are learning to read without native language
reading skills to wransfer. The burden is actual a triple one: unlike educated, literate L2
learners, LESLLA leatnets do not have access to the many written sources of additional
(and often authentic) input, ranging from food labels, timetables and web pages to
newspapers, magazines and books. Upon closer examination (see Young-Scholten &
Maguire, 2009), it turns out that thete is too little appropriate fiction available to
motivate or enable LESLLA learners to develop the habir of reading for pleasure. This
paper is devoted to this final point: how can sufficient fiction be made available to
result in six books per student in each class (see e.g. Rodrigo et al. 2007). In the
following, we describe how witers as well as (previously) non-writers can be engaged
in the task of writing fiction to a brief that asked them to apply various principles of
linguistic accessibility and incorporate elements of cracking good fiction in short books
aimed at adult LESLLA learners.

Schéneberget, van de Craats and Kurvers
LESLLA Proceedings 2010
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2 Extensive reading and the availabifity of books

According to Rodrigo et al. (2007), adults in literacy classes in the USA rarely read for
pleasure. To address this situation, they implemented an extensive reading programme
with a group of 43 low-literate adults. Although the reading levels of the 16% in the
group who were L2 leamers were higher than that of LESLLA leatners - comparable to
cight-to-ten year old children’s levels — the implications of their findings informed the
present study: adults who had never read an entire book began to read for pleasute and
they overwhelmingly preferred peneral ficdon. Of the 249 fiction, biography and non-
fiction books made available, there were 246 readings in the genetal fiction categoty.
While extensive reading programumes begin in the classtoom, the goal is to establish
the habit of reading for pleasure outside the classroom. Success in doing so depends
heavily on choice of books. Rodtigo et al. made toughly six books available for every
student; othets recommend between two and four different books for each student in
a piven class (Day & Bamford, 1998).! There may be a shelf books in the LESLLA
classroom,? but the majority of publishers’ books tend not to be at sufficiently low
levels to allow indepedent reading ot ate not directed at the adult immigrant reader,
but at native speaking illiterates or young children (see Wallace (2008) for problemns
adult immigrants have with the latter texts). Teachers and their LESLLA students have
long attempted to fill the gap by writing their own books (Peyton, 1993). Yet while
teacher- and student-written books might meet local pedagogical aims they might not
be approptiate for a library of books for independent pleasure reading,

3 Engaging and accessible frction

Our assumption is that writing to the brief described above will result in Hetion as
engaging as good children’s (or adults’) literature yet which is linguisticallly accessible
to LESLLA leamers. Children’s literature might seem appropdate, but in addition to the
cultural problems noted in Wallace (2008) we peint out that books for five- and six-
year old children are written for readers whose lingunistic competence is nearing that of
the adults in their speech communities (see Young-Scholten & Maguire, 2009). Syntax
and lexis aimed at such readers severely reduces the LESLLA leamnet’s inability to
comprehend the text. When attempting to read independently, for pleasure, the reader
always has the option of stopping and turning to another activity (Birch, 2002). This is
equally true with respect to the story itself: if the narrative does not compel the reader
to read the next sentence or to turn the next page, s/he will stop and do something
else. The effect of an engaging text poes beyond its powet to keep the reader on task;
when the text is interesting, learning new vocabulary while reading is more likely to
occut (Coady, 1997) and details mote likely to be retained (Lee, 2009). Like all fiction,
LESLLA fiction should be aeessible and engaging, and there must be a dhodce of books. There

'Avid readers in literate societies may only experience reduced choice of reading material when living in
countries where they do not speak the language. In minority languages and in less litcrate societies, choice of
ficdon is also often limited. In post-colenial sub-Saharan Africa, for example, there is fiction available in
French and English, but in other languages thete may be very litle (c.g. in Rwanda, thete atc apparently less
than 50 fiction books in Kinyarwanda).

2 This assumption is based on out own obscrvations of classrooms and discussion with teachers.
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is considerable potential in establishing the habit of reading for pleasure with its
attendant benefits if what we term ‘simply cracking pood stoties’ are available in
sufficient quantity.

3.1 Engaging fiction

In order to write engaging fiction, the writer needs to consider charactet, story, scene
and drama, The main charactet, the protagonist must be someone we care about. He
or she must have a desite, one which is plausible for its context. Interest is enhanced if
the desire is strong, and the stakes are high. In terms of structure, stories have a
beginning, middle and end. The beginning establishes the main character’s desire; in
the middle, obstacles prevent the protagonist from fulfulling his/her desire. This can
be drawn out, with obstacles mounting, and when this occurs, the desire becomes
stronger in response as the story progresses. The reader’s sympathy for a character is
heightened with each mountng obstacle. At the end, something has changed for the
character, and not necessatily fulfillment of that desite. Thus the story starts with a
status quo which is disrupted by a ‘trigger’ (which could be anything, from a change in
the weather to a murder) that alters the chatacter’s citcumstances. It is this change of
circumstance that cteates a desire. In the end, the protagonist’s circumstances,
relationships, understanding/world view wilt have changed. Final surprises and twists
of narrative (reversals) enhance the reader’s experience upon completing the book?
Writing in scenes creates immediacy and draws the teader in. This involves
focusing on what the character does in time and place, and requires both more effort
from the writer as well as from the reader who theteby becomes more enpaged with
the text through making inferences. Concrete details impart a sense of reality.
Adjectives and advetbs are used sparingly not only because they add to linguistic
complexity but also because they impede the reader’s personal visualisation of the
situation and characters. Use of direct speech/d.ialogue rather than reported speech or
no speech is both linguistically simpler and also helps to create a scene because with its
use, time and place are implied. Use of dialogue generally means use of the present
tense which in turn keeps the acton vivid and immediate, thus engaging the reader.

In summary, a character we care about whose life is distrupted by a succession of
obstacles that build the character’s desire to retutn to the status quo of to change it
creates page-turning dramatic tension, and writing in present tense, in scenes and using
ditect speech/dialogue, encourages the adult reader to interpret the text, to make
inferences from his/her own life expetiences, which further enhances involvement
with the story and the characters,

3.2 Why inferences are important

Requiring a readet to interpret a text, no matter how linguistically simple, is a way of
involving the reader directly in the story. In fact, the reader’s response is necessary in
order to complete, understand, and enhance the story. Providing the reader with
incomplete information, or delaying the release of information, is also a technique to

3 Hollywood films nicely demonstrate reversals; see {or watch) for example Tom Hanks in Castaway or
Geotge Clooney in Up in the Air.



106 Margarer Witkiron aud Martha Yomg-Scholien

keep the reader nurning the pages of a stoty in order to find this information. The need
to read more deeply into a text, and to make inferences from a vast wealth of life
cxpericnces, is particulatly appropriate for adults, including emergent LESLLA readers.
While the argumient could be made that this is too cognitively challenging for such
individuals, all adults constantly make inferences duting interactions with others, and
emergent readers simply need to transfer to written text what they automatcally do
during speaking. Therefore our advice is always to:

(1) n  Avoid spoon feeding the reader information
b Avoid stating things explicitly
¢ Write in scenes
d  Write in present tense
e Avoid making explicit observations and summations
f  Delay rhe release of information
g When possible, use dialogue.

Wriring in scenes in present tense encoutages the wtiter to say less and imply more
because the action is described moment by moment as it occurs. This discourages the
writer from summarising events for the reader, interpreting cvents for the reader,
and/or coming to conclusions for the reader. The reader must do these things for
him /herself.

Well-written dialogue, occurring in scenes, also asks the reader to get involved by
interpreting what is said. In this way the adult reader in particular uses his/her own
expectations, experiences, and assumptions in order to infer telationships, context,
emotons, ohjectives and conflict, particularly while reading dialogue. In shott, pood
dialogue is hrief, under-written, usually not linguistically challenging, and vet requires
the reader to participate by inferring meaning, Likewise, well written scenes, containing
good dialogue, are immediate, under-written, but sdll not linguistically challenging- vet
such scenes challenge the reader in ways appropriate to their life experience, by
requiring interpretation.

33 Linguistically accessible fiction

Adults with lirtle or no native language education whose linguistic competence is at a
low level seem to make the slowest progtess in reading (see e..g. Young-Scholten &
Strom, 2006). 1t is also chis group of readers for whom thete are by far the fewest
books (Young-Scholten & Maguire 2009). The linguistic component of writing to a
brief therefore takes such leaeners mto consideration. The objective is to write text that
is easy enough to process to enable comprehension. Readers whe are just beginning to
be able to sound out words require mono- or bisyllabic words composed of CVC
syllables. These should be regularly spelled words, and if the orthography is opague,
with a range of irrcgular spclling patterns (as in Danish and English), any irregularly
spelled words should be those high frequency words which ate already in teaders’ sight
word repertoites. The writer can exploit LESLLA readers’ awareness of syllable, onset
and rhyme through rhyming and alliteration, and text can also be effectively repeated.
This will result in prose more closely resembling poetry. Vocabulary should consist of
concrete verbs, nouns (and only where necessary adjectives and adverbs) which are
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relevant to readers’ lives; 98% of the vocabulary used in a fiction book should be
known by the reader (Hscuh-Chau & Nation, 2000). The requirement that most words
be known by the reader is one that should be raken seriously. While the verdict is
pethaps still out on whether one can leam vocabulary through reading, i.e. implicitly,
the goal of reading for pleasure is first and foremost building 1.1511.A learners’ reading
stamina.

Sentences in the stories should be written with reference to Otganic Grammar
stages 1 and 2 (Vainikka & Young-Scholten, 2005); MacMillan Starter Level (Appendix
2) is along the same fines, but not sufficiently detailed. The table in Appendix 1 is the
result of work on uninstructed immigrant learners of German dating back to Vainikka
& Young-Scholten (1994) and more recent work on L2 English (see Young-Scholten
& Tjuin, 2006). Under Organic Grammar, the leamer builds up the syntax of the 1.2
from the basic lexical projection, Verb Phrase (VP) whose order is initially wansferred
from the nadve language. Thus when they are firse starting to learn English, Farsi
learners, for cxample, whose nadve language VP is hcead-fimal (the complement
precedes the verb) produce utterances such as those in {2) (Mobaraki, Vainikka &
Young-Scholten, 2008) from children who were eight and nine years old when dat
collection began (as soon as they were exposed to Lnglish in school in the UK); 5
stands for the (usually formightly) session.

2y a My ice-cream like, (Melissa S 4)
b We tennis play. (Bernard S 4}
¢ Spot cupboard have. {(Melissa §7)
d  This chicken on the tracter sitting.  (Melissa S 8)
e Monday apple eat, (Bernard 5 9)

At the next stage of early development, second language learners figure out the order
of the target language VP. For English, expected utterances at this stage are (5)VO or
(subject) verb-object. Subjects may be missing, and pronominal subjects and objects
are overall much less frequent than proper nouns. Learners produce sinple-clause
declarative sentences, with no embedded or conjoined clauses. At these stages, there is
an overall absense of functional morphology. When writing fiction for learners at this
stage, this then means thar proper nouns instead of pronouns should be used,
sentences should contain only a single SVO clause where the vetb is a main/ thematic
one. Although learners at this stage produce few copulas, given the near impossibilicy
of writing a story without them and certainly given the teaching of third person
singular copulas, in writing ficdon /5 (or its equivalent in other languages) can be used.
It is also impossible to write prammatical fiction without using various other function
words such as articles. While adjectives, adverbs and preposidons may have high
semantic content, their inclusion in fiction can slow down readers’ processing of
written, text. The puiding principle for the writing of LESLLA fiction is that sentences
be shott and every word chosen have very high semantic content to allow maximum
ease of processing while teading. The longer it takes an emergent reader to get to the
end of a sentence, the worse his/her comprehension of the story. Accessibility also

+ Although examples here are from (older) children, these are also epresentative of adub second lanpuage
acquisition; since 1994 we have claimed that there are ne fundamental dilferences in younger and older
leamers’ second binguage acquision of morphosyntax.
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entails avoiding discoutse devices typically employed for text cohesion (see Whiteside
2008 for LEsLLA readers’ difficultes with these). Creative use of dialogue and of
supporting illustration can substtute for many of these linguistic elements.

34 Ilmages

Books for young emergent readers are illustrated and we have generally followed suit
(but see below). We kept in mind that images influence the reader’s choice of book
(Rodrigo et al, 2007), and that images should ckary depict the concepts words
represent (Nadon, 2001). The illlustratons and photographs writers used turned out to
suppott the narrative by substituting for difficult text, e.g. to indicate passage of time.
Writers also used hoth book-end and bottom-of-the-page miniature picture glossaries.
When the univetsity student writers field tested their books (see below), they
discovered that the LESLLA leatners found the latier enjoyable and useful.

4 Whriting to the brief: How the stndent writers did if

During one semestet, teams of three language and linpuistics and/or creative writing
university students in northeast England were given a brief to write and illustrate a
fiction book of around 300 words that applied the above described principles of
engaging ficton and principles of linguistic simplification. This constituted a
module /course assignment for the lanpuage and linguistics students, who prepared
team-based posters and then wrote individual essays about the linguist decisions they
made as they wrote their books. Students were not marked on the fiction quality of
their books, but prizes were given for the best five books written (by creative writing
and language and linguistics students), as judged by the first author of this article (a
creative writet). Under the guidance of the second authot, students began the process
of writing their books by visiting local ESOL classes to determine the interests of the
potential readers. Through focus groups, the future writers discovered that LESLLA
students were interested in (in this order): funny stories, life in the UK, crime stories,
stories about the past, about immigrants and about famous people. They were less
intetested in adventute, horror, fantasy and romance. The language and linguistics
students had the opportunity to attend (optHonal) workshops on creative writing, and
the creative writing students had the opportunity to attend the weekly lectutes on
literacy that comprised the content of the module/coutse the language and linguistics
students took. Some students opted o write books in languages other than English,
Four of the students whose native languages were not English wrote their books in
Polish and German, following versions of Organic Grammar as applied to these
languages. One student studying linguistics and Japanese recognized the lack of such
books for beginning Japanese second language learncrs, and after the end of the
semestet wrote a third book in Japanese, Students provided images to accompany their

5 See hittp:/ /simplycrackinggoodstories. wordpress.com for posters describing the process the 2011 students

followed in writing their fiction books for LESLLA adults.
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boolks using clipast, their own photographs and their own drawing. See Appendices 3
and 4 for text and images from two books.

Before their assignments could be submitted, students had to field test the books in
the ESOL classes they visited. This typically involved two students listening to a
LESLLA student read the book out loud and keeping an account of wbere problems
occurred, and it also involved a focus group organized by one of the teachers where
the entire class evaluated eight books. During field testing, the writers discovered that
readers did not find the books sufficiently casy. Level of morphosyntax (as described
by Organic Grammat} was too high, and sentences contained difficult adverbs, idioms
and phrasal vetbs. They further discovered that they had not attended to visual
presentation of the text: Sans serif font neither too large nor too small was suggested,
and each sentence needed to have its own line. With respect to images, readers
preferred either photogtaphs or tealistic — not cattoon-like — drawings in bright,
primary colours. While the LESLLA readers expected the images to unambiguously
support the narrative, evidence that this might not be necessary comes from their
comments. When readers can articulate displeasure with images where there is no one-
to-one match with the text, this indicates that they understand the text. We do not yet
know what the relationship should be between images and text in books intended for
pleasure reading, and this is certainly an area worth further research.

After field testing, the writets revised their books and submitted them. These
books, including some which used proptietary images and Hollywood story lines, were
colour photocopied and distributed to the ESOL classes with which we worked.

5 From workshop to finished produect in detatl: Chiko (see Appendix 3)

It would be useful to look in mote detail at exactly how the writer moves from
imagining a story to actually wtiting it. The story we describe here shows an outcome
of the process, demanstrating many of the points we have determined to be crucial in
writing good stoties for new readers. These points include a sympathetic main
character, writing in scenes, liberal use of dialogue, use of concrete details, under-
written text allowing the reader to infer information, few adjectives and adverbs,
narrative build, change of circumstances, desire, frustration of desire, growing
problems, complications and conflict, and, of coutse, linguistic simplificadon. In this
story, there is a sympathetic character, Katie, who has a problem. Katie is uneasy with
her new husband’s family. She wants them to like her, but they ate very different to her
own family, Moreover she is lonely, bored, and far from home. In the story, Katie and
Jaki drive and drive and drive and dréve. .. indicating but not stating that Jali’s family live
very far away; the reader must infer this information not only from the next sentence,
but from the next several sentences. This pushes the emergent reader to work on
comprehension beyond the individual sentence, There are many other inferences to be
made by the reader as the story progresses. Events are not interpreted for the readet,
however using the context, the readet can infer conflict, emotons and objectives. Most
important, inferring rather than telling creates in the reader a need to know and
therefore to read on. Katie’s loneliness and her position as a stranger in the house due
to marriage is something many LESLLA readers will relate to. A temporary solution to
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Katie’s loneliness is a dog (Chiko) Jali brings home, but the problems Katie encountets
with her new in-laws grow worse and worse as her new dog causes more and more
cbaos. This serves to make the reader care about Kade.

The story has been written entirely in scenes. The reader is shown, in scenes, the
action of the story rather than told the story. When a story is shown in scenes, the
reader must participate to make sense of events. When the reader is told the story,
conclusions have already been drawn for the reader, who as a result remains outside
the story. Onr advice to write in scenes, especially in present tense (as demonstrated in
Chrko) puts the writer in a position in which the action can be described moment by
moment as it occurs, therefore discouraging the writer from summarising or
interpreting events for the reader. Writing in scenes also encoutages the use of
concrete and/or significant detail. In each scene pethaps one item is described and
focused on, giving the story grounding in the real world. Writing in scenes also
encourages the use of dialogue. Well-written dialogue, dialogue that does not obviously
give out information, but is motivated by conflict or desire, Is another oppormunity for
the reader to feel close to the characters and to infer meaning,

This process of writing a story inveolved several workshops conducted by the first
author. The first workshop focused on writing a synopsis with a main character in
his/her normal situation and coming up with a seties of problems and a resolution.
Subsequent workshops entailed writing the synopsis as scenes, wtiting the actual story
and then subjecdng it to editing (by the first author). The first two scenes establish
how Katie’s life has just changed and begin to intoduce obstacles.

1. The sun shines. The cows moo. The dogs bark, The cats meow. Katie and Jali kiss.
Kate’s mom smiles, Katie’s dad smiles. Katie and Jali smile. They are married.

2: The sun shines. Katie and Jali drive and drive and drive and drive. They see many
buildings. They sce many houses. They see a big house. Jahi stops the cat. Jali and
Katie see Jali’s mom, dad, grandmether and grandfather.

“Welcome!” says Jali's mom.

“Come in,” says Jali’s father.

“Welcome, come in, come in,” say Jali’s grandmother and grandfather.

“Thank-you. You have a lovely home.” Says Katie.

Scene 4 introduces additonal obstacles: Katie discovers there is no internet access, no
phone signal and no shops in the vicinity of the house. Scene 16 is the story’s climax.
Chiko brings a snake into the house, but no one has been able to find it. Although it is
established in an earlier scene that the snake is not dangerous, the snake is still at large
and Jali’s family has banisbed Chiko to outside. This scene also setves the purpose of
Chiko starting to win Jali’s mum’s approval.

16. “Come! Bat.” says Jali's mum,
“Eeeceeeeeek! Snake in the beans!” Jal’s grandmother screams.
The snake is on the table.
The snake is on the floor.
“Get Chiko!” says Jali’s mum,
Chiko sees the snake.
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The snake is in Chiko’s mouth,
Jah opens the door.
“Good dog!” says Jali’s mum.

The book ends with the solution to Kate’s loneliness: Chiko is Further accepted by the
family after he goes to dog obidience school.

The prize-winning books similatly involved a single focus and sustained conflict,
kept questions temporarily unanswered, used concrete and logical details along with
dialogue and repetition . The plots in these five hooks unfolded over a period of houts,
days, weeks or years. Crucially, each had a twist of plot and endings wete ambiguous. It
is the uncxpected and the ambigous that delight and stimulate the reader.

6 Discission

Out on-going Simply Cracking Good Stories project has shown that writing fiction to
a bref, for I.ESLLA readers, is indeed possible for both experienced creative writers and
neophytes. The project does confirm the challenge of writing fiction books for adults
with very low oral proficiency, suggesting that this is why so few such books exist.
With respect to the process of guiding writers to create fiction books, as expetts in
creative writing (the first authot) and second language acquisition (the second authoy),
we have realized the importance of working closely with wiiters on hoth principles of
accessibility and of fiction. Fiction writing wotkshops, including subsequent editing of
books, are essential in producing high quality ficton.

The project also raises a number of issues each of which is worth empirical
investigation. How long should books be? While teachers recommend books not
longer than 300 words, the length of books preferred by readers will temain an open
question unril we ate able to observe a range of LESLLA learners’ pleasute reading
habits. What is the role of images in these ficdon books? Writers have thus far
included in their fiction books on each page at least one and sometimes several of their
ot a friend’s drawings or photographs or clipart images. Do books require images for
the story to be comprehended? We are currently in the process of field testing Chike
without any images (apart from clocks showing the time). Images might well make a
more attractive product, but we think the story might be strong and vivid enough for
the text to stand alone, 1f this is correct, when this {and other stories created according
to these guidelines) are accompanied by images, the illustrators or photographers may
feel frec to bring a new dimension to the text, illustrating the characters’ expressed
(and unexpressed) cmotions for example. It would be very exciting to think of images
that could be more sub-textual, even for new readers, because images do not have to
explain or clarify the text. This would also, for example, provide new ways in which
teachers might work with LESLLA learners on beginning to understand the use of
images in the wider societies in which they live. The most important issue is, of contse,
LISLLA learnets’ reading these books. Until LESLLA classrooms have a library even half
the size of what Rodrigo et al. (2007) recommend (e.g. three different books per
student (=45 for a class of 15 students), an investigation of the development of the
habit of pleasure teading by LESLLA adults will simply not be valid. Thus we are stll —




112 Margaret Witkinson and Martha Yorng-Scholten

with the enthusiastc help of language and linguistics students and creative wtiting
students — working on amassing a suitable amount of engaging and accessible ficion ¢

7 Conclision

Through a project which is laying the groundwotk for an on-going effort to create a
teal choice of fiction for LESLLA readets, we have made a number of discoveres. First
and foremost, we have determined that there is a hunger for engaging and accessible
books. When we distributed the final books to the ESQL classes, the readers
immediately wanted to take them home. Teachets asked when there would be
additional books and they cooperated in arranging tmes for university students to
retum the following year to interact with the readers in the process of wiiting more
books as patt of their module/course. The project is also being extended to lanpuages
other than English. One of the winning books Fishing for Love (see Appendix 4), has
been translated inte Dutch (see Young-Scholten & van de Craats, 2010), and the
project has now begun in Spain. We now know that anyone can wiite fiction for
LESLLA leatners. Out of a group of around 30 language and linguistics and creative
writing students, it was not just the latter who won ptizes for their books. Indeed, the
language and linguistics students who had never before seriously written creatvely
grasped and successfully applied the principles of ficdon. Fiction requires editing, and
we did not allow sufficient time to implement this process. Had we been able to do so,
every fiction book written could have been as engaging as the five prize winners. Our
most interesting discoveries lie at the interface between fiction and language. First, as
noted above, writing in scenes, writing for immediacy, translates into simple text.
Consider the linguistically complex Jobw saf in his kitchen, utterly and bapelessly depressed by
the erish white fetter from bis francée Mary telling bim that she was throngh with him. Now
consider the linguistically simpler Johw eats bis soup. He Jooks at the table. He sees the fetter.
He rvads the fetter. He drops his spoon. Wiiting in scenes also requires the reader to make
inferences; in this case that John is shocked and pethaps unhappy, that the letter
contains bad or surprising news. Delaying the information that the letter is from Mary
adds further dramatic tension because the reader wonders what was in the letter and
who it came from. Here we strongly suspect (but further research is needed) that
application of pragmatics (in terms of implicature) to produce maximally engaging text
is what will prompt the LESLLA reader — like all readers — to turn to the next page.
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Appendix 1

Qrganic Grammar (Vainikka & Young-Scholten 2005; Young-Scholten & Ijuin 2007)

STAGE la ' 1b 2 3 4
Order in L1 word order, then from 1b onwards, carget language word order
declaradves
Verb type Main verbs  Main verbs; Main verbs, Main verbs, modals, and

only copula i maodals, new copula forms beyond 75,
capula forms range of auxiliarics expands
Main verb None Very little Some tense PFroductive tense, aspect
inflection and aspect and agreement
forms
Subject Absent Begin to More forms; Subjects obligatory; thery;
pronouns emerge subyjects existential # emerge and
optonal become producdve
Complex None Single clause Conjoined Simple Complex
Syntax SCNCNCes; clauses; subordinaben;  subordin
‘ only formulnic  questons arc questions may — agon;
orintonation-  sull formulaic sl be without  quesdons
based SVO or without inversion with
questions nversion inversion.

Note that there is some overlap with Starter Level and Organic Grammar Stage 1.
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Appendix 2

Starter Level (300 words; MacMillan Readers Structural reading
www.macmillanenglish.com)

Verb Group Nominal Adverbials  Adjectives Sentence
Group Structure
Present simple  Simple Verb + on One Sentences of
Present common simple adjective  one clause only
continuous nouns adverbial before —verb +
phrase of the noun  subject; subject
[‘uture with Proper manner, arinthe  + complement;
going fo nouns placc or predicate  subject + verb
time + olyject.
Sentences
introduced by
‘There s/ There
are/It is.
Simple
questons with
yes/no answers
Occastonally Two Questons
found at adjectives  beginning with
Starter Level before wh-words
and the noun

frequendy at
subsequent
levels
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Appendix 3
Chiko

1. The sun shines. The cows moo. The dogs bark. The cats meow. Katie
and Jali kiss. Katie's mom smiles. Katie's dad smiles. Katie and Jali smile.
They are married.

2. The sun shines. Katie and Jali drive and drive and drive and drive,
They see many buildings. They see many houses. They see a big house.
The car stops.

"Welcome!" says Jali's mum.

"Welcome " says Jali's father.

“*Come inl" say Jali's grandmother and grandfather.

"Thank-you. You have a lovely home," says Katie.

3. The sun shines. Birds sing. The grass is wet. Jali goes to the car,
“See you tonight," says Jali.
Jali kisses Katie.
Jali drives to work.
Katie goes to the kitchen.
"Good morning!” says Jali's mum.
"Tea?" asks Jali's mum.
“Thank-you,” says Katie.

4. Katie goes to the dining room. No computer! No internet! Katie goes
to the living room. No computer! No internet! Katie turns on her phone.
No signal!

Katie goes out of the house. She goes down the street. She goes up the
street. No shops!

5. (clock with 6 pm)
"You are lafe,” says Katie.
“Sorryl" says Jali.
“My job is very good. Lots of work!" says Jali.
*Oh," says Katie.
"What?" asks Jali.
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"I miss my mum. I miss my dad. I miss my cats. I miss my dog. I
miss my friends. I miss my computer. I miss -
"Please stop,” says Jali.

6. The sun shines. Birds sing. The grass is wet. Jali goes to the car.
"See you tonight,” says Jali.

Jali kisses Katie.

"Are you ok?" asks Jali.

"Yes," says Katie.

Katie goes to the kitchen,

*Good morning!” says Jali's mum,

“Tea?" asks Jali's mum.

“Thank-you,” says Katie.

7. (clock with 8 pm)

“You are late. You are very late!” says Katie.
"Shhh!" says Jali.

"Look.” Jali gives Katie a box.
“What?"

Katie opens the box.

"A puppy!” Katie says.

"He is Chiko," says Jali.
"Chikol" says Katie.

Chiko licks Katie.

Katie laughs.

"Shhh,” says Jali.

"My parents!"

"Oh," says Katie.

8. The sun shines. Birds sing. The grass is wet. Jali walks to the car.

"See you tonight," says Jali.
Jali kisses Katie.
Katie kisses Jali.

9. Katie and Chiko go outside

Chiko goes up the street.
Katie goes up the street
Chiko goes down the street.
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Katie goes down the street.
Chiko barks.

10. Jali's mum opens the door.

Chiko runs into the house.
Katie runs into the house.
Chiko runs into the living room.
"Dogl” says Jali's dad.
"Dog!” says Jali's mum.
"Dogl" says Jali's grandfather.
"And snake!" says Jali's grandmother.
Chiko runs into the kitchen.
"Snake!" says Jali's grandmother.
Chiko runs into the dining room.
*Snake!" says Jali's grandfather.

11, "Black snakel" says Jali's dad.

"Big head!" says Jali's grandmother.
"Very long," says Jali's grandfather.
"Dangerous!” says Jali's mum.
They look in the kitchen, They look in the living room. They look in
the dining room. They look in the bedrooms. They look in the
bathrooms.

“Where is the snake?" asks Jali's grandmother.

*"Where is the dog?" asks Jali's mum.

"Put him outside,” says Jali's dad.

Katie puts Chiko in the garden. The garden is small. The garden has

a wall. The wall is high.
Chiko barks.

12.  (clock with 7 pm)

“You are home!” says Katie.

Jali kisses Katie.

"Chiko was bad. Chiko is in the garden,” says Katie.
"Oh, no!" says Jali.

"A snake is in the house,” says Jali's mum.

“Black snake!” says Jali's dad.

"Big head!” says Jali's grandmother.

“Very long," says Jali's grandfather,
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"Very big," Says Jali's mum.
"Dangerous?” asks Jali.
"Dangerous,” says Jali's mum.

13. "Put Chiko inside. Chiko can find the snake," says Jali's mum.
Chiko goes to the kitchen.

Chiko goes to the bedrooms.

Chiko goes to the living.

"Chike has the snake!" says Jali's grandmother.

"Black snakel” says Jali's grandfather.

"Long snake!” says Jali's grandmother.

"No snake. My belt!" says Jali's mum."Chiko! Outside!” says Jali.

Katie puts Chiko in the garden. The garden is smali. The garden has a
high wall.

Chiko barks and barks and barks.

14. The sun shines. Birds sing. The grass is wet.
The felphone rings.
"Your dog barks!" says a neighbour
"Sorry!" says Jali.
Jali goes to the car.
Katie goes to the car.
“See you tonight,” says Jali.
Jali kisses Katie,

15. "Dad goes to the library every day. He reads the newspaper,” says

Jali.

“Go with my dad?" says Jali.
“Find the snake on the internet,” says Jali.

16. The library is big.

Katie sits at the computer.

Katie finds shakes.
Black snakes do not live here.
Long snakes do hot live here.
Big snakes do not live here.
reen shakes live here.

el L, g

T e

e SRR s

PR R

¢

e e

Writing to a brief: creating fietion for immigrant adulis 121

17. (clock with 7 pm.)
Jali goes to the bedroom.
“Green snakes live here,” says Katie.
“Green shakes are not dangerous,” says Jali.

"Come! Eafl" says Jali's mum. :
"Eeeeceeeeeekl A snake in the beans!” Jali's grandmother screams.
"Get Chiko!" says Jali's mum.
Chiko sees the snake.
The snake is in Chiko's mouth.
Jali opens the door.
“Good dog,” says Jali's mum.

18. The sun shines. Birds sing. The grass is wet. Jali goes to the car.
Katie goes to the car. Chiko goes to the car. They drive to the dog
schoal.

Chiko is a good student, says the teacher.

19. Chiko sleeps inside.
Chiko does not bark.

20, The sun shines. Birds sing. The grass is wet. Jali walks to the car.
"See you tonight” says Jali.
Jali kisses Katie.
Katie kisses Jali.
Katie walks down the street.
Chiko walks down the street.
Katie walks up the street,
Chiko walks up the street.







