Grappling with the oral skills:

The learning and teaching of the

low-literate adult second language learner



Published by

LOT phone: +31 30 253 6111
Trans 10

3512 JK Utrecht e-mail: lot@uu.nl
The Netherlands http://www.lotschool.nl

Lay-out: Carolus Griitters, Nijmegen
Cover illustration: Susanna Strube, Leiden

ISBN: 978-94-6093-146-8
NUR 616

Copyright © 2014: Susanna Strube. All rights reserved.



Grappling with the oral skills:

The learning and teaching of the

low-literate adult second language learner

Proefschrift
ter verkrijging van de graad van doctor
aan de Radboud Universiteit Nijmegen
op gezag van de rector magnificus prof. mr. S.C.J.J. Kortmann,
volgens besluit van het college van decanen
in het openbaar te verdedigen op woensdag 27 augustus 2014
om 14.30 uur precies

door
Susanna Maria Petronella Strube
geboren op 24 februari 1946
te ‘s Gravenhage



Promotor:
Prof. dr. R.W.N.H. van Hout

Copromotor:
Dr. C.D. van de Craats

Manuscriptcommissie:

Prof. dr. P.A.J.M. Coppen (voorzitter)

Dr. J.J.H. Kurvers (Universiteit van Tilburg)

Prof. dr. K. Schramm (Universiteit van Wenen, Oostenrijk)



Preface

When | started teaching Dutch as a second language in 1993 to immigrants
from Turkey and Morocco, the school of adult education where | taught was
very active in training its teachers on the cultural differences of our learners
and their learning difficulties. As | knew little of the target group and even
less about their learning, all this new information enthralled me, particularly
works by Geert Hofstede of 1991 (Allemaal andersdenkenden: Omgaan met
cultuurverschillen [All kinds of thinkers: Dealing with cultural differences]),
Sanneke Bolhuis, 1995 (Leren en veranderen bij volwassenen: Een nieuwe
benadering, [Learning and changing in adults: A new approach], 1995)
about the influences of cultural differences on learning, and in the field of
learning to read the somewhat controversial book by Frank Smith of 1985,
Reading. These were exciting times. Materials development was at its
beginning stages and government policies to promote learning were just
emerging. Soon | was given the opportunity to develop a Dutch as a second
language course for the low-educated learner (Het Begin: Een introductie-
cursus Nederlands als tweede taal voor gealfabetiseerde beginners [The
beginning: An introduction course Dutch as a second language for literate
beginners], 1999.) The new immigration law of 1998 was on its way and the
urgency to learn Dutch was becoming a fact. Not long after the publication
of Het begin, my fellow literacy colleagues were also requesting a
communicative and functionally based course book for their students. In
1998 Van Start [At the start] was completed.

National developments continued in the field of Dutch as a second
language. In spite of the fact that government regulations were prescribing
course contents, and would continue to do so in an even more stringent
fashion in the future, teaching of Dutch as a second language was not
officially recognized as a profession with legal rights and privileges, as was
teaching of English or French in the secondary schools. A puzzling stand to
take when hundreds, even thousands of immigrants were, and would be,
required by law to learn Dutch. To bridge this gap in government policy an
association for the profession of teachers of Dutch as a second language was
created in 2004. Within this organization several committees were
established, each with specific tasks. Seeing that literacy was strongly
neglected in policy, | soon set up the second language literacy committee
within the association. Yearly or bi-yearly study days were organized to
fulfil teachers’ hunger for information and knowledge. The themes of these
study days transformed from a positive attitude of ‘sorely needed’ to one of



‘dropping in or dropping out’ and then “a search for justification’ and
finally, with the hope of still being able to answer to the requirements of the
government ‘making the best of it’. The law of 2007 with new additions in
2013 has made it virtually impossible for non-literates to attain a recognized
level in Dutch as a second language. It was during these last years that | was
encouraged to commence on a journey into the learning of the non-literate in
the classroom. That journey now has culminated in the dissertation before
you. As some have said, perhaps a step too late. Perhaps for these students
and teachers it was, but nevertheless | hope worthwhile insights have been
gained. These insights can contribute to knowledge about second language
learning in general and in particular that of the non-literate learner. Another
encouraging development that took place shortly after the founding of the
second language teachers association was the founding of LESLLA, an
international network of all those who are professionally interested in Low-
Educated and Second Language and Literacy Acquisition. The goal of the
LESLLA is to share research findings and teaching experiences on second
language and literacy acquisition of the low-literate and low-educated adult
population. This exchange in information will in turn hopefully provide
guidance for the development of a sound educational policy in all those
countries in which these immigrants settle. Within this organization, meeting
yearly alternately in Europe and outside of Europe, | was able to vent my
ideas regarding my classroom research.

A project such as this would never have been possible without the
knowledge, support, understanding, and friendship of many around me. In
the first place I must thank Ineke van de Craats. It was Ineke who installed in
me the very idea of doing a doctoral research project. Without her belief in
my capabilities and scholarship | would never even have considered it. Then,
returning to my alma mater, Radboud University, it was Roeland van Hout
who steered me through to the end. His acute perception of the subject
matter, patience, and above all, support in guiding me have been
tremendous. | have thoroughly enjoyed, though sometimes at my wits’ end,
our regular (almost every six weeks) tripartite sessions. | am grateful to have
been given this opportunity.

This research project would never have started if |1 had no classes to
study. The students followed their literacy trajectory at departments for adult
education located in schools for secondary vocational education, in Dutch
the ROCs. It was in these schools that this research project unfolded. The
various schools I have visited and the many teachers | have exchanged ideas
with were most stimulating. | was very fortunate to have been welcomed into
numerous literacy classes and in particular the final six selected classes. |
particularly admire these teachers for their far reaching enthusiasm and
interest in teaching their literacy students. Even in view of obstacles as



mixed level classes, continuous registration, stringent regulations, and
insufficient educational support, these teachers continued to adapt, construct,
and again reconstruct a positive learning environment. In sharing with me
their insights, teaching objectives, and concerns my knowledge and
understanding of these students have grown enormously. Thank you so much
Stance Beelen, Khadjia Bekkali, Loes van den Bergh, Liesbeth Blokker,
Martha Heinrichs, and Bette Kaspers. This thank you is also extended to all
the students who have without reserve participated in the assessments and
have allowed me to sit in during the lessons to listen and observe classroom
happenings. At the same time | extend my thanks to the schools of adult
education where all of this took place. They were most hospitable in
allowing me to approach the teachers for this research and giving me access
to administrative records of the students enrolled. Thank you ROC
Amsterdam, ROC de Leijgraaf, ROC Midden Nederland, ROC Nova
College, and ROC Rijn Jssel. Now, at the close of this research in 2014,
literacy courses might even move to the open market, as has been the case
for the literate L2 students. Schooling for the low-literate adult L2 learner
has become a commercial commodity. Nevertheless, teachers still have to
teach and learners still have to learn.

I was fortunate to have been admitted to the LOT publications. Their
guidance has relieved me of a lot of hassle connected with publication.
Nevertheless, | am especially indebted to Carolus Grutters for the making of
the index and creating the lay-out as well as to my son, Derk VVenema, for his
advice and encouraging words.

As every researcher will say, research means investing time, a lot of
time. This time cannot be invested if the home front is not there to give the
necessary support — support in the mundane, as well as in the spiritual. A
mere thank you is not enough. | had to cut corners when there was a need for
a helping hand. And even at Christmas time when a pork roast had to
substitute the traditional turkey, | was forgiven. A special thank you is
extended to my two paranymphs Marjolijn Venema and Marja Venema-
Walraven. Both have contributed by performing as proof readers for the
Dutch text, a B&B, and as a sounding board for all my silly ideas. These
additions have enriched my journey to completion. And last, but certainly
not least there is my husband Dick. He is the one who was stuck with most
of the cooking and grocery shopping these past few years, and he even found
time to proofread the whole dissertation. He has been my pillar of support.

Leiden, June 2014
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Chapter 1
Setting the scene

This book concerns the learning and teaching of the oral skills in Dutch as a
second language (DSL). The learners involved are low-literate and non-
educated adults in the Netherlands. Many of these adults were immigrants
who came in the early years of the 1960s, and are now long-term residents®.
Others, having entered not more than five years previous to this study, are
recent arrivals. Some of these learners are already grandparents while others
are young adults. What all of these learners have in common is their lack of
schooling. Most of them have never been to school before entering the
Netherlands. This means that they have not learned to read and write in their
mother tongue. Normally, this would not affect their daily lives, were it not
that in their new country of residence literacy is a normal phenomenon. For a
learner with little or no formal education and no literacy skills in the L1,
becoming literate in an L2 context is not a task to be taken lightly. The same
applies to the teachers of such learners. The learning problems they
encounter are numerous. In this sense, both parties grapple with either the
learning or teaching of the L2. It is on this group of learners and teachers
that the study presented in this book focuses.

Before continuing, a clarification of terminology is necessary.
Foremost stand the terms illiterate, non-literate, low-literate, and low-
educated. Although this study does not concern learning to read and write in
the L2, being illiterate in the L1 does function as a key factor. In the
proceedings of the LESLLA (Low-Educated Second Language and Literacy
Acquisition for Adults) inaugural symposium of 2005, these terms are
defined as follows:

Non-literate (or illiterate): an adult who never went to school and
cannot read and write, neither in his/her first language, the standard
language of the country of origin or the second language. Low-literate:
an adult who has attended school, but who has a reading level below
the average primary school level. Low-educated: an adult who has at
most ten years of education in the country of origin. For many adult
immigrants and refugees, this means at most primary education.

(Van de Craats, Kurvers, and Young-Scholten, 2006, p. 8)

1  According to the European Union a long-term resident status is after five years
of continuous legal residence. (http://europa.eu).
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In the present study, these definitions are followed and, in referring to these
learners, the acronym ‘LESLLA’ is used.

The second group of terms includes oracy and oral skills. Since this
study focuses on oracy and the oral skills, a clarification of these terms is
essential. Tarone, Bigelow, and Hansen (2009, p.7) define oracy as “the
individual’s ability to use a set of oral language processing and production
skills in communication.” In the present study, oracy is the ability to perform
while the oral skills are the expression of that ability.

1.1 Defining the problem

In studies on the learning of the LESLLA learner in the classroom, the
importance of the oral skills has been underfocused, but not undervalued.
For these learners, arriving in the Netherlands with only an L1 oracy, the
written word is not only unavailable as a support in their learning, but their
command of the L2 oral skills is often very restricted. This means that their
vocabulary and the intrinsic knowledge of sounds, words, and sentences are
hardly adequate. Consequently, literacy students have a double handicap:
learning to read and write while at the same time working on the oral skills
in the same target language. Research, as well as teachers’ observations, has
shown that, for the development of literacy skills, the oral skills must also be
advanced (Lesaux & Geva, 2006). Bigelow, Delmas, Hansen, and Tarone
(2006) asserted, “Lack of L1 literacy may affect not just the acquisition of
L2 literacy, but also the use and acquisition of L2 oral skills” (p. 666).
Kurvers and Van der Zouw (1990) stressed in their study on the
development of literacy skills in intensive and non-intensive classes the
importance of a strong oral language base for developing literacy skills. In a
situation where the target language and the medium of instruction are the
same, as in the Netherlands, a basic knowledge of the L2 is essential for two
reasons. The first reason is to be able to comprehend classroom instruction
and learning goals. With an inadequate knowledge of the language, giving
instructions for exercises, and explaining vocabulary and grammar can be
easily misconstrued or even not comprehended at all (Van de Craats, 2000).
The second reason, particularly in the beginning stages, is the necessity of a
basic lexicon to support learning to read and write. A limited vocabulary, in
view of an understanding of the letter-to-sound correspondences, can
function as a learning-retardant (Kurvers & Van der Zouw, 1990; Kurvers,
1996, 2003). At a later stage of literacy learning, limited vocabulary co-
occurring with a restricted knowledge of the world, continues to hamper L2
development, as Geva (2006) confirms in her overview of L2 oral
proficiency and L2 literacy studies, “oral language proficiency is
consistently implicated when larger chunks of text are involved, whether in
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reading comprehension or writing” (p. 139). Van de Craats, et al. (2006)
argue that the oral skills form the basis for the learning of the written skills,
in which vocabulary as well as syntax forms the primary determinants for
successful literacy education — a stand also endorsed by Young-Scholten and
Strom (2006). Van de Craats, et al. (2006) conclude that “low-educated
learners have, for instance, more troubles in attaining a reasonable level of
oral proficiency in L2 classes, their learning process is much slower and they
seem to run the risk of fossilizing at an earlier stage of development” (p. 10).
Simpson (2007) asserts that progress for literacy students with “no skills to
transfer” (p. 209) is much slower than for students with literacy skills.

Such views were also voiced by literacy teachers. In the Dutch
journal for literacy teachers, ALFA-nieuws, Van de Guchte (1997) °
expressed the necessity of an intensive focus on the oral skills that runs
parallel to the written skills program from the beginning (p. 9). The literacy
teacher Van der Loop, Mi. (1998), endorsing the necessity of an oral skills
base, explains that, with continuous enrollment, a program is needed with
which the teacher can differentiate. When students are added to the class at
irregular intervals, a learning gap in skill levels occurs. To compensate for
this gap, her classes began with oral exercises based on the TPR® concept.
She comments that even with oral skills support, the learning process of
these students in the oral as well as the literacy skills are noticeably slow.
Veth (2002) reports that Moroccan illiterate mothers of elementary school
children in a special language program have a great desire to learn to speak
Dutch, but their progression is slow. In response to a similar situation in
Antwerp, Belgium, a special program was also developed for non-literate
migrant mothers in which extra consideration was given for the learners’
very slow progress (Schuurmans, 2002). In 2004, a project group on
stagnating learners published a report advocating that to enhance learning,
more material geared toward low-literates for practising the oral and literacy
skills is needed (Breed, 2004).

These observations show that the orals skills are not undervalued.
Indeed, even materials developers have not underfocused the oral skills in
their textbooks. In one of the first handbooks for teachers of L2 Dutch, the
authors (Coumou, Jansen, & Oosterling, 1980) strongly advocated a focus on
the oral skills in literacy courses, explaining that this is essential for forming
a basis on which literacy training can be built, and moreover, for building

2 Van de Guchte (1996) is author of the popular reader for adolescent literacy
students Lezen doe je overal [Reading you do everywhere].

3 TPR (Total Physical Response) practice became known in the Netherlands
through the publication of De Ru (1991) Nederlandse taal in actie: TPR
werkboek [Dutch language in action: TPR workbook]. Her book was based on
Asher’s work on total physical response (Asher, 1977).
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basic communication skills, the latter being essential for social and economic
integration. Soon the first comprehensive literacy course for the learning of
the literacy skills was developed by the NCB.* In this course, the oral skills
form an integral part. The course opens with an oral skills module, Een
zekere woordenschat (A certain vocabulary) laying a foundation of 700
words for the literacy course to follow. This first module of oral skills, is
followed by a second one named De kop erop (Heads on) which runs
thematically parallel to the literacy course. Nevertheless, the oral skills part
of the course did not get the focus it deserved. In an interview with Tholen
(1996), chief editor of the above material, she expressed that literacy
education as she had experienced, was distressing — partly due to incomplete
implementation of the comprehensive literacy material. She noticed that in
the classroom, the literacy and the orals skills were practiced separately, not
complementary. Her criticism was not unjustified. As Kurvers (1996, 2003)
says, if a foundation in the orals skills is not sufficiently laid, it can delay
literacy skills development. Reports show that in practice, the
comprehensive literacy course did not cater well to mixed level classes, and,
in addition, the oral skills module focused insufficiently on the
communicative skills (cf. Van der Loop, Ma. & Strube, 1998). In response to
this problem, the first communicative based oral skills course was produced,
Van start: Een beginners cursus voor de mondelinge vaardigheden in de
alfabetisering [At the start: A beginners program for the oral skills in a
literacy trajectory] (Van der Loop, Ma. and Strube, 1998). A few years later,
2004, two more oral skills courses entered the market: Spreek actief! (Speak
actively!) and En nu verder (And now further). The latter was a continuation
of the Van start course. The comprehensive literacy course is still frequently
used, but from the survey for this present research (discussed in chapter 3) it
appears that the choice for an integrated approach using the NCB literacy
material occurs much less often than the separate use of the oral and literacy
skills materials of that course.

These research and educational stands advocating oral skills practice
are reasons enough for a research focusing on the oral skills practice in the
classroom, but not the only reasons. Another reason is the requirements of
the national integration examination in the Netherlands. In January 2007, the

4 This material became known as the “literacy method for non-literate speakers
of other languages”, published by the NCB, Nederlands Centrum Buitenlanders
[Dutch Center for Foreigners]. It comprises two oral skills manuals for the
teacher, one as a preparation for the literacy skills and the second to expand
oral skills; seven student workbooks for the literacy skills, and three student
workbooks for the low-literate reader. This material is often referred to as the
NCB literacy material, after the name of the publisher.
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Civic Integration Act® was enacted. This law stipulated that newcomers to
the Netherlands are required to take a language test. A CEFR® level A2 for
the oral and written skills must be attained within three and a half years, with
a possible extension of two and a half years for non-literates. As of January
2013 the integration period has been shortened to three years with a possible
extension of two years for non-literates. In a later study on learning load and
success factors, Kurvers and Stockmann (2009) indicated that learning to
read is a time-consuming process. Literacy trajectories are long and often not
successful. For a small group of students (5%) literacy can be attained within
800 hours (equal to two years schooling, based on an average class meeting
of ten hours per week and a school year of 40 weeks). Most seem to need at
least 1000 hours (two and a half years). At this point, the student has
mastered the decoding and encoding skills in reading, but does not have the
fluency of his’ literate and school educated counterparts. The question that
subsequently arises is if a CEFR A2 level is a realistic demand for LESLLA
learners, particularly if so little is known about their learning processes.

To conclude, literature on the LESLLA learner makes clear that the
educational process for these non-literates is long and time-consuming. The
oral skills are fundamental to learning to read and write, and for
communication. In the LESLLA classroom, the target language and the
medium of instruction are the same, compromising understanding and
learning. In spite of this, for many of these LESLLA learners, classroom
education is their main source for developing the necessary oral and literacy
skills, and if, for whatever reason, their access to the L2 is restricted, the
classroom is their only source. Consequently, knowing how teaching and
learning practices are expressed in the LESLLA classroom is of the utmost
importance. It is essential to understand how these practices are realized
during the teaching of the oral skills. These considerations have led to the
following research questions.

5 Thisisatranslation of the Dutch: Wet Inburgering.

6 CEFR is the abbreviation for the Common European Framework of References
for Languages (Council of Europe, 2001).There are three main CEFR levels,
each subdivided into two sublevels: A=Basic user (Al=Breakthrough and A2=
Waystage); B=Independent user (Bl=Threshold and B2= Vantage);
C=Proficient user (C1= Effective Operational Proficiency and C2= Mastery).

7 Inthis book “he” and “his” are used as gender neutral pronouns, except in those
cases that the pronoun refers to a specific male person. In the description of the
research project the gender specific “she” or “her” are used for the teachers and
the students if they were female.
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Research question 1

la. How is education in the LESLLA classroom organized for the
oral skills?

1b. What is the relationship between types of organization, learner
characteristics, and learning achievement?

In order to understand the learning of the LESLLA learner during the
practice of the oral skills, it is necessary to explore the educational situation
in which this learning occurs. First, this may concern external factors such as
governmental and/or municipal rules and regulations, as well as internal ones
imposed by the school. Although the teacher, in forming his educational
program, often has no control over such factors, they do form a framework
within which he has to teach. Thus, it is crucial to see if such a framework
exists, and if so, what constraints are put on the LESLLA classroom by this
framework. Secondly, the classroom organization itself must be investigated.
This involves identifying types of classroom organization during the practice
of the oral skills as well as time management during classroom practice.
Thirdly, in order to be able to determine if there is a relationship between
classroom organization and learning achievement, it is necessary to ascertain
learner progress during the observation period of the research project. This
leads to the following research questions:

Research question 2

2a. How is interaction structured in the LESLLA classroom during
the practice of the oral skills?

2b. What is the relationship between types of classroom interaction,
learner characteristics, and learning achievement?

In order to develop an understanding of the events in a classroom, it is
necessary to observe them in progress. Only then can an attempt be made to
answer questions concerning if, and which classroom events facilitate or
even hamper language learning. Even though research has indicated that
instructed language learning does not alter the route or developmental stages
of acquisition, it does have a positive effect on vocabulary learning, the rate
of learning, and to some extent, the accuracy of production (e.g., Chaudron,
1988; Ellis, 1990; Mackey, 2007). In addition, second language acquisition
research has shown that classroom interaction contributes to language
learning (e.g., Adams, 2007; Chaudron, 1988; Doughty, 2003; Gass, 1997;
Long, 1996; Pica, 1994). Certain kinds of interaction promote
comprehension, such as real and natural communication and topic control by
the learner (e.g. Ellis, 1990, 1999; Van Lier, 1988). If this is so, then
language learning in the classroom should be characterized by ample
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interaction. To discover if this is also the case in the LESLLA classroom, it
is necessary to know what types of classroom interaction occur in the
LESLLA classroom and how they are expressed. Finally, in order to be able
to determine if there is a relationship between interaction and learning
achievement, it is also necessary to ascertain the learner’s progress during
the observation period of the research project.

1.2 Outline of the study

This research project involved data from two main areas: on the one hand
learner achievement and on the other hand the role of classroom organization
and interaction through observation. Learner achievement was determined
by an oral assessment, administered at the beginning and at the end of the
observation period. The data for classroom organization and interaction was
collected by using observation schemes: one for classroom organization and
two for classroom interaction (one focusing on the structure of interaction
and the other on corrective feedback). Subsequently, a relationship was
sought between learner achievement and classroom organization on the one
hand, and learner achievement and classroom interaction on the other. Figure
1:1 visualizes the components and steps taken in the present study.

Survey of literacy classes

A 4
Selection of literacy classes

A 4

Pre-assessment of literacy students

A 4
Observation of literacy classes

Y
Post-assessment of literacy students

Y
Final analysis of literacy students and classes

Figure 1:1 Components and steps of the present research project.
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Chapter 2 presents a historical and theoretical framework around which this
study is constructed. The chapter presents a sketch of past events that have
led up to the present situation of L2 illiterates, focusing on educational
developments. The chapter continues with a look at research on the LESLLA
learner. Since research in this area is relatively limited, knowledge from
various perspectives is essential. Therefore, this chapter deals with LESLLA
research investigating the classroom as well as experimental research. It also
involves areas in second language research that pertain to classroom
observation and classroom interaction, in particular corrective feedback.
These areas were of importance for two reasons: (1) the observation schemes
that were developed for classroom and L2 learning formed a base for the
development of the observation schemes applied in this study, and (2) such
research forms a knowledge base with which the LESLLA classroom
learning could be compared, in particular that concerning interaction. The
chapter closes with a look into pedagogical practices which were prominent
in L2 teacher training in the Netherlands. In order to understand the teaching
structure used in the observed classes, it is necessary to know which
pedagogical practices played a prominent role.

Chapter 3 describes the selection process of the six classrooms
observed in the present study. This selection was based on a survey of
literacy programs in departments of adult education at schools for secondary
vocational education in the Netherlands. The aim of the survey was: (1) to
map out the external characteristics of the literacy programs such as location,
size, and enrollment criteria; and (2) to map out the internal factors of
organization such as curriculum, testing, resources, and teacher
characteristics; and finally (3) to function as a database for the selection
criteria. The chapter closes with a description of the six selected classes in
terms of the selection criteria.

The six selected classes for this research project are described in
chapter 4. The chapter gives a characterization of each class from three
perspectives: physical factors (setting and resources), educational factors
(curriculum, placement, and materials), and classroom specific factors
(student composition and teacher qualities). The chapter closes with an
overall description of the classes. From this description an overview of
elements of similarities and differences is derived.

Chapter 5 describes the data collected from the classrooms and the
observation procedures that were involved. The classroom data was
compiled from direct observation and audio recordings of teacher-student
interactions in the six classrooms. To facilitate the analysis of the classroom
organization and interaction, three observation schemes were constructed:
observation schemes A, B, and C. For each scheme, a selection of lessons
from each class was coded. This selection, the coding criteria, and coding
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procedures are described. In addition, the approach used in transcribing the
lessons as well as in the translation of examples of the interactions is
explained.

Chapter 6 focuses on the learner data. Learner data is operationalized
by the results on the pre- and post-assessments. The aim of the pre- and post-
assessments was to get a better understanding of the spoken language
achievement of the LESLLA learners during the observation period. The
chapter begins with a description of the development process of the
assessment and the testing procedure. The assessment focused on three
components: vocabulary, morphosyntax, and relevance and coherence in
discourse. The evaluation criteria are described for each of the three
components of the assessment.

In chapter 7, the results from the classroom data are presented and
interpreted. For each of the three observation schemes discussed in chapter
5, the results are presented. These results are then compared with related
factors from second language learning. In addition, the chapter also
investigates the pedagogical practices in the classes.

The results on the learner data as seen through the pre- and post-
assessments are presented in chapter 8. For each of the three assessment
components (vocabulary, morphosyntax, and relevance and coherence in
discourse), the results are presented and described. In the final section,
patterns of similarity and difference between the classes that resulted from
the assessments are examined.

In chapter 9 we return to the research questions and investigate if
answers were obtained to these questions, and consider what might be
learned from the results for classroom learning as well as for policy making.






Chapter 2
Historical and
theoretical framework

Second language acquisition research is largely based on literate learners,
either adults or children. The low-literate L2 adult was not an isolated factor
of concern for a long time. Only recently did SLA research view literacy as a
factor which should be taken seriously (Dérnyei, 2005, 2006; Sparks &
Ganschow, 1991, 2001; Tarone, Bigelow, & Hansen, 2009; Van de Craats, et
al., 2006; Warren & Young, 2013). An important development in bringing
the low-literate L2 learner into the spotlight was with the establishment of
LESLLA (Low-Educated Second Language and Literacy Acquisition), an
interdisciplinary and international forum of researchers and practitioners, in
2005 (www.leslla.org). Since the publication of the first proceedings in
2006, studies on the LESLLA learner have proliferated (Warren & Young,
2013). In reviewing the contributions in the proceedings from 2006 to 2013,
it is clear that the majority of these studies focus on the factor L2 literacy.
Few are focused on the classroom practice of the oral skills. Of the 23
studies Warren and Young (2013) investigated, six were classroom studies.
The following sections report on those historical and theoretical aspects that
form a framework for this study. Section 2.1 takes a look into the past of the
LESLLA learner from the beginning years as an immigrant, and shows how
he had to cope in his new L2 environment and how L2 teachers responded to
his need. Section 2.2 highlights valuable developments in the LESLLA field
of education in the Netherlands. Section 2.3 describes relevant classroom
and experimental LESLLA research. The observation schemes developed for
this study are based on research in classroom observation and on relevant
second language interaction research. Those aspects of classroom research
on which this study is based are explained in section 2.4. Section 2.5 takes a
look at those pedagogical practices which were prominent in L2 teacher
training in the Netherlands during the time of this research. The chapter
closes with a short summary in section 2.6.

2.1 A look into the past
Since the arrival of the first migrant workers in the 1960s the teaching of

DSL has taken enormous strides. It has progressed from a situation of
“kitchen table” education with socially motivated volunteers to one with
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professionally organised programs and trained teachers. Educational
materials have had a comparable development. Insights into language
learning were more often used in teaching and the syllabi focused on more
functional and communicative language use. Aspects such as realistic tasks
and practical language practice outside the classroom became more
common. Nationally developed tests for DSL entered the scene. Soon scales
for five levels of competence for each of the four skills were defined. On an
international European level, the Common European Framework of
Reference for Languages, commonly known as the CEFR levels, was
introduced (Council of Europe, 2001). In the Netherlands, since literacy was
an assumed skill in the CEFR, literacy levels were added a few years later.

A large number of these migrant workers who came to the
Netherlands in the 1960s were non-literate or had had very little education.
For them the development of appropriate programs for learning the written
as well as the oral skills lagged behind those for literates. Programs that were
set up for non-literates often took advantage of the materials designed for
literates (Coumou, Fontein, & Van Soest, 1976). Much of that material
assumed a certain level of literacy on the part of its learners. The early
programs for literacy were often on either reading or speaking. Other
learning difficulties, such as a lack of basic (school) learning skills, were
overlooked. Eventually, more professional learning materials were
developed. Later, just as for the literate learner of DSL, a national test for
was constructed for the non-literate learner, but only for the written skills.

The stand of the Dutch government toward the position of the
migrant worker within Dutch society has also evolved over the years. It has
adjusted its policy to one of “laissez faire” in the beginning years to one with
strict immigration regulations. These increasingly stringent measures have
resulted from an ever increasing disappointment with the effect of previously
undertaken steps for enhancing integration. The learning of the Dutch
language was seen to be the key step to integration. But even the increasing
knowledge of DSL and the multitude of improved language programs did
not result in the level of integration and participation that was hoped for. The
conclusion was drawn that the current legislation was not realistic and
repeatedly new legislation was made. The first was the Newcomers
Integration Act of 1998, followed by the requirement of a language entrance
exam, the WIB®, in the country of origin in 2006. These steps culminated in
the Wet Inburgering (Integration Act) of 2007 — just at the time this research
project was getting underway. Looking back, it can be seen that progress has
been made in the field of teaching DSL. The government has also become
more concerned and involved in the integration process of the immigrant in

8  WIB is the acronym for Wet Inburgering Buitenland (Civics Act Abroad).
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Dutch society. Nevertheless, integration and language learning remain
problematic. The recurring theme in research is the slow progress in
language proficiency of the non-literate immigrant. A look into the past puts
these developments into perspective.

Developments 1945 — 1960

World War 1l had left the Netherlands in shambles. Factories had been
dismantled, the infrastructure was heavily damaged and housing shortage
through destruction was acute. Nevertheless, with the financial injection of
the Marshall Plan, economic recovery was developing successfully. In the
postwar period of 1945 to 1960 the focus was primarily on reconstruction.
All efforts were geared to using all available Dutch manpower in the
reconstruction industry, predominately the steel, mining and textile industry.
It did not take long to realize that in order to keep the factories running the
available labor in the Netherlands would not be sufficient and additional
laborers from abroad would be necessary.

In 1949 the Dutch government made its first agreement with a
European country to recruit laborers. This was with Italy. The country,
ravaged by the war, had high unemployment and Italian workers swarmed to
neighboring countries for work. These workers were specifically recruited
for the coal mines in the province of Limburg and for the steel industry of
Hoogovens IJmuiden near Amsterdam. At that time the Italians received
working permits valid for only a period of two years. The selections were
strict and based on personal characteristics such as being single, in the age
group 19-30 vyears, literate, politically trustworthy and medically sound
(Tinnemans, 1994, p. 17). During this period any type of assistance for
housing or arbitration in employment disputes was nonexistent. Because the
workers were admitted on a temporary basis, these matters were thought to
be the responsibility of the employers and not of the government (Krijnen,
1997, p. 9).

In this early period of migration, the learning and the teaching of
DSL did not concern policy makers and was left to individual initiatives.
Moreover, the migrant worker was seen as a temporary phenomenon. The
Dutch-Indonesians from the former Dutch East Indies normally spoke
excellent Dutch and were already schooled in reading and writing. Their
assimilation process into Dutch society normally did not attract much
attention. On the other hand the Moluccan population, still aspiring for a free
Moluccas and consequently upholding a strong group identity, held firmly to
the use of their mother tongue. Many of the older generation who came in
the fifties had only had elementary schooling and spoke little Dutch. Of
these 80% was non-literate or semi-literate (Veringa & Roesingh, 1979, p.
18, 22).
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Developments 1960 — 1975

From 1960 to 1975 the trend started in the previous decade continued. The
Netherlands was transforming from a nation with migrant workers to one
with immigrants. In the 1960s the Dutch government actively recruited
laborers from several Mediterranean countries — Italy, Spain, Portugal,
Turkey, Malta, Greece, Morocco, Yugoslavia, and Tunisia (Krijnen, 1997, p.
10). The recruitment selection was again based on aspects of health,
suitability, skill, and age. At first, the influx of migrant workers was sparse.
The WRR report 17 (1979a),? Ethnic minorities, mentions that, in 1960, 719
foreigners were registered with a residence permit, the majority coming from
Greece and Spain. In 1961, 1623 workers were recruited from the so-called
wervingslanden (recruitment countries) Spain, Portugal, Greece, Turkey,
Morocco and Yugoslavia. Fourteen years later, in the last year of official
recruitment (1975), the number of recruited laborers had decreased to 920. In
that same year, 153,120 (men, women and children) were legally registered
with a residence permit, particularly from Turkey and Morocco (WRR,
1979a, p. 95). The apparent inconsistency shows that recruitment was not the
only means of coming. Van der Staay (1971) reports only a minority of
Turkish and Moroccan workers, 33% and 2% respectively were recruited.
Most came with the help of family and friends who were already in the
Netherlands (p. 142). This informal network often helped the compatriot in
finding work. A working permit, and eventually a residence permit, was then
easily obtained (Tinnemans, 1994, p. 95).

Van der Staay (1971) reports that in 1971 that 88% of the Turkish
workers and 13% of the Moroccans came as unskilled laborers. Of these,
74% of the Turks and 68% Moroccans also worked in unskilled jobs, mostly
as factory workers, 88% and 76% respectively (Van der Staay, 1971, p. 152).
In comparing these statistics with the level of literacy in the country of origin
it is not surprising that such a high number of migrated laborers were
unskilled. Table 2:1 shows the illiteracy levels in Turkey and Morocco in
1971.

9 WRR is the acronym for Wetenschappelijke Raad voor het Regeringsbeleid
(Scientific Council for Government Policy). This council is an independent
advisory body for the Dutch government (www.wrr.nl).
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Table 2:1 Illiteracy in Turkey and Morocco in 1971(in percentages)®

Country Average Men Women
Turkey 48.7 30.9 66.4
Morocco 78.6 66.4 90.2

® These statistics are taken from a Unesco publication of 1971 and reported in Veringa &
Roesingh (1979, p. 65).

At first, the migrant workers were mostly male and single. But soon, wives
with their children reunited with their husbands. This reunification process,
although not overtly stimulated, was supported by the Dutch government in
their recruitment contracts which stated that workers had the right to stay,
and after a period of two years, could be legally reunited in the Netherlands
with their families (Stads, Spapens, & Doremalen, 2004, p. 92). This was
even shortened to one year with the stipulation of having obtained suitable
housing. Many workers took advantage of this lawful possibility. As early as
the end of the 1960s, the temporary character of migrant workers was
evolving into one of immigrant workers who stayed (Krijnen, 1997, p. 14).
Even though these developments were taking place, the government still
emphasized in the policy document on immigrant workers (Nota
Buitenlandse Werknemers) of January 1970 that the Netherlands was not an
immigration country saying:

Nederland is beslist geen immigratieland. | The Netherlands is definitely not an
Met alle begrip voor de menselijke | immigration country. With all due
aspecten, kan men niet anders dan | respect for the human aspects, one can
vaststellen, dat ons land behoefte heeft | only ascertain that our country is in
aan nieuwe arbeidskrachten en niet aan | need of new labor and not the settling
nieuwe gezinsvestigingen vanuit het | of new families from abroad.
buitenland. (quoted in Tinnemans, 1994, | (translation mine)

p. 100)

Even though the government initially did not foresee the impact that such
large numbers of foreigners could have within Dutch society, Entzinger
(1984, pp. 79-80) notes that the government could have discouraged further
settlement of foreign workers through strict enforcement of the recruitment
contracts, but social pressure was great. Various organisations had
committed themselves to improving the welfare of migrant workers and
industry was thriving with this foreign labor. With the oil crisis at the end of
1973, there was a short economic recession directly affecting employment.
As jobs were momentarily scarcer, the migrant worker, now a more
permanent phenomenon, became a competitor for the Dutch workers. The
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initial economic stimulus to earn a lot (and fast) was past. The migrant
worker was staying. In 1975, when active recruitment was discontinued, the
Turkish population had grown from less than 100 in 1960 to 62,600 in 1975.
In the Moroccan sector there was a comparative increase, from 100 in 1960
to 33,200 in 1975.%° The immigration from these two countries would remain
the largest to the present day. Moreover, it was from Turkey and Morocco
that most of the non-literates came.

Although the migrant worker was still seen as a temporary
phenomenon during this period, and education, particularly that of the Dutch
language, was still not a concern for policy makers, many initiatives for the
learning of DSL were launched. In the 1970s, community centers and
organizations for ethnic minority groups were beginning to organize
language classes for adults. Many interest groups were locally active in
organizing these classes (Krijnen, 1997; Stads et al., 2004; Tinnemans,
1994). Initially, they were mainly for women — the men were, after all, at
work. The schooling process often began in a neighborly fashion — assisting
with visits to the doctor, going to the supermarket or helping to fill in official
forms. Teachers were mainly volunteers working at home (kitchen table
education) or at community centers or club houses. The materials were self-
constructed or taken from elementary school course materials. These lessons
were often just a few hours per week.

In her study of the Rotterdam area, Krijnen (1997) sketches how
lessons for the non-literate came into being. Around 1971 language lessons,
especially for the non-literate, were set up for various language groups
(Krijnen, 1997, p. 35). In the beginning the focus was on migrant women. At
first, it was problematic for them to get their husband’s permission. At
registration, the husband would talk for his wife, with the excuse that she
doesn’t know the language and is too dumb to understand what she has to do
(Van der Erve, et al., 1981, p. 44). In order to gain the husband’s approval,
arguments were brought up such as not having to accompany the wife for all
kind of errands if she can speak a little Dutch, and, if the lessons would take
place in the home, the wife doesn’t even have to leave the premises. Classes
were often initiated under the pretext of sewing lessons. During these lessons
certain skills, such as using a measuring tape, was used as a link to literacy
and language learning (Krijnen, 1997, p. 111). These classes usually took
place during the day. Soon, the men were also requesting language lessons,
and evening classes were organized. When sewing lessons for Turkish
women were set up in 1974, within a year there were approximately 500
women enrolled. Moroccan women followed suit in 1979. At the end of the
seventies, numerous organizations were active in teaching Dutch. Literacy

10 Central Bureau for Statistics, Voorburg/Heerlen 04-24-2005.
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and DSL were quickly put on the educational agenda. In the 1980s this
process was professionalizing, and special materials were being developed.

Although many sources mention the existence of languages courses,
little was said about the materials and the actual teaching practices. One of
the earliest inventories was made in 1970, and expanded in 1976 by
Coumou, Fontein, & Van Soest, 1976. Although no publishing dates were
given in this survey, it can be assumed that the materials were in use in the
second half of the 1970s and some even earlier. The purpose of the survey,
as Coumou, et al. (1976, p. 4) state in the introduction, was to assist the
language teacher of DSL in choosing the most suitable classroom materials.
For each of the materials cited a short description is given of the course aims
or objectives, target group, and approach. The materials are categorized in
four groups: language courses, grammar books, exercise books and language
guide books for tourists. The category language courses is subdivided in
general courses (mainly for literate learners with more than basic education)
and courses for the migrant worker (including literacy materials). Putting the
literacy materials in the category ‘courses for the migrant worker’, Coumou,
et al. (1976) presuppose that this target group foremost encompasses the
non-literates. Looking at the statistics, this was most probably the case.
Fourteen titles are listed in this category. Most of these were the cooperative
endeavour of local organizations supporting the migrant worker. A few were
products of individuals or non-profit organizations. According to Coumou, et
al. (1976) the quality of the materials varies greatly — from worthwhile to
almost useless. Almost half of the materials have no teacher’s manual or
suggestions, putting a heavy reliance on the expertise of the teacher who, in
the beginning years, was often untrained.

Another inventory was published by the Dutch Society for Applied
Linguistics in 1978 (Van Egmond-Van Helten, Hulstijn, & Janssen-van
Dieten, 1978). In this survey, the authors also concluded that immigration
was not a temporary phenomenon, and that eventually education for non-
native speakers would have a permanent position within the educational
system (p. 5). The study recommended that for the non-literate learner
special attention be given to the cultural background and the L1. This would
mean forming separate classes for men and women (Van Egmond-Van
Helten, et al., 1978, p. 8). The report ends with the recommendation that
teaching materials of good quality should be developed, and that teachers
should be specially trained in literacy education.
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Developments 1975 — 1990

In the next period of fifteen years, the focus on the minority population
intensified. A diversity of studies surfaced. On the one hand, there were
studies concerning their social and economic mobility and participation in
society, and on the other hand, research took place centering on second
language acquisition, teaching, and learning. In 1965, on the initiative of
UNESCO, the first world congress for the eradication of illiteracy took place
in Tehran (www.unesco.org). Viewing literacy as eminent for a country’s
economic development and essential for “the unshackling of men’s minds,”
UNESCO wanted to respond to the problem of literacy on a worldwide
scale. In this initiative, countries with a high percentage of illiteracy (then
world wide 44%) were assisted in setting up literacy programs. Many years
later in 1977, an extensive analysis of adult L1 literacy was published in the
Netherlands, putting literacy in the spotlight (Hammink & Kohlen, 1977).
Even though this report concerned L1 literacy, it also caused attention to be
focused on the social and economic problems of non-literates among the
non-Dutch (Hammink & Kohlen, 1977, p. 6). As local activities increased,
the government remained slow in taking a stand on immigration. Ultimately
the WRR (1979) came out with the report Ethnic Minorities, declaring that
immigration is indeed no longer a temporary phenomenon. What had been
predicted in earlier studies (Krijnen, 1997; Tinnemans, 1994; Van der Staay,
1971; Van Egmond-Van Helten, 1978) was now openly recognized by the
government. The statistics showed for permanent working permits an
increase of 67% in the migrant population from 46,200 in 1975 to 77,000 in
1977 and in temporary permits a decrease of almost 50% from 54,700 to
28,300. The 1979 WRR report recognized that language is a vital entity for
integration. Without the ability to communicate, the migrant is not, or only
marginally, able to participate economically or socially. The WRR report
confirmed that the government had been lax in forming a policy on
education, saying:

There has been next to no official activity with regard to language
instruction, schooling and training for adult foreigners beyond school-
age, although a great many people, including research workers, have
pointed to the need for such efforts. Language instruction for adults is
completely left to private initiative . . . (WRR, 1979b, p. 138)

The document further stipulates that education is essential, for men as well
as for women. It even advises employers to grant the worker paid leave to
learn Dutch. For newcomers the document advises orientation courses on the
Dutch society (WRR, 1979). Leave for language learning through
governmental regulation was realized on a limited scale, but was not further
expanded. The advised courses in the orientation on Dutch society would
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become a required component, some twenty years later in the Newcomers
Integration Act of 1998.

In the following years several more studies on literacy and literacy
teaching emerge. In a study by Veringa and Roesingh (1979) Alfabetisering
van volwassenen en verder (Adult literacy and further) the authors postulate
that if a child has a right to education, and it is made compulsory and
regulated by law, then it should also be a prerogative right for the adult. A
strong plea is made for the regulation of a basic education program for
adults, particularly concerning literacy education for native and non-native
speakers of Dutch. Veringa and Roesingh also emphasize that in order to
facilitate social and economic integration, learning in schools of basic
education should not be limited to learning to read and write, but be
extended to other subjects such as numeracy (Veringa, & Roesingh1979, pp.
40-50). In addition, teachers should be properly trained to ensure the desired
educational standards. These recommendations eventually materialized in
1987 with the Rijksregeling Basiseducatie (State Regulation for Basic
Education) (Broekema, 1987) in which standards were set and funding on a
larger scale was made possible. One of the major steps was the regulation of
a recognized qualification for teachers. Designated schools of higher
education would be responsible for the training. Basic education was meant
for the low-educated with a maximum of ten years of schooling in country of
origin. In curricula the objectives were not formulated, but were put in terms
of study duration (a maximum of 1000 hours or 5 years). The specific
learning content was to be determined by the educator, but the focus was
primarily on Dutch for L1 and L2 learners, L1 and L2 literacy, English,
social skills, and arithmetic. Soon computer skills were added. In the basic
education courses, 42% of the learners were immigrants, of which 80% were
in language classes, and of that percentage, 56% were in classes DSL. The
percentage of literacy courses is unknown (Broekema, 1987). The general
objective of basic education scheme was to promote coherence and
coordination of adult education. In 1998, the enactment of the WIN "also
meant the end of the institutes for basic education. At the end of this period
the WRR report 36 (1989), Allochtonenbeleid (Immigrant Policy), was
published. In this document the government again recognized the fact that
immigration was definitely a permanent phenomenon in the Netherlands,
which would have consequences for future policy making. The tone
emphasized reducing the social-economic gap, while at the same time
stimulating participation. Nevertheless, this meant that education for

11 WIN is the acronym for Wet Inburgering Nieuwkomers (Civic Integration Act
for Newcomers) of 1998.
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children as well as adults would have to reckon with these new
circumstances.

Professionalism in the field of DSL as well as in literacy was
becoming evident. One pioneer in this field, currently still active, is the
NCB. In the mid-seventies the NCB was already organizing Dutch language
courses, initially working with volunteers. At the same time, the NCB was
also making a modest start in training teachers (Van Egmond-Van Helten, et
al., 1979, p. 15). Initially (around 1989), the NCB was strongly in favour of
learning to read and write in the mother tongue first. There were many
practical objections, of which the most outstanding concerned the
Moroccans. Many were not literate in the L1 and did not speak Arabic or the
Moroccan variety, but a Berber language. Until relatively recent these
Berber languages did not have a writing system. Moreover, if the learner was
Arabic script literate, this script differs greatly from the Roman script, which
makes acquiring the Roman script even more cumbersome. This is not the
case for Turkish, which uses the Roman alphabet. If a Turkish speaker is L1
literate, then the step to L2 literacy is relatively small. Secondly, there were
too few Turkish and Moroccan teachers, and training would take too long
(Tubbing, 1990, p. 139). In spite of these warnings, priority was given in
1990 to training Turks and Moroccans as L1 literacy teachers in basic
education. The NCB is presently widely known for its comprehensive
literacy course, first published in the mid-1980s. Another milestone in DSL
development was a test battery for the four skills: speaking, listening,
reading, and writing. This was the first step in measuring L2 proficiency.
Each skill was divided into five levels. These tests are known as the 1AV
tests, Instaptoets Anderstalige Volwassenen (Entry test for speakers of other
languages). Eventually these levels would function as a basis for later L2
scales. Literacy scales and tests were to follow.

Developments 1990 — 2007

The number of immigrants continued to grow; the call for a more stringent
and active policy in the direction of integration also. This was not only
directed toward the recent arrivals, but to the long-term residents as well. In
accordance with the WRR recommendations of 1989, the focus was now
directed toward the stimulation of education, work, and integration. The
motto became “active citizenship.” At the same time, attention on a
worldwide scale was again put on literacy — the general assembly of the
United Nations adopted a resolution pronouncing 1990 the “International
literacy year.”*” Since the first step in 1964 toward a worldwide fight against
illiteracy by the UNESCO, a great step toward literacy has been taken. In

12 Retrieved 01-17-2014 from www.unesco.org
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1964, 44% was given as illiterate; in 2011 a literacy rate of 84.1% is given,
or 15.9% illiteracy." Table 2:2 reveals a formidable increase in literacy for
1971 (transposed from Table 2:1) and 2011.

Table 2:2 Literacy rates in the country of origin in 1971 and 2011%

Country Average Men Women
1971 2011 1971 2011 1971 2011

Turkey 51.3 94.1 69.1 979 33.6 90.3

Morocco 21.7 66.9 33.6 76.1 9.8 57.6

? Retrieved 01-17-2014 from https://www.cia.gov/library/publications/the-world-factbook/

Developments effecting literacy education were quickly unfolding. The
WRR report 36, Immigrant Policy (1989) set the stage for education for
newcomers, Opvang Nieuwkomers (Reception Newcomers). Numerous
publications emerged advising, analyzing, and criticizing the steps taken in
the formation of an integral plan including finances, goals, obligations,
sanctions, enrollment procedures, and educational programs. The
educational programs were to include modules on DSL, civic and social
orientation, and job orientation. An experimental period began, with Tilburg
and The Hague as the first two municipalities to explore possibilities and
develop instruments and materials (Abbenhuis, Doets, Huisman, De Jonge,
& Simmelink, 1995). Others soon followed. At the same time (end 1989,
beginning 1990) a whole series of publications emerged with goals and
objectives covering the courses in basic education: L1 Dutch, L2 Dutch and
literacy, English, Turkish and Arabic (both as a support for literacy), social
skills, and arithmetic. These publications, which became known as the
Doelenboeken (Targets Books), were soon distributed to institutes for basic
education where they formed a fundament for program development. The
“Dutch as a second language target book” (based on the IAV tests) specified
four learning levels, and three levels for literacy were added. The literacy
levels expressed in the Targets Books were predecessors of the Dutch
created CEFR literacy levels. Literacy education was transferred from
institutions for basic education to the ROCs (Regional Training Centers™) in
the department of adult education. Ten years after its establishment, the
separate institutions for basic education were terminated. The purpose for
this change was to promote the flow from lower to higher education
(Bohnenn, Ceulemans, Van de Guchte, Kurvers, & Van Tendeloo, 2004).

In 1998 the Wet Inburgering Nieuwkomers (Civics Integration Act
for Newcomers) was a fact. Two years later it was evaluated. The

13 Retrieved 01-17-2014 from www.uis.unesco.org/literacy/
14 ROC is an acronym for Regionaal Opleidingscentrum (Regional
[educational]Training Center).
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conclusions were disappointing: a large number of candidates did not reach
the expected end level; no educational underpinnings to prove that
trajectories of 600 hours are insufficient for reaching the target level; and
finally, because there were no systematic analyses of the test results, no
evaluation of the quality and effect of the education programs could be
made."® Nevertheless, the impetus to develop new material was installed, and
therefore, continued with unrelenting enthusiasm. Of these the most
influential was the development of the Raamwerk NT2 (the Framework of
Dutch as a Second Language) and the ensuing Blokkendoos (Building
blocks). Both of these products were continuations of the previously
developed Doelenboeken.*

The period 2000 to 2003 was colored by critical observations and
political hysteria. The so-called warnings of a “mass migration” from the
Islamic countries were all manipulation of the popular view, and, according
to Lucassen and Lucassen (2011) unfounded by statistics. The number of
immigrants was declining, particularly the low-educated. This is not
surprising, since WIB was being implemented. This law stipulated that a
language test and a test on aspects of the Dutch society had to be taken in the
country of origin. Since 2006, a CEFR level of Al became mandatory for
immigrants. Finally these events culminated in the Civics Integration Law
2007 (the WI, Wet Inburgering). This new legislation was a drastic change
from the previous law of 1998. Not only were there governmental cuts in
expenditures for integration education, the move was also from
governmental control to open market forces. The previously course-directed
sector was replaced with flexible demand-oriented integration and re-
integration programs. In the beginning, the move to the private sector for
schooling did not effect literacy education. These courses remained with the
ROCs, but changes were in view. The most radical change was the
installation of central integration examinations, testing all four skills. In
2011 a new test was added to the WIB, a literacy test, deterring non-literates
on language grounds from immigration (see Kurvers, Van de Craats, &
Boon, 2013 for a detailed review of these events). Table 2:3 gives a concise
overview of the three integration acts.

15 Retrieved on 01-17-2014 from
http://www.rekenkamer.nl/Publicaties/Onderzoeksrapporten/Introducties/2000/
08/Inburgering_en_taalonderwijs_allochtonen

16 Retrieved on 10-25-2005 from
http://www.blokkendoos.slo.nl/toelichting/nt2toelichting.php
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Table 2:3 The three integrations acts compared.
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WIN 1998 WI 2007 WI 2013
Target group Newcomers Newcomers and long-  Newcomers
(max. 5 years term residents
residency)
Costs Government Government Newcomer
Penalties Fine Fine and no permanent Fine and repeal of
residence permit residence permit
L2 target level DSL level 2 Newcomers all skills  CEFR A2 for all
CEFR A2 candidates
Long-term residents
written at CEFR Al
Term 500 - 600 3% + 2% years extra 3 + 2 years extra for
hours for non-literates non-literates
Implementation Municipality Municipality DUO (Dienst
and execution Uitvoering
Onderwijs)"’

Examination

Responsibility

Profile literacy
examination

Municipality

KNS (Knowledge of
Dutch society)

TGN (Test Spoken
Dutch)

Electronic practical
exam based on
profiles.

Portfolio and practical
examination

Municipality

KNS (computer test)

TGN (telephone test)

Reading (computer
test)

Listening (computer
test)

Writing (paper test)

Newcomer

2.2 Highlights in literacy development

The ever increasing entrance restrictions for the non-literate have decimated
the number of non-literate immigrants entering the Netherlands (Kurvers,
Van de Craats, & Boon, 2013). Only a number of asylum seekers and long-
term residents are now non- or low-literate. Nevertheless, literacy education
is still necessary, albeit in a broader context. In the Netherlands
approximatelyl0% of the population is low-literate, meaning that one is

17 This governmental office regulates financial educational assistance,
information about education, and the organization of national examinations.
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insufficiently literate to use daily technology for communication and
information processing (http://lezenenschrijven.nl). Of this ten percent, at
least 35% are from non-western countries.”® Developments are still
continuing. In January 2013, the European Commission in the context of
“Life Long Learning” program subsidized an inter-European research
project called the “Digital Literacy Instructor.” The goal of the project is to
develop a computer program for non- and low-literates learning an L2 with
automatic speech recognition through which feedback can be given on words
read aloud. It is expected that through the use of such programs learning to
read can be intensified.

Developments such as this, is a step further along the line of
technological advancement, but knowledge and products produced in the
preceding decennia have laid the groundwork. Of these, the development of
the CEFR levels was a driving force for the realization of the DSL levels
expressed in publications of the Raamwerk NT2 (the Framework of Dutch as
a Second Language) and the Blokkendoos (Building blocks), to the latter the
three literacy levels were added. From this the Raamwerk Alfabetisering NT2
(the Literacy Framework of Dutch as a Second Language) and the Portfolio
alfabetisering NT2 (Dutch Literacy Portfolio) were developed in which the
literacy levels were made more explicit with literacy and functional goals in
a literacy portfolio (Stockmann & Dalderop, 2005). Based on this literacy
framework, tests were developed making learning steps transparent.

Learning materials in the classroom have not been less striking. The
NCB comprehensive literacy course turned out to be (and still is) the most
influential. The material has been expanded with extra reading material and
computer-based activities. The development of the oral skills within literacy
learning lagged behind. In spite of a stress in teacher manuals and training
programs on the importance of a strong focus on the oral skills, no specific
learning levels have, as yet, been developed. Nevertheless, two basic
programs were produced. These were Van start: Een beginners cursus voor
de mondelinge vaardigheden in de alfabetisering (At the start: A beginners
program for the oral skills in a literacy trajectory) and the ensuing En nu
verder (And now further), and secondly, Spreek actief! (Speak actively!)."
Still, participation of the LESLLA student remains problematic. After having
completed literacy training and an oral skills program, it is presumed that the
student can participate in L2 classes with literate students, but according to
literacy teachers, their fluency, tempo, study skills, general knowledge, and

18 Retrieved on 01-20-2014 from: http://lezenenschrijven.nl/algemeen/wp-
content/uploads/2013/12/LS_literatuurstudie_170x240_def.pdf

19 For convenience, these titles are shortened to respectively SA for Spreek Actief!
and ENV for En nu verder..
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vocabulary still need extra attention.?® Perhaps programs such as the “Digital
Literacy Instructor” are the answer to overcoming this hurdle in further
learning.

2.3 LESLLA research

In the past, many second language classrooms have been observed
(Allwright, 1988; Chaudron, 1988; Ellis, 1990; Van Lier, 1988). Most of
these were concerned with literate learners of English as a second language
and few with non-literate learners and classroom observation. In the United
States there have been, to my knowledge, three extensive national projects
which did focus (or marginally focus) on the low-literate L2 learner through
classroom observation. The first one was in 1975 Last Gamble on Education
(Mezirow, Darkenwald, & Knox, 1975).** This project was concerned with
classroom behavior in the adult literacy classroom. Through classroom
observation of basic literacy and ESOL* classes, fifty-nine classes in five
different cities were studied. It focused on forms of information exchange,
binding of groups, and modes of instruction. The researchers noted that
because of classroom diversity, binding through sharing of experience and
peer learning was limited. Mixed-level classes and continuous enrollment
were common. The mode of instruction was mainly teacher-centered and
marked by routine type exercises such as drills and recitation.

The second national study, Classroom Dynamics in Adult Literacy
Education, was carried out from October 1997 to April 1999 by Beder and
Medina (2001). The literacy classes in this study included L1 as well as L2
learners. Twenty different classes in eight states took part in the project. The
classes were selected on basis of location, class size, type of school/provider,
type of program and type of instruction. More than 200 students were
involved. Each class was observed twice, the second observation occurring a
week after the first. The focus was on content and organization of classroom
instruction, social processes that characterize the interactions of teachers and
learners, and forces outside the classroom that shape classroom behavior.
The findings demonstrated a strong teacher-centered teaching with a focus
on the exchange of concrete, factual information. All the observed lessons
were of the IRE form of instruction: Initiation — Response — Evaluation.
Learner-centered activities were only manifested in the social interactions
between teacher and student. Free-flowing discussion, viewed to be
important for the development of the oral literacy skills, was rarely observed.

20 Taken from the minutes of the Committee for Dutch L2 literacy, November 22,
2008.

21 This report was mentioned in Beder and Medina (2001).

22 ESOL is the acronym for English for Speakers of Other Languages.
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Continuous enrollment and mixed-level classes had, as was also seen in the
Last Gamble project, a negative impact on classroom behavior. Funding and
the limited possibilities for professional development were seen to add to
this effect.

The most recent project in the United States was the extensive What
Works project of Condelli, Wrigley, Yoon, Cronen and Seburn (2003). The
objective of this project was to identify through qualitative and quantitative
research which instructional activities help to develop and improve literacy
and communicative skills in English. As in the Classroom Dynamics study,
the classes were selected on a broad basis. Thirty-eight classes from thirteen
different locations with a total of 495 students were involved. Within the
domains of instructional practices, program practices and student factors, the
study showed that several features are related to student learning. Three
instructional practices emerged as being most influential for positive
language development. These were the bringing of the outside world into the
classroom, use of the L1 for clarification, and varied practice with a focus on
communication. For the student factors, the most outstanding were regular
attendance, prior education, and age.

In 2007, a similar project was also undertaken in Great Britain,
entitled ESOL effective teaching and learning by Baynham, Roberts, Cooke,
Simpson, Ananiadou, Callaghan, McGoldrick, and Wallace (2007). The
study results were expressed in terms of progress on a speaking test in which
grammar, vocabulary, pronunciation, and interactive communication were
globally assessed. The main findings of this project indicated that the
teaching strategies “balance and variety” as well as “planning and
explicitness” were more significant than “a collaborative learning
environment” and “connecting the classroom with learners’ outside lives.” In
support of whole class work, the Baynham, et al. (2007) study observed that
it has an important cohesive function within the class, “Talk is work in the
ESOL classroom, but talk is also the means of creating social solidarity: ‘The
whole class activities are to keep the atmosphere going as much as
anything.” ” (2007, p. 55).

In the Netherlands, Kurvers and Van der Zouw (1990) studied the
literacy processes in intensive (fifteen hours per week) and non-intensive
classes (between one and a half to six hours per week). The study showed
that better literacy results were obtained in the intensive groups. Although
the oral skills and vocabulary development were not the focus of this study,
it did show the importance of a strong language base in developing literacy
skills.

Next to these few classroom studies, experimental research is also
essential for forming an understanding of the LESLLA learner. A recent
experimental study took a closer look at the effect of literacy in second
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language oral production (Bigelow, Delmas, Hansen & Tarone, 2006;
Tarone, Bigelow & Hansen, 2007, 2009). The data for this study was
gathered from low- and moderately literate Somali immigrants. The subjects
performed three second language tasks: repetition of a recast, elicited
imitation and the production of an oral narrative. The results of this
experiment show that for recasts literacy definitely does have an influence
on the oral production of a second language. For the recasts this meant: the
higher the literacy level the better the recall (correct or modified) on a recast.
In another study, (Kurvers, 2002; Kurvers, Van Hout, & Vallen, 2006)
differences in metalinguistic awareness were examined. The study focused
on children, adult non-literates and literates, all with similar ethnic and social
backgrounds. The researchers found that literacy had an effect on how one
perceives language. In sentence segmentation tasks, for example, non-
literates segmented on content, while in general, literates segmented along
word boundaries. Non-literates have particular difficulty reflecting on formal
linguistic features, which makes oral repair on grammatical errors all the
more difficult. For this reason if an uptake takes place, a lexical repair is
expected to be most prevalent. These results coincide with the findings in
quite another study by Castro-Caldes and Reis (2003) concerning brain
functions and literacy. They found that in pseudo-word repetition tasks the
brain of a non-literate was remarkably less active than that of a literate. The
conclusion that subsequently was drawn is that literacy enhances the
possibility to manipulate language units with no semantic meaning. Most
fascinating for this present research are Kurvers’ (2002b) findings on a
picture story task, in which she ascertained how texts are produced and
interpreted. Concerning text coherence Kurvers found that 45% of the stories
told by the non-literate adults were coherent, while for the pre-schoolers this
was 73.7% and for the literate adults 100%. Similar differences were found
by Scribner and Cole (1981) between monolingual literate and non-literate
adults in a story telling task. For students who have had no formal education
nor experience in ‘reading’ pictures such a task can be overwhelming.
Literacy and schooling is more than learning print. New ways of information
processing and conveying meaning are involved, which need to be learned in
combination with and parallel to learning a new language and the principles
of the alphabet.

2.4 Classroom research

This research project focused on the LESLLA classroom by looking at how
classroom education is organized for the oral skills and how classroom
interaction is structured during the practice of the oral skills. Since there has
been little LESLLA research in these areas, it is necessary to refer to
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research in SLA. The following section will describe and discuss those
developments, which have formed a basis for this study.

Long (1980) defined classroom research as “research on second
language learning and teaching, all or part of whose data are derived from
observation or measurement of the classroom performance of teachers and
students” (p. 3). This definition still stands today. Within the field of
(second) language teaching and learning, a multitude of observation schemes
has been produced, as numerous studies report (e.g., Allen, 1989; Allwright,
1988; Allwright & Bailey, 1991; Chaudron, 1988, 2003; Ellis, 1990;
Kumaravadivelu, 1999; Larsen-Freeman & Long, 1991; Long, 1980; Simon
& Boyer, 1970a, 1970b; Spada, 1994). The study of language classrooms
through the use of observation schemes was at its peak in the 1980s, when
the focus on the communicative skills was becoming increasingly important.
Before then, in the 1960s and 1970s, the focus of classroom research was
primarily on the cognitive outcomes, teacher or pupil behaviour, and method
comparisons  (particularly audio-lingual and grammar translation
approaches). Results were often inconclusive, research turned to classroom
processes by observing the actual practices and procedures in the classroom
(Spada & Frohlich, 1995). In the following three sections the main
developments underlying the construction of schemes used for observing
classroom interaction are highlighted. The extensive historical overviews
given by Allwright (1988), Allwright & Bailey (1991), and Chaudron (1988)
clearly show how complex (second) language classrooms processes are and
how problematic it is to categorize these processes in a scheme.

2.4.1 Classroom observation

One of the first publications documenting and describing observation
schemes was by Simon and Boyer in 1970a, 1970b, Mirrors for behavior:
An anthology of observational instruments. All 79 observation schemes in
this anthology deal with forms of communication. Although not all of them
focus on the classroom, they do have an educational purpose. As Simon and
Boyer wrote in their introduction, “it is hoped that strategies for inducing
learning, deduced from these ‘non-educational’ systems, will provide a
source for new behaviors for teachers in the classroom” (1970a, p. 3). Of the
listed 79 systems, 67 were developed in the field of education for classroom
observation. The term classroom is not explicitly defined, but from the
discussion and descriptions of the observation systems, the majority of the
systems for classroom observation were probably executed within the school
system, i.e. elementary through high school. Of these 67, the anthology cites
two systems that specifically focus on the foreign (second) language
classroom: one by Moskowitz and the other by Wragg. Other systems listed
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in this anthology have also been widely used for observation in the second
language classroom (Allwright & Bailey, 1991; Chaudron, 1988). They
include the work of Flanders and Bellack. Particularly the scheme developed
by Flanders has been highly influential in the development of other schemes.
In the intervening years since the Simon and Boyer anthology, the number of
schemes intended for classroom observation proliferated. Ten years later,
Long (1980) complied a new list of observation schemes. He mentioned that
there were over 200 focusing on classroom behaviors of teachers and
students. In the field of second language learning there were at least 20. Not
all of these schemes were equally successful, and only a few seemed to have
had influence on later developments. Of these, the work of Fanselow (1977)
will be dealt with at the end of this section. A few years later Chaudron
(1988) added three more products to the Long inventory list. Of interest for
this discussion is the COLT (Communicative Orientation of Language
Teaching) observation scheme by Allen, Frohlich, and Spada (1984).

The influential observation scheme of Flanders (1970), focusing
chiefly on behavioural aspects of the teacher and the student in the
classroom, gave insight as to how classroom processes develop. He named
his observation scheme: The Flanders System of Interaction Analysis
(FSIA). Flanders had two purposes in mind for his observation scheme: (1)
to describe teacher-student verbal behaviors, and (2) to make teachers aware
of their classroom teaching behavior. As a result, the scheme was widely
used in in-service teacher training. The second FSIA scheme he developed
was an expanded version of the first. Distinctive of the second scheme is the
role of the teacher versus that of the student during classroom interaction.
This approach reflects the view of language teaching popular at that time.
Allwright and Bailey (1991) state, “The powerful idea was that teaching was
more or less effective depending on how “directly’ and ‘indirectly’ teachers
influenced student behaviour” (p. 10). In the Flanders scheme, the roles of
the teacher and student were classified as two distinct categories. Each
category contained behaviors presumed to be characteristic of the teacher or
student during classroom interaction. Teacher talk was categorized as having
either “indirect influence” or “direct influence.” Indirect influence primarily
dealt with affective features of the interaction such as accepting feelings,
praising or encouraging, accepting or using ideas of the student, or asking
questions about content or procedure. Direct influence mostly covered
cognitive components such as lecturing, giving directions, and criticizing or
justifying authority. Student talk was divided into three categories:
“(predictable) response to the teacher”, “initiation or unpredictable
statements”, and “silence or confusion.” The second FSIA system provided
more detail for the given categories. For example, the category “teacher
asking questions” was divided into narrow and broad questions. Narrow
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questions included the wh-questions (who, what, where, when, why, and
how) requiring fixed and often predictable answers. Broad questions were
open-ended questions that did not require a predetermined answer. These
terms are also to be found in the later constructed COLT observation
scheme. Along this line of narrow and broad questions, the student
categories were also expanded. The previous category of predictable
responses was extended to two sub-features: “making a statement” and
“asking a question according to a set format.” The student category
“initiation or unpredictable statements” was subdivided into two categories:
“showing initiative by responding” and “asking questions showing freedom
of expression.” The final category for student talk, silence or confusion, was
changed to “non-constructive use of time” and “constructive use of time.”

A matrix format was used to code the classroom interactions (also
characteristic of the later COLT systems). On each axis the categories were
identically marked. The interactions were coded in moves of two, forming a
pair. The vertical axis represented the first move of an interaction and the
horizontal the second. Each pair of moves was marked using a tally system.
From the number of tallies in a box of the matrix the behavior of the teacher
and the student could be counted. From this relatively simple procedure, the
types of utterances in terms of behavior could be quantified. This approach
did not take into account linguistic nor semantic components. The Flanders
system of classroom interaction prompted a humber of other researchers into
producing schemes based on his initial concepts.

In the late 1960s, Moskowitz took Flanders’ approach a step further
by adapting it to the L2 classroom. She named her system FLint, meaning
Foreign Language Interaction. In line with Flanders, Moskowitz also applied
her observation scheme for teacher training. By using her observation
scheme, Moskowitz argued that teacher autonomy through self-evaluation
would also induce teacher awareness of classroom processes — a necessary
step for improving teaching techniques (Moskowitz, 1971). In order to make
Flanders’ scheme applicable to the L2 classroom, Moskowitz included
categories that were thought to be characteristic of the L2 classroom. Under
the category “indirect influence” two features were added: “intentional
jokes” and “repetition of student utterances.” Under the category “direct
influence,” “explicit correction” and “pattern drills” were added. These last
two features were especially characteristic of the audio-lingual method
widely applied at that time. In the area of student talk, Moskowitz added the
use of the L1. Moskowitz applied the same coding system used by Flanders,
only she inserted three “hanging columns” (Moskowitz, 1971, p. 215). One
was for coding non-verbal behavior, one for the use of the L1, and one for
the use of the L2. By adding these three features of verbal behaviour, the
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dimension of language spoken in classroom interaction could be more fully
characterized.

Around the same time, Bellack also studied classroom interaction,
but from a social angle with a pedagogical purpose (Bellack, Kliebard,
Hyman, & Smith, 1966). Taking a broader perspective than Flanders,
Bellack wanted “to understand how the classroom worked as a learning
environment, by studying how language was used to structure that
environment” (Allwright, 1988, p. 126). Bellack’s approach to analyzing
classroom interaction was a major step toward describing entire processes in
the classroom. Not only did Bellack analyze the individual moves or pairs of
moves as did Flanders and Moskowitz, but Bellack also oversaw the whole
system of interaction. Within this structure he identified four basic verbal
actions or pedagogical moves that characterize and are central to classroom
language: “structuring” (setting the scene, focusing attention on the topic);
“soliciting”(eliciting a verbal response, asking questions); “responding”
(replying to a solicitation, answering a question); and “reacting” (modifying
a previous move, clarifying, expanding).”® These pedagogical moves were
combined in interaction to form patterns. These patterns Bellack termed as
the “teaching cycle.” In contrast to the Flanders system, where the roles of
the teacher and the student were fixed as to the types of moves they were
allowed to make, in Bellack’s system these roles were not predetermined.
The first step in Bellack’s system was to specify the speaker. This could be
the teacher, a pupil, or an audio-visual device, which implied that the
pedagogical moves could be uttered by any one of these three sources. This
important change was applied in later schemes such as the COLT scheme.

Bellack found that the teaching moves or acts form a set pattern in
the classroom. Of the 15 classes studied with 4,592 teaching moves, 84.5%
were teacher initiated moves (Bellack, et al., 1966, p. 232). Of these, 18.4%
were structuring (for example explaining) rather than soliciting moves (for
example asking questions). Of the soliciting moves, approximately 60%
were of a substantive nature (the subject matter and cognitive processes) and
approximately 40% were of an instructional nature (procedures and didactic
processes). Bellack called these patterns in the classroom “the teaching
game” (1966, p. 237).* Even though there was flexibility in pattern
formation, the game was, as Bellack called it, “overarching” (1966, p. 247).
If a sequence of moves was instigated, then the following moves, even in
consideration of the possible variations of occurrence, were almost self

23 The description of the Bellack system is taken from Bellack, et al., 1966.

24 Bellack’s notion of a language game was derived from Wittgenstein (Bellack,
et al.,1966, p. 15). Stern (2004) cites from Wittgenstein the formulation of the
language game as follows, “I shall call the whole, consisting of language and
the actions into which it is woven, a ‘language-game’ ” (p. 89).
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evident. If, for example, the teacher solicits, then he must allow for a
response from the student and react to that response in return. He reported
that the chance that a teacher-initiated cycle would be followed by another
teacher—initiated cycle was about 90% (1966, p. 248). The same was true for
student-initiated cycles. In such cases there was a possibility of 40% that it
would be followed by another student-initiated cycle (1966, p. 248).

Up until now, most research concerning classroom observation had
been concentrated in the United States. In 1970, Wragg was one of the first
in Europe (in Britain) to take up this line of research on the secondary school
level (Allwright, 1988, p. 105). He, as did Moskowitz, also adapted the
Flanders system to the L2 classroom, but from a different angle. By
duplicating the ten original categories noted by Flanders and applying that to
the foreign language component, interaction in both the L1 and L2 could be
observed (Wragg, 1970). Despite the criticism given on the use of the FSIA
and FLint systems, Wragg’s research revealed important characterizations of
the language classroom. Concerning the amount of talk in the L1 and L2,
Wragg found that teacher talk was the most dominant. Teacher talk
encompassed 71% of the total classroom time, while student talk occurred in
29% of the time. Of the total classroom time, the L2 was spoken 59% of the
time and the L1 during 41% of the time. When the L1 was used, the teacher
spoke most of the time (81%) and the students only for 19%. When the L2
was used, the students spoke more than during L1 time (36%) and the
teacher spoke somewhat less, 64%. The relationship between the L1 and L2
for the categories “student responding to teacher-solicitation” and “student-
initiation” stood in sharp contrast. Wragg discovered that these categories
were equally balanced for the L1, but not for the L2. By counting the moves
made in the L2, there were 685 moves marked for “student responding to
teacher-solicitations” and only 10 moves for “student-initiation.”

In the late 1970s, development in observation schemes moved away
from the strict fixed role observation schemes (such as that of Flanders) to a
more open system (such as that of Bellack). No longer would classroom
interaction be analyzed by means of schemes with predetermined roles and
concomitant categories, but through analysis of transcriptions of actual
recorded whole discourse (Allwright & Bailey, 1991). Fanselow (1977)
followed in the footsteps of Bellack, by analyzing the whole process of
interaction. In fact, his approach was a major step toward discourse analysis
which would characterize later developments. He adapted his system to the
L2 classroom and named it FOCUS, meaning Foci for Communications Used
in Settings. The system was not based on tallies as that of Flanders and
Moskowitz, for such an analysis could obscure the underlying intended
meaning of an utterance. Instead, following Bellack, Fanselow embraced the
whole event of discourse by looking at the pedagogical moves as a cycle
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forming patterns of interaction. Wanting to lay bare the mental processes
involved, he avoided terms such as meaningful or mechanical, and the
problem of multiple interpretations (Fanselow, 1977, p. 27). Fanselow’s
FOCUS lists five characteristics of communications:
(1) Who communicates? (teacher, one student, group of students or whole
class);
(2) What is the pedagogical purpose? (structure, solicit, respond or react)
(3) What mediums are used (linguistic, non-linguistic or para-linguistic)
(4) How are the mediums used? (attend, characterize, present, relate or re-
present); and
(5) What areas of content are communicated? (language, life, procedure,
or subject matter).

The four pedagogical purposes in this list were borrowed from Bellack’s
system.?

2.4.2 The IRF exchange structure

The study by Bellack, et al. (1966) opened the door to classroom discourse
analysis. With his focus on the pedagogical moves and the teaching cycle,
the study of interaction in the classroom, first viewed through the moves
between the teacher and the student, evolved to a detailed analysis of the
whole interaction process. Building on the interaction moves initially
described by Bellack, Sinclair and Coulthard were one of the first to advance
an approach for systematic analysis of classroom interaction through
discourse analysis. They wanted to analyze real examples of performance
through which the intent of the speaker in a particular context could be
explained. Sinclair and Coulthard (1975) created a hierarchically structured
model of interaction built up out of four ranks, each rank narrowing the units
of the previous rank. Ranks reflect size, not importance within the structure.
Of particular importance for this research project was Rank IlI, labeled
“Exchange (teaching).” This rank involved the IRF teaching-exchange or the
initiation-response-feedback cycle. This IRF structure replaced the labels for
the pedagogical moves introduced by Bellack. Example (2.1) illustrates the
difference between social interaction and an IRF exchange:

25 FOCUS is reproduced and illustrated in Allwright and Bailey (1991, p. 207-
212).
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(2.1) Social and classroom interaction sequence

Social interaction Classroom interaction

A: What day is it today? Teacher: What day is it today? (initiation)
B: Friday. Student: Friday. (response)
A: Ah, thank you. Teacher: Yes, very good. (feedback)

In social as well as in classroom interaction, both the question and the
response to that question are the same. The difference lies in the final
response. In social interaction, where the question is genuine, the final
response is one of gratitude. In classroom interaction, the teacher is testing
the student’s knowledge, and in the final response, he gives his evaluation of
the student’s answer to his question. Consequently, the interaction has an
instructional overtone; the teacher is expecting a predetermined answer. In
classroom interaction it is most often the teacher who initiates the interaction
by asking for or giving information. In turn, it is most often the student who
responds to the teacher. Finally, it is again the teacher who may respond in
various ways to the student with feedback. This pattern is the IRF exchange
structure. Instructional interaction, as illustrated in (2.1) distinguishes itself
from real conversation in that it is more concerned about how something is
said than what is being said.

As previously shown by Bellack, the teaching cycle, now termed
IRF exchange,® plays a dominant role in classroom interaction and
particularly in teacher-centered or teacher-fronted type of classrooms where
the teacher controls all the classroom events from topic choice to activity
and interaction structure (e.g. Cazden, 1988; Ellis, 1990, 1999; Johnson,
1995; Mehan, 1979; Van Lier, 1996, 2001). In such interactions the
relationship between the participants, the teacher and the students, is usually
not one of equality. The teacher is, as a rule, the central figure. Around him
pivot all the events. He is the one who initially decides what is to be done,
when it is done, where it is done, how it is done, with whom it is done and
even why it is done (Ellis, 1990; Johnson, 1995; Van Lier, 2001). In 1974
Cazden and Mehan collaborated in an educational venture, which culminated
in two publications (Cazden, 1988; Mehan, 1979). Mehan found that more
than 58% of the exchanges were IRF structures. In comparison, Bellack
found that 85.5% of classroom interaction was teacher initiated and of these
moves, 67% were soliciting-response moves. Extending these statistics to the
Mehan study, this means that 57.3% were IRF exchanges. Cazden remarked
that such a high percentage is not surprising as teachers are “doing what
comes naturally” (1988, p. 53).

26 Mehan (1979) refers to these three steps of interaction as the IRE structure:
initiation, response, and evaluation. IRF and IRE structures are the same. In this
present study the letters IRF will be used.
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There has also been considerable criticism on a too frequent reliance
on the use of the IRF structure in the language classroom as it does not allow
for student variation or experimentation. The IRF exchange pattern does not
leave room for asking questions, expanding on requests, self-correcting, or
even initiating an exchange outside the requested response. In other words,
the student is limited in his responses (Ellis, 1999; Long, 1980; Long,
Adams, McLean, Castafios, 1976; Mercer, 2001; Sinclair & Brazil, 1982;
Van Lier, 2001). Long postulates that the IRF structure, also referred to as
lockstep teaching, hampers language development. Instead classroom group
work should be stimulated for it enhances real interaction and language
learning (Long, et al., 1976).

In spite of all these drawbacks IRF is not necessarily static. Hewings
(1992, p. 185) mentions that each move in an IRF exchange can be
expressed in various ways. An initiation move can be a question, but also it
can give information. A response can be an answer to that question, or
another question can be asked, or more information can be given. The
feedback to the response can be an acknowledgement of that response,
another statement, or a repetition of the response using the same or other
words. Similarly, Van Lier (1996, 2001) argued that the IRF exchange can
be a valued pedagogical tool with different pedagogical purposes.
Depending on the type of questions asked, the student can be requested to
produce learned material, explain usage or even display understanding. If
viewed from this angle the IRF exchange structure becomes an important
didactic tool in classroom interaction. It is now not a question if this pattern
occurs, but rather, as Van Lier explained, how it is manipulated.

2.4.3 Communicative competence and the COLT observation scheme

Meanwhile on the other side of the Atlantic, the communicative language
teaching (CLT) was becoming the dominant approach in language teaching.
The concept of communicative competence, initially expounded by Hymes
in 1972 in reaction to Chomsky’s view (1965) on the study of language,
formed the underlying principles of CLT. According to Hymes (1972, pp.
284-286) in a theoretical framework of communicative competence four
basic questions must be answered concerning language performance before
it can be deemed effective: Is it (formally or linguistically) possible? Is it
feasible (can be implemented)? Is it appropriate (adequate for the situation)?
Is it performed (is it actually done)? These ideas were later expanded by
Canale and Swain (1980). In their article, they identified three main areas
central to a framework of communicative competence: linguistic or
grammatical competence, sociolinguistic competence, and strategic
competence. Later in 1983, Canale extended this to include discourse
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competence. Discourse competence, in the meaning to communicate
effectively, overarches the other three competences. If a text, either oral or
written, cannot be interpreted or understood in a logical manner, even if it is
grammatically correct, communication is either difficult or unfeasible. While
on the other hand an ungrammatical utterance can be a coherent one.”’

This concept of communicative competence had an enormous
impact on second language teaching. Under influence of these developments,
the COLT observation scheme was produced. The COLT scheme was based
on the premises of communicative competence (Spada, 1987, p.140):
“grammatical competence (knowledge of the formal systems of lexis,
morphology, syntax, and phonology); discourse competence (knowledge of
the ways in which sentences combine in meaningful sequences); and
sociolinguistic competence (knowledge of the ways in which utterances are
produced and understood appropriately in social contexts).”

Savignon (1972, 1991, 2007) was one of the first to experiment in an
L2 classroom with the ability to convey meaning, in other words, to achieve
communicative competence. Her approach was a distinct departure from the
previous focus on dialog recitation, characteristic of the audio-lingual
methods, and discrete-point grammar knowledge of the grammar translation
approaches. The outcomes of Savignon’s experiment of 1972 showed that in
order to attain communicative competence the practicing of real
conversation is essential. In her experiment she found that students who had
practiced such skills performed significantly better on an oral test than those
who had not.

The COLT observation scheme was developed at a time when CLT
was at its peak (Allen, Frohlich & Spada, 1984). In the beginning of the
1980s a five-year project, Development of Bilingual Proficiency, at the
Ontario Institute for Studies in Education in Toronto, set out to examine the
effects of classroom instruction on second language acquisition. Four points
were of concern: “the nature of communicative competence, the influence of
social context on its development, the effects of instructional variables on L2
learning and the influence of individual learner characteristics” (Spada &
Frohlich, 1995, p. 2). In order to be able to analyze these features
characterizing language classroom processes an observation scheme was
developed. The result was the COLT observation scheme. The core purpose
of this scheme was “to identify those features of instruction which
communicative theorists and L2 researchers consistently referred to as
contributors to successful learning” (Spada & Frohlich, 1995, p. 6).

The COLT scheme is divided into two parts: Part A and Part B
(Spada & Frohlich, 1995). Part A concerns features of pedagogy: the types

27 See chapter 6 for a discussion on relevance and coherence.
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of activities, organization of the participants, content and lesson focus,
content control, student modality”® and types of materials used. Part B
concerns the communicative features within the verbal interactions between
teacher and student: use of target language, predictability and realistic use of
language, extent of sustained speech, reaction to form or message,” ways of
reacting to preceding utterances, discourse initiation by student and relative
restriction of linguistic form imposed upon the student. In Part B of the
scheme the categories under “information gap” are reminiscent of the
dichotomy given in Flanders’ system. In the Flanders system, factual
questions that emphasize recall are termed in the COLT as “predictable” and
“pseudo-requests.” Those questions termed in Flanders as broad, open-ended
questions that “permit choice of response” and “ask opinion” are in the
COLT scheme “unpredictable” and “genuine.”

Although the use of observation schemes has aided the
understanding of interaction in the language classroom, there were also
reservations about placing too much value on the outcomes. Van Lier (1988)
forewarns researchers not to rely too heavily on the compiled data by stating:

When observing an L2 classroom in action it is clear that no direct
link can be made between observable behaviour and language
development. Learning is not generally directly and immediately
observable. In the first place, it is characterized by improved
performance or increased knowledge, and manifested by the learner's
behaviour at some time (unspecified) after the learning has occurred.
Secondly, the learning itself may not be produced by one specifically
identifiable event, but rather by the cumulative effect of a number of
events. (p. 91)

Other critical sounds also caution that observation schemes do not reveal the
complete picture of classroom interaction that occurs. Kumaravadivelu
(1999) alerts researchers that observation schemes “can produce only a
fragmented picture of classroom reality” (p. 456). This, he states, can
conceal important personal and interpersonal relations and goals in teaching
and learning during the interaction processes. Keeping these admonitions in
mind, classroom observation and the use of schemes are nevertheless
valuable instruments for obtaining an initial understanding of classroom
interaction, even if it is only partial.

28 The four modalities in language learning are reading, writing, speaking, and
listening. Student skills are an expression of a modality.

29 The terms meaning, message, and language use all refer to what is
communicated in an utterance and are used interchangeably.
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2.4.4 Corrective feedback

Error correction has a long history with a multitude of publications based on
experimental and non-experimental research, often trying to find the cause of
errors and how to avert or correct them (e.g. Doughty & Long, 2003;
Larson-Freeman & Long, 1991; Lightbown & Spada, 1999; Mackey, 2006,
2007; Mitchell & Myles, 2004). At first, studies on error correction were
mainly concerned with the teaching process, focusing on questions such as:
Who should correct? Who should be corrected? What should be corrected?
When should be corrected? Basically, should errors be corrected?
(DeKeyser, 1993; Hendrickson, 1978; Lyster and Ranta 1997). Later,
interaction was investigated along with feedback. By using interaction
analysis the focus turned to how it is done, rather than how it should be
done. In 1997 Lyster and Ranta, from a research in French immersion
classes®* in Quebec, Canada, developed a model of corrective feedback
which has been extremely important in systemizing studies on feedback
(Lightbown & Spada, 1999; Lyster & Ranta, 1997; Spada & Lyster, 1997).
This Lyster-Ranta model is in the form of a flowchart directing the
researcher through the steps of a corrective interaction sequence. This three-
step sequence begins with a trigger. The trigger is the response of the student
to a question or remark made by the teacher or another student and contains
some sort of error. The trigger pushes the teacher to respond with a form of
(corrective) feedback. In conclusion, the student may or may not respond to
the given feedback with an uptake.* Example (2.2) illustrates a typical
feedback sequence.

(2.2) Three-step corrective feedback sequence

Student:  Box, two box. (trigger)
Teacher: Two boxes. (feedback)
Student:  Two boxes. (uptake)

Such feedback sequences are, in fact, embedded in IRF exchange structures.
An IRF exchange begins with the source of the trigger on which the
feedback is based. This source, the initiation step in an IRF exchange, is
often a question or remark usually made by the teacher. The response is then

30 Immersion classes are basically the same as what is presently termed content-
based L2 classes.

31 The term uptake probably has been coined in relation to feedback sequence by
Lyster and Ranta (1997); others have followed suit. In similar contexts the
word recall has been used in place of uptake by e.g. Ellis and Barkhuizen
(2005); Mackey (2007); Philp (2003); Sheen (2006); and Tarone, Bigelow, and
Hansen (2009). In this study the word uptake is used.
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the trigger on which the teacher gives feedback. The corrective feedback
sequence ends with the student’s possible uptake. Example (2.3) illustrates a
typical IRF corrective feedback sequence.

(2.3) Classroom corrective feedback sequence

Teacher: What do you see? (initiation or source)
Student: 1 see two pen. (response or trigger)
Teacher: Ah, you see two pens. (feedback)

Student:  Two pens. (uptake)

Lyster and Ranta (1997) specify six types of negative feedback: explicit
correction, recast, clarification requests, metalinguistic feedback, elicitation,
and repetition. These various types of feedback have often been labeled as
being explicit or implicit correction with overt (explicit) correction as the
most explicit form and recasts as well as negotiation techniques as the most
implicit (e.g. Carol & Swain, 1993; Gass, 1997, 2003; Gass & Mackey,
2007; Long & Robinson, 1998; Panova & Lyster, 2002). In the use of
feedbacks, it is evident that they are not static in terms of explicit or implicit,
but stand on a continuum, depending on the saliency of its focus (Adams,
Nuevo, & Egi, 2011; Doughty & Williams, 1998; Gass & Mackey, 2007).
Sheen (2006) illustrates that recasts can also be less implicit and thus more
explicit in view of its complexity and focus. For instance, a recast focusing
on one word only is more salient than one focusing on an entire utterance
(Lyster & Ranta, 1997, p. 47), and those focusing on a phonological or
lexical error are more salient than those directed toward morphosyntactic
errors (Mackey, Gass, & McDonough, 2000). Next to the dichotomy
between explicit and implicit, feedbacks also differ in focus on form or
meaning. Form refers to the surface features of an utterance. These could be
lexical, grammatical or phonological (Allen, Frohlich, & Spada, 1984, p.
237; Canale & Swain 1980, p. 29; VanPatten, Williams, & Rott 2004, pp. 1-
2). Meaning refers to all aspects of communication: the message of the
interaction (Allen, Frohlich, & Spada, 1984, p. 237; VanPatten, Williams, &
Rott, 2004, pp. 3-4) as well as the appropriateness of the message (Canale &
Swain, 1980; Hymes, 1972). In other words it also pertains to pragmatic
competence, which “refers to the ability to use language in culturally and
contextually appropriate ways” (Fujioka, 2003). VVan den Branden (1997, pp.
592-594) defines recasts and negotiation of meaning as implicit forms of
feedback that primarily focus on meaning. In contrast, he sees overt
correction and negotiation of form as explicit feedback mainly focusing on
form.

The overview presented in Table 2:4 shows that the type and focus
of the feedbacks stand on a continuum (Adams, Nuevo, & Egi, 2011,
Doughty & Williams, 1998).
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Table 2:4 Overview of types and focus of corrective feedback

Type Focus

Qo D

< g T B 5 3

i = z a L =

1. Explicit correction X X X X

2. Elicitation X X X X

3. Repetition X X X X
4. Metalinguistic information X X X X

5. Recast X X X X X

6. Negotiation of meaning X X X
7. Negotiation of form X X X

8. Negotiation of content X X X

9. Reinforcement/acknowledgement X X X X

As shown in Table 2:4, negotiation is a form of corrective feedback, which
incorporates three types: negotiation of meaning, negotiation of form, and
negotiation of content. In contrast to other types of negative feedback, those
concerning negotiation are used with the intent to maintain the flow of the
conversation, even though their purposes differ. Hatch (1978) was perhaps
the first to stress the importance of a study of interaction in language
learning. In the words of Pica (1994, p. 494), “She [Hatch] encouraged a
reversal of assumptions on the nature of the learning process, as she urged
researchers to turn their attention away from questions about how L2
structure learning led to the learner’s communicative use of L2, and instead
to examine how the learning of L2 structure evolved out of communicative
use.” In Hatch’s words, “syntactic structures grow out of conversation”
(Hatch, 1978, p. 410). From this standpoint developed the concept of
negotiation and a host of research followed (e.g. Gass, 1997; Gass, Mackey,
& Ross-Feldman, 2005; Lightbown, 2000; Long, 1996; Mitchell & Myles,
2004; Pica, 1994a). Initially, negotiation was seen as interactional
modification with the purpose of achieving comprehension and later it
became known as negotiation of meaning (Gass, 1997, 2003, 2007; Larsen-
Freeman & Long, 1991; Pica, 1994; Varonis & Gass, 1985). Long (1996)
defines negotiation as a way to amend miscommunication.

In line with this development was that of comprehensible input,
particularly known through the work of Krashen and his Input Hypothesis
(DeKeyser, 2003; Krashen, 1985; Mitchell & Myles, 2004). Krashen argues
that acquisition of form (grammar) is accomplished through comprehensible
input. As Krashen (1985) formulates, “Speaking is the result of acquisition
and not its cause. Speech cannot be taught directly but ‘emerges’ on its own
as a result of building competence via comprehensible input” (p. 2). This is
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just the opposite of that which Hatch advanced. In line with these
developments, Swain (1985) came forward with the Output Hypothesis. He
claimed, in contrast to Krashen, that input can be understood without the
understanding of the syntactic structures involved. Learners can only
become aware of language structures by being pushed to produce. This “may
force the learner to move from semantic processing to syntactic processing”
(Swain 1985, p. 249). Long, inspired by Krashen’s approach, asserted that
input alone is not sufficient; output is equally essential in facilitating
comprehension and drawing attention to form (Long 1996, p. 423). This
reciprocal input-output action was eventually consolidated in the Interaction
Hypothesis (Long, 1983, 1996; Mitchell & Myles, 2004; Pica 1994).

Later correction of form through negotiation was incorporated.
Lyster and Ranta (1997) refer to negotiation of form as having “didactic
function.” In negotiation of meaning, comprehensibility is at stake and
through techniques such as clarification requests, confirmation checks, or
comprehension checks, understanding is restored. In negotiation of form,
comprehensibility is not the issue, but the actual grammatical form is. By
means of elicitation, metalinguistic feedback, clarification requests, and
repetition the student is encouraged to repair his error (Lyster & Ranta,
1997, p. 42). Central to negotiation of meaning as well as form, is the feature
of allowing self-repair where the student is encouraged either to modify or to
add additional information to his response, making it more comprehensible
or correct (Lyster & Ranta, 1997, p. 42; Van den Branden, 1997). This
concurs with the Output Hypothesis of Swain. Negotiation of meaning and
negotiation of form differ in focus, but both are, what Van den Branden
(1997) calls “side-sequences” within the interaction. The teacher stops to
negotiate and when the problem has been resolved, resumes the interaction.
In other forms of feedback, the focus is on the corrective feedback, not on
the interaction at hand.

The third type of negotiation is negotiation of content. In this type of
negotiation the focus is not on the clarity of meaning or correctness of form,
but on the general topic on which the interaction is based. It is not a matter
of misunderstanding, for the message is understood, but the interlocutor (the
teacher or the student) wishes more clarity or information on the subject.
This type of questioning is referred to as negotiation of content (Ellis &
Barkhuizen, 2005; Rulon & McCreary, 1986; Van den Branden, 1997).%As
Van den Branden (1997) explains, a negotiation of content does not form a
side-sequence in the interaction; it is part of the interaction. The teacher,

32 Gass (2003, p.233-4) in a discussion on intentional requests for modification,
alludes to negotiation of content naming it “topic-focused questions.” She
explains that in such cases “the NS takes the original questions and establishes
them as the topic before proceeding to the crucial part of the question.”
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through her questions or remarks, pushes the student “to provide additional
information” (Van den Branden 1997, p. 594). The teacher actually partakes
in the interaction as a participant, not as a corrector. In the Rulon and
McCreary’s study “negotiation of content is the process of spoken
interaction, whereby the content of a previously [italics added] encountered
passage (aural or written) is clarified to the satisfaction of both parties”
(1986, p. 128). This “previously encountered passage” refers to the lesson
content, the teacher’s explanation or comment about which students are
interacting. The negotiation that takes place during such an interaction is
about expanding or deepening understanding about the content.

2.5 Classroom pedagogical practices

Since the 1980s second language teaching in the classroom has undergone
remarkable changes. In the Netherlands for the teaching of Dutch as a
second language this was particularly prominent since 1990s. The influence
of CLT approaches was evident in the emerging textbooks, encouraging
more realistic oral skills practice and assessment. Next to advocating a
communicative approach, certain didactic procedures were also prescribed in
teacher’s manuals and training. Of these the VUT-model and the ABCD-
model were central in the planning and the sequencing of classroom
practices.®® The first involved the sequencing of the phases or stages in a
lesson. In the Netherlands they have been termed the VUT-model, meaning:
Vooruit kijken (looking ahead and introducing the lesson topic), Uitvoeren
(practicing), and Terugkijken (looking back and evaluating) (Bossers,
Kuiken, & Vermeer, 2010; Hulstijn, Stumpel, Bossers, & Van Veen, 1996).
These steps form the backbone of the organization of a lesson.

Next to the VUT-model stands the ABCD-model. This cycle was
introduced by the German scholar Neuner in 1981 in his Ubungstypologie
zum Kommunikatieven Deutschunterricht (A typology of exercises for
communicative language teaching in German). By the 1990s it had become
well established in the Netherlands through teacher training programs and
classroom materials. The didactic cycle consists of four steps which became
known in the Netherlands as the ABCD-model or structure (Bossers, et al.,
2010; Hulstijn, et al., 1996; Van Kessel, 1993). In the VUT-model the

33 The VUT and the ABCD-model are similar to the Anglo-Saxon PPP model
(presentation-practice-production) and the extended Five Steps model, which
added revision at the start and consolidation at the end (Adamson, 2004). The
main difference between the PPP model and that of the ABCD-model is that the
later has been developed to promote communicative language teaching, while
the PPP models are associated with practice on discrete forms of grammar
(Adamson, 2004; De la Fuente, 2006).
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ABCD-model is an expression of the practice step, the U in the VUT
abbreviation. Each step builds up from simple vocabulary practice to
realistic conversation practice. This model functions as a guide for the
teacher in structuring his lessons towards the development of the
communicative skills. The four steps in the ABCD-model are described
below.

Step A is the presentation of new material and the review of known
or previous material. The focus is on understanding. The activities are
mainly closed and receptive such as multiple-choice or yes-no guestions, and
matching exercises. Step B is a reproductive step in which the new material
is consolidated. Activities are strongly structured, often based on
reproduction of fixed routines. Common types of exercises include
(substitution) drills, cloze texts, and semi-closed often routine-like questions.
Some communicative language is practiced in the form of micro-dialogs (an
interaction with two exchanges) in which the elements (vocabulary and
routines) are practiced heading towards dialog memorization (scripted role-
play). Subject matter as well as linguistic forms and/or vocabulary are pre-
determined. Step C is guided production with more focus on interaction. In
this step the student gets an opportunity to experience real communication,
without free production. Activities, which can be a continuation of the dialog
practiced in step B, include semi-open dialogs, role play, and information
gap activities. The roles in the interactions are structured, but there is more
allowance for individual variation. The subject matter and dialogs, as well as
the linguistic forms and/or vocabulary are still pre-determined. In the final
step in the cycle, Step D, there is a move toward authentic communication in
which free conversation is practiced. Although the subject matter is often
pre-determined, language production is not limited in linguistic form and/or
vocabulary. Activities such as discussions and open-ended questions
characterize this step.

2.6 Summary

In this chapter an overview was given of historical and theoretical
developments, laying a basis for this study. By looking into the past, it was
seen that the non-literate as well as the teacher had a difficult start in
education. Nevertheless, significant advances have occurred in creating
learning levels, tests, and classroom materials for the non-literate. The
discussion on classroom research focused on observation schemes,
particularly in the area of feedback. This study relied for a large part on
those observation schemes. Developments in communicative competence
(from which the COLT system emerged) and in feedback (as seen through
IRF structure), corrective feedback, and negotiation are all reflected in the
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schemes constructed for this study. Basing observation on the constructed
schemes, classroom organization and interaction structure could then be
explored in detail.



Chapter 3
Selection process

This study is based on an investigation of six literacy classes. The final
selection of these six literacy classes was preceded by an extensive survey of
literacy programs in departments of adult education at schools for secondary
vocational education. These schools, the ROCs, were in 2006 the main
provider for literacy programs. At that time, there were 42 ROCs*
distributed throughout the country. These ROCs were located in a main
location and often various sub-locations. Of these 42 ROCs, 35 provided
courses for adult learners of Dutch as a second language and literacy. The
organization of these programs varied among the ROCs. There were
differences in management (registration, administration, and distribution of
finances) on one hand, to lesson organization (course duration, frequency,
and intensity of courses) on the other. Even within a ROC, the organization
in sub-locations could vary. Due to a certain amount of autonomy in
program planning these sub-locations could determine the materials to be
used, the didactic approaches, testing, and placement procedures.

This variation called for a closer investigation of the literacy
programs in these 35 ROCs before a selection of classes could be made. For
this purpose, a survey was constructed. The survey had three aims: (1) to
map out the external factors of influence on the literacy programs such as
location, size, and enrollment criteria; and (2) to map out the internal factors
of organization such as curriculum, testing, resources, and teacher
characteristics; and finally (3) to function as a database for the selection
criteria. The distribution of the survey and the responses are discussed in 3.1.
Section 3.2 deals with the selection criteria for the ROCs and the literacy
classes. Finally, in 3.3, the six selected classes are described in terms of the
selection criteria.

3.1 Survey
3.1.1 Distribution of the survey and the response
In March 2006 the distribution of the survey commenced. Before the survey

could be distributed, consent had to be acquired from the appropriate unit
head or manager in the department of adult education where the literacy

34 Taken from www.mboraad.nl consulted in November 2011.
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courses were organized. Finding this person was not a straightforward
process in every case. The main administration was not always informed as
to the situation in the literacy section of the adult education unit. By starting
with the information given on the website of the ROC, direct contact was
sought with the literacy section. From there, the literacy program head,
responsible team leader or literacy teacher could be contacted. Because
literacy programs were often given at more than one location, those
responsible at those locations were, if possible, also contacted. Initially, the
purpose of the research project and the survey was explained by telephone. If
interest was shown, the letter of introduction was e-mailed. In this letter the
purpose and the overall content of the survey was explained in more detail.
In total, 127 letters of introduction were e-mailed. Sixty-three teachers, team
leaders, or department heads responded. To these 63 persons the survey was
e-mailed. In total 39 (61.90%) surveys were completed and returned. These
39 surveys represented 27 ROCs (77.14%) of all the 35 ROCs offering DSL
literacy programs. Given the fact that sub-locations of ROCs can act
independently, all the statistics are based on the total set of 39 surveys from
(sub) locations of ROCs.

3.1.2 Results

The survey was a closed ended questionnaire with multiple-choice questions
with the possibility to add additional information. In order to avoid a
misunderstanding of certain questions, the survey was first piloted. In spite
of this precautionary measure, some questions were obviously not clear to all
persons at the ROC (sub) locations. Multiple and sometimes conflicting
answers were given or a response was left blank. Nevertheless, a general
picture of the literacy DSL programs could be sketched. The survey was
divided into six sections. Each section is discussed below. The sections are:

Section A: Student intake

Section B: The pre-program

Section C: The literacy curriculum
Section D: Testing practices

Section E: Class size and distribution
Section F: The literacy teacher

3.1.2.1 Student intake
Section A of the survey concerned the referral and placement of students in a

DSL literacy program. Table 3:1 summarizes the initial steps for registration
in a DSL program as given by 39 ROC (sub) locations. Three points were
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investigated: (1) the authority that referred the students to the ROC, (2) the
authority responsible for the placement interview, and (3) the authority
responsible for administering the placement tests.

Table 3:1 Authorities and duties in student registration (survey 2006) at 39
ROC (sub) locations (multiple answers possible).

The authority Refers student to Placement Placement
ROC interview test
Number (%) Number (%) Number (%)
Municipality 36 (92) 20 (51) 3 (8)
Reintegration office 22 (56) 10 (26) 0 0
Employment office 7 (18) 3 (8) 0 0
Social services 30 77 10 (26) 0 0
Student himself 29 (74) 1 3) 0 0
ROC 4 (10) 25 (64) 27 (69)
Office newcomers 1 (3) 0 0 2 (5)

At the time this survey was distributed, all the newcomers entering the
Netherlands were directly referred by the municipality to an ROC for DSL
schooling. Those students already living in the Netherlands, the long-term
residents, could be referred to a school by several authorities. It is clear from
Table 3:1 that, even though multiple answers were possible, the municipality
in which the ROC was established was the main authority that referred
students to the ROC for DSL literacy education. Thirty-six out of the 39
responding ROC (sub) locations (92%) gave this answer. Other referrals
were mainly from the city reintegration office (56%), city social services
office (77%), and even the student himself (74%). In most (sub) locations
the placement interview was carried out by the authority of the municipality
before referral (51%) or by the ROC after referral (64%). In the majority of
the cases, if a placement test was prescribed, it was administered by the ROC
(69%).

With the enactment of the new integration law drawing near
(January 2007), ROCs were adapting their organization for the upcoming
changes, including that of continuous enrollment. In previous years, the
students were often placed periodically. This was usually determined by
municipal regulations, the curriculum, or by the number of students
registered. With the new law in sight, the move to continuous enrollment of
students was becoming the norm.Table 3:2 shows the frequency in which the
students were placed in literacy classes after having been referred to the
ROC. As is shown in Table 3:2, 24 (62%) of the (sub) locations responded
that continuous placement was the rule. Multiple answers were given in two
cases.
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Table 3:2 Frequency of placement in literacy classes (survey 2006) in 39
ROC (sub) locations.

Continuous Periodical placement (intervals in weeks)
placement
Interval in 0 1 5 6 7 8 9 10 13 20
weeks
Number 24 3 2 1 1 2 3 3 1 1
of classes

3.1.2.2 The pre-program

Section B of the survey concerned the pre-program. The purpose of a pre-
program is for placement confirmation or for laying the basis for the literacy
course. A pre-program could be separate from the regular program or it
could be integrated into the regular program. The 39 ROC (sub) locations
indicate that most of the literacy classes did not have a pre-program (56%).
Those that did have such a program (44%) integrated the program into the
main curriculum. Three main reasons were given for the aim of a pre-
program: (1) to lay the basis for the oral skills (26%), (2) to observe the
learning skills (26%), and (3) to lay the basis for the learning skills (23%).
Of these 25 % did not respond.

3.1.2.3 The literacy curriculum

Section C of the survey focused on the literacy curriculum. This section
concerned the content and organization of the literacy courses. It focused on
three main areas: (1) the type of courses given, (2) the organization of the
oral and the literacy skills, and (3) the materials used in the classroom. Each
of these points is discussed below.

An educational center could offer several literacy programs, each
catering to a specific category of learner. Usually only the larger centers for
adult education with enough students and financial support were able to offer
such a variety. In the survey, seventeen programs were listed that were
current at the time the survey was distributed, April 2006. Table 3:3 gives an
overview of these programs and the number of ROCs and sub-locations
offering each program. Sometimes programs overlapped in focus. For
example, a standard literacy course could also cater to newcomers.
Nevertheless, even though multiple answers were possible the responses
give an indication which programs were most prevalent.
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Table 3:3 Programs offered for literacy students (survey 2006)in 39 ROC
(sub) locations (multiple answers possible).

Programs for literacy students
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As Table 3:3 indicates, integration programs and those geared toward long-
term residents were prevalent in practically all the ROCs, 90%. The high
percentages for integration courses and courses geared especially toward
long-term residents were probably an effect of the impending integration
law. In answer to new legislation which stipulated that direct referral of
students to the ROCs would be terminated and released to open market
competition, the ROCs had to reorganize the sector of adult education. The
previously education-oriented sectors were being replaced with a flexible
demand-oriented integration and re-integration programs. Responses for
programs catering to literate students in a non-Roman script and those
catering to newcomers were also regular occurrence, 77% and 80%
respectively. Fifty-nine percent of the centers offered standard literacy
programs. Literacy was a prerequisite in order to participate in the
integration courses. Literacy programs were often incorporated into the
integration courses, forming a pre-program.

Table 3:4 gives an overview of the organization of the programs in
terms of frequency, intensity, and duration. In all there were 82 programs

35 PAVEM is an acronym for Participatie Vrouwen uit Ethnische Minderheden
(Participation of Women from Ethnic Minorities). It was initiated in 2004 to
enhance the social participation of these women with a sheltered home life.

36 OGO is short for the Dutch Portfolio Opvoeding, Gezondheid, Onderwijs
(Portfolio Childcare, Health, Education). This portfolio, part of the National
Civics Examination from January 2007 to January 2013, was usually used for
women who most probably were not going to take part in the employment
sector of the society.
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described in 38 surveys. One survey was excluded from the analysis for this
section because of inconsistent or improbable responses. Table 3:4 shows
that most lessons convened two or three times a week for a total of five to
ten hours (52%). The duration of the programs varied greatly, between 100
and 840 hours. With an average of 40 weeks of school per year, these
statistics indicate that programs usually were organized for relatively short
periods, between 200 — 400 hours per year depending on frequency and
intensity of the lessons.

Table 3:4 Frequency, intensity, and duration of 82 literacy programs
(survey 2006) in 38 ROCs and sub-locations.

Frequency (lessons per week) Number of classes (%)
Once a week 3 4)
2 times a week 23 (28)
3 times a week 20 (24)
4 times a week 18 (22)
5 times a week 13 (16)
> 5 times a week 5 (6)
Total 82 (100)
Intensity (hours per week)  Duration (hours per year)®

250 - 450 100 - 199 7 9)
500 - 7.25 200 — 299 23 (28)
750 - 9.75 300 - 399 20 (24)
10.00 - 12.25 400 - 499 14 7
12.50 - 15.00 500 - 600 16 (20)
18.50 - 21.00 750 — 840 2 2
Total Total 82 (100)

& A school year is 40 weeks.

Besides questions on general program frequency, intensity and duration, the
survey also inquired about organization of the oral and literacy skills. This
specifically concerned the time spent on the practice of each of these skills.
Although integration courses were becoming the focus of many programs,
the literacy student was required to have basic literacy skills before partaking
in such courses. From the survey surfaced three basic types of program
organization for the oral and literacy skills. These types were subsequently
labelled Type 1, Type 2, and Type 3. The main characteristics central to
these three types were: the lesson time allotted for the oral and literacy skills,
the placement criteria for the students, and the materials used for the oral
skills. The time allotted to each skill was of particular interest because it
could reflect a certain view on literacy acquisition and teaching practices in
the classroom, which in turn could have an effect on the learning processes.
One could assume that if more time is given to the oral skills this would
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result in an increase in the oral production of the student. Figure 3:1
illustrates these three types of language skills organization.

Type 1 Type 2 Type 3
Oral and literacy Oral or literacy Students not
level assessed. level assessed. assessed.
Students placed Students placed Students placed
according to level in according to level in according to specific
each skill separately. one of the skills. (municipal)
Beginners all placed Both skills form one regulations.
in the same class. class.
Oral Literacy Oral Literacy | | Focus on oral and
skills skills skills skills literacy skills varies.
class class class class
Use materials Apply functional Use a mixture of
specifically for the literacy materials for literacy materials.
oral skills. the teaching of oral
skills.

Figure 3:1 Program organization for the oral and literacy skills.

Type 1 literacy courses were organised along didactic criteria in which the
oral and the literacy skills were viewed as separate processes each with their
own particular learning materials and tasks. For each skill an equal and fixed
amount of time was allotted. Often the morning or afternoon break marked
the end of one class and the beginning of the next. The students in such
classes were often placed according to the level attained in each skill. This
meant that a student could be placed in a class at one level for his oral skills
and in another class, at a different level, for the literacy skills. An example of
a Type 1 program would be a lesson of three hours meeting three or four
times a week. The first one and a half hours would be on the oral skills.
Then, following the break, the literacy skills would be practiced for another
hour and a half. Beginners usually attended the classes for the oral and the
literacy skills together.

Type 2 courses also viewed the two skills as separate learning
processes, but they did not form separate classes. This meant that students
were placed in a class according to their level in one of the skills. Often
placement was based on the results of a literacy placement test. Specific tests
for the oral skills were at that time not available. This frequently resulted in
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mixed level classes for one of the skills. Usually one skill was practiced
before the break and the other skill afterwards. The students formed one
class throughout the duration of the course. An example of a Type 2 program
would be a lesson of two and a half hours meeting two or three times a week.
The skills would be practiced separately, usually one skill before the break
and the other following the break. If an individual student’s ability on both
skills out or under ranked the group, he or she would have to be transferred,
if possible, to a more suitable group.

Type 3 courses viewed the skills as being complementary to each
other. No specific time was allotted to a particular skill. The teacher
determined the amount of time necessary for each skill. Again the students
formed one class throughout the duration of the course. An example of a
Type 3 program would be a lesson of two and a half hours meeting two or
three times a week. The class stayed together throughout the program. The
focus of the lesson could be entirely or partially devoted to one or the other
skill, depending on the flow of the lesson and the plan of the teacher.

Besides the class organization along the lines of the two basic
literacy skills, these classes also differed in the general placement criteria for
participation. These were subsequently labelled as standard or specialized
classes. For the standard classes, all students were eligible to participate,
particularly those still under obligation of the immigration policy. The Type
1 and 2 classes were usually standard classes. For the specialized classes,
participation was restricted to minority women who were long-term residents
in the Netherlands, had an inadequate command of Dutch, and had limited
contact with the Dutch society. The specialized classes were usually Type 3
classes.

The final sub-section of Section C of the survey concerned the
educational materials. At the time of the survey there was one
comprehensive literacy course for the learning of the literacy skills. This
material became known as the “literacy method for non-literate speakers of
other languages” published by the NCB (1989). It comprised two oral skills
manuals for the teacher, one as a preparation for the literacy skills and the
second to expand oral skills; seven student workbooks for the literacy skills
(titled 7/43), and three student workbooks for the low-literate reader
(Tempo). In this course, the oral skills form an integral part. The course
opens with an orals skills module, Een zekere woordenschat (A certain
vocabulary) laying a foundation of 700 words for the literacy course to
follow. This first module of oral skills, is followed by a second one named
De kop erop (Heads on) which, thematically, runs parallel to the literacy
course. Although this material was developed as a complete literacy learning
course, it was often not implemented as such. Table 3:5 reveals out that of
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the 39 classes only five (13%) used both the oral skills modules as well as
the literacy workbooks.

Table 3:5 Implementation of oral skills courses and NCB materials
(survey 2006) in 39 ROC (sub) location (multiple answers possible).

Oral skills Oral skills 7/43 + oral 7/43 and
programs NCB material skills NCB no oral skills
Number of 23 7 5 12
classes
(%) (59) (18) (13) 31)

Of the textbooks used for the oral skills, only two focused solely on the
building of the oral skills, SA and Van start (At the start) and the ensuing
ENV. These used a communicative approach—Iearning language through
direct use. From the survey, a connection emerged between the three types
of classroom organization and the basic textbook used. The Type 1 classes,
with a strict division between the oral and the literacy skills, seemed to have
a preference for textbooks with a single purpose—that of training the oral or
the literacy skills. Most of these classes were intensive classes, meeting
twelve or more hours a week. In the Type 2 classes, during which the skills
were practiced separately and the students stayed together, a greater
variation of textbooks was used. There was a slight preference for textbooks
focusing only on the oral skills or for those focusing on the functional
literacy skills. The Type 3 classes, in which the teacher determined the
amount of time devoted to either skill, all sorts of materials were applied for
the practicing of the oral skills, depending on the teacher’s lesson plan.

In addition to the use of a basic textbook, various other materials
were also applied to enhance learning. Table 3:6 gives a summary of the
most prevalent materials used next to a basic textbook. Realia were almost
always present in the literacy classroom (90%). These materials varied from
commercial leaflets to real clothing. Computer programs on the school
server were often utilized, particularly for vocabulary building. In total 29
(74%), responded to using computers in the classroom. Other materials that
demonstrate language in use, such as television, and DVDs or videos, were
regularly applied. In the 1990’s various short films for adult education were
produced, of these, the filmed sketches Mag ik wat vragen? (May | ask
something?) (Van Baalen, & Breed, 1994) was particularly popular. Very
characteristic of the literacy classroom was the ample use of self-made
materials, usually in the form of hand-outs (67%). Very few responded to
using special educational materials such as the ColorCards series
(ColorCards, 1991) with pictures of objects and activities for the building of
vocabulary and discourse. Only three (8%) noted using such materials.
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Table 3:6 Use of extra materials (survey 2006) in 39 literacy classrooms for
practicing the oral skills (multiple answers possible).

Extra materials
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3.1.2.4 Testing practices

Section D of the survey inquired about the testing practices. During the
course of a literacy program students were frequently assessed to determine
their learning level during the course of a program and for replacement. This
was done either by using formal standardized tests, self-made tests, or
through the teacher’s personal impression of the student’s development. The
tests were either achievement tests, based on the basic textbook, or
proficiency tests which assessed general language or literacy ability. Table
3:7 provides the results on testing practices taken from the 39 ROCs on the
survey.

Table 3:7 Testing practices (survey 2006) for the 39 ROCs (sub) locations
(multiple answers possible).

Total Use formal tests Teacher’s

ROCs N=37 impressions
Testing N=37
students  Achievement Proficiency

N=39 "oral Literacy Both Oral Literacy Both Oral Literacy Both
skills  skills skills skills  skills  skills skills skills  skills

Number
of 37 1 23 8 2 22 4 2 2 22

classes
(%) 9%) @ (62) (220 (6 (B39 (@11) B G) (59

As Table 3:7 points out, 37 out of a total of 39 ROC (sub) locations
expressed using tests to assess the learning levels of the students (95%). Two
out of the total 39 ROC (sub) locations indicated not testing the students, but
one noted using the national developed proficiency test, Profieltoets
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alfabetisering NT2 (Dutch Profile Literacy Test) — at that time mandatory for
financial accountability — the other indicated relying on the teacher’s
impressions as a form for assessing the students. Of the remaining 37 ROC
(sub) locations more than half tested only the literacy skills using formal
tests: 23 (62%) used achievements tests and 22 (59%) used proficiency tests.
Twenty-two (59%) responded using teacher’s impressions to determine both
the oral and the literacy skills. The assessment of the oral skills was most
often based on teacher’s impressions, while the literacy skills were usually
tested with commercially available tests. This is not so surprising since tests
for assessing the oral skills were just arriving on the market end of 2003 and
not all schools had implemented these tests in 2006. Secondly, testing the
technical steps of literacy was much simpler to administer than the time
consuming oral assessments. This withheld some schools to implement the
oral skills tests.

3.1.2.5 Class size and distribution

Section E of the survey inquired about numbers of students and teachers.
Although some teachers indicated that their response was not based on actual
statistics, a general picture of the situation of the size and distribution of
adult DSL literacy classes within the ROCs could be drawn. Table 3:8 gives
an overview of the size and distribution of these literacy classes. Not all the
(sub) locations responded fully to this question, leaving a few missing
values.
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Table 3:8 Size and distribution of literacy classes (survey 2006) in ROC
(sub) locations.

Number of ROCs (%)

Number of sub-locations for 1 — 2 locations 5 (14)
literacy education 3 -4 locations 17 47
5 — 6 locations 5 (14)
7 — 8 locations 3 (8)
9 - 10 locations 2 (6)
> 10 locations 4 (12)
Total responses 36 (100)
Number of literacy students at Less than 10 students 2 (5)
the location of respondent 10 — 25 students 11 (29)
26 — 40 students 8 (21)
41 - 65 students 5 (13)
66 — 80 students 3 (8)
81 — 95 students 3 (8)
> 95 students 6 (16)
Total responses 38 (100)
Number of literacy classes at 1 — 3 classes 13 (34)
the location of respondent 4 - 6 classes 13 (34)
7 -9 classes 6 (16)
10 - 12 classes 2 (5)
13 - 15 classes 1 3)
> 15 classes 3 (8)
Total responses 38 (100)
Estimated number of students 1 — 5 students 0 0
in a literacy class at the 6 — 10 students 11 (30)
location of respondent 11 - 15 students 25 (68)
16 — 20 students 1 3)
> 20 students 0 0
Total responses 37 (100)

Most of the literacy classes were spread over the sub-locations. Adult
education, and in particular literacy education, usually organized classes near
or in the neighborhoods where the students lived in the belief that students
would be more inclined to attend classes if they were within walking
distance. From the days of the Basiseducatie (basic education) such classes
were classified as wijkeducatie (neighborhood education). This construction
had been continued even after adult education had become part of the
regional vocational schools (the ROCs). For almost half of the ROCs,
literacy classes were spread over three to four sub-locations (47%). Twenty-
nine percent of the ROC (sub) locations reported that on average 10-25
literacy students were enrolled at her location. Six ROC (sub) locations
(16%) noted that on average even more than 95 students were enrolled at her
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location. Most of the locations had between one to six literacy classes (68%).
Three (8%) responded to having even more than 15 literacy classes at their
location. Most of the classes (68%) had eleven to fifteen students per class.

3.1.2.6 The literacy teacher

Section F in the survey focused on the literacy teacher. Table 3:9
summarizes the profile of the literacy teacher that emerged from the survey.
Two ROC (sub) locations did not complete this section of the survey. As
Table 3:9 indicates, the estimated total number of literacy teachers was 284.
Of these, 225 (79%) were women. The level of education was not known for
all the teachers. There were answers given for 177 teachers. In general these
177 teachers had a high level of education. There were 151 (85%) who had a
bachelor’s degree in a field related to education or linguistics. Concerning
professional development in the field of second language education, 240
responses were given. Almost half of these, 112 (47%) reported that they
and/or colleagues had training in adult basic education. Only 46 out of the
240 (19%) had had training in DSL and literacy. Slightly more teachers had
had training in the teaching of the oral skills in DSL courses, 53 (22%).

Table 3:9 Teacher profile in L2 literacy education (survey 2006).

Numbers (%)
Estimated total ~ Male 59 (22)
number of Female 225 (79)
literacy teachers  Total 284 (100)
Education — Bachelor’s degree in a field related to 151 (85)

highest degree education or linguistics
Bachelor’s degree in a field not related to 7 4)

education or linguistics
Master’s degree in a field related to 11 (6)

education or linguistics
Master’s degree in a field not related to 8 (5)

education or linguistics
Total 177 (100)
Professional Adult basic education training 112 (47)
developmentin  DSL and literacy training 46 (19)
the field of DSL and the oral skills training 53 (22)
second language DSL remedial teaching 13 (5)
education Class assistant 2 (1)
Various other related areas 14 (6)

Total 240 (100)
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3.2 Selection criteria

In order to adequately reflect the situation of adult literacy education, the
selection of the classes had to take six factors into account: type of
classroom organization, location, ROC size, type of students, class size, and
teacher’s profile. From the survey surfaced three basic types of program
organization for the oral and literacy skills (see section 3.1.2.3), labeled
Type 1, Type 2, and Type 3. These three types were characterized by the
time allotted for the oral and literacy skills, the placement criteria for the
student, and the materials used for the oral skills (see Figure 3:1). Another
factor of importance was the size of the educational institution, the ROC. For
this information the ROC site was consulted. The schools were then divided
into general categories of small, medium and large schools. The location of
the school also played a decisive role. A diversity of schools in terms of
geographical location had to be present. There also had to be variation in the
type of student attending: newcomers and/or long-term residents. A
minimum attendance of ten students per class was advisable. Finally, the
teacher had to have sufficient teaching experience in the field of literacy and
the oral skills. All these factors had to be considered.

3.3 Selected schools and classes

Two factors were essential in the selection. The first was the consent from
the appropriate unit head or manager. The second was the favorable
reputation of the teachers in their institution. This meant that the teacher had
to have at least three years of experience in literacy classes and be willing to
participate in the project. Taking this into consideration, six classes, two
from each of the three types, were chosen (Figure 3:1). These classes
differed in geographical location as well as size. Also a minimum of ten
students per class was set. All the classes except one fulfilled this last
criterion (Class 3). For Class 3 there was a probable addition of three new
students, but this did not materialize. Table 3:10 gives an overview of the
selected classes and the selection criteria. Figure 3:2 shows a map of the
Netherlands on which the locations of the selected classes are marked.
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Table 3:10 Overview of the selected classes in terms of program type,
geographical location, school size, and category and number of students
(2006).
Selected Program type  Geographical School size ~ Category of Class
classes location students size
1 1 Northwest Large Primarily 11
newcomers
2 1 West Medium Primarily 15
newcomers
3 2 South Medium Mixed 7
4 2 East Small Mixed 11
5 3 Northwest Medium Long-term 13
residents
6 3 Center Large Long-term 11
residents

Figure 3:2 Map of the Netherlands with the six selected ROCs.






Chapter 4
The literacy classroom

In the previous chapter the results of a survey were described. This survey
formed the basis for the selection of ROCs for this study. From this, six
classes were selected differing in type of program organization, geographical
location, school size, category of students, and class size. In this chapter,
these selected classes, the students, and the teachers are described. In order
to understand the learning of these students and the differences between the
classes a detailed description of the educational situation and the participants
in that situation (the students and the teachers) is warranted. The chapter
opens in section 4.1 with a description of the setting and the facilities at that
location. Section 4.2 describes the literacy curriculum. This starts with a
description of student placement and the information given in the school
records. Both of these are import for the teacher to structure her lesson
program. This section continues with an overview of how the lesson
program is organized and the materials used in these classrooms. The
literacy students are described in section 4.3 and the six literacy teachers in
section 4.4. The chapter concludes in section 4.5 with a characterization of
the six classes

4.1 The setting

The setting describes the type of accommodation and the facilities available
for the literacy students and teacher. In all the locations, the teachers had
access to a copy machine. If there were computers available these were
connected to a network from which the required literacy programs could be
downloaded for classroom use. The availability of other facilities such as
CD-players or a television for viewing videos varied.

Class 1

The Class 1 literacy classroom was situated in a container-constructed
building located in the northern district of a large city in the north-central
part of the country. The building housed a number of vocational MBO®¥
programs and DSL courses each along with their supporting administration.
Most of the students attending the DSL courses lived in the immediate

37 MBO is the abbreviation for Middelbaar Beroepsonderwijs (Secondary
Vocational Education) for students 16-19 years old.
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surroundings. The literacy classroom, located on the second floor, was a
relatively large room equipped with a few computers, a television for videos,
a CD-player, a whiteboard, and a well-stocked storage cabinet with
educational materials. The tables, usually arranged in groups of four, filled
the room. The students had their break in a small canteen located on the
ground floor. The teachers had a small, separate staff room, which also
functioned as a canteen.

Class 2

The Class 2 literacy classroom was located in a sizeable, renovated historic
building at the edge of the center of a moderately large city in the western
part of the country. The building housed all the intensive (twelve hours or
more a week) DSL courses along with the supporting administration. Most
of the students attending classes on this location lived in or near the city. The
literacy classroom was located on the top floor just under the roof. The
tables, placed together forming one long rectangle, filled the room. A
television for video viewing was placed on a table in a corner of the room.
On another table in the corner, was a CD-player with a small storage cabinet
for students” workbooks. A small whiteboard hung on the wall near a
doorway leading to an adjacent classroom. On the second floor of the
building was a large OLC (open learning center). The students had their
break in a sizable canteen on the ground floor along with all the other
students and teachers. The teachers also had a large, separate staff room,
equipped with computers and an extensive collection of educational
materials.

Class 3

The Class 3 literacy classroom was in a large, modern school building on the
west side of a town located in the southern part of the country. The building
housed MBO departments and DSL courses along with the supporting
administration. The school had a strong regional function servicing the city
and surrounding towns. The literacy classroom was located on the second
floor of the west wing. The classroom, with individual tables set in a square,
was large and equipped with computers, television, CD-player, whiteboard,
and two well-stocked storage cabinets with educational materials. On the
first floor was also a large OLC. The students had their break in a spacious
canteen on the ground floor along with MBO students. The teachers had a
large, modern staff room, which was also equipped for lunch and coffee
breaks.
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Class 4

The Class 4 literacy classroom was located in a former monastery at the edge
of a town near the eastern border. The building had a regional function and
housed DSL courses along with the supporting administration on the ground
floor. The students attending DSL courses came from the city and the
surrounding towns. The classroom, with isosceles trapezoid formed tables
set in a circle, was spacious and equipped with a minimum of educational
attributes such as a whiteboard, bulletin board, and CD-player. A television
for viewing videos was available on request and computers were nearby in
the OLC across the hallway. The students had their break in a small canteen.
The teachers had a separate room for their coffee and lunch breaks. In
addition, there was also a large, separate staff room, equipped with
computers and an extensive collection of educational materials.

Class 5

The Class 5 literacy classroom was located in an old, worn-out community
center in a southeastern district of a city in the western part of the country.
The community center, next to housing a day-care center, also organized
various activities for residents living in the immediate vicinity. The students
in the literacy class lived in the vicinity of the community center. The
classroom was equipped with a large blackboard and small bulletin board. A
CD-player and a television were available on request. The tables, placed
together forming one long rectangle, filled most of the room. In an adjacent
walk-in closet a small selection of educational materials was kept. No
computers were available for student or teacher use. There was no
administrative staff present for educational assistance. There was a canteen
for all the users of the community center. Both the teacher and the students
had their break together in the canteen.

Class 6

The Class 6 literacy classroom was situated in a large community center
adjacent to a small shopping center located on the west side of a small town
in the geographical center of the country. A majority of the students lived
within walking distance. The community center accommodated various
activities, including a day-care center and the office for the district
community workers. The large classroom was equipped with a small
whiteboard, a bulletin board, and several storage cabinets with educational
materials. A CD-player and a television were also available on request. The
small individual tables were placed in a square, leaving ample room for
movement and group work. No computers were available for student or
teacher use nor was there any administrative staff present for educational
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assistance. There was a large canteen, but the students and the teacher took
the break together in the classroom.

4.2 The curriculum
4.2.1 School records

Each school kept a file on each of the students registered and enrolled in a
DSL course. Depending on the status of the student (residence permit) and
financial support this information was generally made available to the
teachers. The information noted in these records varied. In total, nineteen
factors were found to be most frequently noted. Table 4:1 gives an overview
of these nineteen factors for the schools of each of the six classes. The
teacher could always consult the records when needed and was normally
given a copy for her personal administration, which was updated when a new
student was added to her class. At every school, except one, the researcher
was also allowed to consult these records. The school that had denied access
argued that it was for reasons of privacy. In this school, the teacher’s copies
of the school records were made available to the researcher. In another
school, the registration forms were accompanied by a large selection of
learning materials, giving the student file the appearance of a portfolio.

Table 4:1 Factors noted in the school records in 20070f the six centers of
adult education (x = information complete, /= information partially
complete, 0 = no information supplied).

Main factors in the school records
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As Table 4:1 shows, not all the factors were accounted for in the school
records. For several factors (marked partially complete), the necessary
information was either lacking, incomplete, inconsistent or not filled in for
all the students in the class. Basic information such as name, gender, date of
birth, and country of origin was for the most part present. These and other
factors such as date of entry into the Netherlands, marital status, children,
and work in the Netherlands could supply beneficial information for the
teacher. For example, if a student, often a woman, had the care of small
children, then her study time or concentration could be limited. In addition,
she might have extra interest in information on childcare and education. On
the other hand, if the student had employment where he could use the target
language, this could enhance his learning through more L2 contact. In both
cases, the teacher could respond by giving attention to such matters. Only
school 4 gave sufficient information on these factors. The factor of ‘work in
the Netherlands” was not filled in for only one student. Two schools (2 and
6) did not include the factor work in their registration forms; all the other
schools were incomplete in their information.

Factors of special importance in a language class concern the L1
background of a student. This includes factors of first and second languages
spoken, L1 schooling, and L1 literacy. The information given for L1
schooling in the country of origin was most unreliable. This was usually
given in number of years attended and/or in type of school, for example,
three years elementary school. Such information gives an indication of
having had some schooling, but because school systems differ greatly from
country to country, no absolute conclusions could be drawn as to the actual
learning level of the student.

Information concerning L1 literacy was frequently obscure. The
information in the school records often gave a general indication if the
student was literate or not. Sometimes only a mere ‘yes’ or ‘no’ was noted,
without specifying script or level of literacy. Although not specified, a yes
could be inferred to mean literate in the Roman script. The teacher usually
acquired this information during class time. If a student was taking notes in
his L1, then it could be assumed that he was literate in the L1. Tests for
determining L1 literacy, such as Lezen over grenzen heen (Reading across
borders) (Siemonsma & Sparla, 1998), were not routinely applied. Students
literate in a non-Roman script were frequently placed in literacy classes even
if their schooling background extended beyond that of the non-literates. In
some schools, such students were placed in special classes geared toward
learners literate in a non-Roman script and with several years of schooling.
In most cases, due to financial restrictions, such classes often having only a
few students were too costly. Consequently, mixed-level classes were often a
result.
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The following illustrates how problematic student placement can be.
Two students are described. Each student had a relatively high level of
education and literacy in the L1, but in a non-Roman script. Both were
placed in a literacy class. The first student concerns a young Moroccan man
whose school records noted that he had worked as a hairdresser in his
homeland, that his mother tongue was Berber, that he could also speak
Arabic and French, that he was literate (no script was specified), and that he
had had secondary vocational education. During the short interview prior to
the assessment, this student told the researcher that he had had ten years of
schooling plus two years of training as a hairdresser. He also mentioned that
he had had fours years of French in school. From this can be inferred that he
was literate in the Arabic as well as the Roman script. In Morocco the
language of instruction during the first two years of primary school is
Arabic. During the following three years both French and Arabic are used.
The use of French is continued in the secondary schools.® Nevertheless, this
student was placed in a literacy class for the literacy and oral skills. The
second student concerned a well-spoken woman from Hong Kong. In her
school records, it was noted that she had worked in a restaurant in her
country of origin, that Chinese was her mother tongue, that she was literate,
and that she had had six years of elementary schooling. From this, it can be
inferred that this student was literate in Chinese, particularly since the
researcher noticed during classroom observation, that this student was taking
notes in Chinese. Once she told the class that she enjoyed the Chinese opera
and also participated in amateur productions. During the pre-assessment
interview, this student told the researcher that she worked in a Chinese
restaurant in a nearby city, giving her contact with Dutch speakers. Just as
the Moroccan student, this student was also placed in a literacy class. During
observation of the classroom activities, these two students did not seem to be
more advanced in their oral skills than the other students because of their L1
literacy. Nevertheless, it is unfortunate that these students were not placed in
a class with students of a similar schooling background. Now they are in a
class with students who have never been to school. Although mixed-level
classes do not necessarily hamper learning, it could slow down the rate of
learning. In an educational system where there is a time restraint, this could
be detrimental, if not costly.

The following six factors in the school records concern DSL
schooling. The only factor marked for all the students was the start date of
the present program. This was not the case for the end date. The end date
was flexible and re-evaluated for each student from one stage to the next.

38 Information retrieved from
http://www.nationsencyclopedia.com/Africa/Morocco-EDUCATION.html
(consulted 01-21-2011).
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Extensions, though bound by school and municipal regulations, were usually
given. These changes were not always entered into the schools records.
Knowing the previous DSL schooling history is essential for correct
placement of students, particularly for those who transferred from another
school. In general, very little was known about their previous DSL
schooling. Even if information was given, it was not always clear how it
should be interpreted. The duration of previous DSL schooling was
frequently noted in months and not in hours of instruction, making it difficult
to determine a learning level. If the student had participated in a WIN®
program, this was usually indicated, but again no proficiency levels were
given. WIN courses were only subject to general guidelines and goals
(Opvang nieuwkomers, 1994). The courses were not standardized. The mere
fact of having participated in such a course did not reflect a certain L2 level.

In looking at the school records, DSL testing does not seem to be a
standard procedure. The test results that were given were very incomplete or
obscure. In three schools (schools 2, 5, and 6), a target level was noted,
while the initial level was not given or unknown. In school 1, the initial level
of one student was noted, but no target level, and for three students the target
level was given, but not the initial level. Only school 3 and 4 were complete
in noting the initial as well as target levels. School 3 also registered learner
levels in a periodic teacher’s progress report. The source on which these
levels were based was not given. In a personal communication, this teacher
commented that learning levels were usually based on the teacher’s
impressions of a student’s progress. School 4 used the Nivor test battery, a
battery originally developed for learners literate in the Roman alphabet. The
scores obtained from these tests were subsequently converted to literacy
levels. In the school records, school 5 reported a student’s progress by noting
the textbook used and/or the chapters last studied for both the oral and
literacy skills, but not the proficiency level achieved.

The final factor listed in Table 4:1 concerns the student’s profile.
The term profile is normally used in education to mean learning profile.
Such a profile characterizes the student’s style of learning and the type of
curriculum best suited to his needs. In the school records, the term profile
refers to another domain. It indicated the governmental (or municipal) body
funding the student’s DSL schooling program. To each profile a set budget
and amount of time was allotted for DSL schooling. This profile normally
did not affect the student’s learning program.

On the whole, the school records reflect a disinterest in meeting
educational standards. It is remarkable that these official records of L2
literacy learners who were in most instances required by law to enroll in a

39 See section 2.1 for an explanation of W1 and WIN.
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DSL education program were so inadequately maintained. Only one school,
school 4, kept most of the information in the school records up to date. For
this school 79% of the information given was complete. For all the other
schools less than half of the information recorded was complete: 21% for
school 1, 32% for schools 2 and 5, and 42% for schools 3 and 6. In the
following subsections, the students in each of the six observed classes are
described.

4.2.2 Student placement

Continuous enrollment and subsequent placement in the classes were
becoming the norm at the start of the present research end of 2006.
Municipalities required students to be placed in a language course as soon as
possible after registration, often within one or twee weeks. Mixed-level
classes were thus inevitable. The teacher was never sure when and how
many students would be added to her class. New additions could be
disruptive, particularly if the total number of students in each class is not
large and the L2 level of new students is considerably lower than the level in
the existing class. The teacher had to be very flexible in incorporating one or
more students with the other students in the class. Transfer of students to
another class also influenced classroom composition. Sometimes a more
competent student would be advised to join a more intensive program, such
as was the case of a Class 5 student, or to a higher level class, as was the
case of a student in Class 2 and Class 3. The two students in Classes 2 and 5
returned after a few weeks to their original class, preferring a less demanding
course. The student in Class 3 flourished in the higher level class. Next to
continuous enrollment and placement of students, the summer break often
disrupted class stability. New students, having waited through the summer to
be placed in a program, were added to existing classes. A third, and perhaps
the most influential reason for the forming of mixed-level classes, is a
financial one. Small classes are too expensive. In adult education minimum
numbers of 12 to 16 students were frequently required, but because the
number of literacy students was small, these minimums were often not
realized.

4.2.3 Classroom program organization

The six selected literacy classes represent the three types of classroom
organization that surfaced form the national survey (see section 3.1.2.3). At
the start of the observation period, there were 68 students. From this, a total
of 41 students, or 60%, were both pre- and post-assessed. The decrease in
number of students assessed was primarily due to changes in classroom
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composition. Next to the influx of new students, other students discontinued
their schooling, had completed the program, or were transferred to another
group or school. Since continuous enrollment and placement of students in
the classes were becoming the norm, the composition of a class could change
several times during the course of a program. These changes are discussed in
section 4.4 on student placement. Three classes (Classes 3, 4, and 5) had the
advantage of having an assistant. In Classes 3 and 4 the assistants were
themselves former DSL students. The assistant in Class 3 helped the teacher
in various tasks such as getting materials ready and reviewing vocabulary
with individuals or small groups of students. In Class 4, the assistant helped
in the OLC when students worked on vocabulary tasks using computer
programs. In Class 5, the assistant was a university student doing a master’s
degree in teaching Dutch as a second language. As part of the requirements,
she helped individual students and was also given the opportunity to teach
parts of a lesson.

Two basic textbooks were used for practicing the oral skills. SA was
used in Classes 1, 2, and 3 and ENV was used in Class 4. These two
textbooks are described in section 4.2.4. Class 5 used various materials for
oral skills practice. In Class 6, the Portfolio OGO® focusing on childcare,
health, and education served as a guide in the program. For the practice of
the literacy skills, two textbooks were most often used: 7/43 and Alfa flex.
The textbook 7/43 was most often used in Classes 1, 5, and 6; and the
textbook Alfa flex (Literacy flexible) was used in Classes 2 and 4. Class 3
used both of these literacy textbooks, depending on the student’s style of
learning. Class 6 used the textbook 7/43 sporadically. In addition Class 4
also made use of computer programs in the OLC. The reason for this is
explained in 4.4. Table 4:2 gives an overview of the curriculum of the six
classes.

40 See footnote 36 about the OGO Portfolio.
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Table 4:2 Literacy curriculum for the six classes (2007).

Classes®  Students” Basic text Scheduled lesson organization
Oral Literacy  Frequency Hrs per Hrs per
skills skills per week lesson week

1@Q)  11(7) SA  7/43 3 3 150 150 450 450
2(1) 15(8) SA  AF 4 4 150 150 6.00 6.00
3(2) 7 (5) SA AFand 4 4 125 125 500 5.0

7143

42 11(6) ENV  AF 1 2 275 275 275 550
5(3  13(9) Mix  7/43 2 2.50 5.00
6(3) 11(6) OGO®  7/43 4 2.75 11.00

% In parentheses is program organization type. An asterisk indicates a classroom assistant.
b Number of students at onset; the assessed number of students in parentheses.

¢OGO Portfolio.

4 AF is the literacy text AlfaFlex.

As Table 4:2 shows, there is a difference in organization between Classes
1, 2, 3, and 4, on the one hand, and Classes 5 and 6, on the other hand.
Classes 1, 2, 3, and 4 all had a specific number of allocated hours for the
practice of the oral and literacy skills. Classes 1, 2, and 3 had an equal
number of hours for each skill, while Class 4 had twice as many hours per
week for the literacy skills as for the oral skills. Looking at the weekly
number of hours for these four classes, Class 4 had the least number of
hours for the oral skills and also the least number of total lesson hours per
week, 2.75 hours and 8.25 hours respectively. In contrast, Class 2 had the
most hours for the oral skills, 6.00 hours, and also the most in total, 12.00
hours. Classes 5 and 6 were organized differently. The practice of the oral
and literacy skills in these two classes was not set in advance. The teacher
determined which skill was to be practiced as well as the amount of time to
be spent on it. Class 5, meeting twice a week for two and a half hours had,
by far, the least number of total classroom hours of all the six classes,
namely, 5.00 hours. Class 6 had more than twice as many classroom hours,
11.00 hours.

4.2 .4 Instructional materials

The two main textbooks used during the practice of the oral skills were SA
and ENV. Both textbooks were developed by experienced teachers in two
different ROCs in the department of adult second language and literacy
education. Both textbooks are essentially based on the assumptions
fundamental to CLT, of which the primary focus is on using language for
meaningful and directly functional interactions (Brown, 2007; Lightbown
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and Spada, 1999). In such an approach the grammar is often implicitly
presented through dialogs and formulaic language, and interaction is
practiced through the learning of dialogs and the performing of role-play.
These features form the basis of both textbooks. The unit of organization in
these textbooks is thematically based, for example, health, transportation,
and shopping. Within this structure the themes are broken down into
situations. Within the unit health, situations such as *‘making an
appointment’ and ‘at the doctor’s office’ would be practiced. The essential
difference between SA and ENV lies is its structure. SA is primarily
organized along the lines of a syllabus (listing the contents with
instructions), while ENV is a lesson-based textbook (with steps and specific
activities for each step) including a separate workbook for the students. Both
textbooks have a detailed teacher’s manual and material for student use,
accompanied by a CD. On the CD for SA, the vocabulary lists and certain
dialogs are recorded and accompanied by a pictured vocabulary list for each
lesson. For ENV the entire student workbook is recorded. For each lesson the
vocabulary list and the exercises are recorded page by page—making self-
study possible. Both textbooks follow a system of cyclic gradation. In SA
gradation is organized along lexical lines. In three successive stages the
vocabulary for each theme becomes more specialized. ENV, a much shorter
program, is a cyclical continuation of a beginners oral skills course for the
non-literate, Van Start (Van der Loop, Ma. & Strube, 1998). The material in
ENV is organized along the lines of the ABCD-model, explained in section
2.5. In a series of fives lessons for each theme new vocabulary is presented
and practiced in step A and B. In step B the grammar is implicitly presented.
The series of five lessons for each theme culminates in step C activities. The
authors of SA claim that their three year program leads up to the CEFR level
A2. ENV, a program encompassing approximately one year, assumes at least
an Al level.

4.3 The literacy students

The data for the learner characteristics of the literacy students was collected
from three main sources: official school records, teacher information, and
information retrieved during the informal interview preceding the
assessments. As explained in the following sections, various changes in class
composition took place. From the total number of students (68) at the start of
the observation period 41 students were eventually both pre- and post-
assessed. The following discussion on learner characteristics applies only to
those 41 students. Using the information given in the school records,
teacher’s knowledge, and that which surfaced from the interviews, a general
picture of the literacy student population in the six classes at these six



72 Chapter 4

schools was formed. The literacy students are characterized on two levels:
their personal background and their DSL schooling history. These features
are discussed for each class in 4.3.1 — 4.3.6.

4.3.1Class 1

There were eleven students in Class 1 at the start of the observation period.
Of these students, due to transfer and absence, seven (64%) took part in both
the pre- and post-assessment. The characteristics of these seven students are
summarized in Table 4:3. The students in Class 1 were, by chance, all
women. The mean age was 38 years, the youngest student being 29 years old
and the oldest 47 years old. Four students came from Afghanistan and the
other three from Morocco, Turkey, and China. The students from Turkey
and China were also long-term residents having lived in the Netherlands
already 20 and 15 years, respectively. The mean length of residence was 7
years. The mean number of years of L1 schooling was low in this class, 0.7
years. One student from China had had three years of schooling and,
according to the school records she was literate in Chinese. The other student
had had two years of schooling and was literate in the Arabic script. One
other student was also literate in the Arabic script, but had had no L1
schooling. She had come from Afghanistan and, being a woman, was not
allowed to go to school. She had mentioned having had had some home
schooling. In total 57% were not literate in any script.

Table 4:3 Student characteristics for Class 1 (2007).

Student Gender® Age Marital  Country L1® LOR L1 L1
Status®  of origin (yrs) schooling literacy

1 f 45 Married* Morocco Berber 4 No No

Arabic*

2 f 30 Married* Afghanistan B?ZTE 3 No No

3 f 43 Single  Turkey Kurdish 20 No No

4 f 38 Married* Afghanistan Pashtu 3 No No
5 f 29 Married* China Chinese 15  3years Chinese
6 f 47 Married* Afghanistan B?ZTE 2 No Arabic

. . Farsi .

*
7 f 35 Married* Afghanistan Erench* 2 years Arabic
57%
Total mean 38 7 0.7yrs. illiterate
& f=female

® Those marked with an asterisk also have children living at home.
° The language marked with an asterisk is the second language spoken.
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Table 4:4 gives a summary of the dates of previous and current DSL
schooling. Previous DSL schooling refers to the DSL schooling prior to the
course the students were attending at the time the observations took place.
Current DSL course refers to the course in which the students were enrolled
and attending at the time of the observations. As Table 4:4 shows, the data
for previous DSL schooling is incomplete. Two students (numbers 1 and 7)
had completed a special introductory course for newcomers equal to 600
classroom hours. Students 3 and 4 had not previously partaken in a DSL
course. No data on previous DSL schooling was available for students 2 and
5. Student 6 had apparently had some DSL training, as the registration dates
were noted, but no information was given as to the content of the schooling.
For student 1 and 6 the date noted as the end of previous DSL schooling and
that for the start of the current course overlap. Either both students had
completed their initial language training or they had aborted the course to
partake in the current course. Both students were still in the current course at
the end of the observation period in November 2007. For the current course,
four students (numbers 1, 2, 4, and 6) were enrolled in September 2005. The
other three students (numbers 3, 5, and 7) joined the class about a year later
in 2006. The general rate of attendance was high, with a mean of 86%.
Student 7 even had an attendance rate of 100%.

Table 4:4 Student DSL schooling history for Class 1 (2007).

Student Previous DSL schooling Current DSL course
Start End Hours/level Start Atterr;?:nce
1 01-2005 12-2005 600 WIN 09-2005 76
2 No data No data No data 09-2005 93
3 No n/a n/a 12-2006 No data
4 No n/a n/a 09-2005 81
5 No data No data No data 09-2006 85
6 04-2005 09-2006 No data 09-2005 81
7 05-2004 01-2005 600 WIN 10-2006 100
Total mean 86
4.3.2 Class 2

Class 2 started with 15 students. Due to transfer, placement of new students,
and absence eight students finally took part in both the pre- and post-
assessment, 53%. The characteristics of these eight students are given in
Table 4:5. Again by chance, there was only one male student in the class.
The ages of the students ranged from 22 to 62 years with a mean age of 36
years. The mean length of residence was 9 years. Two students were long-
term residents (numbers 3 and 8) having lived in the Netherlands for 22 and
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33 years. The other six students were recent arrivals with no more than four
years residency. Five students (numbers 1, 2, 3, 5, and 8) had had no
education in the country of origin and were not literate in the L1, 63%. Of
the three remaining students, one student (number 7) was noted to be literate
in the Arabic script. For the other two students (numbers 4 and 6) the school
records noted that the student was literate, but no script was specified. For
these two students the most probable L1 script was put between parentheses
in Table 4:5.

Table 4:5 Student characteristics for Class 2 (2007).

Student Gender® Age Marital Country L1® LOR L1 L1
status®  of origin (yrs) schooling literacy®
1 f 22 Single* Iraq Kurdish 4 No No
. Haza
2 f 31 Single  Togo French* 4 No No
3 f 62 Married* Morocco  Berber 22 No No
Berber (Arabic,
4 m 28 Married Morocco  Arabic* 1 12years Roman
French* script)
. . Somali
5 f 45 Single  Somalia English * 4 No No
- Sudanese .
6 f 24  Widow* Sudan Arabic* 4  2years (Arabic)
7 f 26 Married Afghanistan Bfélu* 2 6years Arabic
8 f 47 Married* Turkey Turkish 33 No No
63%
Total mean 36 9 3years illiterate

& f = female; m = male
® Those marked with an asterisk also have children living at home.
¢ The language marked with an asterisk is the second language spoken.
No script was specified in the school records. The assumed script is given in parenthesis.

Table 4:6 gives an overview of previous and current DSL schooling. As the
table shows, there is very little information concerning prior DSL schooling.
Even though six out of the eight students had had some DSL schooling,
dates nor number of hours or level were noted. According to the school
records, student 3 had been in the class since November 2005, but no further
data was available as to her DSL schooling background. In September 2006,
two students (numbers 1 and 2) were added to the class. In January and
February 2007 students 4, 5, 6, 7, and 8 joined the class, while at the same
time other students left the class. The mean rate of attendance was 66%. All
the students, except two, had an attendance rate above 63%. Student 6 had
an attendance rate of 53 and student 8 an attendance rate of 33%.
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Table 4:6 Student DSL schooling history for Class 2 (2007).

Student Previous DSL schooling Current DSL course
Start? End Hours/level Start Atterr;?:nce
1 No No data No data 09-2006 64
2 Some No data No data 09-2006 94
3 Some No data No data 11-2005 76
4 Some No data No data 02-2007 73
5 Some No data No data 02-2007 69
6 Some No data No data 01-2007 53
7 No data No data No data 02-2007 69
8 Some No data No data 02-2007 33
Total mean 66

% ‘Some’ indicates that there was a little DSL, but dates and hours/level were not specified.
4.3.3 Class 3

At the start of the observation period, there were seven students in Class 3.
Eventually one student, being illegal, was compelled to leave the course.
Another student, being nearly 70 years of age, found going to school too
demanding. The remaining five (71%) partook in the pre- and post-
assessment. Table 4:7 summarizes the characteristics of these students. In
this class, there was, again by chance, one male student from Morocco.
Three woman students came from Afghanistan and one came from Burundi.
The mean age was 35 years. Three students were in their twenties and two
around the age of 50. The three younger students had recently arrived in the
Netherlands (numbers 1, 2, and 4). Only one student (humber 2) had had
some L1 education and was noted to be literate. No script was specified.
This student, having had four years of schooling in Morocco, most likely
was literate in Arabic and perhaps also in French. In Morocco, Arabic is
used in the first two years of school and French is added in the third year.
One other student (number 1) was also literate, but had had no L1 schooling.
Having come from Afghanistan, she presumably learned this skill through
homeschooling.
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Table 4:7 Student characteristics for Class 3 (2007).

Student Gender® Age Marital Country L1® LOR L1 L1
status®  of origin (yrs) schooling literacy”
1 f 27 married* Afghanistan Pashtu 1 No Arabic
English*
2 m 26 married Morocco Berber 1 4 years (Arabic)
French*
3 f 50 widow* Afghanistan Dari 6 No No
4 f 24 single  Afghanistan Pashtu 0 No No
5 f 49 divorced* Burundi Kirundi 3 No No
French*
60%
Total mean 35 2 0.8 illiterate

% f = female; m = male

® Those marked with an asterisk also have children living at home.

¢ The language marked with an asterisk is the second language spoken.

INo script was specified in the school records. The assumed script is given in parenthesis.

The previous and current DSL schooling is summarized in Table 4:8. By the
end of 2006, all the literacy students had completed the WIN-language
program of 600 hours and were immediately registered for a L2 literacy
program. Student 3, after having completed the WIN program in June 2005,
discontinued her DSL schooling due to family matters. She finally resumed
her schooling and joined the class in March 2007. The rate of attendance for
students 2, 3, and 4 was 75%. There was no attendance data available for
students 1 and 5.

Table 4:8 Student DSL schooling history for Class 3 (2007).

Student

Previous DSL schooling

Current DSL course

Start End Hours/level Start Atterr;?:nce
1 08-2005 12-2006 600 WIN 12-2006 No data
2 08-2005 10-2006 600 WIN 10-2006 68
3 09-2004 12-2005 >600 WIN?®  03-2007 70
4 08-2005 09-2006 600 WIN 09-2006 87
5 08-2006 12-2006 600 WIN 12-2006 No data
Total mean 75

% Introductory course of 600 hours plus extra, not specified.
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4.3.4Class 4

There were eleven students in Class 4 at the start of the observation period.
Of these students, due to replacement, absence, and influx of new students,
six students took part in both the pre- and post-assessment, 55%. The
characteristics of these six students are summarized in Table 4:9. As was the
case for Classes 2 and 3, Class 4 also had just one male student (number 4).
This student came from Afghanistan. By the time the observations started, he
had already been a resident for seven years. The school records noted that he
had had eight years of schooling in Afghanistan and was literate. Although
the records do not indicate in which script, it can be assumed to be Arabic.
Dari (his mother tongue) and Farsi (his second language) both use the Arabic
script. Of the other students, four came from east African countries (two
from Sudan and two from Somalia) and one from Kosovo. The African
women were recent arrivals, having lived in the Netherlands only one to two
years before starting the language class. Two of these students (students 2
and 3) had had a few years of education, six and seven years respectively.
Student 3 was noted to be literate. Although the script was not specified, it
can be assumed that she was literate in the Roman script. Acholi, her mother
tongue, uses the Roman alphabet. Student 2, who had had six years of L1
schooling, was noted not to be literate. Coming from a war-torn country,
Somalia, her schooling was most probably fragmented, hampering the
learning of a L1 script. The young woman from Kosovo was already a
resident for five years. She had never had any schooling nor was L1 literate.
This was a relatively young group of students with a mean age of 27 years,
the youngest being 20 years old, and the oldest 38. The mean years of L1
schooling was 4 years and in total 67% were non-literate.
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Table 4:9 Student characteristics for Class 4 (2007).

Student Gender® Age Marital Country  L1° LOR L1 L1
status®  of origin (yrs) schooling literacy”
1 f 38 Single  Sudan Acholi 0.2 No No
English*
2 f 22 Married* Somalia Somali 1 6 years No
3 f 36 Married* Sudan Acholi 0.5 7years (Roman)
English*
4 m 24 Single  Afghanistan Dari 6 8 years (Arabic)
Farsi*
5 f 20 Married* Somalia Somali 1 No No
6 f 21 Single  Kosovo Albanian 4 No No
Total means 27 2 67%
illiterate

 f = female; m = male

® Those marked with an asterisk also have children living at home.

¢ The language marked with an asterisk is the second language spoken.

4 No script was specified in the school records. The assumed script is given in parenthesis.

Table 4:10 gives an overview of the previous and current DSL courses of the
students in Class 4. Students 1, 2, and 3 had had no previous DSL schooling,
while students 4, 5, and 6 had taken an introductory WIN language course.
These three students along with student 2 started the current course on the
same date, August 14, 2006. The other two students joined the class shortly
after, in December 2006 and January 2007. The rate of attendance was high
with a mean of 85%.

Table 4:10 Student DSL schooling history for Class 4 (2007).

Student Previous DSL schooling Current DSL course
Start End Hours/level Start Atterr;?:nce
1 No n/a n/a 12-2006 95
2 No n/a n/a 08-2006 87
3 No n/a n/a 01-2007 94
4 10-2005 07-2006 >600 WIN? 08-2006 70
5 04-2006 04-2006 600 WIN 08-2006 85
6 12-2003 08-2006 >600 WIN 08-2006 81
Total mean 85

8 Introductory course of 600 hours plus extra, not specified.
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4.3.5Class 5

Classes 5 and 6 were specialized classes. Eligibility to participate in these
classes was restricted to minority women who were long-term residents in
the Netherlands and had a poor command of Dutch due to their limited
contact outside the immediate family. Schooling was geared to participation
in the society and life skills. In order to stimulate participation, the
classrooms for both classes were located in or near the students’ own
neighborhood. As a result, most of the students could walk to school. Each
class is discussed separately.

Initially thirteen students were in Class 5. Because of absence, nine
students (69%) eventually partook in both the pre- and/or post-assessment.
The characteristics of these nine students are presented in Table 4:11. All the
women in this class came from Morocco and most even from the same
village or district. The mean age was 45 years; the youngest was 41 years old
and the oldest 56 years. Seven students were long-term residents of thirteen
or more years. Two students (numbers 6 and 7) had lived just five years in
the Netherlands. The mean length of residence was 14 years. Only two
students (numbers 6 and 7) had had some L1 schooling. The school records
noted four years for each. One of these students was also reported to be
literate in Arabic, but this was refuted by the student during the pre-
assessment interview. The remaining eight students were not L1 literate.
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Table 4:11 Student characteristics for Class 5 (2007).

Student Gender? Age Marital  Country L1® LOR L1 L1
status®  of origin (yrs) schooling literacy
1 f 43 Married* Morocco Berber 12 No No
2 f 45 Married* Morocco Berbc_ar 15 No No
Arabic*
3 f 41 Married* Morocco Berber 23 No No
4 f 56 Married* Morocco Berber 16 No No
5 f 42 Married* Morocco Berber 20 No No
Berber
6 f 42  Married* Morocco Arabic* 4  4vyears Arabic
French*
7 f 46  Married* Morocco Berber 4  4years No
8 f 42 Married* Morocco Berber 19 No No
9 f 47 Married* Morocco Berber 14 No No
89%
Total mean 45 14 lyear .
illiterate
4f = female

® Those marked with an asterisk also have children living at home.
¢ The language marked with an asterisk is the second language spoken.

As shown in Table 4:12, the information concerning previous DSL schooling
is very fragmentary. Only student 7 was noted to have completed a WIN
course. Students 2, 4, and 5 had had some DSL schooling, but no exact dates
were given. The learning levels were expressed by enumerating the
completed chapters of the literacy textbook. Six students started the current
course at the beginning of the school year in September 2005. Student 9
joined in November of the same year and students 6 and 8 joined the class a
year later, in September 2006. In general their DSL schooling was very
fragmented, often spread over of number a years with intervals of no
schooling. This class had a high the rate of attendance of 82%. Student 1 had
even attended all the lessons, giving an attendance rate of 100%.
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Table 4:12 Student DSL schooling history for Class 5 (2007).

81

Student Previous DSL schooling Current DSL course
Start End Hours/level Start Atterr;?:nce
1 No data No data No data 09-2005 100
2 2004 2005 No data 09-2005 98
3 No data No data No data 09-2005 78
4 2004 2005 No data 09-2005 47
5 20012 2005 No data 09-2005 80
6 No data No data No data 09-2006 93
7 2002 2003/2005 >600 WIN® 09-2005 81
8 No data No data No data 09-2006 75
9 No data No data No data 11-2005 83
Total mean 82

& This student stopped DSL schooling between 2003 and 2004.

® Introductory course of 600 hours plus extra, not specified.

4.3.6 Class 6

In Class 6, there were 11 students at the start of the observation period. Of
these students, due to absence or course completion, six students had taken
part in both the pre- and post-assessment, 55%. The characteristics of these
six students are presented in Table 4:13. As was the case for Class 5, Class 6
also was solely composed of Moroccan women. The mean age was 43 years.
The youngest student was 36 years old and the oldest 56 years. Four students
were long-time residents of more than 15 years. The remaining two students
had a length of residence of six years. The mean length of residence was 14
years. None of the students had had any L1 education nor were they L1

literate.

Table 4:13 Student characteristics for Class 6 (2007).

Student Gender® Age Marital ~ Country L1 LOR L1 L1
status® of origin (yrs) schooling literacy
1 f 38 Married* Morocco Berber 6 No No
2 f 42 Married* Morocco Berber 22 No No
3 f 56 Widow* Morocco Berber 15 No No
4 f 36 Married* Morocco Berber 18 No No
5 f 37 Married* Morocco Berber 16 No No
6 f 47 Married* Morocco Berber 6 No No
100%
Total mean 43 14 0 illiterate
& f = female

® Those marked with an asterisk also have children living at home.
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Table 4:14 shows the DSL schooling history. Just as for Class 5, the
information on previous DSL schooling was very incomplete. All the
students seem to have had some DSL schooling prior to the current course.
Student 1 had completed an introductory WIN course plus some extra
schooling. In the end, she was tested using a Nivor test for which she
achieved a level 1 for the oral skills. Student 4, after having had one and a
half years of schooling was apparently also tested, but the type of test was
not specified. This student achieved a level Alfor the oral skills and Al- for
the literacy skills. It is not clear if the levels quoted for these two students
are based on the same rating scales. For student 5 only the materials used in
the course were listed. All the students started the current course during the
calendar year 2006. Three started before the summer break and three in the
following school year. The rate of attendance was high with a mean of 81%.

Table 4:14 Student DSL schooling history for Class 6 (2007).

Student Previous DSL schooling Current DSL course
Start? End Hours/level Start Atterr;?:nce
1 01-2002 07-2005 >600 WIN; Nivor  02-2006 79
level 1 oral skills
2 2 years No data No data 06-2006 75
3 Yes No data No data 06-2006 84
4 03-2004 12-2005 Oral skills A1, 11-2006 76
literacy skills Al-
5 2 years No data No data 11-2006 79
6 Yes No data No data 10-2006 90
Total 81
mean

®’Yes’ indicates that there was some previous DSL schooling, but dates and hours/level
were not specified.

4.4 The literacy teacher

In adult education the majority of the teachers are women. This was also the
case for the observed six DSL classes; all the teachers were women. Table
4:15 summarizes each teacher’s profile. These teachers, who readily opened
their classes for observation, were no beginners in the field of education
having had several years of experience in second language teaching. The
mean age was high, 52 years. The youngest teacher was 35 years old and the
oldest 60. All the teachers had had a high level of education. Four teachers
had a bachelor’s degree and two a master’s degree. Four teachers had a
degree in a field related to education. All the teachers had had some type of
training for teaching DSL, but their knowledge about teaching adult L2



The literacy classroom 83

literacy came mainly from practical experience. Only two teachers had had
some in-service literacy training. All the teachers were native speakers of
Dutch and, having had Dutch schooling, all the teachers also had ample
knowledge of English and usually also German and/or French. As a result,
they were able to use these languages to facilitate communication in their
classrooms. One teacher was also fluent in Berber. All the teachers had
taught various levels of DSL, but expressed that literacy had their
preference.

Table 4:15 Teacher profile (2007).

Education Languages Teaching experience
spoken® (in years)
Highest DSL Literacy L1 L2 Adult Adult Other
degree  training training DSL literacy language
Class Gender® Age related
1 f 50 Bachelor’s yes Practical D EFG 3 3 no
sociology experience
2 f 58 Master’s yes Practical D EFG 8 6 no
special experience;
education in-service
training
3 f 57 Master’s yes Practical D EFG 22 20 yes
Dutch experience
language/
literature
4 f 60 Bachelor’s yes Practical D EFG 18 4 yes
education experience
5 f 35 Bachelor’s yes Practical D EF 10 8 no
soc!al work/ experience; Berber
basic in-service
education training
6 f 50 Bachelor’s yes Practical D EFG 7 3 no
labor experience
relations

@ f=female ° D=Dutch, E=English, F= French, G=German.
4.5 Characterizing the classes

In this final section, the main distinctive features that characterize these six
literacy classes are presented. Certain characteristics of these learners were
basic to the group as a whole and others characterized the individual classes.
Of these basic characteristics being non-literate, in the first language was the
foremost reason these learners formed a separate group within the centers of
adult education. Being non-literate implied that the learners had virtually had
no previous schooling experience. The lack of learning skills, normally
developed during the early years of schooling, could seriously hamper the
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learning process in a formal school setting. Written materials could only be
used to a limited extent, even if the basic decoding skills had been mastered.
Apart from these impeding factors of literacy and schooling, non-literate
learners were also confronted with yet another problem — that of receiving
instruction through the target language. Instructions and explanations of
vocabulary or grammar could be misconstrued or even not comprehended at
all (Van de Craats, 2000). In short, the distinguishing characteristics of being
non-literate in the first language and having had no or limited formal
education in the country of origin typified the students in all the literacy
classes.

Even though the students in the classes had comparable
characteristics, the organization of the individual classes did differ. From the
survey of literacy classes, described in chapter 3, emerged distinct
differences in language skills organization with respect to the time allotted
for the oral and literacy skills practice. Three basic types of organization
were identified and subsequently labelled Type 1, Type 2, and Type 3. For
the present study, two classes from each type were selected, each differing in
size, location, and student population (see Table 3:10 and Figure 3:1). Next
to the three types of language skills organization, the classes were also
subject to certain placement criteria: standard and specialized placement. For
classes referred to as standard classes, all the students were eligible to
participate, particularly those still under obligation of the immigration
policy. For the specialized classes, participation was restricted to minority
women who were long-term residents in the Netherlands, had an inadequate
command of Dutch, and had limited contact with the Dutch society. Of the
selected six classes, four were standard literacy classes (Classes 1, 2, 3 and
4) and two were specialized classes (Classes 5 and 6). The standard classes
were Types 1 and 2 classes. The specialized classes were Type 3 classes.
This difference in placement criteria along with other characteristics
indicates that Classes 1, 2, 3, and 4 had more in common with each other
than with Classes 5 and 6. The ensuing discussion revolves around those
features characterizing these two main groups of classes. Table 4:16
summarizes the characteristics of age, gender, country of origin and
schooling background for these six classes.
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Table 4:16 Characteristics of the 41 assessed students per class (2007).

Classes Gender® Age Country LOR (yrs) L1 % Non- % DSL  Attendance

(type) of origin (yrs) schooling literate schooling rate
1(1) 7f 39 various 7 1 57 43 76
2(1) 7flm 36 various 8 3 63 75 66
3(2) 4f;Im 35 various 2 1 60 100 75
4(2) 5flm 27 various 2 4 67 50 85
5@) of 45 Morocco 14 1 89 44 82
6 (3) 6f 43 Morocco 14 0 100 100 81
Means 38 8 2 73 67 78

& f = female; m = male

In all the classes a vast majority were women, 93%. In the standard classes
(Classes 1, 2, 3, and 4) open to both genders, 88% were women. This was
more by chance than by choice. In the two specialized classes (Classes 5 and
6), the students were preselected according to specific municipal regulations
geared to minority women. Consequently, only women were present in these
classes.

The mean age of all the students was 38 years. The students in
Classes 1, 2, 3, and 4 were somewhat younger, having a mean age of 34
years. The students in Class 4 formed the youngest group with a mean age of
27 years. The mean age in the two specialized classes, (Classes 5 and 6) was
notably higher, respectively 45 and 43 years, with a mean of 44 years. All
the fifteen students in the specialized classes were, by chance, from
Morocco. The students in the four standard classes originated from nine
different countries: five from Morocco, two from Turkey, nine from
Afghanistan, three from Somalia, three from Sudan, one from Togo, one
from lIrag, one from China, and one from Kosovo. The mean length of
residence for all the classers was 8 years. Again, there is a difference
between the standard and specialized classes. The mean length of residence
in Classes 1, 2, 3, and 4 was 5 years. For Classes 5 and 6 it was almost three
times as long, 14 years.

This dichotomy between the classes also is evident in the schooling
background. The mean number of years of L1 schooling in all the classes
was very low, 2 years. In the standard classes it was somewhat higher, a little
more than 2 years and in the specialized classes this was less than one year.
In total 73% were non-literate. For those who were literate, their level of L1
literacy was not assessed. One student in Class 5 was reported to be literate
in the L1 (although she denied this during the pre-assessment interview). In
Class 6, all the students were reported to be illiterate in the L1.
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Most of the students were false beginners and had had some type of
previous L2 schooling before entering this beginner’s course. Only a few
were noted to be real beginners: in Class 1, two students; in Class 2, one
student; and in Class, 4, three students. For the false beginners no levels of
learning were noted. Sometimes, the course materials and the completed
chapters of the basic literacy textbook were listed.

Table 4:17 highlights the features of length of residence and the type
of placement criteria involved. Again a contrast between the standard and
specialized classes becomes evident. In Table 4:17 the length of residence is
split into two categories, the long-term residents and the recent arrivals. The
total number of long-term residents and recent arrivals for all six classes do
not differ greatly, 19 (46%) long-term residents and 22 (54%) recent arrivals.
Looking at the two groups of classes separately, differences do surface. In
Classes 1, 2, 3, and 4 there were in total six (23%) long-term residents. The
remaining twenty students (77%) were recent arrivals. In comparison,
notably more students in Classes 5 and 6 were long-term residents, thirteen
students (89%). There were only two students (11%) in the specialized
classes who were recent arrivals. Both of these students were in Class 5. The
students for the standard classes were at the start of this research still subject
to the WIN regulations. Consequently, most of these students were recent
arrivals. The students for the special classes were selected on the basis of
residency (which was usually long-term), gender, and L2 language factors.

Table 4:17 Class composition in terms of length of residence, student age,
and type of placement criteria, in number and percentages (%).

LOR Criteria student placement
Long-term Recent arrivals Standard  Special criteria
Class residents criteria
1 2 (29 5 (71) X
2 2 (25) 6 (75) X
3 1 (20) 4 (80) X
4 1 (17 5 (83) X
5 7 (78) 2 (22 X
6 6 (100) 0 X
Totals (%) 19 (46) 22 (54)

The two groups of classes also differed in the settings where the teaching
took place. Table 4:18 gives an overview of the type of building, the
facilities available at that location, as well as the availability of a class
assistant. The standard classes were all situated in buildings with an
educational purpose. Classes 1, 2, and 3 were situated in school buildings for
vocational education. Class 4 was situated in a building for which the ground
floor was especially adapted for DSL education. Having classes located in a
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school building made it possible for students as well as teachers to make use
of a variety of facilities available in the building, such as special study
facilities, educational staff, and properly equipped classrooms. All the
standard classes had easy access to computers, either they were present in
the classrooms or they could be consulted in an OLC. If the computers were
in the classroom, they were connected to a central network from which the
necessary programs could be downloaded. Class 1 had two computers and
Class 3 had seven computers in the classroom. Classes 2 and 4 and Class 3
could make use of the OLC located in the school building. Today, it is
almost inconceivable that L2 and L2 literacy education can occur without the
support of a computer. This is especially true for the teaching and learning of
the literacy skills, but even for the oral skills, a computer is an essential tool.
Classes 5 and 6 had no access to computers for educational purposes.

Table 4:18 Location and classroom facilities per class

Location Facilities
Teacher
staff Separate
Educational Community Computer support student/teacher Classroom
Class institution center available insitu canteen assistant
1 X Yes Yes Yes No
2 X Yes Yes No No
3 X Yes Yes Yes Yes
4 X Yes Yes Yes Yes
5 X No No No Yes
6 X No No No No

Having the classrooms within an established educational institution also
implied easy contact with colleagues and staff, an advantageous asset for the
teachers. They could confer with colleagues and ask for information
concerning student or teacher affairs from the administrative or educational
staff. This was the situation for all the standard classes. In addition, the
teachers of the standard classes had easy access to a variety of educational
materials. Finally, the availability of a separate canteen gave the students and
teachers a moment of relaxation to talk among themselves. For Class 2 there
was no separate canteen for the students and the teachers. The teachers
gathered around a reserved table in the corner of the spacious canteen.

In contrast, Classes 5 and 6 were both located in community centers
where a room was designated for teaching purposes. Being located in a
multi-purpose building meant that the specialized classes did not have access
to a number of facilities. Although CD-players and televisions for viewing
videos were on hand on request, there were no computers for teacher or
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student use. In these community centers there was a general canteen open to
all users of the center. The community center housing Class 5 was small, and
the canteen was often unoccupied allowing Class 5 the possibility of a
relaxed break. The community center housing Class 6 was much larger, as
was the canteen. Because other groups were often present, Class 6 opted to
have its break in the classroom. At break time the teacher left the room to
fetch the drinks for the students, while the students waited in the classroom.
Other facilities such as educational or administrative staff or educational
materials were not available in the community centers for Classes 5 and 6. If
the teacher wished to confer with a college or a member of the
administrative staff or consult educational materials she would have to go to
the main building of the educational institution. For these two classes the
main buildings were not within walking distance.

Lastly, the availability of a classroom assistant was not a common
occurrence. In literacy education, teaching and learning is a time consuming
process and often individual guidance is essential. For this, an assistant can
be an invaluable asset. Classes 3, 4, and 5 had the use of a classroom
assistant. The assistant in Class 5 was a student training for her university
degree in DSL, and was temporary. The assistants in Classes 3 and 4 were
permanent and employed by the school. In these last two classes the
assistants were an essential part of the teaching process whereas the assistant
in Class 5 was a participant observer.

The most pronounced difference between all the classes surfaced
when looking at classroom hours. Not only were there remarkable
differences in the number of scheduled classroom hours, but also in the mean
number of attended classroom hours. The mean number of attended hours
was a direct result of the rate of student attendance. Table 4:19 gives an
overview of the scheduled classroom hours, the mean rate of attendance, and
the resulting mean number of attended classroom hours for the 30-week
observation period.

Table 4:19 Scheduled classroom hours and attendance for the oral skills
during the 30-week observation period.

Class Scheduled oral skills Attendance rate Attended classroom

classroom hours hours
1 135.00 0.86 116.10
2 180.00 0.66 118.80
3 150.00 0.75 112.50
4 82.50 0.85 70.13
5 150.00 0.82 123.00
6 330.00 0.81 267.30
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One point must first be made clear. There is an important difference between
the standard classes and the specialized classes when talking about language
skills organization in relation to the allotted classroom hours for the oral and
the literacy skills. The number of scheduled classroom hours for Classes 1,
2, 3, and 4 were hours specifically reserved for the practice of the oral skills
and literacy skills separately. This was not the case for Classes 5 and 6. The
number of scheduled hours given for those classes was the total number of
classroom hours available for both skills. In those classes the teacher
determined the amount of time to be spent on the oral and the literacy skills.
This was not a fixed amount, but could vary from lesson to lesson. In chapter
7 on classroom results, a distinction is made between scheduled and actual
classroom hours. Nevertheless (and leaving this distinction until later) two
classes stand out, Classes 4 and 6. Class 4 had on schedule 82.50 classroom
hours for oral skills practice. The mean rate of attendance was 0.85. This
meant that a mean of 70.37 classroom hours for oral skills practice were
attended. In contrast, Class 6 had a maximum of 330 scheduled classroom
hours available for the oral skills, four times the number of classroom hours
for Class 4 and almost twice the number for Class 2. With an attendance rate
of 0.81, this resulted in a mean of 267.30 total classroom hours that were
attended by the students. Even if the teacher for Class 6 had spent half of the
total classroom hours on the oral skills, which would be 165 scheduled
classroom hours and a mean of 133.65 classroom hours attended, the number
of hours for the oral skills would still have been almost twice that of Class 4.
Class 2 had the second highest number of scheduled classroom hours, but a
lower rate of attendance, 0.66, giving a mean of 118.00 classroom hours
attended. The difference in scheduled classroom hours for Classes 1, 2, and 3
became insignificant when the rate of attendance was taken into account. In
general there is a relatively high rate of attendance, a mean of 0.78.






Chapter 5
Classroom data

The classroom data was compiled from direct observation and audio
recordings of teacher-student interactions in the six classrooms. The analysis
of the data focused on two main dimensions of the classroom: learning and
teaching. Both are evident in classroom organization and classroom
didactics. Classroom organization was seen through the division of time
during classroom practices, and classroom didactics was seen through the
interactions and feedback. To facilitate the analysis of these two dimensions
three observation schemes were constructed: Scheme A, classroom
instructional organization; Scheme B, classroom instructional interaction;
and Scheme C, classroom corrective feedback. Scheme C, focusing only on
corrective feedback, is a subset of Scheme B, which focuses on all types of
teacher feedback. The construction of these schemes was based on the
COLT observation scheme (see section 2.4.3). As argued in chapter 2
flexibility of the scheme has proven advantageous in product as well as
process oriented research and can easily be adapted to specific needs (Spada
& Frohlich, 1995). The format, categories, and coding procedure of the
COLT scheme were all basic to the three observation schemes for this study.
The matrix type format reduces subjectivity in interpreting the categories.
No labels such as adequate, outstanding, or seldom, evidenced in schemes
previous to COLT, were used.

The purpose of Scheme A was to map out the general pedagogical
practices of the teacher in terms of time spent on certain lesson components.
These practices encompassed instructional and organizational categories,
including such features as content focus (e.g. vocabulary and grammar),
teacher talk, group work, and textbook use. Schemes B and C focus on
classroom interaction. In other words, they focus on the verbal exchanges in
the classroom that took place between the teacher and the student. The
categories in Scheme B reflect the main surface features of classroom
interaction characterized by the triadic exchange cycle and types of
questions involved. The development and the use of this cycle in classroom
teaching, also referred to as the IRF exchange, is described in section 2.4.2.
Scheme C focuses specifically on those interactions that have a corrective
purpose. The categories in this scheme reflect the corrective feedback cycle:
trigger, feedback, and student uptake. Developments entailing corrective
feedback are discussed in section 2.4.4. The chapter opens with section 5.1,
describing the criteria for the selection of the lessons analyzed by each
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observation scheme. Section 5.2 reports on the steps taken for observing the
classrooms in action. Section 5.3 describes the transcription and translation
procedures. Sections 5.4, 5.5, and 5.6 describe the categories and coding
criteria of each observation scheme.

5.1 Data collection
5.1.1 The classes and the teachers

The present study is based on the observations of intact classes. Although
student composition within each class fluctuated during the observation
time, the teachers remained a constant variable (see also section 4.4 on
student placement). For each class, one teacher was observed throughout the
observation period. In adult education, it is common that classes are taught
by more than one teacher and each teacher is responsible for one or more
lessons per week. The teacher observed taught per week an equal number of
lessons as her colleague or the majority of the lessons. The teachers of the
selected classes are presented in section 4.4, and their profile is given in
Table 4:15. In short, next to the consent of the institution, three points were
essential: (1) the teacher’s willingness to participate and to be observed
during the teaching of the oral skills, (2) the classroom organization of the
oral skills conforms to the criteria, and (3) the teacher’s quality: an excellent
reputation in her institution and at least three years of experience teaching
adult literacy classes. Each class was observed once a month, covering a
period of 30 weeks. Classes 3, 4, 5, and 6 were observed eight times, and
Class 2, nine times. The teacher for Class 1 transferred to another teaching
position near the close of the observation period. Consequently, her class
was observed only six times. Table 5:1 gives an overview of these
observation hours.

Table 5:1 Number of lessons and hours observed and transcribed for each

class.
Class Lesson Lessons Lessons Total hours  Total hours
duration in observed transcribed observed transcribed
hours and recorded
1 1.50 6 3 9.00 4.50
2 1.50 9 3 13.50 4.50
3 1.25 8 3 10.00 3.75
4 1.50 8 3 12.00 4.50
5 2.50 8 3 20.00 7.50
6 2.75 8 3 22.00 8.25
Totals 47 18 86.50 33.00
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5.1.2 Observation Scheme A

The aim of Observation Scheme A is to draw a general picture of classroom
practices for each class making it possible to compare the classes in terms of
hours and percentages spent on selected instructional and organizational
categories. The domains on which Scheme A focused were: content focus,
participant interaction, participant organization, and materials. A description
of these domains, its categories, and coding procedures using Scheme A are
given in section 5.4. As Table 5:1 shows, for the data collection three entire
lessons from each class were selected from the body of observed and audio
recorded lessons. In the selection of these three lessons, two features were of
central importance: (1) the lessons would show, over time, didactical
variation on the part of the teacher and language development on the part of
the student; and (2) the lessons would give a characteristic picture of each
class. For the first point, three lessons were chosen covering the 30-week
time span of the observation period. This meant that for each class one
lesson was chosen at the beginning of the observation period, one in the
middle, and one at the end. At the same time the second point had to be
taken into account — are the lessons representative of that class? Having
observed a substantial number of lessons for each class, it could be
determined if the lessons were exemplary of that class in terms of
organization, content, and pedagogy. For example, at one time Class 3 was
joined by another class whose teacher was absent. The teacher of Class 3 had
to adapt her lesson to accommodate the situation. This obstruction to the
daily program resulted in an atypical lesson. Although this lesson was
observed and audio recorded, it was not selected to be transcribed, and
consequently, not analyzed. Finally, these eighteen lessons (three for each of
the six classes) were transcribed and coded using Scheme A. The data
surfacing from the analysis was then extrapolated to the 30-week
observation period. The results are presented in chapter 7.

5.1.3 Observation Schemes B and C

The practice of the oral skills was more closely scrutinised through the use
of Scheme B (classroom instructional interaction) and Scheme C (classroom
corrective feedback) focusing on the four areas of instruction coded in
Scheme A under the domain of content focus: vocabulary, grammar,
restricted discourse (RD), and unrestricted discourse (URD). These
fragments represented form-focused and meaning-focused instruction. The
form-focused lesson fragments were those during the practice of vocabulary
and grammar. The meaning-focused lesson fragments were those during RD
and URD. LSK (Life Skills Knowledge) was not analyzed for interaction
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using Scheme B or C as the teacher was the primary speaker. A description
of the domains/categories and coding procedures using Scheme B are given
in section 5.5 and using Scheme C in section 5.6.

Table 5:2 gives an overview of the lessons (date and time span) used
for Scheme B and Scheme C. In order to be able to demonstrate variation in
the teachers’ pedagogy, two lessons of each type of practice were analyzed —
one at the beginning of the observation period and one at the end, and if
possible, with an interval of at least five months between the two lessons.
For the selection of lesson fragments covering these four areas of instruction,
the beginning and end lessons transcribed for Scheme A were first screened
for suitable fragments. If no such fragments were present, then the other
observed lessons were screened. These are printed in bold in Table 5:2. In
addition, in order to be able to evidence the teacher’s style of instruction, an
attempt was made to cover a continuous time span of at least ten minutes for
each fragment. As this was not always possible for all the practice sessions,
those which took ample amount of time (such as during vocabulary practice)
were transcribed for a longer span of time.



Classroom data 95

Table 5:2 Dates and time spans of lesson fragments analysed for
Observation Schemes B and C (date: month-day-year; time span in whole
minutes; bold=lessons not taken from Scheme A; RD=restricted discourse;
URD=unrestricted discourse. Dates in bold indicate additional selected
lesson fragments).

Practicer Classl Class2 Class3 Class4 Class5 Class6 Totals

sessions (mean)
Vocabulary 1

Date  04-25-07 11-13-06 04-19-07 11-22-06 11-16-06 03-22-07
Time span 17 20 17 14 9 10 87 (14.5)

Vocabulary 2
Date  10-29-07 04-23-07 11-06-07 05-09-07 02-06-07 10-01-07

Time span 13 11 19 10 20 10 83 (13.8)
Grammar 1
Date 03-26-07 12-18-06 04-19-07 01-17-07 11-16-06 03-22-07
Time span 10 8 4 11 9 10 52 (8.7)
Grammar 2
Date  04-25-07 05-23-07 10-02-07 02-14-07 04-03-07 10-01-07
Time span 10 10 10 5 8 10 53 (8.8)
RD1
Date  02-19-07 11-13-06 10-16-07 12-13-06 11-16-06 05-21-07
Time span 10 7 7 4 9 11 48 (8.0)
RD 2
Date  10-08-07 05-23-07 11-06-07 05-30-07 05-22-07 10-15-07
Time span 10 10 4 12 3 6 45 (7.5)
URD 1
Date 02-19-07 11-13-06 05-31-07 11-22-06 11-16-06 05-21-07
Time span 6 8 10 8 3 11 46 (7.7)
URD 2
Date  10-29-07 05-23-07 11-06-07 05-30-07 05-22-07 10-15-07
Time span 8 10 2 9 10 9 48 (8.0)
Totals 84 84 73 73 71 77 462

(mean) (105) (105  (9.1) (9.1) (8.9) (9.6) (9.6)

In total 48 lesson fragments were analyzed for Schemes B and C — two
lessons for each of the four areas of instruction. As Table 5:2 indicates, only
four practice sessions were not separated by a time span of more than five
months. These were: Class 1 and 4 for grammar, Class 3 for RD, and Class 5
for vocabulary. Table 5:2 also indicates that lesson fragments for vocabulary
practice were either plentiful and/or practiced for longer continuous periods
of time, whereas those for RD and URD were much less frequently found
and/or occurred for shorter periods of connected time. The latter particularly
applied to URD. The occurrence was substantial, but a continuous span of
time was not always easy to find. At times, particularly during URD
episodes for Class 5, the interactions were chaotic, making it difficult, and at
times, almost impossible to transcribe.
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5.2 Observation procedure

Before the observation period commenced, the teachers were informed about
the general objectives of this study, its duration, publication of information,
and aspects of privacy.

Furthermore, the researcher also inquired about each teacher’s educational
background, training, and teaching experience in adult literacy (see section
4.4). Subsequently, observation and student pre-assessment dates were set.
During the first visit to the class the teacher introduced the researcher and
the researcher explained to the students the reason for her class visits. In
order to put the students at ease, the researcher made clear that she, as a
former teacher, understood that learning a second language as an adult is a
difficult and time consuming process. Secondly, she described globally the
purpose of her study. She explained that she was interested in what goes on
in the classroom when the students are working on their oral skills and that
the observations would focus on organization and types of activities. The
researcher also told the students that as an aid for her memory, the lessons
would be recorded. Finally, she made clear that personal names would not be
used so that identities could not be traced. No further details about the study
were given.

For the audio recordings an MP3 recording device was used. This
device, not bigger than a large broche, was pinned to the teacher’s upper
garment at shoulder level where it would not hinder her movements during
teaching. In this way her voice and that of her students could be clearly
heard in the recording. However, it did not capture the voices of individual
learners when working in groups, unless the teacher was attending the group.
The teachers prepared their lessons as usual. The researcher, as a
nonparticipant observer, sat as unobtrusively as possible at the rear of the
classroom observing and taking notes. The only intrusion on the lesson
program was the intermittent presence of the researcher and the MP3
recording device. As soon as the teacher was ready to start the lesson, the
audio recording device was turned on. When the teacher concluded the
lesson the recording device was turned off. This was also the case when
there was a break halfway through the lesson. Scheduled time and classroom
teaching time is discussed further under classroom time management in
section 7.1.1. No video recordings were made of the lessons. This decision
was based on objections expressed by students in two classes. Those
students disapproved strongly to the making of any type of visual
registration, including photographs and visual recordings.

Even though care was taken not to intrude on classroom procedures,
one is never sure if the presence of the researcher influences classroom
behaviour, making the situation less representative. On this observer’s



Classroom data 97

paradox, Labov, who coined the term in 1972, remarked that: “the aim of
linguistic research in the community must be to find out how people talk
when they are not being systematically observed; yet we can only obtain this
data by systematic observation” (Labov, 1972, p. 209). In line with this
paradox, a Hawthorne effect or a Rosenthal effect* was also always present.
Although these effects cannot be entirely eliminated, they can be diminished
by alleviating any doubts the students might have. In the case of this study,
the students and the teachers were informed that the research project did not
stand under any governmental control or scrutiny, and consequently, no
accountability would be required. This was crucial for these immigrants.

5.3 Transcription process

Different approaches can be taken in transcribing audio recordings. For this
study, the transcriptions of the interactions were basically simple, broad
transcriptions. In other words, they were orthographic representations of the
interaction showing only the words uttered. Such transcriptions were deemed
sufficient for obtaining an insight into the learning and teaching in the
classroom, as Ellis and Barkhuizen (2005) stress, details not relevant to the
research purpose should not be included in a transcription (p. 28). In those
cases where auditory aspects of an interaction, such as intonation and stress,
were essential for interpretation, then the original audio recordings were
consulted.

Two types of translation approaches were used in rendering the
Dutch into English, one was a general translation and the other a more
detailed one using a glossing technique. The general translation approach
was adopted for those examples where meaning was paramount to linguistic
structure.”” This approach was applied for the examples cited in chapter 7.
Example (5.1) shows a teacher’s question interrupted by a student’s
response. To show that the teacher could not complete her question the
terminator +/? was used. The question was not translated word for word;
instead a general rendering of the Dutch was given.

41 A Hawthorne effect on an experiment means that changes in the behavior of the
subjects can occur merely because they are being studied. A Rosenthal effect is
the influence expectations can have on the results of an experiment: the higher
the expectations, the higher the performances. The opposite can also occur: the
lower the expectations, the lower the performances.

42 The transcription symbols used were derived from the CHAT transcription
codes used in the Childes project (MacWhinney, 2000). The abbreviations and
symbols used in the translations of the examples are given following the list of
abbreviations.
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(5.1) General translation of a Dutch text
Teacher: Hoe heet onze +/? T: What is the name of our +/?
Student: Maxima. S: Maxima.

The second type of translation used the three-lined interlinear glossing
approach following the Leipzig glossing rules.” This approach was used
when it was necessary to analyze a text according to its linguistic structure,
as were the examples cited in chapter 6. At times it was necessary to give the
target form to show that the student’s utterance did not correspond to that
target. Example (5.2) is a three-lined interlinear glossed text with the target.

(5.2) Three-lined interlinear glossed translation with target sentence
Vrouw  lezen. (target: De vrouw leest.)
woman  read.INF
“The woman reads.’

5.4 Observation Scheme A: Classroom instructional organization

Observation Scheme A is pedagogically oriented. It is divided into four
domains: content focus, participant interaction, participant organization, and
materials. Scheme A, reproduced in Figure 5:1, was coded from the
transcriptions of the recordings of the observed three lessons.

CLASSROOM DOMAINS
CONTENT Particioant
DESCRIPTION Participant | or-cPan :
Content focus interaction | ©r9aniza- Materials
tion
3lel 2|3 %
A 2133 |2]S g
? ® 312|2|ol5|5 -
ol & £ 35|22 |S o 2
S|E HNEREEIEEEEIRE =
2|15 B S s El=E |7 S 3| B|lx|S
=< s58is|alel=|2| o)) Sl21SI8| =
25 BIBIEILIBI%|121815|5 21218185 el
glE SRR EEEEEEEHEEEE
OliF >0 |S|T|- |- |&B|0|2 |G| Sl m 5|2
112 3 4(5(6|7(8(9]10(11|12|13|14{15{16(17|18|19(20|21

Figure 5:1 Observation Scheme A: Classroom instructional organization

43 Leipzig Glossing Rules were obtained from
http://www.eva.mpg.de/lingua/resources/glossing-rules.php, retrieved on
December 9, 2013.
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The first step in the coding procedure was to fill in the class and lesson codes
(column 1). Subsequently, from the transcriptions each activity was briefly
described and timed (columns 2 and 3). From there the categories for the
five domains were coded. The categories in each domain were mutually
exclusive; meaning that only one category per domain could be marked. In
some cases, a classroom activity could be characterized by two or more
categories. In such an occurrence, the category with the greatest emphasis
was marked. For example, in an exercise practicing the plural of new
vocabulary, if the words were previously introduced, then grammar was
marked. But if the words were new at the time of practice, then vocabulary
was marked. The category procedural time (column 4) formed a special
case, as it had little to do with classroom didactics and more with time
management. The aspect of time management is discussed further with the
results in chapter 7. In short, procedural time involved classroom
management and occurred during the lesson. This included roll call,
interruption by late arrivals, the teacher calling the class to order, and the
handing out of lesson material or getting lesson material ready.

5.4.1 Content focus

The teaching of the oral skills in adult literacy education followed the basic
principles of CLT by focusing on the functional use of language and its
immediate application in realistic situations. This implies that the dichotomy
form and meaning are basic to such an approach. For this reason, the
definition used in CLT for form and meaning was adhered to (see also
section 2.4.4). Form refers to the surface features of an utterance. These
could be lexical, grammatical, or phonological. Meaning refers to all aspects
of communication — the message of the interaction as well as the
appropriateness of the message.

The first two categories under the domain content focus are
vocabulary (column 5) and grammar (column 6). These represent the two
main features of form. The following two categories, RD (column 7) and
URD (column 8), represent the feature of language use or meaning. The
category vocabulary was marked if the focus of the activity was primarily on
learning vocabulary and routines. Routines were viewed as chunks of
unanalyzed language that were learned as a whole (Dulay, Burt, & Krashen,
1982, p. 232-233). Thus in essence a routine could be viewed as an item of
vocabulary. The category grammar was marked if the focus of the activity
was primarily on form. This included aspects of inflection and word order, in
other words, the morphosyntax. The category RD points to the practice of
planned discourse. Such discourse usually consisted of pre-structured or
scripted dialogs which were often practiced from memory. The categories
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vocabulary, grammar, and RD were also specified according to the ABCD-
model in the teaching strategy of Neuner (1981), see section 2.5.

The last two categories under the domain of content focus (columns
8 and 9) are URD and LSK. The language in both of these categories is
unplanned and not meant for controlled language practice as seen in the
previous categories. URD is free and spontaneous speech such as
conversations, discussions, and explanations. The final category, LSK,
differs from URD in that it focuses on the building of general knowledge and
the developing of awareness of the social environment, often needed in order
to understand the contexts of language use. It connects classroom learning
with the real world. This includes subject matter of a broader nature such as
the concept of time and knowledge of the health system.

5.4.2 Participant interaction

The second domain is participant interaction. This domain focused on the
participants of an interaction. The following four categories were subsumed
under participant interaction: teacher talking (column 10), teacher—
student/class interaction (column 11), student-student/class interaction
(column 12), and other (column 13). In the category teacher talking, the
teacher spoke, but did not interact with the class or a student. It usually took
place during a whole class activity when the teacher might be explaining
(vocabulary, grammar, or a dialog), telling about something (URD or LSK),
or summarizing a lesson. In the second category (column 11) teacher—
student/class interaction, the teacher was in control of the topic or task in his
interaction with a student or the class. He took most of the initiative in such
an interaction. A characteristic activity was a question—-answer exercise,
where the teacher asks and the student responds. In the category (column 12)
student—student/class interaction, the student took the initiative and had
initial control over his interaction with the class or a fellow student. The
final category (column 13) was labelled other. Various types of activities
were subsumed under this category. Each type was marked with a specific
symbol. This included activities involving other modalities than oral
interaction (in other words listening, writing, or reading).

5.4.3 Participant organization
The domain participant organization® deals with how the students were

organized during a particular task. This domain included three categories:
whole class (column 14), small groups or pairs (column 15), and individual

44  The term “participant organization’ is derived from the COLT schemes.
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(column 16). Whole class means that the entire class was involved in the
same task and the attention of the teacher was primarily directed toward the
class as a whole. In the category small groups or pairs, the class was divided
into smaller groups of two to four students, each group working on the same
task. The teacher directed his attention to each group as a whole. The
category individual meant that the students were working individually on a
task or were individually interacting with the teacher.

5.4.4 Materials

The final domain, materials, indicates which materials were being used
during a task or activity. This could be: a basic textbook (column 17), extra
materials (column 18), an audio recording (column 19), a visual recording
(column 20) or none (column 21). If textbook was marked, then the task was
performed using a textbook as its primary source. Often a specific textbook
formed the basis of a course, but regularly extra materials were also used.
These extra materials were items such as extra handouts, realia (i.e. leaflets,
medicines, or photographs), or materials especially developed for
educational purposes (practice clocks, play money, or pictured cue cards).
Audio referred to any device for listening only, such as CDs, tapes, or radios.
Visual included any device for viewing such as DVDs, videos, or television.
An audio activity was solely for practicing listening, while a visual activity
involved a combined skill — listening and viewing. Nevertheless, if visual
material was used, only visual was marked. If no material was used during a
particular task, then the box none was marked.

5.5 Observation Scheme B: Classroom instructional interaction

Observation Scheme B focuses on the interactions between the teacher and
the student(s) in the classroom. The scheme is divided into three domains:
initiation, response, and feedback. These domains reflect the IRF exchange
structure. The role of this structure in classroom teaching is explained in
section 2.4.2. Scheme B, reproduced in Figure 5:2, was coded from the
transcriptions of the selected interactions.
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IRF INSTRUCTIONAL INTERACTION
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Figure 5:2 Observation Scheme B: Classroom instructional interaction

The first step in the coding procedure was to fill in the class and lesson codes
(column 1). Subsequently, in column 3 the transcriptions of the selected
interactions were given and intermittently the time was noted (column 2).
Each utterance of the interaction was placed on a separate line and analyzed
according to the domains and its categories. For a number of categories two
or three features were possible. Each was coded with a specific letter. These
are explained accordingly.

The first column marked after each utterance was column 4, the
speaker of the utterance. A t was noted for the teacher and an s for the
student, or if known, the first two letters of the student’s initial. Then the
three domains of the interaction and their categories follow. The categories
for the domains response and feedback were exclusive; for the domain
initiation, two categories were marked: focus (column 5) and type of
initiation (column 6, 7, or 8).

The first domain in Scheme B is the initiation step of the IRF
exchange structure. In column 5, the focus of the utterance was marked first.
This could be on meaning or form. Meaning was coded m and form was
coded f. The following three categories characterize the type of utterance: a
question or a comment. In columns 6 and 7 the type of question asked was
coded. Question types could be grouped into two main categories: display
(column 6) or referential (column 7). Display questions inquire about
something which is already known by the asker. Such questions are
frequently routine type of questions checking for knowledge or
understanding. Display questions are also referred to as test or tutorial
questions (Ellis, 1990, 1994) or pseudo-requests (Spada & Frohlich, 1995).
Next to display questions stand referential questions. The answers to such
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questions are normally not known by the asker beforehand. Referential
questions are also referred to as real or genuine questions (Spada & Frohlich,
1995). Both the display and referential questions can be open- or closed-
ended questions. Answers to closed questions are limited, usually only one
answer is possible. This could be a simple yes or no answer or a choice out
of a closed set of possibilities. Open-ended questions require more than a
mere yes or no answer. Often they contain wh-questions (who, what, where,
when, why, and how.). Open- and closed-ended questions were coded in the
respective columns for display and referential questions. Open-ended
questions were coded with the letter o and the closed-ended questions with
the letter c. Table 5:3 gives an overview of these question types. If no
question was asked, but information was given on an aspect of form or
meaning, then column 8, comment, was marked. The initiation of an
interaction was usually done by the teacher, but not always. If a student took
the initiation, then this was indicated in the scheme by marking the box
green.

Table 5:3 Question types illustrated

Open-ended Closed-ended
Referential Why did you buy that book? Do you like carrots?
Display What do you see in the picture? What day is it today?

The second domain, response, characterizes the reaction to the initiation — a
question or comment. If the reaction is a self-constructed utterance, then the
number of words spoken was coded in column 9 as follows: one or two
words was termed minimal and coded with the letter m; three or four words
was termed limited and coded with the letter I; more than four words was
termed extended and coded with the letter e. If the teacher made the
response, then an x was noted. If the given response was a repetition of a
previous utterance (thus not self-constructed), it was marked with an x in
column 10. In this same column the use of the L1 was marked with an L1.
Finally, if no response was given, column 11 was marked.

The third domain was feedback. Seven types of feedback were coded
in this domain. These were marked in columns 12-18. These various types
were explained in section 2.4.4. In column 12, explicit correction, the
teacher makes clear that something in the student’s response was wrong and
subsequently corrects it. If negotiation was used, then this was marked in
column 13. The category reinforcement or acknowledgement (column 14)
indicated some type of approval of the given response. The category
(partial) repetition in column 15 included feedback that repeated a previous
response (coded with x) as well as feedback that functioned as a recast
(coded r). The category elicitation (column 16) was marked if the teacher
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used an elicitation technique to draw out a response without giving the
answer. Column 17 was marked if the response to a question was provided.
The final category, comment with no particular focus (column 18) was
marked if the initiator continued with the topic at hand giving no feedback to
the response. Feedback was usually given by the teacher, but sometimes a
student would provide feedback. If this occurred then the box of that
response was marked green.

5.6 Observation Scheme C: Classroom corrective feedback

Observation Scheme C focuses on corrective feedback and is a subset of
Scheme B. Scheme B includes all types of feedback, corrective as well as
non-corrective feedback, whereas Scheme C only includes corrective types
of feedback. The texts selected for Scheme C were the same as those used
for Scheme B. The scheme is divided into three domains characterizing the
three-step feedback sequence: trigger, feedback, and uptake. This feedback
structure is explained in section 2.4.4. The scheme is reproduced in Figure
5:3.
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z Focus Type Focus Type |Who
o = Negative Negotia- | Linguistic
= = Linguisti : Use
5 é guistic Use Feedback tion Focus
< =] —
x| 2 % Z
3 £ Sle S g2 =t
9 E 5| S s = S| G| @ E=l
S| o | T == o | = =
o v - S| & o r) [3] <
2 % g 8lw |m 8 23 clzlsisl =l 8] |s 2
28 2 g8 |5|3/512 | |&5/2E |E 3 |E £
2l ol 28 5% S| o8 BISIE2_IEl S 2|5 5
sl g R ElsielwlE|lEEEE xllEESlRIEl S = 5l&%E IO
ol g O £ Z|2|lelE|B=2TEEE| SE|2SE|lDIES oS, |e
BE B £5 25 g5 2228 s55285¢8 5|88 <3588
OlF | o|Z|la|a|0 a2 |Tde|o|o|lola|d|0] 4 |x|Z|Z2|6h|al-
1]2 3 4 1516|789 |10 0N[12[13]14|15({16|17]|18|19| 20 |21|22|23|24|25/26

Figure 5:3 Observation Scheme C: Classroom corrective feedback

The first four steps in the coding procedure are the same as those in Schemes
A and B.

The first domain concerns the student’s trigger. Two types of triggers are
possible: non-understanding or an erroneous reply. A trigger was marked in
column 5 as non-understanding if it was evident that the student did not
understand what the teacher said. If the student replied, and his reply
included some type of error, then the type of error was marked. If it was a
linguistic error, it could be marked: phonological (column 6), lexical
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(column 7), or grammatical (column 8). If the error is one in meaning or
language use then column 9 is marked. Table 5:4 summarizes the types of
student triggers with examples from the corpus of the present study.
Examples 5, 7, and 9 start with the teacher’s question, the source of the
trigger.

Table 5:4 Types of triggers defined and illustrated from Scheme C with

examples from the present corpus (bold =error).

Scheme Trigger type Definitions Example
column (the trigger in bold)
5 Non-ormis- A trigger is termed non- T:Jane hoe noemen wij

—

Linguistic error

L
I

understanding understanding when there is

6 Phonological

7 Lexical

8 Grammatical

9 Language use

some overt indication in the
student’s utterance that
understanding of the teacher
(the source) has not been
complete (Varonis & Gass,
1985).

Phonological errors pertain to
those involving pronunciation
and intonation.

A lexical trigger involves errors
in the choice of vocabulary.

A grammatical error includes
all incorrect used features of a
language that are not overtly

phonological or lexical. It
includes  errors  involving
morphology, syntax and/or
sentence-grammar semantics.

Language use involves
functional and sociolinguistic
knowledge  which, when
incorrectly used, result in
producing the wrong

communicative effect.

zaterdag en zondag samen?

Jane how do we call

Saturday and Sunday together?
S: dertien.

thirteen. [C1:1]

S: De jongen slij [/] slij +/.
The boy slip[/] slip +/.
T: Snijdt. .
Snips.
S: Snijdt.
Snips. [C1:1]
T: Woensdag, wat komt er na
woensdag, Malika?
Wednesday, what follows
after Wednesday, Malika?
S: Maandag.
Monday. [C1:1]
S: Ik eten brood.
| eat.INF bread.
T: Ja, probeer ook kort. Eet,
niet eten.
Try to make it short. Eat,
not to eat. [C1:1]

T: Kunt u woensdagmiddag?
How about Wednesday
afternoon?

S: Ja, dit is goed.

Yes, this is fine.

T: Dat is goed.

That is fine. [C1:1]
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The second domain is feedback. This domain is divided into two main
categories: type and focus. Type is again subdivided into negative feedback
(includeing explicit correction, metalinguistic feedback, elicitation, and
recast) in columns 10, 11, 12, and 13; and negotiation (clarification request,
comprehension check, and confirmation check) in columns 14, 15, and 16.
The four subcategories under negative feedback run parallel to those cited in
the study by Lyster and Ranta (1997). If the teacher repeats a student’s
erroneous utterance, using emphasis to alert the student to his error, then this
is also marked as explicit correction (Han 2004; Hellermann, 2003; Spada &
Lightbown, 1993). The focus of the feedback (columns 17, 18, 19, and 20)
runs parallel to the focus of the trigger. In Table 5:5 the categories under the
domain feedback are defined and illustrated with examples from the corpus
of this present study.

Table 5:5 Corrective feedback, defined and illustrated from Scheme C
with examples from the present corpus (bold=error).
Scheme Definition Example
column (from Ranta & Lyster, 1997) (feedback in bold)

e
%8_
i
LL

Clearly indicating that the student's ~ S: Het meisje slapen.

c - .
= 5 S utterance was incorrect, the The girl sleep.INF
10 S 8 teacher provides the correct form. T: Nee, het meisje slaap-t.
5 § No, the girl sleep-3sG.  [C1:1]
Without providing the correct S: Ik drinken.
form, the teacher draws the I drink.INF.
% = s_tude_nt’_s attention to certain T: Ja. maar wat gebeurt er ook
ER= linguistic features of the student's weer als het een persoon is?
~ 11 £ £  utterance. Dan wordt het kort he?
_§ g 2 Yes. But what happens if it’s
3 S one person? Then you make it
»;—") short, okay? [C1:1]
>
5, Without directly correcting the T: Hijis +....
Z student, the teacher tries to extract Heis +....
s (elicit) the correct response, S: Verdrietig.
12 g pausing to allow the student to Sad. [C5:1]
= complete the teacher's utterance or
w by asking the student to
reformulate his utterance.
Without directly indicating that the  S: Kan afspraak maken?
= student's utterance was incorrect, Can make appointment?
13 § the teacher implicitly provides the T: Kan ik een afspraak maken?
4 o correct form by reformulating all Can | make an appointment?

or part of the student's utterance. [C2:1]
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Table 5:5 (continued)

By using phrases like "Excuse S:Het meisje slapen.

me?" or "I don't understand," the The girl sleep.INF

teacher or student indicate that the T: Wat hoor ik nou?

message has not been understood. What do | hear now?  [C1:1]
The student's utterance may

contain some kind of mistake and

a repetition or a reformulation is

required.

=

14

Clarification request

In a comprehension check the S:Daarna slaap, ‘pray god’.
teacher tries to keep the After that sleep, pray god.
conversation going by T:Wat zei je?

intermittently checking his What did you say? [C2:1]
understanding of the student’s

message by asking the student to

repeat his utterance, by overtly

saying that something is not clear

or by rewording his own utterance

in order to restore comprehension

on the part of the student.

15

Negotiation
Comprehension check

In confirmation checks the teacher S: Alles computer.

checks to make sure that he has Everything computer.
correctly understood what the T: Alles op de computer?
student has said (Gass 2003: 233). Everything on the computer?
Repetitions and paraphrases, often [C2:1]
in question form, can be used to

verify  student utterances if

comprehension is uncertain. (Ellis,

1999:12).

16

L
[
Confirmation check

The final domain in the feedback sequence is student uptake. The student
uptake is defined by Lyster and Ranta (1997) as “a student’s utterance that
immediately follows the teacher’s feedback” (p. 49). There are three types of
uptake: repair, needs-repair, and no repair (in columns 21, 22, and 23
respectively). Repair is defined as “the correct reformulation of an error as
uttered in a single student turn” (Lyster & Ranta, 1997, p. 49). Repair is
operationalized in this research project as a full or partial repetition of the
given correction. Lyster and Ranta include in the needs-repair category six
types of utterances: acknowledgement, same error, different error, off target,
hesitation, and partial repair (Lyster & Ranta, 1997, p. 50-51). On this point
the operationalization used in the Scheme C differs slightly from that given
by Lyster and Ranta. Lyster and Ranta state that “acknowledgement
generally refers to a simple ‘yes’ on the part of the student in response to the
teacher’s feedback, as if to say “Yes, that is indeed what | meant to say (but
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you’ve just said it much better!”)” (Lyster & Ranta, 1997, p. 50). This is not
necessarily so. A simple yes as a reaction to a question or statement can also
be just a sign showing attentiveness, as if to say, “Yes, | heard you, but |
don’t know what you mean.” Van den Branden (1997, p.591) stated that a
vague utterance such as “hmm” or “I see” can also be uttered to feign
understanding in order to be polite or to avoid looking stupid. Gass (1997, p.
30, note 3) mentioned that this can also be the case where the L2 level still is
inadequate and “so as not to appear rude” a very minimal response is given.
Therefore, the needs-repair category excluded those undirected yes or hmm
utterances, unless the focus of the student was clear. In those cases, the
student probably realized that something in his utterance was incorrect and,
consequently, he most likely made an effort to modify his original utterance.
These could include the making of a different error and a partial repair. A
partial repair means that only part of the corrected utterance is repaired and
an error still remains. Responses included in no repair are hesitations,
repetitions of the same error, an off-target response or no response at all. In
columns 24 and 25 the one giving the uptake is specified. This can be the
student who made the error or another student (his peer). The last category in
Scheme C is topic continuation (column 26). This is similar to category
comment or instruction (column 19) in Scheme B. Topic continuation
indicates that the teacher (marked t) or a student (marked s) carried on with
the discussion or activity at hand directly after the feedback was given,
giving the student to whom the feedback was directed no opportunity to
respond. The no repair instances are all followed by a topic continuation.
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Learner data

As the aim of this study is to investigate learner achievement in relation to
classroom organization and interaction it is necessary to ascertain learner
achievement during the observation period of this research project.
Moreover, testing the language proficiency of the learners gives insight in
their level of performance. The learners were tested both at the start and at
the end of the observation period. To this end an assessment* was developed
consisting of three kinds of tasks: vocabulary, picture description, and
picture story. The language produced in these three tasks was analyzed on
three levels: vocabulary, morphosyntax, and discourse. Figure 6:1 gives an
overview of these three components and the features analyzed within them.

[ Vocabulary ] [ Morphosyntax [ Discourse ]

e v

&
Vocabulary tasks Picture Picture story Picture
description tasks tasks description tasks

Picture story
tasks

Picture Picture story
description tasks tasks

Word count > yniax | Relevance

|Horizonta|| Vertical I
) 4

) v v .
Lexical verb ][ Inflection/

Incorrect

Activities/
properties

INUMDer of
constituents
VEr
presence

Agent
presence

Verb
position

y
Morphology of the verh

inconclusive

Figure 6:1 Components and features analyzed in the pre— and post-
assessments.

45 The assessment is reproduced in Appendix 1.
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As Figure 6:1 illustrates, the assessment focused on three components:
vocabulary, morphosyntax, and discourse. The assessment consisted of three
parts: vocabulary tasks, picture description tasks, and picture story tasks. For
determining vocabulary, the language produced in all three parts of the
assessment was analyzed. This included knowledge of specific words in the
vocabulary tasks and the number of words spoken during the picture
description and picture story tasks. For the components morphosyntax and
discourse, the responses made during the picture description and picture
story tasks were analyzed. For this, spontaneous speech was essential. A test
or assessment is by definition not spontaneous, but if the limitations imposed
are minimal, a sufficient amount of spontaneity can be assumed, leading to
semi-spontaneous speech. To accomplish this, no limitations on the picture
tasks were imposed, except that of describing or telling what happens in the
pictures. The analysis of the morphosyntax focused primarily on verb use
and that for discourse on relevance and coherence. The following sections in
this chapter concern the development and evaluation criteria of the
assessments. Section 6.1 describes the development of the assessments. The
testing procedure is explained in section 6.2. Each of the three parts of the
assessment is described in section 6.3. The evaluation criteria for each
component are defined and explained in sections 6.4 — 6.6.

6.1 Development of the pre- and post-assessments

The necessity for developing an assessment for this research project became
clear after an investigation of available oral skills tests for LESLLA learners
of Dutch. Two types of tests were on the market: curriculum-dependent and
curriculum-independent. The first type was excluded. In curriculum-
dependent tests the learners using the textbook on which the test is based
would have an advantage over learners not using that textbook. The only
existing curriculum-independent tests for assessing the oral skills were those
developed by ICE.* This was the only organization that developed tests for
the literacy student that was readily available at the start of this research
project in 2005. These tests were part of a battery of tests called the NT2
Profieltoets Alfabetisering (DSL Profile Test for Literacy), developed to
assess the literacy student after having completed the WIN language training
program of approximately 600 classroom 