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Editorial
Literacy near and far
You can apply a temporal and spatial interpretation to the
theme of this issue of Fine Print—through text we connect
geographically with Japan, Canada, Tasmania, regional,
Victoria, and metropolitan Melbourne, and temporally
with the past, present and future.
Such time and space travel allows us the chance to examine
literacy. Satoru Nakagawa asks what happens when we
start to write down oral languages: What do cultures and
individuals lose? What does English gain? When reading
Anita Robert’s article about the foundation skills training
package, I question why we have the need to design
foundation skills strategies and training programmes to
redress inequalities. What factors have contributed to
inequalities in access to basic skills? Has education itself,
particularly literacy education played a role in advancing
inequality? Let me explain further.

writer discovers when he explores what happens when we
write down languages sustained by oral cultures—do we
write them down and adulterate them, or do we let them
die?
But I don’t know any other way. We cannot, nor want
to, stop the inroads being made by technology, so are left
to find ways to address the unwanted consequences of
expansion. Read on!
Jacinta Agostinelli

Recently I received an e–newsletter from my local library
and the first item announced the arrival of three new
digital resources: eBook downloading, zinio digital
magazines and Freegal (downloadable music). I was pretty
impressed even though I haven’t made use of them as yet
(and might not for quite a while). But it reinforced my
awareness of the paradox of the literacy field—we need
to move with technology, but that very move widens
the gap between those who have the literacy to access
the advancing world and those who do not. As literacy
practitioners we are complicit in advancing the problem
that we exist to address, as the very thing we teach is in
some way responsible for entrenching inequalities among
cultures and individuals. Just like the bind that our first
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What kind of pen do I use?
By Satoru Nakagawa
Through a form of narrative inquiry involving the use of vignettes and ruminations about present and past, Satoru Nakagawa
examines the role(s) of orality, literacy, and aurality in the intergenerational transmission of his language and culture. Weaving
together stories from childhood, memories, and translations of his grandmother’s poetry, the author raises questions about how
Indigenous peoples might ensure that next generations are taught about matters concerning the spirit, heart, being/knowing
of the world and who they are as human beings now that oral cultures are being discarded—or worse, written down. This article
first appeared in Language and Literacy Volume 13, Issue 1, Spring 2011, and is reprinted here under Creative Commons license.

Because he died in the war
Rank and medals were provided
Formality, and the coldness of texts.
(Yoshi Nakagawa, translated by Satoru Nakagawa)
My four sons lived beyond World War Two.
Each has now surpassed their father’s age of death,
And is working hard.
(Yoshi Nakagawa, translated by Satoru Nakagawa)

Introduction
In this paper, I ref lect on the relationships between
t hought a nd ora l la ng ua ge, t hought a nd written
language, ruminating on what it is that written language
has done—and what it has undone. Havelock (1986)
argued that the act of writing made available different
forms of thinking and organisation than were available
in pre-literate times, and that therefore literacy has
shaped the structure of human thought. In this paper,
I explore the multiple layers of some of the questions
posed by Havelock (1986) with reference to my own
family experiences of oral and written memories, passed
to me from my parents and grandmothers. Whereas
Havelock (1986) asked: ‘What has it meant for societies
and their cultures in the past to discard oral means of
communication in favor of literate ones of various sorts?
What precisely is the relationship between the spoken
word of today (or yesterday) and the written text?’ (p.
24), I reframed these questions so that I can think about
them from a personal perspective: ‘What does it mean
for me (and my family) to be caught between an oral and
a written culture?’
To do so, I will take a considerable risk. I will tell stories
and relate vignettes about real people, people to whom I
belong and who belong to me. I will share my thinking
about each of these stories and vignettes with you. I have
written in short sentences with few citations, as I intend
this paper to be read aloud. Smith (1999) reminds us:
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Academic writing is a form of selecting, arranging
and presenting knowledge. It privileges sets of texts,
views about the history of an idea, what issues count
as significant, and, by engaging the same process
uncritically, we too can render indigenous writers
invisible or unimportant while reinforcing the validity
of other writers. (p. 36)

Or in my words, ‘using units which are legitimated by the
dominant society/culture’ (Nakagawa, 2008, p. 26). I cite
Smith’s work, aware of the irony of doing so, to legitimate
my reasons for not engaging in standard academic writing
practices.
I am a product of an oral language that has no name,
but which is sometimes referred to as Shimaguchi (island
mouth). Some scholars would call us Indigenous. As a child
at school I developed literacy in a dominant language,
Japanese, and then, as an adult, I developed literacy in the
ultimate dominator language, what has been referred to
as a murderous language (e.g., Skutnabb-Kangas, 2000),
the language which trumps other languages (Nakagawa
& Kouritzin, 2011), English. As a parent now myself, the
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father of (dominant) Japanese and (dominator) English
speaking children, the most important question for me
is whether and how it is possible to pass on my truth, my
culture, my beliefs, my wisdom, and my essence to my
children, when they do not speak my heart’s language.
How can I pass on what I know in an oral language that is
being lost? Can my children hear/feel my heart’s memory?

Yoshi Nakagawa’s 100th birthday
Around the time of what many Western people think of
as Christmas in 2006, my grandmother Yoshi Nakagawa
had her 100th birthday party, a celebration which is more
like a ceremony. She was born in 1906 on the island of
Tokunoshima, Japan. We all think she was born in 1906,
but no one really knows exactly when she was born—just
like anyone else on the island born back then. At the time
she was born, the people on the island did not have to record
their children into the family register system so that they
would have an official identity. My grandmother Yoshi
had an identity that was not recorded until long after her
birth. Presently on our island, if a child’s identity is not
recorded in the public system at birth, that child could
lose something in the education system, meaning that it is
possible that the child might enter the school system later
than his/her peer group—or worse, the child might not
enter at all, or even officially exist.
When Yoshi Nakagawa went to school, the writing systems
were reserved mainly for people with higher society rank
who were educated in the mainland Japanese education
system; this education was not readily available to regular
citizens on the island. In fact, even today according to
mainland Japanese people, we island people are nothing
but peasants, or primitives, or country people; we are
not regular citizens at all. Nonetheless, my grandmother
was educated, and therefore she wrote poetry in standard
Japanese.
According to her own writing (Y. Nakagawa, 1985), my
grandmother Yoshi was born into a family of means because
her father owned a business. As a result, she was able to
obtain higher educational achievement and credentials in
comparison to the times and lifestyles of other islanders.
In school, she learned to read and write Japanese haiku,
the superior poetry writing style of traditional culture in
mainland Japan. My grandmother Yoshi wrote a lot of
poetry.
When she was in her early twenties, Yoshi was married to
my grandfather, Yoshinori Nakagawa, who was a public
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school teacher and sugar cane farmer, and they soon had
six children. At that time, she stopped practicing writing
haiku. She had a difficult life looking after her large family.
They lived on subsistence farming. During World War II,
Yoshinori Nakagawa was killed, leaving my grandmother
and six young children behind. In a country still at war,
with so few resources, Yoshi Nakagawa had to send her very
young children to the mainland of Japan, alone on a ferry
through torpedo-infested waters, trusting that someone
would care for them and feed them there. In my father’s
case, he left the island while still extremely young. He lived
with extended family, but did not have the advantages of
having a mother and father, the love, the compassion, the
tenderness that comes with living with parents. In a starving
nation, he remembers searching the streets for food, like
many others. The island where Yoshi Nakagawa lived was
occupied by the Japanese, and then by the Americans. It
was not until they were young adults that her children were
able to return to the island.
When Yoshi was around the age of sixty, when her children
were grown and settled, she started to write haiku again.
From that time until the late 1990s, she actively produced
and published her poetry. Over the years, Yoshi Nakagawa
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developed a rapidly progressing form of pre-senile dementia,
then dementia, and she came under the care of my father,
her third son. Unfortunately, her declining health taxed
both of my parents’ abilities to take care of her, especially
as their own ages increased. Yoshi, eventually, was placed
into a medical care home, where she has been living since
shortly after her 100th birthday. Early in February 2007, she
had a stroke and is now bedridden, suffering from lack of
mobility and loss of her language. I am able to write about
her now because she was able to record her work and her
life in writing during extended periods in her life.

Yoshi Nakagawa’s books
Yoshi Nakagawa left a large amount of her work in writing.
My father gave me her books when I was a young man. I
looked at them and said to myself ‘they seem interesting
but not interesting enough to sit down and actually read
them just now.’ In the back of my mind, I probably had
the thought that her books were just about her life, that I
would not understand them. Indeed, I did not understand
them, perhaps because I was not particularly interested in
the past. Over the intervening years, I have been pulling her
books out and I have looked through them mindlessly. But,
really, I did not understand the complicated old-fashioned
Japanese characters and expressions, and that kept me
from fully understanding what she was really trying to say.
Simply, my Japanese was not sophisticated enough to read
my grandmother’s haiku, and that, coupled with my lack
of life experiences made her writing incomprehensible to
me. But, now when I look at her books, I see many layers
in her thoughts: joy, sorrow, anger, wishes, and many other
feelings throughout her long life on Tokunoshima, and the
loss of her husband in WWII.
In many places in her books, where her life overlaps with
my life, sometimes I can hear her voice speaking her
culture to me in her language—but not ever in the written
language of Japanese, even though books are written in
standard Japanese. I can hear her voice in her language
(Tokunoshima language: Shimaguchi); I can see her life
in her house (which no one lives in anymore, and which
Nature has started to reclaim as part of herself); in those
moments, I can feel her life.
While I was growing up, I often stayed at my grandmother
Yoshi’s house with many of my cousins. I still remember
the nights and mornings. I remember the chaos andexcitement of my grandmother Yoshi’s house when we were all
there, when we all visited twice a year during obon (the
festival when our ancestors’ spirits returned to our homes)
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and oshogatsu (the three day celebration of the new year).
I remember how she laid down the rules without exactly
saying to us what they were. The rules came down gently
though different generations, and through the older children
to the younger ones like us.
When I became a teenager, I had enough knowledge to
choose not to participate in such family activities. I preferred
to stay in bed, rather than be dragged around the island by
my parents to see my relatives and family. Since that time,
I have been somewhat absent from my family, spirits, and
culture. And yet, after all these years of my absence from
my culture and from the essence of my being, I can still
hear my grandmother talk, act, feel, and live in her books.
I see her live; I feel her movements; I hear her language
speaking to me from the pages of her book because of the
time I spent with her. When I read her books, I know she is
still there with me, and living her life the way I remember
it. She is there—and I can feel that there is somewhere. My
grandmother Yoshi is still on that island in that time with
me, and all our family members who were there, are all still
with me, and in her books we are still all there. But there
is not in her books. There is a place in oral time and space.
There is not a written space. While Grandmother Yoshi’s
books are written in standard Japanese, I do not hear a
word of standard Japanese from her books. I hear only her
voice in Tokunoshima language, Shimaguchi, speaking to
me from the pages when I read. I wonder why?

Language and culture in me
Peoples and cultures have their own lifestyles and,
accordingly, their lifestyles come with their own truths in
life and their own justices emanating from those truths.
Cultures have their own ways to understand the world and
to express their knowledges and understandings through
their languages. I grew up with a people and a culture in
Tokunoshima, Japan. My languages were Shimaguchi
(Tokunoshima language) and standard (school) Japanese.
Although some people may consider me to be a speaker of
Shimaguchi, I do not have complete ease and fluency in my
own Shimaguchi language. I understand almost all of the
time when it is spoken to me, but when I want to express
myself, the words do not come to my tongue and lips
automatically to create the sounds that I want to convey,
nor to express the thoughts that I hoped for in my heart.
Whether I like it or not, my first language is Japanese but
my first culture is Tokunoshima culture. This mismatch
in my language and culture is very strange for me. I
understand the Japanese language better, but I live in the
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Tokunoshima culture. I have taken advantage of speaking
the dominant (Japanese) language on many occasions,
and I have at times used the Japanese language against
my own cultural beliefs and people, such as when I did
my teaching practicum at a Tokunoshima high school and
had to lecture in standard Japanese about concepts that
have no bearing on our island being. Consequently, when
I see many cultural aspects of expression in Tokunoshima,
especially the ceremonial aspects, some really speak to me,
but others have no meaning. I do not mean that I devalue
their intent or their appearance, but rather that I simply
have no idea what people are trying to say. There is only
one thing I know for sure—whatever they are saying is
important. People are saying something that is important
for them to say, and they would like the other, the listener,
to be someone who is willing to understand them through
their different forms of expressions and values. Knowing
this, I realise that ceremonial aspects of communication
from other cultures, expressed through oral mediums like
dance, performance, music, ritual, are important, even
when I do not know what they mean.

An eight year old’s perspective
I showed some cultural ceremonial and symbolic pictures
from other cultures, representations of communications
that are not written, to my son when he was eight years
old. Many of the pictures he understood, and some he was
even able to explain, such as Japanese tea ceremony (he did
not say too much but he recognised the picture was from
Japan), a European style wedding, and graduation pictures.
When he was shown a picture of a North American
Aboriginal dance he did not ask any questions, though he
was concerned about a turtle shell in the picture, wanting
to know if the turtle was killed for the ceremonial purposes
or not. Then, when he saw another picture that was labeled
Aborigine from somewhere in the southern Pacific Ocean
region, he asked me what the picture was, and noted that
it was scary. The picture of a South Pacific Aborigine in
ceremonial paint was totally foreign to him and he simply
had no way to comprehend the picture. He had not been
exposed to any of the cultures (or even pictures of the
cultures) of the southern Pacific Ocean; although he did
not understand that the ceremonial paint was intended
to make them look fierce, he did find them frightening.
In spite of my efforts to then teach him the differences
between the European-based ceremonies and other
familiar ceremonies in multiple cultural backgrounds,
my son was unable to see the similarities among the other
cultures’ intentions. He was concerned with what the
people were wearing, and what the ‘pictures they had on
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their skin’ (paint or tattoos) represented to them. At the age
of eight, he had already learned to distinguish between the
cultures of his experience and familiarity, and cultures of
the strange. As a parent, I have to continue to ask him—and
myself—what are the differences among the different
cultures’ ceremonial intentions, wills, desires, and drives?

Green grass and green light
I am not unlike my son. I cannot always separate the
familiar and the unfamiliar. Coming to Canada, I saw
traffic lights, trees, and field grasses as being blue. After
arriving in Canada and speaking to many people, I came
to realise that both the traffic lights and all forms of grass
are spoken of as green. I am not colourblind; I just see the
world differently than many Canadians do.
In Japan through the medium of Japanese, where I learned
the basics of my language, values, truth, and all other
aspects of life, the colour blue (specifically indigo) is a
metaphor for liveliness. We say traffic lights are blue, and
trees and grasses are blue, with the aspect of liveliness as
the connotation in our expressions. In opposition to the
Japanese connotation, in English, the color blue seems to
express images that represent sickness, low-down feelings,
depression, and oppressive meanings, as in phrases like
feeling blue, out of the blue, the Blues (music), and blue
collar. However, in Canada, as far as I can see, traffic
lights, trees, and grasses are green. I know intellectually
they are green, but green does not provide the connotation
of liveliness to me. To understand the matter of color as
a fact is easy, but we need to have our values attached to
the words; our values can only be read or understood in
the way they were meant through human interaction and
integration. It seems to me that I am living in one set of
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colors but in multi-layers of meaning. I am often required
to stop and to think about what I am saying and hearing,
as well as what I am reading and writing. Even though
each language that I use provides different connotations,
and even different nuances to those connotations, within
specific situations and environments, I find I am able to
use and understand the words correctly in each context. I
have wondered for a long time, Why is that? What is the
nature of the relationship between words when one speaks
more than one language? Does everyone use the words
correctly, but feel differently? It stands to reason, yes, and
not only between cultures, but within them as well.

Orality and written text: As aurality
(listening) and reading text
Thinking through my grandmother’s books, I have come
up with a question, a simple question. That is, if I am
reading my grandmother’s life and her ideas in standard
Japanese, why I am hearing my grandmother’s voice, and
more importantly, why do I hear her voice in Tokunoshima
language? When I close my eyes, I imagine her talking
to me through the ideas she put in the written language,
but I hear her voice in her language, more particularly,
in the way she used to talk to me. I wondered if this
happened to my parents, who spent more time with my
grandmother, as well. So, I telephoned my parents in Japan
just to ask this question. Their answer was as I expected;
my parents, who used to live under the same roof with
my grandmother Yoshi, also hear my grandmother’s voice
when they close their eyes and when they read her poetry,
and they imagine her in her own house when she wrote
these haiku. They were surprised that I would telephone
with such a question. That was a kind of dumb question
for me to be asking, they thought, especially since they
knew I would have no memories of my parents and my
grandmother speaking in standard Japanese. Of course,
my parents and my grandmother never spoke standard
Japanese together. I wonder if my parents even have a
memory of speaking to each other in standard Japanese,
perhaps on some formal public occasion? Perhaps in front
of me? Perhaps in polite company?
As a result, I question whether there is a simple model of
the relationship between aurality and reading written text.
When I hear a voice and when I read the text—what is
the difference? Could it really be as simple as Ong (2002)
notes about reader response theory:
… writing and reading differ from oral communication, and in terms of absence: the reader is normally
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absent when the writer writes and the writer is nomally
absent when the reader reads, whereas in oral communication speaker and hearer are present to one
another. (p. 167)

It seems more complicated than that. I am thinking
about this in terms of the two different language systems
and cultures. Both my parents’ and my own experiences
of hearing my grandmother’s voice implies that we are
simply experiencing the oral language and culture of
my grandmother as told to us through the medium of a
different system, a writing system. And, of course I wonder,
if my children read these words that I am writing now, will
they hear my voice in Japanese speaking to them, because
I have never spoken English to them?
In the animal kingdom, living creatures (in particular,
birds and primates) use communication systems to
exchange vital information within their communities (e.g.,
Dunber, 2004; Sinha, 2004). Most of the research does
not yet specify the reasons behind the communication,
or why or how various members of the animal kingdom
understand each other’s vocalisations, but the researchers
are clear that implicit in their sounds is the intention
of communication. As we all know, animals often have
self-defense-oriented communication systems; for example,
one ant’s death will release pheromones so that all other
ants will panic and run for their lives; dogs will bark at
strangers to let their owners know there are intruders on
their premises; one bee will bring thousands of additional
bees to a task by dancing in its hive. Not all forms of
communication involve sound. Understanding, even
recognizing, such communication systems in the animal
kingdom should bring humans to the point of realizing
the importance and accuracy of oral communication
systems (including performance), especially since no
living creatures other than humans use writing systems to
communicate. It seems clear that oral communication can
be very precise and accurate when communication systems
contain vital information essential to survival.
Oral communication is precise for human learning too.
When children begin to learn, they are not initially taught
through writing systems how to recognise what their elders
value in life, or how to behave. We all learn the basics of
our lives and languages before entering the school system,
which means before learning the writing system. We are
generally more willing to tell the truth orally; the English
phrase off the record reminds us that oral language has a
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connection to truth speaking, while writing is for legal
purposes, for show, for sham, for evidence.

What kind of pen do I use?
What kind of pen do I use to write my culture for my
children? I came to Canada when I was twenty-four years
old, nearly nineteen years ago. I did not speak much
English then. I was able to have conversations with people
about daily needs and the most basic necessities of life.
Over time, I learned enough English to enable me to enter
university graduate education in Canada. Meanwhile,
I became a father of two children, a girl who became
fluent in speaking in both Japanese and English and a
boy who became almost fluent aurally in conversational
Japanese and completely fluent in English. (I should note
that my son suffers from Stevens Johnsons Syndrome,
and that an acute episode left him without language for
the first four and a half years of his life). My wife and
I have been busy speaking to our children in Japanese,
creating a Japanese language environment through videos
and DVDs and our own conversations, to teach orality
in Japanese. We anticipated that their mother’s English
orality would eventually be taught by the society through
our children’s socialisation with their peer groups. This
was a strategic move by us as parents; we were counting
on social hegemony (Gramsci, 1971) for our children to
gain English, and we were ensuring that they would also
learn Japanese.
The unfortunate consequence of living in Canada was
that my children lost the chance to grow up with the
Tokunoshima language. For my children to use and speak
Shimaguchi, they first needed me to speak the language,
followed by having a language community that would
force them to use the language in real life contexts. Neither
possibility was available to my children. I was barely able
to teach my children what it means to be Japanese through
speaking to them and watching Japanese videos and
movies. I was continuously involved in interactions with
them about the on-screen images. I had to quit work and
delay going to school to provide continuous Japanese input
to them at home. Until my children began school, I had to
give up my own life in order to make sure that they were
surrounded by the Japanese language all day, everyday.
But, by doing so, I was able to raise them to understand,
at least, my spirit and soul in Japanese.
It is very sad to admit that although my wife’s and
my tactics worked in teaching standard Japanese to
our children, I totally failed to teach them my island
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language. They can only learn it orally. To this day, my
island does not have a writing system; we can borrow
from the Japanese writing system to express our language
in text, but according to my mother, and based on my
own experience, I know that it is impossible to read and
thereby understand the meaning of our language. We do
not have conversations through writing systems, nor do
we have the habit of writing conversations down on pieces
of paper. The consciousness of writing on paper was not
developed until recently, and unless there are strong forces
insisting that we do so, Tokunoshima language users will
never immerse themselves in language as writing/reading
material. Simply put, island language will not accept any
writing system.
I had great experiences throughout my life with my island
and my culture, despite interference from the dominant
force of the Japanese system imposed on us. Japanese
changed my own life so that it is completely different
from my parents’ and grandparents’ ways of life. Yet, I
was able to spend vast quantities of time with my parents
and grandparents. Now it is my turn to provide the same
to my children. I am somehow stuck in a gap between
my parents’ generation of islanders and my generation
of islanders after living through both the hegemony of
the Japanese education system as a credential-earning
process, and then again living between Canadian culture
and language (in this case English) with Asian culture
and language (Japanese). Without Japanese, I did not
have sufficient resources in terms of people around me
or my own language skill to teach my children the way I
understand the world through my island language. I am
hoping my children have learned, and that they are/will
be able to extrapolate from their knowledge of Japanese
and their knowledge of me, to understand where and how
and who I am, my Being and knowing within my own
world view. I hope they can see through the artifice of the
Japanese language and the English language so that I am
visible somewhere, a Shimaguchi speaker who is mute.
By reviewing my life and my choices as reflected in my
children, I now have to reflect on the same idea with regard
to language and culture on the island itself. My generation
is now the parenting generation and we are not using the
language and culture to teach our children, not even on the
island, simply because, for the most part, our generation
does not have sufficient language skill to teach the next
generations. And, in my own family, we live across/within/
between three languages: Shimaguchi, Japanese, and
English. I am haunted by wondering about the message
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being sent to me by my grandmother’s books—should we
write in standard Japanese to tell the stories of our lives
and values to our children and our children’s children, or
should we borrow the Japanese writing system to express
ourselves in Shimaguchi, or should we not write? Is all
written history a momentary blip in oral time? Whatever
choices we make, we must ensure that we are able to teach
the generation after us about our spirits, hearts, being/
knowing of the world and who we are. But, we need
also ask ourselves if we should strive to teach beyond the
next generation—or if that is the next generation’s right
and responsibility. Is it arrogance for us to want to reach
people living in the future beyond living memories of us
just because we have pen and ink? Or should we not ask
for immortality in that way? So I ask myself: ‘What kind
of pen do I need to use to write my language and to write
my culture in order to ensure that my teachings remain
relevant and truthful and do not remain in a form that
would corrupt future generations?’ Maybe I/we should use
a pencil so that I/we can erase and change. Maybe I/we
should use disappearing ink.
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The third space
By Sue Hartigan
The third space concept describes a place that is neither home nor workplace, but a space that is inexpensive, convivial and
nurturing of community belonging and engagement. A priority of Cloverdale Community Centre is to become a third space.

The local area
Cloverdale Community Centre is a Learn Local organisation and neighbourhood house located in the northern
suburb of Corio, on Geelong’s urban periphery. Operating
since 1994, Cloverdale is a small purpose built centre
surrounded by typically suburban housing, some of it
public but the majority privately owned or rented. At one
end of our road is the Geelong Ring Road, at the other
end the Shell Refinery.
The Corio area has been identif ied as socially and
economically disadvantaged (see local government SEIFA
index and Jesuit Social Services’ report, Dropping off the
Edge) and was part of the state government’s Corio Norlane
Neighbourhood Renewal initiative for eight years. For
many in the community there is a strong negative stigma
attached to living in Corio and the suburb is subject to
relentless negative coverage in the local media. Locational
disadvantage is compounded by a paucity of social and
meeting spaces, lack of public buildings and a flat and
comparatively treeless visual amenity (Corio has a tree
deficit of over 9,000 trees according to the 2012 Corio
Norlane Structure Plan, City of Greater Geelong). With
its limited infrastructure and this homogenous and bland
environment, there are few opportunities for community
members to participate socially, culturally or educationally.
Over the last eight years there has been a significant
demographic shift in the local population, with many new
arrivals settling in the area, due in part to the affordability
of rental properties. Already home to a small Bosnian
community, Corio is now providing housing, often of poor
quality, to people from South Sudan, Karen and Karenni
refugees from Burma, and humanitarian arrivals from
Afghanistan and the Democratic Republic of Congo. In a
community already disadvantaged, new arrivals and people
from culturally diverse backgrounds are not always made
to feel welcome and racism is often manifested subtlty as
well as institutionally.
Corio’s population is estimated at over 14,000 (2006
census), and with its limited infrastructure, this means
the two Corio based neighbourhood houses have a vital
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role in the community’s social, educational and cultural
life. Opportunities for formal and informal learning,
festivals and celebrations, community gardens, arts and
youth programmes, playgroups, exercise programmes,
food swaps, free internet access and programmes targeted
at particular groups within the community are all part of
neighbourhood house activities.
With the changing demographic and new housing
developments along the ring road, Cloverdale has been
working strategically to engage new CALD communities
while still meeting the needs of established community
members. We do this with limited resources but with
strong partnerships with other local organisations.

Strategic priorities
As a neighbourhood house we have a mandate to work
within a community development framework to provide
activities and resources that are inclusive and sustainable,
build social bonds and networks, inspire lifelong learning,
and provide diverse opportunities for participation, to create
a sense of place and belonging for people in the community.
Our committee of management has taken their strategic
planning role seriously to develop strategic priorities that
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enable us to focus this work. These include engaging with
CALD community, being environmentally sustainable,
providing quality training and educational opportunities
(with a particular focus on digital literacy), using food as a
tool for celebration and engagement, and arts and culture
as a focus for strengthening community and promoting
inclusion. Adult education is part of this framework but
arts and cultural expression and participation are central
tools of engagement, particularly in a community where
opportunities for participation are limited.
There are challenges in implementing these priorities. With
their lower levels of income Corio residents participate
less in learning and education, new media activity and
volunteering than the Geelong average according to
census data. Gender, ethnicity and geographic location
also serve to lower participation rates. It is in this context
that Cloverdale works to engage people who might be
generally considered as hard to reach or high needs; in any
case, people not participating in employment or learning.

The arts as means of engagement
Gifts of the Muse (Gifts of the Muse: Reframing the Debate
About the Benefits of the Arts, RAND Corporation 2005)
presents a framework for understanding how arts and
cultural experiences enrich not only individuals through
their intrinsic benefits (e.g. enhanced empathy for other
people and cultures and a greater understanding of the
world) but how these benefits spillover into the public
realm, building social as well as cultural capital in
communities. These benefits include the creation of social
bonds that occur through participation in arts activities, but
experiencing the arts also encourages reflection, discourse
and the expression of values and community identity.
The benefits for the individual of participation in the
arts are well-documented, and include improved selfefficacy and the development of learning skills. Crucial
to understanding the value of cultural participation and
expression through the arts in building community, are
two principles: Ivan Illich’s concept of tools for conviviality
and Paulo Friere’s theory that adult learners are the experts
in their own lives and successful learning respects adults
as co-learners.
Along with these principles and the commitment to
providing opportunities for cultural participation and
expression, Third Place theory helps us to understand and
create an environment in the neighbourhood house in
which all people are included and can equally participate,
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and that learning experiences need to be positive and
meaningful.

Third space
In areas of social and economic disadvantage, neighbourhood houses have the potential to become the third spaces
in community life: neighbourhood houses unlike spaces
of employment or schooling are not based on coercive
principles—attendance is voluntary and the spaces are
neutral, heterogeneous, conversational and (hopefully)
empowering. Neighbourhood houses may be adult education organisations but they are also community based
and managed, and are holistic in the sense that people
can access them across all life stages—programmes at
Cloverdale for example include a new mothers’ group,
after school hours activities, a teen sound art ensemble,
monthly open mic nights and food swaps, a community
choir, gardening for people with disabilities.
The third space concept, developed by Ray Oldenburg in
his book The Great Good Place [1989] argues that third
spaces are anchors of community life, neither workplace
nor home, but a place that people intentionally seek out.
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Free or inexpensive, convivial, third spaces are, as bell
hooks describes them, ‘a place of enunciation, where new
identities can be forged and marginalised voices can speak’
(bell hooks (1990): Yearning: Race, Gender and Cultural
Politics. Boston MA South End Press).
To this end we have tried to make Cloverdale Community
Centre a third space, a neutral and welcoming space where
people from all backgrounds, and regardless of ability,
can find conversation, support and the opportunity to
engage in learning and interaction with other community
members in a setting that is vibrant and creative.

Strategies for engagement
The focus of our engagement with CALD learners is always
premised on the notion that learning (even if by stealth)
should be embedded in all our activities and that the best
learning is active, experiential and creative, providing
learners with tools to improve their lives and achieve (or
at least identify) their goals.
Cloverdale offers its pre-accredited classes to all, but
experience has taught us that more informal and flexible
learning environments work best with learners with little
experience of formal schooling or whose literacy levels are
low. With funding from a range of sources, including ACFE
project funding, community arts grants and Vicnet, we
have been able to develop programmes that sit alongside
more formal class room-based learning, but allow for
incremental and self-directed learning and run over longer
time frames than term based courses. Programmes such as
our Sudanese Women’s Project, Refugees Online and ‘mum
[i]s the word’, for example, ran over extended periods and
took into account the issues facing high needs and CALD
learners, including the precariousness of their housing
circumstances, Centrelink obligations and childcare needs.
We also focus on developing the digital literacy of learners
by providing free access to our computer room and iPads,
flip videos and other digital technologies through our
digital lounge, a weekly open session where people are
free to come and try the technology and direct their own
learning with volunteer and peer support. The challenge
is to find ways of embedding learning in a range of
meaningful contexts where people can use their skills
and knowledge creatively to make an impact on the world
around them.
With concepts of third space and cultural participation
and expression uppermost, Cloverdale provides a raft of

12

learning-based activities for particular groups of CALD
learners. Our engagement with CALD learners could not
be done without partnerships and we have worked closely
with Diversitat and the Northern Bay Family Centre in
particular. These partners recognise that while receiving
specific services (settlement, English language classes,
childcare) people from newly emerging communities also
need to establish networks and relationships with the wider
community. A number of our projects have been developed
in collaboration with Diversitat as the point of engagement
for CALD communities with the neighbourhood house.
These include our annual International Women’s Day
dinner, yoga for K aren/K arenni women, Cooking
Australian for South Sudanese Women and the support
of community run activities such as South Sudan Day.
Activities that target C A LD communities do not
necessarily have an individual learning focus, but rather a
community and cultural development focus, which builds
social and cultural capital. Women as One, for example,
celebrates International Women’s Day by bringing together
women from diverse communities to enjoy a sit down
meal, music and dance. Choirs from the Congolese and
Karen and Karenni communities perform, presentations
are made, the food caters to all cultural needs and the final
dancing is a fusion of African, Asian, Middle Eastern and
European (with Australian in there somewhere).

Community and cultural development focus
Below are some examples of the community and cultural
development focus at Cloverdale:

South Sudanese women’s group
Our engagement with CALD communities is premised
on meeting the identified needs of community members
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rather than on providing generic programmes. Cloverdale
has worked actively with a group of South Sudanese women
since 2009. Our point of engagement was a cooking
programme, introducing the women to Australian cooking
techniques. The preparation of food each week became
more than just learning to use domestic appliances and
using locally available ingredients: it became an important
social event for the women, with guests invited to share
lunch and the women becoming comfortable in using the
neighbourhood house.
From this modest starting point, our relationship with
the South Sudanese community has expanded, through a
Community Learning Partnership, to the formation of a
women’s dance group and the organisation of South Sudan
Days to fundraise for communities in rural areas of South
Sudan. Public speaking, self-presentation, photography and
film making, language skills and event management have
all formed part of this ongoing and informal engagement.
The South Sudanese community is now represented on our
committee of management, regularly uses the centre for
cultural events and participates in mainstream events such
as our Autumn Festival. All of this increases the profile of
the women as active agents and develops a greater understanding and appreciation of the women as representatives of
a rich and complex culture that endows Australian society.

CALD youth
With diverse funding sources we can create diverse projects.
Recently we have worked with young Afghani men in
community detention. This project focused on cultural
participation and the importance of new arrivals being
able to make a positive mark on the local environment.
The project used text as iconography to explore cultural
identity and provide a means for expressing culture. The
young men worked with two skilled community artists,
Glen Smith and David Dellafiora, to collaborate on a large
paste-up that was installed at Cloverdale. As well as the
learning of new skills (stenciling, Photoshop and using the
photocopier) the project enabled the participants to create
an original work that combined contemporary art practice
with traditional cultural forms, encouraged expression of
culture and identity and created a public presence in Corio
for the participants.
Encouraging digital literacy
One of the challenges of working with people from emerging communities is providing additional opportunities for
people to develop their English language skills and become
more proficient in using digital technologies. Interrupted
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schooling, years spent in camps and an ongoing focus on
day-to-day survival, mean many people newly arriving
in Australia are at a disadvantage, a disadvantage that is
compounded by settlement in areas such as Corio, which
lack resources and infrastructure. Cloverdale has sought to
address this by providing alternative and informal learning
opportunities to develop digital literacy through free computer and internet access, a Digital Lounge and Open Mic
nights, and funding permitting, specialist programmes such
as Refugees Online, which offer a supportive and learnerdriven means of developing computer and internet skills.

Branding the centre as a third space
To enhance the neighbourhood house as a third space
and create that sense of belonging, we work hard to make
sure the entranceway and public spaces of the centre are
vibrant, colourful and informal. Our walls are a gallery of
photographs of centre users and events, and we try to ensure
that the images are locally distinctive and representative of
the whole community. Our marketing materials, including
our website and Facebook page, also ref lect the local
community. We do not use generic photo library images.
Self recognition and local identity are powerful tools, giving
people not only a sense of ownership, but encouraging
them to identify with Cloverdale and articulate the way
the neighbourhood house can meet their needs.
At the moment we are making a series of short films
called Cloverdale Talking Heads. Originally aimed at
creating a learning tool for our conversational English
class by encouraging and supporting people to speak
about themselves, the films have now become a means
Continued on page 18 …
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The Foundation Skills Training Package
By Anita Roberts
Has the future finally arrived? The FSK Foundation Skills Training Package (FSK), developed by Innovation and Business Skills
Australia (IBSA) in consultation with stakeholders, addresses many gaps in the VET system. It has a particular focus on
collaboration between LLN practitioners and vocational specialists.

A

s those who participated in the extensive consultation process would know, the FSK has been
developed with input and interest from many
stakeholders, including employers, unions, industry
bodies, RTOs, regulators, employment service providers,
corrections agencies, schools sector representatives and, of
course, VET and LLN practitioners. As I write, the FSK
is not yet endorsed. It has been submitted to the National
Skills Standards Council (NSSC) for consideration at its
February meeting. All being well, the endorsement process
will be complete by the time of publication. If not, there
is another story to be told.

FSK as catalyst
Over the last eighteen months in my role as IBSA’s project
co-ordinator for the FSK development, I have spoken with
a vast number of individuals and groups about the training
package: about its origins, purpose and content; about its
place in the VET system and its implementation challenges;
and about its potential. Reflecting on these conversations,
I see the development of the FSK most importantly as a
catalyst for forcing the VET system to grapple with issues
that have been largely avoided at a system level: How can
practitioners with different specialisations collaborate?
How can appropriate time be provided for planning and
implementing integrated programmes? How can learners
with differing pre-entry skills be supported?
The FSK brings these questions into the open. If they are not
addressed through the training package’s implementation
then the disconnect between the rhetoric of VET policy and
the reality of VET practice will become even more evident.
The introduction of the FSK is challenging for the VET
system. It is a completely new concept in training packages and has required, and will continue to require, some
rethinking and f lexibility from stakeholders. Further
complicating matters is the concurrent introduction of a
new design model for training packages that will impact
on all training package developers and users. However,
my reflections focus on those challenges that are unique
to the FSK.
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How it works
Industry and employers have made it clear through
numerous forums that they are not satisfied with the
current foundation skills of VET graduates. The FSK
offers a mechanism for industry stakeholders to identify
underpinning skills that are important in particular vocational contexts and have them packaged into vocational
programmes. For example, based on the needs of employers
and learners FSK units of competency may be packaged into
skill sets for existing workers, incorporated into preparatory
programmes or used to provide additional support for learners in vocational programmes. In future training package
developments and reviews, FSK units of competency may
also be incorporated into vocational qualifications as core or
elective units, where industry consultations identify a need.
Alongside units of competency in learning, reading, writing, oral communication and digital technology, the FSK
contains thirty-nine numeracy units of competency that
are of particular interest to many technologically–driven
industries where maths skills are in increasing demand.
Within general education, numeracy has often focused on
the time and money skills required in learners’ personal lives
but there is increasing need for many workers to understand
more complex mathematical concepts. Numeracy units
of competency in the FSK will allow users to focus atten-

fine print

tion on the specific underpinning skills and knowledge
needed for vocational competency. The implementation of
numeracy units at higher levels, in particular, will require
special expertise and close attention to industry, employer
and/or workplace requirements.
In my opinion, the greatest strength of the FSK is the
way that it prioritises the vocational goals of learners, and
therefore the skilling demands of employers. FSK units of
competency are designed to support the achievement of
vocational competency, helping learners to get maximum
benefit from their vocational programme. By using the
FSK to focus attention on the specific underpinning skills
that learners need for vocational competency, RTOs can
ensure greater completion and retention rates and more
employable graduates.

Another option
RTOs are aware that some of their learners struggle with
vocational programmes because they do not have the
foundation skills needed to succeed. A range of responses
has been applied to this problem. Content similar to that
contained in the FSK is already available in accredited
courses—such as the Certificates in General Education for
Adults (CGEA), and LLN support solutions, such as the
Course in Applied Vocational Study Skills (CAVSS)—and is
used effectively in some environments. These options for the
development of foundation skills will continue to provide an
appropriate solution for many learners. As a single training
package applicable to all industry areas, the FSK provides
another solution that is readily accessible to all RTOs.
Scoping consultations for the FSK revealed that many
vocational trainers and RTOs designing vocational
programmes are keen to have access to foundation skills
units of competency that can be used f lexibly for the
benefit of their learners. The introduction of the FSK is
an opportunity for them to try a wider range of solutions
because there is not one specific way that the new training
package must be used. The FSK offers qualifications and
units of competency that can be put together in a variety
of ways according to the needs of the learners, the capacity
of the RTO and the constraints of funding models.

Need for collaborative delivery
Accordingly, one of the implementation challenges is the
capacity of RTOs to effectively deliver from the FSK.
Throughout the consultation and development process
many stakeholders expressed views on who should
be allowed to deliver FSK qualifications and units of
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competency. Some LLN practitioners would like to see
delivery from the FSK restricted to qualified LLN teachers,
but many stakeholders feel that less stringent requirements
are necessary if the package is to be taken up in the broad
range of delivery environments for which it is intended.
Rather than specific deliverer qualifications, IBSA is
emphasising the need for collaborative delivery approaches
that draw on the skills of LLN and vocational specialists
to design programmes that are responsive to learner needs.
Already there is widespread acknowledgement among
RTOs of their need to build workforce capacity to support
learners’ foundation skills development. It seems to have
been a long time coming, but over the last fifteen years there
have been huge strides in awareness of foundation skills
and willingness to address them within VET programmes.
When training packages were first introduced into the
VET system in 1997, the Australian National Training
Authority’s (ANTA) Built in not bolted on project attempted
to promote the idea of vocational and LLN practitioners
working together to deliver the skills and knowledge
outcomes described in units of competency. What seemed
obvious from a policy perspective—LLN was being
included in units of competency, so LLN practitioners
will need to be involved in delivery and assessment—did
not often translate into practice. LLN practitioners who
wanted to support the development of vocational skills
found few openings and little understanding among VET
practitioners and managers, and even less assistance from
funding and regulatory authorities.
That the importance of LLN has been increasingly
recognised and addressed in vocational education and
training is due primarily to the extraordinary efforts of
a small number of insightful practitioners, in both the
vocational and LLN fields, who have found clever ways to
collaborate, access funding and put together programmes.
The VET system itself has not made it easy, but the
development of the FSK has the potential to better support
collaboration at a systemic level in future.

Funding model challenges
As with most VET system initiatives, funding and regulatory constraints will be the major determinant of success.
An inflexible approach to implementation, especially in
relation to funding models, will make the FSK almost
impossible to use. The FSK aims to make the underpinning
LLN and employment skills requirements of vocational
Continued on page 20 …
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Volunteer Work Programme
By Christina Murphy and Melanie Fattore
This project was presented at the ACAL conference, Joining the Pieces, in Hobart in 2012 and demonstrates an innovative way
to deliver the Certificates in Spoken and Written English together with employability skills. Although a successful programme
it depended to some degree on unpaid hours of two dedicated teachers, and would need to be modified to be sustainable.

T

he Volunteer Work Programme provided a context
for delivering Certificate II in Spoken and Written
English (CSWE). The class consisted of long
term unemployed adult migrants mainly refugees from
Vietnam, Sudan and the Middle East. The programme
used CSWE subjects with additional units from CGEA
(Introductory). It ran for thirty-six weeks, with fifteen
hours of face-to-face tuition and five hours of home study
per week.
There were complimentary subjects to the Volunteer
Programme such as ‘Listening and speaking’, and
‘Conduct a project’; all the subjects were underpinned by
employability skills.
The project was delivered within allocated course hours
and any extra time came out of the respective teachers’
free time, and was unpaid.
The idea of the Volunteer Work Programme was for
students to work as a volunteer in a suitable work place,
hopefully a place that would improve their oracy skills
and develop networks and open doors into fields of
employment or career pathways. Students committed to
three hours per week, on a non school day, for a length of
two terms. Some students who particularly enjoyed their
placement and who had the time, worked a full day per
week over three school terms. Students were asked to sign
an informal contract that outlined the project (similar to
a course outline), assessment requirements and what was
expected of them.

Employability skills
Below are some examples of how the employability skills
were covered.
Communication:
• listening to and understanding work instructions,
directions and feedback
• reading and interpreting workplace related documentation, such as safety requirements and work
instructions
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•

being appropriately assertive e.g. in relation to safe or
ethical work practices and own work role.

Teamwork:
• working with diverse individuals and groups
• identifying and utilising the strengths of other team
members as required in line with identified functions
• giving feedback.
Problem solving:
• developing practical solutions to workplace problems
• using numeracy skills to solve problems, e.g. time
management
• resolving customer concerns relative to workplace
responsibilities.
Initiative and enterprise:
• adapting to new situations
• translating ideas into action.
Planning and organising:
• using basic systems for planning and organising
• managing time.
Self-management:
• being self-motivated in relation to requirements of
own work role
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•
•

articulating own ideas
balancing own ideas and values with workplace values
and requirements.

Learning:
• being open to learning new ideas and techniques
• learning in a range of settings including informal
learning
• applying a range of learning approaches (i.e. as
provided).
Technology:
• using technology and related workplace equipment
• adapting to new technology skill requirements
• applying OHS knowledge when using technology.

Assessment
Apart from formal assessment tasks students were required
to keep weekly diary records of new vocabulary learnt
on the job and discussions based around their work
experiences. Writing tasks in class were also developed to
compliment their work experiences, focussing on grammar
and sentence structure.

Placement
Students who were career focussed or had more developed
oracy skills, such as the Sudanese students, were more
easily matched to suitable work places such as primary and
secondary schools for female students (usually in the school
that their children attended), and a public hospital or car
dealership for males. Students not seeking career pathways
were allocated to community centres or opportunity shops
in their local neighbourhood. These latter students put up
resistance but once involved they actually enjoyed their
work and three students are continuing their voluntary
work commitment into next year (2013). The workplaces
that took our students were: a hospital, car dealership,
primary and secondary schools, op shop, retail shop, and
a community centre. Places that refused volunteer labour
were libraries, child-care centres and the large chain welfare
agencies (the latter already had a full roster of volunteers).
Due to the hierarchies and work management protocol
within work places, some organisations took many weeks
to give approval or disapproval.
The workplace managers were very much in favour of the
project and saw the benefits to the students as well as to
their own workplace. For example, the local community
centre took four students and gave them the job of bagging
fruit and bread for free distribution to people in need.
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When the project was due to finish, the manager asked
them to continue otherwise the food parcels would have
to cease, so the students continued their work there and
will continue into next year.
Once placements began, we established correspondence
with managers with phone calls or visits. At the conclusion
of the programme, students organised and held a class
party for the workplace managers to express their appreciation and to establish a long term working relationship
between the workplaces and the TAFE. Some students
gave thank you speeches to their bosses and others gave
gifts of appreciation.

Considerations
Many agencies have volunteers as an integral part of
their working structure, which made our job easier as
volunteers are welcome and there are arrangements in
place. One of the important aspects to consider is to match
the right volunteer to the workplace, otherwise both
parties end up disappointed. Secondly, a co-ordinator
needs to have frequent communication with workplace
managers to keep informed of progress or issues. Visits
to the sites are highly recommended to see the students
functioning in the workplace, and to suggest higher
levels of responsibility where possible to improve their
oracy skills.
Below are some profound written statements from the
students about what the program did for them:
Now I have more confidence I will apply for a job.
This is my first time I have worked in an English
speaking workplace.
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All these are of vital importance to ESL students seeking
employment and social inclusion.
A second research paper, The Social Impact of Volunteering
(Leong 2008, Wilson & Mayer Study, 2006), stated about
volunteering:
It can help reduce the feelings of personal isolation,
offer people skills, social contacts, support a greater
sense of self worth, and challenge the stereotypes we
have about different social groups.

I love going teacher, I am happy at my workplace with
all the children.
I have an ID photo card like you teacher, it’s good.
I am going to try for a job at my workplace at the
end of year.

Research
These positive student outcomes are supported by Australian and international research. In 2007 the Australian
government funded a paper published by Volunteering
Australia, Practical Guide—Involving Individuals from
Diverse Cultural and Language Backgrounds In Your Organisation, which states the many benefits of volunteering
to migrants:
… their involvement increases their own understanding of mainstream Australian society, which is also
of benefit to the wider community, it empowers the
individual, and it opens up networks.

… continued from page 13
of celebrating the diversity and cultural and intellectual
richness of people who come to Cloverdale.
We are hoping to have one hundred talking heads by the end
of 2013 uploaded to YouTube. So far we have made two films
with about thirty-eight participants. We also document
neighbourhood house activities on flip video and upload
them to YouTube, spreading the message that Cloverdale
is a creative and fun place, with a broad range of activities
and events that are welcoming, stimulating and open to all.
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Overall this programme developed confidence, a sense of
contribution to the local community and improved oracy
skills. We can only recommend that this programme be
fully funded and operating in ESL training providers, not
only to improve oracy skills, which are of vital importance
when seeking employment, but also as avenues into career
pathways. At this stage there doesn’t appear to be any funding dedicated to continuing the programme, and it will only
continue if teachers provide time outside of their paid hours.
Christina Murphy was a primary school teacher before
gaining a TESOL qualification. She has taught ESL
since 2001 across all age levels. She co-ordinates and
teaches ESL to adult migrants at Victoria University in
Melbourne.
Melanie Fattore started her teaching career working
with Aboriginal people in Glenroy, Victoria. She taught
overseas in Osaka, Japan in 1998. On return to Melbourne
she taught the LLNP for Community West in Melbourne’s
western suburbs to migrant adults. She is currently teaching and co-ordinating ESL classes at Victoria University
in Melbourne.

Sue Hartigan is manager of Cloverdale Community
Centre in the Geelong suburb of Corio. She has a masters
in community cultural development from Victorian
College of the Arts and previously worked at acclaimed
disability theatre company, Back to Back Theatre. In an
earlier life she worked in community development in
London and taught ESL in Iran.
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Writing for teachers
By Maggie Power
Maggie Power has written and co-written over forty ESL books and resources. Here she shares some of her experience.

T

hroughout my twenty years of ESL teaching,
the colleagues I was in constant awe of were the
ones who spent what seemed like hours preparing
and tailoring each lesson for their current class. They
occasionally used textbooks, but more often created their
own materials, or adapted almost beyond recognition,
from real life texts.
I was never such a teacher. Though I valued each student
and loved our classroom interaction, teaching left me more
enervated than energised. At the end of a working day,
while my inspirational colleagues were preparing the next
day’s tasks, my most pressing desire was to take a long nap.
When I started writing ESL resources, I wrote for teachers
like me—busy, tired teachers who didn’t have time to read
through pages of teachers’ notes. Teachers who needed to
open up a teaching exercise and see at a glance its purpose,
its relevance, its execution. In fact, my first textbooks with
Oxford University Press had no more than a page of notes to
the teacher at the beginning of the book. The instructions
to the teacher were buried in the simple directions to the
learner at the top of each activity. I was guided by three
principle outcomes: education, entertainment and ease.
Eight years ago I moved out of the classroom and into
the resource department of my educational organisation
where I wrote materials fulltime. It was a wonderful place
to hone creative skills. I was guided by experienced and
brilliant mentors, who cured me of my slapdash approach,
well almost!
The resources produced by this department were respected
and sought after. We won tenders to write materials for
CALD learners, job-seekers and workers in retail and
factories, in child care and aged care, in hospitality,
warehouses and even on duck farms. Every new project was
a puzzle to be solved. The end product had to address the
stated needs of the students, the teachers, the employers
and the funding body, as well as the requirements of the
relevant certificate of education.
Occasionally other teachers would be called in to work
with our team on a particular project. I learnt then that

vol 36 # 1 2013

even the skilled teachers I’d most admired in the staffroom
needed guidance when it came to the actual writing of a
book or even an exercise. When teachers prepare their own
lessons, they are writing for themselves and they make
intuitive leaps and assumptions because they know their
own method. The difficulty comes in writing something
that another teacher can follow, including each and every
step that one takes for granted.
The last major project my department undertook was
writing the AMEP distance learning programme. My
part in this was to write the syllabus and DVD scripts
for Level 1. Explaining the method I use to write is really
a full day’s workshop but, in a nutshell, I use the same
method for a syllabus, a book or an individual activity. I
start with a simple grid, created many years ago by Chris
Corbel, former head of my resource department. It is like
at ladder. At the bottom of the ladder, I write the goal, the
desired linguistic, cultural and settlement outcome/s I want
the learner to achieve by the end of each unit. Then I work
backwards, asking, ‘what does the learner need to know to
achieve that goal and how can I teach it?’ and continue to
ask this at each step, until the grid is complete.
At the top of the grid is the first activity—always a story.
The story could be just a photo, or a picture with audio
dialogue. It could be a prose passage or, if budget permits,
a digital sequence. The story gives context. It introduces
the topic and learning points. Learners’ initial responses
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to the story also give the teacher an understanding of their
prior knowledge of the topic.
Stories also bring an element of entertainment. And the
importance of entertainment cannot be underestimated.
Relevant stories, dramatic or humorous, ensure that that
both learner and teacher are engaged. Learning is so much
easier when everyone is enjoying themselves. Always keep
the audience in mind. There have been times when my
own creative inspiration threatened to wane. For example,
though I was honoured to be part of the team writing the
new Australian citizenship materials, I sometimes felt that
I was advancing an Australia much fairer than the one I
was actually living in. But I would keep my focus on the
learner, or reader, at the other end, the migrant chasing the
ideal. And, in the middle of writing a twenty-six part series
on hospitality for ABC’s Radio Australia, if I grew a little
weary, I would imagine a student, a young man or woman
in a remote Chinese village, listening to the broadcast and
dreaming of one day working in a ritzy hotel.
I have loved researching and writing materials and the
saddest thing I have had to do in recent years is to say
goodbye to the team. This wonderful department in

… continued from page 15
units of competency even more explicit so that their delivery and assessment can be funded in addition to nominal
hours funding for the vocational units. In recognition of the
fact that some learners require additional time, resources
and/or expertise to achieve vocational competency, the
FSK provides a mechanism for RTOs to access funding
for that. Clearly if funding authorities don’t come to the
party it will all be for nothing.
Onerous quality assurance requirements also have the
potential to restrict implementation of the FSK. Units of
competency that are designed to be contextualised for the
vocational learning goals of the learner demand holistic
approaches to delivery and assessment, but excessive assessment mapping and documentation requirements currently
dissuade many RTOs from using holistic approaches.
Rather than volumes of paperwork, the implementation
of the FSK will require collaboration between vocational
and LLN specialists and time devoted to shared planning
and reflection.

Review process
I know that many people are eager to start using the
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which I have worked for eight years has been dissolved.
It was a shock, coming directly after the completion of
the long and labyrinthine distance learning project. At a
time when the developers and managers should have been
congratulated on a job well done, they were called in and
told that the resource department was no longer viable. It
was a shock but I guess not surprising. Most organisations
have installed a committee for throwing the baby out with
the bath water, and my employer is sadly no exception. Two
weeks ago, I watched my colleagues pack their boxes and
quietly walk away. Brilliant, caring, painstaking mentors
and managers have left before they intended to and
without the celebration that was their due, after decades of
shining service. I don’t know how long it will take for my
organisation to realise what they have lost, but I somehow
think it won’t take very long at all.
Soon I am returning to teaching. I welcome the opportunity to engage with students again. I will be working
in the distance learning programme, Skyping students
individually and using the materials I have just played a
part in writing. And in that new environment I have no
doubt that I will find a whole new group of teachers who
will inspire and awe me.

FSK in their practice. The programmes that RTOs and
practitioners are planning are varied and exciting. They
range across industries, learning environments and
foundation skill levels, and they will tap into various
funding sources at national, state and enterprise level.
It will be an evolutionary process. We can’t expect the
FSK to be implemented perfectly immediately. A variety
of approaches will be tried, lessons will be learned,
and knowledge gained will be shared both formally
and informally. A planned early review of the FSK will
play a part in enabling this process and will provide
an opportunity to reconsider any aspect of the training
package that isn’t working.
I believe the introduction of the FSK offers genuine
possibilities for change: more successful outcomes for
learners and new dialogue between vocational and LLN
practitioners.
Anita Roberts is a VET and LLN consultant who has
worked closely with Innovation and Business Skills Australia (IBSA) to co-ordinate the scoping and development
of the FSK Foundation Skills Training Package.
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Practical matters
The full stop and the sentence
By Kate Nonesuch
Our Practical Matters item comes from a blog by Kate Nonesuch, called Working in Adult Literacy <www.katenonsuch.com>. The
‘Full stop and the sentence’ was posted under the original title ‘The period and the sentence’ on August 30, 2012. Kate uses
her blog to reflect on her teaching and the challenges faced by teachers in adult education.

How do you know where to put the full stop? Use your
brain. Use your ears. Use your whole body.
The full stop is near the top of the list of mechanical things
to teach when you’re working with beginning writers.
However, it’s hard for students to grasp the idea of putting
a full stop at the end of a sentence when they don’t have
much of a grasp of what a sentence is.

Language experience approach (LEA)
If I’m using LEA, I’m secretly glad that I get to teach full
stops from the start, rather than having to do remedial
work with students who write their own stories and have
problems with punctuation. I say that the full stop is a
stop sign for the reader, to make sure the reader reads the
story the way the writer wrote it:
• When the student dictates the story, I write the full
stops very large (about the same size as the ball of the
letter ‘a’) and make a big production out of doing so.
• When I read the story back to the learner, I ask the
learner to circle the full stops as I read. This lets me
know learners are following as I read, and reminds
them of the function of the full stop.
• When the learner reads the story back to me, I ask the
learner to tap the desk or stamp a foot at each full stop.
• When the learner copies the story onto paper or onto
the computer, I ask the learner to check that every full
stop has been copied correctly, and I check and ask
learners to make corrections if necessary.

Grasping the idea of the sentence
But when we’re working with students who don’t need the
language experience approach, we still find that often they
don’t have much sense of what a sentence is. Following are
some multi-modal activities for helping all students get
familiar with that basic unit of thought.
• Separate the sentences—In pairs, have students read a
piece of text together, sentence by sentence, one student
reading the first sentence, the other student reading
the next, taking it turn about. This requires students
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to pay attention to the full stops, and lets them hear
each sentence as a unit. The text must absolutely be
easy to read!
The pop-in—To focus on the sentence as something
that is a complete thought, I model a pop-in. I go
out of the room, close the door behind me, then pop
in, say a sentence or a fragment, and pop out again.
Then I come back and ask people if what I said was a
complete thought. Did they get a message, or are they
confused about what I meant? Would it need a full
stop, or would it need to be joined to some other words?
There is something about the opening and closing of
the door that isolates the words and makes them easier
to examine. Then I ask individual students to pop in
with their own set of words, and we figure out if it is
a sentence or not. You could use a door or a screen to
pop in from, or simply stand up, say the words, and
sit down again.

Writing on your feet
I explicitly teach the complex sentence, because most
sentence fragment errors in students’ work are the result of
putting a full stop where the comma should be in a complex
sentence. I prepare some sentences with two clauses, then
type each clause on a separate sheet of paper. I shuffle the
papers, distribute one to each student, and ask them to
match themselves up into complete sentences. When all
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have found a match, each pair reads their sentence to the
group. There are a couple of versions of this matching game.
• All the sentences are complex e.g. If it’s raining, I’ll
give you a ride. I provide the cards with the clauses,
and students go around to find another student whose
clause will go with theirs to make a sentence. It is
easiest if the clauses on the sheets have capital letters
and punctuation as needed. When students find that
too easy, I write the clauses with no punctuation or
capital letters, and students find their match; then the
two of them pick punctuation as needed from a pile of
full stops and commas. If the subordinate clause comes
first, they need a comma. If the main clause comes first,
they don’t. Their choice.
• All of the clauses are principal clauses with no capitals
or end punctuation. Students match themselves up,
then choose from a pile of sheets with ‘and’, ‘but’, or
‘or’ to join the clauses together, and take one from a
pile of sheets with full stops. If you belong to the school
that says a comma is needed before the conjunction,
put out a pile of commas, too.
• All of the clauses are principal clauses with no capitals
or end punctuation. Students match themselves up,
then choose from a pile of sheets with ‘since’, ‘if ’,
‘because’, ‘when’, ‘whenever’, ‘although’, and use full
stops and commas from a pile as needed.

The thorny question of teaching grammar
If I’m dealing with second language learners who have a

good grasp of grammar, then I can use the grammatical
rules to explain, although usually people who can talk
about subjects and predicates already know where to put
the full stop. Those of our students who speak English as
a first language already know English grammar. You can
tell they know grammar because they never say things like
‘I the dog kicked’, or ‘I saw very old two men’. However,
they usually cannot talk about grammar. It seems to me
that by first teaching people how to recognize a noun and
a verb, then introducing the idea of subject and predicate,
we build a very shaky foundation for teaching where to
put the full stops. I’d rather use the methods outlined
above, and short circuit the grammar lesson. Basic literacy
students need to know where to put the full stop long before
they tackle talking about grammar
I have a little video <www.ns.literacy.ca/ttvideo_mccom.
htm> about checking a student’s writing for full stops.
Don’t get me wrong—I love grammar. It’s just that I like
to build grammar lessons on a firm foundation of what
students already know, and help them use those interesting
words to describe the speech they hear, rather than to
prescribe what they should be doing.
Kate Nonesuch has been working in adult literacy
and numeracy for more than twenty-five years, most of
that time at Vancouver Island University. Although she is
no longer in the classroom, her goal is to share everything
she knows about teaching before she retires.

Serving sizes
By Chris Tully
At the beginning of 2012 new units of numeracy were introduced into the Certificates of General Education for Adults. The
Curriculum Maintenance Management (CMM) ran some ACFE funded professional development in August and October of 2012 to
help practitioners understand the changes: numerical information in text, and numbers and money. The activity below, ‘Serving
sizes’, was used to identify the differences in the two new number units at the lower three certificate levels, and to reinforce
the concept of teaching numeracy in context.

Serving sizes
This activity was used as part of a themed, integrated unit
on health with Certificate I students. The students were
looking at health issues in their literacy and numeracy
classes. Three different types of cereal boxes, two different
sized cereal bowls and scales were made available for the
students to use. The students were instructed to work
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in pairs and pour out the amount of cereal they would
normally serve themselves. They then weighed the
contents. They were asked to do this with both sizes of
bowl. They completed the worksheet and discussed their
findings as a class. The discussion focused on whether
the serving sizes listed on the pack were realistic and the
reasons that the manufacture might have for suggesting
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Table 1
Serving size

Fat

Sugar

Salt

Product

Suggested

Actual

Suggested

Actual

Suggested

Actual

Suggested

Actual

................
Small bowl

...............

...............

..............

...............

...............

..............

...............

..............

................
Large bowl

...............

...............

..............

...............

...............

..............

...............

..............

................
Small Bowl

...............

...............

..............

...............

...............

..............

...............

..............

................
Large bowl

...............

...............

..............

...............

...............

..............

...............

..............

this sized portion. There was also discussion on whether the
size of the bowl makes a difference to how much is served
and how this might be taken into consideration with all
food that we serve up. Does the size of the dinner plate
used at meals make a difference to how much you eat?
The activity was used to demonstrate the element ‘Work
with and interpret numerical information in familiar and
routine texts’ as the information was partly embedded in
text. In ‘Work with a range of numbers and money in
familiar and routine situations’, the numerical information
would be given to the student without them having to
extract it from the cereal box.
This activity also covers some elements in other Certificate
I units such as ‘ Work with measurement in familiar and
routine situations’. Part of the professional development
was to develop the idea that good numeracy tasks may
cover elements of more than one unit.

Procedure
• Look at the suggested serving sizes on three different
packets of cereal.
• Use the equipment available to investigate the sizes
suggested against what you would normally serve. Use
both the small bowl and large bowl. Record your data
in the table provided (see Table 1).
• Is your serving size the same as stated on the packets?
Does the size of the bowl make a difference to how
much is served?
• What reasons can you give for the suggested serving
sizes?
• How much extra/less fat, salt and sugar is in your
serving size?
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What percentage of the daily recommended intake are
the fat, sugar and salt in your serving size? Record your
data in the table provided (see Table 2).

‘Serving sizes’ has proven to be a very successful activity
with students. It is engaging because it is a topic in which
they are interested but do not know a lot about. One
student brought in his cereal bowl the following week as
he felt those supplied were too small. The experiment was
carried out again using his bowl and it was found that he
had almost the total daily recommended intake of sugar
for breakfast. It came as a shock to him and helped to
change his eating patterns.
The professiona l development a lso looked at t he
requirements of each level of the certif icate. The
above activity could be simplified for Certificate I
(Introductory) by having students complete the first table
only. The percentages columns may need to be deleted
as the data collected may give numbers that are difficult
for students to understand. (This is often an issue when
using real data. The concepts may be easy but the large
numbers increase the difficulty of the task and can push
it up into a higher certificate level. For example, looking
at populations of countries that your students come from
is seemingly an easy task, yet the numbers tend to be in
the millions or even billions, making it a much harder
task.) The students could also be asked which cereal has
the most sugar, the least amount of fat, appears to be the
healthiest, and so on.

Serving sizes Certificate III
The following activity is the same as the above but at
Certificate III level. The students were given a range of
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Table 2
Sugar
Product

Fat

Actual Serve % of Daily Intake

Salt

Actual Serve % of Daily Intake

Actual Serve % of Daily Intake

...............

...........

...........

...........

...........

...........

...........

...............

...........

...........

...........

...........

...........

...........

...............

...........

...........

...........

...........

...........

...........

...............

...........

...........

...........

...........

...........

...........

different sized bowls, three packets of cereal, scales and
measuring jugs. The students used water to find the volume
of each bowl.

Table 3

1. ....................

...............

...............

Procedure
• Look at the serving sizes on these packets.
• Do you serve yourself the quantity suggested on the
packet or do you have more/less?
• Using the different sized bowls, find and record the
volume of each bowl.
• Now measure the amount that you would serve yourself
in each bowl. Is it a different amount for different
sized bowls?
• Record your data in the table provided (see Table 3).

2. ....................

...............

...............

3. ....................

...............

...............

4. ....................

...............

...............

5. ....................

...............

...............

6. ....................

...............

...............

7. ....................

...............

...............

8. ....................

...............

...............

•

•
•
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Draw a scatter diagram of the information you have
found and come up with an equation for the line of
best fit. What does the equation predict? Is the equation
appropriate? What assumptions have you made about
the information?
How would you now use the equation to predict the
amount of fat, sugar and salt you get per serve?
Write a brief report on your f indings including
numerical information to support your findings such
as Pearson’s correlation coefficient.

Bowl

Volume (ml)

Serving mass (g)

There are copies of information from the two professional
development sessions on the CMM wiki site at <cgeapd.wikispaces.com/CGEA+Numeracy+PD+15+Augu
st+2012>.
Christine Tully is the Learning Support Coordinator in
the Learning Skills and Assessment Unit at NMIT in
Melbourne.
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Technology matters
A lesson on using iPad in the classroom
By Hiroaki Tanaka
In this detailed, theoretical and practical article, readers are given a lesson on using iPads in the classroom. Hiroaki Tanaka
presented a workshop on using iPads in the classroom at the 2012 ACAL conference in Hobart, Joining the Pieces.

Do you often hear your tech-sav v y colleagues and
academics using buzz words such as mobile learning or
m-learning and wonder how a new technological device
such as the iPad can help teachers create a better learning
environment for students? This article explores the use of
the iPad in the classroom and gives practical advice on
how to integrate this latest technology into your lessons.

this? The first thing you need to think, therefore, is what
your main objectives are and how you want to achieve these
objectives. So how can we ensure that a technological tool
is incorporated into your lesson effectively? Here, I will
draw attention to the TPACK (technological, pedagogical,
content knowledge) model to answer this question.

Background

The TPACK model defines a complex interplay between a
teacher’s pedagogical knowledge, content knowledge and
technological knowledge (Mishra & Koehler, 2006). The
model tells us that it is not enough for teachers to acquire
knowledge of technology on its own, but they also need
to consider how their beliefs about the way students learn
effectively in the class can affect a choice they make in
the use of technology. A person who is adept at using a
smartphone may be the best trainer to teach the functions
and capabilities of that phone, but without knowing a
variety of teaching methodologies—text-based approach,
task-based approach, communicative approach, functional
approach—and the contents of the second language teaching—syntax, phonetics, phonology, semantics, pragmatics—his/her technological knowledge is completely useless.
In the process of planning a lesson a teacher needs to ask
a number of questions (see Diagram 1).

Mobile learning or m-learning is a term to describe a
subset of e-learning that takes place when mobile devices
such as smartphones or tablets are used to facilitate
distant learning. In addition, the term also includes a
situation where these devices are used as technological and
educational tools to enhance learning in the classroom.
Unlike Generation Y, who have been brought up with a
new wave of technological devices such as the iPod and
iPhone, those who are from Generation X and the baby
boomers may be inclined to doubt the credibility of these
gadgets as teaching tools. However, the rise of mobile
learning is becoming increasingly prominent as indicated
through recent studies (Brand & Kinash, 2010, Melhuish,
& Falloon, 2010). In mainstream media, Topsfield (2012)
recently reported a story of an eleven-year-old student
using his smart phone to follow Julia Gillard’s comments
on Twitter, asking her why he had to wait for a long time
to get his NAPLAN test result. Moreover, the Victorian
government has already developed a website called ‘iPads
for Education’ encouraging educators to use this latest
technology in the classroom.

Asking the right question
So how can I use this tool? This is the most common
question asked by teachers when they are introduced with
a new technological device. According to Willingham
(2010), however, this question shifts focus away from the
real objective of using any kind of technology. Instead,
the right question that educators need to ask themselves
should be: I want to do X. Is there a tool that helps me do
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TPACK model

TESOL or language and literacy teachers who are trained
at the postgraduate level have acquired pedagogical and
content knowledge of second language teaching. However,
few of us have actually done a course that explicitly focuses
on the integration of technological knowledge into lesson
planning, syllabus or curriculum. Hence, we are faced with
difficulty in determining what technological tools to use,
how much time we spend on using the tools, and how to
meet a learning objective using them.
Developing a curriculum framework for such a course is
beyond the scope of this article. Instead, the main objective
of this article will be to expand the reader’s technological
knowledge to help them bridge the gap among pedagogical
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Technology knowledge
What technological tools should I use to do X?
iPhone, iPad, E-beam, computer, Smart Board?
What applications or software programs can I use?

TPACK

Image 1: The iPad connected to a VGA projector

Pedagogical knowledge
Which teaching approach
should I take? Text-based,
task-based, communicative
approach or mixed mode?
Individual work, pair work,
group work, whole class,
distance learning?

Content knowledge
What do I want to teach?
Grammar, speaking & listening,
reading & writing, vocabulary,
integrated skills, learning skills?

Diagram 1: TPACK diagram adapted from Mishra & Koehler,
2006

knowledge and content knowledge. In addition, I will also
attempt to answer the following question: ‘What kind of
iPad applications can I use to do X?’
In the next section, I will first explain the technical
requirements for using the iPad in the classroom, and then
introduce a variety of educational applications available
and how these applications can be used to facilitate
communicative and interactive learning.

Connecting the iPad
In the classroom, having one iPad and an Apple compatible
projector is sufficient to make your lesson more interactive
and engaging. All you need to do is to plug an Apple VGA
adaptor to your iPad and then connect the other end of the
adaptor to the projector cable (see Image 1). Most VGA
projectors will work with the iPad but it is recommended to
check carefully before purchasing any projector. Be warned
that the first edition of iPad does not work with any projectors. You will need to have iPad 2 or newer versions to make
this happen. Once you connect your iPad to the projector,
you are ready to use any applications and show them on
the projected screen. Make sure your iPad is connected to
3G or a wireless network as some apps require the Internet.
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To connect to the Internet, go to Setting, tap the WiFi
icon, and turn on WiFi, and you will see available wireless
networks. Most wireless networks require passwords while
some networks are free. Check with your school whether
they provide free access to WiFi and ask for a password if
they do. Alternatively, you can be on a contract with an
Internet provider to have access to broadband Internet,
but make sure you choose the iPad with 3G hardware
installed if that is the case. Generally the iPad with 3G or
4G hardware costs more than the one without it.

Three types of applications
A mobile application is equivalent to a software programme
that you install on your PC. Have you ever used Microsoft
Word, Excel, and PowerPoint before? You can also purchase
and download similar applications such as Pages, Numbers
and Keynotes on the iPad. As there is a wide range of
educational applications available, searching for the most
effective and useful apps can be challenging. Through using
a number of applications, I have discovered that there are
mainly three categories of educational applications. The
first kind of application is called instant applications. These
applications are already pre-made for specific activities
such as games, quizes, and grammar lessons. These
apps are fairly easy to use and thus require minimum
training and planning. The second category is interactive
applications. Using these apps, teachers and students can
engage in virtual interactions. Skype is an example of
such applications and will be explained in more detail in
the following section. The third type is named creative
applications since these applications enable teachers and
students to create written and audio-visual texts. These three
categories are not meant to be exclusive to each other (see
Diagram 2: iPad application categories). In fact, the most
effective teaching and learning applications are those that
have all three elements: instant, interactive and creative.
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Table 1: Instant applications
Instant application Functions
English File Pronunciation Interactive sound chart with click and
listen feature, pronunciation game
and quiz

Instant app

Interactive
app

Creative
app

Diagram 2: iPad application categories

Instant applications
English LaunchPad is a typical example of an instant
application. This application is designed to be used by
ESL teachers in the class. It contains over 650 flashcards
categorised into themes, bilingual dictionaries in more than
fifty different languages, detailed explanations of grammar
structures, practice grammar exercises, and a function to
generate your own quiz. Do you remember those days
when you used to search for pictures of food and drink,
print out the images and laminate them before going to
the classroom? This application may be the one you have
been looking for to save your precious time. However, the
application is limited in what you can do as it does not let
a user add a flashcard to the existing bank. Instant applications are, therefore, mainly those which you cannot change
or modify the contents. Nonetheless it is still attractive for
beginners who have less command in utilizing the iPad.
Another excellent instant application is called Visual
Dictionary British English. It is an e-dictionary that
explores twenty-six scenarios and contains over 550 words.
To download the dictionary, you will first need to get
iBooks from App Store, then open the application and go
to Store. Once the Store screen appears, type the title of
the dictionary in the search engine.
Table 1 describes more instant applications and their
functions.

Interactive applications
Unlike instant applications, which are designed for specific
teaching purposes, interactive applications give teachers
more flexibility in terms of what they can do. For example,
Skype is an interactive app where you can make a voice/
video call and send an instant message to someone who is
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iWriteWord Handwriting practice game. Suitable
for low-literacy learners who need a
lot of practice in handwriting
Oxford Bookworm series E-books which you can listen to a
real voice reading a story, look up
words in the glossary and answer
comprehension questions
Flashcardlet Flashcardlet allows you to create a
bank of flashcards for your lessons.
You can download flashcards and
then edit them
PhonicsRead Teach phonics and reading using
visual, auditory and kinetic learning
styles
		 Optional Open Dyslexic font for
dyslexic students
Draw something Pictionary game applications. Play
online with others

also on Skype. Although the application is not intended
for teaching purposes, many ESL/TESOL teachers are
now using Skype to deliver lessons to students who are
living overseas. In the classroom situation, it can be used to
invite a guest speaker. To find someone who is interested in
being on Skype for your class, visit ‘Skype in the classroom’
website, which is a collaborative platform for teachers and
students, and create your lesson. In the description of
your lesson, you should specify who you are looking for
and what you want participants to do on Skype. To find
out more information, go to https://education.skype.com.
Another example is Popplet. The advantage of using Popplet is that you can share the same interactive whiteboard
with students who also have the application on their iPads
or iPhones. Image 2 shows a snapshot screen of Popplet.
As you can see, it is a great tool to visualize the sequence
of a story by creating a box for each paragraph starting
with a topic sentence. You can also use this application to
create a concept mapping or brainstorming diagram. For
more examples of interactive applications, see Table 2.

Creative applications
Book Creator is a fun and easy way to create a story using
audio-visual and written texts.
Using this application, you can import pictures or videos
that you took or recorded on your iPad, add texts and
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Table 3: Creative applications
Creative applications Functions
iMovie A film making and editing
application. Can be used for
recording a role play, assessing a
student’s oral communication skills
or facilitating a drama project
Strip Designer Strip Designer lets you create
personal comic strips. Add pictures,
balloons with fun words, visual
effects. Can be used for retelling a
story
VoiceThread Search for a number of images and
voice descriptions. Create your own
description of a picture and share it
online

Image 2: Popplet application snapshot
Table 2: Interactive applications

Book Creator Create a story book using pictures
from your album. Add voice
recordings, text and videos and
music

Interactive applications Functions
Whiteboard Interactive whiteboard which
you can share with others using
Bluetooth
ShowMe Interactive whiteboard which allows
you to record voice over tutorials and
share them online
Skitch for iPad Brain-storming tool. Good for
teaching vocabulary. It lets you
import pictures, add text, arrow,
shapes and draw something new
Notes Plus Advanced interactive whiteboard/
note taking tool combined with text
and handwriting Import PDF files,
pictures, texts, record voice, add
tables, shapes

record your voice to tell a story. The application contains a
short tutorial that gives step-by-step instructions. Similar
applications to this are Strip Design, Storyrobe, Blurb and
iMovie (see Table 3). After giving students a reading text,
a teacher can ask students to retell the story to test their
comprehension, using one of these apps. If you would like
to deliver a formal presentation, you can use Keynote,
which is equivalent to PowerPoint on a PC. As you will
find from this software, creative applications take full
advantage of iPad, camera and voice recording functions
combined with fast and simple internal operational
systems. The advantage of using these applications on
the iPad is the touch screen, which enables a user to
create everything using fingertips only. The iPad also
accommodates a wide range of learning styles as these apps
stimulate learners’ audio, visual, and kinaesthetic sensory
systems with touch and motion.
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What technological tool do I use?
Firstly, you need to identify a learning objective. Let’s say
that your objective is to review vocabulary that you have
taught in the last lesson, and you want to do a fifteen
minute vocabulary exercise. Then, you need to choose how
you want to deliver this session, such as task-based, drilling,
pair work, group work, and so on. You also need to consider
technological requirements such as whether your students
have access to their own iPads or if you are the only person
with access. Once you decide what to teach and how to
deliver your lesson, choose an application that is most
suited to meet your teaching objective. For instance, you
can create a number of flashcards using Flashcardlet, and
do a whole class activity to revise vocabulary. Alternatively,
you can create a matching activity using Notes Plus, asking
students to come to the front and match words and pictures
by moving objects on the iPad.
When you start looking for applications on the iPad, try not
to focus on quantity over quality. One application can be
used in many ways if you consider a wide range of teaching
techniques and strategies. We need to bear in mind that the
iPad is just another technological tool that we may choose
to use in the class. It is not a magic tablet that takes control
over your lesson. Ultimately, it is a teacher’s experience and
well-developed pedagogical and content knowledge that
will decide how effectively this latest technology can be
incorporated into a lesson.
Hiroaki Tanaka has been working as a LLN practitioner
Continued on page 40 …
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Open Forum
While some will tweet and blog, Fine Print would like to thank Lynne Matheson for resurrecting the concept of the column in our
2012 editions. This year we invited Jan Hagston to regularly tap out some words, and here she encourages you to be critical
readers and teachers and send us your comments.

Practice makes perfect sense
By Jan Hagston
Writing from experience, Jan Hagston argues that literacy skills are pretty
useless without the confidence to use them. If confidence is best gained
through practice, which isn’t a focus in a skills development model, who is
responsible for developing confidence in adult learners? Should we go back
to a model of basic education teaching that prioritises building confidence
and self esteem?

When asked to write a column about teaching and learning, I was initially reluctant. The depth of thinking and
sheer breadth of knowledge in this area is overwhelming.
Where would I start? What could I say that others hadn’t
said before?
I’ve decided that the best approach is to use the column
as the start of a conversation around the areas of teaching
and learning that I have been involved in and I hope that
others will join this conversation. Address your letter to
the Fine Print editor at fineprint@valbec.org.au.
Over the last few years I have been involved in writing
teaching and learning materials and developing education
programmes—the curriculum—for adolescents and young
adults about road safety and workplace health and safety.
Some of these have had a literacy focus, some have aimed
to develop generic skills and, a few, numeracy skills. But,
in the main they have aimed to change risky behaviours.
This work has required me to collaborate with content
experts and behavioural psychologists and led me to read
research papers beyond literacy and adult and adolescent
education, mainly about what works in education
programmes designed to change risk behaviours.
I’ve worked in a number of different areas of education
over the years. When moving to a new area, I have found
it crucial to reflect on what is similar and what is different
about this area compared to others I have worked in. This
provides a great opportunity to apply knowledge in new
ways in both the new and old areas.
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Working in the area of education for behaviour change,
which I had seen as the domain of behavioural psychologists, I was struck by areas of commonality between the
basis of these programmes and other adult education
programmes. For example, in a recent report by Buckley
et al (2012), key components of programmes aiming
to change adolescent risk behaviour were identified as
including:
• the importance of selecting a theory to guide the content
and strategies chosen. They suggest that ‘good theories
are characterised by: logic, internal consistency,
parsimony, application to successful programmes and
supported by research’ (US Dept Health & Human
Services, 2006, in Buckley et al 2012, p. 8).
• the effectiveness of an interactive delivery model
that involves participants. This includes providing
opportunities for practice and rehearsal of new skills
and behaviours, discussion to exchange ideas and
experiences, supportive feedback, social reinforcement
and practice over an extended period of time. This
interactivity is particularly important in developing
self-efficacy, which is vital in changing behaviours.
• the importance of having trainers/facilitators with
expertise in both the programme content and the
process.
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These are key components in all effective education
programmes, whether they be related to changing risk
behaviours or developing adult literacy skills.
Some of the programmes I’ve recently been involved in
developing are very short—as short as three or four hours.
Every minute needs to be used wisely and thoughtfully.
There is no room for padding! For me, as a writer of education curriculum and resources, this, combined with the
awareness of the key components of effective programmes,
has made me more conscious of the programme purpose
and desired outcomes and the need to base programmes
and activities on a good theory. It has also highlighted the
importance of interactive activities and the importance of
allowing time for practice, rehearsal and role play.

as literate and numerate members of the community they
are more likely to take part in activities that require the
use of literacy and numeracy skills, which, in turn, is likely
to build their skills.
Funding models have forced literacy/numeracy educators
to report on skills development and this has, to some
extent, seen teaching and learning focus on skills development. While many teachers are aware of the importance of
developing more than just skills, time may prevent them
from providing practice, rehearsal and role-play activities
that help to develop both literacy/numeracy skills and
self-efficacy.
Perhaps it’s time to examine the role of literacy/numeracy
teachers in also developing students’ self-efficacy and the
effect of this on skills development.

These types of activities build self-efficacy (a person’s
belief in their ability to achieve a goal or outcomes, or
to achieve in specific situations). Initially I saw this as a
foreign concept, one relating to the work of psychologists.
However, self-efficacy is increasingly seen as related to
students achieving their goals. Students with high selfefficacy are more likely to put in greater effort, to challenge
themselves, and to recover from setbacks.
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So what relevance is this to adult literacy and numeracy
education? For some people, becoming a literate and
numerate member of the community isn’t just about
developing the broad range of skills that we call literacy
and numeracy; it’s also about believing in their ability to
use the skills, and then using them. If students are to act

Buckley, L., Reveruzzi B. & Watson, B. (2012). Identification of curriculum Content for peer discussion materials.
The Centre for Accident Research & Road Safety, QUT.
Margolis, H, & McCabe, P. (2006). Improving SelfEfficacy and Motivation: What to Do, What to Say.
Intervention in School and Clinic, March 2006, 41(4),
218–227.

Jan Hagston is a consultant with extensive experience
in adult and adolescent literacy. Prior to becoming a
consultant she was the executive officer for the Victorian
Applied Learning Association.

Transforming libraries
By Kerrin Prior
A library in Dalkeith, Scotland, is offering free pole-dancing classes to get people through
the doors. ‘The pole fitness session is a fun way to encourage more people into our
libraries, trying out all the services on offer and borrowing more books’, a spokesman
said. (Odd Spot, The Age 28/01/13)

The National Year of Reading (N Y R) 2012 was a
collaborative project connecting public libra ries,
government, community groups, media and commercial
partners and the public. The organisers created specific
campaigns as well as showcasing projects and organisations
across Australia to promote reading and literacy. Many
people and organisations participated in the event,
exchanging information about literacy, reading and
libraries.
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More than 2,000 libraries across Australia participated,
running more than 4,000 events across the year, involving
more than 200,000 active participants. The organisers were
well aware of the statistics on reading levels of adults and
targeted this group in their campaign:
Nearly half the population struggles without the
literacy skills to meet the most basic demands of
everyday life and work. There are 46% of Australians
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who can’t read newspapers; follow a recipe; make
sense of timetables, or understand the instructions
on a medicine bottle. (Australian Bureau of Statistics’
Adult Literacy and Life Skills Survey, 2006.)

The year saw the manifestation of a reading hour
campaign; an Indigenous Festival of Reading, Writing and
Storytelling, in Alice Springs, in September; a short story
writing competition on the theme ‘It’s never too late … to
learn to read’, for Adult Learners’ Week, also in September
2012; workplace literacy where workers could develop their
creative skills, and those who struggled with reading and
writing but welcomed the opportunity to tell their story
gained the help of an author or illustrator. For the public
library membership drive, for example, the NYR targeted:
• those who can’t afford to buy all the books they want
to read
• migrants looking for a point of connection with their
new surroundings
• parents who might not have thought of reading as a
family activity
• elderly residents (promoting a healthy mind as well as
a healthy body)
• young adults who may be out of the habit of reading
for pleasure
• non-readers seeking help to improve their literacy skills
• people who don’t have their own computer at home.
The web site <www.love2read.org.au> is still active and
events continue to occur in 2013. Workshops, seminars
and conferences were held as part of these campaigns
to raise awareness and create thinking tanks for those
involved with reading.
As a long-time advocate of adult literacy learning, I was
privileged to be invited to talk at three seminars during the
NYR. The first event was held in a room hidden behind the
majestic State Library that attracted over sixty librarians
and celebrities who read poetry aloud and spruiked the
joy of reading. My role was to explain what VALBEC does
and why it exists and talk a little about what it means to
be an adult with low levels of literacy. Several librarians
approached me afterwards, concerned about low literacy
in adults and sought my ideas on how they could attract
these adults into libraries. Their sincerity and enthusiasm
for inclusion was impressive.
Later I was asked to speak at a seminar called ‘Libraries
and literacy: engaging adult learners in the National Year
of Reading’. This time I was asked to talk specifically
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about how libraries can be useful and welcoming to adults
with low levels of literacy, how librarians could spot and
engage them, and what were their experiences concerning
public libraries. Having had much anecdotal evidence of
the perceptions of literacy students throughout the years,
I relished the opportunity.
One of my favourite quotes from one of my favourite
theorists, James Gee, was pasted quick ly into my
PowerPoint presentation ready to greet the librarians:
We never simply just read and write, but read and
write in a situated place, with a social identity and
history, making meaning of what we read and write
though our own particular world paradigm. In other
words literacy only makes sense when it reflects our
own sociocultural worlds. (Gee, 2000, p180).

Therefore libraries had to be places that were relevant to
their clients, made sense to them and could reflect their
real life. Later at the seminar, I informed the neat rows
of librarians that their places of work can be scary and
they can be perceived as creatures designed to intimidate,
invalidate and generally make a person feel stupid. For
many people, libraries were foreign and unnecessary. I
recalled comments I had heard from students throughout
the years and the negative reactions I observed during
library visits, especially from middle-aged men.
I decided to conduct a survey of several literacy classes
to find out how they felt about going to libraries and
got a mixed reaction, mostly on the negative side. I have
described some of the comments and observations here.
Alan’s body language said it all as he leant back and
scowled: ‘They act like they know it all. They watch every
move you make and if you get up the guts to ask them
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something they just act like you’re stupid or something.’
He appeared intimidated by the very idea of going to the
library. I explained that libraries have changed since his
experience. But the stereotype loomed large and rigid in
his mind and he remains unconvinced. ‘They should smile.
They’re always so serious. They just sit there. What do
they do anyway?’ And Kim: ‘I get embarrassed asking for
help, they should know that you need help and just come
up to us.’ So not only do librarians have the challenge of
defying the stereotype, but they are to be mind-readers too,
instantly intuiting if someone needs help even if they were
avoiding eye contact and skulking behind the book shelves.
Then there was Jenny, who turned up to a teddy bears picnic
at the local library with her rather large Harley teddy bear
and was made to feel very unwelcome. Harley comes to
class every week and we all enjoy his company. Jenny is
studying a degree in psychology currently and had this to
say: ‘They looked down on me, just because I’m an adult’.
The fact that Jenny saw the picnic as a way into the library
society and teddy bears was an obvious passion, was lost
on the librarians.

her look that I too had been harbouring some less conscious
stereotypes myself—after all why would I be so surprised
at the appearance of this young woman at a conference
for librarians.
However on the other hand, there appeared to be a perception of a stereotype for low-level literacy people too that
underpinned some of the questions directed to me at the
end of my presentation. A group of three looked surprised
and then relieved when I responded to the question about
how to spot a low-level literacy library user with the answer:
‘I don’t know. That’s tricky.’ I suggested that they just smile
and begin a conversation with those who looked unsure
or shy about being on their turf. Don’t be afraid to offer
help. As literacy practioners, we know the literacy support
one seeks can differ given a person’s life circumstances and
needs. All are not easily categorised. And like these people,
librarians also felt shy and unsure when confronted with
an unfamiliar situation or goal. This conversation led on
to librarians talking about novels converted to comics and
all sorts of innovations in reading. I was fascinated with
their knowledge.

So the question for the librarians was ‘How to engage the
reluctant or the fearful adult’—open days, special interest
days, working in collaboration with neighbourhood houses
and teachers to identify ideas and areas for exploration,
becoming more visible and dispelling some of the stereotypes by visiting learning centres, community centres, child
care or disability facilities. These types of activities were
organised across the state at various libraries and branches.

Towards the end of the NYR, a conference called ‘Cracking “the hard nut”: creative approaches to teen and adult
literacy’, was held at the State Library. While I cringed a
bit at the title of the seminar, it turned out to be a truly
spectacular showcasing of literacy projects. I spoke about
the footy project I had been involved in at Morrisons in
2010 and how that learning programme took place at the
football clubrooms on their turf. The familiar surroundings
encouraged a secure, non-threatening and comfortable
learning environment. It demonstrated the power of taking
literacy into less formal settings and responding to the
community needs, breaking through the gender stereotypes
and introducing new technologies as well as building
literacy skills and community connections. It demonstrated
how literacy can be situated and relevant and that perhaps
librarians could learn from or be inspired by this project.

The stereotypes do need dispelling. When I glanced out at
the audience I saw a mix of gender, although like literacy
teachers, there was a female dominance, however the group
were relatively young, some in their twenties and dressed
colourfully. When discussing the stereotyping that librarians must endure, one young librarian at the front caught
my eye and I could not help from commenting that more
librarians should perhaps look like her—rainbow coloured
short hair with a long braid behind her ears, piercings and
striped tights. I realised while I looked at her and admired

I learnt a lot about librarians in 2012, the myriad of roles
they play is remarkable, teacher, youth outreach worker,
community networkers, after school activity programme
creator and organiser, computer skills tutor, and the list
goes on. They are remarkable people who, like our students,
do not fit a pre-conceived stereotype. I also learnt three
things that need to be considered in order to transform
libraries: overturn the stereotypes of librarians who only
deal with books and tell people to shush, that adult literacy
learners have a range of interests and needs and can be

However there were positives. Karen had embarked on
her journey to becoming more literate by joining the
young mums group reading time. She had begun to read
books with her young children. She had taught herself the
fundamentals of reading by engaging with the children’s
books. This supports Gee’s assertion that our literacy
learning needs to reflect our worlds.
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encouraged to utilise library services along with everyone
else, and lastly, that we need to shift our thinking from
libraries being places that contain lots of books to libraries
as social hubs that strengthen community partnerships
and connections and enable mutual sharing of resources.

centre in Mt Evelyn. In her daily work she supports people
with low levels of literacy, helping them achieve their
vocational goals. Kerrin has worked on various literacy
programmes.

Kerrin Pryor has over twenty-five years experience
working in adult literacy. She coordinates community
services education programmes and teaches training and
assessment at Morrisons, a community based education

Gee, J.G. (2000). The new literacy studies: from ‘socially
situated’ to the work of the Social. In D. Barton & R.
Ivanic (Eds.), Situated literacies: reading and writing in
context. Routledge, London
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National foundation Skills Strategy
From the VALBEC committee
The following article is a summary of the National Foundation Skills Strategy for Adults and the response by the Australian
Council for Adult Literacy (ACAL), which VALBEC supports.

The National Foundation Skills Strategy for Adults
(NFSSA) identifies common goals and priorities of a
strategy to promote basic skills for adults. It was endorsed
by ministers at the Standing Council on Tertiar y
Education, Skills and Employment (SCOTESE) in
November 2011 and released September 2012:
Australia has not had a specific national framework
or strategy in place to promote adult foundation skills
development since the early 1990s. It [the strategy]
provides a framework for collaborative action to
encourage broader engagement in skills programmes,
make positive systematic changes to the education
and training sectors in relation to foundation skills
and improve learning outcomes for individuals over
the next decade. (p.8)

The Strategy can be viewed at <http://www.scotese.natese.
gov.au/publications>.
Care needs to be taken when interpreting the results of
the Adult Literacy and Life Skills (ALLS) survey (40 per
cent of employed Australians, 60 per cent of unemployed
Australians and 70 per cent of those not in the labour force
have a level of literacy and/or numeracy below the level
needed to meet the complex demands of work and life in
modern economies). As Industry Skills Councils noted in
their 2011 report No more excuses, the complexity of LLN
demands in modern society need to be taken into account
when interpreting the ALLS survey findings. Referring
to the proportion of Australian adults with reading skills
below Level 3, the report noted:
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This does not mean that this number of adults cannot
read at all. It means that the reading tasks required in
work or personal environments are sometimes beyond
the skill level of 46% of Australian adults. People
experience difficulties, or make mistakes, reading and
following instructions, communicating reliably via
email or interpreting graphs and charts. (p. 2)

So what does this mean for individuals? As outlined in
the 2012 SCOTESE National Foundation Skills Strategy
for Adults (NFSSA), stronger foundation skills would
enhance a person’s ability to keep up with technological
changes in the workplace, retrain in other areas or
change careers. Strengthening the skills of those who
are currently employed has the potential to free up jobs
at entry level for those Australians who are unemployed
and would like work, or who would like to work more
hours. At the same time, many unemployed individuals
would increase their ability to participate in work or
pursue further education and training if they developed
stronger foundation skills (p.6).
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What are foundation skills?
The definition for foundation skills provided in the executive summary of the NFSSA is the combination of English
language, literacy and numeracy—listening, speaking,
reading, writing, digital literacy and use of mathematical
ideas—and employability skills—such as collaboration,
problem-solving, self-management, learning and information and communication technology—required for
participation in modern workplaces and contemporary life.
Foundation skill development includes both skills
acquisition and the critical application of these skills in
multiple environments for multiple purposes. They are
fundamental to participation in the workplace, community
and in adult education and training.
The three key principles underpinning the national
strategy are collaboration and coordination, equitable
access to learning and a stronger research base.
There are four key priority areas for action that focus on
the conditions necessary for adult learners to successfully
engage with foundation skills provision:
1. Raise awareness and commitment to action. Building
understanding of foundation skills in the workplace and
the community, and removing the stigma associated
with low adult foundation sk ills will empower
individuals to seek out development opportunities to
build their skills.
2. Adult learners have high quality learning opportunities
and outcomes. Providing a variety of foundation skills
development opportunities that can be tailored to
individual needs will make it easier for learners to build
skills that are relevant to their situation.
3. Strengthen foundation skills in the workplace.
Establishing strong and lasting partnerships between
governments, industry, employers and unions and
providing foundation skills training that are responsive
to the needs of employers and industry will strengthen
the foundation skills of the current workforce.
4. Build the capacity of the education and training workforces to deliver foundation skills. Building the skills of
specialist LLN practitioners, developing the workforce
to enable the effective teaching of employability skills
and supporting vocational trainers to better integrate
foundation skills with vocational training will enable
high quality delivery of foundation skills.
From 2012, the implementation of policies, actions and
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priorities will be addressed and developed both individually
by jurisdictions and through broader national processes
aimed at supporting Australia’s vocational education and
training system. As a priority, adult foundation skills development and the national collaborative actions will also be
addressed in the annual workplan of the SCOTESE (p.10).
An overall performance measure has been agreed upon by
Australian governments: ‘By 2022, two thirds of working
age Australians will have literacy and numeracy skills at
Level 3 or above.’ (using the ALLS Scale)
The OECD Program for International Assessment of Adult
Competencies (PIAAC) has provided internationally the
most reliable and comparable measure to date for literacy
and numeracy and has been determined as the most
effective measurement tool. The results from the survey
conducted in 2011–2012 (results due to be published in
2013) will provide the baseline for the target and measured
against the results of the following PIAAC survey in 2022,
and published in 2023.

Response by Australian Council for Adult
Literacy
The Australian Council for Adult Literacy (ACAL)
congratulated the Federal Government on the release of
the foundation skills strategy. VALBEC supports the ACAL
response. For the full version of the response visit <www.
acal.edu.au/downloads/ACAL-NFSS-response-Nov2012.
pdf>.
ACAL acknowledged the wide and lengthy consultation
process that the government initiated in the development
of this strategy. The strategy reflects the interests of a
wide range of stakeholders, most visibly the interests of
industry and employers who had made strong calls for it.
They acknowledge and welcome the collaborative approach
between the federal and the state and territories jurisdictions
that is suggested in the strategy. A shared commitment from
both levels of governments is essential to ensuring outcomes.
While endorsing the four national priority areas identified
by the strategy and mentioned earlier in this article, ACAL
made further comment:
• What funding is being injected for the implementation
of this strategy by the different jurisdictions, and in
what timeframe?
• What mechanism will the Commonwealth have to
ensure that the strategy is implemented at the state
Continued on page 36 …
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Beside the Whiteboard
Lessons from life
Jacki Springall began her ESL teaching career with a romance …

What led you to teaching?

Possibly the ground work for my career in ESL education
was laid during a four week voyage to Australia as a fourteen
year old English migrant with my family. I had my first
romance with a fifteen-year-old fellow migrant, a young
Portuguese boy travelling to Australia with his extended
family. We spent a few weeks holding hands as we wandered
the upper decks and I felt very important as I taught him
the words and phrases that I considered would be useful to
him in his new life. Then one morning he greeted me with a
note, written by his older brother I think, saying ‘I love you’.
It scared the daylights out of me and I spent the remainder
of the trip hiding from him and his family—not so easy on
a ship. Luckily the family all disembarked at Perth so I was
able to use the ship’s swimming pool again for a few days
before we arrived in Melbourne. But it did teach me a bit
about the power of language, and appropriate register, and
as I struggled with my adjustment to a new country and
culture over the next twelve months I occasionally reflected
on how much harder it must have been for my spurned
friend and his family without the language.
I also learnt in those early days about the varieties of
English. We spent our first couple of weeks in Australia
staying with my mum’s cousin at Dookie Agricultural
College near Shepparton. It was a hot February and I wiled
away the morning at the campus swimming pool making a
few tentative connections with some girls who lived there.
As I was leaving to go home for lunch one of them called
out ‘Cee-u-sarvo?’ I had no idea what they meant and just
gave an embarrassed smile as I left. When I saw them again
at the pool the next day I had the sense I’d botched some
communication so avoided them; avoidance seemed to be
my major coping strategy at fourteen! It wasn’t until some
months later I realised they were asking me if I’d be back
that afternoon.

at the University of Melbourne as my first preference.
Unfortunately she didn’t get in and I did, which didn’t
do much for the friendship. Ironically she went off to do
teacher training in Frankston and I embarked on a social
work degree, followed by seven years working in child
protection, probation and parole.
Those years were interspersed with several extended travelling stints supported by a number of short term jobs teaching English in Japan, Guatemala and a private language
school in England. In England I was introduced to some
EFL methodology through the Streamline English series
and learnt about choral repetition and grammar and also a
thing or two about adult learning principles! At one stage
I was teaching a small group of fairly privileged women,
mainly wives of diplomats. I’d been teaching about giving
directions, turn left/right, straight ahead etc. and I gave my
class a task to write a friend a note giving directions from
the train station at Hamstead Heath to their house. I was
anticipating them practising all that useful language of
directions I’d taught them. One of the women handed me
her task after a few minutes: her note read ‘Take taxi. I pay’.
Adult learning principle number one: make sure it’s relevant.
I finally took the plunge into a new profession when I was
on maternity leave from my social work job and I enrolled to
do a graduate diploma of education at La Trobe University. I
had one of my teaching practicums at Collingwood AMES,
teaching newly arrived people and I was hooked.

Have you always worked in the education field?

What are you doing now?

No, I didn’t go straight into education when I left school.
Despite my interest in the profession I thought it would
involve going to Frankston teachers college and living at
home. I had my sights set on Melbourne so at the urging
of a good friend who was applying, I put social work

I have not been in the classroom for some time now, and
am managing the curriculum and professional development
programme across the AMES delivery sites. More recently
I’ve been coordinating the ESL programme delivery for
asylum seekers on bridging visas and in community
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detention. In my role I get the opportunity to run various
workshops with teachers or trainee teachers, which makes
me think about what we do as ESL teachers and how we
do it, and hopefully I articulate that to provide support to
teachers in the field.
What have been some of your major achievements as a teacher?

I hope there are a number of my ex-students walking around
whose language or settlement experience was enhanced by
being in one of my classes, or some teachers who feel they
have added value to their teaching through using one of
the resources I have developed, such as Keys to Work. I don’t
think you can underestimate the potential power of the
ESL classroom for new migrants and refugees. I feel very
privileged to work in this field and also to be able to work
for an organisation like AMES, which has the successful
settlement of migrants and refugees as its central focus.
I have also been very lucky to be able to work on a number
of research and resource projects with academics like Lynda
Yates who has a great ability to marry research and theory
with practical applications. I think Lynda has helped fuel
my two ESL loves: teaching about pronunciation and
pragmatics. Strangely enough Lynda and I discovered after
several years of working together on projects that we both
originated in Essex, which just goes to show Essex didn’t
only spawn Jamie Oliver.
How have you managed changes in the field?

Occasionally I think friends must believe I have had a very
stable job given I’ve worked at AMES for over twenty-five
years. However the truth is I haven’t had to change jobs

… continued from page 34
and territories level? What are the delegation of
responsibilities and authority?
• How is a whole of government approach to integrating
foundation skills delivery with community services
(e.g. health and housing programmes) supported by
this strategy?
• What is the process and timeline for deliberating on
the establishment of professional standards for the
foundation skills workforce?
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to experience huge changes: changes in roles, locations,
students, government policies, curriculum etc. During this
time there has been the introduction of competency based
curriculum, 510 hour entitlement for AMEP learners, VET
quality frameworks and various other compliance regimes
and other imperatives such as integrating a focus on employability skills and information and computer technology into
our delivery. Many of the changes have been very positive;
others have involved finding new ways to ensure overall
teaching goals aren’t compromised. My feeling is once
change seems too difficult and challenges seem too great it
will be time to devote myself to my vegetable garden and
tourism business in the Yarra Valley. To date the benefits
and rewards of my job have provided me with sufficient
incentive to either embrace or roll with the changes.
What would your ideal teaching world look like?

I could get a little nostalgic about the era prior to competency based assessment and compliance regulations when
learner centred curriculum and communicative language
teaching ruled the day … and when more time was spent
doing than gathering evidence of what was done. However,
I think the truth is we still have the power to develop
and deliver engaging and meaningful programmes for
our students no matter what regulatory framework we
operate in. Also the range of resources and technology
available now means there are so many ways we can make
our teaching engaging and effective. When you strip away
the peripheral factors I think we still create engaging and
relevant contexts for our learners, scaffold learning so it’s
most effective—and remember the whole point of our
role—assist students to manage life outside the classroom.

•

What support for scholarly research is available from
this strategy?

Together with ACAL, VALBEC expects that this input
will assist in the implementation of the strategy.
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What’s Out There
Steps and Stories. Edited by Terry Whitebeach
Reviewed by Linno Rhodes

Award winning author and teacher, Terry Whitebeach,
has compiled and edited a collection of adult literacy and
numeracy stories from Tasmania, Steps and Stories.
Regular readers of Fine Print will be familiar with a similar
collection published in 2011 by VALBEC, A Fuller Sense
of Self, reviewed in Fine Print, 2011 vol: 34#3.
The stories will be familiar to adult literacy teachers: they
tell of difficulties at school, appalling treatment by teachers
and classmates, unrecognised learning disabilities, and
childhoods affected by the presence of welfare, violence,
poverty, drug and alcohol abuse and the consequences of
gambling addictions.
As Terry Whitebeach says in her afterword, these stories
‘speak loudly and clearly of the courage it takes to change

that situation and will inspire
those who have yet to undertake
a similar journey or who are
taking the early steps.’ (p. 41)
But it will not only be those
about to embark on learning
literacy and numeracy skills who
will be inspired—adult literacy practitioners will also be
inspired and will find many ways to use these stories in the
classroom or in one-to-one tutoring situations.
The publication is available for download on the TCAL
website or can be ordered in hardcopy.
Linno Rhodes is the curriculum coordinator at Jesuit
Social Services.

Being a Healthy Woman by the NSW Department of Health
Reviewed by Sarah Deasey

From the introduction:
This is a book to help women with intellectual
disability learn more about their health. It also
provides a list of resources on disability for women
with intellectual disability, their family members,
carers or health care professionals. It can be used
as a teaching tool to help women with intellectual
disability learn about their health.

The resource was produced by the NSW Department
of Health but this review copy, picked up at the 2012
ACAL conference in Tasmania, Joining the Pieces, comes
from the Tasmanian Department of Health and Human
services, reproduced with Tasmanian directories for each
subject area.
Health in this publication covers physical and emotional
well-being. Mental health is included. The strength of the
resource is obvious from the start when looking at the
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sixteen topic areas, some of which
are listed below:
• Asking questions about you
• Healthy eating
• Feeling sad and feeling happy
• Puberty
• Close relationships and sex
• Deciding to become a parent
• Having a pap test
• Breast health
• Getting older.
The content is presented in an accessible and attractive
format. The text is readable size and there are simple colour
illustrations, which give strong cues for the subject matter.
The presentation is not merely clinical and the emotions
and associated actions and choices around each topic
are part of the content. Rights and responsibilities are
emphasised throughout. Here is an example from the
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section Safer Sex: ‘Both people have to agree to have
sex … if you or the other person does not want to then
you should not have sex. Say no if you do not want to
have sex.’
At the conclusion of each section is a table, ‘Where you
can find out more’, which gives broad ranging information on both state-wide and national resources. The final
section ‘Other helpful resources’, is even more extensive
drawing on websites and peak bodies from national and
international sources.
As a teaching tool the booklet is well laid out with colour
illustrations, and large readable font. The text is clear and
straightforward, addressing the target audience in the second person singular. The information is carefully detailed
and thorough. For the classroom, it’s the information and
presentation that’s the most useful. When one is preparing
for a class this book would provide the information in an
accessible form for teachers who may not have the same
depth of knowledge and experience as health professionals.

A class set would be useful. Sections could be displayed
using a projector.
The resource was prepared for women with intellectual
disabilities however there may be limited application for
some other learner groups. The simple sentence structures
and strong visual prompts will appeal to literacy and ESL
teachers. With careful rereading and planning certain
sections, such as ‘Healthy eating’ and ‘Grief and loss’, could
have application with other learner groups. Other sections,
which have explicit illustrations depicting managing
periods and safe sex, for example, may not be appropriate.
The resource is highly recommended. It conveys a spirit
of empowerment and agency for women with intellectual
disabilities. It can be downloaded from <sydney.edu.au/
healthsciences/afdsrc/docs/adults/being_a_healthy_
woman%20Aug%2010.pdf>.
Sarah Deasey is the further education coordinator at
Carlton Neighbourhood Learning Centre in Melbourne.

Numeracy revision
By Beth Marr
Like a good teacher, a good resource is up-to-date. Here Beth Marr, who is a good teacher, discusses
the process of breathing new life into an old numeracy favourite. The draft of Building strength in
numeracy appeared on the VALBEC website in February with the final version to be launched at the
VALBEC conference in May, and available on the VALBEC website from then.

The good old days
In 2011 I received a call from VALBEC asking if I realised
that it was twenty years since Strength in Numbers was
published and suggesting that we should celebrate this
milestone with an interview for an edition of Fine Print
that was to focus on numeracy (vol:34 #2). Initially
stunned at the rapid disappearance of two decades of
my professional career, and feeling suddenly old, it was
inevitable to begin by bemoaning the passing of time and
the end of good old days of the eighties and nineties. Those
were the days when governments demonstrated concern for
adult literacy and numeracy with funding that encouraged
an intensely creative era. Professional development funds
allowed new adult numeracy teachers from different
teaching backgrounds to pool their knowledge and
expertise and experiment with new ideas from other fields
of education; we began introducing cooperative group
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work, games and hands-on materials into adult numeracy
education. The publications we produced in that era,
Mathematics a new beginning, Breaking the maths barrier,
and of course, Strength in numbers benefitted from this
early input and enthusiasm as we began developing our
own adult numeracy wisdom of practice.
It was an era that I count myself very fortunate to have
been a part of, and of course something to celebrate. But
for me, the most important thing to do now was to help
these resources, methods and ideas live on and be available
to the next generation of numeracy teachers. I was keen
to take the best of what was there and breathe new life
into it. Focusing on the strengths of prior publications,
it would have to:
• foster approaches which respect learners’ prior
experience and understanding of the world
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•
•
•

assist teachers to use a variety of methods to teach
mathematical concepts and skills
encourage discussion, interaction and exploration of
ideas and concepts
provide material that encourages application of skills
to situations relevant to adult students (i.e. numeracy,
not mathematics for its own sake).

In 2012, a year later, VALBEC obtained funds from Adult
Community and Further Education (ACFE) to create a
resource collection that could be updated and available
online to numeracy teachers across Victoria, and more
widely in other parts of Australia. VALBEC engaged me
to work on the project with a reference group and John
Radalj as coordinator.

What’s new?
We began with a survey of practising numeracy teachers to canvas their opinions and needs. The number
of enthusiastic responses by teachers overwhelmingly
endorsed the project and steered me towards the highest priority skills and levels. As a result the resource
focuses on number calculations at Australian Core Skills
Framework (ACSF) Level 2 (and some Level 1), which
makes it useful for Certificate I in General Education for
Adults (Introductory), Certificate in Spoken and Written
English post beginner, ESL Frameworks Certificate II and
VCAL Foundation. It also incorporates some ACSF Level
3 content (particularly percentages) to assist teachers of
Certificate I in General Education for Adults, and also
Certificate in Spoken and Written English Intermediate,
ESL Frameworks Certificate III and VCAL Intermediate.
Rather than focusing on teaching rote calculation
techniques, as commonly practised in schools, the
resource encourages teachers to acknowledge students’
survival strategies, or alternate calculation techniques
they have depended on in the past, and assist them to
develop others that will further build their confidence
with numbers.
The range of calculation strategies includes a variety of
in the head and short-cut techniques, as well as use of
calculators and the important skills needed for estimation
to check calculator results. Much of the content I have
incorporated in the ‘In the head calculations’, section
builds on the ideas of Ruth Goddard, with newer material
inspired by other Australian colleagues with whom I taught
more recently in East Timor while training Ministry of
Finance workers.
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A section on percentages also contains largely new material
based around in the head calculation methods. This section
was also drawn from the material developed in East Timor,
although, of course, the practice examples are set firmly in
Australian contexts.
The resource also contains a section on fractions, hopefully containing just enough activities to ensure students
become familiar with the concept of a fraction and have
sufficient groundwork to understand percentages and
decimals later on.
As is obvious from the description above, the task of
resource renewal became more than originally anticipated.
The different style, layout and purpose of each of the past
publications made it impossible to merely stitch together
existing activities. The new resource demanded its own
style and look. Also, reading prior session outlines made
me aware how my own ideas had developed over time and
how much I felt needed to be changed. I also wanted to
include a lot of the material that has been developed since
the earlier publications.
The new resource Building strength with numeracy is
therefore a combination of revamped classics and newly
written material presented in a series of PDF files that are
available for teachers to download. It is presented as a series
of single activities, with suggested procedures described
fully for the teacher. These contain discussion starters
and scaffolded examples designed to gradually develop
students’ skills and understanding. Each of the activities
has accompanying activity and practice sheets for student
use. The suggested procedures assume that the teacher is
presenting to a group of students, however, they can easily
be adapted if it is necessary to teach separately to individuals
or pairs of students in a class with mixed abilities and needs.
Why do I use the term suggested procedures rather than
teacher instructions? In my experience Australian teachers
are an independent breed. They like to make their own decisions about teaching procedures. I do not expect them to
blindly follow me down a procedural path without knowing
why they are taking the next step or where it is leading. So,
although it may make the activity descriptions longer than
some may think necessary, I have tried to avoid the voice
of authority tone in the writing. Rather, I have attempted
to create a conversation with the teacher to briefly explain
the reasons for choices made within the activity. This way
each teacher can make an informed decision about whether
to follow or whether to take a different approach.
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What’s the same?
Throughout the resource I have retained many of the more
popular group work activities from prior publications and
added in some new ones as well. This is because I firmly
believe that when students are encouraged to work together
in a structured way for some part of a session they form
better ongoing working relationships and are less likely
to remain isolated from one another in the classroom. I
have witnessed this effect first hand during my master of
education research when I observed a very mixed group
in another teacher’s class. So although there is a tendency
to think that it is too hard to get some students to work
together at all, especially males, I believe it is definitely
worth the effort. I also think that discussion around
mathematical ideas and concepts encourages them to use
the language of mathematics more, which in turn builds
confidence—but that is a subject for later discussion and
perhaps another publication.

… continued from page 28
for three years and is now an LLNP team leader at Navitas
English in NSW. Hiroaki has experience using iPad in
class and introduced this new technology to students and
teachers through a workshop. He came to Australia in
2002 as an international student. He studied a bachelor
of arts in linguistics at Sydney University and a master of
applied linguistics at UNSW. If you have any questions
related to this article, please contact the author via email,
Ark.Tanaka@navitas.com.
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