N

CAIlLEARN

Unlocking Potential

A CURRICULUM
FRAMEWORK
BILITERACY LEARNING WITH

ADULT ESL LITERACY
LEARNERS

© Canlearn Society




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society



A Curriculum Framework Biliteracy Learning with Adult ESL Literacy Learners
© CanlLearn Society

Nada Jerkovic — Project Manager

Theresa Wall — Team Lead and Author

Afra Shirazi — Community Outreach and Farsi Materials Development

Sangita Thapa — Community Outreach and Nepali Materials Development

Seble Ghebreslassie — Community Outreach and Tigrinya Materials Development
Allison Bajt — First Language Linguistic Consultant

2020 Canlearn Society

CanlLearn Society

100, 1117 Macleod Trail SE
Calgary, AB

T2G 2M8

www.canlearnsociety.ca

| © CanlLearn Society



Acknowledgements

Thank you to Calgary Learns for their funding support.

A special thank you to Nada Jerkovic, Manager of Literacy Programs, for invaluable feedback
throughout the project and to Laura Godfrey, Digital and Technological Librarian, and Afra
Shirazi, for their design skills.

Thank you to the following people for their input and editorial support:

Mary Wall
Monica Leong

Thank you to Gayatree Timisina for your support with the Nepali phonemic awareness
assessment tool.

| © CanlLearn Society



Table of Contents

...................................................................................................................................................... 0
ACKNOWIEAZEMENTS .. ceuiiiiiiiiiiiiiirc et rnesres e reasesensssssssssensssenssssssssssnssssnssssnnnans 3
314 o X 11 Tt T o JPU N 8

Who is the Curriculum Framework fOr? .......ccccoiiiiiiiiriiiiiiiiiiiieirrssssssesssnneeees 10

L Lo A T e 1= = 1 17T I RN 10

Section 2 - Drawing from Research: A Literature REVIEW.........cccuveieeciiiieeciiie ettt 10
Section 3 — Before You Being - The INtake ProCeSS......cuuiiiiiiieiiiiiee ettt sseee st e e sre e e s sveee e 10
Section 4 - A Facilitator’s Guide for Teaching Adult Emergent Readers........ccccccveeevcieeeiiieeeescneeeens 10
NYTotd[o BT Y: [ a1 o (T - 1 4 SRSt 11
Section 6 - SAMPIE UNTE Plan ....eeeiieee ettt e e e e e et e e e e e e naa e e e e e e s e ennraneeeas 11
Yo o T=T oo Lol SR 11
Appendix 1 - Language Structure and Teaching Tips by Allison Bajt .......cccccveevviieeeciiieeeeiee e, 11
Appendix 2 - An Analysis of Farsi/Persian, Nepali, and Tigrinya.......c.ccccoeeeeeeeeeieeieeciee e eeree e 12
An Annotated Bibliography by AlliISON Bajt.......ccciiiciiiiiiieiicciiiiee et e e e e e ree e e e e e e nnnes 12
Appendices 3-6: Intake Materials Literacy Assessment TOOIS.......cuevvvieieriiieeiiiiee e 12
How do | use the Curriculum Framework? ........cccuueciiiiiiiiiiinnmniiniiiiniinmessess 12
Use the tools in this frameWork t0: .......cieiciiii i e e e ee e e e e e abe e e s earaeas 13
(@10 1= o) i 1o 1] o Tt o o TS 13

OPPOrtUNIty fOr LEArNING.. .. iieeiiieecieeitteeeteeerenerenerenseerasesrnsserasseressssessessnssssnsessnssessnssssnsessnsases 14

L€ (o T Vo L =T 1 4 T3S 15
Section 2: Drawing on Research — A Literature ReVIEW .......ccccceeiiieeiiiniiineniieencrinceneenenennnens 17

Y 4 T VT 4T o TN 17

IMPlications Of L1 LItEracy ...c..ccceeiiiiiriemuueiisiiiiiiirnmmssiiiiiiimemsssssiisiimesssmsssiimssmssssssemsssssssss 20

LESLLA Learners and the Four Strands of Language Learning ........ccccceeecueeeeeciieeeeciieeeeiieeeecveee e 21
Promising Practices for Literacy Instruction with LESLLA Learners.......cccceeeererunicniennnicnrennsensensssnnees 28
Whole-Part-Whole Literacy INStrUCTION .......ccuiii it e e 29
The 5 Components of Reading INSErUCTION ........uiiiiciiiiiiiiie e e e e saae e 32
L2 Learners: Additional FACTOrS.......cooiuiiiieciiic ettt tee e et e e e e tte e e s e abe e e e entaeeeeareeas 36
Making a Case for Biliteracy INStruction........c.ccuiiieiiiiiiieiiircircrrcrr e e renee s s e ssnasesennes 36
L1 Literacy and Biliteracy Programs with LESLLA LEAINEIS......ccuueeercuieeeeiiieeeiireeeesieeeesvreeeesiveeessaveeas 37

(000 T ol 11T T S 42

[0 {1 =T Tl YIS 44
Section 3: Before You Begin - The Intake Process.........ccccceeeiiiinniiiinnniniieneiniienienens 52

LI T 1= 3 52

How to Conduct the Intake ASSESSMENL.......cc.ciiiiiuieiriiineierieeeeerenaeeeerenaseeerenassessennsseseensssssernnssnens 52

After the ASSESSIMENT .....iivuiiiiiiiiiiiiiiiiiiiiiree e treseestrssssestesssssstesssssssesssssssssssssssenssssssannes 53
Section 4: A Facilitator’s Guide for Teaching Adult Emergent Readers.....c.ccccceervenecrenncrennennes 54

800 o1 = N 54

A Note About Literacy INStruction.........coceiiieiiiiiiiiiiiiiccrciiiricreerreesrneeereeserenseseasessnsessnssssnesssens 55

Pre-reading sKillS.........ccceiiiiimuiiiiiiiiiiiiiiiiiie e resasss s s e sas e s s e sassssssnsssssesnssssasnnsisnans 58

(000 g [olY o - o Lo 1V A T | USSRt 58
I3 LI A 7 L P 58
o U T=T ooy USRS 59
(070] 0 0] 0T =1 g Y=Y o Y o] o PRSP 60

| © CanlLearn Society m



(0 aToYo LTI T ] o] (oINS SR 60

Y= A 1 o (SIS - =TSP URTUSRN 61

LI LT 25T 61
Vocabulary and Word KNOWIEAZE .......cooccuiiiiiiieie ettt et estte e e s tae e e eaaa e e seataeeeenaaeeean 62

o] 2T o 1ol PSPPI 63

o] a1 a1t o ol AN Y T T =YY PR ST 64

YT =4 0 ALY Lo T o LSRRt 65
RetUrn t0 the WhOIe .....ccccvveuieiiiiiiiiiiiiniiiiiniiinressseissiiinnesssssssssensiisesssssssssisssssesssssssssssssssessassssss 67
Section 5: SAMPIE TaSKS ..cuuiiiiieiiiiiiiiiiiiiiiinirirrressrrrsee s resess s resesesssensssssrensssssssnssssssennses 69
Pre-reading sKills..........cuu et e s e e s e s e s s e ra e s s e na s s s s e na s s s e nn s s e e nnsaenernnsannann 69
Recognizing pictures and SYMDOIS .........ooiiiiiiiiiee e e e 69
Build Concepts aboUt Print ......ooo et e e e e e et e e e e e e s arrere e e e e e ennnnes 70
BUild WOrd KNOWIEAEE. ......ccuuuiiiiiniiiiiiniiiiiiiieiiianieiinnsieiiessseienssssssesmsssssesssssssessssssssnsssssssnsssssass 71
30T ot 74
PhONEMIC AWArENESS ...cuuuiiiiiueiiiiiiiiiiiiiiiiisiiiuiieiirasiisiirsssisiirssssstenmsssstesssssssesssssssesssssssessssssssssssssses 75
SOUI S . ieuuuiieeiieuiteeiteat it traetrasttaeseraasteassteaessrasssraesstassstessstensssrassssnssssassstassstensssensssrnsssrnsssrnns 78
Appendix 1: L1 Language Structure and Teaching Tips ..ccccceeereerereenerrencerennerennereeseereanereanesennes 80
The Farsi Language StrUCLUIE.........cceeuiiieieiciieceiesreeeeerrennneereennsereennsseseenssessesnssessesnsssssesnssssennnnens 81
The WIHHING SYSTEM it e e e e e e e e e e e et te e e e e e s esabtaaeeeeesenastseneeeeeeaansssnneeeesennnsnnns 81
Yo 0 Ta T I 2 g T 0T ] Lo -4 ) I 82
VoY e (1Y [ o] aTe] [oY =Y TR SRRSOt 83
SENTENCES (SYNTAX) 1ouviiieiiiiie et ettt e e e e e et e e e et te e e e abee e e ebeeeeeaateeeeebaeeeabteeesanbaeesanseeeeasseeeannres 84
Stages of Reading DeVEIOPMENT ....cccii e e e e e et e e e e s et ate e e e e e e eeannraneeeas 85
TEACKHING TIPS teuuriiiiiuiiiiiiuiiiiiriieiienietiienerttenseriessssestsssssstesssssssesssssssesssssssssssssssesnsssssssnssssssnnnssns 86
L1 Literacy: FOCUS ON SIMIIAIITIES ...veiieeiiieciiie ettt et ee e e bre e e e atee e e earaeas 86

L2 Pronunciation - Learning NEeW SOUNAS ........ceeieiiiiciiiieeeeeccciiteee e e ssentreee e s sesseereeeeeseesssnnsnneeesssennnenes 87

I ST Yo [T g Y= Yo o INYAV g T o =R SSRNE 88

[T =Yoo T4 - 1 11 4R UR 88

(0 T oY1 - 1121 o] o USRIt 89
SOUFCES ittt et ettt e e e ettt e e e e e ettt e e e e e e ab e et e e e e e s ab b et e e e e e e e s be e e e e e e e e e nn bbb e e e e e e e nbbeteeeeeeeannraeeaeas 90

The Nepali Language StrUCTUIE .. .. i ittt trecreeesreesrneesensssensesensesensssensessnsssssnsssensennnnes 91

L LI L T = Ay A=Y o o S SIRN 91
Yo 0] o I (2 oY g Vo] o T=4 ) USRIt 92
VoY e (1Y [ g o] aTe] [oT =4V TR USSRt 93
SENTENCES (SYNTAX) 1.eriiieiiiiie ettt e et e e et e e eett e e e eette e e eetbeeeeebeeaeeesteeeeensaeesasseaeeantaeasaseeeeansseeennres 94
Reading and Writing DeVEIOPMENT.......uii i ee e e bee e s are e e s saneeas 95
TEACHING TIPS ceueueiiirnieiiiinieiiireieerreeierrennsertennssesrennssessrnsssssernsssssesnssssseensssssennsssssennsssssennsssssennnnans 96
L1 Literacy — FOCUS ON SIMIIAIITIES ...uvveeeeiiiiiiiee et e e e e e e e e e e e e e e e s ennnes 96
SYIADIE AWAIENESS..... ettt e e e e e ettt e e e e e e e e bate e e e e e e e tataeeeeaeeannraaaeeeeeeanrrraeaaans 97
PONEIMIC AWATIENESS ...cceceirrieeeeeeeecirree e e e e eeeettreeeeeeesebbaeeeeeeesetrareeeeeeeasssaresseseessstsaseeseeesassraseeeesessnsrees 98
TalagoTe [N ol TaY=aN3 Y] 0 a1 o To ] F TR SR 98

L2 Pronunciation - Learning NEeW SOUNAS ........ccueeiiiiiiiiiieeeeeccciiiee e e e eeectnneee e e sesneveeeeesesssnnnsnneeessssnnnenes 99
CoNSONANT SOUNGS .ccuuuiiiiiniiiiiiiiiiiiiiiiiiieeiiireaeistreassistresssssstessssssresssssssensssssrensssssssnsssssssnsses 99
VOWEI SOUNAS...c.ciiiiiiiiiiiiiiiiiiiiiiiirrereeereneiereasesenssstnssssssserensersnssssnsssrsnsesensssenssssanssssnsassnnns 929
CONSONANT ClUSTEIS .cuuuiiiieniiiiiiiniiiireniiiieneiitiensisirenssisiresssssstessssssresssssssensssssressssssssnsssssssnssns 99

| © CanlLearn Society



Yo 10T of T 101

=01 1) N 102
LanNgUAZe STIUCTUNE ..cuuivuiiiiiiiiiieiiieiiiiiiiieiiietineiieetrasirasirassressnssrnssrsssressesssassrassrassrassasssassrassrnssnnns 102

B TR L T =] A= o USSR 102

1V ToTao] a o] FoF=4VA AV oY o L3 HEU U USSP 105
SYNEAX (SENTENCE STIUCTUIE) .eiiuvieeiiiecieecieeeee et e e te e ee et e e st e e s teestee e teeebteessseessseessseesnseesseeenssennns 106
Reading and Writing DeVEIOPMENT.......coiiiiii e e e s e sre e e e 106
BT Yol 1114 T =4 T TP 108
L1 Literacy — FOCUS ON SIMIIAIITIES ....uvvieeeee it e e e e e s e rre e e e e e 108
V1 ] o] L=l N T ] ToE ]S 109

[ a1 a1t o ol AN T T Y SRS 110

Tal o Te [N ol TaY=a0 Y]] o To ] K3 SRR 110

L2 Pronunciation - Learning NEeW SOUNS .........cceiiiiiiiiiiiieee ettt e e eeecrre e e e e e e ssnvrae e e e e e s eennreeseeeeeeas 111

0o T 0 1Yo T F= 10 1 AT o 10T o £ 111
VOWEI SOUNAS.....iieiiiiiiiiiiciteirserire e renesereasesea s ssnsssensssrensssensssenssssensesensasenssssnasssensasens 111
CoNSONANT ClUSTEIS . ..uuiiiieeiiiieniiiiiteiiiiiesieiitesiittenssistressssstsessssssssnssssssssssssssssssssssssssssssnnnns 111
=45 0N T N Lo o= o113 o o USSR 112
OIS .itieieie ittt et e ———————————————————————————————————————tttatttetaaaataatatateaeaeeeees 114

N e o X< 4T 1 116
L1 Linguistic Background Information: Annotated Bibliography......cc.cccceeiiiiiiiiiiiniiinnnnnna. 116
FarSi/POISIAN. ..ccvueeuuieeeiieitetnetrieeeeeeeetennaseeeseeeeetenssssseseesassansssssesseseessanssssssssessessnnnnsssnsesseessnnnnsane 116

[\ [T o ¥ || P 121
Tigrinya and AMRNArIC .. .ceeeuiiiee ettt rreee e s rreee e s s e nne s s ennssssrennsssssennsssssennssssrennssssnennns 124
Appendix 3: AsSeSSMENT TOOIS ...ccuiiieiiiieiiiiiiieierteerreerreeereaserensesensssrenserensesensssssasesensasens 129
P Y=E ) o 1T oL o e T o] El o T 1O 130
B 131

L A 55 2 0888 .uueiieiiieeeseeeiee e e e e sne e e e e e e e e e e e e s a e e e se e s an e e e e e e ne e e e e aaee e e e s aeeee e e neeeea e naeeeesanaeeeesnaaeeaen 134

L 19l AL L iiieiieeeecee e et e s e e e e e e s et s e s e s e ae e s e s e e e s ar e s e e e e s R e e e e R e e e e n e e e e R e e e e naeeena e e aae s naeesnnas 135
R [ AIS — (6 13 (SO S ueiirieeeeereees e ssarssee s e e s see s ae s e e s a e s n e s ne s e e s ne e n e s nnesnnesnnesnnes 144
Gl 93 A8 00U L. ieeceeeee e sae e s st s et s e e s e s e s se s e s e et st et e s e aesae e s e e Re et et e aesaessasanenesaneneas 151

W 191 CBLIE L uiueceteteseue et tesese e seessese e st et ese e e et e s e ae et ee s eRe e st et e s eRe e et eseReae et e esetene et et eseneaen 165
AssesSSMENt TOOIS — NEPAli..cccuuiieeuirieeiiireiiienietenieteenetteneetenierenserensesensesenssessasessasssssssessassees 167
TTAT BTTCTRATET 1.vuvverecsereeeseesssesesassesssesessssessassesssassesassesesassessssssesssssssassesnsassessssasessssesesassesnssens 168
L= I - 3 4 o PP 170
LT 2 I 1 xR 171
TIT USCTTCT TATE T OB T ecrurerurreerrrressssessssssessssssssssssssssssssssssssssssssssssssssssssssssssssssssssessssens 179

C T R 1S o A A U 186
BIATAS/EATT TATETT......ccc ettt anees 199
Tigrinya AsseSSmMENt TOOIS ...cc.ciieuiiiiniiiiniiiieiiiiiiiiniiinieieeiiisieresereasssssserssssssnssssssssssnssssns 201
L 1 D N o RPN 202
b R (L T L g £ (RN 204

| © CanlLearn Society n



[ 4 Lo T 1T XYY =Ty 1 4 1= | S 205

Sight Vocabulary — Symbols and Words ..........ccceeiiiiieiiniiiiiiieiieeessseses 212
Fa0YC N NAG FOHATIID D% .cceiiiiieereeeriiiiccrreenreeeessiessssnnreeessssssssssssnnneessssssssssnnnrassssas 219
PRONEMIC QWAIENESS ..cceuuiiieeeeriiineierieeanerrrenseerrennseereennsseseenssssseensssseensssssesnsssssesnssssennssessennnnnns 233

[ T=d L o I Y=Y 0 V=T o | e e ] £t 235
INTAKE INTEIVIEW..ccuuuiiiiiiiiiiiiiiiiiiiiiiirriesic e ssess e asasssse s st s resansssssssssssnesnnsssssssssssnesnnnssses 236
(01oT 4 Tol=Y o K31 e To 1 UL A od o T 1 SN 238
PhONiCS ASSESSIMENT ......ciceiiieeiiiiiiiiiiiieniitriereeettaserenssstesseresserensessnsssenssssnsssssnssssnsessnssssnsessnssssnns 239
Sight Vocabulary — Symbols and Words ........ccceeeiiieiiiiiiieniiieeieieeneiencieneesencerenernsserensesensessnsees 245
Reading ObServation........c.cceeeiiiiiieieiiieciiireeecrrreeeerrennssesrrnnsssseenssssseensssssesnsssssesnsssssennssessennnnsns 252
PRONEMIC QWAIENESS ..ccuuueiiieeeiriiinnierieennerrennseereennseerrennsseseenssssseensssseensssssesnsssssesnsssssennssassennnnnns 266
Receptive Vocabulary ASSESSMENt........ccciiieiiiieiiiiniiiiiciiiiiinicieeereeirtnessesseressesensessnssssnssssnssssens 268
Appendix 7 - SAMPIe UNit Plan .......cceeeieeeiienieieniereenetreneerenceresserensessnseesessessasessnsssssssessnsesens 272
Unit Plan on Theme: My COMMUNITY ...cco.uiiiieeniiiieeenieriieneeerrensneerrenssessrenssesseensssssesnssessesnssessennnnnns 272

L0 Y1 VT2 SRR 272

TRE WNOIE .ttt e e e e et e e e e e e e e et raaeeeeeeeastsaaeeeeeeessssaaeeeeeessnssaaaeaeesennssnns 272

B L= 2 L 3RS 274

114 oo L= RS 277

| © CanlLearn Society



Introduction

We're so glad you’re here. This document is a framework for biliteracy
programming for adult English language learners who are both learning a new
language and learning to read and write for the first time, in any language. While
teaching and learning to read and write in two languages might seem time
consuming and not cost-effective, we wondered whether the opposite might be
true. We know that adult learners with even a few years of schooling and who
have developed basic reading skills in the home language have an easier time
learning to read and write in another language. We wondered whether learning
to read and write as an adult in one’s home language could be supportive of

learners’ English language and literacy skills acquisition.

The project was made up of three main parts:
e A needs assessment
e Development of the Curriculum Framework
e Parallel literacy assessment tools in four languages: Farsi, Nepali, Tigrinya,

and English

The project team spoke with members of three immigrant communities: Farsi
speaking women from Afghanistan, Nepali speakers from Bhutan, and Tigrinya
speakers from Eritrea. We asked communities about how they use English, where
they use their heritage language. We asked whether there was a need for and

interest in heritage language classes.
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Responses from community members varied. In our first focus group, participants
had from 0 and up to 3 years of schooling, 3-4 months per year. One woman, who
had attended adult literacy classes as an adult in her country of origin, talked
about how much that helped her with English reading and writing. Another, who
had not had access to any schooling or literacy learning until arriving in Canada,
felt she was ‘too old’ to learn to read and write in her language. A second group in
Calgary wanted classes specifically to help them learn content for their Canadian
citizenship exams, though members of a community outside of Calgary felt
literacy classes in the home language would be helpful to them. Members of our
third focus group had been in Canada for some time, but most had not had time
to attend school themselves as they tended to young families. From this group we
heard, ‘When can we start?” While we had intended to pilot first language
literacy classes with this group in the Spring of 2020, circumstances beyond our

control meant this would be delayed.
The delays meant we were unable to test L1 materials or suggestions with
learners. This a living document. As we begin to work with the resources, we will

learn more about what does and doesn’t work.

Our question is: Is learning to read and write as an adult in one’s home language

supportive of a learners’ English language and literacy skills acquisition?

While we don’t have the answer to this question yet, this document serves as a

framework for beginning a program to develop literacy skills in the home
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language and in the target language. It is our hope that in the future, we will be

able put our question to the test.

Who is the Curriculum Framework for?
The curriculum framework was developed for teachers who:
e work with LESLLA learners.
e Teach a class of learners who have the same first language or tutor
individual learners.
e Teach or tutor learners who are interested in pursuing first literacy skills
and target language and literacy skills.
e want to support learners’ first language literacy skills before they work on

English literacy skills.

How is it organized?

Section 2 - Drawing from Research: A Literature Review

Note about what’s included in the lit review — scope of the research

Section 3 — Before You Being - The Intake Process
This section provides an overview of resources included in the Intake Process

Package in Farsi, Nepali, Tigrinya, and English.

Section 4 - A Facilitator’s Guide for Teaching Adult Emergent Readers
The Facilitator’s Guide includes background information on:
e Best practices for teaching LESLLA learners

e Balanced literacy instruction

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society



e The 5 Components of Reading

Section 5 - Sample Tasks
This section contains learning tasks to support reading and writing development.
These tasks support:

e Pre-reading skills

e Word knowledge

e Phonics skills

e Phonemic awareness

Section 6 - Sample Unit Plan
The framework includes a sample unit plan based on the Whole-Part-Whole
teaching methodology described in Section 4. Use this unit plan to help you think

about incorporating the 5 components of reading instruction in your classes.

Appendices

Appendix 1 - Language Structure and Teaching Tips by Allison Bajt

In this section, you will find background information and teaching tips to support
language and literacy development in three languages (Farsi, Nepali, and
Tigrinya). The Language Backgrounders offer a small window into the rich
linguistic abilities learners already possess. They also support teachers to talk
about language with their learners. The Teaching Tips offer suggestions for
teaching for L1 literacy. They offer ideas about similarities and differences
between the L1 and English, and how they might affect L2 language and literacy

development.
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Appendix 2 - An Analysis of Farsi/Persian, Nepali, and Tigrinya
An Annotated Bibliography by Allison Bajt

An overview of research that informed the L1 Structure and Teaching Tips
(Appendix 1), the annotated bibliography is the place to go if you want to learn

more about these articles.

Appendices 3-6: Intake Materials Literacy Assessment Tools
The literacy assessment tools address the 5 Components of Reading:

Phonemic awareness

e Phonics
e Vocabulary and word knowledge
e Fluency
e Comprehension
The assessment tools also address print awareness, or what a reader knows and

understands about the purposes of print-text and how it is used.

The 5 Components of Reading are described in the Facilitator’s Guide for Teaching

Adult Emergent Readers.

How do | use the Curriculum Framework?

The curriculum framework is a set of tools for communities who are interested in
biliteracy classes for adults learning to read and write for the first time, in any
language. As you review the document, you will find a review of what we know
about biliteracy programs with LESLLA learners. Then there are tools for teachers

and program administrators who have determined a need for biliteracy classes in
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their communities. We have created a framework that offers you support to make
decisions about instructional practice that is based on research and best practice
with LESLLA learners. The framework offers teachers flexibility to adapt content

to learners’ needs.

Use the tools in this framework to:

e |dentify a need for biliteracy instruction for LESLLA learners in your
community

e |dentify learner’s knowledge and experience with language(s) and with
school

e |dentify learner’s L1 reading and writing skills

e Learn about best practice for teaching adult learners who are learning to
read and write for the first time, in any language

e Design learning opportunities that incorporate the 5 Components of

Reading Instruction
Order of Instruction
We suggest starting with L1 literacy classes. Work in the L1 until learners have
developed some basic reading and writing skills. We have seen models ranging
from 8 weeks of L1 literacy instruction (Commonwealth of Australia, 2009) to 12

weeks (Burtoff, 1984), all before introducing the L2.
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When you introduce L2 instruction, you will be introducing both English oral skills
and literacy skills. As you will see in the Facilitator’s Guide for Teaching Adult
Emergent Readers, oral skills and literacy skills are connected. Reading and
writing skills build on existing oral language. Listening, speaking, reading and

writing all need focused instruction.

Opportunity for Learning

As you work with the Curriculum Framework, take note of what worked and what
didn’t work. Research on biliteracy instruction with LESLLA learners is
exceptionally limited. You might consider using this opportunity to conduct
teacher research or action research. When we share our experiences, we can all

learn from each other.
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Glossary of Terms

balanced literacy instruction. literacy instruction that intentionally includes tasks
to make meaning of the text and tasks to develop specific reading and writing
skills, like phonics

biliteracy instruction. a teaching method where first language literacy instruction
used to support second language literacy instruction later.

comprehension. in reading instruction, comprehension refers to making meaning
of the text.

fluency. in reading instruction, fluency is necessary for comprehension. reading
fluency is made up of these elements: reading speed, automaticity, phrasing
(grouping words together); and the ability to access words and their meanings in
their oral repertoire

L1. a learner’s first or home language

L2. refers to the language a learner is learning, whether that be their second,
third, or fourth language

LESLLA. Literacy Education and Second Language Acquisition (LESLLA) is an
organization made up of practitioners, researchers and policy makers committed
to better understanding and meeting the needs of adult learners with no to
limited literacy in the first language.

LESLLA learners. Adult learners who are beginning to read and write for the first
time in any language, and in a language that is new to them.

metalinguistic awareness. the ability to think about and analyze language and
how it works.
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phonemic awareness. the ability to identify individual sounds or phonemes (not
letters) and, eventually, to manipulate those sounds

phonics. in alphabetic languages, the relationship between grapheme (letter) and
phoneme (sound)

print awareness. what a reader knows and understands about the purposes of
print-text and how it is used

sight words. words that are used frequently and are recognized automatically

target language. the language a person is learning

| © CanlLearn Society



Section 2: Drawing on Research — A Literature Review

Introduction

Approaches to additional language (L2) programming and instruction varies, and
necessarily so, for newcomers to Canada. While in some cases differences may
result due to preferences for one teaching methodology over another, there is
also the very real fact that newcomers have a vast array of goals, background with
the L2, and arrive at different life stages. For some time, the Canadian Language
Benchmarks (CLBs) have been differentiated for newcomers who have developed
no to limited literacy in the first or home language (L1) as is evidenced in the
official CLB documents (Johansson et al., 2001; CCLB, 2016). The Canadian Centre
for Language Benchmarks now recommends designated classes for adults who
are learning to read and write for the first time, and doing so in their L2, or LESLLA
learners. One might argue that we have come a long way in our delivery of L2
programs. However, as we become more aware of LESLLA learners in our
classrooms, we might also wonder why it appears that many do not make
progress expected considering the level of time and effort expended into their
studies. To the author’s knowledge, we do not have quantitative research to tell
us how LESLLA learners perform in LINC classes or other L2 programs in Canada.

We do know, however, that programs across the world are not as effective as we
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would like with LESLLA learners. With this knowledge, there is opportunity to
consider adaptations to existing programs, or to reconsider our programming and
teaching methods with LESLLA learners as a whole.

With this in mind, the following literature review briefly reviews what we know
about the role of L1 literacy in L2 language and literacy development before
describing promising practices for instruction with LESLLA learners. It also
considers the benefits of using the L1 in L2 learning, and endeavors to learn from
programs that offer L1 literacy instruction to LESLLA learners who have not had
prior access to formal schooling in the country of origin or developed print
literacy, as a means to support L2 language and literacy development.

As noted above, while the field is perhaps doing a bit better at connecting L2 and
literacy learning to learners’ needs, we have so far had limited success in
successfully supporting LESLLA learners’ reading and writing development. After a
10-month study with adult L2 learners in Finland who were learning to read for
the very first time, Tammelin-Laine & Martin (2015) concluded that 1400 hours
are not enough to develop functional literacy skills in the L2. Note that this is in
the Finnish language which has a transparent orthography, unlike the English
writing system. In an overview of studies on LESLLA learners and second language

and literacy acquisition in the Netherlands, Kurvers (2015) indicated it may take
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up to two years for a learner to “read simple short texts”; authors referenced
studies that included one by Stockmann (2006), who found that after 950 hours,
learners were able to decode “simple monosyllabic words and very short texts”. A
service designed to support struggling adult English Language Learners in Calgary,
Canada, saw the majority of referred learners had between zero and nine years of
schooling prior to migration. Of those, just over half accessing the service
reported zero to three years of prior schooling and had not developed print
literacy in the L1 (Wall, 2015). While LESLLA learners who are new to print literacy
and to formal schooling are making some progress in second language and
literacy acquisition, that progress appears to be limited. Burtunk and Vanbuel
(2017) described the situation in the Netherlands as one where ‘official language
and literacy programs do not seem to lead to the desired results for LESLLA
learners in general’. Perhaps this observation fits in Canada, as well.

LESLLA learners bring a wealth of knowledge and experience with language to
their learning. Lack of access to schooling or literacy does not equal the person or
their intelligence. Many LESLLA learners speak multiple languages and navigate
complex systems in the host country but have not developed the reading and

writing skills so prized by host countries. LESLLA learners are multi-dimensional
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people who also happen to be learning to read and write for the first time in any

language, and they are doing this in a language they are still learning to speak.

Implications of L1 Literacy

Levels of first language (L1) literacy for adult newcomers has implications far
beyond the classroom. Upon arrival in a hyper-literate context like Canada, adults
who have not previously developed print-literacy skills in any language may find
themselves experiencing additional barriers to life in their new home. Adults who
have not developed print literacy are less likely to find employment, especially at
a living wage (Young-Scholten, 2013). There are also increased barriers in access
to social services (Gonzalves, 2012; Wall, 2017). While LESLLA learners attend
second language (L2) literacy programs with the aim to gain independence
(Gonzalves, 2012; Love & Kotai, 2015; Pothier, 2011; Wall, 2017), such learners
are making minimal gains after lengthy enrollments in L2 programs. As an
example, a learning support service offered to all LINC providers, ESL literacy
programs, and employment training programs for language learners in Calgary
saw the vast majority of referred learners reported no to limited prior schooling
(Wall, 2015), suggesting that teachers and program staff saw a need for additional

supports for LESLLA learners in their programs.
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Limited L1 literacy has implications for settlement in a host country and for L2
language and literacy development. Despite the paucity of research investigating
LESLLA learning, there have been some interesting findings related to differences
between L2 language and literacy acquisition with adults who are accessing
formal education and literacy for the first time and those who have accessed even

a few years of school in the L1.

LESLLA Learners and the Four Strands of Language Learning

LESLLA learners vary in their experience with print-text literacy. Some may have
attended primary school or learned basic reading and writing skills from a family
member, while others grew up in environments where exposure to print-literacy
itself was limited. These variances are reflected in the trajectories of LESLLA
learners’ second language and literacy acquisition.

Research suggests literacy develops similarly with adults who are new to print
Iteracy as it does with young children. A key difference suggested by one study’s
results is that unlike children, for LESLLA learners with no prior schooling and who
are new to print literacy, exposure to environmental print may affect a person’s
knowledge about uses for text, and even the ability to identify differences

between logos and words as noted in one study (Kurvers et al., 2008). Even so,
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exposure to environmental print does not lead to the ability to read or utilize
print text. Unlike oral skills, which can be ‘picked up’ and which children learn
without formal instruction, reading and writing skills are not learned implicitly.
Adult learners who are new to print literacy need explicit, detailed instruction on
the connection between the written code and oral language (Kurvers, et al., 2008;
Onderlinden et al., 2009) to learn to read.

Research shows that we have much to learn from the way children develop print
literacy. Systematic studies on reading abilities of LESLLA learners who are
developing print literacy for the first time (Young-Scholten & Strom, 2006; Young-
Scholten & Naeb, 2010) have shown the early stages of reading development
nearly mirror those of young readers. In one study involving adult Somali and
Vietnamese speakers (Young-Scholten & Strom, 2006), test measures followed a
similar pattern to those investigating children’s reading development. However,
phonemic awareness developed only with exposure to an alphabetic script (like
English, Somali, or Vietnamese). Consequently, adults had not accessed formal
schooling and who were new to print literacy scored significantly lower on tasks
measuring phonemic awareness compared with adults who had up to five years

of prior schooling. Further, adults without phonemic awareness were not able to
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read or decode single words, and everyone who had some phonemic awareness
was also able to decode or read some individual words.

In the research, we have seen examples of adult L2 emergent readers developing
some basic literacy skills, such as letter-sound correspondence, some blending
skills, and reading at the word level (van de Craats & Peeters, 2012; Kurvers, et. al,
2010), and even simple sentence level with known language (e.g, Tammelin-Laine
& Martin, 2014). We have not had the same success supporting LESLLA learners
who have not accessed formal schooling and who are new to print literacy to
develop reading fluency and comprehension (van de Craats & Peeters, 2012), as,
in these studies, LESLLA learners who had not developed print literacy continued
to labour over decoding individual words, despite evidence suggesting a critical
period is a factor (Young-Scholten & Strom, 2006). Working memory is an
important consideration in reading instruction. When readers read too slowly (i.e.
without fluency), the working memory cannot make use of words read and
connect them to make meaning of the text. Literacy instruction must incorporate
sufficient emphasis on reading speed to support reading fluency and
comprehension.

While studies into writing development in LESLLA learners is exceptionally limited,

Kurvers and Ketelaars (2011) note that samples of writing in studies with adult
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emergent writers (Boon & Kurvers, 2008; Kurvers, 2002; Kurvers & van der Zouw,
1990; van Hout & Vallen, 2009 all as cited in Kurvers & Ketelaars, 2011) exemplify
similar features to those of young emergent writers. Adult emergent writing likely
also begins with an understanding of “directionality and linearity”, then
recognition that writing is varied; it must have symbols that look different from
each other, and eventually that writing has a minimum number of letters grouped
together. Emergent writers may then be able to attempt to write a few sight
words by remembering the shapes of letters and words. This all takes place
before understanding the connection between sounds and letters.

In their study on the use of spelling strategies, Kurvers and Ketelaars (2011)
analyzed writing samples of 90 adult Dutch as a Second Language (DSL)
developing print literacy skills for the first time. Learners had from 0-2 years of
prior schooling and had not developed print literacy skills in the L1. Researchers
determined it useful to identify five spelling strategies used by learners at three
different levels in DSL programs: pre-phonetic, semi-phonetic, phonetic,
phonemic, and conventional spelling. The majority of learners’ spelling strategy
use corresponded to their DSL class level. There were a few outliers, however,
and researchers have suggested further study into the influence of L1 compared

to L2 phonology on emergent writers’ ability to hear and spell sounds.
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When it comes to writing, LESLLA learners face an added challenge not faced by
young L1 emergent writers. If L2 phonemes do not exist in a learner’s L1, a learner
may not be able to access them, potentially affecting spelling (Kurvers &
Ketelaars, 2011). Another key difference in the rate of children’s writing
development and that of LESLLA learners is that the latter get substantially less
practice than children do. The researchers concluded that spelling must be taught
explicitly for the development of both writing skills and aural processing.

A survey of scientific research (Heuttig, 2016) also points to literacy’s implications
for phonological processing, aural language processing, and visual tracking.
Studies of the impact of literacy on phonological awareness date back to a study
of Portuguese adults who had not learned to read as children (Morais, Cary,
Alegria & Bertelson, 1979), wherein tests were administered with two groups:

one consisting of adults who had not developed print literacy and another group
who had learned to read at age 15 years or older. Participants were assessed on
their ability to add or remove a given ‘phone’ (phoneme) that would result in non-
words in one set or in words in another set. Most adults who were new to print
literacy were unable to do so, while 72% of those who had developed some print
literacy in classes from the age of 15 were able to complete the task. Heuttig

(2016) offers numerous other examples of the relationship between phonological
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processing and print literacy before delving into the influence of reading ability on
the predicting aural text.

Tarone and Bigelow (2005) first hypothesized the potential effects of literacy on
oral SLA: previous studies on oral L2 acquisition assume a certain level of
metalinguistic awareness, something that is likely developed as a result of
literacy. They argued, “if L2 learners do not have awareness or ability to
consciously manipulate phonemes, morphemes and words in the L2, then they
cannot notice enhanced input or corrective feedback targeting those phonemes,
morphemes and words“ (p. 11).

Additional studies have looked into literacy’s effects on metalinguistic awareness.
One Dutch study (Onderdelinden et al., 2009) tested variables related to word
concept in adult L2 learners who had not accessed formal schooling in the country
of origin. All participants except one had not attended school in the country of
origin, had a minimum level of Dutch speaking skills. Learners in the first group
had not yet developed print literacy skills in the target language; learners in the
second group had approximately two years of Dutch as a Second Language (DSL)
instruction in the Netherlands and were reading at approximately an Al level in
the Common European Framework. Results of the study showed that 1) the

learners with some DSL reading skills were better able to isolate words in oral
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language than learners newer to print literacy; 2) open class words were better
isolated than closed class words and; 3) disyllabic words were better recognized
than monosyllabic words by both groups of participants. In another study
(Kurvers, et al., 2008) examining sentence segmentation practice of children who
have not yet developed print literacy, LESLLA learners who had not yet developed
print literacy and literate adults, LESLLA learners who had not yet developed print
literacy were most likely to segment sentences into multi-word phrases, or tack
function words onto neighbouring content words.

Metalinguistic awareness may affect ways in which L2 oral language is acquired,
and thereby teaching techniques such as recasting (Tarone, et al., 2007; Strube,
2008). Oral recasting is a technique teachers use when L2 learners produce an
oral miscue. Teachers repeat the same phrase back to the learner with
corrections, to encourage the learner to notice the miscue. The learner is meant
to implicitly pick up the error, then repeat the sentence back to the teacher with
corrections. Tarone, et al., (2007) undertook multiple studies on the use of oral
recasts with less and more literate learners in the U.S. Uptake consistently varied
dependant on literacy level. Results from a small non-experimental analysis

(Strube, 2008) of recasts in three different classrooms suggest that the type of
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recasting used with LESLLA learners matters: there was an increased uptake when
recasts were salient, or learners knew what to listen for during recasts.

L2 oral skills are not only as important as the literacy skills: stronger L2 oral
language skills have been correlated with higher literacy scores (Kurvers &
Stockmann, 2009; Condelli et al., 2003). Designated classroom time to focus on
oral language is critical (Strube, van de Craats & van Hout, 2013), and we have
much to learn about how L2 oral skills develop with adults developing reading and
writing skills for the first time. We do not yet know how literacy affects L2 aural
comprehension for adult L2 literacy learners (Laberge et al., 2019).

Research to date shows that literacy develops in LESLLA learners similarly to the
way it develops in young children. The next section of this paper highlights

promising practices in literacy instruction with LESLLA learners.

Promising Practices for Literacy Instruction with LESLLA Learners

With nominally existent research into adult biliteracy programs with LESLLA
learners, there is no clear indication of what works or doesn’t work in such
programs. Studies into the effects of different teaching methodologies with
LESLLA learners in the L2 are also limited. And though there is a great deal of

research into developing literacy in young children, different approaches may
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yield the desired results (Clay, 1991), so long as we understand reading processes
and offer clear instruction and many opportunities for learner success.

While there are many approaches to second language and literacy instruction,
there are now some promising practices for the LESLLA classroom: a balanced
literacy approach, that begins and ends with the bigger picture, and endorses
explicit instruction and regular practice of discrete skills. The Whole-Part-Whole
approach to second language and literacy instruction is one such approach
(Trupke-Bastidas & Poulos, 2007; Vinogradov, 2010). And while L1 literacy
development happens differently from L2 literacy acquisition, we can also draw
from what we know about how literacy develops in children. One way to frame
literacy instruction is to integrate the 5 Components of Reading Instruction
(Learning Points Associates, 2004), a commonly used framework in children’s
education programs. The 5 components are: phonemic awareness, phonics,
vocabulary, fluency, and comprehension. The following section describes the

Whole-Part-Whole model.

Whole-Part-Whole Literacy Instruction

In North America, many LESLLA practitioners have become proponents of Whole-

Part-Whole framework, as described by Trupke-Bastidas and Poulos (2007). The
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first Whole in this framework is where a context is introduced for all other
instruction. This context, or theme, is relevant to learners’ day-to-day lives
(Wrigley & Guth, 1992). Here, the teacher draws on learners’ existing knowledge
and experience of a topic and builds on existing schema. Beginning with a
relevant context encourages “meaning-making” from the very start (Wrigley,
2003; Vinogradov, 2008; Vinogradov & Bigelow, 2010). It begins with concepts
learners are familiar with, with the use of pictures, realia, and magazines (Wrigley,
2003). The Part focuses on form, and is where discrete skills are introduced and
practiced. These skills may include vocabulary building, grammar points, syntax,
phonics, dialogue skills, pronunciation, and so on (Trupke-Bastidas & Poulos,
2007; Vingradov, 2008). The way in which these skills are taught and learned is as
important as the content itself. Teachers in a qualitative study (Vinogradov, 2015)
tried teaching strategies designed to support young readers with dyslexia with
LESLLA learners: although these two groups of learners experience reading
difficulty for different reasons, many of the reading challenges are similar.
Teachers in the study described the value of offering explicit instruction,
multisensory methods of learning, providing structure (routines), and creating
plenty of time and practice to ‘access success’ in reading. These findings are

relevant for designing learning activities for LESLLA learners, particularly those
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‘Part’ activities, focused on discrete skills. Finally, after much practice with the
‘Parts’, the class moves back to the Whole, where skills learned are used in real-
life scenarios.

In a teacher training video (New American Horizons, 2010) on teaching emergent
readers, Andrea Echelberger demonstrates Whole-Part-Whole methodology in
action over the course of a unit on hardware stores. To build schema, the class
first visits a hardware store and looks for items they might use in their homes. The
learners work on vocabulary, sentence structure, and reading skills through and
Language Experience Approach story, games and activities, before writing a letter
to a landlord about a problem in the apartment.

What types of contexts, or themes, are relevant to learners lives? LESLLA learners
themselves are best positioned to answer that question (Vinogradov, 2008;
Bultynk & Vanbuel, 2017). In recent qualitative studies where LESLLA learners
have described their own reasons for attending classes, those reasons have been
largely to do with developing independence. Learners wanted to attend medical
appointments by themselves (Gonzalves, 2012) or using public transit (Wall,
2017). Speaking about the value of English language and literacy in Canada,
women with LESLLA backgrounds said they needed English language and literacy

skills to read government documents and fill out forms that are required to access
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most social services. Discussing the value of literacy, one woman said, “What can
you do without it?”, indicating a need for the language and for literacy in every
aspect of her life in Canada. Women in the study who had stronger English oral
language skills used English to talk to their doctors, bus drivers, and their
children’s teachers. Those with stronger literacy skills were able to fill out some
forms on their own. However, as Bultynk & Vanbuel (2017) remind us, LESLLA
learners are not a homogenous group; we can learn a lot about learner goals,
perspectives on learning, and learning processes simply by asking, especially
when the L1 is used in the process. Instructional content is then informed by

learners’ need for language and literacy in their day-to-day lives.

The 5 Components of Reading Instruction

The 5 Components of Reading Instruction can be addressed within a Whole-Part-
Whole model. Phonemic awareness, phonics, vocabulary, and fluency all lead to
the purpose of reading: comprehension.

Phonemic awareness refers to the ability to identify individual sounds or
phonemes (not letters) and, eventually, to manipulate those sounds. As noted
earlier, phonemic awareness appears to develop alongside print literacy in an

alphabetic script (Young-Scholten & Strom, 2006). As such, phonemic awareness
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must be taught explicitly, and in tandem with phonics skills. Tasks to support
phonemic awareness include isolating phonemes, blending onset-rimes, and
blending phonemes (Learning Point Associates, 2004; Reading Recovery Canada,
n.d.). At a complex level, readers manipulate phonemes by replacing one sound
with another to make a new word. Phonemic awareness works in tandem with
phonics to support reading and writing (Learning Point Associates, 2004).
Phonics refers to the relationship between grapheme (letter) and phoneme
(sound). Understanding and employing phonics in English is no easy feat. The
English language has a deep, opaque orthography. While the relationship
between consonant letters and sounds are generally consistent, in one analysis,
vowels in a list of the most commonly CVC words were found to follow the ‘rules’
about half of the time (Vainikka, 2016 as cited in Nash, 2017). Nevertheless,
developing readers need to be taught phonics rules purposefully and to have
plenty of opportunity for practice. Letter-sound correspondence is taught
systematically (Learning Point Associates, 2004). That is, letters and sounds that
appear frequently (e.g. ‘c’ for /k/) are taught before letters and sounds that
appear less frequently (e.g. ‘c’ for /s/ or ‘v’ for /v/). Teachers clearly state that a
specific letter represents a specific sound. This instruction is embedded in

meaningful text.
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In order for a reader to understand that meaningful text, they must ready
fluently. Fluency occurs when a reader reads words with enough speed that text
remains in working memory long enough that the reader can make sense of the
text. It also involves grouping words together, or phrasing (Rasinski, 1990 and
Hooks & Jones, 2002 as cited in Learning Point Associates, 2004). Reading fluently
requires a certain level of automaticity. Individual words no longer need to be
sounded out the majority of time. A reader is also able to access the
pronunciation for and correct meaning of words from their oral repertoire
(Learning Point Associates, 2004). One marker of reading fluency is reading with
expression.

An expanding reserve of oral language is needed to read fluently. One reason that
reading builds on existing oral language (Vinogradov & Bigelow, 2010). To sound
out unfamiliar words, young readers connect their attempts at decoding to stores
of vocabulary in their oral language bank to determine whether their attempts
make sense Learning Point Associates, 2004). For this reason, it’s important
to introduce new vocabulary to developing readers before they encounter the
word in print. Note that vocabulary is developed in all four strands: listening
vocabulary, spoken vocabulary, reading vocabulary and written vocabulary.

Vocabulary development occurs when words are learned deeply, practiced in
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different ways and engaged with in a variety of texts (Learning Point Associates,
2004).

Comprehension relates to making meaning of text. Although comprehension can
only occur when a reader is able to engage each of the other four components
described, comprehenders also employ comprehension strategies or strategies to
think about what they have read (Learning Point Associates, 2004). Two common
comprehension strategies recommended for early readers are drawing on prior
knowledge and asking questions. When learners engage with prior knowledge
about the topic they are reading about (or listening to), they are able to use that
knowledge to check whether their reading makes sense and add new information
to the knowledge already in place. For this reason, it is important to discuss a
topic prior to introducing the reading text. This enables learners to both activate
existing knowledge on the topic and learn new information about the topic from
their peers (and the instructor, if needed). To develop this strategy use in new
readers, teachers work with learners to draw connections between what learners
are reading and their prior knowledge. Generating questions, the second
comprehension strategy for early readers, is a simple technique that keeps
readers focused on and engaged with the text. It includes predicting what will

happen in a text prior to reading, asking readers questions that will engage both
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their comprehension and their analytical skills. Like reading instruction overall,
strategy use should be taught explicitly, modeled, and practiced extensively with
support before developing readers are expected to try the strategies on their

own.

L2 Learners: Additional Factors

The instructional content and methodology described above provides a useful
framework for providing relevant instruction in LESLLA programs, and key content
for developing reading skills. Starting with the Whole in a Whole-Part-Whole
framework allows us to begin with LESLLA learners’ strengths, to a point.
However, there is one strength all LESLLA learners bring to the classroom that has

not been addressed above; that is, learners’ fluency in their L1.

Making a Case for Biliteracy Instruction

While the belief that the L1 should not be used in the language learning classroom
(e.g. teachers in Thieves, 2011 study), research fully underscores the value of L1
use to support second language acquisition (Peyton, 2012). In the biggest LESLLA
study to date, the What Works Study, researchers advocated the use of L1 in L2
classes to clarify instructions and difficult concepts, thereby reducing the

cognitive load on learners. (Condelli, et al., 2002).
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Using the L1 to support L2 instruction recognizes learners’ expertise in language
use enables learners and teachers to draw on their experience of language
(Makulloluwa, 2016). This, in turn, repositions learners’ and teachers’ relationship
to power, as learners draw on their own experitise of the L1; teachers are no
longer considered the sole experts in the classroom. L1 use in the L2 classroom
reduces anxiety and the affective filter, which we also know increases language
learning. The L1 in language learning “preserves the cultural and linguistic and
cultural identities of the language learner” (Makulloluwa, 2016, p.1; Bajt, 2019).
There has been a recent trend as teachers are beginning to view bilingualism or
multilingualism as an asset to be tapped rather than a non-aspect of a
newcomer’s life and learning (Minuz, et al., 2020). This presents an opportunity

for greater L1 or heritage language use in the classroom both orally and in print.

L1 Literacy and Biliteracy Programs with LESLLA Learners

Strategic use of the L1 supports L2 development, and prior schooling and L1
literacy development supports L2 language and literacy development. What does
the literature say about L1 literacy instruction with LESLLA adults and its role in L2

language and literacy development, or biliteracy programs? A handful of studies
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have described such programs and outlined benefits and challenges to running
such a program.

The first identified study (Burtoff, 1984) on biliteracy instruction explored the use
of L1 literacy instruction on L2 literacy development for adults in the New York
City region. All learners involved in the study reported less than two years of L1
schooling and had not developed print literacy skills in the L1, Haitian Creole. In
this comparative study, learners were randomly placed into one of two types of
programs. Group 1 classes began with 12 weeks of Haitian Creole literacy for six
hours per week, followed by 12 weeks of ESL instruction. Group 2 classes were
ESL only, offered in two 12-week cycles, also for 6 hours per week. When pre- and
post-test scores were compared, unsurprisingly, Group 2, with 24 weeks of ESL
instruction, experienced greater gains in their English oral skills. However, the
group that started with Haitian Creole literacy classes made slightly greater gains
on their English reading and writing scores. Burtoff (1984) concluded that L1
literacy skills transferred to L2 literacy, despite half of the ESL instruction hours.
Anecdotally, increased self-efficacy and confidence was noted in the group that
received L1 literacy skills, but not in the ESL only group. The author concluded
that a combination of L1 literacy instruction and ESL instruction was likely to

improve L2 acquisition, but noted that further controlled studies were needed.
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In 1992, the Center for Applied Linguistics (Gillespie & Ballering) published a
comprehensive report on L1 literacy instruction in the United States. At the time,
Gillespie and Ballering (1992) identified L1 literacy programs in languages
including Spanish, Haitian Creole and Hmong across the country. Many of these
programs were small, community-based programs. These programs were initiated
because learners who had not learned to read and write in the L1 were taking
longer than expected in their ESL programs. They also aimed to maintain linguistic
and cultural identity of the learners. Reported benefits of Native Language
Literacy programming included increased learner retention, learners being able to
engage with complex issues from the start (compared to ESL classes, where they
did not have the language to engage deeply), the ability to discuss metalinguistic
issues, and increased learner engagement in their communities. The report
identified challenges to running L1 literacy programs. These included limited and
short-term funding. They also noted the lack of attention given to developing
curriculum, assessment tools and research when sourcing funding was a main
priority to keep programs running. Gillespie and Ballering (1992) described the
dearth of research on the subject making it difficult to advocate for program
funding and called for research to measure the impact of L1 literacy instruction on

L2 literacy acquisition.
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A Minneapolis study (Malaga, 2008) described and analyzed participatory Spanish
L1 literacy programming with LESLLA learners who had not developed print
literacy in the L1. Mdlaga (2008) found the small program implemented benefited
all participating learners. Learners were invested in the classes and reported using
L1 literacy in the real-world as a result of the lessons. Interestingly, key to the
skills we are told LESLLA learners require, “learners’ wisdom and comments on
their own “discoveries” mirrored the metalinguistic, metacognitive, and
metaphorical meaning of the scholars and researchers in the field of literacy.” (p.
146). Though Malaga’s study did not follow learners into the ESL literacy
programs it aimed to transition learners into, the author noted that L1 literacy
learning has the potential to support L2 acquisition with adults who are learning
to read and write for the first time, in any language. She argued that L1 literacy
should be part of ESL literacy programming and recommended studies that
measure the transfer of L1 to L2 literacy skills in LESLLA learners who had
previously not developed print literacy.

Action researchers in Australia piloted a biliteracy program with adult Dinka
speakers (Commonwealth of Australia, 2009). Learners attended eight weeks of
L1 Dinka literacy classes before continuing on to 11 weeks of ESL literacy classes.

Dinka-speaking staff supported the L2 classes. The project team developed Dinka
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and English pre- and post-assessments, as well as instructional materials in
partnership with a Dinka literacy association. Action researchers noted that use of
the L1 and support of bilingual teachers in the ESL classroom yielded positive
results, particularly when discussing conceptual information. However, the
project was limited by inconsistencies in understandings of literacy. As a result,
the first 8 weeks of the program emphasized alphabet recognition, while the ESL
segment included Language Experience Approach stories and numeracy activities
based on grocery flyers. Despite limitations of the program design, learners
showed increased sight word vocabulary and decoding abilities, as well as the use
of contextual cues at the end of the English literacy classes. Learners showed
increased confidence and reported that they studied at home more. At the end of
the project, authors recommended a strong teacher training component for L1
literacy teachers, well before the program starts, to promote a rounded approach
to literacy instruction in both segments of the program.

The teacher-researcher (Brumback, 2014) of a pilot project ESL class in Kakuma
refugee camp, Kenya, also pointed to the importance of instructional practice as
key to learner interest and SLA. The teacher taught an ES/FL class with Somali
adults with beginning levels of L1 literacy as part of a pre-arrival program to the

United States. The program was largely unsuccessful, with prescribed teaching

| © CanlLearn Society



methodology that emphasized alphabet recognition, but not letter-sound
correspondence, and vocabulary instruction often tied to resettlement goals in
the United States, much of which was not immediately relevant to learners’ lives.
Additionally, learners with no prior literacy were unable to keep up with the
curriculum demands. Brumback (2014) recommended teaching Somali literacy
would be of greater benefit to adults learning to read and write for the first time,
and that the L1 literacy skills would eventually transfer to English L2 literacy
learning when learners arrived to the United States.

Little has changed since Gillespie and Ballering’s (1992) call for research into the
impact of L1 literacy instruction on L2 language and literacy acquisition for adults
who are learning to read and write for the first time, in any language. We know
that L1 literacy, no matter what script, promotes second language and literacy
development. However, it appears there is no body of research into the effects of

L1 literacy instruction in support of L2 literacy development with adults.

Conclusion

As research specific to LESLLA learners grows, we are learning more about how L1
literacy affects L2 language and literacy acquisition. We are also learning more

about ‘what works’ for LESLLA learners in the classroom. With the current
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understanding that L1 use can be supportive of L2 acquisition, we are now faced
with questions surrounding how to use the L1 to support L2 language and literacy
development, particularly with LESLLA learners. If we are not seeing the desired
results from in our L2 and literacy programs with LESLLA learners who are new to
school and new to print literacy, we may wish to consider how to better leverage
the strengths learners bring to language and literacy development, including

learners’ oral skills in the L1.
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Section 3: Before You Begin - The Intake Process

The intake process is key to understanding your learners. We suggest conducting

the learner intake in the first language.

The Tools

This Curriculum Framework includes a set of tools to support the intake process in
the L1 and the L2. Use these tools to help you get to know learners’ goals,
language, and literacy abilities. Understanding your learner will help you plan

your classes.

We have included these resources in Farsi, Nepal, Tigrinya and English:

e Intake Interview

e Assessment Tools based on the 5 Components of Reading Instruction
o Concepts about print
o Phonics
o Sight symbols and words
o Reading fluency and comprehension
o Phonemic awareness

e Oral vocabulary assessment (English only)

How to Conduct the Intake Assessment

Conduct the assessments over the course of several classes. You might spend 15
minutes or 30 minutes assessing learners’ skills at a time before switching to a

tactile, interactive learning activity. Instructions for using the intake assessment
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tools are included in the assessment tools appendices. Follow the instructions

included in each assessment and jot down your observations.

After the Assessment
The purpose of the assessment is to inform instruction. The assessment will help
you:

e |dentify what learners know about language and print

e |dentify a starting point for instruction
When you teach, use what learners already know as a foundation for your
lessons. Introduce skills that learners have not yet developed a little at a time

using the Whole Part Whole method described in Section 4.
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Section 4: A Facilitator’s Guide for Teaching Adult
Emergent Readers

Context

This curriculum framework has been developed as a tool for instructors working
with adult learners of English as an additional language and who are also learning
to read and write for the first time, in any language. We have taken a balanced
approach to literacy development. This framework draws on whole-part-whole
methodology, made popular among North American LESLLA practitioners in
articles by Trupke & Bastidos (2007) and Vinogradov (2010). The 5 components of
reading instruction (Antunez, 2002) are naturally embedded within the whole-

part-whole method.

. . _ N o Learn more:
By starting with reading and writing skills in Watch Andrea
the mother tongue, learners will draw on their Echelberger’s classroom

existing knowledge and experiences of demonstration of whole-

part-whole literacy

language to develop new skills. We expect that
gu3g P P instruction in the video

there may be several benefits to learning to Building Literacy with
read and write in the first language, one being Adult Emergent Readers
by New American Horizons

a stronger foundation on which to build
(2010).

literacy skills in English.

Much of the curriculum framework is the same in each of the parallel documents
for first language literacy. Because of differences in each language, you may see

differences in these areas:
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e Word knowledge

e Phonics

e Phonemic awareness ‘W

Parts in Whole-Part-Whole Instruction work
together to support fluency and comprehension.

A Note About Literacy Instruction

Literacy instruction
e draws on learners’ knowledge and experience of the world.
e isrelevant to learners’ interests and needs in their real-world contexts.
e builds on learners’ existing repertoire of oral language.
e s explicit and intensive (Torgesen, 2002), with an emphasis on discrete

skills.

Learning to read and write in the first language, versus learning to read and
write in another language. One benefit of learning to read in the first language is
learners’ depth of experience with the language. It also allows learners to develop
metalinguistic skills in a language they already

know. Learners are already familiar with the Metalinguistic awareness
refers to the ability to think

about and analyze language
developing L1 literacy first, learners are and how it works.

language structure, vocabulary and use. By

connecting literacy to existing knowledge.
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Before focusing on literacy learning in another language, it is important to

develop some oral language skills. Literacy skills are built on oral language.

Draw on learners’ knowledge and experience. Adult literacy learners bring a
wealth of knowledge, experience and skills to the classroom. LESLLA learners have
moved countries. Many have held jobs or raised families. LESLLA learners navigate

complex systems on a daily basis. Begin with this in mind.

Relevant instruction is connected to learners’ everyday experiences and needs.
Relevant instruction considers how learners already use language and literacy in
their lives. It also asks how learners want to use language and literacy skills.
Relevant instruction ‘brings the outside in’ (Condelli & Wrigley, 2006). Teachers
can connect classroom learning to learners’ everyday lives by inviting guest

speakers, going on field trips, and using real-life materials in class.

Start with oral language. Remember that LESLLA learners are learning to read and
write for the first time in any language as adults. At the early stages of literacy in
any language, introduce print-text for language the learner already knows orally
(Vinogradov & Bigelow, 2010). This allows learners to ‘hook’ their literacy skills

onto something familiar.

Some learners may have already developed English oral skills before attending
literacy classes. Other learners may be at the early stages of learning English. For
learners with beginning oral language skills, work on listening and speaking skills

first. Skillful literacy instructors build literacy skills on existing oral language skills,
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whether by starting with the learner’s name, familiar places, or other known

language. Use realia and pictures to support oral language.

Explicit instruction breaks down a skill sequentially, so that learners understand
how and why they are doing what they are doing. Learners are not expected to
figure out how things work. For instance, an instructor will tell a learner that the
letter ‘b’ sounds like /b/, or that you can change the first letter of the word (/f/ in

fan) to make a new word (/r/ for ran).

English 1. The letter ‘b’ sounds like /b/.
2. Change the first letter of the word to make a new word. E.g., /f/ in fan to

/r/ for ran

Farsi 1. The letter < sounds like &« &,
2. Change the first letter of the word to make a new word. E.g., /</in 2L
to /3/ for 22

Nepali 1. The letter ‘@ sounds like /kha/.

2. Change the first letter of a word to make a new word. /§I/ in §8 to /&/

for &vH

Tigrinya 1. The letter (fidel) 0 sounds like /be/.
2. Change the first letter of a word to make a new word. E.g., /4 / in ZH1 to
/av / for aviy

Intensive instruction offers plenty of practice with the same skill. When a new
concept or skill is introduced, have learners practice it in different ways and
context over time. This supports mastery. Intensive instruction is not introducing
many new skills at once, nor is it spending a large amount of time on a skill all at

once.
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Pre-reading skills
Depending on learners’ prior experience with print literacy, learners may benefit
from work on pre-emergent literacy skills. Pre-emergent literacy skills include:

e Recognizing pictures and symbols

e Holding a pen, pencil, whiteboard marker comfortably

e Using a keyboard or keypad

Concepts about Print
Concepts about print include:
e Print conveys meaning
e Letters convey sounds
e Words have a beginning and an end
e The particular direction of print on a page
o (e.g., in English, left to right and top to bottom; in Farsi, right to left)

e The ways reading and writing are used

Depending on learners’ prior experience with print literacy, these concepts may
or may not be in place. However, they are foundational to the reading process

(Wren, 2000) and should be taught explicitly if they are not already in place.

The Whole
Begin with the whole in mind. The whole encompasses the context or theme and
the ways we use language in that context. For example, if the theme is

‘healthcare’, then language and literacy is used to book an appointment, talk to a
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healthcare professional about health concerns, understand information about lab
work, and read prescription labels. In this example, the broader topic of

‘healthcare’ and the things we do to access healthcare are part of the whole.

In a whole-part-whole model, we start with and end with the whole. While the
whole may be a thread that carries throughout a unit, the discrete skills outlined
in The Parts are essential for developing the comprehension and fluency

described later in this document.

Relate units and lessons to a theme or context that connects with learners’

interests and needs.

Fluency
Reading fluency is a precursor to comprehension. Fluency requires:

e reading speed

automaticity

phrasing, or grouping words together

the ability to access words (and their meanings) in their oral repertoire

Fluent readers read with enough speed that words stay in the working memory
long enough to make sense of the text. When a reader needs to decode each
word in a sentence, the working memory does not store the information long
enough to connect them or their meaning. To achieve reading fluency, vocabulary
in a text must be familiar and practiced. One marker of reading fluency is reading

with expression.
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Comprehension
Comprehension is the ability to make meaning of text.
Comprehension strategies recommended for

early readers include: Teach, model, and
practice comprehension

e drawing on prior knowledge ) )
strategies extensively.

e asking questions about the text Explicit instruction and
practice, learners will
eventually learn how to

When learners engage with prior knowledge

use the strategies on their
about the topic they are reading about (or L

listening to), they are able to use that
knowledge to check whether their reading makes sense (Reading Recovery
Council of North America, n.d.). They can also add new information to the

knowledge already in place. Read more about this in Set the Stage.

Generating questions is a simple technique

that keeps readers focused on and engaged Settlement themes

with the text. Before reading, ask learners to support newcomers as

they settle in their new
predict what will happen in a text. During communities. Settlement
reading, ask questions that will engage themes include:
learners’ their comprehension and analytical * Banking

) e Civic engagement
skills.
e Employment
e Healthcare
Choose a Topic e Housing

Find out which topics the learners in your class D UIEMEpEEe

are interested in. Offer learners several options
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to begin with. These can include getting to know you themes, settlement themes,

or discussion about famous people.

Set the Stage
Begin with discussion about the topic.
What do learners already know?

e Activate background knowledge. Find out what learners already know
about the topic. For example, if you are talking about transportation, what
modes of transportation do the learners use? Do they take public
transportation to class, drive to class, or get a lift with a family member?
Does anyone walk or bike to class?

e Build knowledge about the subject. Once you know what learners’
experience with and knowledge of the topic is, you can build on what they
already know through discussion and experiences. As a group, you might
take a look at the bus routes that stop near the class, discuss rates, and
how long you can use a transfer in your community.

The topic or theme serve as the context for letters, words, and longer texts as you

work on the ‘parts’. Instruction begins with the whole, then moves to the parts.

The Parts
Incorporate explicit, intensive instruction of each of the ‘parts’ outlined below in
each lesson. Each lesson should include tasks to develop:

e Vocabulary

e Phonics

e Phonemic awareness
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Vocabulary and Word Knowledge
e Begin with what learners already know
e Vocabulary is connected to the theme
e Focus on depth of word knowledge, rather than quantity

e Have learners practice vocabulary in all modalities

Draw key vocabulary from the topic discussed. This can include learners’ names,
language names, and place names. Vocabulary can also be drawn from a
Language Experience Approach story, or from information learned from a
community presentation. For instance, a presentation by a community nurse

might include vocabulary about clinics, hospitals, nurses and doctors.

Build a depth of vocabulary, rather than large amounts of vocabulary. Have
learners practice using words in different ways, many times. Use realia and
photos to support vocabulary development, before introducing words in print

text.

Practice vocabulary in all modalities, listening, speaking, reading (including

reading pictures at the early stages) and writing.

Depending on learners’ readiness, introduce different word forms. For example,

like and likes. Or, study and student. See the table on the next page for examples.
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English 1. like and likes
2. study and student
Farsi 1. 1. ool cowgs (like) and s)ls wowgs (likes)
2. (s sal (3l (study) and sl Gils (student)
Nepali 1. SIT3 (go) and STe& (goes)
2. f9&amerT (school) and fo&aTfeY (student)
Tigrinya 1. AN, labbi (heart) and ANg labbdy (my heart)?!
2. amJ tseweta (play) and 2Pt tetsawati (player)
Phonics

Phonics instruction teaches the relationship between letters and sounds.

Use familiar words and names to introduce initial consonants. When introducing
final consonants and short vowels in English, begin with short, three-letter words

that begin and end with a consonant, such as ‘pen’ or ‘bag’.

Tryitin: Start with Examples
English 3-letter CVC words pen, bag
Farsi 2-letter words oo, K 1S
Nepali Inherent vowels and matras oY (house), A (lotus)
Tigrinya Simple fidels A (seb / a person) and

NAQ (beles / cactus)

The Learning for LIFE: An ESL Literacy Curriculum Framework recommends
introducing phonics in this order for English language learners (2011):

e |Initial consonants

e Final consonants

e Short vowels

1 https://en.wikipedia.org/wiki/Tigrinya language
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e Longvowels
e Consonant blends

e Digraphs

Phonemic Awareness
Phonemic awareness is the ability to identify and manipulate phonemes, or

sounds. Phonemic awareness emphasizes sounds, rather than letters.

Phonemic awareness develops in these stages (Reading Recovery Canada, n.d.):

¢ I|dentification and isolation. At this stage, learners identify individual sounds
aurally. You might ask them to tell you individual sounds they hear in a word.
For example, the sound /p/ is the first sound in ‘pan’. The sound /f/ is the first
sound in ‘phone’. The final sound in ‘pen’ is /n/.

e Blending. At the next stage, learners are given two or more individual sounds
in sequence. The learner then blends these sounds together. For example, a
learner given the onset (initial sound) /p/ and the rime —an and rime would
blend the sounds to say ‘pan/.

e Segmenting. The opposite of blending. At this stage, learners identify each
sound in a word or each onset (initial sound) and rime.

e Manipulation. At the final and most difficult stage of phonemic awareness,
this exercise answers the question, “What happens when...” certain parts of a
word are changed. For instance, what happens when you take the /k/ out of

‘cat’? Or, what happens when you add /s/ before ‘at’?
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Tryitin Identification & Blending Segmenting Manipulation

Isolation
English - /f/-firstsoundin onset-rime Identify each - take the /k/
‘phone’ /p/ and the sound out of ‘cat’
- /n/-final sound in rime —an says (phoneme) - add/s/
‘pen’ /pan/ before ‘at’
Farsi - /¥ -firstsoundin  onset-rime Identify each - take the /<&/
‘Jy /X[ - final /<*/ and the sound out of ‘«&’
sound in ‘8 rime —an says (phoneme) - add /3/ before
jas e
Nepali  _  he syllable & /ka/ SYllables /pa/  Identify each - take the
is the first unitin U, /aa/ 3T, /na/ syllable /paa/ 9T out
the word shdH T o, [ii/ 's"; blend of ‘pani’ 9Tt
(‘lotus’) the sounds to - add /khaa/ @T
say il before ‘ni’ =ir
(water)
Tigrinya - the letter (fidel) + Syllables /®/, Identify each —take the /H/ out
is the first unitin  /&/, and /1/ syllable of HAA
the word t+av% blend to say —add /h/ before
- the letter (fidel) @ the word @27, AA (hAn)
is the last unit in
the word 4«0
Sight Words

Sight words are words that are used frequently and are recognized automatically.
At first, readers will learn to decode these words like any other words (Duke &
Mesmer, 2016). As the words are read and written over and over again, they

eventually become sight words.
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With a LESLLA learner, you might begin building sight vocabulary with learners’
names, the community or city they live in. Sight words, or high frequency words,

may be words frequently seen in environmental print, like ‘stop’, ‘exit’, ‘name’,

and ‘date’.
Tryitin: Examples ‘
English stop, exit, name, date
Farsi Gl =9 A, Al Fu )
Nepali (ﬂﬁﬁ?{/ﬂﬁﬁ (stop), STRRET (exit), ATH (name), TATA (date)
Tigrinya L (1A (stop), kCTeé- (Eritrea), O9° (name), oA (date)
Language Experience Approach stories, or LEA / ) \
Using the Language
stories, are a valuable source of known oral Experience Approach,
language. Common words like |, we, or read might learners develop a

become sight words. Draw on words learners know sty o dner. Ui

_ _ story is usually based
and can use orally to build a bank of sight words. on a shared
experience, like a field
A Note about Syntax i1, 46 Ve tniete
describe the

Like the other ‘Parts’ within a Whole-Part-Whole experience, the

model, syntax is taught in context and it is taught instructor writes it

explicitly. Prepare sentence strips with sentences down. This story is

then used as a basis

from an LEA story the class has created together. o reetne el i

Ask learners to identify action words, or ‘things’. \iistruction. /

You can ask learners to put flashcards into the

correct order to create a simple sentence. Learners may not need to know the
names for each part of speech or other technical language to discuss the way

language works (e.g., terms for predicate or 3™ person singular). However,
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learning how these concepts work is important both to produce comprehensible
language (speaking and writing) and to understand language (reading and

listening).

Include activities that ask learners to sort images into categories or to put word
cards from simple sentences into the right order. For instance, ask learners to put
pictures of places (school, church, mosque, grocery store, home) on one table,
and place pictures of doing words (walk, bike, drive) onto another table. Or, use
sentences from your LEA story. Cut a sentence into parts. Then ask learners to put

the words in the right order.

Tryitin: Basic Word Order Sentence in L1 English Translation
English  Subject — Verb — Object She goes to school.

Farsi Subject — Object — Verb el Qg “-“.J-‘A O | like school.
| —school — like.

Nepali Subject — Object — Verb s w13 WIea? John eats apples.
John — apples — eats.

Tigrinya Subject — Object — Verb & 7% ATrd A2DY 7 One language is never
One language — never enough.
enough —is.

Return to the Whole
As described above, the Whole focuses on the big picture of a particular theme.
When tied to all of the Parts outlined above, they lead to critical aspects of the

Whole, fluency and comprehension.

2 https://nepalgo.de/post/43648452777/sentence-structure
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Use the Language Experience Approach described above to write a story about a
field trip. Or, create a wordless picture book on the topic, and ask learners to

choose a word to write on each page (Vinogradov, 2009). Read these stories

together to return to reading for meaning.
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Section 5: Sample Tasks

Pre-reading skills

Depending on learners’ prior experience with print literacy, learners may benefit

from work on pre-emergent literacy skills.

Recognizing pictures and symbols

e Picture identification. Have a set of pre-made flashcards with photos of
vocabulary your group has been working with. Start with concrete words,
like items around the class (e.g. table, chair, book, binder, marker, etc.).
When learners are familiar with the words and have developed vocabulary
with realia, introduce clear, clutter-free photos or images that depict the
same words. Say the word connected to the photo. Ask the learner to show
you the corresponding picture.

e Printing practice. Offer a variety of ways for learners to practice drawing
letters.

o Air writing. Have learners write the ‘letter of the day’ with large
movements in the air — no pens, pencils or markers required.

o White board writing. Writing on the class whiteboard allows learners
to write as large or small scale as they are comfortable with, and
because it is easily erasable, writing on the board can also be low-risk
for learners concerned about getting it right.

o Playdough letters. Give each learner their own bag of ‘play dough’

that they can use to make letters. Invite learners to spell their names
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or make the first letter of vocabulary you are working with that
lesson.

o Beans and grains writing. Use natural materials your learners are
familiar with, like beans, grains, or maize seeds. Ask learners to form
letter shapes with the materials (UNESCO Institute for Lifelong
Learning, 2020).

Build Concepts about Print

The following activities can promote learners’ concepts about print. As much as
possible, these learning activities are embedded in the broader theme or context
you are working with. Exercises relating to letters and sounds will use words that
are your focus within your theme. Do not use these activities to introduce new
words or content.

e Read-alouds to support print awareness. Read content to your learners.
As you do so, ensure learners can see the text you are working with. Point
to and describe pictures together. Point to words as you read them. Use
books, flyers, community announcements. The text’s context and content
are familiar to learners, so they are able to focus on the connection
between text and meaning.

e Sentence strips. To teach that words have a beginning and an end, cut up
words from a simple sentence in an LEA story or a story the class has been
working with. Ask learners to put the words in right order. This also
supports the development of word boundaries.

e Model directionality. As you work with sample texts in class, model where

you begin reading a text, and the direction the text moves. If you use books
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developed for LESLLA learners, demonstrate

beginning with the cover page through to the Lot izl o g pel

L2 oral language and

end of the book. Books can be helpful, as literacy development

there is the page-turning element. Using For example, bring in

materials that are big enough for learners to vegetables or seeds to

_ introduce food and
see and follow along, use your finger to

gardening vocabulary.
demonstrate that you are moving from left Look at ‘hours of
to right on a page in English texts, or right to operation’ signs, and

, , ) look for days of the
left in some languages. After modeling this a
week together.
number of times, ask learners questions
about where to start reading a text and which direction the text moves.

e Work with a variety of reading materials to demonstrate that print text is
used for a variety of purposes and in different ways. Use short texts that
are highly supported with images and have limited print on a page. Use
readers developed with LESLLA learners in mind. Draw on resources in your
classroom, building, or community. Refer learners to room numbers on
doors, open or closed signs on stores, opening hours at office entrances,

and signs of community organizations or services learners use.

Build Word Knowledge

The following sample activities can promote learners’ vocabulary or word
knowledge. These learning activities are always embedded in the broader theme
or context you are working with. New words and word knowledge is important to

support comprehension of program concepts and content. Introduce a small
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number of words at a time and provide plenty of practice using new words in all
modalities.

e Use physical movement, realia and images. If your topic is transportation,
you can use physical movement to demonstrate ‘walking’, ‘cycling’, ‘taking
the bus’, or ‘driving’. As much as possible, use realia and clear images to
support vocabulary development. Include photos of someone walking,
someone cycling, taking the bus, and driving. Use these images for a variety
of learning tasks.

e Bingo. Play a game of bingo to promote listening skills. If you are working
with a multi-level class, some learners may work with picture flashcards,
while others use word flashcards.

¢ Matching. Give each learner a set of picture flashcards, along with either
corresponding word flashcards or initial letter flashcards. Learners match
the corresponding flashcards. This can be followed up with a paper-based
matching exercise using the same images and words.

e Flyswatter Game (New American Horizons, 2010). Hang an assortment of
vocabulary pictures. With two teams lined up, the person at the front of
each line listens for the word, then tries to ‘swat’ the picture first. For
learners with stronger oral skills, teammates can help out with cue words,
like ‘up’, ‘down’, ‘right’, or ‘left’.

e Talk to 3 people. At early stages of English oral language development, use
sentence frames to support dialogue practice. Introduce sentence frames
tied to the theme that offer opportunities to choose appropriate
vocabulary. For example:

o Student 1: How do you get to school?
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o Student 2: | walk.

o Student 2: How do you get to school?

o Student 1: | take the bus.
Depending on learners’ readiness, they can respond using a picture
flashcard, using a word, or using the full sentence. Offer plenty of choral
practice before asking learners to practice the same exchange with three
different classmates.
Write a story. As all of the new vocabulary is drawn from the theme you
are working on, learners will have plenty of opportunity to use new words
in natural settings. Ask learners to tell you about their experience with a
topic and turn it into a story for learners to read. Still on the theme of
transportation, a story could read:

o Learner A takes the bus to school.

o Learner B drives to school.

o Learner C takes the train to school.

o Learner D walks to school. (etc.)
Learners read this story as a group, and then on their own. Support each
sentence with an image (of a bus, train, etc.). This will enable learners of all
reading abilities to read the story, whether they are able to read the print-

text or not.
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Phonics

The following activities support phonics development, or knowledge of the

relationship between letters and sounds. In English, the learning activities below

can be adapted to work on any of the following:

Final consonants
Short vowels
Long vowels
Consonant blends

Digraphs

Picture dictionary. Provide learners a homemade picture dictionary with

one letter of the alphabet at the top of each page. Provide a handout with

pictures depicting each word. Whenever you introduce new vocabulary,

work together to identify the first letter of each word. Ask learners to cut

out pictures you have provided and paste them into the corresponding

page in their picture dictionaries. Learners with stronger sound letter-

correspondence might write out words.
Tapping. A multisensory activity to develop
phonological awareness and phonemic
awareness. Learners tap a finger to their
thumb for each phoneme or sound, then
blend the individual sounds together to make

a word.

Be sure to visit English
Code Crackers (n.d.)
for video

demonstrations of
activities that
phonological and
phonemic awareness,
like tapping.

| © CanlLearn Society


https://www.englishcodecrackers.com/code-crackers.html
https://www.englishcodecrackers.com/code-crackers.html

NOTE: Tapping may work in Farsi, where consonant sounds and long vowels
are represented by letters. Tapping may not work in alpha-syllabic
languages, like Nepali and Tigrinya.

e Word sort. Similar to sound identification to promote phonemic awareness.
Create two sets of flashcards with contrasting initial consonants, vowel
sounds, or rimes. For example, you might include words like bus, cup, sun,
hat, fan, pan. Give each learner a set of images depicting these words (not
the words themselves) learners are familiar with. Provide a T-chart with
one letter (or group of letters for rhyming words) on each side: in this case,
the letters ‘a’ and ‘u’. Alternatively, place a piece of paper with the letter ‘a’
on one table, and the letter ‘u’ on another. Ask teams of learners to sort
pictures into the right groups, by placing them on the table with the

corresponding letter.

Tryitin: Initial Sound or Syllable

English Initial consonant /k/ - car, cake, coffee
Initial consonant /m/ - money, man, milk
Farsi Initial consonant /< /- book /<US, hat /62, bag /s ¢

Initial consonant /= / - doctor /83, notebook /%3, hand /s
Nepali Initial syllable /&/ - @elH (pen), el (ear), HIH (work)
Initial syllable /&/ - @AY (rabbit), TFT (pole), WTAT (ash)
Tigrinya Initial fidel /me/- /av/ - av$a (scissors), @>(C (chair), ao-ht-t (friends)
Initial fidel /ba/ - /0/ - 099 (banana), 01%A (pan), 1C:M (hat)

Phonemic Awareness

The following sample activities can be used to support phonemic awareness, the

ability to identify and manipulate phonemes, or sounds.
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e Elkonin or sound boxes (Clay, 1993). Useful for identifying phonemes, or
individual sounds, in a word. Start with words that have three sounds, like
‘cat’ or ‘home’. Once the learner is confident with these words, move on to
words with four sounds, including consonant blends, like ‘find’ or ‘drive’.

Words starting with a consonant might be easier for learners to hear clearly.

This diagram shows sound boxes for words with three sounds.
Ensure there are exactly enough boxes for each sound. This diagram
will work for words with three phonemes like ‘bus’, ‘home’, or

NOTE: Elkonin Boxes work in English and Farsi, where each sound is represented

by a letter. They may not work in alpha-syllabic languages, like Nepali and

Tigrinya.
English CVC words
bag, cup, sit
Farsi Words with 3 sounds
’d;a' or Ay

¢ Sound identification. These activities support phoneme or sound
identification. Review familiar words with two different first letter sounds for
this activity. As you say the word, work with learners to identify the consonant
sound (not letter) in each word. Or, create two sets of flashcards. Include
photos of words that learners know and that you are working on within your
theme. Include words beginning with two contrasting sounds. For example,

you might include words like bus, blue, bag and taxi, train, ticket. Give each
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learner a set of images depicting these words (not the words themselves) you
have been working on. Tell learners that the words start with the /b/ sound
and the /t/ sound. Together, work with learners to sort the images according
to first sound. As learners become familiar with the activity, ask them to do
this task on their own.

Syllable identification. Clap out each syllable in familiar words. Non-stress
syllables are more difficult to hear, so be sure so slow the words down for this
activity. Tapping a finger on a table or stretching out an elastic band for each
syllable also works.

Manipulation. At the final and most difficult stage of phonemic awareness,
this exercise answers the question, “What happens when...” certain parts of a
word are changed. For instance, what happens when you take the /k/ out of
‘cat’? Or, what happens when you add /s/ before ‘at’?

For this task, the say the word slowly and clearly, without separating the
sounds. Ask the learner what happens when you change one sound to another

sound. Again, this task emphasizes the ability to hear and manipulate sounds,

not letters.
English Remove a sound — take the /k/ out of ‘cat’
Add a sound — add /s/ before ‘at’
Farsi Remove a sound - take the /<S/ out of ‘<&’
Add a sound - add />/ before ‘&
Nepali Remove a sound - take the /31T / out of 3ITHT (mother)

Add a sound - add /HT/ before ‘AT’ (ATAT / maternal uncle)

Tigrinya Remove a sound — take the /4./ out of 4@
Add a sound — add /4/ before +@ (A1)
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Appendix 1: L1 Language Structure and Teaching Tips

by Allison Bajt

The language Structures provide background information on Farsi, Nepali, and
Tigrinya. Information about each language is organized in this way:

® The Writing System

e Sounds (Phonology)

e Words (Morphology)

e Sentences (Syntax)

Refer to the teaching tips for practical ideas specific to the learners’ first

language.
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The Farsi Language Structure

This section provides an overview of these aspects of the Farsi language:
® The writing system
e Sounds (phonology)
e Words (morphology)
e Sentences (syntax)

e Stages of Reading Development

The Writing System

Farsi, also known as Persian, is written from right to left in a variation of the
Arabic script. Most letters connect to the letters around them, and because of
this, the letters change their shape depending on their position in a word. There
are four types of connecting symbols for each letter: freestanding (letter is
written alone), initial (letter is at the beginning of a word), medial (letter is in the
middle of a word) and final (letter is at the end of a word). Finally, there is no

capitalization or upper and lower cases for writing letters in Farsi.

Farsi uses a consonantal writing system called an abjad (Ager, n.d.), which means
that only consonant sounds have a dedicated letter. Vowels can be either left out
or shown by adding a small mark or dot, known as a diacritic. For example, the
word 1y, is written only with consonant letters /pdr/ but is spoken as /pedar/

(‘father’). The vowel sounds /e/ and /a/ are completely left out in writing.
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The Farsi alphabet also has a very regular pattern between sounds and letters
(Panah, 2012). This means that each sound has a single written letter, known as a
grapheme. As mentioned above, diacritics can be used to show changes in sound
and pronunciation. For example, the sounds /k/ and /g/ are written as S and S,
and the sounds /tJ/ (‘choose’) and /d3/ (‘judge’) are written as g and g. Diacritics
are very rarely used in writing, with the exception of the holy Quran (Persian

Online — Grammar & Resources, n.d.).

Sounds (Phonology)
Consonants
Farsi has 32 letters that represent consonant sounds. Some consonants may also

be used to represent vowel sounds (Ager, n.d.; Hall, 2007).

Letter Sound Letter Sound Letter Sound

lorl — /?/,/0/ 5 /2/ 3 /s/
o /b/ 3 /3/ S /k/
W /p/ g /s/ S /g/
O /t/ U /1] J /\
O /s/ o /s/ » /m/
z /d3/ - /2/ O /n/
e ti/ b /t/ 9 I/, Il [of
c /h/ b /2] 0 /h/, e/
¢ /x/ € /?/, =/ S /il
> /d/ ¢ /G/
5 /z/ 9 /f/
D /r/

Vowels
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Farsi has six vowel sounds — three long vowels and three short vowels. The long
vowels are always written, whereas the short vowels are either shown by adding
a diacritic or not written at all. There are also some sounds that are formed by a
combination of vowels, known as diphthongs. For the sake of clarity, they will not

be shown here.

Vowel Word Initial Word Medial Word Final
/a/ I | I
/a/ |
/e/ |
i/ sl
/o/ |
fu/ ol

lw Gy ol

0
0
S
)
)

o

Words (Morphology)
Here we provide some basic information about word forms in Farsi (Persian

Online — Grammar & Resources, n.d.).

Nouns
Nouns in Farsi change depending on their number (singular and plural) and their
function in a phrase or sentence (known as case) by adding symbols to the noun.
For example, the symbol | is added to nouns that are the direct object in a
sentence (known as the accusative case). Plural nouns are created by adding a
letter to the end of a word, known as a suffix. There are two ways of doing this,
depending on the noun:

1. The suffix ¢) is added to nouns that are animate or living things.

2. The suffix & is used for everything else.
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Descriptive words called adjectives normally come after the noun they describe,
as in wg> LS (‘good book’) and &, 3 S > (‘big house’). Finally, Farsi is
known as a pro-drop language because the subject pronoun (', ‘you,” ‘he,” ‘she’)
may be left out completely or dropped from a sentence. Example:

Farsi: .auw)lo pi9,

English: (I) went to school.
Farsi: SaLw,do (su9,
English: Did (you) go to school?

Verbs
Verbs in Farsi change depending on who the subject or actor of a sentence is, the
person or perspective (first, second or third), number (singular or plural) and

when the action occurred (past, present or future).

Sentences (syntax)

This section describes the order of words in Farsi sentence structure:

Word Order

Farsi has a subject — object — verb (SOV) sentence order. The verb always comes
at the end of the sentence. English, on the other hand, is a subject — verb — object

(SVO) language, with the verb in second position. Compare:

:Farsicesly e @ |, OlS

English: | gave Ali the book.
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Stages of Reading Development

In Farsi, short vowels are usually left out in writing. However, short vowel letters

play an important role in the early stages of learning to read and write. Reading

and writing is usually introduced with short vowel symbols and consonants. Later,

the short vowel symbols are removed and young readers continue to learn to

read and write with the letters for long vowel sounds and consonants. While we

were unable to find research that clearly showed the recommended stages of

reading development in Farsi, we have put together the sequence below,

including short vowels. Introduce:

1.

2
3
4,
5
6

Initial consonants or short vowels. Example: _sdlo (‘fish’)

. Final consonants. Example: uilo (‘car’)

. Medial vowels. Example: ub (‘bread’)

Initial and final consonant blends. Example: jg0 (‘banana’)

. Short vowel words with final consonants. Example: 5,5 (‘walnut’)

. Corresponding long vowel words with final consonants. Example: .S

(‘cake’)

Words with short and long vowel blends. Example: j92.iusS (‘ladybug’)
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Teaching Tips
In this section, you will find several teaching tips that are specific to the learners’
L1. These tips relate to:

e L1 literacy

e |2 pronunciation

® L2 reading and writing

If you speak both the L1 and English, you bring your own experience with each
language to the classroom. Draw on your own knowledge of the language as you

teach.

L1 Literacy: Focus on Similarities

As we can see, Farsi and English are unique languages with different scripts and
sounds. It can be helpful to point out what is similar between the languages and
build on our learners’ oral language skills. You might want to discuss the following

points (Chabbot et al., 2013) to get your learners thinking about language:

Sentences can be combined
to create text with meaning.

Words can be combined to
produce sentences.

Letters can be combined to
spell words.

Sounds can be represented
with letters.

Words can be broken down
into sounds.

Figure 1: from Chabbot, et. al, 2013
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L2 Pronunciation - Learning New Sounds
The sounds /w/, /8/, / 8/ and /n/ do not exist in Farsi (Hall, 2007). Farsi speakers

learning English may have difficulty pronouncing them.

Words with these sounds include:

/w/: water
/8/: then

/8/: Thursday
/n/: sing

Note: Sounds that are new to a learner may not always be the hardest to learn in
a second language. Some research shows that sounds that are similar, but not

exactly the same, may also cause problems for language learners (Hall, 2007).

Consonant Clusters
Consonant clusters exist when two or more consonant sounds are pronounced
next to each other. For example, the consonant cluster in the word ‘play’ is /pl/.

The consonant cluster in cart is /rt/.

In Farsi, consonant clusters are only found at the end of a word and can only be
made up of two consonants (Hall, 2007). Because of this, Farsi-speakers may have
difficulty with English words that start with consonant clusters or have consonant
clusters that have three or more consonant letters. Consonant clusters starting
with /s/, like ‘spray’ or ‘school’, may be especially difficult to say (Hall, 2007). To
make consonant clusters at the beginning of words easier to say, learners may

add an extra vowel sound between consonants.
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Use isolation and blending activities to support learners’ pronunciation. Work
with learners to identify individual sounds in a consonant cluster. When your
learners begin to see words with consonant clusters, draw their attention to those
words that have only two-letter consonant clusters first, and gradually move to
more complex combinations. Use a variety of examples to familiarize learners

with consonant cluster patterns.

English words with consonant clusters include:

Two consonant sounds at the beginning of a word blue, play, small

Three consonant sounds at the beginning of a word | screen, spray, splash

Two or three consonants sounds at both the stamp, slept, strengths

beginning and end of a word

Middle of a word watching, holding,
standing

L2 Reading and Writing
When you introduce L2 reading and writing, note these differences between Farsi

and English script.

Directionality

The direction of script in Farsi and English are different from each other. Both
Farsi and English move from the top of the page to the bottom of the page. But,
Farsi is written across a page from right to left. English is written from left to

right.
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Capitalization

Farsi does not use capitalization (upper and lowercase letters) for proper names,
place names and the first letter in a sentence (Persian Online — Grammar &
Resources, n.d.). When you introduce English text, provide explicit instruction
about the use of upper and lowercase letters. As a class, look at different samples
of print in English, like first and last names, cities or countries, short sentences or
posters. Ask learners to identify the uppercase letters and the reason they are

uppercase (e.g., the first letter in a name).
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The Nepali Language Structure

This section provides an overview of these aspects of the Nepali language:
® The Writing System
e Sounds (Phonology)
e Words (Morphology)
e Sentences (Syntax)

e Stages of Reading Development

The Writing System

Nepali is written from left to right in the Devanagari script (Nepali Language
Resource Center, n.d.). There are no upper or lowercase symbols and all
punctuation marks come from Latin except the symbol ‘purna biram,” which

marks the end of a sentence (|).

Nepali uses an alpha-syllabic writing system called an abugida. This means that
consonant-vowel (CV) sequences or syllables are written as a single letter known

as an aksara (Tuladhar & Akatsuka, 2018). Each aksara consists of a consonant

and an inherent vowel 3 or /a/. The inherent vowel is not written and also may

not be pronounced, which occurs through a process called halanta (a virama is
added to cancel the inherent vowel). There are three distinct sets of letters in
Nepali: one that represents consonants, another that represents independent
vowels, and a third set that represents dependent vowels. Finally, there are a
number of special markings known as diacritics that may be added to show

changes in sound and pronunciation.
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Sounds (Phonology)

Consonants
Nepali has 36 consonant letters (Nepali Language Resource Center, n.d.). A total
of 33 letters represent a consonantal sound and an inherent vowel (CV). Three

letters represent conjunct consonants (CCV):

% /ka/ g /k"a/ T /ga/ g /gha/ g /na/
T /cha/ S /ch"a/ ST /ja/ & /i"a/ T /na/
< /ta/ S /tha/ s /da/ G /d"a/ T /na/
d /ta/ Y /tha/ G /da/ & /d"a/ o /na/
9 /pa/ % /pha/ § /ba/ # /bha/ H /ma/
T [ya/ T /ra/ o /la/ d /wa/ A /sa/
H /sa/ Y /sa/ g /ha/ &T /chhya/ T [tra/
31 /gya/

Independent Vowels
Nepali has 13 letters that represent independent vowels. These are vowels in a CV

unit in which the consonant is null:

3 /a/ ) WVEY g /i/ S /i 3 Ju/
3 Ju/ T /Je/ T /ai/ 31 /o/ 3t /au
37 /am/ 31: /ah/
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Matras/Dependent Vowels
Nepali has 10 letters that represent matras or dependent vowels. These are

additional vowels that are added to a CV unit in which the inherent vowel is

cancelled:
ol /a/ = /i < /i 3 Ju/ @ fu/
@ [/ 3 Jef 3 /aif oY /of o} Jau/
Diacritics

The following markings may be added to the above symbols to indicate changes in

sound and pronunciation:

Hal Indicates 3 Indicates a nasalized
suppression of an Shirbindy consonant preceding another
inherent vowel consonant

5 Indicates 03 Indicates aspiration; used in
Chandrabindu nasalization of a Visarga some Sanskrit loanwords but
vowel usually not pronounced

Words (Morphology)
Here we provide some basic information about word forms in Nepali (Acharya,

1990).

Nouns
Nouns in Nepali change depending on their number (singular and plural) and their

function in a phrase or sentence (known as case) by adding symbols to the noun.

Plural nouns are created by adding - 8% (/hari/) to the end of a word. Descriptive

words called adjectives always go before the noun.
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Verbs

Verbs in Nepali change depending on who the subject or actor of a sentence is
(first, second or third person), number (singular or plural) and when the action
occurred (past, present or future). They are also changed to show the gender of
an animate or living subject (masculine or feminine) and the social status of who
is being addressed (low-grade, mid-grade and high-grade honorifics). Finally, all

Nepali words have special negative forms. When Nepali verbs are written on their

own, they always end in - o. This is known as citation form.

Sentences (syntax)

This section describes the order of words in Nepali sentence structure:

Word Order

In Nepali, the regular order of words in a sentence is subject — object — verb
(SOV). This means that the verb always comes at the end. English, on the other
hand, is a subject — verb — object (SVO) language, with the verb in second position

(Acharya, 1990). Compare:
Nepali: STel EJT3 Gled

English: John eats apples.

It is important to note that overall, sentence structure in Nepali is more flexible
than in English. This is because nouns can be marked (or changed) to show their
grammatical function (i.e., what they do) in a sentence. In English, we must rely

on word order to show who is doing what in a sentence.
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Reading and Writing Development

In the beginning stage of reading and writing, the Nepali letters are typically
introduced to learners with simple consonants with the inherent vowel /a/.
Although we were unable to find research that clearly showed the recommended
stages of reading development in Nepali, we have put together the sequence

below, moving from simple word forms to more difficult. Introduce:

1. Single consonants with short inherent vowel 3T (/a/) and matras
(dependent vowel signs). Example: & (/ka/)

2. Short words with short inherent vowel 31 (/a/). Example: &5 (nail)

3. Consonants with long dependent vowel 31T (/aa/). Example: ATdT (plate)

4. Consonants with vowel T (/e/). Example: T (banana)

5. Consonants with vowels 3 and 3 (/u/ and /uu/), § and é (/i/, [ii)), 3 (/o/),

33t (/au/) and T (/ai/). Examples: PP (dog), el (egg), gar (watch)
6. Conjunct consonants with at least one inherent or dependent vowel.
Example: oTRIT (map)

7. Conjunct consonants with short and long dependent vowels. Examples:

Rt (sugar), 37GaT (ginger), g (two)

| © CanlLearn Society



Teaching Tips
In this section, you will find several teaching tips that are specific to the learners’
L1. These tips relate to:

e L1 literacy

e |2 pronunciation

If you speak both the L1 and English, you bring your own experience with each
language to the classroom. Draw on your own knowledge of the language as you

teach.

L1 Literacy — Focus on Similarities

As we can see, Nepali and English are unique languages with different scripts and

sounds. It can be helpful to point out what is similar between the languages and

build on our learners’ oral language skills. You might want to discuss the following

points (Chabbot et al., 2013) to get your learners thinking about language:

Sentences can be combined to
create text with meaning.

Words can be combined to
produce sentences.

Letters can be combined to spell
words.

Sounds can be represented with
letters.

Words can be broken down into
sounds.

Figure 2: from Chabbot et. al, 2013
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Syllable Awareness

English and Nepali languages have different syllable structures. In their simplest
form, English syllables are made up of either a single vowel sound (V), as in ‘eye’
or ‘a’ or one consonant and one vowel sound (CV), as in ‘to’ or ‘be’ (Kandel, 2010).
In English, we can put single letters (consonants and vowels) together and count
each unit of two in a word. For example: ‘tap’ (one syllable), ‘butter’ (two
syllables), telephone (three syllables), and so on. There are also many different
ways we can build and combine syllables in English. For example, we may have
multiple consonants at the beginning of a word, like in ‘scream’ (CCCVC), at the

end of a word, like in ‘parts’ (CVCCC) or both, as in ‘strengths’ (CCCVCCCC).

In Nepali, one letter represents a consonant and vowel sound combination. But,
sometimes the vowel sound is cancelled with a diacritic. It is easier for learners to
recognize each syllable when words have an inherent vowel, rather than a

diacritic (Ralaingita & Van Ginkel, 2018). When you practice syllable awareness

tasks with your class, focus on words that have a CVCV pattern like sheldH (‘pen’)

or 3THT (‘guava’). It may be helpful to clap along with syllables, rather than

counting, in order to avoid confusion if the inherent vowel is cancelled (Ralaingita
& Van Ginkel, 2018). In Nepali, there are fewer possible combinations of syllables

than in English. The most common syllable is a consonant and a vowel (CV).

Multiple consonants can be found at the beginning of words, like in TJT (CCCV)

and at the end of words, like in F9Tel¥TeoT (CVCC). But, these combinations are

only found in some nouns or as loanwords from other languages (Kandel, 2010).

| © CanlLearn Society



Phonemic Awareness

Isolating individual sounds might work a little differently in Nepali and English. In
Nepali, one symbol usually represents two sounds. When you work on isolating

and blending sounds, you might compare words that differ in only one sound or

symbol, rather than introducing the sounds on their own. Example:

HTAT (mother) vs. 3ATHT (paternal uncle)

Introducing Symbols
There is little known about the best way to develop reading and writing skills in
alpha-syllabic languages such as Nepali. However, some researchers recommend
paying attention to the following ideas when making decisions about which words
to introduce to learners first (Ralaingita & Van Ginkel, 2018):
1. Frequency. Introduce the most common symbols and words first.
Gradually move to less common symbols.

2. Simplicity. Introduce the simplest forms first. Then gradually introduce
more complex patterns of sounds and symbols (e.g., & vs. &).

3. Symbol shape. Introduce symbols that have a similar shape together (e.g.,
you might introduce a single consonant symbol with different vowel
sounds.

4. Pronunciation. Introduce groups of symbols with similar pronunciations

(e.g., unaspirated & and ST vs. aspirated @ and 1) or that have similar

features (e.g., small changes in sounds within one symbol, such as ¥ and

37h).
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5. Productivity. Introduce symbols that are used with many different

combinations of sounds (e.g., inherent vowel 31).

L2 Pronunciation - Learning New Sounds

Consonant Sounds
The sounds /s/ (sip), /J/ (ship), and /f/ (fine), /z/ (zip) and /d3/ (judge) do not exist
in Nepali (Kandel, 2010). Nepali speakers learning English may have difficulty

pronouncing them.

Other words with these sounds include:

[z/ - zest
/d3/ - jest
/[/ - shine
/f/ - fine

Vowel Sounds
English has 12 pure vowel sounds (think of the /a/ in ‘cat,” the /u/ in ‘boot’ or the
/i/ in ‘sit’ (Kandel, 2010). Nepali only has six. This means that learners may have

trouble distinguishing the large number of different vowels in English.

Consonant Clusters
Nepali speakers who are learning English may have difficulty pronouncing many
consonants together at the beginning of a word (Tuladhar & Akatsuka, 2018). This

is because these combinations of consonants, known as consonant clusters, are
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rare in Nepali. Most often, they are only found in Nepali when the second
consonantis an /r/, /j/ or /w/ sound. This means learners might struggle with
words such as ‘school’ or ‘spray’ and even add a vowel sound to make it easier to
pronounce. In light of this, you may need to focus on breaking apart these clusters
into their individual sounds and devote more time to practicing pronunciation in
some of the later stages of oral language development in English (Tuladhar &

Akatsuka, 2018).

When words with difficult-to-pronounce consonant clusters arise, you may wish
to work with two-letter consonant clusters before focussing on more difficult

combinations with three or more consonants. Example:

Beginning of word:
blue / play / skate / small 0 school / strike / scream / splash
End of word or both:

cart / kept / camp / best [ stamp / draft / terms / bench
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Tigrinya

Language Structure

This section provides an overview of these aspects of the Tigrinya language:
e The Writing System
e Words (Morphology)
¢ Sentences (Syntax)

e Reading and Writing Development

The Writing System

Tigrinya is written in a modified version of the Ge‘ez or Ethiopic script known as a
Fidel (4.24\) (Asfaha et al. 2009). It is written from left to right and is very similar to
the script used for the languages Amharic, Tigre and Ge’ez (The Tigrinya
Language, n.d.) . Tigrinya has its own set of punctuation marks. This punctuation
is not used for writing numbers (numbers are written as they are in English, with
commas and decimal points). Tigrinya uses an alpha-syllabic writing system called
an ‘abugida’ (Tuladhar & Akatsuka, 2018). This means that consonant-vowel (CV)
sequences or syllables are written as a single letter, also called a fidel (Asfaha et
al., 2009). The letter is written differently depending on which vowel the
consonant sound is combined with. For example, the letters for the sounds /he/,

/hu/, /hi/, /ha/, /hie/, /ho/ and /h/ all have a similar U-shape:

v v 7 7 % v v

As a result of this, there is a large number of distinct symbols because there are
seven different ways of writing each consonant. The fidel is commonly

represented in a table, with each row showing the consonant and each column
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— known as an ‘order’ — showing the vowel (Asfaha et al., 2009). The sixth order
shows a symbol for the vowel /i/ and is used when writing the consonant alone.
For example, the consonant sound /p/ would be written as 9° without a vowel,

/s/ would be written as 1, /g/ would be written as 1, and so on.

Consonants and Vowels

Tigrinya has 37 consonants and seven vowel sounds (Bulakh, 2016):

/3/ /u/ i/ /a/ /e/ /i /o/
/p/ T F T T gy T a
/b/ N (- (L n |8 gl n
/p’/ a & a. 3 % & 2
/m/ ao ao- aq, a aq, go qv
/f/ é. G- é 4 4o [ e
/v/ n n- . q [ 0 o
/w/ o a. P P ® - P
/t/ + + T Ey 5 + A
/d/ L G L. 9 L, (& 2
/t'/ m m- m., aj M T m
Jts’/ a 2 a. 3 % & 2
/n/ 1 b 1 q z 7 ¢
/s/ 0 (k- (L A 0 Il (
/z/ H H- H. H H H H
/r/ l L 6 é A C ¢
Yivi A iy A\ A N [a\ It
4/ T g5 T F 3 + ¥
/dz/ 3 5 E. ) [ (3 )
/a/ /u/ i/ /a/ /ie/ /i/ /o/
14"/ 6 6b: 6\, 68), Pants opb Gy
n/ T i 1. g § % @
/1/ 0 [ f. q [ il [Q
/3/ " 0 i " 0 ir (i
/il '¢ 13 2 £ 'S |4 s
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/k/
/kw/
/8/
/gw/
K/
/kw’/
/x/
/xw/
/¥'/
/sw/
/n/
/5/
1/
/h/

< >0 > R HF AR S DT
e FEaFAES 2P
S N - G- D G A O -1
WP W AN W R Y T
< > o ¥ g FT NI DS

S > 2 >
S > o >

Punctuation Marks
The following symbols are used to mark punctuation (The Tigrinya Language,

n.d.):

# Section mark
Word separator (similar to a blank space in English)
Full stop (similar to a period in English)
Comma
Colon
g Semicolon
- Preface colon
Question mark
Paragraph separator
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Morphology (words)
Here we provide some basic information about Tigrinya word forms (Bulakh,

2016; Pam, 1973; Weninger, 2011).

Nouns

Nouns in Tigrinya have a grammatical gender, either masculine or feminine
(Bulakh, 2016). Plural nouns are created in a number of ways, including adding
sounds to the end of a word (known as a suffix) or changing the pattern of
sounds within a noun, or both. Some nouns even have more than one possible
plural form or an irregular form (no regular pattern) that needs to be
memorized. Descriptive words called adjectives always come before the noun
(Weninger, 2011). Adjectives are less common in Tigrinya than in English
because verbs are more often used to describe or characterize nouns (e.g., (L&

‘heavy’ vs. hiNL ‘to become heavy’) (Bulakh, 2016).

Verbs

In their most basic form, verbs in Tigrinya are made up of three letters or CV
units, called triconsonantal roots (Bulakh, 2016; Pam, 1973). Verbs are changed
based on who the subject of a sentence is (first, second, third), number (singular
and plural), tense (past or a completed action and non-past or an incomplete
action), and the gender of the subject (masculine or feminine, except in the first
person). They may be changed by adding sounds to the beginning of a verb,
known as a prefix, or the end of a verb (suffix). Tigrinya is known as a pro-drop

language because when gender and person is marked or shown on the verb, the
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subject pronoun (‘I’, ‘he,” ‘she’) may be left out completely or ‘dropped’ from a
sentence in some contexts (Bulakh, 2016).
Syntax (sentence structure)
In Tigrinya, the regular order of words in a sentence is subject — object — verb
(SOV). This means that the verb always comes at the end. English, on the other
hand, is a subject — verb — object (SVO) language, with the verb in second
position. Compare:
Tigrinya: 8 78 ATrd A20T7:
English: One language is never enough.
Reading and Writing Development
The fidel is typically introduced to learners in eight main groups of letters with a
similar shape. Introducing letters with the seven different orders becomes easier
over time as learners become more familiar with the changes in shape for each
vowel. Introduce:
1. Letters 0, O, @&, h, N, A, A and H with the vowel /e/ of the first order.
a. Then short words with two or three letters with the vowel /e/ and
words that begin with letters with the vowel /e/.
b. This group of letters with the other six vowel sounds in order /u/,
/i/ /a/ /ie/, /i/ and /o/ and write short words alternating these
sounds.
c. Example: NAA (‘cooked’), teie (‘all’) and 0.6 (‘sheep’)
2. Letters 1, 1, -+, ¢, and # with the vowel /e/ of the first order.
a. Stages follow the same order as the group above.
b. Example: 11 (‘evaporate’), 2 (‘word’) and HZ(LA (‘basket’)

3. Letters 4 and 4. with the vowel /e/ of the first order.
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a. Stages follow the same order as the group above.

b. Example: .0 (‘horse’) and 40 (‘disrupted’)
4. Letters ch, m and én, with the vowel /e/ of the first order.

a. Stages follow the same order as the group above.

b. Example: mAd. (‘embroidered’), én.é-¢ (‘birds’) and m.éh (‘a goat’)
5. Letters ¢, £, © and & with the vowel /e/ of the first order.

a. Stages follow the same order as the group above.

b. Example: €05 (‘coffee pot’), 204 (‘white’) and £20 (‘he climbed’)
6. Letters U, 0, @ and a? with the vowel /e/ of the first order.

a. Stages follow the same order as the group above.

b. Example: 9°7 (‘to give’), 40Ct (‘ten’) and @1, (‘grape’)
7. Letters T, 7o, € and € with the vowel /e/ of the first order.

a. Then they write short words with two or three letters with the

vowel /e/ and words that begin with letters with the vowel /e/.

b. Finally, learners write this group of letters with the other six vowel

sounds in order, /i/ /a/ /ie/, and /i/ and write short words
alternating these sounds.
c. Example: 24 (‘shepherd’) and £7% (‘language’)
8. Letters &, 0, °F, W, T and ‘T with the vowel /e/ of the first order.
a. Stages follow the same order as groups one to six.

b. Example: &ca (‘Peter’), +9CE (‘Tigrinya’) and #84 (‘China’)
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Teaching Tips
In this section, you will find several teaching tips that are specific to the learners’
L1. These tips relate to:

e L1 literacy

e L2 pronunciation

e Tigrinya: A long history

If you speak both the L1 and English, you bring your own experience with each
language to the classroom. Draw on your own knowledge of the language as you

teach.

L1 Literacy — Focus on Similarities
As we can see, Tigrinya and English are unique languages with different scripts
and sounds. It can be helpful to point out what is similar between the languages

and build on our learners’ oral language skills. You might want to discuss the

N
Sentences can be combined to

create text with meaning.

Words can be combined to
produce sentences.

Letters can be combined to
spell words.

Sounds can be represented
with letters.

Words can be broken down
into sounds.

Figure 3: from Chabbot, et al., 2013

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 108



following points (Chabbot et al., 2013) to get your learners thinking about

language:

Syllable Awareness

English and Tigrinya languages have different syllable structures (Weninger,
2011). In their simplest form, English syllables are made up of either a single
vowel sound (V), as in ‘eye’ or ‘@’ or one consonant and one vowel sound (CV), as
in ‘to’ or ‘be’ (Kandel, 2010). In English, we can put single letters (consonants and
vowels) together and count each unit of two in a word. For example: ‘tap’ (one
syllable), ‘butter’ (two syllables), telephone (three syllables), and so on. There are
also many different ways we can build and combine syllables in English. For
example, we may have multiple consonants at the beginning of a word, like in
‘scream’ (CCCVC), at the end of a word, like in ‘parts’ (CVCCC) or both, as in

‘strengths’ (CCCVCCCC).

In Tigrinya, one letter represents a consonant and vowel sound combination (CV).
There are also fewer possible combinations of syllables than in English (Gashaw,
2014; Weninger, 2011). The most common syllable is a consonant and a vowel
(CV), and multiple consonants can only be found in the middle of a word (CC), not
at the beginning or at the end (Pam, 1973; Weninger, 2011). As such, it may be
helpful to clap each syllable and introduce words with a regular CVCV pattern,

such as 70 (‘he gives’).
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Phonemic Awareness

Isolating individual sounds might work a little differently in Tigrinya and

English. In Tigrinya, one symbol usually represents two sounds. When you work
on isolating and blending sounds, you might compare words that differ in only
one sound or symbol, rather than introducing the sounds on their own. Example:

HAA (‘he jumped’) VS. nAA (‘he built a barrier’)

Introducing Symbols
There is little known about the best way to develop reading and writing skills in
alpha-syllabic languages such as Tigrinya. However, some researchers recommend
paying attention to the following ideas when making decisions about which words
to introduce to learners first (Ralaingita & Van Ginkel, 2018):
e Frequency: introduce the most common letters and words first, gradually
moving to less common forms
e Simplicity: introduce the simplest letters first, gradually moving to more
complex patterns of sounds and symbols (e.g., 1 or A to 0 or €)
e Shape of the symbols: introduce sets of letters that have a common or
similar shape (e.g., one consonant symbol combined with different vowels)
e Pronunciation of sounds: introduce letters that are pronounced in similar
ways (e.g., T and &) or that have similar features (e.g., '+, T and &).
® Productivity: introduce letters that are used with many different

combinations of sounds and in a number of different words (e.g., Q1, (1 or 1)
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L2 Pronunciation - Learning New Sounds

Consonant Sounds
The sounds /0/ (thank) and /3/ (this) do not exist in Tigrinya (Gashaw,
2014). Tigrinya speakers learning English may have difficulty pronouncing them.
They may also have difficulty hearing differences between these sounds and /t/.
Example:

‘thin’ Vs. ‘tin

‘then’ VS. ‘ten

Vowel Sounds
Learners may have difficulty with the length of long and short vowels. Example:
‘hoot” vs.  ‘hut’

‘ereen’”  vs. ‘grin’

Consonant Clusters

Tigrinya speakers who are learning English may have difficulty pronouncing many
consonants together at the beginning and end of a word. This is because these
combinations of consonants, known as consonant clusters, are not common in
Tigrinya (Gashaw, 2014). You may need to focus on breaking apart these clusters
into their individual sounds and devote more time to practicing pronunciation in
some of the later stages of oral language development in English. It would be
helpful to introduce words with only two consonant sounds first, and gradually
move to more complex combinations with time, also alternating where they are

in a word. Example:
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Beginning of word:

blue / play / skate / small a school / strike / scream / splash
End of word or both:
cart / kept / camp / catch a stamp / draft / terms / bench

Tigrinya: A long history

Literacy instruction in Tigrinya has a long history and is one of the oldest cultural
practices in the Horn of Africa (Asfaha & Kroon, 2011). As such, teaching materials
and methods have developed over time and were influenced by the traditional
teaching of Ge’ez religious texts, which emphasized chanting, repeating words

and phrases, and memorization.

The main goal of teachers of Tigrinya has long been to help beginning readers
recite (i.e., repeat from memory) the whole table of the fidel (Wright, 2002).
Children who learn how to read and write in Tigrinya have traditionally been
taught in the following manner: first, they learn how to hold a pencil and become
aware of print. Then, the teacher presents the most common fidel symbols along
with words that begin with that consonant sound and a picture. A typical lesson
might introduce a single fidel symbol with multiple vowel sounds, use chanting to
help with awareness and production of the sounds. As a result of the structure of
Tigrinya (each symbol representing a syllable, with a consonant and vowel) and
relative ease of syllable blending, syllable teaching moves fairly quickly towards

word reading.
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With all this in mind, it is important to remember that you may need to dedicate
more time to the earlier stages of reading development (i.e., learning the fidel),
given the large number of symbols involved. However, it would be helpful to take
a whole language approach that integrates both the rich cultural context, literacy
practices and/or theme of the lesson with the target language forms, rather than

just focusing on drilling activities and the memorization of letters.
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Appendix 2

L1 Linguistic Background Information: Annotated
Bibliography

Allison Bajt

Farsi/Persian

Arab-Moghaddam, N. (1997). The concurrent development of reading and spelling in Persian
and English (Master’s thesis), Carleton University, Canada. Retrieved from
http://ezproxy.lib.ucalgary.ca/login?url=https://search-proquest-
com.ezproxy.lib.ucalgary.ca/docview/304360672?accountid=9838

This study examined the development of reading and spelling skills in children learning
to read and write in Persian and English. A total of 55 children ages 7 — 9 attending
school in cities across Eastern Canada were tested for reading and spelling in both
languages. Results showed that children who had high scores in Persian (L1) were likely
to score high in English (L2), supporting cross-language transfer of literacy skills. The
authors state that the findings are in line with the Universal Hypothesis, which
assumes that the reading of words in any language is driven by the application of
orthographic skills (i.e., understanding of print and spelling at the word level). Finally,
results also showed that spelling in Persian was driven solely by orthographic skills,
whereas spelling in English was predicted by orthographic and phonological skills (i.e.,
understanding of the relationship between letters and their corresponding sounds).
Overall, orthographic skills contributed to the reading of Persian words because the
script necessitates strategies above the phoneme-grapheme level, as some sounds
are not represented in writing. As such, both phonological and orthographic skills
play major roles in reading, while spelling relies more heavily on orthographic skills.
As the structure of Persian and English and their scripts are pertinent to the author’s
research questions, a detailed description of both languages is provided:

o Persian orthography: Farsi uses an alphabetic system in which a grapheme is
associated with a phoneme and contains 32 letters and 30 phonemes total. The
Persian alphabet is a variation of Arabic script and reads right to left. It has a
very regular grapheme-to-phoneme correspondence and each grapheme has
one pronunciation that remains constant. Letters are distinguished by a series
of diacritics (marks and dots) that indicate different sounds.

o Persian phonology: Persian has six spoken vowels, three long vowels (shown by
a letter) and three short vowels (shown by a diacritic). The diacritics used to
indicate short vowels are only included in literacy instruction in the early stages
of learning to read and write; skilled readers are able to interpret these words
through knowledge of letter sequences and context. Because Persian
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orthography is transparent, phonological skills are a good strategy to read
words in Persian. However, Persian is polygraphic, which means that more than
one sound (phoneme) can be represented by a single letter, making it easy to
read but more complex to write. English, on the other hand, is polyphonic (a

grapheme can represent more than one phoneme) and polygraphic (a phoneme

can be represented by more than one grapheme), making it a complex script to
read and to write. As a result of polygraphy, some Persian words composed of
different letters may produce identical sounding words that have different
meanings. As such, reading is easier than spelling.

o Teaching in Persian: reading instruction in Persian is based on phonics. Children
learn to read words by learning the sounds of individual letters, which is helped
along by reading aloud and sounding out words. Reading and spelling strategies
usually involve decoding words, with an emphasis on pronunciation, definitions,
and practice of spelling. By the end of Grade 1, all letters of the alphabet and
their corresponding sounds are taught.

Arab-Moghaddam, N. & Senechal, M. (2001). Orthographic and phonological processing skills
in reading and spelling in Persian/English bilinguals. International Journal of Behavioral
Development, 25(2), 140-147. Retrieved from
http://www.tandf.co.uk/journals/pp/01650254.html
e In this study, the researchers examined how phonological and orthographic processing
skills contribute to reading and spelling in two languages that differ drastically in script:
English and Farsi. They note that English orthography is characterized by polyphony
(i.e., a grapheme may represent more than one phoneme) and polygraphy (i.e., a
phoneme may be represented by more than one grapheme), which makes it a complex
script to read and write. In contrast, Persian orthography (when the script includes
short vowels), is characterized by polygraphy only, which makes it a simple script to
read but more complex to write. Participants in this study were 55 Iranian Children in
Grades 2 and 3. They completed a word reading and spelling test in both languages.
Results showed that spelling was predicted by both phonological and orthographic
skills, whereas Persian was predicted largely by orthographic skills. In other words,
the young spellers of Persian relied only on their orthographic skills. The researchers
posit that because of the nature of Persian’s shallow orthography (one-to-one

sound/letter correspondence), they relied on different reading and spelling strategies

than in English. More specifically, Persian spelling might encourage children to pay
attention to all the letters in a word and their sequence, thereby adopting an analytic
strategy.

Foroodi-Nejad, F. & Paradis, J. (2009). Crosslinguistic transfer in the acquisition of compound
words in Persian-English bilinguals. Bilingualism: Language and Cognition, 12(4), 411-427. doi:
10.1017/51366728909990241
e This study investigated the role of structural overlap (the influence of one language on
another, if there are structurally similar options in both languages) and dominance
(one language has stronger influence than the other, as a result of greater exposure,
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proficiency or skills) in cross-linguistic transfer in Persian-English bilingual children’s
production of novel compound words, with a particular focus on direction of script.
Participants were 19 Persian monolinguals, 16 Persian-English bilinguals and 17 English
monolinguals. They completed a novel compound production task, which tested their
creation of compound words. Compound words in Persian have variable head
positions, whereas English is right-headed. Results showed that there was a cross-
linguistic influence of both Persian on English and English on Persian. Furthermore,
Persian-dominant bilinguals tended more towards creating left-headed compounds
than the English-dominant group. As such, there is cross-linguistic influence in the
presence of structural overlap between the two languages and language dominance
also played a role.

Hall, M. (2007). Phonological characteristics of Farsi speakers of English and L1 Australian

English speakers’ perceptions of proficiency (Master’s thesis), Curtin University, Australia.

Retrieved from www.asian-efl-journal.com

e This study investigated the extent to which phonological characteristics of native Farsi

speakers interfere with their intelligibility when speaking English. Participants were
four L1 Farsi speakers learning English and five L1 English speakers, who provided
assessments of the Farsi speakers’ speech. The Farsi participants took part in an
unstructured interview in which they read aloud twenty sentences that contained
specific English phonemes and ten sentences with consonant clusters. Findings showed
that the phonemes that do not exist in the Farsi sound system and the consonant
clusters that are not allowed in Farsi syllable structure (particularly s+C as in ‘spray’ or
‘school’) caused difficulties for participants and were rated as being lower in
intelligibility. The author notes that although these results are in line with other studies
on crosslinguistic transfer and interference, it should be kept in mind that in some
cases, phonemes that are similar but not exactly the same can also cause problems for
L1 speakers learning an L2. In conclusion, the author states that teachers should be
trained to obtain a thorough knowledge of the L2 sound system to encourage them to
specifically focus on sounds that cause problems for L2 learners.

Marzban, A., & Jalali, F. E. (2016). The interrelationship among L1 writing skills, L2 writing skills,

and L2 proficiency of Iranian EFL Learners at different proficiency levels. Theory and Practice in

Language Studies, 6(7), 1364-1371. doi: http://dx.doi.org/10.17507/tpls.0607.05

e This study investigated the relationship between Persian (L1) and English (L2) writing

skills across different levels of English proficiency. A total of 78 ESL learners studying at
a private college in Iran participated in this study. Data were collected through one
English proficiency test and two writing tests (a composition task in both languages).
An analysis of these essays showed that the learners made use of their Persian when
writing in English as a tool to facilitate their writing process (i.e., transferred their skills
positively). However, lower proficiency writers in their L1 may not be able to easily
transfer these skills. Overall, writing skills that had not been acquired in the L1 could
not be transferred to the L2, and low L2 proficiency also impeded this transfer,
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meaning that the learners needed more practice and exposure to English in order to
become competent writers. These findings are in line with the Linguistic Threshold
Hypothesis, which states that language transfer is possible only after a threshold level
of L2 proficiency has been reached. The researchers conclude by stating that ESL and
literacy instructors need to pay attention to the relationship between Persian and
English writing and should take the languages similarities and differences into
account. Teaching materials should better integrate the instruction of the two
languages, making learning activities more pedagogically meaningful and practical.

Massajizavareh, H. (1998). A component skills approach to adult ESL reading: Evidence from
native speakers of Farsi (Doctoral thesis), University of Toronto, Canada. Retrieved from
http://ezproxy.lib.ucalgary.ca/login?url=https://search-proquest-
com.ezproxy.lib.ucalgary.ca/docview/304477501?accountid=9838

This study investigated the language processing skills (e.g., phonological and
orthographic skills, background knowledge, syntactic and semantic strategies) in adult
ESL readers who were native speakers of Farsi. The researcher was primarily interested
in the role of lower-level phonological and orthographic processing skills on reading
efficiency (i.e., speed and accuracy). Participants were 60 advanced ESL readers who
were adult speakers of Farsi living in Canada. Data were collected through a reading
comprehension task, silent reading rate, and a test of participant’s ability to recognize
individual words out of context. Results showed that both speed and accuracy of
reading were correlated with each other and that phonological and orthographic
skills were related to reading proficiency. As such, lower-level grapho-phonemic
processes directly impacts L2 English reading, even in readers at high levels of L2
proficiency. The author notes that because of this, ESL reading instruction should
consider not only accuracy in reading practices, but also speed (i.e., efficiency).
Moreover, pedagogical approaches should explicitly target the development of word
recognition, orthographic and phonological skills in addition to encouraging extensive
reading.

Nassaji, H. & Geva, E. (1999). The contribution of phonological and orthographic processing
skills to adult ESL reading: Evidence from native speakers of Farsi. Applied Psycholinguistics,
20, 241-267. Retrived from https://doi-
org.ezproxy.lib.ucalgary.ca/10.1017/50142716499002040

This study investigated the role of phonological and orthographic processing skills in L2
(English). The researchers were primarily interested in the extent to which these lower-
level processes contribute to reading comprehension and development. They note that
dissociating orthographic from phonological processing is very difficult because they
are highly integrated in reading, and it is hard to create orthographic tasks without a
phonological component. That being said, they are independent from one another, as
studies have shown they have differing effects on reading. Participants were 60 adult
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ESL advanced ESL readers (graduate students at a major university in Ontario) who
were all L1 speakers of Farsi. Data were collected through a series of reading tasks
including reading comprehension, silent reading rate and single word recognition.
Participants also completed two tests of cognitive ability (working memory and rapid
naming of letters), as these were also thought to affect reading scores. Results showed
that both speed and accuracy were related to both-low and high-level skills (see p.
259 for a schematic representation of this relationship) and that efficiency in
orthographic processing had a dominant positive effect on all reading scores, while
phonological processing had a comparably weaker effect. This finding is in line with
the idea that expert readers might rely more on orthographic representations, while
beginner readers depend more on phonological codes.

Panah, M. A. (2012). Cognitive processes of learning to read in Persian orthography. Procedia —
Social and Behaviour Sciences, 32, 339-343. Retrieved from
https://doi.org/10.1016/j.sbspro.2012.01.050
e This study examined the evidence for a transition between phonological processing
phase to an orthographic phase in children learning to read in Persian. The study was
based on a general model of learning to read in which children move through three
stages: a discrimination-net phase (developing a vocabulary of common sight words
and discriminating words from other words based on partial orthographic cues), a
phonological recoding phase (employing phonological knowledge about the
relationship between letter and sound), and an orthographic phase (recognizing
printed words as orthographic wholes and integrating spelling knowledge). The
author notes that there have not been a lot of studies on reading processes in Persian.
A total of 230 primary school children in Grades 3 to 7 were tested for reading
performance in a word and non-word reading task. The children were presented with
three lists of words: (1) twenty non-words with vowel diacritics, (2) twenty non-words
with vowel diacritics, but the removal of the diacritics would result in normal
consonantal words, and (3) twenty common words that were phonologically
acceptable but orthographically illegal (the first letter was written in its medial word-
position form). Results suggest that children learning to read more heavily rely on
phonological skills in the early stages of literacy acquisition, moving to an
orthographic strategy at later stages. The researcher infers that students moved away
from the strategy of reading through phonological mediation over time and began to
adopt orthographic strategies (reading without referring to the phonological system)
and concludes that becoming a skilled reader of Persian involves adopting a whole-
word strategy for reading. This strategy doesn’t work, however, with words are
presented in an orthographically unfamiliar form (i.e., List 3 — a medial letter formis in
word-initial position).
o Persian writing system: Persian has an alphabetic script with 32 letters denoting
30 phonemes. It is written from right to left. It has a very regular grapheme to
phoneme correspondence and each grapheme has a single pronunciation that
remains consistent across all kinds of words. Many Persian graphemes are
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distinguished by a diacritic mark or dot that indicates changes in sound. For
instance, these markings indicate the difference between /k/ and /g/ - written
KL and <Srespectively, and /ch/ and /j/ - written z and z. These diacritics are
smaller than letters. Most letters are joined while writing by hand, but the
diacritics are always separate from each other and all other letters other than
the one they modify.

Rahim Bohlooli Niri, M. (2016). Reading strategies in Persian and English languages and their

influence on English reading comprehension ability. International Journal of English Linguisitcs,

6(7), 159-165. Retrieved from http://dx.doi.org/10.5539/ijel.v6n7p159

e This study investigated the relationship between successful readers’ strategies in

Persian and English, and the impact of these strategies on English reading
comprehension. The researcher was primarily interested in why learners may struggle
with reading, positing it as either a reading problem (i.e., poor reading strategies or
skills) or a language problem (i.e., linguistic complexity or unfamiliarity with the
narrative context). There was a total of 148 participants in this study. They were all
male students studying English for Academic Purposes at an Iranian university. Data
were collected through reading comprehension tests, and a questionnaire about
reading strategies in English and Persian. Results showed that reading ability and
reading strategies were related; at low levels of ability, the relationship was negative
and at high levels of ability, successful readers could not only employ different reading
strategies, but also transfer L1 ability (Persian) to L2 reading (English). The findings
support the claim that students benefit from explicit instruction in reading strategies
and that poor readers can benefit from increasing their L2 proficiency, followed by
explicit instruction in reading strategies (in that order).

Nepali

Acharya, J. (1990). A descriptive grammar of Nepali and an analyzed corpus (Doctoral thesis),
Georgetown University, U.S.A. Retrieved from
http://ezproxy.lib.ucalgary.ca/login?url=https://search-proquest-
com.ezproxy.lib.ucalgary.ca/docview/303910462?accountid=9838
e This dissertation offers a descriptive grammar of Nepali (i.e., it describes the forms and
functions of the constructions of Nepali at the phonological, lexical, and grammatical
levels). It is broken into two parts: part one covers the sound systems (segmental and
suprasegmental) and the writing system, as well as definitions of different forms in
terms of their inflection, function, dependents, morphology and syntax. Part two
contains an analyzed Nepali text with English translation. The author also provides us
with some important contextual information about the country of Nepal, explaining
that it is a multilingual nation that has housed two major language families (Indo-
Aryan/European and Tibeto-Burman) and has three broad dialectical divisions:
Eastern, Central and Western. The Western dialect of Nepali shows the greatest
variation phonologically, lexically and grammatically, while the Central dialect has been
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used historically for textbooks and literary writings. All dialects reflect the caste system
in Nepal.

Bee Tin, T. (2014). A look into the local pedagogy of an English language classroom in Nepal.
Language Teaching Research, 18(3), 397-417. doi: 10.1177/1362168813510387
e This article describes the social context of English language classrooms in Nepal,

focusing on the local practices (i.e., vernacular practices and local knowledge) that
have emerged in tandem with established English language teaching (ELT) theories and
practices. The aim of the study was to investigate the reality of an ESL classroom in a
Nepalese context. The themes of the study included: daily routines, textbooks, student
and teacher behaviour, the role of class work and homework, and perceptions of what
an English class is. The author took an ethnographic approach and completed
classroom observations of one English course at a public college. Findings showed that
students were relatively passive when prompted by the teacher, class time was
dominated by teacher-talk and that there was a lack of resources such as print
materials, teacher prep time, electricity and space for group or pair work. That being
said, the teacher made use of class time effectively and the students were not
necessarily passive for the entirety of the lecture; they were engaged listeners, took
notes, and reported putting what they had learned into practice at home. Lastly, there
was a mismatch between government mandated textbooks and communicative
curriculum. While this study does not necessarily fit within the aim of our curriculum
framework, it does give us an understanding of how common, best practices in the
English language and literacy field may not transfer to the teaching and learning
situation in Nepal.

Kandel, R. K. (2010). The sounds of the English language and Nepali language. ANUSHEELAN
Research Journal (Saun 2067 BS), 189-98.

e This article presents a comparison of English and Nepali sound systems, including
how the sounds are produced, distinctive features and their phonological
classification. The syllable structure of both languages is also described, with
examples to help distinguish all of the possible sequences of sounds possible in each
of the languages. The author begins by providing a short overview of which organs are
involved in producing speech sounds and how sounds are articulated. The following
differences are found in the vowel inventory of English and Nepali (p. 6):

o English has 20 vowels; 12 monophthongs and eight diphthongs

o Nepali has six pure vowels and ten diphthongs, with an equal number of
nasalized variants

o All Nepali vowels occur in all positions, but some English vowels cannot occur
word-finally

o Nasalization is allophonic in English but phonemic in Nepali

o English has 12 unique pure vowels and as a result of this diversity, it can be
difficult for Nepali learners to learn English vowels

The following differences are found in the consonant inventory of English and Nepali:
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o English has 24 consonant sounds and Nepali has 29 consonant sounds

o English consonants /m/, /n/ and /I/ can be syllabic but syllabic consonants are
rare in Nepali

o The nasal consonant sounds /m/, /n/ and /n/ are almost exactly the same in
both languages

o Aspiration is allophonic in English but phonemic in Nepali

o Nepali has only two fricative sounds: /[/ and /h/, while English has nine fricative
sounds (five voiceless and four voiced)

o English has only six plosive sounds and Nepali has 16 plosive sounds

o English has two dffricate sounds and Nepali has four affricate sounds

Khatiwada, R. (2009). Nepali. Journal of the International Phonetic Association: Illustrations of
the IPA, 39(3), 373-380. doi: 10.1017/50025100309990181
e This article provides us with the complete phonological inventory of Nepali along

with some of the sociolinguistic features of the language. More specifically, Nepali is
as language of the Indo-Aryan family and the official language of Nepal, with roughly 11
million speakers. It is also spoken in India and Bhutan, as well as by members of the
Nepalese Diaspora globally. See p. 373 for a table of the phonologically contrastive
consonants and p. for the phonologically contrastive vowels. The author notes that
Nepali orthography shows the influence of Sanskrit through a high number of loan
words. This being said, the Nepali pronunciation of such words is usually retained, as
Sanskrit pronunciation is often only used by “educated speakers” (p. 374). Finally,
stress and pitch are non-distinctive in Nepali.

Manzano, B. A. (2018). Examining the oral communication strategies used by a group of

Nepalese adult learners in an ESL context. The Southeast Asian Journal of English Language

Studies, 24(1), 84-96. Retrieved from http://doi.org/10.17576/3L-2018-2401-07

e This study investigated the oral communication strategies (CSs) used by six Nepalese

adult learners in an ESL course. The author was interested in what types of
interactional behaviour the learners showed in order to overcome linguistic problems
(i.e., difficulties, misunderstanding or lack of appropriate vocabulary) and maintain
communication in English. Examples of CSs include approximation, word coinage,
circumlocution, literal translation, language switch, appeal for assistance, mime and
avoidance. In this study, each of the learners took part in an individual interview and
completed a picture storytelling task, which was recorded and later transcribed.
Findings showed that the majority of the learners used avoidance strategies and
gestures (non-verbal CS) when describing the picture. These results give us a clear
picture of how Nepalese learners of English may manifest their communication
difficulties and indicate to teachers when learners may need assistance during oral
language tasks. Furthermore, they highlight the need for English language teachers to
be sensitive to the communication practices of specific groups of learners.

Nepali Language Resource Center (n.d.). Retrieved from www.nepalilanguage.org
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e The Nepali Language Resource Center gives us an overview of all linguistic aspects of
the Nepali language, including the alphabet, writing system and orthography. The
authors describe the structure of the Devanagari script in Nepali and explain what an
alpha-syllabic writing system looks like in a clear and straightforward manner.
Importantly, they provide examples of 36 consonant and the 11 vowel symbols,
independent vowels, dependent vowels, and the diacritics that may be used to change
the production and/or pronunciation of certain sounds. In the section on orthography,
they also touch on numeracy, long and short vowels, Sanskrit loan words and the
representation of words, which can be written together (‘padyog’) or separately

(‘padbiyog’).

Tuladhar, A. & Akatsuka, M. (2018). Teaching English phonology in linguistically diverse
classrooms in Nepal. Bulletin of the College of Liberal Arts and Sciences, MIE University, (3), 1-
14. Retrieved from https://ci.nii.ac.jp/naid/120006456921/

e This study examined the Nepali speakers’ awareness and pronunciation of English
sounds through two listening and pronunciation tests. The researchers were interested
in determining which sounds would be most difficult (in terms of recognition and
production) for the Nepali speakers, and which strategies may be useful in targeting
English sounds that are not expressed or do not exist in the Devanagari script in Nepali.
The listening test involved matching the audio presentation of a word with a written
word, and the pronunciation test involved recording students’ pronunciation to detect
their production of segmental sounds (vowels and consonants), stress, rhythm and
intonation. Participants were 31 seniors at a high school in Kathmandu, Nepal. Findings
showed that the participants did very well overall, however, they had difficulty
distinguishing the sounds /s/ and /f/ and /z/ and /d3/. Furthermore, the students
tended to replace sounds that were non-existent in the Devanagari script with similar
sounds available. The authors recommend using minimal pairs as a strategy of
teaching the English phonemes that do not exist in Nepali. They also suggest there
should be increased focus on teaching stress assignment and rhythm and intonation
used in English oral communication.

Tigrinya and Amharic

Asfaha, Y., Beckman, D., Kurvers, J. & Kroon, S. (2009). L2 reading in multilingual Eritrea: The
influences of L1 reading and English proficiency. Journal of Research in Reading, 32(4), 351-
365. doi: 10.1111/j.1467-9817.2009.01399.x
e This study investigated the effect of L2 proficiency and L1 script and reading skills on L2
reading skills. The researchers were interested in this relationship in the context of
non-Western developing countries, with their focus in Eritrea, where nine local
languages and three scrips are used in primary school and English is language of
instruction as of the sixth grade. The authors note that difficulties in L2 reading are
likely to arise due to differences in the scripts used in the L1 and L2 such as direction of
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print, the correspondence between speech sounds and orthographic units (letters or
alpha-syllabaries), punctuation and even spacing. A total of 254 fourth grade students
took part in this study. They had all learned one of five local languages as their L1,
which represented three different scripts (Arabic, Ge’ez and Latin). The participants
completed a background questionnaire, L1 and English reading comprehension and
proficiency tests, and an L1 word reading test. Findings showed that L2 language
proficiency and L2 reading comprehension significantly predicted L2 reading
comprehension. Differences in the scripts, however, did not predict L2 reading in
English. The results are not in line with other research on grain-size, which has shown
that awareness of a large unit (syllable) may not transfer to reading in a second
language that has a small grain-size script (letter). In other words, awareness of the
smallest unit can facilitate reading in large grain-size script, but larger unit awareness
may not facilitate reading in small grain-size script.

Asfaha, Y. & Kroon, S. (2011). Multilingual education policy in practice: Classroom literacy

instruction in different scripts in Eritrea. Compare: A Journal of Comparative and International

Education, 41(2), 229-246. doi: 10.1080/03057925.2011.547288

e This article compares literacy instruction in three different scripts in Eritrea. The

authors were primarily interested in the ways in which literacy was taught and the
literacy practices and values culturally embedded in each of the three languages:
Tigrinya (Ge’ez script), Arabic (Arabic script) and Saho (Roman alphabet). Data were
collected through classroom observations, an examination of teaching materials, and
teacher interviews. The authors note that literacy instruction in Tigrinya has a long
history and is among one of the oldest cultural practices in the Horn of Africa. As such,
teaching materials and methods have been influenced by the traditional teaching of
Ge’ez religious texts, which emphasize chanting, recitation and memorization. The
main goal of teachers has long been to help beginning readers recite the whole table of
fidel (i.e., the graphemes of the Ge’ez syllabary). In the Tigrinya classroom, children
learned print awareness and pencil handling. Then the basic form of the most frequent
fidel symbols were presented with pictures of animals and objects. Findings showed
that the literacy practices across the languages were heavily focused on phonics-
based lessons, activities such as chanting, playing games, reciting letters or syllables,
and repeated writing exercises that emphasized orthographic forms. Furthermore,
the instructional practices differed for each language and were deeply rooted in the
languages’ cultural context.

Asfaha, Y. M., Kurvers, J., & Kroon, S. (2006). Literacy use and instruction in multilingual
Eritrea. African Studies Bulletin, 68, 70-78. Retrieved from
https://research.tilburguniversity.edu/en/publications/literacy-use-and-instruction-in-
multilingual-eritrea
e This article describes the language and literacy environment in Eritrea, and more
specifically, the social use of literacy and the values attached to the multiple scripts and
nine distinct languages used in the national curriculum (Latin alphabet, Arabic script,
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and syllabic Ge’ez script). The authors investigated the daily use of and attitudes
towards Ge’ez, Arabic and Latin through structured interviews (25 participants) and a
sociolinguistic survey (670 participants). They note that although there was a push for
recognition of local languages when Eritrea gained independence in 1993, there have
been numerous problems with implementation at the community and national level,
such as unequal acknowledgement of local languages and low levels of achievement, in
part due to the large cognitive load placed on students, some of whom were expected
to study four languages at once (see p. 72-73 for a description of the difficulties related
to standardizing the nine languages). Results showed that respondents value literacy
for both its economic value and the social status and confidence that accompanies
being able to read and write. Latin was identified as the least beneficial script to
learn, with Ge’ez as the most beneficial and Arabic in the middle. In conclusion, socio-
cultural factors (e.g., ethnic identity, religion, national and regional status, and literary
history of a language) affect attitudes towards the three scripts, but despite these
differences, all language groups highly value literacy in Eritrea.

Asfaha, Y. Kurvers, J. & Kroon, S. (2009). Grain size in script and teaching: Literacy acquisition
in Ge'ez and Latin. Applied Psycholinguistics, 30(4), 709-724. doi:10.1017/50142716409990087
e This study investigated the reading skills of 385 Grade 1 children who were learning to

read and write in four different languages and two different scripts: Ge’ez (Tigrinya and
Tigre) and alphabetic Latin (Kunama and Saho). The children completed letter/fidel
knowledge, word reading and spelling tasks to investigate differences at the script and
language levels. Results showed that the syllable-based (syllabary) Ge’ez script was
easier to learn than the phoneme-based Latin, despite the fact that Ge’ez had a higher
overall number of graphemes (i.e., CV units). The author notes that literacy instruction
has been influenced by traditional religious chanting and largely revolved around
drill-oriented learning and memorization. Later stages include syllable blending,
simple word decoding and gradual introduction of short sentences. Results of the
study showed that children learning to read the syllable-based Ge’ez orthography
had better reading and spelling scores than those learning to read in the Latin
alphabet. In other words, the large unit-based script proved easier to acquire than the
phoneme-level system of Latin. The sheer number of graphemes did not prove to be a
disadvantage and although the letter knowledge was better in Latin orthographies,
this did not translate into actual productive differences. Overall, the syllabary made
up for the large number of fidel symbols by making it easier to learn and use the
basic writing unit (e.g., blending syllables is easier than blending phonemes). Based
on further testing, these differences did not exist at later grades, meaning that reading
skills across scripts levelled out over time.

Gashaw, A. (2014). Potential Problematic Areas of English Pronunciation for Amharic Native
Learners based on Phonological Contrast between the two Languages. The Ethiopian Journal
of Education, 34(1), 73-105. Retrieved from
http://ejol.aau.edu.et/index.php/EJE/article/view/414
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This study was conducted in order to identify the elements of English pronunciation
that would be difficult for native Amharic-speaking learners given differences between
the phonological systems of both languages. The underlying theoretical approach of
this study, known as Contrastive Analysis Hypothesis, assumes that many of the
mistakes made by learners are caused by differences between the native language
(NL) and the target language (TL). As such, the author was focused on identifying
typical areas of trouble for Amharic speakers learning English (see p. 78-82 for a
complete list of the phonological differences between English and Amharic, p. 86-87
for differences in syllable structure, and p. 87-100 for suprasegmental features).
Findings showed that pronunciation difficulties may arise when the learners
encounter: sounds in English that do not exist in Amharic, combinations of sounds in
English that are not allowed in Amharic, such as consonant clusters, and
characteristic patterns of stress and intonation in English that are different from
those used in Amharic (e.g., pitch accent vs. stress accent and syllable-timed vs.
stress timed). The author concludes by suggesting teachers of English focus on the
following features for learners who speak Amharic:

o Interdental fricatives /6/ and /6/

o Low front vowel /=/, low back vowel /o/ and low central vowel /n/

o Long/short distinctions of vowels, including all English long vowels and
diphthongs
Reduction of vowels into schwa
Accentual functions of stress and the stress-timed rhythm of intonation
Attitudinal function of intonation
Word-initial and word-final consonant clusters

o O O O

Pam, M. D. (1973). Tigrinya phonology (Doctoral thesis), The City University of New York,
U.S.A. Retrieved from http://ezproxy.lib.ucalgary.ca/login?url=https://search-proquest-
com.ezproxy.lib.ucalgary.ca/docview/302675167?accountid=9838

This article provides a complete phonetic inventory of Tigrinya, including a discussion
of consonants (which show exceptionally limited phonological rules) and the use of
vowel contrast for nominal gender (male or female). See p. 6 and 7 for a complete list
of consonant and vowel (monophthongs and diphthongs) phonemes and p. 8 and 9 for
respective feature matrices. The author provides detailed descriptions of processes of
affixation and inflection.

Weninger, S. (Ed.). (2011). Tigrinya. In The Semitic Languages: An International Handbook (pp.
1153-1169). DeGruyter Mouton. Retrieved from
http://ebookcentral.proquest.com/lib/ucalgary-ebooks/detail.action?doclD=835432

This book chapter describes Tigrinya (the third-largest Semitic language) in terms of its
phonology and morphology. The author notes that Tigrinya has gained official status in
Eritrea and the Ethiopian state of Tigray, where it has more than five million speakers
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and a great many dialects. A linguistic comparison of the diverse dialects has not yet
been undertaken. The first section of this chapter describes the sound system
(phonology) of Tigrinya. The second section describes the process of word formation
(morphology), including personal pronouns, object suffixes, and demonstrative and
relative pronouns. The fourth section describes nouns, including plural formation, noun
formation (prefixes and affixes), and prepositions. The fifth section describes verbs and
the sixth and final section describes syntax very briefly.

Wright, M. W. (2002). Ideologies and methodologies in language and literacy instruction in
postcolonial Eritrea (Doctoral thesis), University of Pennsylvania, U.S.A. Retrieved from
http://ezproxy.lib.ucalgary.ca/login?url=https://search-proquest-
com.ezproxy.lib.ucalgary.ca/docview/305513515?accountid=9838

The goal of this study was to examine beginning literacy instruction in a multilingual
town in Eritrea, with a focus on the implementation of an updated English curriculum.
Data was collected through ethnographic classroom observations of K-6 English and
Tigrinya classes, analysis of teaching materials and formal interviews with teachers at a
local elementary school. Results showed that the elementary-level Tigrinya
curriculum had not changed in decades; the goal was to have children memorize the
entire fidelat and learn to read short words and few short sentences by the end of
Grade 1. Furthermore, the teachers largely relied on chanting and echoing single
letters of the syllabary, single words or short phrases (“my hand,” “two sticks”) for
both review and introduction of new material. She also found that there were
significant differences in the approaches to teaching English and Tigrinya because of
the reality of language use; Tigrinya had greater practical application in daily life, but
English would become the medium of instruction in secondary and higher education.
Tigrinya classes tended to take a ‘phonics’ approach, with teachers going to great
lengths to demonstrate the exact motion of writing each letter and helping children
sound out the syllable. Overall, the method of instruction tended to mimic traditional
Eritrean methods of teaching and learning in beginning alphabetic literacy (i.e.,
chanting, copying, drilling, and total physical response (TPR) activities), with many
teachers stating that repetition should be the primary technique in beginning literacy
instruction. Importantly, there was a huge discrepancy between the prescribed
teaching methods outlined in the English curriculum, as they did not take Eritrean’s
sociohistorical and cultural ideologies and methodologies into account. In other
words, Indigenous languages and literacy practices were not viewed as resources in the
classroom.
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Appendix 3: Assessment Tools

This appendix contains the assessment toolkit in four languages. You will find:

e Farsi Assessment Toolkit

e Nepali Assessment Toolkit
e Tigrinya Assessment Toolkit
e English Assessment Toolkit
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Assessment Tools — Farsi

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 130




e

NS el

(Al o led

JallS o il e R\ PRG0N

GG ol

s 5 sl idsh ol

i e odldiu) aa Js) L) ) s o

RV E: . S VS I [PEENEEN

sy s 5 ONIA ) Led 4

fSL) 4 faiaa (ilg 5 oulsa 4 ol s an o

-

I8 Ay

dad g g

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society

131




ol e

dadog g

ol

(s Ay 2

J])S Jaa )};15 BN C’_IM [GERVY

Cluan’ ¢ g

P8 GlasiS ) Cliasi G

Sty ERCEN Y Pt

LSy Olluaad G

D EREER Ry L

A laasd 4t 4 aag b

o Caaly Ll )y @uﬁud)ﬁa\_}

?aﬁdi.&uﬁd\ﬁ @u)ﬁé\e‘;‘)ﬁag

| © CanlLearn Society 132




(Gl aa Ax jd ) iy Lk Ul

e Ol

(sl sd Ol e

Tl Gln s sl S e 4 axal e Ai) 0 Slialy 4 zlaal U

Q&—\M:\AMJ‘BL&A eu )l G‘:LAKA\ Jsal ) sldia 1,3] e C.w\.} G ypa 2

faiS Cunia Lo boad 6800 Jibae 3)5e 2 2t Jile U

a) 2

a5 M Cudgane dla) Ll Gl ) a)lse ) SaelaS LeudIS 5o ES S G
Asnde b Jiie o Ll S80S Hsuaa -
Juad .

B 3l -

a8y (o zn i asee b pagad leudS )y S8 Gl 1) b Cele 5 s 45

| © CanlLearn Society 133




4 el Gl L)l il aseie Gask ool )G KGO8 aule anS ooliiul s i ) e

AR Gy

S gy

A8 LI Led 4 1) Gl qle 4 axal e boaS dalsay Deal GEID S5 aan 1) ) <Y

RGP
QS als -
Aadin L;YLJ -
dadia tL\.ua\J Claw -

faigdae oid aS 4y dal e il

Aae m dsda 4 duad e QNI ) -

Cal 4y g g Cudgaaa
o (L e A )y il SO Lasd
o Lt e 4 1) Caal g0 Lasd

m‘);\.\‘uln‘)dk"_\ajdﬁbo‘)\.‘.'.':\b
e WS Jy) Gia -
Sl alS Al Cas -

oldl Al sdae (e AS el 4" caml gy Gsal (il ) il 1) Glisly ) dsdia jlea U Al (Gan

"_OS

| © CanlLearn Society 134




L Iy calid

JREXTNY-Y Wiaa K] QJJJ; u,).’.bl.ﬁ)\ 7y \j‘
Om Bl )l ol gl byl Orb L ead saliiul bl Jla Gl b Carl Ady )y oladad SO o

Salgl gl oy 8 a5

S E-YY
Sl Gy ua U..gAJJ.\LJou‘,S Ol laa u‘)auﬂ\.ASSd}\ Cuba Coya ‘)\LQ \‘5] ‘_r\h‘)‘)\ L_ﬁ‘)u.u

Dgh e ey el Juily 4 a8, SO e aaly ol 0 L1
A G [ s JB ela B asd e alul A el Giih )
Sl sdd (g yad e}@é.a 4a ¢ia J)A] Sl a8 ped fedaa

Al aly ) AdS e el aladl ps D3 Dl Gl Gl 2l e 250 a3Y R

o~ w N

G 4S5 4 il e Al Qs Gy 1) B 8 leied JiSn L B0% el Gl R
S dxal ye

L sl bl Al Canya 1) dadia S @l el ) e 3l S L gan sl Gl S 6
LS el gla )

Pl iy W 1l (il b, cledl g b)) el A 1 sal G Guod iy ol
Aot Algl 1y s S Ha Jaa Caja b 4 Jy) cba Gapa jaal il -
Aowghy 2 gl )y 4alS HAT Cuba Caja el il -
Augh Ailgh 1) 4K by Hlalaa Gapa Hed (il -
Ay Al 1) 4alS Al 5 Jy) culia CGapa ) S5 sl (b -
gt Al gh |y Al 4aS AT Cdla a5 4dS b Glalaa G gl -

J-\\)-L\‘)Mm‘;\:\s‘)ﬁ‘)\J\Jm&J}‘)AL}‘;\MS}AASaUJS}J.\LJ\J\MA_QPJJA\ufu\_‘\ -

NS e b 1) ead dpas s da g bl ) Aska

Glals il

ol b iy R ale @IS - S hlaa G b 4 J) Cadbia Capa

| © CanlLearn Society 135




Foa OGS i pdle - 4l AT Cula G

ol S e @l (SR S - 4alS by Hllaa Caa

Bl)se ol gy pa iy (D30 (ala e g (B - Culia Cagpa S S
S b oJsy o8 s e 53 (AT i - DS las Cisa

Glais «elu (sl lae il « S8 L dbae - 2l jllaa Caa

st S (gl @Sh el el @l (Kaw - ol 5 oS s Ciga

A gy |y 2l t_u;u‘);

| © CanlLearn Society

136




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 137




i

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 138




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 139




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 140




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 141




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 142




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 143




oigbal [ aBle - g e sl Jaen

AL e (A 9 dald L)) o

G s Jus o

G gla Cal e

BET o U LESLLA Ol)sel (ily 4S 2itd (6 ey gl Cal 5 g pan la Joew Jeld W o )

5 Jiew Led (Bai) bme 0 (s b L@l (GUAT e 5 OLE (Bai) bame Gl aid) ad viala
G Jiaw s adle ) dl Ldne b)) G Al sl il G Gl ) Gl cal (Sae Je

b el A saliiu) ahie ) d il

o 1 w8 ra el R ASE Gaa 5 apd e Eapd e gl daew b Sl

AR e Gld (S dae 0 1) ey b Jiew op Bl canulis

j\&ﬂﬁcaﬁod&u\duL\ﬂ_}\@.b:_.\_M\@\JJMLSHL;\AL\HJALS@QJJ\?jJui@
() Jie) Gl eadi sailal® Cuad Gl )3 PSaS Gl e pada sl Gl s S adlae WAL
oS o 4S8 2gd R Chdly ‘SJ\A Oluwla ja Hd e 4aS HAS R ol | PP Caal (Uase _(J‘)‘}

iph e olial adl s ah o L as ol Aad 3K

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 144




o ok
W Joam g aidle — il iy

A ) b Q)8 8 ek B dE -1

A aladl SO SS, (Sb))) gl -2

oy AT W L sl il a8 2 QA 1) gosbal 2 )I80 a5y 1) ClS 4w -3
Sl

die Gl 2y ghis Ll 4 iy (o0 ob el 4S 1) law ppseal U aalsdn ol b 5 -4
Al Superstore e L Men i e 4 |y g Gadle” aal iy )l ah )
"eCu

A axalye o iRy 4 Ll caian padd Cupy 1) b dies ) el i Glosel (il 81 -5

) Gdle 1y ol gl Gy sl Glsa iy o) Bl s 2 -6

Coar Gl - o hdy

e b olS S g a5 dé -1

A aladl S8 SE 1 Qo)) Gl -2

Ay S Ol sel Gl 4 asly gl o)) @S G e -3

Oob dssie sal (El a8 ppd e ANl |y S o) el Bl o)sel (b ) -4
Al sad

S jaa 4l dia el 4 s LI 1) e @IS Al ) -5

A Gedle 1) olsal Gl Gy Gl Qs iR o) il s 52 -6

| © CanlLearn Society 145




YRRy a&im:\\

s~

Jw

4ud g

sl g
‘ﬁw\‘) &\ﬁ

oy

@a‘js
Ol jlan
iu.u:g\

o.)\:\g ).3\.:; @\A}A\) &\);

Gosm G Wde)

sra clald
s )5 el
o)

BELS

Oliilad)

| © CanlLearn Society

146




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 147




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 148




&

Olbuiles)

A )l L_Lu.u‘
daidh ¢ BB

| © CanlLearn Society 149




RS o8 Gl

| © CanlLearn Society 150



ol g 2 S saalia

kl\u\‘)\‘)gu.i\‘)“\e.iusuhJgﬁg\e@\js&)yﬂ}oaﬁadu]\‘)J@_}dgut\uh

UG R s

ol G (Kl

A5 g e S (K
018 Cas o (Rl

A G ga )y Ay )
Aol Gwga | Sliliw ga ol
A0l G g sla & (K
R Al B

LA G a0 CBISE )

M4l slaialy

>

J&AdgonJJQu\@&‘Jw‘ﬁ%ﬁ‘)yiubbﬂ

L0 oA Ladd o) o |y il U s sa ) gal G )

8 iy 1) ) lSG sl (ila Jaus 5 (liuly il A Gus 0
ol QLS ) cars U alad Gandldt 4y ol 0 sa ) gal il -

A )y 4l ol ) sine 4alS Jgl ) i K SWS L -

s ) La 4alS i) gle 4l o aa o cag g ) i K SS L -
L0 ga 2l e )y e dalS Cajan 4 s -

A e M i pSe 4 an S L -

e oLl i) L 2l e o j0 48 SlalS 4y -

fagrdn 350 Ha Gl

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 151




?JJ\J@JJ\J@\AJLS%J&J&

P ad Al OV s (rines
|

L

=

210 i sl &G (K
210 G g2 G &G (K

|

L

2 )a o ga hba &G KU

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 152




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 153




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 154




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 155




A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 156




_JJ\J Cis g quuj,q )\.?\J dg

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 157




A Gy b

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 158




Aol G by 4w jaa

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 159




NI D I e

_JJ\J LLLUA)J ‘J ul:.\\_\.uj.l j‘

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 160




A0l G g sl S (K

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 161



A sy (gl

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 162



QDI G g OOSE

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 163



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 164



) caalis

ol Bzl b Wl g1 8o 5 gialid Ul gles b Vgl calia

Cagyn GAlid d)se 3 Gl 5w S0 5 iy 1) Wlaa S8 S8 B aald o gl GRI 3 e cuoa

Mo
Loyl calis G ads e ool 0 ailsan Hael G ) il e b SO S 1) S cop sl Gl aladl s o

Aol b cal cuad bl and Gaa olal el G

il 488
Ailsds Sl QR ) Bl Glaa L1 a6 8

LA el S Al Gglite 4l 4SS Gl aal sy Hsdl b )

O Bx Oe -
o L | S
B 22 o -

QS e o -

LE o Ja -

g Gaoal flow 4l Gy Gl A 4 Ghae sl Qi R

dj\d)&@\m
Ciyn laa amledn gl (D ) Gl A Cpa 5 aildn jeal (R ) Al glaa b SO SS ) S
A 1) 4l Jy)

?h t.d -

K £ -

s o -

oS < -

Oe g

s il Elom 4 b Cld Ol dw ol 4 Ghse sl (b R

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 165



Gy slua by Gl (il

Alda glua

Ol Gl A caa 0 Al gdy el Gl o) oAl Glaa bSO S

e )y Al Al

<[
.
¢ [l o

B

A el Elow 4l Gy Glea ds 038 4 Ghge sl s R

aals Jg dija o galy 488 b o 8 S
ha o sl Cis @S

A Gl 1) ) a)se dal iy Jsel il )

A ) "o sl saiay JSE sllaa

a4 ) T Glas U sl sy s

A ) e cal saiay JSiE slalaa

A0 sl MO A ) MO laa Ul S

A 1) el saiay JSE sWlaa

-

A3 S g ) T e B sy o)

| © CanlLearn Society

166



Assessment Tools — Nepali

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 167



HeAT HeaRardT

of[H: 3
Bl TFa:

HoT o FATATSTAT Tgeh! IV
HTITE®

qigoll HTST: T ANES:

mﬁwmﬁmmﬂ@?

34?)Gﬁ34TGIqu|sT§l€I‘I?Td|ai§rae

TeTg I T WIgehT 37197a?

auTS Hfd Tedges T oRggeo? et HTST?
S0y Q> 9

mﬁ?jm:
HIHS! Thfa:
TG
Higel Sfa?

Ak G EE
el SRIAT Fehel ITH! aY: [EATEE

3R 2T Thel TR qY: R
FATASTAT ool AT AW: frfaa:

(afe o] goes #7e1)
TS ehl Teholeh! 3TTeTaieh] SRAT AIealgIH |
& gforen 2=

& Mgl FAT?

3 AR o EE:
Frcnéafrm‘ra

| © CanlLearn Society

168



TS Qfad:
A
37T T HIeTeh! ST RT3 STTELT ﬁmﬂmm%’mﬂoo— ?

aﬁwﬂﬁ % dUTSh! sTTEUTIT Hoollgh S ? JTH! ITH o gI?
qurs gTfAeTe 37 hig UTET 913+ TG ?

A Ffeeedr:
HHI cTTeehT SATSoAehT ollT31 GTHTS o Tt dTghells aHR qaT3I0e?

o *HIO'IIQ'C»'CIIS%\U'U-IIHT{"#‘:NHI@F[

. HIH S

o g

ﬁ?ﬁf?%ﬁwmﬁur—rgaﬁaﬁsda T T aaT HA B

| © CanlLearn Society

169



el 3/auRoT

ST ecen! TR Sl 3Te1 TodeT S15oT {3 aT Soof haH HUTel (ESL HIERAT T
Sehg®) STECT B3Il ITS F41eT e |

IGENGRES
CToTehT TRAEE TIETEI | TGS 3TREE W3 TEcTeh FANT e Hoelg 4|

H el UG o IT?
o Echep! 37T
. IS ey

H TIGISIC gl UGa Sles?

o e uf, 37l g3 Tees®

erec, ATHATER
HellS U3CT WUse SWI3+6 14|
Hell$ G3 ASEEE aWT3IgIH |

TGHT Teh Qg SWI3TRIH T AR
ITEar 38R gl &7
Hfeda &R gl &7

AU, FHUTHT cliel ST TN JSSER TGoTe 1 T TRIETATAS Aiesfeiy,
"HY UGS INHT Ascgdens Hedr3Igre "

| © CanlLearn Society 170



Bl Thelel

Hifdadel 78R T AT dad! TFaeT T3 WIPR TECS |

T Aseraell GETOT Blgel| S HUGT, I8 Hedicholdl Toasl ol T IRTIT RIS
©Id HATAY TRTH S
fAdeeTew

BIfeierd FHediehed YRTFH 5olela il Biel ¥ oAl TR R T |
1. TS veh gehAT Teh Yv6 Hel feelErl
2. RamATors @relr SI3AT PIHT HEWGE o7l 3FRY a4
3. AR e foh fRemeifer a1e] oot e i ol
4. S Teredior FreT IRRgar oo, Tcdeh UAse Feil TAAT Heolgle, HTaeTh

AU
5. gfe RIgmdier ycdeh Ysaehl €0% aT 31T HE YT ICS 971, 3l Is6 SR
TRFEIH |
6. fe RIeTATer Yool MUT a1 HH Asce® W ICS HA Bifierd Hediehe!
gl
AseEeel JRY

Bl (Aedieifed) TR (Thd Tl €afe): FA, TR, 75, 99, U
ATHT T BIET T Y6 ¢: T, HiAT, IISATAT, fhdTe, Teh, 3R
STAT T BIET T Y6 2: Pel, IS, R, oG, &1, o7
ATAT T BIET TR Y6 3: b, IR, 14, 3SR, gelt, T
hrolde oholdl (g5 a1 HUF Tsolelg® Ueh ek FhalcA® TaX fae § go): Tqe,
$TI[A, T, 31FaT
BIE T SlTAT T qUT ASCEE: hold, ©ST, UISell, T, GHE, BT, Hells
oI T AT TR eafal T Heohcdohl fReeldl wgeAdd SIS
o &R, YUY
e Uldd, YT

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 171



!-b !'\

\q!" g

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 172



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 173



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 174



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 175



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 176



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 177



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 178



T AEIdell Tdleh I UAsCa®

TH HeAlhalhl g3 HIGE Bl
o Y YdIhEe
o Y ATE®

SfagEd! A FAEE T Ascgdel AT TLT cllohg® I T2 Asce® AN IS ST
LESLLA AFagE 3g®en! ararayor T ST UTaeh! TEIHAT Igah! g1 IO, ar
faeligsen! ardrawor ¥ uTs ovar IR s | Jurse! FHCTIHAT, Tcehg® I Hehclg®

cTelehT #oal TR §oT TFOoT| AN HedThel HIed Gelohl AT ATl THETIH! Hehdl

TIeggEen! BIAgE TN TR ST TRIETAEE TNFIR FFIHAT I35

HeATha T ThaTe AT gror| o TG Tedsh Felispa! 3 afgars o,
faeig® AT ATATEROTAT IghT Tohd T Tlhg®H T HT FAScoei|

Hedihatoh! TGN $HTe 3T 3R (Y AT §Y) Uscg® THATART IS | FHIAL $ThT
Hel ASCEE (ATH FEN) I 3O I G, Toagden! HAITGcIAT WM Tef ACEH
(3CTERUTERT ofTfeT fo¥ell, Tgell) AT FATAL TRUA Sef| THAI LT, Hedlche ]
ST T TSRl JTUROMAT HTUTRA HUTEE a1 WTELROT TUHT Accg® FATA TR
e |

fAcerTg®

AT - Fdeg T Udihgs
1. 92T 3] 3 FeIAhISEE HIcee|
2. AT IFHT TF U ol 918 Teferdl
3. ToAT Al HTS IRFEN| DIAER ol Deile LI Sfidar winemdige O Srar
R ol TRIGTA TS Teiieh gigaeT o7 HesJerg| 3aTeXoT i o,
TGS WESTEN, "HellS €T SWISE|" aT "Hells JIHECR SW36rE?

| © CanlLearn Society

179



4. gie grRreTdier Y Sidew FEl TUAT Uigalel IS el, 1T & SIRT IR |
5. o uclierge feg oem3e SielgIe Si-T wfemdier afg Jge|

AT G- T UsqedH

gTaT ?I?-;f I FeATHRIEER PTCTeId |

T JHieholel Teh Teh Sfall 18 (e

TGS Teh TeehaT T3eT HIS SE3er|
FRIGTATATS HISHAT TR Ueg TG Heelghe | FlATRHT g o TfRrameifer
fAdereTes gl o

5. 31hl HISAT SIe] 3118 g Hehes TATT TeTel

> wnh =

6. o ersege Mieg oEM3e STefery ST TR gee qge FeFoe(
Reges
3 Eq Tl 3R
VeFod / A SIeR el / T
SHadreh T feae
e gfderra / §9 993y U S
FRER Tt Trfehar S
T USCE®
CIGICEIE IR
NEDL ] AT a5
ST fafa I
qrel ST AHGTR

| © CanlLearn Society

180



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 181



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 182



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 183



AT GIG]
ST 9Tl
qTSLATT NET]
AT ST
Y

| © CanlLearn Society

184



Gl SUEGN
e IE}
Al I
GG A




HAT IgoT - YiAaThers  fAGerT

faerdicns a7 T ARl TRAT & Wl
[EERIBICIERR IR I T i e

HTIT

a7 AT @
AT T A I |

3ATAS AT A US|
3ATTS ITSLATT Hel US|

3T 3eoh! aRAT AA T |
ArATes AT #T US|
3eATeg ST AT TS|
IS gy Fel US|

o9 faeat@er ugo, 38 AR UGS Hdeliehe el
. Hfg a1 I« U e

. eG ITARDT I1GT Ufgell 37T FANT IS

. QIeg, 3TARUT I 3F EREEHA YT IS

. QeG 3TARUT Ueh Uedh &R HoY IS

. qgeTehl oIl el T foleT sTesgere
ugal g eqecells Foled3 ooy

AT gieHs qTS, [Neaidars ey
HUT HEH TRAT T?

ATATATS & HA 5?2

8l / B3l UTE®

& ATATAS T AA TS?
& ATITeTs T 7 g
& HARITATS gY Hel Is?

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 186



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 187



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 188



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 189



HATAT BT |

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 190



AT U HAd TS|

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 191



@

-’5.‘3--.-@« v =80

<

T US|

Q

3ATlls AT

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 192



;0;0;0
- .9 s
L MO
s
25
- 5
OQA."
< -

ARV LYY
e
%
9.9
- QQ
< 06
-

»
-
\
-
©
-~

e
»
'p

}".

3ATITS YTSATAT Hel TS |

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 193



T US|

(e

3ATcllS 3oohl ST

| © CanlLearn Society 194



(o
Q

PICIEREE]

T U]

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 195



3atells AT AT g |

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 196



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 197



A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 198



Pl THR/EdlT TR

eafelells oo, Ufgarel aTef, STAROT, 16, SilSet, T3 T g 61 &THCT eafey
AT &l
TR HIAAT 3ERTS Q5T TS Lafiens TRTET T &RIR e SoeTgie

e
e FEEE 6T AN EE AeE Tl 2aTHAT TeX RGeS Fearseere | Rameffer
€T HAHRLOT SRRl T e aT AT gaetsl|

oldTcHAS Usced

ACEERHR Tcdh T Foll T TgaTad|

fRIemiorS Fof orsq ek T Wefey |

qlell §34T =TT

hlonl HIHI 500

fafr @ e

feare faas I’

& oS 3Y

gfe Remedier ¢ ALY 3 TR IIed IR HA 3hf HR YE 6 |

Uecehl IRTFHG eafel

gl QAo EXeh e RIGTYThT el Taolgie | RIGTAeng ersceht &t eafel foet

ISR |

. forare /ah/
. TH R

. ArST/#H/

. 3iTwefi/31/
. qu /gl

gie Remedier ¢ ALY 3 TR IIed IR HA 376hf H YE 64 |

rseehl JHfecd eafel
gell el gXeh Use; FRIaTfeRy ooy gaeigra| Riamdfens sl secas eafa stee
M3 |

| © CanlLearn Society

199



. u@r /gl

. aRr Y
. e /&T/
. sa/g/

. SdTel [el/

gie RIeTdiel 6 HET 3 TR WIod IR Hel 3h ST YE Toferd |
URTFHS sT5olel gL

TRIeTTfens SIS HTehT Ascsh! ITUROT ILIRIH|

S /@] WS [[/ AT GREAT Tojerdl

g¥ Qsceh! ITART IR |
319 /g S /@ AT IR B

ST WUscehl ITUROT o614 |
S [/ WS /g AT IREAT i

| © CanlLearn Society

200



Tigrinya Assessment Tools

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 201



Ot

avav (1, PA a°htt

age: 0 L-av:

R4 EOET: a(\FA HIC:

n7Le havt Al 1G4 +Poqhge:

AP 1R I+
7P KL nad LIRS

RIR0I° A0L T PPV

272 KWTINH ANL T PPav i

TrPhehd® A0 7007 PPRAGTE

a0 h28e t&hé7 + 007 NP5L Kyk:

9% (iech tavhe
%921t (1ech:

ANg:

7 N8R WP

927t Oé~ch:

aNg:

7 N8L AP

¢8 FoUCt toohe
LL8 FPUCE Al aOOBA 71C (ThILL Gav):

L2 FPUCT Al AR VIC (77228 Gav):

L2458 FPUCT Al 1G4 (Th7Le 9avt):

have, 10,4 68 +I°uCt: I Tr9°:
A0 84 PAA:

| © CanlLearn Society

202



AR 24 DL

TOAT, Yo
TR I°CAL A19° AANLI® &R

G2 °0910 219° AANI° LR

7TH LA L2 VRIPG $AL- TIP NN}

AD W7D A9THS AADLIP L1 a0 (TPIP:

+TOATL W U049 TRARP T1C W28 Ale:

av@A) YPIN0C: ik A7 Ade A 9% NiktP HAS T11C:
- @A0F AN M 0L A FPUCE AT &
- 0é-ch
- +OAR,

ARG TGN T 1T AR IO CE Nthovd. HRAN

| © CanlLearn Society

203



A7°C 1HOO P70

H73 Y9 +mEBIPhI° o0 +avyCheg® NHOO §& FPH0 AaPC FHEL

N&3:
hH. Al et Howe bt PEPPYETRIP b hPIR: TARIP HrF YG avg e +mPIPI° av(\.
PCARTgP::

o700 he L89°C:
- LYt GO avRYE:
- AN SRt 1R
- &07IL 077 G0t 1%

OH, §NL L NE.L:
- a9 9700 0 3090 T 9997 & Y(LCav-TrgP
- AChO £Ué °N9°: vE avZhG T80 &

PPAANL PAT

W7l PO ACARL:

Nt PO ACKLL:

Gl A7t PA APANADI® 1H? chP It chttPIP:
GR, avPao( P 400 AP1ST: hE:

GR, av@E AT &L KP1LT: AP

P2ANI° QAT O ACOOT 12T AT AN (ke AP? 7 oY CTRI° SOHT PAT
naoant: NCPIP:

| © CanlLearn Society 204



Phonics Assessment

Phonics has to do with the relationship between letters and sounds.

This is not a vocabulary test. However, images have been included in this assessment to create
context and increase familiarity.

Instructions
The phonics assessment progresses from initial consonants to writing a word.
7. Give the learner one page to complete at a time.
8. Ask the learner to fill in the fidel(s), or letter(s).
9. Ensure the learner understands the task.
10. Say each word aloud as the learner completes the task, as needed.
11. If a learner completes 60% or more of a page correctly, continue to the next page.
12. Stop the phonics assessment if the learner completes half or less of the words on a page
correctly.

The assessment looks at phonics skills in this order:
- Learner writes initial fidels.
- Learner writes final fidels.
- Learner writes medial fidels.
- Learner writes two fidels next to each other.
- Learner writes a whole word.

The phonics assessment follows the order above.

Fill in the missing letters (fidelat)
aenannn: T LR R h e I A N b4 6é6CCE
MM MTNmPTM PRALHEL P! 00%9%0°

List of words

Initial fidel — 44 (fish), 094 (banana), M@-A (table), <297 (shoes), NAO (cactus)

Final fidel— ao.q (car), 0&A (pan), m.é (goat), A7NA (lion), T.C (pen)

Medial fidel - ACz1 (hat), 47N (bag), 0f (cup), AN (dog), ve (gift)

Two fidels) - @@@A®A (mop), A7RCPHN (frog), av20C (chair), 240 (tree), 07&¢- (flag), he (drum),
A@-(t( (bus), AN (ring), eohH-t (friends), A4 (cash), A% T (clock)

Whole words — t4-ch (apple), Oz(bread), ¢t (bed), (7 (coffee), @AY, (switch), hI°F>t: (sick),
£ (run), A?17 (lemon), 4.0 (horse), a2®n (scissors)
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Sight Vocabulary — Symbols and Words

There are two parts to this assessment:
e Sight symbols
e Sight words

These lists of images and words include sight symbols and sight words that LESLLA
learners are likely exposed to, depending on their environment and exposure to
print text. In your community, symbols and signs may be different from those
below. For this assessment to be valid, use images of signs learners in your
community will have had frequent exposure to.

The assessment begins with sight symbols. As learners identify meanings of each
symbol, they connect meaning to signs and symbols in their environment.

The second part of the assessment includes high frequency words. Some of the
included words come from the (name list). However, words that show up in
children’s literature (e.g., blue, yellow) are not included in the list. Instead, words
that are likely found in Language Experience Approach stories or on simple forms
are included in the assessment.

Instructions
Part A - Signs and Symbols
1. Cut out the flashcards before use.
2. Conduct this assessment one-on-one.
3. Place three cards on the table. Choose images the learners are most likely
to be familiar with.
4. Ask the learner to identify the symbol you name. For example, ask the
learner, “Show me STOP.” or “Show me Superstore? “
5. If the learner identifies several of the images correctly, continue to Part B.
6. Mark down the symbols the learner reads correctly as you go.

Part B — Sight Words
1. Cut out the flashcards before use.
2. Conduct this assessment one-on-one.
3. Show the learner one card at a time.
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4. Ask the learner to read the word on the card. Ensure the learner
understands the instructions.

5. Allow X seconds before moving on to the next card.

6. Mark down the words the learner reads correctly as you go.

Signs
Hospital (chh9®q)
Stop (L@ NA\)

Crosswalk (270114 &.2C)

Sight Words
Environmental print

L@ 14\ (stop)
ANavs- (Asmara)
hChé- (Eritrea)

O9° (name)

oAt (date)

AL ¢4 (address)
Gavo-} (year)

O+ +9PuCt: (school)
(z. (Monday)
avd®y(; (teacher)

Train ticket (g2 anC No Parking (hahé
+ht) 1°6%)

Stoplight (evNé-vt:

te-éh)
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Frequently used words list:

At (1)

0Ag° (peace or hi)
A® (yes)

+f (one)

0A*7 3L (why)
'eve (how)
7hG (we)
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Phonemic awareness

Phonemic awareness is the ability to identify and manipulate phonemes, or sounds.
The following tasks ask learners to identify and manipulate individual sounds, and not letters.

Instructions
As you go through the following tasks, read each word aloud to the learner. The learner does
not look at words or word lists for phonemic awareness tasks.

Rhyming

Read each set of words aloud to the learner.

Ask the learner which word is different.

Note: The circle indicates this word does not rhyme.

- hHY O+ w@
- o Qe an

Qcv>  hat ot

ok @R
- Qe an avn

If student scores 3 out of 5, continue to the next task.

Initial sound
Read each word aloud to the learner. As you say the word, ask the learner to say the first fidel

(sound).

- Mo /a/
- aan o /a/
- mg [/
- (¥7 /e
- an /2]
- At /&/

If student scores 3 out of 5, continue to the next task.

Final fidel
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Read each word aloud to the learner. As you say the word, ask the learner to identify the last
fidel (sound).

- HWA A/
- qm-8, [4./
S U
- hes  /8/
- &ré  /4/
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English Assessment Tools
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Date:

Intake Interview

Name: Age:

Phone number:

Country of Origin: Years in Canada:

Languages Spoken

First language: Other languages:

Where do you speak your home language?

Where do you use English?

Experience with reading and writing?

How much do you read and write? Which language?

Work Experience

Type of work: Where:
How long?
Type of work: Where:
How long?

School Experience

Years of schooling in country of origin: Type:
Years of school in another country: Type:
Years of school in Canada: Type:
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(If applicable)
Think about your school experience.

What was easy?

What was difficult?

Other Considerations
How is your:

Eyesight: Hearing:

Would you like support to access an eye or hearing appointment?

If yes, do you have a settlement counsellor? What is their name?

Anything else you would like us to know about?

Time Commitments

For scheduling purposes, what commitments should we consider?
- Young children at home or in school
- Work
- _______ Other

What are best days and times for you to attend tutoring or classes?

*Note: For L2 assessments, first conduct the vocabulary assessment. Then
conduct reading assessments.
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Concepts about Print

Use a beginner text, such as Lien Buys Food or Inge Cuts Hair (ESL Literacy

Readers) to discuss concepts about print with the learner.

Instructions:

Ask the questions below. Have the learner use the book to show you the

answers.

Where would | start reading?
- Front of book
- Top of page
- Left side of page

Where would | go from there?
- Learner indicates left to right
- After the title, turns next page.
Word Boundaries
Show me one word.
Show me two words.
Point to one word in the text and ask:

Where’s the first letter?
Where’s the last letter

Next, read three to four pages of the story and ask the learner, “Point to the

words as | read.”
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Phonics Assessment

Phonics has to do with the relationship between letters and sounds.

This is not a vocabulary test. However, images have been included in this assessment to create
context and increase familiarity.

Instructions
The phonics assessment progresses from initial consonants to short and long vowels.
13. Give the learner one page to complete at a time.
14. Ask the learner to fill in the missing letter(s).
15. Ensure the learner understands the task.
16. Say each word aloud as the learner completes the task, as needed.
17. If a learner completes 60% or more of a page correctly, continue to the next page.
18. Stop the phonics assessment if the learner completes half or less of the words on a page
correctly.

The ESL Literacy Curriculum Framework Learning Outcomes recommends phonics instruction
progress in this order:

- Learner writes initial consonants or short vowels.

- Learner writes final consonants.

- Learner writes medial vowels.

- Learner writes initial and final consonant blends.

- Learner writes corresponding long vowel words with final consonant e.

- Learner writes corresponding long and short vowel words and words with vowel blends.

Each page of the phonics assessment follows the order recommended.

List of words

Initial consonant or short vowel - fish, table, banana, table, mop, elbow, cow

Final consonant - car, pan, goat, bag, cup

Medial vowel - hat, bus, pen, dog, gift

Consonant blends - shoes, bread, chair, tree, flag, drum, cast, plant, ring, friend, cash, clock
Short vowel - apple, frog, bed, nut, on, sick, run, pin, path, egg

Long vowel - nine, cake, cute, bee, rose

Short and long vowel - mitt, stones, feet, pot, five, bug, jet, candy, fan, flute, cane, ear
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Write the letter.

dananas

___able

—0p

___|bow
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goa

ba

Cu
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Write two letters.
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Write the word.

o
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Sight Vocabulary — Symbols and Words
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There are two parts to this assessment:
e Sight symbols
e Sight words

These lists of images and words include sight symbols and sight words that LESLLA
learners are likely exposed to, depending on their environment and exposure to
print text. In your community, symbols and signs may be different from those
below. For this assessment to be valid, use images of signs learners in your
community will have had frequent exposure to.

The assessment begins with sight symbols. As learners identify meanings of each
symbol, they connect meaning to signs and symbols in their environment.

The second part of the assessment includes high frequency words. Some of the
included words come from the (name list). However, words that show up in
children’s literature (e.g. blue, yellow) are not included in the list. Instead, words
that are likely found in Language Experience Approach stories or on simple forms
are included in the assessment.

Instructions
Part A — Signs and Symbols
7. Cut out the flashcards before use.
8. Conduct this assessment one-on-one.
9. Place three cards on the table. Choose images the learners are most likely
to be familiar with.
10.Ask the learner to identify the symbol you name. For example, ask the
learner, “Show me STOP.” or “Show me Superstore? “
11.If the learner identifies several of the images correctly, continue to Part B.
12.Mark down the symbols the learner reads correctly as you go.

Part B — Sight Words
7. Cut out the flashcards before use.
8. Conduct this assessment one-on-one.
9. Show the learner one card at a time.
10.Ask the learner to read the word on the card. Ensure the learner
understands the instructions.
11.Allow a few seconds before moving on to the next card.
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12.Mark down the words the learner reads correctly as you go.

Signs

hospital Superstore stoplight
stop fire / pull no parking
crosswalk exit

bus stop train ticket

Sight Words

Environmental print

stop name year
Calgary date school
Canada address Monday

Adapted from the Fry Sight Words List

like
to
the
you
my
look
come
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name date
Calgary Canada
school stop
Monday address
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look come

| the
my you
to
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Reading Observation

Print and prepare Anna’s Story into a booklet before the lesson. The text is included below.

Anna’s Story

This is Anna.

Anna likes music.

She likes soccer.

She likes school.

She likes her friends.
Anna likes coffee.

She likes cake.

She does not like eggs.

Instructions to instructor

Tell the learner this is a story about Anna.

Ask the learner to read the story to you.

While the learner reads the story, observe, does the learner:
Recognize some or all words automatically

Use first letters to sound out words

Use other consonants in to sound out words

Sound out words letter by letter

Refer to pictures to support reading

Point to the correct word while reading

After reading the story, ask the learner:
What is the story about?

What does Anna like to do?

Ask yes/no questions:

Does Anna like soccer?

Does Anna like coffee?

Does Anna like eggs?
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Anna’s Story
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Anna’s Story
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This is Anna.

A CURRICULUM FRAMEWORKBILITERACY LEARNING WITH ADULT ESL LITERACY LEARNERS | © CanLearn Society 257



Anna likes music.
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Anna likes soccer.
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She likes school.
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She likes her friends.
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Anna likes coffee.
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She likes cake.
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She does not like eggs.
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Phonemic awareness

Phonemic awareness is the ability to identify and manipulate phonemes, or sounds.
The following tasks ask learners to identify and manipulate individual sounds, and not letters.

Instructions
As you go through the following tasks, read each word aloud to the learner. The learner does
not look at words or word lists for phonemic awareness tasks.

Rhyming
Read each set of words aloud to the learner.
Ask the learner which word is different.

- canjump man
- farcarsit

- fin hot caught
- sitfit jump

- cup tall pup

If student scores 3 out of 5, continue to the next task.

Initial sound
Read each word aloud to the learner. As you say the word, ask the learner to say the first
sound.

- book /b/

- good /g/

- socks /s/

- coffee /k/

- milk  /m/

If student scores 3 out of 5, continue to the next task.
Final consonant

Read each word aloud to the learner. As you say the word, ask the learner to identify the last
sound.

- fan /n/
- tap /p/
- hall  /l/
- sit /t/
- hair /r/

If student scores 3 out of 5, continue to the next task.

Onset-rime manipulation
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Initial consonant manipulation
Tell the learner:

Say the sounds in ‘pan’.

Now change the /p/ sound to /k/.

Say the sounds in ‘look’.
Change the /I/ sound to /b/.

Say the sounds in ‘fall’.
Change the /f/ sound to /t/.
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Receptive Vocabulary Assessment

This assessment identifies learners’ receptive, or listening, vocabulary.

The vocabulary in Parts A and B come from Bow Valley College’s ESL Literacy Readers. Words in
Part A are found in Level A stories. Words in Part B are found in Levels B and C stories, as well
as ‘Food From Home’, Level A (tea).

Instructions

1. Show the learner one page at a time. Start with Part A.

2. Ask the learner to ‘point to’ a specific picture on that page. E.g., ‘Point to shoes.” Ensure
the learner understands the instruction words, ‘point to’.

3. When the learner points to a word, do not correct the learner if they have not chosen
the right picture.

4. Ask the learner to point to another picture.
5. Continue through the list of words in random order.
6. On the list of words (this page), check the words that the learner identifies correctly.
7. If the learner scores 6 out of 9 correctly, repeat the steps with Part B.
Words List

Part A: shoes, pencil, money (cash), egg, apple, jacket, tea, hat, sick
Part B: cake, bus, mountain, doctor, car, house, bed, bathroom, bread
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Part A
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Appendix 7 - Sample Unit Plan

Unit Plan on Theme: My Community

By Afra Shirazi

Overview

This section includes sample activities and materials on the theme of community.

The activities are organized around the Whole-Part-Whole model. To show how
to address the 5 Components of Reading Instruction in the context of a thematic
unit, one learning activity is included for each component. Work on sight words,
word boundaries, and syntax are also included. When you teach, draw on the
Suggested Tasks in Section 5 for more ways to support learning. Teach each
concept multiple times in varying ways.
You will find these materials at the end of this section:

e Two sets of Community Places Picture Flashcards, Initial Consonant

Flashcards, and Community Places Word Cards
e Book: Nasrin’s Community
e Wordless Picture Book

e Sight Words Flashcards

The Whole
Begin with the Whole. In the introduction to the unit, you will find out what
learners already know about their communities and the language that they have

already developed to talk about the topic. The following activities include picture
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flashcards to support conversation about the topic and a story to situate language

and literacy learning.

Activate background knowledge
You will need: Community Places Flashcards
Procedure: Begin by asking learners what places they know in their community.
Show learners picture flashcards and ask which places are in their communities.
Elicit the name of each place and note which words learners already know and
which words are new to the learner.
Ask questions like:

= What is the name of your community?

= Does your community have a (train station, clinic, grocery

store, etc.)?
= How often do you go to in your community?
= What do you do at the (clinic, park, school, etc.)?

= What do you like most about your community?

Build knowledge about the subject
Now that you know what learners’ experience with and knowledge of the topic is,

you can build on what they already know through discussion and experiences.

In this activity, the instructor will model reading the text to make meaning. Using
a story can make content learning more meaningful and enjoyable for the
learners.

You will need: Book: Nasrin’s Community
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Procedure: Tell the learners you will read a story about Nasrin’s Community.
Nasrin goes for a walk in her community, and describes what she observes. Draw

learners’ attention to the pictures in the book while you read.

The Parts
Move to the Parts. The following activities offer explicit, intensive instruction of

each of the ‘parts’. These include:

vocabulary and word knowledge

phonics

phonemic awareness

sight words and word boundaries

e syntax

Incorporate at least one of the ‘parts’ in each lesson throughout the unit.

Focus on Vocabulary and Word Knowledge
You will need:
e Picture Flashcards — Set A

e A flyswatter or rolled up piece of paper

Procedure: In this activity, learners play the ‘Flyswatter Game’ to identify
vocabulary. Hang an assortment of vocabulary pictures on the board and ask
learners to form two lines. Tell the learners that when you say the word the

person at the front of each line will listen for the word and ‘swat’ the right
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picture. For learners with stronger oral skills, teammates can help out with cue

words, like ‘up’, ‘down’, ‘right’, or ‘left’.

Focus on Phonemic Awareness and Phonics
You will need:
e Picture Flashcards

e |[nitial Consonant Flashcards

Procedure: Asyou hold up a flashcard, ask learners to answer, ‘What is this?’
When they have identified the word correctly, ask learners, ‘What is the first
letter sound?’ Focus on just a few words and letter sounds in a lesson. As learners
progress over the course of the unit, work through more of the words and
sounds.

Then ask learners to identify words that start with individual sounds. For example,
‘Which words start with /s/?’ Or, ‘Which words start with the /b/ sound?’ As you
ask each question, be sure to say the sound rather than the letter name. Ask
learners to say the word (e.g., school) and first letter sound (e.g., /s/). Then ask
learners to find the letter that makes the same sound (e.g., ‘s’). Ask learners to

put the correct first letter next to the picture card.

Make this task easier by focusing on two or three initial sounds. For learners who
are ready, make the task more challenging by asking learners to identify final

sounds. For example, which words end with /m/?

Focus on Sight Words and Word Boundaries
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You will need: Book: Nasrin’s Community

Procedure: Review the book Nasrin’s Community by reading the story to the
class. Point to each word as you read. Invite learners to repeat each sentence
after you. Again, point to the words as learners read.

Ask learners if anyone knows which word says ‘I'. Point to the word on the page
and highlight it with a light pencil crayon. Then ask learners to identify the word ‘I’
on the next page, and shade the word the same colour.

Distribute copies of the book Nasrin’s Community. Invite learners to go through
the whole book to find the word ‘I’ and highlight the word, saying the word each
time they highlight it.

When learners have finished, go through the same process with the word ‘see’,
using a different colour. Then go through the same steps with ‘a’, ‘in’, ‘my’, and
‘community’.

After learners have completed the tasks, invite learners to read the story

together. Encourage learners to point to each word as they read.

Focus on Syntax

You will need: For each learner, one set of:
e Nasrin’s Community
e Sight Words Flashcards

e Picture Flashcards — Set A

Procedure: In this activity, learners will assemble sentences using word cards and
picture flashcards. To start, invite learners to take out their picture flashcards and
books. Review the vocabulary as a class. Then invite learners to read the book

together.

| © CanlLearn Society

276



Tell the class you will practice putting together words to make a sentence. If
learners have already completed the L1 literacy segment of the program, elicit
from the learners what the basic word order is in the L1. Rather than using
terminology like Subject-Object-Verb or Subject-Verb-Object, you might talk
about action words and who is doing the action. Then read a sentence from the
story out loud. Ask learners, ‘Who is this story about?’ (Nasrin). Say that the word
‘I’ represents Nasrin talking about herself in the story. Then ask the class, “Which
word is the action / doing word?” (see), and “What does Nasrin see?” (a bank, a
school, a library, etc.). Ask learners to compare the word order in their L1 and
English. What’s the same? What’s different between the sentences?

Model putting individual word cards together to make a sentence. Use picture
flashcards in place of content words (e.g., dentist, clinic, bank, etc.). Make the
task easier by removing ‘in my community’ at the end of the sentence.

Ask learners to take out their picture flashcards and hand out the word cards. Ask
learners to make sentences using their word and picture flashcards. Begin with ‘I

see a ’. For learners who are ready for longer sentences, include ‘in

my community.” Learners can refer to their copy of the story as needed.

Extension activity: Advanced learners can copy the sentences into the wordless
book.

Whole

Back to the Whole. The Whole focuses on the big picture of a particular theme.
When tied to all of the Parts outlined above, they lead to critical aspects of the

Whole, fluency and comprehension, or meaning-making.
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The activity below uses the Language Experience Approach to write a story about
a community walk.
You will need:

e Adigital camera

e Laptop or computer

e Aprinter

e Paper

Procedure: Take the class on a walk through the local community. As you walk,
ask learners to point out and name places they have studied during the unit. Take
pictures of the local playground, school, grocery store, library, places of worship,
community centre, and other places learners access or would like to know more
about.

After class, use the template below to create a book with the pictures you took on
your community walk. Give learners copies of the book next class. Ask learners for
words or sentences to accompany each picture.

Make the story simpler by including only the place name. For basic sentence level
practice, write ‘I see a " or ‘We see a . Use ‘saw’ for past

tense, and explain the tense in context with L1 support.

Note: Sight Word Flashcards ‘We’ and ‘saw’ can be used for further sentence

practice if you choose to work with the simple past tense.

Wrapping Up. To wrap up the unit, ask learners which community service they

would like to learn more about (e.g., the clinic, dentist, school). Invite a guest
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speaker to talk about available services. Organize interpreter support for any

presentations in English.

| © CanlLearn Society 279



Community Places Picture Flashcards - Set A
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Community Places Initial Consonant Flashcards - Set A

S
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Community Places Word Flashcards - Set A

bank school
library park
bus stop gym

home playground




Community Places Picture Flashcards - Set B
™~ :‘ =3
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Community Places Initial Consonant Flashcards - Set B

C

S ch

| © CanlLearn Society 284



Community Places Word Flashcards - Set B

train station clinic
store church
mosque temple
post box dentist




Book: Nasrin’s Community

Nasrin's Community
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Today I want to walk in my community.
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I see a bank in my community.
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I see a school in my community.
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I see a library in my community.
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I see a park in my community.
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I see a bus stop in my community.
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I see a gym in my community.

293
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I see a home in my community.
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I see a playground in my community.
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Wordless Book: Nasrin’s Community
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Sight Words Flashcards

I

see

In

my

community

saw
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