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Creating learning spaces for refugees: The role of multicultural organisations in Australia
Beatriz Miralles-Lombardo, Judith Miralles and Barry Golding
THROUGH THE EXPERIENCES of refugees from three countries—Bosnia, Iraq and Sudan—this study explores the role of multicultural community organisations as places where English language and work skills are taught. The research identiﬁes speciﬁc practices that support informal skills transfer and highlights the important role that multicultural community organisations play in connecting people from refugee backgrounds to one another, to learning and learning contexts and to the wider Australian community.

The research was conducted across regional and metropolitan Victoria, New South Wales and Queensland. Interviews were undertaken with multicultural community organisation staff and management committee members. Focus groups were held with refugees from Bosnia, Iraq and Sudan, and were conducted in the refugees’ native language. 

The research shows that refugees prefer to access services from community-based multicultural organisations for a number of reasons.

· Being partly independent of government, these organisations are more likely to be trusted. 

· They tend to be staffed by multiskilled, culturally aware, sensitive and empathetic people who are either bilingual or have access to others who are bilingual. 

· These organisations, typically being located in a public or community area, are able to create a professional but culturally inclusive environment. 

· They provide speciﬁc services, information and advice at critical times and have networks that can assist refugees to establish links to employment and to formal learning organisations, such as schools and vocational education and training (VET) providers.

· They provide initial sites for learning English, for introducing Australia (particularly government agencies and workplace culture), and for gaining practical experience of the types of information and methods of communication, including computer technologies, that many other Australians take for granted (for example, using the telephone, email, and the internet).

· They provide opportunities for refugees who have used this or a similar service to reciprocate—by mentoring, advising and giving back to other refugees, as well as to the wider Australian community. 

When these volunteer, community-based multicultural organisations work collaboratively with government agencies, they enhance the effectiveness and reach of government services, not only in education, but also in housing, health, welfare and employment. They make a signiﬁcant community contribution by encouraging bonding within a single community; they also play a major role in bridging cultures, religions and communities. 

Implications for learning

Refugees normally develop trusting and reciprocal network relationships with community-based multicultural organisations as a result of engagement in learning. This learning and the contexts in which it occurs may be informal as well as formal, and may occur both in the language(s) of the refugees as well as in English. Formal and informal learning can create pathways to further education and to employment. 

Learning is particularly important for refugees at two points in the resettlement process. The ﬁrst is upon arrival, when refugees are faced with the daunting task of re-establishing their lives as independent adults. At this stage, multicultural community organisations play a central role as information providers and as facilitators of informal learning. Accredited formal and vocational learning in English at this point may be ‘too soon and too fast’ unless it is connected to real work contexts or until the learners have the conﬁdence to engage with the wider community. 

Facilitators of informal learning at this stage include: 

· one-on-one support—assessing and addressing individual client needs

· ﬂexible and responsive program delivery

· embedded learning where culture and language, although incidental, are nonetheless addressed

· creation of links into the broader community

· programs, classes and activities held in a local context

· both informal and classroom learning, using bilingual and bicultural workers. 

Most community workers consulted by the researchers said that ethno-speciﬁc English classes encouraged participation because students were more willing to practise their English with people they knew and trusted. These also allowed them to discuss problems in their ﬁrst language, leading to higher levels of understanding.

The second stage of learning occurs once the refugee has developed the conﬁdence and capacity to step into the wider community, to engage in paid work and to undertake further education; refugees need to move away from relying solely on their own communities and settlement organisations for guidance and information. It is only when this is achieved that the refugees are ready to embark upon the path to further education and employment. 

Many multicultural community organisations have established employment programs and initiatives for refugees and these are generally very successful. This success can be attributed to their established networks and strong links to government and non-government agencies, their competent brokering role and their local knowledge. These community organisations are committed to helping refugees and providing them with feedback and ongoing support. 

Successful organisations, that is, those organisations which achieved sustainable, long-term results for people from refugee backgrounds used four critical strategies. They:

· provided opportunities for sharing resources and information with relevant mainstream service providers 

· embedded learning into everyday experiences  

· had good community connections

· provided practical support such as organising transportation to and from sporting or education facilities. 

Despite their success with refugees, multicultural community organisations generally have not been widely embraced within the adult education sector—except for those with registered training provider status. 

Implications for policy and practice 

Stronger and more resilient collaborative links between multicultural community organisations and those education sectors that understand the pedagogical practices that work best for refugees will go some way to ensuring optimum learning experiences for refugees. 

The study recommends that governments recognise:

· the valuable role that multicultural community organisations play in informal learning. Perhaps it is timely to begin a process of redeﬁning adult education to include these organisations and their practices

· the importance of social networks and resources, and particularly those used by refugees during transition into mainstream education and employment, and to build their role into economic and social policies for refugee communities, as well as those for the wider Australian community. 

In addition, education providers are encouraged:

· to recognise the value to refugees of contact with community-based multicultural organisations, both in the initial settlement phase and subsequently. This is important in ensuring a smoother transition to further education and employment

· to harness the expertise of bilingual/bicultural workers as interpreters and information brokers. 

Creating learning spaces for refugees: The role of multicultural organisations in Australia by Beatriz Miralles-Lombardo, Judith Miralles and Barry Golding will be available shortly from the NCVER website at <http://www.ncver.edu.au>.

Provision and development: Exploring employers’ views of literacy, numeracy and employability
Ray Townsend and Peter Waterhouse
THIS STUDY INVESTIGATES how employers understand the provision and the continuing development of adult literacy, numeracy and employability skills for their workplaces. It draws on focus groups and interviews with employer representatives from: community services and health; local government; manufacturing; and group training companies. 

While recognising the importance of the initial provision of these skills, these employers see their ongoing development as demanding equal attention from training systems and employers.

Issues of provision

While concerned about the initial provision of literacy, numeracy and employability skills and looking for continuing improvements in the training system, these employers have realistic expectations about the extent to which the system will ever be able to meet their needs for a timely supply of ‘job ready’ applicants or new employees. 

The relationships these employers have with the training sector are, in general, strong, ongoing and based on value for money. They believe that the adult and vocational education sector is attempting to address resource issues and support services.

Issues of development

The employers in the study take responsibility themselves for the literacy, numeracy and employability skills in their workplaces. They do so for important operational and ethical reasons. 

Operationally, they believe that literacy, numeracy and employability skills are best learned as integrated aspects of whole-work tasks that are unique to their particular processes. Consequently, stand-alone or non-contextualised literacy, numeracy and employability skills programs are avoided. For the same reasons of ‘uniqueness’ they recognise that training and education systems will have difﬁculty providing ready-made workers on demand. 

Ethically, these employers demonstrate:

· a commitment to values of inclusiveness, lifelong learning and building learning organisations 

· a focus on organisational development and continuous improvement, linked to performance and feedback from employees 

· learning programs that are targeted, contextualised and well supported

· a focus on learners developing self-conﬁdence and trust in the organisation and vice versa. Effective support and conﬁdence-building are provided in mentoring arrangements where trainers or supervisors create time to enable learners to perform work functions competently. 

These developmental activities are not considered to be a drain on the bottom line, nor do they compromise quality or productivity. However, the expertise available to support literacy, numeracy and employability skills development in workplaces is lacking in some areas. In particular this study notes that:

· the consultancy, analysis, and educational design skills required to provide effective support to employers or workplaces on these issues are not the same as the teaching skills required for the conventional ‘delivery’ of these skills

· educators and trainers also need the ability to provide appropriate educational support to employers and worker–learners beyond certiﬁcate II level. 

Sectoral ﬁndings

Community services and health

This sector, particularly the aged and community care industry, employs an ageing workforce, with many having few educational qualiﬁcations. The challenges of addressing adult literacy and numeracy issues, as well as ‘rusty’ study skills, are seen as ‘part of the territory’. 

The skills proﬁle of this workforce is biased towards caring; however, as a consequence of the demands of compliance regimes and new technologies, language, literacy and numeracy are assuming greater importance. Much of the professional development provided internally is at certiﬁcate III and IV levels, requiring advanced language, literacy and numeracy skills.

Local government

With changing systems of work and technological changes (for example, email, digital reporting formats), many workers need different workplace literacy and communication skills. This is true not only of ‘blue collar’ workers (for example, those working in gardens, and maintenance and garbage collection staff), but also of some professional workers, particularly those from culturally and linguistically diverse backgrounds.

Councils with dedicated organisational development personnel report better take-up of programs and a more effective transfer of skills into workplace performance. This is due to thorough and consistent monitoring, communication and rapport-building at all levels of the organisation.

Manufacturing

Employer representatives were critical of the education and training systems, which they believe are not producing recruits with adequate literacy and numeracy abilities. Despite their criticisms, however, employers were taking responsibility for the development of the particular literacy, numeracy and employability skills needed in their own workplaces. 

In some cases learning programs result from exhaustive efforts to establish a partnership with the right training provider. In others it is a case of ‘go it alone’. This is because:

· training providers and their practitioners are seen to lack up-to-date technical knowledge and resources 

· providers appear unable to develop ﬂexible and creative educational designs to implement training packages within workplace contexts.

Group training companies

Group training companies must market their apprentice and trainee employees, as well as meet the needs of host employers, without whom the group training system would collapse. Consequently, group training companies without a mandate to work with the less skilled and disadvantaged tend to screen out those who do not have the expected literacy and numeracy skills or a satisfactory school record. However, there are exceptions. Where skill shortages exist, some group training companies will promote trainees who, while lacking literacy and numeracy skills, nevertheless 

demonstrate passion and interest in the job. Anecdotal evidence suggests that these trainees are usually successful, which presents an apparent contradiction.

Group training companies contract training services for their trainee/apprentice employees from other training providers in the area. The local availability of services, coupled with the ﬁnite funds available per trainee, shapes the level of assistance possible, including literacy and numeracy support.

There are challenges in resourcing and in tapping into other providers in order to offer literacy and numeracy support that is appropriately geared to the apprentice or trainee. 

Conclusions

· Both effective provision and continuing development are absolutely necessary for these essential skills. Informed employers believe they must take responsibility for their continuing development for the sake of their businesses and their employees.

· Organisations leading the way in the development of literacy and numeracy skills in the workplace have informed leadership and an attitude to match. 

· Literacy, numeracy, and employability skills development must be aligned to workplace goals and activities to guarantee employer commitment.

· Notwithstanding the positive role of Workplace English Language and Literacy (WELL) programs, those labelled ‘adult literacy’ are generally poorly supported by employees, who still see these as threatening or stigmatising. 

· Investment in industry partnerships and the professional development of practitioners must continue to ensure that provision remains relevant. 

Provision and development: Exploring employers’ views of literacy, numeracy and employability by Ray Townsend and Peter Waterhouse can be downloaded from the NCVER website at <http://www.ncver.edu.au>.

Thinking beyond numbers: Learning numeracy for the future workplace
Beth Marr and Jan Hagston
DATA FROM AUSTRALIA and the United States indicate that adults with low numeracy skills are not only economically disadvantaged but also receive fewer opportunities for training and development. However, when such people participate in training, they achieve signiﬁcant personal and economic beneﬁts. What is not sufﬁciently well understood is how numeracy skills are best learned in workplaces. This study sought to address this gap in the research. 

Methodology

The research included a literature review, semi-structured interviews with a variety of industry representatives and case studies at three worksites: 

· an aged care facility with a predominantly female workforce over 40 

· a high-tech automotive parts manufacturer with a predominantly male workforce

· a small, traditional, family-owned sheet-metal factory in which technology is increasingly being used. 

Deﬁnition

Diana Coben, a researcher from the United Kingdom has proposed a deﬁnition which was a useful starting point for this study:

To be numerate means to be competent, conﬁdent, and comfortable with one’s judgments on whether to use mathematics in a particular situation and if so, what mathematics to use, how to do it, what degree of accuracy is appropriate, and what the answer means in relation to the context.

At the policy and research levels this type of deﬁnition of numeracy is understood; numeracy was seen to encompass the application of a broad range of mathematical skills, including the ability to interpret, analyse and communicate mathematically related information. However, amongst those interviewed in this research, this broader view of numeracy was not well understood. 

To assist in the collection of data and attitudes to workplace numeracy, the researchers separated the term into component skills, which included: 

· measurement

· number calculations

· the understanding and interpretation of diagrams and graphs

· the use of formulae

· the collection, analysis and interpretation of data. 

Viewing numeracy in this way enabled the workers, managers and industry stakeholders interviewed to identify the range of numeracy requirements within their workplaces and industry sectors. 

Findings

Attitudes to numeracy at work

Workers who take responsibility for their own work areas use many numeracy skills that are often embedded in routine tasks and therefore go unrecognised as numeracy. The skills are usually underpinned by a range of prior learning experiences transferred between workplaces and life situations. 

Most workers displayed signs of anxiety when discussing secondary school mathematics education, which they saw as abstract and taught without relevance. These school experiences have commonly resulted in a negative self-image in relation to numeracy, and a consequent lack of recognition of existing ability. Fundamental arithmetic skills of addition, subtraction and multiplication, at which workers were competent, were taken for granted, and other numeracy tasks, such as tallying strategies and calculating freight costs, were regarded as merely part of the job or common sense. 

Such implicit use of numeracy skills does not increase workers’ conﬁdence about engaging in numeracy training. They need ﬁrst to recognise what they are already doing as a form of mathematics and thereby realise that they are capable of learning the additional skills required to take on positions of responsibility. 

Understanding the scope of workplace numeracy

The initial conceptions of numeracy held by industry stakeholders and managers equated to primary school-level arithmetic skills. When respondents were asked more explicitly about other numeracy skills (for example, use of formulae, interpretation of graphs), most recognised these as necessary for workers in their sectors. It became clear that, while trends towards greater automation mean base-level workers may perform fewer routine numeracy-related tasks, they are being expected to monitor and make judgements about accuracy; for example, of medical doses or mechanised outputs. Judgements such as these require understanding, not only of the measurements, but also of the wider context of their use and importance.

In summary, it was found that workers need to be able to calculate with and without calculators and to have ‘a feel for numbers’ that allows for approximation and estimation. The ﬁndings also reinforce the contextual nature of the methods used for calculations and the speciﬁc relevance of numbers and measurements to each work situation. Numeracy skills also play an important role in occupational health and safety. In addition, accurate storage, retrieval, display and interpretation of data are assuming increasing importance. 

Training preferences

It was clear that most workers want training that is informal, immediate and delivered on the job by peers or supervisors, rather than anything which reminds them of the school environment. Industry representatives preferred a combination of ‘on’ and ‘off ﬂoor’ training, which had immediate workplace application while also incorporating opportunities for practice and reﬂection. They suggested workplace numeracy training should be framed positively within training for new workplace initiatives rather than being presented as catch-up, or ‘deﬁcit model’ training.

Delivering the training

To ensure that numeracy skills don’t become invisible and hence neglected in the vocational arena, they need to be given prominence in training packages. This can be done by identifying and naming the relevant numeracy skills, as well as their contextually speciﬁc application and terminology, along with the vocational skills and knowledge. Underpinning knowledge and strategies for their development should also be spelled out in more detail. 

An approach of this kind may also assist vocational trainers to evaluate their own numeracy skills, develop the conﬁdence to support their learners’ numeracy learning and alert them to when it may be necessary to work with a numeracy specialist. The study recommends further research into this contextualised but explicit approach to numeracy in training package documentation.

Workplace numeracy training requires input from trainers with both adult numeracy expertise and a sound knowledge of the local enterprise. This might be achieved through a team approach to the training or, if that is not possible, by further professional development of trainers. Moreover, the people organising training, writing competency descriptions and advising on government policy also need to have a thorough understanding of workplace numeracy skill requirements.

Many trainers and vocational teachers are themselves anxious about their mathematical ability and often lack conﬁdence in their underpinning knowledge or their ability to communicate maths-related ideas to learners. Professional development and appropriate teaching approaches could alleviate these issues, as might the team approach. 

Thinking beyond numbers: Learning numeracy for the future workplace by Beth Marr and Jan Hagston can be downloaded from the NCVER website at <http://www.ncver.edu.au>.

Sudanese refugee learners: Classroom management strategies to address their English language needs
Ursula Burgoyne and Oksana Hull

SUDANESE HUMANITARIAN SETTLERS are culturally and linguistically diverse. Many have been denied access to formal education because of years of conﬂict and poverty in their home country. Also, on arrival in Australia, many have a very low level of proﬁciency in English. This study sought to identify teacher interventions that were producing results for Sudanese refugee learners and to highlight areas where their needs were not being adequately met.

Scope of the study

The study involved participants from New South Wales and Western Australia, with some input from Victoria via the project’s advisory group. These three states have the highest intake of Sudanese refugee families in Australia. Data were gathered from specialist English language, literacy and numeracy teachers currently teaching Sudanese refugee learners and from non-teaching experts in refugee rehabilitation and resettlement, including representatives from Sudanese community organisations.

Refugees from Sudan come from a highly oral language culture, with most having no experience of using written forms of language. Those who do have some knowledge of reading and writing have gained this through the specialised use of a written language (mostly conﬁned to replication of religious texts in Arabic). On arrival in Australia, all are unfamiliar with ways of operating in a culture that places a high premium on the written word. 

Furthermore, Sudanese refugees face complex resettlement challenges. Most are making the transition to urban, industrialised life in Australia from a world of pastoral living in Sudan. They have experienced armed conﬂict and sometimes lengthy stays in refugee camps in Sudan or other African countries. Educational challenges and aspirations are inextricably bound up with an array of other issues, in some instances including areas as basic as the use of the telephone, ﬁnding a job and establishing a household.

Findings

The learners

The study found that the teachers considered their Sudanese refugee students to be keen and able to learn spoken English. The learners’ motivation was usually to ﬁnd work, although many of the Sudanese mothers wanted to learn English so they could assist their children with schoolwork. The experience of trauma did not appear to have a signiﬁcant impact on their classroom behaviour or their ability to learn. The learners appeared resilient and had established informal support systems such as the mentoring of younger men by older men. Support from the Sudanese community was a key factor in assisting learners to deal with the stresses of the past and present. This was also seen in the students’ enthusiasm for using English classes to build on existing social and community ties.

Successful interventions

Classroom management strategies were found to be very successful when the needs of the Sudanese learners coincided with those of other learners with a similar proﬁle. Teachers were sensitive to the learners’ background as refugees. They understood the resettlement issues their students were negotiating and had developed good strategies for introducing learners to the processes of formal education. They usually used whole-of-class instruction, with some group or pair work, thus accommodating learner preference for teacher-directed instruction, while introducing them to the less familiar learner-to-learner groupings.

In terms of institutional structures, teachers said they received help in meeting the needs of Sudanese refugee learners by having access to bilingual support and the services of counsellors, and opportunities to share strategies with colleagues.

Problem areas

The learning needs of Sudanese refugees were inadequately addressed when teachers lacked speciﬁc knowledge of the learners’ background in highly oral cultures. Teachers were attempting to teach English writing and reading to people with only a fragile grasp of how to speak it. This approach, dismissed in the literature as unsound, was frustrating for teachers and learners alike. Literacy development was being addressed even before learners’ oral skills were substantially developed. In most cases this was because of contractual obligations to funding bodies: that all language and literacy skills be taught concurrently. In addition teachers were often constrained in the classroom by having Sudanese learners placed alongside learners from other backgrounds and with different needs, or different levels of the same needs; teachers were also hampered by having to comply with the standard teacher-to-learner ratio of 1:15.

While Sudanese community representatives consulted in the study wanted to see the linking of English language and literacy tuition with a practical skill area, very few teachers said they worked with vocational content, considering that it was perhaps too early to introduce people with very limited English proﬁciency to vocational learning. Recent initiatives in New South Wales and Western Australia, however, suggest that levels of English language may not be a barrier to vocational learning. In these pilots, gardening and childcare were the main sources of content for English language instruction. 

Inadequate attention to numeracy in all stages of language and literacy tuition being offered to Sudanese refugees was a further problem area. In view of the importance of numeracy in everyday life and work and of mathematics in many ﬁelds of vocational and higher educational study, teachers may be disadvantaging their Sudanese learners by not explicitly teaching numeracy.

Strategies

The study identiﬁes a number of strategies to address the speciﬁc needs of Sudanese refugee learners. They relate to either professional development or institutional support.  

Teachers would beneﬁt from:

· familiarising themselves with the existing literature on successful interventions for Sudanese refugees and other learner groups with a similar proﬁle

· exploring the nature of learners’ background in a highly oral culture and the implications for program design and teaching

· developing skills to meet learners’ speciﬁc needs in the acquisition of oral language skills, written language skills and numeracy skills

· identifying existing teaching resources and material that should be developed.

Institutional support could come in the form of:

· smaller class sizes for learners with limited formal education and limited English language skills (reducing the teacher–learner ratio from 1:15 to 1:10), and additional tuition hours for learners with high levels of need

· greater ﬂexibility in program content, outcomes and patterns of delivery to more adequately respond to the needs of Sudanese and other learners characterised by very limited spoken English, little experience of literacy in any language, and limited formal education

· prioritising the development of oral language skills for learners with limited oral skills in English 

· prioritising the development of written English skills for learners with more advanced spoken English language skills 

· placing a stronger emphasis on teaching numeracy

· exploring (in consultation with representatives of the Sudanese community) initiatives that link English language, literacy and numeracy development to practical skill development, local employment opportunities or urgent settlement concerns 

· exploring options for training/employing bilingual teachers from Sudan to assist with pre-literacy skill development (for example, ﬁne motor skills for using writing implements, letter formation, and learning to write from left to right).

Sudanese refugee learners: Classroom management strategies to address their English language needs by Ursula Burgoyne and Oksana Hull can be downloaded from the NCVER website at <http://www.ncver.edu.au>.

Community adult language, literacy and numeracy provision in Australia: Diverse approaches and outcomes
Darryl Dymock

THIS STUDY MAPPED the non-accredited community adult language, literacy and numeracy sub-sector in Australia. Its focus was on community provision of courses for which no accredited qualiﬁcation is awarded. The study found there is a strong demand for such courses from adults who are not interested in or would struggle with accredited courses, and for whom the acquisition of self-conﬁdence through participation is a major outcome. 

Methodology

The study drew on survey data from 125 eligible organisations in each state and territory, except the Northern Territory. In addition, seven case studies involving a variety of program coordinators, teachers, tutors and students were undertaken in urban and rural areas in three states. 

Findings

Types of provision

There are four major groupings of non-accredited adult language, literacy and numeracy providers: 

· community

· accredited

· English as a second language 

· disability service providers. 

The majority of learners are in the 30 to 49 years age group and women predominate overall. It is suggested that this is because men generally ﬁnd it harder to seek assistance and tend to sign up only when pressured by workplace changes or unemployment, or if they are encouraged by a female partner to do so.

There is a great diversity of adult language, literacy and numeracy provision, a diversity necessary to meet the needs of the learners who seek assistance at this level. In the larger towns and cities, learners have a choice of providers and courses and they choose the one most suitable for them. In rural areas, the choice is not as large or is non-existent, but the need is still there. 

Students and providers generally consider non-accredited courses to be less pressured and to be effective in developing self-conﬁdence as well as skills. It is the combination of individual attention, the comfortable learning environment and, in some cases, a less formal approach to assessment, which makes these courses attractive. 

Assessment

A quarter of the providers use formal assessment tools. Among the rest, a combination of small assessment tasks and teacher perceptions of progress based on observations and student feedback, often verbal, seems widespread. This informality means rigorous appraisal of student learning does not always occur. On the other hand, the range of motivations for learning suggests that formal assessment may not always be appropriate. 

Reporting

Reporting non-accredited adult language, literacy and numeracy data is a contentious issue for providers, with exactly half believing reporting should be mandatory, almost 30 per cent being opposed, and the rest not responding. Organisations that support mandatory reporting feel it would mean either better recognition of the beneﬁts and extent of non-accredited courses, or the possibility of increased government funding, or both. Those opposed believe it might reduce their autonomy as community organisations and place undue demands on volunteers.

Professional development

In larger organisations, professional development tends to be fairly well established, but in smaller ones, especially those using volunteers, the picture is patchy. Typically, professional development opportunities in rural areas are scarce, and often teachers and tutors have to travel considerable distances to access them. Almost 20 per cent of providers offer no professional development. A small number of organisations using volunteers do not require prerequisite qualiﬁcations or tutor training. In other instances providers have developed training manuals in response to staff needs.

Funding

Lack of funding is a major concern for all providers. Most want to see funding cycles extended from one to three years. While revenue comes from a variety of sources, recurrent state government funding is the largest source for the sub-sector. 

The need for non-accredited language, literacy and numeracy provision

This study demonstrates that a signiﬁcant number of adult literacy and numeracy students are not normally seeking qualiﬁcations. Indeed, many of them have had such bad school experiences and/or their current skills are so low, that they are not capable of beginning certiﬁcate-level training. Non-accredited courses provide an important alternative avenue for these people, as the presence of accredited training providers as a major grouping at this level of provision conﬁrms.

Another important factor identiﬁed in the research is the pace of learning. At basic levels of language, literacy and numeracy, students need time to develop their understandings and skills as well as their self-conﬁdence. Accredited courses typically follow a structured curriculum and have to operate within institutional constraints, conditions not generally appropriate for learners with very low levels of skills in this area. The study also shows that students enrolled in accredited courses sometimes need individual external support in order to get through. In this way the accredited courses complement the non-accredited courses.

Implications

There are three main areas where further support for community providers might be focused.

➤ Recognition

Providers believed that government recognition of the value of community non-accredited language, literacy and numeracy provision is critical. Developing language, literacy and numeracy skills in addition to adequate self-conﬁdence provides the basis for individuals to interact with and make a positive contribution to the wider society. Financial support is one signiﬁcant way in which such recognition can be expressed. This funding should take into account that learners at this level need time to develop their skills. 

In response to this recognition, some providers believe they need to be able to demonstrate the quality of their programs, with the implementation of an appropriate national reporting mechanism being one means to facilitate this.

➤ Professional development

As the development of language, literacy and numeracy skills for these learners runs parallel to the growth of self-conﬁdence, the teacher–student relationship is critical. If compassion, commitment and an interest in language (and sometimes numeracy) are complemented by initial training and ongoing professional development, then the teaching and learning should be more effective. 

➤ Monitoring progress

A more sustained approach to monitoring progress of students’ personal growth and skills development is warranted in some programs. Careful assessment is a way of demonstrating the efﬁcacy of non-accredited language, literacy and numeracy provision to both learners and funding bodies. 

Community adult language, literacy and numeracy provision in Australia: Diverse approaches and outcomes by Darryl Dymock can be downloaded from the NCVER website at <http://www.ncver.edu.au>.
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