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Abstract 

Research shows a correlation between low literacy levels social exclusion and inequality. 

These issues have been exacerbated by the rapid change and development of new 

technologies which have had an impact on socio cultural practices thus affecting the 

types of literacy needed to be an included and functioning member of the Information 

Age Society.  Currently, there is a lack of ICT designs in Adult Literacy to address these 

issues.   

The central purpose of this research is to create and examine a framework that blends 

the established adult literacy Language Experience Strategy and Digital Storytelling.   

Digital Storytelling has the capacity of addressing both traditional and digital literacy 

according to existing literature, but has not been explored in Adult Literacy in Ireland. It 

combines the construction of a personally meaningful narrative by the storyteller that 

involves reading and writing skills.  This narrative is then enhanced by the use of still 

images, video and/or music but more importantly it uses the learnerôs voice to tell the 

story.   

The research question aims to explore the efficacy of this strategy and its suitability for 

the particular type of learner.  Through the use of an exploratory case study and the 

various instruments employed to collect the data it appears that the Language 

Experience Strategy-Digital Storytelling approach enhanced the learning experience of 

the adult literacy learners.  One of the strongest outcomes was an increase in confidence 

and empowerment in all participants.   

Writing a personal story empowers the learner while using Information Age Technologies 

prompts in the learner a desire to get out of the digital divide.    
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1 Introduction 

This chapter covers the background and context of the study, the research question and 

provides a road to the thesis. 

1.1 Background and Context 

Defining literacy is a complex task.  There is a traditional concept of literacy which 

involves the ability of reading and writing (McCaffery, Merrifield, & Millican, 2007).  

Although reading and writing are also technologies (Sproat, 2010) literacy involves more 

than being able to read and to write (McCaffery et al., 2007; Mills, 2010; Muth, 2011) .   

Research shows a correlation between low literacy levels and social exclusion and 

inequality.  These issues have been exacerbated by the rapid change and development 

of new technologies.  They have had an impact on socio cultural practices thus affecting 

the types of literacy (Knobel & Lankshear, 2007) required to be an included and 

functioning member on the Information Age Society (NALA, 2011; Ofcom, 2012).  Lack 

of digital literacy is increasing inequality between those who have the knowledge and 

those who have not (Hargittai & Hinnant, 2008).   

Although there is no consensus on the definition of digital literacy (Robin, 2008) , it could 

be described as the knowledge and ability to use and understand new technologies.   

Research shows (Bynner, Reder, Parsons, & Strawn, 2010) that in general, adults who 

have returned to education have improved their life opportunities.  Despite the efforts 

that Adult Literacy services are making to address literacy, their pedagogies are still 

focusing in a pre-Information Age Society notion of literacy that does not include 

knowledge of digital technologies in their practice (NALA, 2007).   

The central purpose of this research is to create and explore a framework for the 

blending of the Language Experience strategy and Digital Storytelling.  The Language 

Experience strategy is an established strategy in Ireland (McCaffery et al., 2007).  It 

applies general learning principles used in Adult Literacy such as Multiple Intelligences 

(Gardner & Hatch, 1989), Scaffolding (Wood, Bruner, & Ross, 1976) and Reflection 

(Knowles, Holton III, & Swanson, 2005) .  It encourages learners to describe, write or talk 

about a previous personal experience, thus helping them to reflect on something that 

they already know.  Through the use of their authentic forms of expression this strategy 

can be used to set the foundations of reading and writing (Mace, 1992) .   

The framework has three phases to complete and Adult Literacy principles are present in 

each phase.  It considers Lambertôs seven steps as a guide (Lambert, 2010) to produce 

a digital story, blending Language Experience strategy and digital literacy in the process.   
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Phase one focuses on reading and writing strategies to scaffold traditional literacy as 

well as technological literacy e.g. keyboard and mouse skills, spelling, punctuations, 

sentence structure.  In this phase a script is produced as a result of the Language 

Experience.   

In phase two the script is recorded and it becomes the digital format of the written story.  

Reading, typing ,visual and technical literacy (Sylvester & Greenidge, 2009) are the main 

objectives.  Traditional and digital literacy are combined to obtain and create the 

necessary files for the assembling process of phase three.   

In phase three all the compiled materials are assembled using a non-linear editing tool 

i.e. Window Movie Maker and multiple literacies are mixed again in the several 

processes involved, e.g. reading from the screen, typing text or using software (Rossiter 

& Garcia, 2010).  This phase also involves sharing which is significantly important in 

terms of learnersô reflection and media literacy.   

The framework was implemented over a period of 11 weeks with a total of 35 hours of 

field work with nine participants.  The cohort of participants represented the typical 

characteristics of adult literacy learners.  Most learners did not have previous computer 

knowledge and their general goals were to acquire reading and writing skills.  A strict 

code of conduct and best practice, to preserve confidentiality, was observed throughout 

the duration of the project.   

The methodology chosen was an exploratory case study.  Data was collected from 

observations, focus group and one-to-one interviews and from the analysis of artefacts.  

There were emergent themes from the process of scaffolding and reflection as well as 

from the variety of teaching and learning strategies adopted during the different phases.  

This data was analysed to help answer the research question and sub-questions set out 

below. 

1.2 Research Question  

The study intends to answer the following question: 

Did the Language Experience strategy-Digital Storytelling approach enhance the 

learning experience of the adult literacy learners? 

The answer to this question is obtained from the following sub-questions: 

¶ Was the Language Experience Strategy- Digital Storytelling approach an 

effective way to address Adult Literacy goals? 

¶ Did the Language Experience Strategy- Digital Storytelling approach meet the 

aims of Information and Communication Technologies literacy? 
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¶ How appropriate was the strategy bearing in mind the specific characteristics of 

Adult Literacy learners? 

1.3 Thesis Structure 

The overall structure of the study takes the form of six chapters, including this 

introductory chapter.   

Chapter two presents the theoretical dimensions of the research and looks at how 

literacies of the Information Age Society have changed.  It describes different 

approaches and strategies applied to Adult Literacy (AL) in Ireland such as the 

Language experience strategy.  It explores the relationship between low literacy and the 

digital divide and examines current ICT designs to address this issue.  Finally it 

evaluates digital storytelling as a strategy to blend traditional literacy and Information 

Age Society technologies to address multiple literacies.   

Chapter three focuses on the design of the framework created to blend the Language 

Experience Strategy and Digital Storytelling.  It presents an overall three phase 

framework with this integration in mind.  This is followed by a more detailed explanation 

of each phase demonstrating how the literature has informed the design and the 

practical exercises for the learner and the tutor to complete.   

Chapter four is concerned with the methodology used for this study.  It first proposes the 

research question focusing on a discussion of the appropriate research strategy and on 

the tools employed to collect data during the implementation.  An exploratory case study 

was chosen.  It seems to be appropriate because of the scale of the study and the lack 

of a previous framework based on the characteristics of the learners. 

Chapter five analyses the processes of data collection and analyses the results of the 

data obtained from different instruments.  Codes and themes are used to categorise and 

conceptualise the information.  It further describes the implementation of the framework.   

Finally chapter six begins by answering the research sub questions in conjunction with 

the reviewed literature and provides a discussion of why the Language Experience 

Strategy-Digital Storytelling approach enhanced the learning experience of the adult 

literacy learners.  Following this there is an outline of the unexpected findings and 

limitations of the study.  Finally it concludes and recommends future research within the 

area of Adult Literacy.  
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2 Literature Review 

2.1 Introduction 

This chapter presents the theoretical dimensions of the research and looks at how 

literacies of the Information Age Society have changed. It describes different approaches 

and strategies applied to Adult Literacy (AL) in Ireland.  It explores the relationship 

between low literacy and the digital divide and examines current Information and 

Communication designs to address this issue.  Finally it evaluates Digital Storytelling as 

a strategy to blend traditional literacy and Information Age Society technologies to 

address multiple literacies.   

2.2 Digital Literacy 

The Information Age Society has brought about new literacies, e.g. Digital literacy.  

Because of the new terminology there is not yet consensus on its definition (Robin, 

2008) but a full discussion lies beyond the scope of this study.  The breakdown by 

Sylvester and Greenidge (2009) is used to define digital literacy: 

¶ Technological literacy or the ability to operate computers efficiently. 

¶ Media literacy or the ability to send, retrieve, compose and evaluate text, 

manipulate images and sound and an awareness of media agendas. 

¶ Information literacy or the ability to be critical of the information found on the 

Internet which involves a different set of reading skills if compared to reading 

skills used in conventional texts.   

¶ Visual literacy or the ability to interpret symbols.  This literacy has evolved from 

interpreting cave drawings to interpret symbols used in software. 

2.3 Literacy in the Information Age Society 

The impact of digital technologies in our daily activities has changed the traditional 

concept of literacy.  Since the late nineties research has been focusing on the impact of 

technology in society and how this has changed the traditional understanding of literacy.  

Mills (2010) research into the New Literacy Studies (NLS) reviews how the definition of 

literacy has contributed to the definition of social literacy practises and considers the 

ñcomplex context-related uses of literacy in which different societies use reading and 

writingò.  Multiple literacies must be addressed when developing literacy strategies 

(McCaffery et al., 2007, p. 73) whether they are for children, younger or older adults.   
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2.4 Approaches to Adult Literacy 

There are four conceptual models by which AL can be approached (McCaffery et al., 

2007) .  The competency approach or the skills to read and write acquired mainly in 

schooling years; the functional approach where literacy is seen as the ability to apply 

reading and writing in essential tasks important for life and employment; the social 

practices approach which sees literacy as a combination of social and cultural elements 

connected by the written word.; and finally, the radical approach where literacy is seen 

as a tool for critical reflection and action for social change.  Muth (2011) divided these 

four approaches under two stances.  The Cognitive approach is the umbrella for 

competency and functional skills while Social ïHumanistic approach represents the 

social and critical models.   

Different approaches may be used depending on national policies and educational 

systems at any given time.  In general, and especially in the western world, government 

policies addressing literacy problems are more concerned with cognitive approaches 

which generally are focused on skill acquisition to be applied in life and employment.  

Muth (2011, p. 27) argues that AL learning is more than ñinstrumental skill acquisitionò or 

the acquisition of functional skills.   

Street(1984) as cited in Muth (2011) argued that when models of instruction are 

dominated by economic and political needs, they tend to teach standardised sets of skills 

and knowledge that often use de-contextualised methods.  These approaches do not 

take into consideration that multiple literacies on the Information Age Society are shaping 

social and cultural structures and are an integral part of them (McCaffery et al., 2007; 

Muth, 2011).  The focus is on the curriculum not on individual learning experiences which 

are the focus of AL learning (Muth, 2011).   

Therefore combinations of social-humanistc and cognitive approaches to literacy seem 

to be more beneficial to the flourishing of individuals than those only focused on 

acquiring cognitive skills.   

2.5 Implications of Low Literacy in the Information Age 

There seems to be a correlation between low literacy levels and low income affecting 

peopleôs life chances and increasing inequality.  Longitudinal research and recent 

surveys (Ofcom, 2012; Reder & Bynner, 2009; Strawn, 2008) show that in the 

Information Age Society this knowledge gap has deepened creating more inequality 

between those who have the knowledge and those who have not (Deursen & Dijk, 2009; 

Hargittai & Hinnant, 2008; Mills, 2010) . Access to technologies, as believed in the early 

years of the Internet (Gorard & Selwyn, 1999; Hargittai & Hinnant, 2008), does not seem 
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to be the problem but rather the knowledge and ability to access and manipulate 

information and communication technologies.   

As technologies evolve rapidly the need for research to advance the provision of AL in 

the Information Age Society is becoming urgent.  It is not just the case of adults lacking 

competency and functional skills but adults that did not have a chance to learn digital 

literacy in their schooling years as well.   

In a report for the Organisation for Economic Co-operation and Development Ginsburg, 

Sabatini, and Wagner (2000, p. 79) highlighted, the vast opportunities that Information 

and Communication Technologies (ICT) offered to adult populations with low literacy, 

mainly because they are less tied to formal curriculums.  Poynton (2005, p. 868) 

suggested that computer literacy and traditional literacy are equally important when 

combined empowering learners to participate in the context in which they live.   

Concurrently, Livingstone, Van Couvering, and Thumim (2005) argue that research on 

interaction and digital content creation has been focused mainly on layers of society that 

are already advantaged recommending the evaluation of other initiatives.   

In Ireland, the National Adult Literacy Agency (NALA) claims the need for including 

critical thinking skills in all adult learning programmes to address new media literacy 

issues created by knowledge gaps.  They stated that short sighted policies are 

prioritising economic agendas rather than societal needs such as literacy, probably 

increasing further social exclusion (NALA, 2011).   

2.6 ICT Designs in Adult Literacy 

The advent of new tools requires adaptations of existing successful strategies and 

learning designs that recognise literacy in the Information Age Society.  Generally in 

Ireland, computer literacy is not included in the teaching of traditional literacies such as 

reading and writing.   

New tools, such as the personal computer, are used to repeat traditional literacy 

practices according to Knobel and Lankshear (2007); for example, learning how to use 

an editing tool to type with the computer instead of the typewriter is not adding anything 

new to literacy practices.  This is also the case of traditional methods of teaching and 

learning computer literacy that are ñlimited because they only pay attention to operational 

skills, the so called óbutton knowledgeôò (Deursen & Dijk, 2009, p. 334).   

Recent studies on effective ways of using ICT with adults with low literacy concluded that 

learners can acquire a greater number of basic skills when using ICT making their study 

time more valuable (Mellar et al., 2007).  Some of the ICT designs included technologies 
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such as e-Portfolio, Tablets, m-learning, digital video, mind maps, online games in family 

learning, web quests, voting technology or social networking.  Tutors were practitioner-

researchers and they had different learning objectives in their designs, e.g. numeracy 

instead of language.   

From their conclusions some guiding principles emerged such as collaboration, 

autonomy, variety and artefacts (Nance, Kambouri, & Mellar, 2007).  They recommend 

more flexibility in classroom management to foster and promote collaboration e.g. joint 

tasks.  Autonomy and self-directed learning was emphasised, where learners should 

perceive the tutor role as a facilitator and supporter rather than an expert.  They also 

recommended using a variety of alternative technologies rather than the personal 

computer that only seems to engage some adult learners.  They suggested activities that 

involve the construction of artefacts because these allow for experimentation, having 

very positive outcomes such as motivation, collaboration and clearer goals (Nance et al., 

2007).   

It could be argued that these designs were focused on functional skills where literacy is 

focused on reading and writing for life and employment (McCaffery et al., 2007) rather 

than on individual learning that allows for personal growth (Muth, 2011).  However, the 

combination of teaching and learning strategies from social and functional approaches to 

literacy appears to be beneficial to the value of learnerôs study time.   

2.7 Adult Literacy in Ireland 

The publication of the International Adult Literacy Survey (IALS) report in 1998 (OECD & 

Canada, 2000) showed that there were one in four adults under Level 3 of the IALS 

description of literacy levels and domains, in Ireland (see Appendix 1 for a more details).   

Following 1998ôs report AL provision was organised to correct the situation.  óAdult basic 

educationô relates to AL and numeracy work, educational and vocational training courses 

at basic or foundation level in different contexts.  These services are provided by 

Vocational Education Committees and at local level led by the Adult Literacy Organisers 

providing a range of learning options including one-to-one tuition, group tuition, family 

literacy and English for Speakers of Other Languages.  Volunteer tutors mainly provide 

one-to-one tuition while group tuition is provided by part-time paid tutors.  Most of the 

Adult Basic Education services provide a minimum of two hours tuition per week 

although there are other learning opportunities available (McCaffery, Mace, & OôHagan, 

2009).   

AL tuition does not follow a particular curriculum.  Their aim is to help the learner to gain 

confidence so that they can bridge the gaps in knowledge.   
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2.7.1 Existing Pedagogical Principles and Strategies of Learning  

Despite a large range of strategies being used in Ireland the following are general 

principles that are widely adopted.   

2.7.1.1 Multiple Intelligences (MI) from a Cognitive approach  

Multiple intelligences theory is a descriptive learner-centred theory that recognises 

different strengths and abilities in every individual, hence recommending variety on 

teaching and learning strategies and assessments methods.   

MI theory, introduced by Howard Gardner in 1983 suggests that verbal-linguistic and 

logical-mathematical intelligence, have dominated in traditional schooling (Gardner & 

Hatch, 1989) arguing that while this is important, intelligence should not be measured 

only by these two types of symbolic systems.  Gardner described eight differentiated 

forms of intelligences that can be improved in the course of life (Appendix 2).  He 

recommends (Gardner, 2005) to use this theory as a learner centred approach to 

recognise different learnerôs strengths.  Gouws (2007) suggest that it can help educators 

to explore different teaching strategies.   

AL learners generally lack confidence in their abilities (McCaffery et al., 2009, p. 20).  

Seeing learning as a holistic process that involves emotional and cognitive skills means 

to recognise learnerôs previous experiences enabling then to strengthen confidence and 

to perceive literacy and numeracy differently (McCaffery et al., 2009).   

2.7.1.2 Scaffolding from a Social Constructivist approach  

Scaffolding is a metaphor used to describe the first steps in a process that is meant to 

help learners to understand new knowledge.  Scaffolding ñenables a child or a novice to 

solve a problem, carry out a task or achieve a goal which would be beyond his 

unassisted effortsò (Wood et al., 1976, p. 90); by scaffolding a learning process, the 

teacher is creating the structure in which to build new knowledge (Bruner, 1983).  

Yelland and Masters (2007) observed that this is a dynamic process that needs to be 

modified according to the zone of development of the learner.  Beed and Hawkins (1991) 

identified three key characteristics in the process.  First, contact should happen in a 

collaborative context ñwith the learnerôs own intentions being the aim of the processò 

(Yelland & Masters, 2007, p. 3).  Second, the learning task needs to be within the 

development zone of the learner.  A third characteristic is that the support is gently 

ceased as the learner becomes more independent (Yelland & Masters, 2007).   

In Ireland, the AL tutor and learner agree an initial learning plan based on learnerôs 

goals.  The tutor must be aware of what is the next step in the learning process to 
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stimulate challenge without creating anxiety (McCaffery et al., 2007).  Scaffolding for 

reading and writing, in many occasions, begins by encouraging learners to write some 

personal experience using their own words.  This is called the Language Experience 

Strategy (McCaffery et al., 2007) and it is examined below. 

2.7.1.3  Critical reflection on experience from a Humanistic approach  

Learning from experience requires the learner to think about knowledge they already 

possess and how could this help them to move forward in a learning process of which 

they are aware.   

Deweyôs concepts on teaching adults encouraged learning from experience (Knowles et 

al., 2005; McCaffery et al., 2007; Rogers, 2002).  The experiential learning theory lies 

within the humanist view and uses a spiral to explain that learnersô present experience 

originates the learning need or motivates the search for information to solve current 

issues.   

This principle has been adapted to other learning theories (Rogers, 2002).  For example, 

Kolb defined learning as ñthe process whereby knowledge is created through 

transformation of experienceò Kolb (1984 p.38) as cited in Knowles et al. (2005, p. 197).  

Kolbôs (1984) experiential learning cycle, is used in Ireland in relation to AL strategies 

and proposes the following phases according to McCaffery et al. (2007, p. 156): 

¶ Starting with an experience. For example, language experience stories, reading 

and discussing texts in groups or using literacy and numeracy in a group activity.   

¶ Observing and reflecting on the experience. Outside classroom experiences can 

spring the process of active learning and reflection. 

¶ Making generalisations. The group can discuss experiences in a safe 

environment sharing ideas, discussing mistakes and learning from each other.   

¶ Putting ideas into practice in new situations. Learners can change their self-

perception and their perception of the world thus experiencing a transformation.   

2.7.2 The Language Experience Strategy from a Social approach  

This strategy amalgamates the principles mentioned above by encouraging learners to 

describe, write or talk about a previous personal experience, thus helping them to reflect 

on something that they already know.  Through the use of their authentic forms of 

expression this strategy can be used to set the foundations of reading and writing.   

The Language Experience strategy was initially used in the UK as a mechanism to 

bridge a gap between existing text books and materials more relevant to learnerôs daily 
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activities.  The stories related to the learnerôs social context and generated the reading 

and writing materials (McCaffery et al., 2007) from which spelling, sentence structure, 

punctuation, phonics or new vocabulary among other skills were introduced e.g. cloze or 

fill the gap.   

If a learner cannot write, the tutor can transcribe the learnerôs speech.  The aim is to 

relate familiar words used in speech with its linguistic symbols as a first scaffolding step.  

Mace (1992) states that, authorship is the main principle in adult literacy education.  With 

this strategy learners are the authors of their own learning materials increasing 

confidence and strengthening traditional literacy.  It is an established strategy in Ireland 

(McCaffery et al., 2007).   

2.8 Digital Storytelling- Combining the Language Experience Strategy and 

Technology 

So far the literature has examined the different approaches to Adult Literacy, the 

importance of being digitally literate in the Information Age Society and how some ICT 

designs in AL could double the value of study by acquiring two different set of skills at 

the same time.   

The principles underpinning the social approach in Ireland recognises learnersô previous 

experience as resources to scaffold reading and writing skills.  The narrative that 

emerges from the Language Experience strategy has the potential to be aligned with a 

technology enhanced strategy called Digital Storytelling by constructing a personal 

artefact.  In the process of the construction, the gap between traditional literacy 

approaches and Information Age literacy practices can be bridged (Robin, 2008).   

2.8.1 Digital Storytelling (DST)  

In recent years, there has been an increasing interest in the combination of narrative and 

multimedia technologies (Rossiter & Garcia, 2010).  This fusion is called Digital 

Storytelling.  While a variety of definitions have been suggested, this dissertation will use 

the definition used by Robin (2008) and Rossiter and Garcia (2010) as the combination 

of the art of telling stories with a variety of multimedia objects, such as images, audio, 

and video that can be played on a computer, TV set or uploaded on a web site.  For the 

purpose of this paper Digital Storytelling is hereafter referred to as DST.   

From an educational point of view digital stories can be classified as: personal narratives, 

stories that examine historical events and stories that are primarily used to inform or 

instruct (Robin, 2008).   
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The origins of DST reach back to the 1980s.  In the 1990s the Center for Digital 

Storytelling was founded (Lambert & Mullen, 2007).  Their work has its roots in 

community arts and oral history and according to Meadows (2003, p. 191) òit stretches 

from pre-literacy cultural traditionsò.  Meadows (BBC, 2008) comments that ñanyone can 

make a Digital Story because everyone has an story to tell.ò  His model of DST focuses 

on constructing stories for online publishing.  His pragmatic principles are: a strong story, 

transferral of skills and ownership (BBC, 2008).   

Lambert (2010) describes the production of a digital story as a journey and proposes 

seven steps to be considered in its construction.  These steps are:  

1. Owning your insights.  Participants reflect about the story they are going to tell and 

why.   

2. Owning your emotions.  Participants reflect on the emotions that are triggered by the 

story and why.   

3. Finding the moment.  Reflecting about the moment of change within the story e.g. 

before and after the event.   

4. Seeing your story.  Participants think about what visuals are going to illustrate the 

story.   

5. Hearing your story.  Participantôs telling the stories are recorded.  Considerations to 

include soundtrack can be explored.   

6. Assembling your story.  The visuals and the recorded voice and additional 

soundtracks are combined to give the story a coherent structure.   

7. Sharing your story. Participants share the story online or just with particular 

audiences.   

Any instance of DST (Rossiter & Garcia, 2010, p. 38) ñrecognizes, honours, and 

encourages the narrative meaning-making process as central to learning.ò.  A 

considerable amount of literature have been published in various areas including Kï12 

education, higher education, health care, aging, community action as an approach to 

address digital literacy (Rossiter & Garcia, 2010) .  It allows learners to combine 

traditional and new literacies giving them ñvoice, confidence and structure in their writingò 

(Sylvester & Greenidge, 2009, p. 284) .   

A study of ñEducational Uses of Digital Storytelling Around the Worldò (Yuksel, Robin, & 

McNeil, 2011) shows how DST is perceived by educators as useful in all teaching areas, 

but also improving technology and visual literacy, mental health, social sciences and 

secondary languages.  Other benefits are: reflection, language, social, artistic and higher 

level thinking skills.  Participants commented that DST can be used ñparticularly where 
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personal reflection is involvedò.  A drawback perceived by some is that it is very time 

consuming and difficult to measure.   

Although research of DST in adult education is scarce (Rossiter & Garcia, 2010) 

grassroots organizations and researchers, in general, highlight the beneficial aspects of 

underpowered populations being heard through these digital stories.  They can be a rich 

source for qualitative data in adult education studies (ibid). 

2.8.2 DST and the Language Experience strategy  

In order to produce a digital story a script is needed.  The script can originate from a 

personal experience, a story that learners want to tell or to write about.   

Research on storytelling and narrative is extensive.  According to Bruner (2002) stories 

can aid us to link experiences.  Butcher (2006) investigated storytelling as a teaching 

strategy with adults with low literacy in a prison environment.  She summarises the 

benefits as follows: storytelling validates the learnerôs experience, can change a learner 

point of view, enhance learnerôs verbal and interpersonal communication, expose 

learners to different worlds and invokes emotion, makes learning fun and it improves 

knowledge of self and others.   

Using learnersô experience to write a script for a digital story is an adaptation of the 

Language Experience strategy where meaningful and authentic materials originate.  

When the Language Experience Strategy takes the form of a story to be shared, it can 

engage learners to reflect.   

2.8.3 Digital Storytelling and reflection  

Reflection is practiced in every AL session in Ireland using different strategies.  Its aim is 

to increase learnersô confidence by bringing an awareness of their previous knowledge 

helping them to recognise, share and celebrate achievements.   

Lambertôs first three steps of the production are concerned with self-awareness and 

reflection, common elements in any life story.  The personal narrative that develops 

using the Language Experience Strategy follows these initial steps becoming a central 

part in the construction of the artefact.  It allows learners to use the story as reading and 

writing material to improve traditional literacy throughout the process but also allows 

tutors to encourage reflection.  Lambertôs last step is about sharing the stories providing 

another opportunity to reflect and exchange opinions on experiences.   
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2.8.4 Digit al Storytelling and digital l iteracy  

DST can scaffold traditional and digital literacy by combining two types of narratives 

(Rossiter & Garcia, 2010) . The story becomes the voice over or aural narrative once it 

becomes digitalised.  The visual narrative is formed by compiling a series of images to 

illustrate the story (Rossiter & Garcia, 2010).  The development of the personal narrative 

from the Language Experience enhances traditional literacy while the digital composition 

of the visual narrative enhances digital literacy.  The combination addresses multiple 

literacies (Robin, 2008; Yuksel et al., 2011) .   

DST combines computer practices in a socially situated context that is meaningful to the 

learner.  While technological literacy is the ability to operate computers efficiently its aim 

is to develop the skills of computer literacy that would help to adapt to evolving 

technology (Strawn, 2008).  This definition ignores the ñsituated character of computer 

practices that intersect with literacy and involve meaning embedded in contextò (Strawn, 

2008, p. 1) .  In DST learners observe, participate, and create an artefact based on their 

unique personal narrative gaining knowledge of computer literacy while collaborating in 

multiple processes e.g. typing, printing, scanning, voice recording, downloading, and 

assembling digital materials.   

In DST a correspondence between voice and images must exist to create a coherent 

combination of aural and visual narratives.  Visual literacy is the ability to interpret 

symbols and to communicate through visual images (Robin, 2008).  Visual literacy also 

involves the interpretation of software symbols used across computer applications and 

devices, e.g. browsers, mobile phones, digital cameras, video player devices, editing 

tools (Sylvester & Greenidge, 2009).  Assembling the different digital elements gives the 

learners the opportunity to become aware of and interpret different software symbols.   

There are also components of media literacy as they are collaborating in processes that 

require the manipulation of sounds and images.  Learners need to be aware of the 

consequences of copyright issues as well as distributing or publishing materials on the 

Internet.   

Information literacy is not the concern of the study due to the characteristics of the 

learners.   

2.9 Conclusion 

This literature has reviewed some of the strategies and principles underpining Adult 

Literacy in Ireland.  In order to reduce the digital gap there is a need to adapt some of 

the existing strategies to the Information Age Society.   
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For many learners even if the schooling years were not a bad experience they may have 

not had the opportunity to learn computer literacy.  DST can open up opportunities, for 

both teacher and learner while addressing multiple literacies.  At the same time the study 

time can be doubled by acquiring two set of skills.   

The inclusion of ICT designs in the teaching and planning of AL strategies is urgent, 

especially in the western world where opportunities to function in society are directly 

related to the knowledge the Information Age Society has brought about.  The inequality 

gap between those who have the knowledge and those who have not will keep growing.  

The integration of ICT designs with other forms of traditional literacy could enable 

individuals to actively participate in the context in which they live (Poynton, 2005) without 

separating traditional and new literacies.   

The combination of the Language Experience strategy with DST is only an example of a 

well established and successful AL strategy combined with technologies of the 

Information Age Society.  Its aim is to integrate computer literacy in a social context 

where learners can initiate a learning path towards digital literacy.  It is an opportunity for 

the learners to demonstrate other interests, motivations and faculties as the process of 

constructing their artefact progresses.  This can help the tutor to explore and review 

other teaching strategies (Gouws, 2007) centred on the learner and focused on 

promoting reflection and diversity.   

Involving tutors in the role of researchers-practitioners seems to be a strategy that works 

well in ICT designs.  As Rogers (2002, p. 102) states ñEach learning is unique just as 

each learner is uniqueò.  

The next chapter will cover in detail the design principles of the blending of Language 

Experience strategy and DST.  
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3 Design Chapter 

3.1 Introduction 

The central purpose of this research is to create and explore a framework to blend the 

Language Experience strategy and Digital Storytelling.  The Language Experience 

strategy is an established approach in AL and DST has the capacity of addressing both 

traditional and digital literacy.  The chapter presents an overall three phase framework 

with this integration in mind followed by a more detailed explanation of each section 

demonstrating how the literature has informed the design and the practical exercises for 

the learner and the tutor to complete.  

3.2 The framework 

The framework has three phases to complete.  It considers Lambertôs seven steps as a 

guide (Lambert, 2010) to produce an artefact blending the Language Experience 

strategy and digital literacy in the process.   

For a detailed overview see Appendix 3, Table 5.   

3.2.1 Phase 1 

It begins with the scaffolding process involved in the Language Experience strategy and 

the scaffolding of computer literacy.  This fits very strongly with the first three steps of 

Lambertôs model from where a strong story develops.  A variety of scaffolding exercises 

can be done depending on learnersô ability from which, alphabet, spelling, sentence 

structure, punctuation, phonics or new vocabulary among others can be introduced e.g. 

cloze or fill the gap.  Relating familiar words used in speech with its linguistic symbols is 

a first scaffolding step.  Digital literacy is nurtured, through the use of mouse and 

keyboard.  While developing the story the learners are encouraged to reflect on the 

audience, the structure of the story and the experience itself.  Depending on the story 

this can be an emotive moment.   

Figures 1, 2 and 3 show the blending of the different elements of the three phases 

respectively.   



13 

 

Figure 1-Phase 1 

3.2.2 Phase 2 

This processes fits directly into Lambertôs fourth and fifth step where technology, visual 

and media literacy are at the core.  Processes from the Language Experience strategy 

and DST are both present with two main goals: recording learnerôs voice and compiling 

the visuals to illustrate the story.  From the Language Experience strategy all the 

grammatical corrections should be in place.  The hand written story is shared with the 

group, thus practising reading skills.  This sharing can also support the process of 

reflection.  Scaffolding keyboard and mouse skills runs concurrently with the activities so 

that they can type their own texts.   

In each of the processes the learner must observe and collaborate in what is happening.  

The story could have developed from looking at existing still images from the learnerôs 

archives.  If this is the case the scanner is the tool to use.  If the learner is telling a story 

where images are not available there can be two options: one to take images with a 

digital camera or two, download images from the Internet.  Once they have voice and 

images files learners can start experimenting with a non-linear editing tool.   
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Figure 2 Phase 2 

3.2.3 Phase 3 

Lambertôs sixth and seventh steps are followed.  The Language Experience strategy has 

been moved to a higher level by the requirements of the illustration which feeds into the 

assembling process using Windows Movie Maker.  Learners practice reading and writing 

with screen text.  In this stage learners concentrate on combining their voice with the 

images they would have compiled.  This time can be used to reflect on learners new 

vocabulary brought about by computer terminology. At the end they can share and 

reflect on their learning experiences.   
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Figure 3 Phase 3 

In the following section a more detailed explanation of the three elements and how they 

interrelate with each other in the design of this framework is presented.   

3.3 Designing criteria arising from the literature 

3.3.1 Resources 

These are resources used to produce a digital story: a script, still images, a non-linear 

editing tool, i.e. Windows Movie Maker (WMM), recording software, i.e. Audacity, 

microphone, digital cameras, scanner, printer, headphone sets, splitting audio connector, 

storyboard and interactive videos from BBC Webwise website.   

3.3.2 Phase 1- How to develop a strong s tory from the L anguage Experience strategy  

This phase has two goals following the first three steps of Lambertôs model: to generate 

and capture the ideas for the story and to scaffold keyboard and mouse skills.  The story 

develops from the Language Experience strategy and it is used to scaffold reading and 

writing skills.   



16 

 

Lambertôs guidelines are concerned with self-awareness and reflection, common 

elements in any life story (Lambert & Gong, 2010) .  Recognition and encouragement of 

the narrative meaning-making process is central to learning (Rossiter & Garcia, 2010) 

giving learners voice and confidence.  It also allows learners to think of an audience and 

to structure writing therefore combining traditional and new literacies (Sylvester & 

Greenidge, 2009).  Script writing helps the participant to construct their unique materials 

hence becoming authors (Mace, 1992).  In this phase the learnerôs experience is 

validated, improving knowledge of self.  It allows for verbal and interpersonal 

communication by invoking emotion (Butcher, 2006).   

Examples of DSs are needed to give some perspective of the concept of DST e.g. from 

the Capture Wales website (BBC, 2008).  To originate ideas participants are encouraged 

to look into existing images that may bring memories of past experiences (ibid).  To give 

some perspective, a demonstration of narrative length (100 printed words) and time (1 

minute reading time per 100 words) with beginning, middle and end should be shown.  

Numeracy could be relevant for some of the learners so developing exercises including 

time and length could be another skill to act upon.  Awareness of target audience and 

structure are introduced.   

Initial ideas for the story should be discussed privately (Marshall & Rossman, 2011), if 

possible, as well as to encourage writing without grammar concerns.  Spellings, 

punctuation, sentence structure, paragraph structure, phonics, for example, can be 

revised according to learnerôs skill preparing scaffolding materials accordingly.  Tutors 

can observe gaps in skills and confidence allowing them to choose between the best 

practice resources.   

In order to scaffold technological and visual literacy the learner needs to develop mouse, 

keyboard skills and awareness of software symbols.  Interactive videos from the BBC 

Webwise are chosen for this study.  It allows for independent learning but computer 

anxiety must be avoided, thus it needs to be well supervised.  Technological literacy 

(Sylvester & Greenidge, 2009) aims to develop the skills of computer literacy but it 

should involve meaning embedded in context (Strawn, 2008).   

In this phase DST intersects the meaning of learning mouse and keyboard skill with the 

ability to type and print the narrative for reading purposes thus contextualising traditional 

and digital scaffolding.   

For a detailed overview see Appendix 3, Table 6.   
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3.3.3 Phase 2- Seeing and hearing the story.   

This phase has several goals: typing, reading and recording the script, and compiling the 

visuals.  The first two goals are concerned with traditional and digital literacy scaffolding.  

They feed into Lambertôs fourth and fifth step where the multimedia elements of the 

digital story are created (Lambert, 2010).   

Participants need to be encouraged and helped to type and print the script.  The 

keyboard provides the opportunity to identify capitals lettersô shapes and to explain the 

QWERTY logic as most learners would expect to find the letters in alphabetical order.  

The hand written stories are converted into a digital printed form for reading purposes.  

The printing process has a meaning and it happens in an authentic context.   

Reading the script to an audio recorder creates the digital version of the printed word.  

This is the most important goals of this phase.  It combines traditional and digital literacy.  

According to Lambert (2010, p. 18) the recorded voice of the storyteller telling their story 

is ñwhat makes what we call a ñdigital storyò a digital storyðnot a music video or narrated 

slideshowò making the stories very powerful.  It captures the unique character of the 

storyteller.   

A new technological concept arises in this process in the form of an audio file.  This is a 

project milestone and exposes most learners for the first time to hearing their own voices 

invoking different emotions.   

ñWhen we hear our voices coming from outside ourselves we have a moment of 

seeing ourselves as someone other than our Self. In that moment we can experience 

the kind of empathy and compassion for ourselves that we would feel for another 

person who might be telling the story. [é]This is an empowering experience of 

affirmation, which can stimulate deep learning and insight.ò (Rossiter & Garcia, 2010, 

pp. 33-34) 

Allocating a quiet room to make the recordings is paramount to allow for privacy due to 

the characteristics of the learner and to avoid undesirable background noises and 

interruptions for best recording quality.  Participants may need to record their reading or 

telling several times so that they can have a sense of ñownershipò (BBC, 2008).   

Collaboration between learner and facilitator should allow the learner to decide about his 

or her best performance, even though they are not doing the editing.   

For Meadows this part of the production is called ñtransferral of skillsò referring to the 

person who knows the production tools to the person who does not.  Meadows (BBC, 

2008, p. 33) mention how empowering this can be for people that are digitally excluded 
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ña perfect tool to prompt the desire to get out of the ódigital divideôò.  It may change their 

self perception or their perception of the world (McCaffery et al., 2007; Rogers, 2002).   

The last goal is to compile images e.g. taking pictures.  Scanning, acquiring images from 

digital cameras or downloading pictures from the Internet are processes that must be 

observed by the learner, and if possible, explained individually.  The files obtained 

should be saved directly on to personally named pen drives.  Storing of materials for 

later retrieval makes the saving process contextual and meaningful and is a key 

component on technological literacy.  Information highlighting technical issues of 

handling external storage devices is also necessary.  Media literacy awareness 

regarding image ownership, copyright and confidentiality issues should be mentioned 

avoiding back ups in the local computer.   

When assembling, ideally, a storyboard should be used.  It helps to visualise on paper 

the stacking order of the different digital elements (Appendix 4).   

Having obtained the audio and image files participants should be introduced to the 

assembling process where a non-linear editing tool, in this case Windows Movie Maker, 

is used to import and stack files.  New technical words appear in context e.g. ñimportingò, 

ñaudioò, òfileò, ñvideo transitionsò and ñeffectsò.  At this time visual and technological skills 

are transferred and combined by allowing learners to experiment or play (Nance et al., 

2007) with the different software features while practicing their mouse and keyboard 

skills as well as reading from the screen. For a detailed overview see Appendix 3, Table 

7.   

3.3.4 Phase 3.  Assembling and sharing the s tory  

This phase has two goals that are directly related with Lambertôs model: assembling the 

voice and the images and sharing the finished artefact with the class.  Traditional literacy 

moves to a higher level by reading from the screen, learning new terminology, typing 

credits or titles and reflecting on their learning while writing the learnerôs report.   

Finalising the assembling of the voice and images allows learners to experiment on their 

own and to enjoy this moment with the assistance from tutors or more capable peers 

(Vygotsky, 1978; Wood et al., 1976).  This is where all the scaffolding in traditional and 

digital skills converge allowing learners to understand the process even though they may 

not be doing the physical editing.  Noticing and avoiding any sign of computer anxiety is 

paramount.   

Lambert states that this is a moment to think about the structure with the audience in 

mind.  For AL learners this should be the class and family but ultimately themselves.  
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Structure has to be suggested and negotiated in collaboration with the participants so the 

order of their images has to fit the structure of story as they understand.  The structure is 

marked by the beginning, middle and end of the story, as discussed in the first phase.   

For Meadows (BBC, 2008) this is about ownership and transferral of skills.  Suggestions 

should be made but must be negotiated e.g. additional pieces of text.  However, for 

simplicityôs sake is not recommend to over use text.  Using the tools and skills to 

combine multiple literacies should have a higher priority in this learning process than 

learning how to apply multimedia and video/film production principles.  This study does 

not considered this learning appropriate due to the characteristics of the learners.   

The final step is to publish the project file into a format that is portable for computer and 

home consumption and to showcase the digital story to the class.  Sharing can be 

emotional for all viewers but especially empowering and enjoyable for the participants.  

Participants should be given their digital stories in a DVD so they can be shared with 

family and friends. For a detailed overview see Appendix 3, Table 8.   

3.4 Conclusion 

This chapter was set out to describe the design implications emerging from the literature. 

It examined the different phases and the goals of each in the construction of the artefact. 

It also covered in detail the use of different pedagogical principles employed in the 

Language Experience ïDST strategy as well as the practical exercises for the learner 

and the tutor to complete.  It explained how multiliteracies were combined and how 

digital literacy was contextualised.  The next chapter will describe the research design 

and the implementation details of the study.   

 

Figure 4 DST Elements 
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4 Research Methodology 

4.1 Introduction 

Chapter four details the overall research design used in the study.  It first proposes the 

research question focusing on a discussion of the appropriate research strategy and the 

tools employed to collect data during the implementation.   

4.2 Research Question 

The study intends to answer the following question: 

Did the Language Experience Strategy-DST approach enhance the learning experience 

of the adult literacy learners? 

The answer to this question is obtained from the following sub-questions: 

¶ Was the Language Experience Strategy-DST approach an effective way to address 

AL goals? 

¶ Did the Language Experience Strategy-DST approach meet the aims of ICT literacy? 

¶ How appropriate was the strategy bearing in mind the specific characteristics of the 

learners? 

4.3 Research Strategy 

The central purpose of this research is to explore whether a blend of the Language 

Experience Strategy with a DST process addresses multiple literacies in the Information 

Age Society. It follows a qualitative approach.   

In order to answer the research question it posited an exploratory case study strategy for 

depth of understanding of a real life context (Yin, 2009).  A variety of qualitative methods 

where adapted to suit the particular requirements and circumstances of the situation 

(Denscombe, 2003).   

4.3.1 Case Study 

A case study approach is considered to comply with the three main purposes of 

qualitative research: describing, understanding and explaining (Cohen, Manion, & 

Morrison, 2011).  It does not generalise statistical findings as the quantitative methods 

do.   

In contrast with other research methods e.g. experiments, a case study does not try to 

manipulate particular circumstances to have particular outcomes or to establish cause 

and effect (Denscombe, 2003; Yin, 2012).   
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It is an exploratory case study as at the time of the study the author was not aware of an 

existing framework designed for AL learners.  How and why questions can help to 

understand a social phenomenon happening in its natural form (Yin, 2012) and the 

findings may help to move from a case study design to an action research design where 

personal attempts are made to understand, improve and reform practice (Hopkins,1985 

as cite in Cohen et al. (2011).   

Action research can be defined as ña small-scale intervention in the functioning of the 

real world and a close examination of the effects of such an interventionò (Cohen et al., 

2011, p. 345). Hence, the research questions are formulated as a result of the 

intervention and the activity that took place (Cohen et al., 2011) rather than leading the 

intervention.   

Although this study does not follow an action research approach, it could enhance either 

the design of the framework and/or the research methodology employed to add validity 

and reliability to the results.  The sampling is of a typical group of adult learners 

attending an AL programme (Cohen et al., 2011).   

4.3.2 Ethics 

4.3.2.1 Ethics approval  

Ethics approval was sought from Trinity College Dublin and granted for this study by the 

School of Computer and Statistics Ethics Committee.  See Appendix 5 for relevant 

documents.   

Due to confidentiality issues the study started with a preliminary phase consisting of 14 

hours aiming to familiarise the learners with the researcher participant previous to the 

collection of data.  In order not to disrupt their normal activities the researcher reassured 

learners of their freedom to not participate in the workshop if they felt that their learning 

goals were not addressed.  The Ethics written consent could have put pressure on them 

if given in the first contact.  The researcher used this time to examine available 

resources for the learning intervention and to become familiar with participantôs routine 

trying to build relationships.  Learners consent was given after four weeks of teaching 

contact.   

The authorôs first language is not English and this was a concern for the in-service tutors 

initially as well. 
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4.4 Data Collection Instruments 

4.4.1 Observations  

The researcher acted as a participant observer according to Cohenôs definition 

(Cohen et al., 2011). This means that the researcher is not a member of the group 

and her role is known by the group.  She participates in all the activities as 

unobtrusively as possible observing in situ evidence of their social routine in the 

classroom.  This type of observation has unstructured and semi-structured 

characteristics. First, what took place in their routine must be identified so that the 

agenda of the implementation can be established (Denscombe, 2003).  Therefore 

data gathered had to be reviewed before the next session took place (Cohen et al., 

2011).   

It allows for rich descriptions and it helps to raise questions for further investigation. It 

looked for facts such as participation in the activity, the amount of spontaneous peer 

teaching in addition to programme setting such as resources available and the 

physical environment.  In order to reduce reactivity effects the researcher dedicated a 

period of time to build trust and relationships with the participants aiming for an 

holistic observation (Denscombe, 2003). Notes of field experience were taken in the 

form of a diary of reflections and were written some time after the observations had 

been made (Cohen et al., 2011).   

Typical bias (Cohen et al., 2011) from this instrument can be in the form of: 

o selective memory (Denscombe, 2003) as the writing took place after the 

event,  

o expectancy effects as the observer knows about findings from similar studies 

and this may have influenced the observations,  

o validity of constructs such as what counts as valid evidence for a judgement,  

o reactivity as the participants may have changed their behaviour if they knew 

they were observed.   

4.4.2 Interview  

4.4.2.1 Semi-structured i nterview  

The intention of the interview was threefold: to collect learner perceptions experience in 

terms of their meeting their literacy goals, to understand their opinions on learning by 

using technology in their daily activities, and to explore the changing of goals as a result 

of the experience.  Participantsô consent to participate and to be able to withdraw at any 
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time is fundamental to comply with research ethics.  It also needs to guarantee 

confidentiality, anonymity and non-traceability (Cohen et al., 2011).   

This data set allows for an interchange of views between two or more people, it looks at 

the centre of ñhuman interaction for knowledge production, and emphasizes the social 

context of the research dataò (Cohen et al., 2011, p. 349).  This collection instrument was 

considered appropriate for the study because it takes into consideration emotions, 

experiences and feelings that needed to be explored (Denscombe, 2003).  It also has a 

sensitive element arising from personal experiences that needed to be carefully handled.  

Some generic guidelines for minority and marginalised groups were taken into 

consideration as suggested by Cohen et al. (2011). A semi-structured set of pre-

determined and open questions was chosen to allow for some latitude (Freebody, 2003) 

and flexibility as regards of participantôs ways of expression.  It gave the interviewee an 

opportunity to have a óvoiceô making them feel safe, secure and supported allowing for 

this communicative encounter (Cohen et al., 2011) to be successful when 

communication could have been an issue.   

A questionnaire was not suitable due to the reading and writing restrictions of the learner 

and the demographic questions were included in the structured part of the interview, e.g. 

age.  These interviews were transcribed and then hand coded.  For an example see 

Appendix 6.   

4.4.2.2 Focus group interview  

The purpose of this instrument was to supply a topic to be discussed obtaining a 

collective rather than individual view (Morgan 1988:9 as cited in Cohen et al. (2011)).  

Participants interacted with each other and the views and opinions that surfaced offered 

and opportunity to collect emerging data (Cohen et al., 2011) that may have not been 

available in a one-to-one interview (Denscombe, 2003).  It is useful when non-sensitive 

and non-controversial topics need to be explored empowering participants to speak out 

using their words (Cohen et al., 2011, p. 436).   

Emergent themes from this instrument were analysed to prepare the semi-structure 

interview questions (Cohen et al., 2011).  It was difficult to record as speakers 

interrupted each other and spoke simultaneously (Denscombe, 2003).   

4.4.3 Artefacts  

The artefacts produced were collected as evidence of the digital stories made by 

participants.  There are ethical issues in the area of life histories, narrative enquiry and 

DST (Marshall & Rossman, 2011).  It is recommended to be collaborative in the 



24 

 

construction of the history or narrative avoiding to disclose information that may pose a 

threat for the participant (Marshall & Rossman, 2011).  DST represents different ethical 

issues because the storyteller is producing the story. However, unauthorized uploading 

of highly personal digital stories to the Internet remains a challenge especially with young 

adults (Marshall & Rossman, 2011, p. 155).   

4.5 Bias and Sensitive Research 

4.5.1 Sensitive educational r esearch 

The production of a digital story in the form of a personal narrative plus the confidentiality 

clause by which Adult Literacy abides has positioned this research within the constraints 

of sensitive educational research (Cohen et al., 2011, p. 165).  Cohen recommends 

looking at the conditions under which sensitivity arises within the research project 

instead of creating a list of sensitive topics.  Therefore in this study sensitivity could have 

derived from: intrusion into private, deep personal experiences or risk or threat of 

stigmatisation and fear of scrutiny and exposure (Cohen et al., 2011).   

Telling a personal story can be anecdotal and humorous but also can be about a deep 

personal experience.  In many cases people attending AL classes feel or felt stigmatised 

and very often have poor self-esteem due to their lack of academic achievement.  By 

asking participants to write about a personal experience some may not realise about 

consequences deriving from making public to the class private matters.  It was the 

responsibility of the researcher to provide guidance in these matters as Marshall and 

Rossman (2011) suggest.   

4.5.2 Bias 

There is a problem of bias with this type of research design as it relies on the 

interpretation of the researcher (Cohen et al., 2011).   

Due to the need to build initially strong relationships with the learner the researcher 

questions the veracity and therefore the validity of some of the answers given in the 

interview were participants may have felt that it was important to help the researcher in 

the study.  Therefore, there is a need to design a type of questionnaire that could 

eliminate this doubt to a certain extent.  Furthermore the questionnaire should suit 

participants reading and writing skills.   

Although a case study, the participation of the researcher alters the circumstances of a 

normal routine by using different strategies and could probably have a particular effect in 
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the results should the learning experience have been conducted by the in-service tutors 

under normal circumstances.   

4.6 Implementation 

4.6.1 Site selection  

The site chosen for this study was the Gorey Learning Centre in Gorey, Co. Wexford.  

Permission was sought and approved from both the Ethics Committee in the School of 

Computer Science and by VEC Wexford Board of Management. The participants gave 

informed consent.  Confidentiality and ethics was strictly observed at all times.   

4.6.2 Participant s election  

Participants were selected by the Adult Literacy Organiser after consultation with in-

service tutors. The group consisted of nine adult learners aged 25-60.  Two of them were 

poor attendees.  The normal teacher-student ratio is of 1:6 therefore this group had two 

in-service tutors.  Class duration is three hours during the morning on a weekly basis.  

Some of the participants also attend one-to-one sessions at other times.  Their goals are 

discussed with the tutor to create an individual learning plan which is strictly confidential.  

Goals are reviewed overtime and changed according to new ones.  The researcher did 

not have previous access to individual learning plans.   

4.6.3 Session routine  and classroom environment  

Learning activities are divided into two sessions.  The first session lasts one hour and 15 

minutes and it is followed by a tea break.  Tutors believe that concentration levels are 

higher when doing cognitive work therefore learners work independently on their 

individual goals and homework.   

The tea break lasts approximately 30 minutes and the group, including tutors, join 

together as a social act to develop relationships.   

The second session involves group work and it lasts one hour. The layout of the 

classroom consists of an oval table where tutors and learners sit together. Dictionaries 

and other stationary materials and resources are placed on the centre of the table to be 

shared.   

In the last 15 minutes the learners fill in a report reflecting on what has been learned.   

There were a total of 9 sessions dating from 11th October to 13th December 2012 were 

35 hours of field work were carried out.  A preliminary phase of 14 hours was dedicated 

to build relationships as noted in the Ethics section of this paper.   
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4.6.4 Conclusion 

This chapter was concerned with the methodology used in this study.  The next chapter 

presents an analysis and discussion of the findings.   
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5 Data Analysis 

5.1 Introduction 

Chapter five describes the processes of data collection and analyses the results of the 

data obtained from different sources.  It further describes the implementation of the 

framework.   

5.2 Process of Data Analysis 

The research strategy follows a qualitative approach therefore the process to analyse the 

data is qualitative.  Although this seems obvious it means that it entails an ongoing 

process throughout the study.  According to Cohen et al. (2011) there is not a particular 

correct way of analysing and presenting the data, the rule is that it should fit the purpose 

of the research.   

In the process the data is segmented and then put back together again in order to 

answer the research question.  This requires the researcher to interpret the data and it is 

subject to bias (Boeije, 2010).   

The interpretative analysis of this study is oriented towards the themes and categories 

that emerged from the data in a tabular fashion.  The data presented in the tables are 

codes.  This open code technique makes possible to identify similar information (Cohen 

et al., 2011).  In order to code the themes a numeric value was placed on the side of the 

interview transcripts.  It facilitated the identification of questions and answers due to the 

fact that there were not always asked in the same order or using the same words 

(Appendix 6).  It allowed for categorisation in order to consolidate concepts from the data 

as shown in Table 3 below.   

Several sources of data were used in the analysis.  Data was analysed as soon as it was 

collected.  The data discussed in this section comes from themes that emerged from 35 

hours of field work, approximately four hours of interviews with tutors and learners, 

including focus group interviews and eight sets of learnersô artefacts over a period of 11 

weeks.  The recordings were made using a smart phone.  Table 1 below shows a 

breakdown of the data collected over time.   
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Table 1-Time Breakdown 

 Phase 1 Phase 2 Phase 
3 

 Oct 11
th

 
-Nov-
8th 

Nov-15
th

-
Nov 
22nd 

Nov 
29

th
-

Dec 
13th 

Jan-17th Jan-31st Tot 

Weeks 4  2  3  1 1 11w 

Observations/Field 
Work 

14h 7h 14h          35h 

Focus Group Interview   26 17         43m 

Interviews with tutors     20 20        40m 

Interviews with learners    9 19 25 20 18 14 31 n/a n/
a 

130
m 

Number of Artefacts   8 1.48 1.4 0.5 1.16 1.43 1.43 1.05 1.26 n/
a 

10m 

5.2.1 Validity and reliability - Triangulation  

The intention of all the measurements is to gain introspection into the learnerôs 

perception of learning with technology while still achieving their reading and writing 

goals.  Triangulation is a strategy used in qualitative research to add validity and 

reliability to the process of data collection by avoiding systematic biases or limitations of 

specific instruments(Maxwell, 2005).   

5.2.2 Observation process  

Data collected during the observation period helped to identify the themes shown in 

Table 2 which informed the questions for the focus group interviews.  This data was 

taken in a diary of field notes with reflections and observations where all the events of 

the day where registered.  See Appendix 7 for more details.   

Table 2-Generic Themes from Observations 

5.2.3 Focus group interview process  

Two focus group interviews were conducted.  The first one took place before they shared 

their stories with the class.  The second was carried out after they shared the stories with 

the class and family.  The topic of discussion brought to the table was to reflect on the 

Themes from Observations 

Willingness to 
participate 

Willingness to 
learn about 
computers  

Questions 

Computer 
anxiety 

Feelings of 
achievement 

Confidence 
increased 

Concentration 

Relaxing 
atmosphere 

Laughter 

 

Resources 

Group bonding 

Collaboration 

Spontaneous peer teaching 

Sharing 
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learning experience and their feelings about sharing.  The emergent themes were coded 

under four categories as shown in Appendix 3, Table 9.  These themes helped to 

articulate the interview questions.   

From the first interview it was interesting to find out that some people in the group had 

been offered a place on a basic computer course.  This triggered a discussion about 

their readiness to accept the offering.  They felt that although empowered by the 

experience it was more important to consolidate reading and writing skills before they 

could join any course not related with AL due to a lack of confidence.   

As a result they proposed to the tutors to do more project work and practice on the 

computer while attending AL classes.  They suggested including the computer in the 

literacy sessions for two reasons.  First it may take the stigma out of the reading and 

writing difficulties they have, explaining that not being computer literate is more socially 

accepted.  Second it doubles the value of their study time.  A desire to repeat the 

experience was expressed by all participants.   

In the second interview they expressed being proud and more confident as a result of 

sharing with their families.  Self perception had changed for some.  Younger family 

members had offered help with the computer at home after seeing their stories, others 

wanted to show the story to everybody.   

Other comments referred to the confidentiality agreement as a motivator to express deep 

personal experiences in front of a small and private audience,; perhaps not being so 

open to do so if they were going to be showcased or published to a wider audience e.g. 

the Internet.   

5.2.4 Semi- Structured Interviews  process 

The interviews include tutors and learners and most of the themes that emerged from the 

focus group interviews were investigated.   The questions were under these themes: 

time spent learning/goals achieved, type of strategy, further goals, confidentiality as a 

motivator.   

5.2.4.1 Learners 

Themes arising from these interviews are shown in Appendix 3, Table 10.   

Time spent learning/goals achieved- Learners felt that their literacy goals were 

achieved in the process.  The reflection exercise in the focus group interview shows their 

interest in learning more using project or group work strategies.  They also felt that more 

time spend in this type of project presents more learning opportunities especially in terms 
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of computer literacy.  So according to them, computer literacy should be included in their 

weekly activities.   

Further goals- As a direct result of the learning experience a learner had joined already 

a computer class already.   

Another outcome is that they felt more confident to further their learning but lacked 

confidence to learn outside the AL environment.  They were empowered to claim more 

time at the computer in the AL sessions to be able to join other courses and thus 

doubling the value of the study time-until they feel more secure with their reading and 

writing issues.   

Type of strategy- The strategy seems to have addressed all AL goals.  Scaffolding of 

reading and writing and digital literacy simultaneously appears to be a satisfactory 

strategy to use bearing in mind the characteristics of the learner.  They all showed a 

strong desire to repeat the experience.   

Confidentiality as a motivator Only one learner would definitely not have participated if 

the story was going to be published on the Internet.  In relation to their confidentiality 

clause and media awareness it was not very clear to them the possible repercussions if 

their stories were being published online.   

5.2.4.2 Tutors  

Themes arising from these interviews are shown in Appendix 3 Table 11.   

Time spent/Learning goal achieved- Both tutors considered that the project achieved 

the goals of adult literacy in several grounds.   

First and most important it empowered the learners.  It prompted the desire to bridge the 

digital gap by dedicating more time with tasks that involve the use of digital technologies 

(Meadows, 2003; Robin, 2008; Rossiter & Garcia, 2010; Sylvester & Greenidge, 2009; 

Yuksel et al., 2011).  The context in which digital technologies were scaffold helped the 

learner to overcome computer fear faster than with traditional computer literacy courses.   

Second, it offered opportunities to reflect through the writing and sharing of their stories.  

It promoted learner centred activities which in general appeal to the majority of AL 

learners.  Writing the story using the Language Experience strategy accomplished the 

traditional literacy goals of reading and writing (Butcher, 2006; Mace, 1992; McCaffery et 

al., 2007).   

Type of Strategy- They highly recommend the experience because it probably achieved 

more learning in less time than using traditional strategies alone.  They noted that group 
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bonding and dynamics improved after sharing their stories for the first time in Phase two.  

Help and support from each other increased.  They have some reservations about 

preparation time and how to fit it within their sessions.   

Further goals- As a result they would like some training to be able to repeat the project.  

Further analysis was necessary to conceptualise the codes that helped to answer the 

research question.  Some of the key findings are presented in the discussion section of 

next chapter.  

Table 3-Final Themes 

Themes 

Empowerment Value of study 
time 

Enjoyment Feelings about 
sharing 

Collaboration 

Confidence/lack of 
confidence 

Project work Pride Confidentiality 
as a motivator 

Peer teaching 

5.2.5 Artefacts  

This instrument shows evidence of participantôs age and technologies used as well as 

general goals set out in the design to see how they align with the framework, for more 

details see Appendix 3, Table 12.  Out of nine participants, seven stories were 

completed.  There was a case were only the audio file was presented.  As the researcher 

was leading the activities, she was present throughout the process taking observation 

notes.   

5.2.6 The Creation Process 

The creation process involved a total of 9 weeks and 35 hours of teaching contact, see 

Table 1 above for more details.  It was divided in three phases with different objectives 

set out by the design of the framework.  Following is a description of the events that took 

place.    

5.2.6.1 Phase One- 4 Weeks-14 hours 

The concept of DST was explained and examples were shown.  Ideas were given to 

spark stories e.g. looking for visuals in their private archives.  From this moment learners 

met outside the class with the researcher to allow for confidentiality and to build 

relationships.  By the end of the third week most learners had ideas and stories to write 

and were working on the grammatical knowledge gaps.  Scaffolding was mainly done by 

the in-service tutors as part of their normal routine.   



32 

 

Digital literacy scaffolding began in the second half of their session and included at least 

45 minutes of mouse and keyboard exercises using the BBC Webwise resource.  

Learners were enthusiastic about the computer. Concentration and anxiety were 

observed thus supervision was carefully provided.  Most learners were able to follow the 

instructions - that included reading from the screen and recognising symbols ï without 

much assistance.   

In their reflection sheet new vocabulary such as the word ñdigitalò, as well as words they 

had to learn for their stories, were recorded.   

5.2.6.2 Phase Two- 2 Weeks- 7 hours 

In these sessions the scripts were typed and printed.  Class management strategies 

were agreed with the tutors regarding sitting arrangements and computer allocation.  

This facilitated peer teaching from learners that had more experience with the process of 

typing and printing.   

The scanning process was shown to participants who had brought still images while 

others were observing the process of acquiring images from digital cameras.  Some 

participants were involved in both. At this time they were informed about some media 

literacy concerns about image ownership, copyright issues and confidentiality. Due to 

confidentiality issues back ups of their files were not made.  Information highlighting 

technical issues of handling pen drives was given.   

Recordings took around 15 to 20 minutes allowing participants to hear themselves and 

choose the best recording.  Once the audio file was obtained participants were 

introduced to WMM by the researcher.   

It was decided not to use storyboard template as a resource due to time constraints.  

Materials were assembled directly on WMM.  Soundtrack and still images were imported 

to begin the assembly process.  Signs of excitement and concentration were observed 

as they saw the process of video production taking place.   

5.2.6.3 Phase Three- 3 Weeks-14 hours 

This phase has to aims: assembling and sharing.   

Assembling- structure as well as additional pieces of text were suggested and negotiated 

in collaboration with the participants so the combination of visual and aural narratives 

was coherent.   

Sharing- the digital stories was showcased in the class.  Participants were enthusiastic 

about watching each otherôs stories but more importantly they were so proud of watching 
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their own.  The power of their voices made this moment very emotive for all present.  

Participants were given their digital stories on a DVD so they could share them with their 

family and friends.   

5.3 Summary 

This chapter has presented the process of data analysis and the findings from different 

data sources in order to answer the research question.  It also describes the 

implementation process.  The next chapter discusses the findings by answering the 

research question and sub questions.  
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6 Conclusion and Discussion 

6.1 Introduction 

The previous chapter discussed the method of analysing the collected data and 

presented some of the key findings.  This chapter begins by answering the research sub 

questions in conjunction with the reviewed literature and provides a discussion about the 

main research question.  Following this, there is an outline of the unexpected findings 

and limitations of the study.  Finally it concludes and recommends future research within 

the area of Adult Literacy.   

6.1.1 Research question  

The study intended to answer the following question: 

Did the Language Experience strategy-Digital Storytelling approach enhance the 

learning experience of the adult literacy learners? 

The answer to this question has been obtained from the following sub-questions and it is 

answered in the discussion section.   

6.1.2 Was the Language Experience Strategy-DST approach an effective way to address 

AL goals? 

Based on the opinions of both learners and tutors, this approach was very successful in 

achieving Adult Literacy goals.  The outstanding result was learnerôs empowerment 

(McCaffery et al., 2009) which is a difficult goal to achieve.  It surpassed the studyôs 

initial expectations which were mainly focused on digital technology awareness.   

Learners agreed that their goals had not only been met but also they had other goals 

such as learning using digital technologies.  Some had plans to buy a computer; others 

had joined further computer training, while others would prefer to have more access to 

digital technologies while still attending the literacy sessions. 

Mouse and keyboard skills scaffolding (Wood et al., 1976) opened a path to new 

knowledge.  The experiential learning cycle began by the new experience according to 

Deweyôs concepts (Knowles et al., 2005; McCaffery et al., 2007; Rogers, 2002).  This in 

turn offered an opportunity for learners to reflect on what their capabilities were, provided 

they have support (Vygotsky, 1978).   

Through this reflection they made generalisations e.g. how much could they accomplish 

if more time was dedicated to learn computer skills.  This created a new situation.  This 

realisation or learning transformation empowered them to discuss and set out different 
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goals as a group for activities they would like to do in the class.  They realised that by 

working in a project more learning was accomplished within the same time frame making 

their study time more valuable.   

From the beginning digital literacy was in itself a challenge and a motivator.  A challenge 

because of their feelings about lacking knowledge, ability and confidence.  A motivator 

because they knew, that this is a literacy of the Information Age Society.  It is considered 

as important as to be able to read or write.   

Before they began writing their stories they saw examples of what was expected of them 

by the end of the project.  Their personal narrative (Robin, 2008) developed naturally 

almost without effort using the well established Language Experience strategy 

(McCaffery et al., 2007).  In fact some participants wrote two stories.  This particular 

group was highly motivated in addressing their reading and writing skills.  Many thought 

that creating a video would be impossible to accomplish considering their lack of 

computer skills, not to mention their reading and writing issues.  They did not have 

confidence in themselves but trusted the knowledge and assistance provided by the 

tutors to be guided through the process.   

Tutors also recognised that there was probably more learning happening through the 

project than would have been accomplished under normal circumstances (Robin, 2008).  

Since this type of informal learning is not tied to a curriculum there is no formal 

assessment in place to be able to measure the learning gained.  Tutors judgement of 

learnersô improvement is often based on observing learnerôs confidence. 

 

6.1.3 Did the Language Experience Strategy -DST approach meet the aims of ICT 

literacy?  

Yes, the desire to get out of the digital divide was reflected by their new goals on how to 

direct their own learning.   

The digital literacy goal set out for the project included an awareness of technological, 

visual and media literacy (Sylvester & Greenidge, 2009).  It is true that there were not 
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enough mechanisms in place to measure this e.g. pre and post questionnaires, but this 

was a natural constraint bearing in mind the learner difficulties with the written language 

and the informal style of teaching not tied to curriculums and assessment.  However the 

artefacts present a clear evidence of learnersô interaction with digital technologies (See 

Appendix 3 Table 12).   

From their reflections learners proposed to use the computer more while in the literacy 

sessions thus helping them to gain confidence while still in the literacy sessions.  They 

believe that they need more reading and writing skills to join a computer course because 

they still feel fear to be embarrassed and stigmatise.  The position in this paper is that 

this matter is related to self-efficacy issues although this discussion is beyond the scope 

of this study (Bandura, 1986, 1997; Bandura, Barbaranelli, Caprara, & Pastorelli, 1996).   

Tutors commented about high levels of concentration when working with the interactive 

videos and the rapid development of mouse dexterity and basic visual literacy.   

 

Media literacy awareness was brought about by the class confidentiality agreement so 

that publishing and sharing the stories with a wider audience was not an option.  

Concerns about research involving DST in educational settings, and with young adults in 

particular, are issues that arise from the possibility of unauthorised uploading to the 

Internet of highly personal stories (Marshall & Rossman, 2011).   

A theme that emerged from the focus group interview was that confidentiality was a 

motivator to share personal stories.  The fact that the stories were shared in intimacy 

helped them to be more open.   

In another light, sharing the stories in the classroom and with families and friends was an 

experience that made learners to feel proud of themselves.  It was the accomplishment 

as well as their sharing something very personal.  How they perceive others and how 

they are perceived as a result.  Lambert suggest that is the voice which makes these 

digital stories very powerful for the storyteller and the audience (Lambert, 2010).   

6.1.4 How appropriate was the strategy bearing in mind the specific characteristics  of 

the AL learners?  

The position on this study is that it was not only appropriate but successful considering 

the characteristics of the learner.  According to tutorsô opinions and based on their 
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previous experience with some of the learners they felt the same based on the positive 

changes they observed on most learners and the group dynamics.   

First, it responds to the goals of AL, it not only addresses reading and writing but brings 

to the fore the personalities of the learners.  Through the Language Experience they 

become authors which according to Mace (1992) is one of the main principles in adult 

literacy education.  They can express themselves and be heard, they recognise the 

language that they are using to write and to read because it comes from their speech.  It 

is meaningful and authentic and it allows them to learn new vocabulary, and work on 

their grammar issues.   

Second, it introduces new knowledge by the innovative combination of the art of telling 

stories with a variety of multimedia objects (Robin, 2008; Rossiter & Garcia, 2010).  

Everybody has a story to tell (Bruner, 2002; Meadows, 2003) and talking about 

experiences appeals to adult literacy learners.  It also seems to be beneficial (Butcher, 

2006) in terms of self confidence.  With scaffolding and assistance (Vygotsky, 1978; 

Wood et al., 1976) every novice can learn new knowledge.   

Learners felt that their initial goals were still met even if their normal routine was altered.  

They realised that in order to use the computer they did not need to wait until their 

reading and writing skills improved further.  Their knowledge of reading and writing was 

already sufficient to be able to follow verbal guidance from the Webwise interactive 

videos, and not by the tutors.  They were well able to use a computer given the right 

instructions, guidance and support (Vygotsky, 1978).   

They have seen that learning keyboard and mouse skills involved a similar learning 

process than when they first joined the literacy service: understanding and practice.  As 

motivated and experienced adults they realised that there is more in adult literacy than 

reading and writing using pen and paper only, and that access to other technologies is 

also as important for them because it offers a new set of opportunities that in turn helps 

with their reading and their writing.   

Reflection is done in their sessions so they can apply knowledge to new situations.  This 

realisation had empowered them to talk openly about other strategies that involved using 

more ICT in their learning sessions while consolidating their reading and writing skills.   

The Language Experience strategy ïDST approach combines two approaches to 

literacy.  First, the social approach, where literacy is seen as a combination of social and 

cultural elements connected by the written word (McCaffery et al., 2007).  Second, the 

humanistic approach where learning experiences and reflection offer learners the 

opportunity to think critically (Muth, 2011) .  From the Social approach the ICT design 
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combined multiple literacies and skills brought about by the Information Age society.  

From the humanistic approach learners told their personal stories by reflecting and 

negotiating with the tutors other ways of learning besides the pen and paper.   

6.1.5 Discussion 

The author strongly believed in the success of this strategy as a method to address 

multiple literacies but specifically as a path to exit the digital divide (Meadows, 2003).  

The data obtained to answer the main research question suggests that the Language 

Experience Strategy-DST approach enhanced the learning experience of the adult 

literacy learners.   

The aims of AL are to empower learners by helping them to achieve certain standards 

that are set by them and not by the curriculums.  This informal model allows for the 

blending of successful existing strategies such as the Language Experience strategy and 

new ones that include technology, such as DST.  The literacy goals were not only 

achieved but surpassed as expressed by tutors.  Tutors want to learn more about the 

framework in order to replicate it with other groups and learners would like to repeat the 

experience.   

Tutors became aware of other strategies to introduce computer literacy while still 

achieving the proposed learner goals without any additional budgetary cost.  

Learners became aware of other possibilities brought about by Information Age Society 

technologies besides the consumption of Internet websites. Collaboration on the 

production of their digital story gave them a sense of ownership that translated into 

empowerment.  In addition, the reflection exercises gave them a óvoiceô to express 

thoughts about other learning strategies used such as project work.   

If the success of the intervention were to be assessed by what was observed on the day 

the stories were showcased, then the conclusion would be a positive and holistic 

learning outcome.  It was the end of a journey (Lambert, 2010) where the help provided 

to enhance traditional literacy with Information Age Society tools inspired confidence, a 

sense of achievement and empowerment in all participants. 

6.1.6 Limitations of the study  

The researcher was not familiar with each individualôs learning goals.  Despite the fact 

that relationships were built at the beginning of phase one, the intrusion on their private 

lives was not considered appropriate at the time.  Normally, these learning goals are only 

released with learners consent.  Therefore, the researcher can only support what was 
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observed and needed some corroboration by the tutors.  Ideally action research by the 

tutors would bring a deeper knowledge.   

Tutor training and preparation time may be a constraint for the implementation of this 

strategy in all instances.  If the study were conducted again, prior tutor training would be 

organised so they could get familiar with the design principles of the framework.   

Although the experience took place over several weeks, it would have been more 

desirable to allow the learner more time using the editing tools.   

The study generated a large amount of qualitative data.  Due to the fact that the 

researcher is a novice, the presentation, the interpretations and conclusions from the 

data could be enhanced for a better understanding of the case studied.   

Concerns about research involving DST in educational settings and with young adults in 

particular are issues that arise from the possibility of unauthorised uploading to the 

Internet of personal stories (Marshall & Rossman, 2011).   

6.1.7 Unexpected findings  

It was not a part of the study to observe group dynamics or project based activities but 

this theme emerged from the focus group interviews.  The project helped the group 

dynamic by creating a bonding that became noticeable when they shared the stories for 

the first time in phase two.   

Spontaneous peer teaching as well as peer teaching encouraged through class 

management happened (Nance et al., 2007; Rossiter & Garcia, 2010; Sylvester & 

Greenidge, 2009).  Learners expressed their enjoyment of working with the group rather 

than on their own.   

6.1.8 Future res earch 

Longitudinal research could be conducted to learn further from the learnersô experiences 

and the implications of strategies such as the one proposed in the study over time.  

However, it would be unlikely that government policies and research attention would 

focus in a minority group in the present financial situation (Cohen et al., 2011).   

In general, blending Information Age Society tools with existing AL strategies should 

have more dedicated time and attention through the use of action research giving 

learners the opportunity to have a voice.   
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Appendix 1 

IALS domains and levels of literacy (McCaffery et al., 2007, p. 51).   

Three Domains of Literacy Skills 

¶ Prose literacy ï the knowledge and skills needed to understand and use 

information from texts including editorials, news stories, brochures and instruction 

manuals. 

¶ Document literacy ï the knowledge and skills required to locate and use 

information contained in various formats, including job applications, payroll forms, 

transportation schedules, maps, tables and charts. 

¶ Quantitative literacy ï the knowledge and skills required to apply arithmetic 

operations, either alone or sequentially, to numbers embedded in printed 

materials, such as balancing a chequebook, figuring out a tip, completing an 

order form or determining the amount of interest on a loan from an advertisement. 

Levels of Literacy 

¶ Level 1 indicates persons with very poor skills, where the individual may, for 

example, be unable to determine the correct amount of medicine to give a child 

from information printed on the package. 

¶ Level 2 respondents can deal only with material that is simple, clearly laid out, 

and in which the tasks involved are not too complex. It denotes a weak level of 

skill, but more hidden than Level 1. It identifies people who can read, but test 

poorly. They may have developed coping skills to manage everyday literacy 

demands, but their low level of proficiency makes it difficult for them to face novel 

demands, such as learning new job skills. 

¶ Level 3 is considered a suitable minimum for coping with the demands of 

everyday life and work in a complex, advanced society. It denotes roughly the 

skill level required for successful secondary school completion and college entry. 

Like higher levels, it requires the ability to integrate several sources of information 

and solve more complex problems. 

¶ Levels 4 and 5 describe respondents who demonstrate command of higher-order 

information processing skills
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Appendix 2 

Gardner defined intelligence ñas the capacity to solve problems or to fashion products 

that are valued in one or more cultural settings.ò(Gardner & Hatch, 1989, pp. 5,6).   

Table 4- Multiple Intelligences 

Intelligence  End-States  Core Components 

Logical-mathematical Scientist Mathematician  Sensitivity to, and capacity to 
discern, logical or numerical 
patterns; ability to handle long 
chains of reasoning 

Linguistic  Poet Journalist Sensitivity to the sounds, 
rhythms, and meanings of 
words; sensitivity to the 
different functions of language 

Musical  Composer Violinist Abilities to produce and 
appreciate rhythm, pitch, and 
timbre; appreciation of the 
forms of musical 
expressiveness. 

Spatial Navigator Sculptor Capacities to perceive the 
visual-spatial world accurately 
and to perform transformations 
on one's initial perceptions. 

Bodily-kinesthetic Dancer Athlete Abilities to control one's body 
movements and to handle 
objects skilfully. 

Interpersonal Therapist Salesman Capacities to discern and 
respond appropriately o the 
moods, temperaments, 
motivations, and desires of 
other people. 

Intrapersonal Person with detailed accurate 
self-knowledge 

Access to one's own feelings 
and the ability, to discriminate 
among them and draw upon 
them to guide behaviour; 
knowledge of one's own 
strengths, weaknesses, desires, 
and intelligences. 
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Appendix 3 

Table 5-Phases 
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Table 6-Phase 1 
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Table 7-Phase 2 
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Table 8-Phase 3 
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Table 9-Themes from Focus Group Interviews.  Second iteration 
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Table 10-Themes from One-to-One Interview- Learners.  Second iteration 
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Table 11-Themes from One-to-One Interviews-Tutors.  Second iteration 
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Table 12-Rubric- Artefacts 
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Appendix 4 

Storyboard 
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Appendix 5 

Research Ethics Application 
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