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Executive Summary
Project Purpose and Approach
The purpose of this literature review is to examine the policy and operational responses of overseas welfare jurisdictions to manage literacy issues among their beneficiary populations, in order to inform policy development in New Zealand. The concept of literacy used in this report encompasses literacy, numeracy and language (LNL).
 The review considered over 150 reports, publications and websites, focusing on recent material from four benefit regimes: England, Ontario (Canada), Australia and Ireland.
Characteristics of Screening

There is a high correlation between employment status and literacy, numeracy and language skills. A disproportionate number of those who are unemployed or in low skill occupations have low literacy, numeracy and language skills.

Screening is a particular form of literacy assessment that can broadly identify those benefit applicants who may have LNL skills gaps. Screening in itself does not provide a definitive answer – rather, it identifies people for whom literacy is likely to be a barrier to employment and for whom a more detailed individual assessment of their literacy skills is warranted.
Screening has to be valid. It must cover the characteristics and factors that are consistent with current knowledge about literacy, numeracy and language skills acquisition in adults. It also should be reliable, with broadly consistent results over time and across different contexts and learners.
There are five main ways to screen people for literacy difficulties:

· Proxy measures: Factors known to have a high correlation with low literacy skills, such as early school leaving age or no post school qualifications, are used instead of a detailed assessment. Proxy measures are crude, and will invariably miss some people who have skills difficulties.
· Applied literacy tasks: Tasks that are considered typical for adults in any community – such as reading a bus timetable, or calculating the sale prices of a household item reduced 10%.
· Self-report: Asking people to rate their own LNL skills, usually by way of structured questions asked orally or presented in writing.
· Guided interviews: Any one of these approaches may be used in conjunction with an interview. The interviewer needs to be skilled, so that the client will feel comfortable enough to undertake a literacy task or self-disclose about the issue.

· Standardised tests: At present there are no New Zealand-designed standardised tests for adult literacy learners. These tests are not common for screening outside the USA and many practitioners question their accuracy and therefore, their usefulness.

Quality screening tools are quick to administer and interpret, require minimal training to use, may be used in groups or individually, are inexpensive, and reliably predict who may have a literacy issue regardless of age, ethnicity or gender.

Each screening approach has limitations. For example:

· Proxy measures may exclude people whose years at school or level of post-school qualification were above the threshold but whose literacy skills had declined through lack of use since leaving school. This is potentially a significant weakness. It may also exclude those whose skills are no longer sufficient for on-job LNL demands.
· Literacy tasks may not be representative of the types of literacy practices an individual uses in their home or community and therefore their validity can be questioned. Also, “test anxiety” is likely to influence the reliability of findings for some clients. The use of screening tools on-line may also negatively affect the reliability of results of clients who are not computer literate.

· Self-report is important because it shows the self-perception of an individual, which influences motivation. However, people with low levels of skill and low self-confidence may not wish to admit they have skills problems, and therefore if self-report was used without any other approach, these people would be under-represented in the results.

· Standardised testing is expensive and the cost of development is probably only justified where there is a large population base with low skill levels and where extensive provision is to be made available.
International Examples

The review looked at four different overseas benefit regimes. Each of them had a screening process followed by an initial LNL assessment carried out by specialist literacy providers, and then some form of literacy provision. The table below outlines the key aspect of each approach.

	Country
	Screening
	Assessment
	Provision

	England

National Basic Skills Provision for Jobseekers
	Mandatory for most benefit applicants. Occurs after 6 months on a benefit or earlier at advisor discretion.

Jobcentre Plus uses a standardised tool developed by a specialist literacy organisation, the Fast Track Assessment (Written), a task-based assessment involving reading, writing and numeracy. Takes 10 minutes to complete and 4 minutes for the adviser to score.

There is an option of an oral test if required – Fast Track Twenty Questions, a guided self-report about confidence about reading and writing activities (eg do you need help to fill in forms – always, sometimes, never). Takes 5 minutes to complete.
Other screening tools are available but the extent to which they are used is unknown. New tools more contextualised to work and available on-line may replace Fast Track Written in future.

A threshold for referring clients was pre-set.

Screening was set against national adult literacy standards.
	Contracted to assessment specialists.

Standard process set against National Adult Literacy and Numeracy Standards (5 levels).
Participating in assessment is mandatory – a “Jobseekers” Directive may be issued for non-compliance.
	8 weeks for those with higher skills or 26 weeks for those with highest need.

Intention to raise people up one level on a five level curriculum.

Financial incentive to take part.

Delivered in the context of a whole of government policy commitment to improving basic skills.

	Ontario
Ontario Works Literacy Screening and Training Initiative
	Mandatory for any unemployment benefit applicant without Grade 12 or equivalent, or at advisor’s discretion. Screening happens early in the interview process (as part of the first two contacts with the agency).

Standard form and process, takes 10-15 minutes. Involves reading a short text, writing about personal work goals, a numeracy task and proxy questions. (Can be done in French in recognition of Canada’s two official languages).

Threshold for referral to assessment not pre-set. Depends on local job market and employment advisor’s judgement.
	Contracted to literacy specialists.

Providers use their own assessment processes but all use a common framework for reporting.
	No provision data available.

Appears to be adapted according to the needs of each beneficiary. Hours of provision unknown.

Benefit cuts may occur if provision not taken up 

	Australia

Language, Literacy and Numeracy Programme
	Mandatory for most clients.

Predominantly proxy measures using Job Seeker Classification Index or self-report in an interview.
Threshold for referral to assessment not clear, local judgement allowed.
	Contracted to literacy specialist.

Providers use their own assessment processes but all use a common framework for reporting, the National Reporting System (5 levels).

Eligible for provision if Level 2 or below for literacy or Level 3 or below for language.
	Programmes vary in intensity from between 6-20 hours per week and in length from 20-52 weeks. Clients may have up to 400 hours.

Under 20 year olds can get literacy and language training even if not on a benefit. Those over 20 years are eligible if on a benefit.
Financial incentive to participate.

	Ireland

Employment Action Plan
	Unclear but may be voluntary.

Within first 6 months on a benefit for young people, 9 months for older applicants.

Process currently being trialled. A “guidance interview” collects self-report, proxy data and observations. Staff provided with guidelines on good practice.

No threshold details available.
	Referred to literacy specialists.
Common reporting framework being introduced.
	Limited information.

Capacity to deliver intensive provision still being built up in Ireland.


The regimes outlined above all had literacy programmes for beneficiaries positioned within policy frameworks. The English National Basic Skills for Jobseekers initiative appears to be the most comprehensive because it sits within a whole of government initiative, and the provision for beneficiaries aligns to major initiatives in developing basic skills across the adult population. At the other end of the continuum, Ireland is just developing a comprehensive adult literacy strategy and its adult literacy provision has yet to offer programmes of the intensity and duration that appear to be available in England and Australia.
Factors to be Considered When Planning a Literacy Programme
· The Inter-related Nature of All Components
All the three components of a literacy programme (screening, assessment and provision) are inter-related and therefore need to be planned together at the outset. By way of example, when deciding how to screen, the potential demand for and the potential funding of, provision need to be determined. These factors influence: a) how sensitive the screening process needs to be; b) where the threshold is set for referrals to assessment; and c) the depth and focus of the initial assessment process. Designing any one of the components without having established the context in which it will be used may limit its value.

· Staff Capacity and Training

The design of the screening process (within which a screening tool would be used) also needs to factor in the amount of time case managers will have to screen, the conditions in which they will do it, and the extent to which on-going staff training will be needed. This is particularly important where staff turnover is high. The capacity of the specialist literacy providers to meet demand with appropriate skills and services also need to be factored into the plan.

Training is needed on the use of any specific screening instrument. In addition, case managers may need training related to the extent and impact of literacy issues in the community generally. Training to give them greater insight into the on-job literacy skills demands may also be useful. Case managers need to be empathetic and skilled at interviewing to deal with clients who may be reluctant to disclose literacy and language issues.

· Relationships Between Case Managers and Providers

To build an effective programme, a good working relationship between case managers and literacy providers needs to be built up and maintained. Overseas, such things as the process for making appointments, the ease of contact between agency and provider, the types of documentation and reporting required have been important when developing a smooth process that meets clients’ needs.
· Provision

This client group has complex needs and for many there may be a number of barriers to overcome before literacy learning becomes a priority. The provision made available to them needs to be of sufficient intensity and duration to enable them to receive high quality teaching. Effective provision will involve a variety of teaching approaches including a mixture of one-on-one, small group and larger class teaching.

Mandatory attendance in literacy programmes does not appear to be successful and may create problems for providers.
Any programme of screening, assessment and LNL provision needs to be accompanied by a trial and thorough formative and process evaluation.
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1
Introduction

1.1
Report Purpose

The purpose of this literature review is to examine the policy and operational responses of other jurisdictions to manage literacy issues among their beneficiary populations and to make recommendations for New Zealand from this review (Terms of Reference).
The term literacy in this document is used to include reading, writing, numeracy and English language, which is consistent with most usage of this term in New Zealand and internationally. We also make use of the abbreviation LNL as a shorthand for literacy, numeracy and language.

1.2
Structure of the Report

The report begins with a brief review of the debate about how best to measure literacy skills and the evidence about literacy difficulties among sub-populations, such as beneficiaries. This will provide context for the discussion of screening people to determine if there is likelihood they have literacy skills gaps.
Screening is a particular type of literacy skills assessment so Section 3 contains a short discussion on the main concepts around assessment and screening that have to be borne in mind when developing a quality screening process. Section 4 reviews the screening strategies that we have located in the literature: standardised tests, literacy tasks, proxy measures, self-report, and guided interviews.

In Section 5 of the report, information is presented on the policy context, screening approaches, assessment and training provision in four beneficiary regimes: England, Australia, Canada and Ireland. We then briefly describe what currently happens in New Zealand, as a point of comparison. Although the project terms of reference specify the USA, we believe the four regimes we identified adequately covered similar elements to those found at state level in the USA.
Section 6 summarises the data from each of the five regimes and how each regime deals with screening. Finally, Section 7 briefly raises some additional points for consideration if a screening instrument and process were to be developed in New Zealand.
1.3
Project Methodology

The literature review process began with a key word search of literature by Ministry of Social Development Information Services. The first sift of those references produced approximately 30 references. The search then widened, primarily through searching relevant websites and personal networks. Over 150 reports, publications, articles and websites were reviewed in total.

The project concentrated on recent material from the USA, England, Australia, Ireland and Canada, as specified in the terms of reference for the project. The currency of material is important because benefit regimes change with consequential changes in the services and approaches available to beneficiaries; later publications also imply improvements in practice since earlier ones.

Much of the material we were able to access related to theories about literacy screening, testing and assessment methodologies, processes and critiques etc and was therefore largely outside the scope of this study (eg issues of statistical validity related to tests that are not used in New Zealand). A second cluster of material related to post-screening provision – the programmes that are offered to beneficiaries who have limited literacy, usually by specialist literacy providers. Much less material was able to be sourced that directly related to the core question of the review – how literacy screening is done in other benefit jurisdictions.
The Terms of Reference for the report also referred to searching the New Zealand literature, in particular for material relating to screening in Maori and Pacific communities. Searches of Index New Zealand, Te Puna and a range of other government department websites found limited material relating to educational screening. None of the material raised issues that had not also come out of the labour market or adult literacy literature so we did not continue attempting to source New Zealand specific material.
The relevant sections of the draft report were sent to the agencies with whom we had been able to make contact for comment. The only feedback received was from Jobcentre Plus and this has been incorporated into the report.
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2
Adult Literacy Skill Levels in New Zealand
2.1
Measuring Literacy Levels in the Population

Measuring levels of literacy, numeracy and language (LNL) in New Zealand adults has not been achieved to any comprehensive degree in the past. Until recently, evidence of the issue relied on anecdotes and hearsay. Then in 1988, a report (Irwin, 1988) was published on the literacy needs of ACCESS students and five years later a report on prisoners’ literacy needs was also published (Mudford, 1993). Neither of these reports was methodologically rigorous or sophisticated in design, but they were still valuable forays into the piecing together of evidence to quantify how big an issue LNL difficulties is among the adult population.
Although a number of other studies of various sub-populations followed, the most significant break-through occurred in 1996 with New Zealand’s participation in the International Adult Literacy Survey (IALS), administered by the Organisation for Economic Co-operation and Development (OECD) and Statistics Canada. This survey used a well-developed research methodology first utilised at Princeton University for a national study of young adults in the United States. Although there has been some criticism of the methodology, it has been largely accepted by researchers and wider audiences in many countries as the most valid methodology for measuring the incidence of LNL difficulties in large populations. IALS assessed LNL skills across three domains: prose (reading of text such as newspaper articles), document (such as forms) and quantitative (involving numerical operations).

IALS reported the results in terms of five skill levels for each of these domains:

· Level 1 – 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 with 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 – 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 – Respondents who demonstrate command of higher-order information processing skills.
New Zealand was one of 21 countries (predominantly OECD members) that participated in the IALS in the mid-to-late 1990s, the results of which have been published by the OECD/Statistics Canada (OECD, 1995, 1997, 2000) and also by the Ministry of Education in New Zealand (Ministry of Education, 1997).
In brief, New Zealand’s IALS results showed that approximately one in five adults were operating at Level 1 and a similar number at Level 2; conversely, fewer than one in five was in Levels 4 and 5 combined. There were some differences across the literacy domains, but nothing significant.

There were considerable variations across various sub-groups of the New Zealand population, with disproportionately higher incidences of low skills among groups such as unemployed (three-quarters were in the two lowest levels in all three domains) and non-Pakeha. Because it was a test of English literacy, it is not surprising that those for whom English was not their first language, also had lower levels of LNL skill.

1.1 Literacy and the Labour Force

A follow-up analysis of the IALS findings (Culligan, Arnold, Sligo, and Noble, 2005), has shown that the most powerful predictor of LNL skill in New Zealand is educational attainment, followed by ethnicity. Following on from these comments, the authors then concluded:

Labour force participation showed a strong association with literacy proficiency overall, with those in Level 1 more likely to be not working or looking for work, than to be in work. Within Level 2 literacy proficiency, there were similar proportions of the sample within each of the four categories: full-time, part-time, looking for work and no work. Those in Levels 3 and above were most likely to be in work, rather than to be looking for, or not in, work.
Occupational and industry type was also associated with literacy proficiency overall. It was found that those within an “unskilled” occupation are more likely to have Level 1 literacy proficiency than any other level. Those in Level 2 however, while a proportion are situated within unskilled occupations, are a lot more likely to be found within professional, clerical, service and skilled occupations than those in Level 1.
Within industry, it was found that those with a level 1 literacy proficiency were most likely to be found working within the Manufacturing and Agriculture, Hunting and Fishing industries and least likely in the Business industry (the exact opposite pattern was found for those with a literacy level of 3 or above). Those with Level 2 literacy proficiency were found to be similar across most of the industry types; however the most common industries were Agriculture, Manufacturing, Construction and Trade, while the least common were Communications, Business and the Social Industries (op cit, p 6).
In other words, there is a high correlation between employment status and LNL skills. Low literacy skills are disproportionately higher among those who are unemployed, working in unskilled occupations and within the Manufacturing and Agriculture, Hunting and Fishing industries. It is important to note that while these groups have higher proportions of people with low LNL skills, many have higher levels of skill and, conversely, low LNL skills are also found among other occupational groups.
In addition, it is interesting to note that the report also explored the association between LNL skills and health:

It was found that learning disabilities and “other” disabilities or health impairments that had been prevalent for six months or more, were the strongest indicators of low literacy proficiency levels out of all the health factors measured here. While vision and speech impairments also were found to be associated with later [sic – presumably lower] literacy levels, hearing impairments had no direct effect on literacy proficiency. However, they did exude an effect on educational attainment, thus the effect on literacy proficiency may be indirect (ibid).

IALS has been a significant event in the LNL sector in New Zealand in not only indicating the degree of need, but also the areas of greatest need within the adult population. A follow-up of IALS, the Adult Literacy and Life Skills Survey (ALL) is currently underway in New Zealand, with the results due out in late 2006 or early 2007. The first round of results for seven countries has just been published (Statistics Canada and OECD, 2005).
While there has been periodic debate about turning the IALS methodology into an assessment tool for individual learners, this has not occurred to date and it appears unlikely in the future.
 Reference is often made to learners being “at IALS Level 1” but these statements are based on approximations rather than specific test results.
1.2 Differentiating Between LNL Skills Gaps and Learning Disabilities

Over half of those assessed in IALS in New Zealand as Level 1 (for prose, document and quantitative domains) and over a quarter of those assessed as Level 2 had answered “yes” to the supplementary question, “Did you ever have a learning disability?” (Chapman, Tunmer, and Allen, 2003).

Despite this, there is no comprehensive data on the extent of learning disabilities in the adult population in New Zealand. As our recent literature review showed (Benseman, Sutton, and Lander, 2005), there is considerable debate about the extent to which it is possible to differentiate between those with LNL skill gaps and those with learning disabilities usually referred to as dyslexia (or its mathematical equivalent, dyscalculia) and also about the most effective ways to help them overcome their disabilities.
For the purposes of this report, it is reasonable to assume that a large proportion of those with learning difficulties would be identified through the use of a general screening process. To get a full picture of learning disability issues for a particular learner, a detailed assessment would need to be carried out by a specialist diagnostician such as an educational psychologist, or at least a very experienced LNL practitioner.
Learners with learning disabilities will need longer periods of tuition, more skilled tutoring and appropriate learning goals, which has implications for MSD in terms of funding post-screening provision. Further investigation of the extent to which MSD clients have learning difficulties could be explored in a future project. We did draw on the literature around screening for learning disabilities, because in some constituencies, learning disabilities are recognised alongside mental and physical disabilities.

It is worth noting that anecdotal evidence from practitioners reports that the proportion of LNL learners with learning disabilities appears to rise in times of low unemployment such as New Zealand is currently experiencing.

1.3 Summary

The IALS research has now established with a degree of confidence that there are significant numbers of New Zealand adults who have levels of literacy skill below what is required to function effectively in all spheres of their lives. The research has also demonstrated that adults’ literacy and numeracy skills can be “spiky”, with individuals having higher levels of skill in some areas (eg reading), medium levels of skill in others (eg spelling) and poor skills in yet other areas (eg numeracy), rather than consistent results across all areas. Similarly, there is no absolute cut-off point in differentiating between levels of skill (as in screening); doing so is an arbitrary decision and will therefore always be a problematic process.
The IALS has also shown that lower levels of literacy and numeracy skills are disproportionately distributed throughout the adult population. Lower levels of skill are found among unemployed, Pacific peoples, Maori, those with a Non-English Speaking Background (NESB) and among those with unskilled jobs (especially the manufacturing, agriculture, hunting and fishing industries). There are also geographical variations, with low skills being more evident in areas such as the Far North, the East Coast and Taranaki/King Country.

IALS is therefore also useful for providing broad indicators of literacy and numeracy need. These patterns are also consistent with other social indicators (Ministry of Social Development, 2005).
IALS is not a mechanism for identifying issues at the individual level. Given that research now reliably indicates there is a substantial literacy issue for many of those who are unemployed, attention can then move to how the people with LNL skills gaps can be reliably identified, via screening.
3
Overview of Literacy Assessment

Screening is a particular type of LNL (literacy, numeracy and language) skill assessment. This section provides an overview of assessment as a whole and the methods commonly used to assess levels of skill, in order to place screening in context.

3.1 Types of Assessment

Assessment refers to a process to identify someone’s LNL skills in terms of a set of criteria, which may be unique to a particular context or may be a standardised set of criteria.
 Assessments can be:

· Screening: where the purpose is to establish the degree of LNL need against a pre-determined set of criteria among a catchment group in order to determine which ones require intervention. The screening process aims to identify those potentially at risk of a particular condition or barrier (in the case of this report, barriers to employment). Screening determines the likelihood that a person requires additional assessment to determine whether they actually have the condition; in itself, screening does not produce a definitive answer for an individual (that would be a diagnosis). By its very nature, screening is typically low cost, takes little time and requires little or no training to administer (Thompson, 2001).

· Initial: carried out after screening (if it occurs) and prior to the beginning of the teaching process to assess the learner’s skills. Initial or placement assessment should establish the severity or extent of literacy difficulties and further refine the screening judgement with information about an individual’s desires, objectives and capabilities (Kramer, 2001, p 1).

· Diagnostic: assessment that is focused on what should be taught to the learner. Diagnostic assessment is more detailed, is usually done by the tutor and will identify the specific elements of LNL that a learner can or cannot perform. Such assessments can also include non-LNL elements such as understanding and aptitude that influence learning processes. Initial assessments can be diagnostic if they are detailed and specifically focused on what needs to be taught in order to address a learner’s skills gaps.

· Formative: involving “frequent, interactive assessments of student progress and understanding” (CERI/OECD, 2005 p 13), which enable the teacher to adjust their teaching processes to their learners’ needs. Formative assessment can also include diagnostic elements, as it is primarily a teaching strategy to improve the quality of teaching.

· Summative: measures the degree of impact achieved for the learner as a result of an educational programme or teaching process. Summative assessments are often used as a requirement for funders and usually forms an important part of a learner’s formal records. The data from initial and formative assessments may be used as a component of summative assessments (to provide a point of comparison for what impact teaching has in the programme). Examples of summative assessment :

· Standardised assessments are where the administration and scoring of results are standardised to ensure consistency. The assessment procedures are presented to all candidates in the same way, usually guided by a detailed set of guidelines and/or trained examiners.

· Norm-referenced assessments compare test-takers’ results with those of a representative group (ie a norm group). Scores can be expressed in terms of percentile ranks, scale scores, stanines or grade equivalents.

· Criterion-referenced assessments compare a test-taker’s performance to the domain of performances being assessed. Results are usually placed along a continuum ranging from high levels to low.
· Performance-based assessments are used to evaluate how well a test-taker performs tasks in a realistic, applied situation.

3.2 Key Concepts in Screening and Assessment

When evaluating assessment tools or procedures, including screening, it is important to consider two concepts:

· Validity: tests need to measure what they claim to measure and what they measure has to be significant for the issue being investigated. In the case of screening benefit applicants for literacy skills issues, in order to be valid the tool must include characteristics or factors that are consistent with current knowledge about literacy and language acquisition. The factors must cover a wide enough scope of skills to reasonably capture the key components of the issue – eg reading, writing and numeracy, speaking and listening, social skills and educational history.
· Reliability: a screening process should produce broadly consistent results over time and across different contexts and learners. Reliability is a necessary, but not sufficient, condition for validity. In terms of the screening of benefit applicants, reliability means that if the screening instrument were given to the same applicant more than once (without a training intervention) or to similar learners in different contexts, the indicators of potential difficulty would remain the same. Most tools have approximately 75% reliability (Literacy Link South Central, 2004, p 73).

Finally, another distinction is made in relation to the social context in which assessment takes place:

· Emic concepts that can only be understood within a single cultural system or society and only be measured by criteria relevant to, and understood within that system (ie very context-specific).

· Etic concepts are deduced or derived from a position outside any particular system and applicable across all societies. IALS for example, assumes that reading a bus timetable has universal relevance and commonality that make it a valid literacy task irrespective of culture or social context (Wagner, 2003).

3.3 A Process that Captures both Formative and Summative Data
In Britain, a number of providers and government agencies have been collaborating on a new process that captures both formative and summative assessment data – Recognising and Recording Progress and Achievement in Non-accredited Learning (RARPA).
 RARPA endeavours to record the “soft” outcomes that many practitioners and learners recognise as the most important changes that result from literacy provision, but which fall outside standard summative assessment systems. This type of approach allows for recording and recognition of changes in personal literacy behaviours, increased motivation and rising self-confidence.
In New Zealand, we do not have standardised assessment processes or instruments in the adult literacy sector. Recently a draft Adult Literacy Achievement Framework (ALAF) was developed and trialled by practitioners to report in a systematic way learners’ skill gains in reading and writing (Sutton, 2004). While it has not been adopted nationally, practitioners viewed the framework very positively during its trial and some providers are continuing to use it.
4
Characteristics of Quality Literacy Screening
This section of the report presents the major approaches to screening and then identifies the characteristics of quality screening processes.
4.1 Approaches to Screening
The literature describes a number of approaches taken to screening in its broadest sense, including benefit regimes, mental heath services, and career counselling. Using proxy measures, standardised tests, reading and writing tasks, and self-report were the most common approaches. The literature also discussed the need to situate screening within an appropriately guided interview.
4.1.1 Proxy Measures

A proxy measure uses one type of readily measured factor that has been shown to be highly correlated with LNL skills, to be indicative of a second skill that is more difficult or time-consuming to measure. Socio-biographical data is the most common source of proxy information eg early school leaving, low or no educational qualifications or mother’s educational level.
Alternatively, proxy measures can focus on literacy practices. For example, the frequency and type of reading practices is positively associated with LNL (literacy, numeracy and language) abilities (Kruidenier, 2002, p 131). Reading practices can be measured using learning journals or self-report, although the latter is less reliable than the former. Library membership could be another.
These are crude measures and will invariably miss some people who have skills difficulties, but provide “socially acceptable” rather than accurate responses to these questions. They are therefore probably best used in conjunction with other strategies to increase their degree of accuracy.
Although he was primarily interested in using them as a substitute for the IALS methodology, Sticht (2000) has reviewed the validity of using telephone assessment techniques as proxy measures. He refers to the Computerized Adaptive Screening Test (CAST) that was developed by the US Army to help recruiters quickly estimate the cognitive aptitude of potential recruits so they could concentrate their time on those individuals most likely to qualify for service. Sticht says that the results of CAST are highly correlated (.91) with the AFQT (Armed Forces Qualification Test, which is the main test for American armed forces recruits that requires three hours to administer) and requires only about 10 to 15 minutes for administration.
Sticht also reports on two studies where adults interviewed by telephone were asked a series of questions from checklists that assessed their knowledge of authors, magazine titles, famous people, and vocabulary – based on the proposition that “once adults get beyond the decoding stage of reading, their comprehension of language can be assessed equally well by listening as by reading” (p 20). The study concluded that the results were highly correlated with literacy skills. A review of the checklist has shown a strong American bias (inevitable), but also a very middle-class orientation in the test items.

4.1.2
 Standardised Tests

The second approach involves commercially produced standardised tests. Standardised testing is most commonly used in the USA, where on occasion they are used for screening and/or initial assessment, but are used predominantly to satisfy funders’ demands for proof of before/after results of learning impact.
In many other countries, including New Zealand, there has been a strong antagonism towards testing by LNL practitioners because of the perceived inadequacy of tests to adequately measure adults’ LNL skills. There is also a strong belief that testing engenders fear and embarrassment for most LNL learners. Issues of self-confidence and poor test-taking skills for people being screened for placement in literacy programmes leads to low reliability in any screening tests. Reliability of tests scores improves after several weeks of teaching (R.L Venezky, 1992). Test development is very specialised and expensive and the lack of local tests designed for use with adults would also be a hindrance to their use in New Zealand. More discussion about standardised testing and the merits of those commercially available from overseas can be found in Section 5.

4.1.3
Applied Literacy Tasks
A third approach is the use of short, applied literacy tests (sometimes referred to as functional literacy tests) derived from surveys of tasks needed to function in a social context (Sabatini, Venezky, and Bristow, 1995). These tests involve LNL tasks that are judged to be relevant to virtually all people living in a particular society (if not all Western societies). The tasks can include, for example, reading a bus timetable, completing a bank withdrawal slip or interpreting a weather report.
 The tasks are designed to cover a range of LNL skills, both in terms of their nature and their levels. Because they are seen as relevant to all social and cultural groups, these tasks are seen as etic indicators.

Critics of this approach argue that it is impossible to achieve valid etic indicators as there are multiple literacies in any society, with each social group having distinctive forms of literacy and therefore needing emic indicators that are group-specific in order to be valid. At the macro level, the difficulty with this latter perspective is that assessment will always need to be contextualised and therefore require multiple versions of any assessment instrument.
Ideally, these applied tasks need to be trialled and normed against a set of national standards, such as in England (see Section 5.1). Some of these new tools are being developed for learners to use online. This may be acceptable for younger clients who are computer literate, but for any (often older) clients without computer literacy, the requirement to work online may pose an additional barrier to performance and may affect the reliability of the screening results.

4.1.4
Self-report

Asking adults to assess their own LNL skills has a degree of appeal in that it appears less complex than many other strategies and has connotations of client participation in the process. However, the accuracy of self-report is highly contentious. Some writers, such as Tom Sticht, have argued that self-report offers an important perspective on LNL skills because, irrespective of their accuracy, the learner’s perspective is valuable in understanding what education is needed. For example, if someone underestimates their LNL skills, this is an important consideration in knowing what that learner needs. Others (see, for example, Jones, 1997) are more sceptical about self-report because of its lack of accuracy when measured against skill testing.
In the IALS, for example, only 32% of New Zealand respondents classified as Level 1 on the prose scale rated their reading skills as either “poor” or “moderate” – conversely, 68% of those at this level had more optimistic self-assessments. It is not clear whether this discrepancy occurs because these respondents find their literacy skills adequate for the contexts in which they live, that they are in some form of denial about their skills or that they gave this more socially acceptable self-assessment to avoid embarrassment in the interview.

Researchers (Jones, 1997; Kruidenier, 2002) point out that considerable care needs to be taken in constructing questions to elicit self-reports (for example, using scales rather than simple yes/no questions) and that considerable psychometric research will be needed before validity and reliability can be established.
4.1.5
Guided Interviews

Finally, the literature talks about guided or semi-structured interviews, based on self-report, observed behaviour, sometimes a literacy task as above, and the professional judgement of the interviewer (who may or may not be a literacy specialist). The interviewers have inevitably been through some form of training programme, covering LNL issues in general as well as the interview format and content.

4.2
Criteria for Quality Screening Processes
Three studies were particularly useful because the scale of screening and the contexts they discussed were most similar to the purpose of this study. Two related to screening for learning disabilities (Literacy Link South Central, 2004; National Adult Literacy and Learning Disabilities Center, 1999), while the third (Thompson, 2001) specifically considers the labour market environment.

Drawing together the findings from the three reports, screening instruments appropriate to use in a labour market context with a mass clientele are likely to be:

· appropriate for large numbers of persons and may sometimes be administered in a group setting

· quick to administer, score, and interpret

· usable without extensive training of staff
· inexpensive
· able to give clear and reasonable guidelines on whether to refer people to specialist assessment
· helpful in determining the need for further testing
· specific in function and consistent with what is known about adult literacy, language and numeracy skills acquisition

· able to provide a superficial assessment of several areas, such as literacy skills, language, and literacy practices
· able to reliably predict who may have an LNL issue, regardless of age, ethnicity, or gender

· context appropriate (Literacy Link South Central, 2004; National Adult Literacy and Learning Disabilities Center, 1999; Thompson, 2001).
5
Benefit Regimes and Literacy

This section of the report presents the information we have been able to source about four different regimes. They have been selected because we were able to source reasonably comprehensive and coherent information about the whole system in each regime and also because the literature drew attention to different aspects of screening and LNL (literacy, numeracy and language) -related provision. The current screening and provision process for Work and Income is also presented for comparison.
At the start of the discussion of each new regime there is a summary of the responses to the major components – screening, initial assessment and provision. A fuller summary table can be found in Section 5.6.

5.1
England
Table 1. Key Characteristics of English Programme

	Screening
	Assessment
	Provision

	Mandatory for most benefit applicants. Occurs after 6 months on a benefit or earlier at advisor discretion.
Jobcentre Plus uses a standardised tool developed by a specialist literacy organisation, the Fast Track Assessment (Written), a task-based assessment involving reading, writing and numeracy. Takes 10 minutes to complete and 4 minutes for the adviser to score.

There is an option of an oral test if required – Fast Track Twenty Questions, a guided self-report about confidence about reading and writing activities (eg do you need help to fill in forms – always, sometimes, never). Takes 5 minutes to complete.
Other screening tools are available but the extent to which they are used is unknown. New tools more contextualised to work made available on-line may replace Fast Track Written in future.

A threshold for referring clients was pre-set.

Screening was set against national adult literacy standards.
	Contracted to assessment specialists.

Standard process set against National Adult Literacy and Numeracy Standards of five curriculum levels

Participating in assessment is mandatory – a “Jobseekers” Directive may be issued for non-compliance.
	8 weeks for those with higher skills or 26 weeks for those with highest need.

Intention to raise people up one level on a five level curriculum.

Financial incentive to take part.

Delivered in the context of a whole of government policy commitment to improving basic skills.


5.1.1
English Policy Context

In 2001, England adopted Skills for Life, a national strategy for improving adult literacy and numeracy.
 At that time, 26 million people were estimated to have literacy skills lower than would be expected of school-leavers. The strategy set ambitious targets, including for 750,000 adults to have improved their literacy and numeracy by 2004 and a further 1.5 million to have achieved a first qualification by 2010 (National Audit Office, 2004).
 The Skills for Life Strategy is a whole-of-government approach, notable for requiring all non-educational government departments to address literacy and numeracy needs. Funding for the total strategy of £3.7 billion was budgeted for 2001-2006.
A key component of the strategy was the development of national standards that form the basis of all programmes of study for basic skills (what we call LNL in this report)
.

The standards provide descriptions of the requirements of literacy (reading, writing, speaking and listening) and numeracy (interpreting, calculating and communicating mathematical information) at five levels:

· Entry Level 1

· Entry Level 2 – roughly equivalent to the school curriculum for 7-9 year olds
· Entry Level 3

· Level 1 – equates to what is expected of an 11 year old (National Audit Office, 2004, p 8)
· Level 2 equates to high school leaving qualifications in English or Maths (Irving, 2002, p22).

5.1.2
Involvement of Department of Work and Pensions in Skills for Life
Those who were unemployed and claiming benefits were identified as a key target group for the strategy, as it was estimated that 32% of registered unemployed had LNL difficulties sufficient to prevent them from improving their employability and finding secure work (Irving, 2002).

The government strategy is seen to place a high priority on improving basic skills for unemployed and inactive benefit recipients (ie those not required to seek work). The National Audit Office (p 25) estimated that £288 million would be spent on Jobcentre Plus (the referral service for benefits) and basic employability training between 2001-2006. From 2001, the Employment Service
 implemented a national programme of basic skills provision for the unemployed, with the intention of moving participants at least one level or up to Level 1 in literacy, numeracy and/or ESOL (Jobcentre Plus, 2004).
 However, while Jobcentre Plus fund literacy and numeracy learning as one element of training for getting people into employment, achieving work outcomes is still their major focus. The organisation has targets relating to client numbers attending initial assessment and numbers of clients commencing the training courses funded by Jobcentre Plus.

Since 2004, there has been a much greater emphasis on increasing the take-up of training. In general terms, the programme targets Jobcentre Plus clients who have been unemployed for six months or more (a more inclusive approach) and essentially cuts across most client groups.
The National Basic Skills Provision programme has three elements: Screening; leading to referral of those who may have issues to Independent Assessment of their skills by a specialist contractor; and Provision. Jobcentre Plus targets relate to the numbers of customers attending literacy assessment and an internal measure relating to course commencement numbers. Currently, clients receive, in addition to any training premium, £10 per week while undertaking skills training and an extra £100 on completion of a qualification that counts toward the government’s Skills for Life targets. There was a mandatory participation pilot running from April 2004- April 2005 where people faced benefit sanctions if they did not participate, but we were not able to source any findings from the evaluation.
5.1.3 Screening

Screening is now mandatory for the majority of working-age unemployed people receiving a benefit after approximately six months unemployment.
 Some clients may be screened earlier, if literacy issues are thought to exist. However, it appears that new jobseekers are not likely to be formally screened for basic skills until after interviews at 13 weeks unemployment.

The intention is to screen out those who can demonstrate they do not have a basic skills issue. Recipients on benefits other than unemployment (ie sickness and disability) appeared not to be screened formally with Fast Track, but we could not verify this.
Development of an Appropriate Screening Tool
In 2004, the Basic Skills Agency, a lead organisation for literacy development in the UK, developed two screening tools
 aimed at front-line advisors and outreach and development workers, to help them make an early identification of basic skills needs and make referrals for further diagnostic assessment. Fast Track was designed to identify basic skills needs, be suitable for use in one-on-one interviews, take only 10 minutes to complete and mark and to provide a reliable and user-friendly approach to assessment. The interviewer decides which would be more suitable and are provided with a short administration and marking manual.
 The instruments were:

· Fast Track – 20 Questions, a tick box questionnaire about literacy and numeracy practices.
 This may be administered orally by staff, or the client may write the answers themselves.
· Fast Track – Written, which involves task-based activities – reading a short text and completing a form. This version is designed for the client to complete independently (under supervision).
Fast Track claims to identify those with literacy and numeracy skills below Level 1 and numeracy skills below Entry 3 of the National Standards for adult literacy and numeracy (The Basic Skills Agency, nd).

The tools were trialled in 23 sites (including Jobcentre Plus, Careers Service and training providers), where clients were asked to complete both the Fast Track and the more detailed Initial Assessment process (described below more fully). The trial showed a good correlation between the results from the use of the screening tool and the more in-depth Initial Assessment process that followed. There was a 77% correlation between Fast Track 20 questions and the Initial Assessment, and 80% correlation when it was delivered orally and an 81% correlation between Fast Track – Written and the Initial Assessment.
The Skills for Life Strategy Unit of the Department for Education and Skills has recently commissioned new contextualised screening tools for ESOL, workplace, community and family literacy settings that are currently being trialled. The new instruments will cover all five levels of the curriculum levels (Fast Track only covers 4), and will be available in an on-screen as well as paper format.
 These new instruments will be an alternative to Fast Track, and may in fact replace them in time, but other than the issues of curriculum levels and use on-screen, we were not able to find out if or why Fast Track is being superseded.
Jobcentre Plus screening process

Jobcentre Plus has found Fast Track (Written) to be the most useful tool for their purposes as it:
· removes any subjectivity that results from asking general questions

· provides a universal tool for use with all customers, eliminating any potential discrimination
· gives a measurable result of potential literacy and numeracy needs that has increased the numbers of customers identified with a potential need by approximately 50%.

The Jobcentre Plus advisor issues the client with the paper and asks them to read through the material (a fictitious job description) and answer the questions that follow. Typically, the client takes ten minutes to complete the paper and the advisor spends four minutes calculating the customer’s result. Jobcentre Plus recommends that the advisor monitors the client and if they are struggling, to intervene with an excuse to take the form back.
Jobcentre Plus advisers take part in a basic skills module as part of their Learning and Development portfolio. The module, which takes 2-3 hours, covers what is meant by basic skills, how poor basic skills affect adults in their everyday life and work, and guidance in how to approach basic skills issues, complete the screening and give feedback to clients. In addition, a “Basic Skills Champion” was designated in each Jobcentre Plus district to focus advisers on Basic Skills.
Both Jobcentre Plus and the Basic Skills Agency saw training in the use of such instruments as important.
 Apparently, in the training that took place as part of the initial trial, there had been some initial resistance among some Jobcentre Plus triallists because of the perceived policy shift away from work outcomes, which was how staff performance had been gauged previously. There was also concern about the sensitivity of the issue for clients, and resistance to any additional workload. BSA reported that advisors were not really aware of the basic skill demands of some work roles, and therefore did not always recognise that basic skills could be an issue.

5.1.4
Initial Assessment
Following initial screening, Jobcentre Plus then contracts independent providers to administer an initial assessment using a purpose designed process Initial Assessment: An Assessment of Literacy and Numeracy Level (The Basic Skills Agency, 2002).
 Features of this assessment include:

· alignment to the National Standard from Entry 1 to Level 1. It will identify skills against a level to ensure a client can be appropriately placed on a training programme, but will not provide a detailed diagnostic assessment of an individual’s skills within those levels.
· can be used with groups as well as individuals

· takes about 40 minutes to administer

· literacy and numeracy tasks (not speaking and listening). The tasks include multiple choice, reading tasks at word, sentence and paragraph level; spelling questions ranging from multiple choice to proof-reading activities and numeracy tasks based on number, shape, measures, space and handling data. The tasks may be administered together or separately.

· reportedly can be administered and marked by non-specialists.
Providers (and presumably case managers) are to make the assessment as close in time to the screening as possible. The assessor refers the client to appropriate training, and reports the assessment score to both the training provider and to Jobcentre Plus. The performance of assessment provision is measured primarily on the numbers assessed and found to be below Level 1 who then attend provision (Jobcentre Plus, 2004). When clients have assessment scores at, or above Level 1, assessors may only recommend that they attend other educational programmes or forms of learning (eg work placements).

Jobcentre Plus advise that the benefits of having a formal initial assessment process are the advisor has factual information to guide the discussion with the client and can therefore be more direct, which appears to make it easier to guide clients into training.

5.1.5 Training Provision

Two forms of provision are available from educational providers, depending on the extent of assessed basic skills need (Irving, 2002):
· Those clients whose basic skills are assessed at above Entry Level 3, but are not high enough to meet Level 1 are referred to Short Intensive Basic Skills (SIBS) programmes, lasting eight weeks (30 hours per week minimum, over five days). The course aims to equip clients to achieve Level 1 in literacy and/or numeracy and to help them pursue job goals.

· Those with lower level skills or language issues are offered up to 26 weeks Basic Employability Training, which aim at helping them achieve Level 1 or, in the case of those who do not have the ability to reach that target, to prepare a portfolio for assessment up to the standard required for Entry Level 3.

5.1.6 National Basic Skills Provision Programme Evaluation

We found two sources of information about the effectiveness of the overall programme – a National Audit Office report on the implementation of the whole of the Basic Skills Strategy in England (National Audit Office, 2004) and an evaluation of the Jobcentre Plus in the National Basic Skills Programme in 2002 (Irving 2002).
The Audit report showed that the drop out rate for those on Jobcentre Plus funded courses had been high and that few people had achieved qualifications (National Audit Office, 2004, pp 43-44). Of those screened for basic skills (at the time, all of whom participated voluntarily): 69% were referred to a more detailed assessment; 47% actually attended the independent assessment; 9% started and just 1% actually finished a course provided by educational agencies sub-contracted to Jobcentre Plus. Nine percent of those assessed were found not to have basic skill needs. Anyone who found work would cease to attend any training course held by those contractors, which only ran in working hours. The Audit Report recommended that Jobcentre Plus introduce systems to encourage clients to continue to access programmes and complete their learning after finding employment.

Jobcentre Plus argue that there is a recognised attrition rate of 30% at each stage of the process on all Jobcentre Plus programmes, not just basic skills provision. 
 As a work-focused organisation, Jobcentre Plus considers clients leaving skills provision because they find a job to be a good outcome.

The second evaluation report was a more in-depth examination of the pre-2004 provision offered to clients once screened and assessed for basic skills issues (Irving, 2002) when screening was voluntary and SIBS provision lasted only four weeks. While the evaluation documented some issues relating to screening and assessment, the focus was on the training.
The findings from this evaluation are worth noting because they raise issues MSD may find useful to bear in mind in any New Zealand-based developments, but it must be borne in mind that the programme running now has conditions somewhat different from those evaluated, in particular standardised screening and SIBS provision that is eight weeks long. Comments from Jobcentre Plus about how the programme has evolved since the findings of this evaluation are provided in italics at the end of the relevant points.

Screening

· Employment service staff in different areas had developed a variety of approaches to screening; some were more subtle than others; the relationship management ability of the staff member was important.

Programme Structure

· Trainees attended full time, and were offered a combination of one-on-one and group work, peer support, practical exercises and activities to promote confidence and motivation.
· The funded ratio was 1:8 learners, but the actual ratio varied considerably.

· Full-time courses were the norm; those delivering four-week programmes thought they were too short; the 26-week programmes were seen as too long for some clients. There were a number of recommendations focusing on the need for flexible provision, to allow for some clients to have a few additional weeks when they needed longer to make progress.
· Now there is a degree of flexibility in the length of the provision. It has been recognised that four weeks is too short and this has subsequently been amended. Extension of provision beyond 26 weeks is not encouraged in order to re-focus the customer on the responsibilities of job-seeking.
Attendance

· There was tension among providers about mandatory attendance, and how difficult it was to teach people who did not want to be there; open-entry and -exit made it difficult to accommodate individual needs. 
· Now mandatory attendance at provision is described in the provision specification. Providers should have systems in place to deal with this before signing the contract. It is also important that provision is innovative and relates to the participant’s life and work aspirations in order to engage the individual. Roll-on-roll-off provision must be available to reduce attrition rates. Provision has now adapted to accommodate this.
Assessment, Curriculum and Achievement

· Record-keeping was not consistent – information about clients’ literacy difficulties could be recorded in a number of places in the file.

· “Soft skills”, employability skills and job search activities were taught alongside basic skills. Some trainees had work placements as well, which providers thought compromised their ability to make progress in basic skills. Providers did not have guidelines to help them balance the focus of the various elements.
· Now, where providers place participants in work placements they must make sure that basic skills needs are being addressed at all times. The specification for the provision sets out the various elements. Where providers have any questions they have access to a local Jobcentre Plus Provision Quality Management team who can answer any queries.
· There was some doubt whether the target of improving one level on the national standard was realistic in the four-week time available. Providers were concerned that in focusing on the National Test (an outcome measure), they were not necessarily providing opportunities for clients to learn and practise skills in real-world situations.

· This has subsequently changed to eight weeks. All provision is required to have a basis in work-focused activities to move the customer nearer to a job.
· Clients reported that the main benefits from participation were improved soft skills, increased confidence, motivation and self esteem (rather than literacy skills gains).

The evaluation suggested elements of good practice for basic skills provision (op cit, p 38):

Screening

· Good induction processes, including diagnostic assessment.
· Having close case management – there were fewer dropouts between screening and starting training where there was a personal advisor.

Programme Structure

· The most effective provision involved a mixture of small group provision (to develop teamwork skills) and one-on-one (to meet specific needs); peer support was seen as a key tool for engaging learners.

· Programmes included a range of strategies, including pastoral care, job search, basic skills training, and work placement activities. Pastoral care (from both the provider and Jobcentre Plus) was important because of the particular personal barriers to employment found within those with a history of basic skills needs and/or long-term unemployment. In particular, tutors spent a great deal of time linking clients to external agencies for housing, probation, and specific learning difficulties through mental illness.

Assessment, Curriculum and Assessment

· Using the core curriculum and also material related to clients’ personal interests

· Learning plans and portfolios together with one-on-one review sessions with clients to monitor progress
· Proper quality assurance processes, including elements related to staff qualifications

· The need for explicit teaching of basic skills and for programmes to be funded and structured so there was a balance between test outcomes and transferability of skills into work environments.

The evaluation raised several issues specific to the role of Jobcentre Plus advisers:

· Clients were good at hiding literacy issues so staff needed training to recognise and effectively screen those with border-line literacy issues. This would mean a greater emphasis on screening, which was potentially at odds with helping clients get work.
· There is a potential conflict between targets for referring clients to provision and others to achieve employment targets, which would have to be carefully managed
· Although participation in assessment was mandatory for many clients, the Jobseekers Direction (the sanction that led to benefit cuts) was rarely used. Most clients were willing to attend and initial reluctance was recognised as embarrassment or concern about the time or length of the course, rather than reluctance to participate per se.

· Advisors had relatively poor knowledge of the provision that followed screening and assessment; information, visits to providers and training sessions on provision would help
· The transfer of information between provider and advisors was generally good for the assessment result; information often did not transfer between staff at the provider level.

5.1.7 Key Points
This strategy is certainly comprehensive, and reflects the large funding base that has been committed under the Blair government to improve literacy and numeracy skills. Because of the comprehensive nature of the literacy and numeracy strategy, the screening process and subsequent provision is able to be tied into national standards, thereby providing standardised measures to read results against and establish validity of the screening tests.
While the screening tool used by Jobcentre Plus appears to be robust and meet the criteria for good screening instruments outlined in Section 4.2, Jobcentre Plus believe it will be replaced by an instrument more contextualised to work, that will be available on line and that has been trialled with a more diverse and larger group of Jobcentre Plus advisers.
The evaluation reports provides a valuable source of insight into how the programme has worked on the ground. It is worth noting that the size of the population and the financial resources available in England mean that they are able to provide a more differentiated range of provision for learners (ie learners can be placed in groups with others at similar literacy levels) than is probably possible in New Zealand, especially outside the metropolitan areas.
5.2 Ontario, Canada
Table 2. Key Characteristics of Canadian Programme

	Screening
	Assessment
	Provision

	Mandatory for any unemployment benefit applicant without Grade 12 or equivalent, or at advisor’s discretion. Screening happens early in the interview process (as part of the first two contacts with the agency).

Standard form and process, takes 10-15 minutes. Involves reading a short text, writing about personal work goals, a numeracy task and proxy questions. (Can be done in French in recognition of Canada’s two official languages).

Threshold for referral to assessment not pre-set. Depends on local job market and employment advisor’s judgement.
	Contracted to literacy specialists.

Providers use their own assessment processes but all use a common framework for reporting.
	Appears to be adapted according to the needs of each beneficiary. Hours of provision unknown.

No provision data available.

Benefit cuts may occur if provision not taken up 


5.2.1 Ontario Policy Context

Two government agencies are involved in the provision of literacy skills programmes in Ontario: the Ministry of Community and Social Services (MCSS) and The Ministry of Training, Colleges and Universities (MTCU).
MCSS administers Ontario Works,
 the labour market adjustment programme that provides financial and employment assistance to those out of work in Ontario. Employment is the primary outcome sought. Beneficiaries are required to participate in employment-related activities, in which literacy and basic skills programmes play a major role.

MCTU spends CAN$63 million per year on the Literacy and Basic Skills (LBS) programme in Ontario, which focuses on unemployed people, with a special emphasis on Ontario Works participants. To be eligible for the LBS Program, a learner should be out of school and lacking the literacy skills necessary to find and keep a job or to meet everyday needs. There are currently approximately 46,000 people involved across 300 programmes.
 The programme allows for literacy, English for speakers of other languages (ESOL) or French for Speakers of Other Languages (FSOL).
5.2.2 Involvement of Ontario Works in Literacy and Basic Skills

A Literacy Screening and Training Initiative was introduced by the Ministry of Community and Social Services in August 2001, after consultations with Ontario Works participants, caseworkers, literacy organisations and literacy service providers. Implementation across the province took six months. The initiative has three components: a literacy Screening test; a literacy Assessment; and provision of literacy Training.

5.2.3 Screening
Screening is mandatory for all beneficiary applicants with less than Grade 12 education (our Seventh form/Year 13). In addition, any beneficiary applicant can be required to take the screening test if there is reason to think that literacy is a barrier to employment.

Those with proof of learning disabilities
 are exempt from the test, but are encouraged to participate in literacy programmes. Participation may be deferred (eg for sole parents with children too young for publicly funded education).
Screening Process

The timing of screening is at the discretion of the delivery agent and takes place at some point during a face-to-face second stage
 benefit-verification process. This process includes an employment information session and the drawing up of a “Participation Agreement” regarding employment and training activities with the client, their spouse and any dependent children.
Screening Tool

All Ontario Works delivery agents across the province use the Literacy Screening Questionnaire.
 It is 2-3 pages in length, contains a short writing exercise and two numeracy tasks that typically take 10-15 minutes to complete and is available in English and French. The test instructions may be read aloud. The criteria for development of the screening tool were brevity, comprehensiveness and ease of administration, including the ease with which the agents could review the results.

Caseworkers are provided with a script to use when describing the test to clients. Staff evaluate the questionnaire against a checklist, which has some degree of literacy skills judgement required (eg are complete sentences used? Are capitalisation and punctuation used?). Any “No” response means the client can be referred for more in-depth screening. However, referral is not guaranteed – the objective is to get a client into work – and will be weighed up in the context of both an individual’s skills and local labour market trends and issues.
5.2.4 Initial Assessment

There are three models for assessment, all of which are provided by independent assessment specialists:
· a centralised assessment provider matches participants to the most appropriate provision
· assessment happens on site at the Ontario Works site office, or
· the client is referred to a literacy provider directly for assessment to happen there.

After assessment, Ontario Works delivery agents are also required to develop protocols with training providers relating to training plans, information-sharing on achievement of clients and case management processes.
The quote below from a provider’s newsletter
 illustrates how an independent assessor operates on site in an Ontario Works (OW) office:

In September 2000, the OW Employment Services Division relocated, allowing space for an Assessment Office! Also, a literacy icon was placed on the desktop of ALL Ontario Works computers. By clicking this icon Case Managers opened an appointment schedule for up to six months in advance. With their client sitting in front of them, the Case Manger could book an appointment, give the client an appointment card, and allow the Assessor to better prepare for the assessment with some of the critical information provided in the “Notes” Section.
Upon completion of the assessment, an email is sent to the Case Manager to inform him of what the assessment indicated would be the most appropriate program for the client. The assessment report is faxed to the program, while the original stays with the Assessor. The Case Manager is responsible for completing the “data mapping” on the OW computer system, and for following up with the client on issues such as transportation allowances and attendance concerns. Periodically, the Case Manager may contact the Assessor to find out more information. All in all, the process is working tremendously well, and feedback from Case Managers indicates they are delighted with the service.
5.2.5 Training Provision

The amount of training a client is entitled to receive varies according to the targets agreed in the Participation Agreement. (Literacy and Basic Skills Section, 2000).
 There are employment benefits for participation, including the Employment Related Expenses (ERE) for transport and school supplies and discretionary advance childcare payments. The guidelines did not provide a clear picture of the range of provision options available to clients or how long their involvement might last.

Failure to participate in literacy screening or programmes results in applicants being ineligible for welfare for three months after the first refusal and six months after any subsequent refusal (although we could not verify whether in fact this happened).

Programme content and delivery varies, but all learners’ achievements are described using a common language. The LBS curriculum for Ontario Works and the reporting of progress is related to a matrix of skills (the Common Assessment of Basic Skills Matrix) – reading, writing, numeracy, basic computing and self-management. Each skill has descriptors at five levels of difficulty. Providers have freedom to design their own assessment processes, providing the outcomes can be mapped on the matrix. A lot of emphasis is given to enabling a learner's achievements towards their personal goals which are recorded alongside skills development.

5.2.6
Evaluations
We were able to locate two linked publications that documented the process of introducing literacy screening, assessment and overseeing basic skills provision into a specific Ontario Works office, written from the point of view of a Literacy Ontario literacy specialist who was employed as an assessor for this programme.

The first publication focuses on the introduction of mandatory screening into the processes of the agency (McGregor, 2001b). McGregor pointed out the considerable amount of support case managers needed to undertake screening and referral onto assessment. Useful strategies included having a literacy assessor on-site at the Ontario Works office, posters in every interview room to remind case managers to do the screening, short literacy issues training of case managers by the assessor and building rapport with case managers by being able to answer questions very quickly.

The second of the publications outlines the lessons learned as an Ontario Works office rolled out the province’s mandatory screening and assessment initiative to include managing the relationship with a literacy and basic skills provider (McGregor, 2001a).

McGregor noted:

· A key feature was the importance of good case management software that enabled appointments for assessments to be made on the spot by case managers as soon as screening was finished.
· Another major issue was the reporting back from programmes of the amount of provision.

· “No-shows” and irregular attendance proved to be problems, with classes apparently full, but hardly any clients actually turning up.

· A client’s personal issues (ie anger, social skills and other psychological barriers to learning) were sometimes not recognised in the literacy assessment, yet they impacted negatively on their ability to learn, and on others in the group.

· Having clients who were required to attend meant much more paperwork for the literacy agencies.
· Both parties had to learn what the other one did and both needed training about the system of passing on client information. A number of protocols had to be developed over a two-year period to make the project work; however, overall the tone of the report was fairly positive.

In addition, we located one study that evaluated the impact for literacy providers when Ontario Works clients were integrated with other types of learners on programmes (Rich, 2003). Thirty six school boards responsible for adult literacy and basic skills provision across Ontario responded to an email/telephone survey (an 87% response rate). Respondents reported that adding Ontario Works clients to their programmes required additional (part-time) staff and resources (an expected consequence of student numbers increasing).

However, the process of adding these particular clients was not straightforward and seemed to increase some class sizes, which was seen as unsatisfactory. Over 60% of respondents said that classroom environment had changed with more absenteeism, increased behavioural issues and family/health related issues (in keeping with observations made in McGregor’s report above). Although not specifically asked, the inference appeared to be that mixing the group of clients who were voluntary with those with mandatory attendance was far from straightforward and resulted in considerable pedagogical difficulties and a negative effect on voluntary participants.
5.2.6 Key Points

The Ontario Works strategy appears to be a comprehensive strategy, with a stated policy focus and with the three elements of initial screening, assessment and provision. There is a standard screening tool, which is intended to be realistic and integrated into standard interview procedures, and staff are given guidelines in its use. However, the tool itself is shorter and less sophisticated than the one used in England, with the numeracy operations being presented without any context and a marking schedule that places too much importance on superficial features of text (such as spelling and punctuation) and not enough on comprehension.
The second stage of literacy assessment is then carried out by a specialist literacy agency, but there appears to be a lower rate of referral on to provision than in other schemes. We were not able to source any data on how much provision was typically received by clients or on the intensity and duration of the teaching programme. Nor were we able to ascertain any data on programme completion or learner gain.
The linking of welfare payments to co-operation in this programme adds another dimension, but no information could be found to understand the impact of this more fully. The evaluations done on this programme indicate that while the software that linked Ontario Works and the providers worked well, there were considerable difficulties when it came to linking clients into literacy provision and these difficulties were at least partly attributable to the compulsion factor.

5.3
Australia
Table 3. Key Characteristics of Australian Programme

	Screening
	Assessment
	Provision

	Mandatory for most clients.
Predominantly proxy measures using Job Seeker Classification Index or self-report in an interview.
Threshold for referral not clear; local judgement allowed.
	Contracted to literacy specialist.
Providers use their own assessment processes but all use a common framework for reporting, the National Reporting System (5 levels).

Eligible for provision if Level 2 or below for literacy or Level 3 or below for language.
	Programmes vary in intensity from between 6-20 hours per week and in length from 20-52 weeks. Clients may have up to 400 hours.

Under 20 year olds can get literacy and language training even if not on a benefit. Those over 20 years are eligible if on a benefit.
Financial incentive to participate.


5.3.1 Australian Policy Context

The Australian Department of Education, Science and Training (DEST) administers the Language, Literacy and Numeracy Programme (LLNP).
 LLNP was introduced in 2002, within the context of two major Government policy initiatives:
· Australians Working Together – aimed at improving pathways into employment

· New Agenda for Multicultural Australia – designed to address the needs of migrants in the context of Australian multiculturalism.

LLNP provides language, literacy and numeracy training to eligible jobseekers “whose skill levels are below the level considered necessary to secure sustainable employment or pursue further education and training” (Department for Education, 2005b). LLNP operates within a framework of “mutual obligation”, which requires unemployed people aged 18-24 years to augment job search activities with additional activity to improve skills and work readiness, in return for their benefit (Rahmani, 2003).

There are three streams of LLNP training: basic English language, advanced English language, and literacy and numeracy. Other features of LLNP include:

· all job-seekers aged 15-20 years can access all three streams of training, whether or not they receive income support

· job-seekers aged 21-64 years are eligible if receiving income support

· job-seekers not eligible for benefits (temporary visa holders or some migrants subject to a waiting period before benefit eligibility) may only access basic English language training (Department for Education, 2005a).

5.3.2 Centrelink Involvement in Language, Literacy and Numeracy Programme

Centrelink is the Australian government agency that registers jobseekers and pays income support. Centrelink does preliminary literacy screening to determine basic eligibility, but specialist assessors make the final recommendation on which strand should be available to jobseekers.

An additional benefit payment of AU$20.80 per fortnight may be payable for eligible jobseekers who participate a minimum of one day per fortnight in LLNP
5.3.3 Screening
All jobseekers have a full face-to-face registration interview with Centrelink, which may result in Centrelink staff putting a flag on their administrative system about a client’s potential LNL needs and referring them to a private provider for assessment (Australian National Audit Office, nd).

The data used to screen for literacy problems may come from a number of sources:

· self-referral by the client (which is apparently very unlikely in young job applicants (McKay, 1999));

· completing a literacy screening questionnaire (details are unavailable); or from their score on the Job Seeker Classification Instrument (JSCI).

The JSCI allows for fast data collecting on 14 factors related to labour market disadvantage, five of which point to a client having LNL skill needs.
 These factors include:

· self-reported language and literacy problems

· educational attainment, years at high school, attendance at special schools etc; no school qualifications, early school leaving and special school attendance are risk factors

· post-school qualifications (no qualifications is a risk factor)

· post-school qualifications that are no longer useful

· duration of unemployment and recency of work experience (those with more recent work experience and work that has lasted for longer periods are thought less likely to have significant literacy problems).

Each factor collects from 0-6 points. For example, no secondary education is worth 6 points. The total score indicates an individual’s overall employment placement difficulty in comparison with other jobseekers. These questions are at best proxies for literacy difficulties and the process appears to require considerable judgement on the part of the Centrelink advisor. It is not clear what the threshold is for referral to a more detailed assessment.
5.3.4 Initial Assessment
Assessment and training services are contracted out to 54 different organisations around the country, including Technical And Further Education colleges (TAFE are similar to our polytechnics), private providers and community groups. Initial assessment determines the programme eligibility and programme direction for individual clients and is conducted by those organisations, using a range of tools and processes (Department for Education, 2005c; Fitzpatrick, 1999). This aspect of the programme is to change in the near future and more standardisation introduced for both initial and post-programme assessment and reporting (Department for Education, 2005c). Currently, there are only guidelines and resource material.
A pre-training assessment takes about an hour and usually involves collecting socio-biographical data, an employment history and a number of language, reading and/or writing tasks. The results of the tasks and assessor observations are compared against the Australian National Reporting System (NRS), a mechanism for recording learner outcomes in language, literacy and numeracy. The NRS has descriptors for reading, writing, oral communication, numeracy and learning to learn at five levels of competency – Level 1 indicating very low levels of skill.

Literacy/numeracy and basic language programmes are available to those whose entry level skills are assessed at Level 2 or below and advanced English programmes for those whose language skills are Level 3 or higher.

Centrelink expect the initial interview to both establish the NRS rating (and thus eligibility) and determine if there are barriers to participation (Fitzpatrick, 1999). After that point, the documentation we sourced referred to data being sent to DEST rather than Centrelink.

5.3.5 Training Provision

LLNP provides up to 400 hours of training, which is designed to lead to a measurable improvement in the language, literacy and numeracy competencies of participants. The training is undertaken for between 6 to 20 hours per week over a period of 20 to 52 weeks. Teaching is primarily in classes, with some small group provision.

Migrants to Australia are entitled to 510 hours basic language provision under the Adult Migrant English Programme (AMEP), provided by the Department of Immigration and Multicultural Affairs. Basic English language training through LLNP is available to any jobseeker, but only if they have utilised 460 hours of their AMEP entitlement.
Expected outcomes from the programme include: moving up at least one level of competence in any three of the macro skills (reading, writing, numeracy or oral communication); progression to another training programme; or employment. At present, the expectation is that 40% of clients entering the programme achieve a successful outcome as defined above and that 32% of participants must achieve an NRS skills increase. Actual outcomes are mixed, with 50% of referrals withdrawing before programme completion, for a variety of factors. Young men, indigenous people and those with limited employment histories withdraw first (and often fairly early) and have the poorest outcomes (Department for Education, 2005c, p 13).
5.3.6 Programme Evaluation

The only information on the impact of labour-market related foundation skills training initiatives we could source related to the early version of LLNP, the Literacy and Numeracy Training programme (LANT) (Rahmani, 2002, 2003). Since many features are similar to those of the later programme and many of recommendations from this evaluation have been implemented in LLNP, and in the absence of other evaluative material, a brief overview of the findings is presented here.
The aim of the evaluation was to estimate the extent to which the LANT affected clients’ literacy and numeracy skills and subsequent labour market participation. The evaluation found 84% of those referred then participated in the programme; of those, 58% were at the lowest level on the NRS (so the screening process was successful in identifying high need clients).

Collecting data on programme completion was problematic for a number of reasons, primarily because of incomplete client records and inconsistencies in recording variables such as programme intensity.

It was estimated that between 40-60% withdrew before the mid-point, with the majority doing so because they found employment. Those more likely to finish the programme were older, more educated and had longer periods of unemployment. Younger clients, females, those with lower levels of education and who had longer periods of unemployment prior to the programme were less likely to get full-time work.

LANT programme outcome goals were for clients to make a minimal improvement in skills in three NRS macro skills – reading, writing or numeracy – or to find work for at least 20 hours per week and remain employed for 6 weeks. Approximately 17% of those who finished met the outcomes. There was evidence that some clients withdrew just before their final assessment because they were nervous about the process.

Of those who completed and were surveyed about their skills, 80% said the LANT had been helpful. Clients’ self-report suggested that those who perceived benefit from the programme were more likely to also gain employment benefits. There was some evidence that employment outcomes were better for those who left early than those who completed the programme. The evaluators speculated that those who left early may have been more “work ready” and that they had more time to find work compared to course completers.

5.3.7 Key Points

The Australian system differs from those in England and Ontario because there does not appear to be a standard screening tool. We were not able to determine the extent to which the JSCI is used nor the extent to which the JSCI score correlates to initial assessment findings. Providers are free to use a range of initial assessment processes, which again is a different approach from the two discussed previously.

However, the Australian National Reporting System does provide a mechanism for standardised reporting of achievement. The NRS, together with the Australian system of Training Packages (qualifications) which specify literacy competencies within them, provide a structure for labour-market related curriculum and summative assessment. The evaluation of the programme highlights the difficulties of working with a group of reluctant participants.
5.4 Ireland

Table 4. Key Characteristics of Irish Programme

	Screening
	Assessment
	Provision

	Unclear but may be voluntary.

Within first 6 months on a benefit for young people, 9 months for older applicants.

Process currently being trialled. A Guidance interview collects self-reports, proxy data and observations. Staff provided with guidelines on good practice.
	Referred to literacy specialists.
Common reporting framework being introduced.
	Limited information.

Capacity to deliver intensive provision still being built up in Ireland.


5.4.1 Irish Policy Context

The Irish National Employment Action Plan (Ireland, 2003, Section 2.4.3) sets targets to reduce those aged 16-64 years with restricted literacy, to below 10-20% of the population. Investment in adult LNL has increased 18-fold since 1997 and is seen as a top policy priority for the country. The National Development Plan 2000-2006 provided phased investment of €93.725 million to tackle low levels of adult literacy (National Adult Literacy Advisory Group, 2004). Three labour-market related training measures include an Action Programme for the Unemployed, Active Measures for the Long –Term Unemployed and Socially Excluded and a National Adult Literacy Strategy (Government of Ireland, 2003).
5.4.2 Involvement of FÁS in the Employment Action Plan
The Irish National Training and Employment Authority (Foras Áiseanna Saothair, known as FÁS) is the labour market implementation arm of the Department of Enterprise Trade and Employment. FÁS has a brief to improve employability, job skills and mobility; meet labour market needs; and promote competitiveness and social inclusion.
 FÁS literacy policy reportedly has three components: referral (of clients with potential need to providers), partnership with other agencies and the National Adult Literacy Advisory Group (NALA), and direct provision (National Adult Literacy Advisory Group, 2004).
The Department of Social, Community and Family Affairs refers people reaching an unemployment threshold (six months for people under 25 years, nine months for older people) to FÁS for a vocational guidance interview (Government of Ireland, 2003). The interview begins a process of support that may include information about labour market options and referral to training or subsidised employment.
Clients studying basic literacy may be entitled to a Back to Education allowance for some foundation and access courses; this is likely to be under an Education, Training and Development option which allows unemployed people to be unavailable for work (because of study) and still receive benefits (National Adult Literacy Advisory Group, 2004).

As part of its Partnership initiative, FÁS has set up an internal cross-divisional working group to develop integrated adult literacy related policy across all divisions. FÁS and the NALA appear to be collaborating on a number of projects, including assessment. Recently, FÁS set up a pilot project in ten Centres for the Unemployed. FÁS staff were trained to deliver Basic Communication skills programmes. Then they recruited learners and ran literacy and computer skills courses for local unemployed people. No evaluation of this project could be located.
5.4.3 Screening/Referrals

FÁS staff refer clients with potential literacy issues to a literacy provider, based on information gathered in a vocational guidance interview.
 NALA has been contracted by FÁS to develop good practice guidelines for FÁS Employment Services Officers (National Adult Literacy Agency, 2005). The guidelines are being developed on the premise that staff need training to identify literacy issues within their clientele, and assume that clients will not readily self-identify literacy difficulties.

This project is still underway at the time of writing. The draft guidelines contain extensive material to help raise staff members’ consciousness about the nature of literacy, the ways that clients may present with difficulties and a range of suggestions to present material in a non-threatening and helpful way.
The first section provides a background to literacy issues, the causes of literacy difficulties; the impact limited literacy has on clients’ lives and the probable incidence of LNL difficulties within Ireland.

The second section discusses how to welcome clients and introduce the employment registration form to be filled in, including possible “scripts” for case managers to use to offer help in a non-threatening way. It also briefly discusses “Plain English”, a writing style designed to minimise barriers within a text (eg large clear font, white space, short sentences and using everyday words). Advisers are asked to watch for the signs of literacy difficulties clients may exhibit either by behaviour or in the registration form process.

Section three provides detailed guidelines on how staff can build “literacy-aware strategies” into their guidance work, including:

· Thinking about the everyday uses of literacy and the implications of having low LNL skills (basically a “consciousness raising process” about the impacts low literacy may have on a client’s life).
· Identifying the literacy demands of the workplace. This section reminds front line staff to remain up to date in their knowledge of standard workplace literacy requirements and provides a checklist as a reminder.

· Doing a literacy task analysis of specific jobs (as part of identifying other job requirements) when they do company visits. A Literacy Task Analysis record sheet is provided. Staff are expected to have specific knowledge of particular jobs, in order to place clients in appropriate roles.
· Identifying the literacy demands of training programmes. Staff are expected to have some specific knowledge of the literacy demands within training programmes and the accompanying assessment.

The final section of the guidelines then details “building literacy into the client’s action plan” if a literacy need has been identified. These include: exploring options for types of work, availability of LNL courses/training, sources of help for learning difficulties, how to encourage clients to seek help and building links with literacy service providers. Officers are asked to look out for observable behaviours, such as missing appointments, asking to take the form home, not reading the printed information available, ignoring any applications that say “apply in writing” and signing forms without reading them. Indicators of potential literacy need that might be seen in the registration form are listed as:

· early school-leaving age

· no technical/vocational qualifications

· does not list work skills

· does not list employment history or has history of short-term jobs

· spelling errors in common words

· letter reversals

· handwriting hard to read

· questions misread and answered inappropriately.
5.4.4 Initial Assessments

At this point, there does not appear to be a formal standardised assessment process once clients are referred to providers, but we may assume a range of typical adult literacy assessment processes are used. NALA has recently developed Mapping the Learning Lourney
, a portfolio reporting system for learners and tutors to record progress, and is in the process of rolling it out to providers across the country. It is too early for there to be any information on its use with the client group that is the focus of this report.

5.4.5 Training Provision

The Department of Education and Science is responsible for vocational education and training, and funds local educational needs which are delivered by Vocational Education Councils (VEC). VECs provide a range of adult education services including adult literacy.

Literacy provision in Ireland is typically available for learners two hours per week. A Return to Employment initiative enables those on Community Employment to be released for literacy-related skills training. Training is for nine hours per week, for a 30-week programme. It has not been possible to source any more comprehensive description of the Irish provision structure.
5.4.6 Key Points

The Irish strategy differs significantly from the others discussed in that it does not involve a screening instrument, but relies on a training programme for advisory staff using guidelines of a type that is commonly used by literacy providers. The model is therefore more of a “guidance” approach (and clients’ self-reports) than the others and is clearly reliant on successfully training the Employment Service Officers. Provision is more limited than in other regimes, with many learners only accessing two hours provision per week. However, there are plans to increase intensive provision for FÁS clients.

5.5 New Zealand
Table 5. Key Characteristics of New Zealand Programme

	Screening
	Assessment
	Provision

	Informal; only those with highest level of need to be identified. Typically proxy measure or self report.
	Providers use a variety of instruments.
	Up to 60 hours of provision funded, including one-on-one and small group.


5.5.1 Context
Over recent years, Work and Income has contracted literacy providers to offer training (Adult Literacy Programmes – ALPs) for small numbers of clients identified as high need (Clark, Ramasamy, and Pusch, 2004). The programme objectives are to meet the individual needs of jobseekers with very low levels of literacy, as part of leading them back into employment. As unemployment has declined in recent years and the labour market has grown increasingly tight, those in receipt of benefits are more likely to have significant barriers to employment, of which literacy is one. Thus, those identified as having literacy difficulties may have more significant problems than those identified in the past.
5.5.2 Screening
There is currently no formal process in place for assessing the LNL skills of Work and Income clients.
 In many cases, literacy issues are not identified or recorded. If literacy need is recorded, it is often based on the case manager’s general perception, or the client having disclosed to the case manager that they have literacy difficulties. Length of time in compulsory education is sometimes used as a proxy measure to identify possible lack of literacy skills, which is a crude measure on its own. The monitoring report (op cit, pp 7-10) identified that staff may not recognise literacy difficulties, may not fully understand the impact literacy difficulties may have on clients’ lives, or do not know about the provision available and so do not refer. These issues are similar to those mentioned in relation to provision in all of the regimes discussed above.

LNL is sometimes identified as an issue by Careers Services, when they carry out client assessments on behalf of Work and Income. Additionally, LNL difficulties are frequently picked up when Work and Income clients are sent to Training Opportunities courses, for which LNL learning is a key component.
The Work and Income case management information system SOLO could be used to note that a client may have literacy difficulties, (although this was not used consistently by all case managers) under “Barriers to Employment”/Assessment/Literacy/Numeracy. The job-matching and placement tool Jobz4u that has superseded SOLO does not have any specific fields for recording literacy difficulties, but the information could be recorded as free text under Question 8.

5.5.3 Initial Assessment and Provision

Work and Income contract specialist providers for both assessment and provision and these providers use their own assessment processes.

Providers are funded to offer a total of 60 hours provision, which is considerably less than the full-time eight week-long Skills for Life SIBS programme in England or the 400 hours of provision in Australia. Many of the components of the programme as outlined in the monitoring report appear similar to the good practice outlined in the evaluation report on Skills for Life (ie an individualised programme that involves both one-on-one and small group work with approximately six to eight learners per group). The ALP suggests that providers endeavour to ensure that the tutors’ backgrounds are similar to the client group, while the Skills for Life evaluation stressed the need for highly skilled staff (because of the high level of need from this particular group of learners).
6
Benefit Regime Analysis
In this section, we summarise the data from the four international examples of benefit regimes and then synthesise the approaches to screening, which is the primary focus of this report.
6.1 Summary of the Components of Each Regime

Based on the information available, Table 1 below summarises the key aspects of the screening and subsequent literacy provision available to beneficiaries in four overseas regimes and in New Zealand. However, it must be borne in mind that we were never able to get a coherent view of the whole system from any one of the labour market intervention agencies. Instead, information had to be pulled together from diverse sources.

The instrument and processes used in England, Ontario and Australia meet most of the criteria for quality screening presented earlier (Section 4.2). The Ontario system appears to rely more than the others on the advisor’s judgement and may therefore result in greater local variability. The approach in Ireland is quite different, with much greater staff training input required and with a less standardised approach to the data collected and the threshold at which a client will be referred to a provider. However, the Irish FAS registration form, which we have not been able to obtain, may in fact provide a more standardised data set than appears at this point.
Table 6. Characteristics of LNL Screening, Assessment and Provision in Benefit Regimes

	Elements
	England
	Ontario
	Australia
	Ireland
	New Zealand

	Client Focus
	Mandatory screening for working age benefit clients.
Disability/sickness beneficiaries screening not mandatory.
	Mandatory for welfare applicants without Grade 12 education.
	All jobseekers – appears to be mandatory.
	Not clear whether voluntary.
All unemployed.
	Focus on those with highest need.

	Timing of Screening
	Within 6 months if claiming an allowance and if advisor thinks it is needed.
	Very soon after first contact – as part of first two interviews; first interview usually by phone.
	Done at registration interview, which should happen within 7 days of contacting Centrelink. 
	At 6 month unemployment threshold for under 25 yrs; 9 months for over 25 yrs.
	No information.

	Screening Process
	Fast Track tools.
Either Written tasks (self administered), or
20 Questions – may be administered by advisor. Less used than writing. Maybe helpful for second language learners?
	Literacy Screening Questionnaire.
Mandatory with a few exemptions eg proven learning disability and sole parents.
Reading, writing and numeracy tasks.
	Through Job Seeker Classification Instrument, (essentially proxy measures), or
Self-report or observation/case manager judgement..
Not clear which is used most.
	Guided interview.
Purpose-designed good practice guidelines for employment case managers being trialled.
	Case manager judgement.


	Elements
	England
	Ontario
	Australia
	Ireland
	New Zealand

	Screening Components
	Fast Track Written – mock job advertisement that includes times, pay rates.
Tasks are comprehension, written answers.
3 sections; worth 6 points each.
F T 20 questions –Oral self-report on literacy practices (eg reading newspaper, getting help with form filling).
Graded responses eg always, seldom, never.
	Printed script for advisor to read.
Comprehension and writing task.
4 basic numeracy operations.
A % question related to shopping.
Self-report on years of schooling and difficulty in completing the form.
	14 factors of proxy data: Years of schooling/ Post school history/ Work / Unemployment history.
PLUS self-report of literacy and language.
	Observed behaviour – eg reluctance to read or apply for jobs.
And lack of information on application/ spelling errors and missing details.
And proxy data : Years at school/ Post school qualifications/Employment history.
	Proxy data taken into account.
Years of schooling Educational qualifications.

	Threshold for Referral
	Marking schedule provided.
Threshold 0-4 in any section leads to referral
	“No single determinative factor”.
Judgement of advisor and local protocol?
	Not known.
	Not known.
	Not known.

	Features of Assessment
	Contracted out – standard format used.
	Contracted out.
No details.
Common framework for reporting but provider develops to suit.
	Contracted out, range of tools and processes.
	Assessment process individual goal oriented.
May link to new outcome reporting system.
	Determined by contracted specialist provider.

	Provision
	8 weeks for those with higher skills, or
26 weeks for those with fewer skills.
	Learner centred, goal driven and appears to be highly individual.

Details agreed within Participation Agreement.
	Up to 400 hours, part-time attendance, in classes.
3 strands – basic; advanced Literacy, Basic and Advanced Language
	No clear details.

Provision dominated by voluntary providers; relatively new system; many only have 2 hrs per week but more intense provision planned.
	One-on-one and small group.
60 hours available.
Curriculum focus not known.


6.2 Comparing the Scope of Programmes

This review has identified common components in literacy programmes for beneficiaries – screening, assessment and provision.

The screening processes in each of the four overseas regimes considered literacy to be multi-dimensional ie reading comprehension, writing, numeracy and language.

The screening processes operated from a fairly functional view of literacy – particularly the Ontario questionnaire with non-contextualised tasks. In England, while the Fast Track – Written questions instrument took a functional approach, the tasks were contextualised by the use of a simple job description as the focus of the questions.
Three of the four regimes appeared to have mandatory screening for the majority of working age beneficiaries.
However, it was unclear if participation in provision was mandatory and there was very little evidence that clients’ benefits were actually cut if they did not participate. Certainly, there is likely to be resistance on the part of providers in New Zealand if they are required to incorporate reluctant participants.
The international regimes appeared to be screening the majority of benefit applicants, rather than targeting any particular groups. One criterion for quality screening tools listed in Section 4.2 is that they do not discriminate on ethnicity, gender or culture.

Two approaches specified the amount of provision available to applicants – in weeks in England and in hours in Australia. In the UK, those with low skills get up to 26 weeks. Assuming attendance of 20 hours or more per week, UK clients might get twice what is provided in Australia.
6.3 Features of the Approaches to Screening

Each of the approaches to screening has value and also limitations.
6.3.1 Proxy Measures

Data from proxy measures appear to be straightforward to gather. Factors typically considered include education, family and work history (ie early school leaving, no/low qualifications, broken schooling and limited work history). Much of this data might already be collected by Work and Income.
Not withstanding their ease of use, proxy measures (and in particular the use of only one or two factors) would be a crude screen. It may well miss benefit applicants who have had some skills attrition since leaving school, despite having three or more years secondary schooling and having post-school qualifications, or for whom new job demands have made their skills insufficient.

6.3.2 Literacy Tasks

Literacy tasks were in evidence in two of the four overseas regimes, linked to standards. For New Zealand, the absence of an established literacy standard or reporting framework means designers would have to find some other form of benchmark.

The tasks can be integrated as they are in the BSA Fast Track Written tool (where clients read a job description and answer questions involving writing, word identification and numeracy). Alternatively, they can be stand-alone items as they are in the Ontario model. However, the numeracy operations in the Ontario model lack any contextualisation, which may make them more difficult for some clients. The BSA model is much more sophisticated and educationally would be a better model to follow. Interestingly, in England they are now trialling screening tools contextualised specifically to the workplace and community situations.

The “testing” aspect of literacy tasks, regardless of how well they are contextualised may make nervous clients perform poorly so they score less well than their literacy abilities warrant.
6.3.3 Self-report

We assume the opportunity for self-report exists in all case management interviews, but creating a climate where clients feel comfortable enough to disclose about LNL problems requires considerable skill on the part of the interviewer.

A client may believe they have adequate literacy skills for their every day life, while a case manager identifies that those will be insufficient for the demands of a particular work role. If there is proxy data that point to a problem, but the client is unwilling or unable to acknowledge it, perhaps they are not ready for a training intervention and would be likely to withdraw if they were compelled to participate.
A key issue seems to be the extent to which questions are standardised and case managers are given direction about which responses are to be used as “red flags” for LNL skills gaps. To guide the self-report, clients could be given a one page checklist or be asked a series of questions about literacy practices, as in the BSA 20 Questions tool. That form asks how a client gets information, reads for pleasure, gets help with writing letters and filling in forms etc. There is a range of options for each question – eg always, sometime, never. The questions cover reading, writing, comprehension and numeracy. Examples of self-report style questions used in other screening instruments include:

· Were you ever in a special class at school or did you get special help with your reading?
· Do you remember getting any extra help after school, eg a SPELD
 tutor?
· Do you have trouble with putting your thoughts into writing – always, sometimes, never?
· What languages do you speak at home? What language(s) do you speak most easily? What language were you mostly taught in at school?

6.3.4 Guided Interviews
Client interviews were part of the screening process in all the regimes and in all regimes there was mention of the need for staff to be aware of, and be able to screen for, literacy difficulties. Throughout the literature reviewed, there was recognition that people with literacy skills gaps are likely to be reluctant to voluntarily expose them, are often reluctant to consider education and training, and are frequently ashamed of what they considered to be personal weaknesses. These concerns make the skills and attributes of the interviewer very important. Where training was discussed, it was always with the understanding that staff had to build empathy, recognise the difficulties people may have in talking about literacy and acknowledge the fear that may be associated with any pressure to take up a literacy programme.

6.4
Unanswered Questions

The literature does not provide much insight into the comparative merits of the different approaches to screening. Nor were we able to source evaluations of their efficacy compared to not screening. Establishing whether there was merit in making provision more generally available to the general beneficiary population without screening was beyond the scope of this study and the literature we reviewed did not lead us to any view on that point.
We did not find information on what proportion of the beneficiary population were found not to have LNL difficulties and whether that was consistent with the perceptions of employment agency staff. The literature we did access did not describe why particular agencies chose the particular approaches to screening they did, nor were there pointers to the cost benefit of any of the approaches.
7 Discussion

Finally, we briefly discuss other factors that need to be considered if a more comprehensive screening and LNL (literacy, numeracy and language) provision process was to be established in New Zealand for welfare beneficiaries.
7.1
Setting the Threshold for Screening and Referrals

Any consideration of LNL screening needs to take into account the scale of the problem in New Zealand and the potential scale and costs of the post-screening provision. If the threshold level for referrals is greater than the provision budget allows, it would be hard to get buy-in from providers. They are likely to be left in the unenviable situation of assessing people for whom no service is going to be available.
The review did not find commonality about the threshold at which the results of screening lead to initial assessment. Clear guidelines on a threshold for referral were evident in England because of the existence of the national standards. While Ontario and Australia also have standards, it seems that more emphasis was placed on the judgement of the case manager/employment staff, as it also was in Ireland. The amount of leeway for interpretation and judgement may determine the time taken in interviews collecting data from the client and will influence the scale of on-going training. Before the introduction of a standardised instrument, case managers in England made decisions based on local labour market priorities and the system in Ontario clearly provides for that as well.

In a related vein, any programme development in New Zealand needs to consider the availability of specialist literacy and numeracy personnel. The examples from the review illustrate the importance of specialist LNL providers post-screening, to fully assess a client’s needs and to bring about change with learners who have the complex needs found in long-term beneficiaries.

7.2
Building Relationships
There was data from each regime that the welfare agency and literacy provider(s) need to invest considerable time and effort into building and maintaining both good systems and respect and clear communication if the beneficiary is to be effectively supported into and through LNL teaching. Issues included software compatibility, data sharing, the physical location of the specialist literacy provider and the nature and extent of the follow up of clients.

7.3
Impacts on Clients

The literature reviewed did not provide insight into whether or not mandatory screening was a factor in attrition or success for beneficiaries’ subsequent completion of programmes. What the literature did highlight was the problems providers encountered with reluctant participants who were hard to motivate, time-consuming to support and disruptive for others.

There was one reference in the material reviewed that some clients might be intimidated by anything other than short courses, at least until they had gained some confidence about learning. On the other hand, four-week long programmes were regarded as too short to achieve any real gain for participants. Provision needs to be both flexible to meet learners’ needs and also of sufficient duration to enable progress to be made. Our earlier research findings (Benseman et al, 2005) identified that provision of least 100 hours needs to be made available (and probably considerably longer for many clients) if they are to really acquire sufficient skills for entry level job roles. Offering learners both group and one-on-one literacy provision may be useful if team-work and communication skills are seen to be part of job readiness.

England and Ontario had tasks that focused on numeracy and language; the other approaches may have also included those components, but the documentation was less clear. The literature did not provide insight into effectively screening for language and numeracy, how those issues were addressed in provision and how to make the system effective for those with particular issues around spoken English and/or numeracy skills.
7.4
Trialling and Evaluation

The inability to source comprehensive evaluation data from the government agencies concerned with beneficiary literacy programmes means we are unable to make any comments on potential usefulness for New Zealand. However, the evaluations that were found (Irving, 2002; McGregor, 2001a, 2001b; Rahmani, 2002, 2003) illustrate the complexities of setting up such a programme.

If the Ministry for Social Development is to consider screening for literacy problems in a more comprehensive fashion, it is important that all components of the programme be planned at the start and that they be piloted with an integrated formative and process evaluation programme. The evaluation will not only document how the programme actually works on the ground, but will also point to the issues needing further development as well as some indicators of learning outcomes.
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Appendix A
Descriptors Used in MSD Literature Search

First Trawl
1 Adult literacy OR foundation skills OR literacy education OR adult illiteracy OR adult basic education OR adult basic skills OR basic skills OR core competencies OR pre-literate OR learning disabilities OR learning disabled OR adult skills training

2 Reading instruction OR reading skills OR adult reading OR adult reading programmes

3 Adult numeracy OR numeracy skills OR remedial maths

4 Writing skills

5 Limited English Language proficiency OR oracy OR oral language OR second language instruction OR English skills OR ESOL OR TESOL

Second Trawl
6 Social security OR welfare OR beneficiary OR benefit OR unemployed OR vocational OR dependents

7 Ethnic minorities OR Māori OR Pacific OR non-Māori OR non-Pacific OR rural OR urban

8 Employment OR work skills OR employer OR work readiness OR employment needs

Third Trawl
9 Screening OR assessment OR needs analysis OR needs identification OR diagnostic testing OR standardised tests
10 Programme evaluation OR instructional evaluation OR pre-tests OR post tests OR meta-analysis OR evidence-based OR effective OR best practice

11 Programme, service, initiative, policy, support.

Others

12 Programme content, referral, case management delivery mechanism,

13 Access to services, resources, transport, cultural capital

14 Impact analysis OR outcomes of education OR educational outcomes OR instructional outcomes OR learner outcomes OR results of education OR student outcomes OR work outcomes

15 Programme effectiveness OR teacher effectiveness OR instructional effectiveness

16 Teaching OR training OR instruction

17 Curriculum OR programme design OR delivery systems
Appendix B
Use of Standardised Tests for Screening and Assessment

Policy makers often see standardised tests as offering significant benefits for screening and assessment because they will ensure robust data on the skills gaps and eventual progression of the learners who take them. However, standardised tests have major limitations.

The most common use of standardised tests is found in the US, although they appear to be used by practitioners more because of funding requirements than any belief in their usefulness (Ehringhaus, 1991; Kruidenier, 2002). Outside the US, tests are not used very much and indeed it should be noted that there has been a strong antagonism by LNL (literacy, numeracy and language) practitioners in many countries, including New Zealand, because of their perceived lack of validity (that is, the inadequacy of tests to adequately measure adults’ LNL skills) and also a strong belief that testing engenders fear and embarrassment for most LNL learners. The lack of local tests designed for use with adults has also been a hindrance to their use in New Zealand.

Types of Standardised Tests

There are two types of standardised tests in use to assess literacy skills: basic skills tests of reading, writing and numeracy and applied literacy tests (sometimes referred to as functional literacy tests) derived from surveys of tasks needed to function in a social context (Sabatini et al, 1995). In a comparison of the Test of Adult Basic Education (TABE – a basic skills test) and the Test of Applied Literacy Skills (TALS), the authors found that “the assumption that basic skills in reading (as measured by the TABE) will transfer to applied prose and document literacy tasks (as measured by the TALS) was not supported.” The latter was also criticised for incorporating problem-solving skills that are not necessarily reflective of literacy skills.

Beder (1999) reports that the most frequently used basic skills tests in the United States are:

· the Test of Adult Basic Education (TABE – 70-80% of programs)

· the Adult Basic Learning Examination (ABLE – 20%)

· the Wide Range Achievement Test (WRAT – 20%)

· the Comprehensive Adult Student Assessment System (CASAS – 14%)

· the Slosson Oral Reading Test (SORT – 12%).

Kruidenier (2002, p 107) also argues that there are some other tests appropriate that are not in this list: the Test of Applied Literacy Skills (TALS), the Peabody Picture Vocabulary Test, the Test of Word Reading Efficiency and the Comprehensive Test of Phonological Processing.

Each of these tests covers different LNL components and presents different types of results (eg standardised versus norm-referenced versus criterion-referenced). In his review of assessment tests, Kruidenier (2002) points out that the most frequently used tests only cover one or two components of the reading process. He points out that some of the lesser known tests such as the Woodcock and the Diagnostic Assessments of Reading (DAR) are more comprehensive, but require skilled staff to administer them and are more complex (he points out that training is necessary even when scoring and interpreting the simplest tests).

Overall, Kruidenier (2002, p 133) appears to rate the TABE, ABLE and CASAS tests most positively, despite their limitations because of their “adult-oriented contexts, including functional, life skills and workplace content for test items.” He says that the ABLE has the most academic content and the CASAS the most functional content (especially in relation to the workforce).

In a review of the CASAS (Gorman and Ernst, 2004), the authors rate it as the “best community adult assessment system on the market”, but still criticise its over-reliance on multiple-choice items and its lack of technical data about validity and reliability. They also remind us of the cost of these sorts of tests: a minimum of $US25 per student at start-up and then $US5 for operation, based on 400-500 test-takers.

In a review of the TABE and the Workplace Literacy Test (WLT) (Kohler, 1999), the author is critical of the TABE for its validity and concludes that its widespread use “raises disturbing questions” (p 776). While more positive about the WLT, it should be noted that it takes two hours to administer by a trained examiner. Another study (Richard L Venezky, Bristow, and Sabatini, 1997) points out that a shorter version of the TABE (the TABE Locator Test) taking 37 minutes produces results as accurate as the full version of the test, which takes three hours to administer.

The Wide Range Achievement Test (WRAT) consists of 42 words of increasing difficulty which are read by the subject until completion or 10 consecutive words are read incorrectly (similar to the Burt Test used in New Zealand schools). Although not a test of comprehension, the WRAT correlates highly with other reading tests (Hanson-Divers, 1997).

In England, the National Research and Development Centre for Adult Literacy and Numeracy (NRDC) has recently undertaken a review of summative assessment instruments (Brooks, 2005). Although the review was primarily driven by the need to locate suitable assessment methodology for research studies, it still included several tests relevant to the purposes of this project. Their review included the American tests mentioned above, which were dismissed as being too different in terms of language constructs and cultural settings for use in Britain.

Of all the instruments reviewed, the only one relevant to this review was the UK Basic Skill Agency’s Initial Assessment. While not suitable for their research purposes, the authors are reasonably positive about the test overall “the materials were judged to have some value for their stated purposed, subject to any subsequent placement being regarded as provisional, pending further, more valid, assessment” (Brooks, 2005, p 77).

Problems with Standardised Testing

In summary, for all their sophistication, standardised tests are still regarded with scepticism by most practitioners and researchers. They are mainly used in the US and predominantly because of funders’ requirements of demonstrating learner outcomes using standardised, “objective” measures and usually require a long period (2-3 hours) and trained personnel to administer. The NRDC summarised the problems with standardised tests:

· de-motivation and alienation of less confident learners

· different assessment tools have different effects on learners’ motivation

· encouragement of “shallow learning”
· teaching to the test, narrowing of the curriculum

· emphasis on summative, not formative assessment

· high probability of inaccurate results

· “gaming” strategies by institutional managers such as “creaming”
· achievement of targets does not imply that standards have been raised.

Furthermore, assuming their reliability, validity and cultural neutrality is controversial.

� Language includes speaking and listening and the particular requirements of English for Speakers of Other Languages (ESOL).


� The survey was never designed to assess individuals’ specific ability and we have been advised by Statistics Canada that the technical details will not be made available for that purpose.


� For an excellent overview of LNL assessment, see Kruidenier � ADDIN EN.CITE <EndNote><Cite ExcludeAuth="1"><Author>Kruidenier</Author><Year>2002</Year><RecNum>2756</RecNum><MDL><REFERENCE_TYPE>7</REFERENCE_TYPE><REFNUM>2756</REFNUM><AUTHORS><AUTHOR>Kruidenier, J.</AUTHOR></AUTHORS><YEAR>2002</YEAR><TITLE>Literacy assessment in adult basic education</TITLE><SECONDARY_AUTHORS><SECONDARY_AUTHOR>Comings, J.</SECONDARY_AUTHOR><SECONDARY_AUTHOR>Garner, B.</SECONDARY_AUTHOR><SECONDARY_AUTHOR>Smith, C.</SECONDARY_AUTHOR></SECONDARY_AUTHORS><SECONDARY_TITLE>The Annual Review of Adult Learning and Literacy</SECONDARY_TITLE><PLACE_PUBLISHED>San Francisco</PLACE_PUBLISHED><PUBLISHER>Jossey-Bass</PUBLISHER><VOLUME>3</VOLUME><PAGES>84-151</PAGES><ACCESSION_NUMBER>yes</ACCESSION_NUMBER><KEYWORDS><KEYWORD>assessment</KEYWORD><KEYWORD>general</KEYWORD><KEYWORD>yes</KEYWORD></KEYWORDS></MDL></Cite></EndNote>�(2002)�.


� For more information, see � HYPERLINK "http://www.lsc.gov.uk/National/Documents/Keyinitiatives/SuccessforAll/rarpa.htm" ��www.lsc.gov.uk/National/Documents/Keyinitiatives/SuccessforAll/rarpa.htm�


� See, for example, the IALS methodology � ADDIN EN.CITE <EndNote><Cite><Author>OECD</Author><Year>2000</Year><RecNum>1920</RecNum><MDL><REFERENCE_TYPE>10</REFERENCE_TYPE><REFNUM>1920</REFNUM><AUTHORS><AUTHOR>OECD</AUTHOR></AUTHORS><YEAR>2000</YEAR><TITLE>Literacy in the information age. Final report of the International Adult Literacy Survey</TITLE><PLACE_PUBLISHED>Paris</PLACE_PUBLISHED><PUBLISHER>OECD &amp; Statistics Canada</PUBLISHER><KEYWORDS><KEYWORD>adult  literacy, lifelong learning, impact, benefits</KEYWORD><KEYWORD>Manukau</KEYWORD></KEYWORDS></MDL></Cite></EndNote>�(OECD, 2000)�.


� An outline of the strategy can be found at � HYPERLINK "http://www.dfes.gov.uk/readwriteplus/" ��www.dfes.gov.uk/readwriteplus/�Bank/ASB_strategy_w6_version.doc


� The full audit report can be found at � HYPERLINK "http://www.nao.org.uk/publications/nao_reports/04-05/040520.pdf" ��http://www.nao.org.uk/publications/nao_reports/04-05/040520.pdf�


� A short useful overview of the teaching and learning components of the strategy, including the national standards can be found at � HYPERLINK "http://www.dfes.gov.uk/readwriteplus/teaching" ��http://www.dfes.gov.uk/readwriteplus/teaching�andlearning


� Now incorporated into Jobcentre Plus.


� See � HYPERLINK "http://www.jobcentreplus.gov.uk/documents/be12_ProgAnnex1MIA.doc.doc" ��http://www.jobcentreplus.gov.uk/documents/be12_ProgAnnex1MIA.doc.doc�


� All the literature we reviewed said screening was mandatory. However, in the last correspondence we had with Jobcentre Plus (07/09/05) they said “Screening is voluntary; it is the Independent Assessment where customers can be subject to a Jobseeker’s Direction to attend.” 


� A copy of both questionnaires has been forwarded to MSD as a separate PDF file.


� Fast Track can be purchased in Packs of 50; each pack includes the administrative guide.


� The instrument uses focused questioning, based on the Tom Sticht research referred to in Section 4.1.1.


� Private correspondence with Skills for Life Strategy Unit, Department for Education and Skills, 13/09/05.


� Private correspondence, Jobcentre Plus, 29/07/05.


� Private correspondence, The Basic Skills Agency, 12/07/05.


� Issues that were to be reiterated by some commentators in the other regimes discussed in the report.


� The Initial Assessment Pack can be purchased from the BSA.


� Private correspondence, Jobcentre Plus, 29/07/05.


� Draft specifications for providers can be found at� HYPERLINK "http://www.jobcentreplus.gov.uk/documents/National1104_Bond_SIBS.doc" ��http://www.jobcentreplus.gov.uk/documents/National1104_Bond_SIBS.doc�


� Private correspondence Jobcentre Plus, 07/07/05.


� For an overview of Ontario Works see � HYPERLINK "http://www.cfcs.gov.on.ca/CFCS/en/programs/IES/OntarioWorks/default.htm" ��http://www.cfcs.gov.on.ca/CFCS/en/programs/IES/OntarioWorks/default.htm� �or � HYPERLINK "http://publish.uwo.ca/~pomfret/wtw/html/provsum/on2.html" ��http://publish.uwo.ca/~pomfret/wtw/html/provsum/on2.html�


� See � HYPERLINK "http://www.county.oxford.on.ca/socialservices/pdf/OntarioWorks.pdf" ��http://www.county.oxford.on.ca/socialservices/pdf/OntarioWorks.pdf�


� For details, see � HYPERLINK "http://www.edu.gov.on.ca/eng/training/literacy/ontliteracy/ont_lit.html" ��http://www.edu.gov.on.ca/eng/training/literacy/ontliteracy/ont_lit.html�


� From a psychologist or doctor. 


� The first stage is a 30-40 minute telephone screening interview through a call centre.


� Initially known as the Literacy Screening Test.


� See � HYPERLINK "http://www.nald.ca/PROVINCE/ONT/CLO/NEWSLET/summer01/page6.htm" ��http://www.nald.ca/PROVINCE/ONT/CLO/NEWSLET/summer01/page6.htm�


� See � HYPERLINK "http://www.edu.gov.on.ca/eng/training/literacy/basic/basic.pdf" ��http://www.edu.gov.on.ca/eng/training/literacy/basic/basic.pdf�


� See � HYPERLINK "http://www.mnlearn.on.ca/AboutLBS.htm" ��http://www.mnlearn.on.ca/AboutLBS.htm�


� See � HYPERLINK "http://www.nald.ca/PROVINCE/ONT/CLO/NEWSLET/summer01/page2.htm" ��http://www.nald.ca/PROVINCE/ONT/CLO/NEWSLET/summer01/page2.htm�


� See � HYPERLINK "http://www.cesba.com/pdf/ow_final_report_phase2.pdf" ��http://www.cesba.com/pdf/ow_final_report_phase2.pdf�


� An earlier version of the programme was called Literacy and Numeracy Training (LANT). LANT ran from 1998-2002. Its initial focus was youth unemployment.


� For more information, see � HYPERLINK "http://www.centrelink.gov.au/internet/internet.nsf/payments/newstart_mutual_obligation.htm#what_mo" ��http://www.centrelink.gov.au/internet/internet.nsf/payments/newstart_mutual_obligation.htm#what_mo�


� For a list of income support categories see � HYPERLINK "https://llnp.dest.gov.au/ASP/InfoIntroduction.asp#Target" ��https://llnp dest.gov.au/ASP/InfoIntroduction.asp#Target�.


� � HYPERLINK "http://www.workplace.gov.au/workplace/Category/SchemesInitiatives/JobNetwork/JobSeekerClassification InstrumentJSCI.htm" ��http://www.workplace.gov.au/workplace/Category/SchemesInitiatives/JobNetwork/JobSeekerClassification InstrumentJSCI.htm�


� For more information about the latest terms and conditions of provision under LLNP see � ADDIN EN.CITE <EndNote><Cite><Author>Department for Education</Author><Year>2005</Year><RecNum>2588</RecNum><MDL><REFERENCE_TYPE>16</REFERENCE_TYPE><REFNUM>2588</REFNUM><AUTHORS><AUTHOR>Department for Education, Science and Training,</AUTHOR></AUTHORS><YEAR>2005</YEAR><TITLE>Language, literacy and numeracy programme (LLNP) 2006 -2008 Summary Final Operational Policy Positions resulting from LLNP Discussion Paper Feedback</TITLE><PLACE_PUBLISHED>Canberra</PLACE_PUBLISHED><PUBLISHER>Australian Government</PUBLISHER><NUMBER>4/08/05</NUMBER><URL>https://llnp.dest.gov.au/docs/POLICY%20PAPER%20Website%20version%2022%20July%202005.pdf</URL></MDL></Cite></EndNote>�Department for Education, 2005a�.


� Attendance ranged from 6-15 hours per week.


� See the FAS website � HYPERLINK "http://www.fae.ie" ��http://www.fas.ie�


� In the Irish labour market sector, vocational guidance and counselling is considered as a basic universal entitlement for the unemployed.


� See http://www.nala.ie/mlj/


� Private correspondences, MSD.


� Specific Learning Disabilities Federation. Parents and SPELD tutors provide assistance to people of all ages with learning problems, especially dyslexia.
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