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In the introduction to his text, A Philosophy of Adu[t Education, Bergevin (1 967) 

bases his philosophy of adult education on the idea that "each adult participating in a 

leaming expenence should have the opportunity to help diagnose, plan, conduct and 

evaluate that experience dong with his fellow lemers and administrators." This study 

examines the extent to which Language Instruction for Newcomers to Canada (LINC) 

programs in Edmonton, Alberta, allow leamers to be actively involved in the Ieaming 

experiences refemed to by Bergevin. LINC programs are analyzed fiom the perspective 

of the leamers who were intewiewed for this project. 

Using the information presented by lemers, an atternpt is made to define LINC 

programs within an adult education fmmework as supported by curent literature in the 

field. Within this framework, important issues such as, the degree to which leamers are 

partners in the learning process, the importance of using their life experiences as the 

context for classroom activities, creating and fostering a positive learning climate and the 

degree to which LMC programs allow for the critical thinking skills of participants, are 

a11 discussed. Social and economic factors which impinge on programs for immigrants 

are also explored. 

This study sees as important to illuminate whether knowledge is always located 

within certain perspectives and whether language leaming activities within LMC 

programs contain suggestions which are directed fiom other sources considered more 

important than the leamers thernselves. Macedo (1 994) suggests that how decisions are 

made about what people should be taught is as important as what they are taught. LINC, 

as adult language programs prepared to assist newconers to integrate in the new society, 

have to explore successfully the leamhg potentials of the individuals they serve, so that 

they can develop as free and c~eative people who can positively contribute to Canada's 

democracy. The need was seen to explicate these practices. 

There is no doubt that learning English as a Second Language is one of the key 

factors in promoting the integration of newcomers into Canadian society. However, 



according to adult education practice which seeks to impact positively the lives of 

learners, language leaming activities for newcomers must take into consideration their 

life experiences, cultures, needs and aspirations. These elements together form the 

foundation on which activities should be structured and policy and curriculum developed 

The history, experiences and cultures of newcomers must not be viewed as barriers, but 

as building blocks for a meaningfbl education which will help them to become equal 

participants in Canadian society. Many writers speak of the transfomative power of 

language (Macedo, 1994; Freire, 1989 and Shor, 1987). This study examines whether 

LINC programs seek to empower immigrants to help them make the comection between 

their persona1 circumstances and the wider social, political and economic sphere and 

whether they facilitate the active participation of these people in the new society. 
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CHAPTER ONE 

INTRODUCTION 

Background and Overview 

The literature on adult education recognizes the process of leaming as an active 

one with the learner as the central core of al1 activities. I agree with Brown (1 994) who 

advocates a theoretical framework of adult education which is active, strategic, self 

conscious and self motivated. It is important to note that adult lemers open up 

themselves to reach out and incorporate new experiences, relate to previous experiences 

and express what is latent within them. The critical part of this process for me, however, 

is how leamers are assisted to embark on this active process of growing and changing 

through the painhl and exhilarating experience called learning. 

Draves (1 984) suggests that to make adult education an active process, it is 

necessary to focus on the learners themselves and to involve thern in designing and 

shaping their own learning experiences. This idea of providing lemers with the 

opportunity to have a Say in their leaming activities has been documented and supported 

by adult educators such as Freire (1985), Brookfield (1987), Collins (1991), Knowles 

(1984), Jarvis (1 985) and Selman and Dampier (199 1) arnong others. They al1 support a 

mode1 of adult education which is participatory with teachers as mainly facilitators of 

knowledge ensuring that programs are grounded upon the lemers' expectations and 

needs. The underlying factor is that within adult education programs, adult leamers are 

motivated by their needs, wants and desires, important aspects which should be 

considered when planning and delivering these programs. 

The goal of aduit education as seen by these writers is to have learners involved in 

their education process so that they can derive more meaning from what is learned, thus 

allowing then? to contribute positively to their communities. There is a feeling that adults 

operate best when they have insight into their own strengths and weaknesses and access 

to their own repertoire of strategies for leaming (Brown, 1994). The suggestion is for an 

exchange of ideas and dialogue between educaton and leamers within an atmosphere of 



reciprocity. There should be constant consultations between teacher and leamers to 

detemine how aspects of the educational process c m  be altered and redesigned to make 

it more meaningful. Learners should be seen as initiators rather tha. reactors to 

knowledge (Brooffield, lWO:34). According to Freire (1 98S), the leamkg process 

should be defined through authentic dialogue between teacher and leamers. He suggests a 

synthesis of knowledge as shared by both teachers and learners since teachers are as 

much learners as the participants sitting in the classroom. Nunan (1 995), who relates this 

sharing directly to the teaching of English as a Second Language (ESL), asks that 

teachers and learners collaborativeIy engage in what he calls the CO-construction of the 

learning process. 

Udike the typical traditional school setting where students are not perceived as 

knowledgeable, adult leamers have skills, talent, expenences and perspectives which can 

be used in their learning process. An adult learning setting differs fiom a traditional 

classroom in that adults, unlike children, have already gained a wealth of knowledge and 

experience which they can use as building blocks in the learning process (Draves, 1984). 

In much the same vein, Knowles (1989) bases his model of adult education on 

democracy. This model is similar to those previously discussed where learning activities 

are based on the real needs and interests articulated by participants and their maximum 

participation in the education process. Knowles considers the learners' experiences to be 

just as important as the teacher's knowledge. In this mode1 of adult education, the starting 

point is centering activities on learners' needs and interests and allowing hem a voice in 

what should be taught and how. 

Cornmenting on a democratic model of adult education, Bhola (1 989) sees the 

teachernearner dichotomy as out of place and suggests that separate roles for teachers and 

learners make no sense. Bhola notes that the teacher is a guide, a facilitator engaging in a 

mutually reinforcing partnership with learners. In his analysis of the Fourth International 

Conference on AduIt Education held in Paris in 1988, Bhola notes that the Conference 

participants declared the aim of adult education as involving leamers in fostering their 

own learning experiences. The need to ensure the active participation of learners at each 



stage of the education process - program planning, program execution and evaluation was 

aiso ernphasized at the Conference. 

In addition to how learners are involved in shaping their learning activities, these 

activities must also be linked to the learners' Iife situations (Brookfield, 1990). Adult 

education is not just the accumulation of vast masses of knowledge content but the ability 

to interpret this knowledge in ternis of the Iived experiences of the leamers. There cannot 

be the a r t i f i d  isolation of curricuIum content f?om the lives of the Ieamers. Law 

(1979:45) also notes that education cannot be divorced from life in general and it is 

because of the attempts to separate the two and to make education more "acadernic" and 

"sterile" that such education has corne to be seen as irrelevant. 

Adult education should help learners to take control of their lives. Freire (1985) 

discusses the need for praxis where there is constant reflection of what has been Iearned 

leading to learners taking new action. Leamers need to make connections between the 

new ideas presented and what they have aiready expenenced and understood in their 

lives. Girowc (1988) feels that not using leamers expenences and not allowing them to 

have a Say in their learning activities devalues the cultural capital they possess. When 

teachers only pass on knowledge that has been in turn passed on to them by the experts, 

Giroux sees their roles as similar to those of white collar clerks. Such teachers, he daims, 

function within an ideology of management and control which totally ignores the realities 

of the leamers' world. Building a mode1 of adult education which is useful and relevant to 

Ieamers, means a shift fiom just transmitting information in the classroom to developing 

learning situations which recognize the cultural traditions and experiences that different 

learners bring. 

Adult education then, as discussed by the various authors in the field, aims at 

greater participation and involvement of learners in al1 the phases of planning and 

conducting their leaming activities within an atrnosphere of reciprocity. The underlying 

philosophy of this reciprocal process seems to be that of creating a link between leamers 

and their social situations. Adult education is not merely a vehicle for enabling leamers to 

acquire M e r  knowledge and additional skills but to help them to become tnily 

hct ional  in society. The main task of adult education should be the awakening of people 



to what is happening around them. providing channels of communication across class and 

culture and helping people to make changes and play active roles in their communities. 

Ceneal to this role of education is establishing and maintaining a dernocratic society - a 

democracy which begins in the classroom. 

Objective 

This research will examine whether there is such democracy and the opportunity 

for participants' involvement in LMC programs in Edmonton, Alberta. Borg, Carnilleri 

and Mayo (1995) view adult ESL programs as similar to other programs within adult 

education and suggest that any program of language designed for adult immigrants 

should involve input fiom the target group. They clairn that this involvernent is vital if 

democracy is to be enhanced by such programs. It is also the objective of this study to 

determine whether language leaming is a meaningful experience for immigrants and 

whether they help to dictate the content of the cumculum. 1s there any expression of faith 

in the learners' experiences and knowledge as the basis on which to build the cumculum, 

or is there a prescriptive approach? It is important to find out if learners are able to 

generate new ideas as well as learning matenals from within their own social contexts. 

It is very obvious that when immigrants amive in the new country, educational 

institutions oîten emphasize their social adjustment to mainstrearn values and noms 

(Elsley, 1986). It is therefore very important to determine whether LINC programs are 

confined to simply providing seMces on a consumer basis. It is also important to see 

whether these programs are based on a concept of adult ESL which is characterized by 

consultative dialogue and which is sited in learning the language for overcoming 

whatever barriers lemers  may face in the new society. Within this perspective, learning a 

second language as a fonn of adult education assists leamers to gain the knowledge, skills 

and concephial awareness relevant to the analysis of social problerns as perceived by 

them. 

Many ESL learners experience inequalities and are disadvantaged because of the 

language barriers they constantly face. Without adequate communication skills, they are 



disempowered and rnarginalized, unable to more than integrate peripherally into the new 

society. This research then, sees as critical the role of LINC programs as assisting 

learners to flesh out these issues and to fmd appropnate ways of overcoming the 

nurnerous barriers which affect their integration. It is therefore important to see how 

LINC programs address these concems and whether these programs help newcomers to 

overcome the barriers which prevent them from fully participating in their new society. 

Research Problem and Statement of the Research Questions 

The overall problern to be investigated in this study is the participation of adult 

immigrants in helping to shape their own l e d n g  expenences in LINC prograrns. I wish 

to find out fkom leamers themselves whether LINC programs are based on a concept or 

mode1 of adult education which has as its goal the empowexment of its learners. Are 

learners being involved in making decisions about their learning expenences? What is the 

underlying philosophy of LINC programs? 

When attention is turned to learning English as a second language, I want to know 

who makes the decisions about what is important to be leamed and whose needs are 

being met in the leaming process. The literature on teaching and leaming ESL suggests 

that it is important for classroom practice to place emphasis on learning the language 

rather than on teaching it (Cummins, 1984; Nunan, 1985; Finocchiaro, 1989; Longfield, 

1984 and Bumaby and Bell, 1989). The teacher has to be seen less and less as the person 

who controls the teachinglleaming situation - the person fiom whom everything flows, 

who knows what is to be taught and how exactly it should be taught while the learner sits 

at the end point of this process. If the goal of ESL programs is to help leamers acquire an 

adequate control and use of the second language, then the focus has to be on the learners. 

The teacher is there to help and facilitate the learning process, but not to take control of it. 

It is important for me to see whether this occurs in LINC programs. 

Elson (1983) notes that many ESL teachers are aware of their role as providing 

guidance, of being supportive, providing encouragement and stimulating and challenging 

their learners. At the same tirne, he recognizes that it is still very difficult for teachers to 



move away fiom centre stage and allow their leamers actually to become involved in the 

decision making process with respect to how their leaming should occur. It is my 

expenence (based on six years of working in the field of ESL in different programs) that 

some programs pay lip s e ~ c e  to leaners' involvernent but in reality the question of who 

decides what is to be taught, and how it should be taught, revolves around the teachers, 

the policy makers and the fhders. They are the primary players whose voices are always 

heard. They are the ""experts" with the know-how of what direction ESL programs should 

take. There are set goals to be achieved, specific leaming outcornes to be measured and 

ESL programs are located within a particular fiamework. The degree to which leamers 

play a part in shaping this tiamework needs to be explicated. 

The research questions to be explored in this study are: 

- Do LINC programs in Edmonton, Alberta, follow the pnnciples 

and practices of adult education? 

- To what extent do LINC programs facilitate adult immigrants 

to design and take control of their own leaming experiences? 

The research questions have arisen out of my own experiences as an ESL teacher 

who has worked in LMC programs. The objective of these programs has always been 

articulated by the Federal government as the integration of newcomers into Canadian 

society. Whatever integration means is left up to individuals to determine. I am curious 

about how integration is determined and by whom. What does integration mean to the 

various stakeholders? How different is it defined by the leamer? 

As an ESL teacher I came to see my role more and more as a facilitator of 

knowledge, a leamer myself, rather than a teacher. I was fascinated by the wide and 

varied experiences of my leamers. 1 saw them as self determining adults who had fixed 

goals and aspirations. Many of hem had cornpleted years of forma1 education in their 

countries of ongin. Some of them were professionals with university education and 

significant work experiences. Once, 1 remember feeling very humbled when 1 f ond  out 

that one of my leamers had been a medical doctor in China for over twenty years, yet he 

sat there in my class, working very diligently at trying to master the spelling exercise 1 

had given. I leamed that my participants al1 had a sense of where they wanted to go and 



what they wanted to do. As one of them declared, 'Nobody listen to you because your 

English no good. 1 know what 1 want except that 1 can't speak English." There were 

others who were not Iiterate in their own language but they knew why they wanted to 

leam English and what their needs were. I recdl one mother of about thirty-two years in 

mixed syllables and incorrect grammatical structure telling me, "1 want leam to talk to 

teacher ... school ... my son ..." Another pointing to the pictures of household items in the 

Oxford Picture Dictionary said, '"ïoday ... 1 ... names" nie k t  participant was desirous 

of comrnunicating wiîh her son's teacher while the other wanted to know the names of 

specific household items. 

1 found that it was of utmost importance to focus on what leamers wanted to 

know. 1 had to find ways of discovering what was uppermost in their minds. Most times 

these discoveries were made when a e  shared lunch or went for a quick cofFee during 

class breaks or during our long walks on field visits. Meeting their interests and needs 

was what kept them motivated. In one specific class, leamers' concept of learning 

English ranged fiom documenting and using new vocabulary to heated debates on the 

head tax issue of new amving immigrants. Based on rny own expenence then as an ESL 

practitioner, 1 have a strong belief that LINC prograrns should be grounded in adult 

education practice which sees the leamers and their needs as most important. 

1 have therefore designed my research to try to find answers as to the extent to 

which LINC prograrns are making leamers and their needs a priority. 1 am concerned that 

we may be rnissing an opportunity to tap into the knowledge and expenence of a large 

number of highly skilled people. I am also concemed with democracy and equality. These 

were and are some of rny major concems as I undertook this research. 



CHAPTER IWO 

REVIEW OF LITERATURE 

Adult Education 

Definition 

There are countless attempts to define adult education. Bhola (1989) speaks of the 

difficulty in defining adult education in t m s  of its changing faces. He postulates that 

adult education is in a state of constant evolution as old definitions become inadequate 

and new ones are fomulated. For JaMs (1993), the definition of adult education is 

problernatic since some writers tend to be more inclusive or exclusive than others. He 

also advocates that adult education must be grounded in life experiences. He defines adult 

education based on the belief that adult education should be linked to the lifelong 

development of people and the diffusion in society of the values of peace, intellechial 

progress and democracy. Jarvis notes that the Organization for Economic Cooperation 

and Development (OECD) maintains that adult education should be an integral part of the 

political process in society. Also, he underscores that the International Council for Adult 

Education (ICAE) regards such education as an instrument of public liberation and social 

mobilization against oppression. 

McKenzie (1 991) sums up al1 these various definitions by pointing out that ideally 

adult education should help adults to develop and actualize their various potentials so that 

they can become more liberated individuals better able to participate in the life of their 

comrnunities and institutions. He defines Iiberation as the fi-eeing of persons fiom 

political regimes and systems that are unjust or discriminatory and the fieeing of people 

fiom economic conditions that perpetuate poverty. Al1 forms of liberation, he says, have 

to do with "the freeing of human beings from whatever curtails growth, restricts 

individual expression or denies what a person is entitled to by virtue of membership in 

the human race" (p. 1 30). 



Philosophy 

A philosophy of adult education is the general belief system which guides this 

practice. Such philosophy is important since as Draper (1993) notes that it is one's 

philosophy which forms the basis for practice. He suggests that a person's philosophy is 

steeped in the principles, values and attitudes which structure belief and guide behaviour 

in work or in daily life. A philosophy ofadult education is critical. Writers have 

described the function of adult education as remedial, relational, liberal, and political, 

with the objective of developing responsible citizens in a democratic socieîy. As one 

looks at the literature on adult education Jarvis (1985), Knowles (1 989), Bhola (1989)' 

Brookfield (1 987), Collins ( 199 1) arnong others, it becomes clear that a philosophy of 

adult education is bas4  on: 

- bringing about change in society 

- promoting and rnaintaining a positive social order 

- promoting productivity 

- enhancing personal growth 

According to Beder (1 989)' a philosophy of adult education can be divided into 

different schools of thought - the liberal progressive where there are prescribed ends of 

adult education and the focus is on change and dernocracy. In this tradition, the teacher is 

seen as the rnaster of the subject matter and the students as the receiven of knowledge. 

The dominant method of teaching is the lecture and the main outcome is seen as the 

development of one's intellect and moral values. Then there is the critique which adheres 

to a more Manlist vision of socieîy. This ideology criticizes the unequal structures of 

society and stresses the ernpowerment of the individual. There is the belief that learning 

should begin with the experiences of the leamers themselves and that the teacher is a 

guide or facilitator. The goal of adult education is seen as fostering what Freire (1 989) 

refers to as "critical consciousness." There is need to make leamers conscious of the 

forces that control their lives so that they can become ernpowered and be able to take 

action to change their situation. The other school of thought is that of personal growth. 

Here emphasis is on the individual instead of society. The objective then of adult 



education is to assist people to make choices so that they will utilize their potentials to the 

fûllest. 

Similar to Beder, Draper (1993) discusses a philosophy of adult education by also 

identifLing three general areas based on the behaviourist, humanist and radical theories. A 

philosophy grounded in the first theory has its programs set up with pre-detennined 

objectives to be achieved. Education becomes very task oriented and ignores the previous 

experience of learners. There are competency based tasks which are ordered and the 

leamers must go ihrough these in sequence in order to attain a pre-determined goal. 

Within the humanist philosophy, the focus in on the individual, promoting self-growth 

and self-actualization. This philosophy shares a belief in the goodness of the individual 

and in his or her capability to develop to the fullest. It prornotes the concept of self 

direction and self-directed learning. Then there is the radical philosophy based on Marxist 

ideas and which leads leamers to a critical examination of their life situations motivating 

them to action for positive social change. 

Adult education originally revolved around people and their problerns in a society 

which was seen as perfect. However, a more counter critique aspect of such education is 

being surfaced within critical (radical) theory of adul t education. This theory focuses on 

social transformation. 

Critical Pedagogy 

Within the past two decades, critical pedagogy has emerged as an alternative 

theoretical perspective in education. This pedagogy provides the foundation for a more 

"critical" view of knowledge, people and their experiences - one that is comected to 

practical human needs, that is, to the individual and structural influences that operate both 

upon and within society (Giroux, 1989). Cntical approaches to pedagogy then recognize 

knowledge as always partial and bound in complex ways to the social, political, economic 

and cultural conditions and actions that fornulate meanings and interpretations (Walsh, 

1990). 



Embodied in knowledge itself are relations of power and control. Focault (1 980) 

speaks of this power as present not only behind those who know and those who do not 

h o w ,  but more concretely grounded in the conditions which make possible the 

dichotomy. Knowledge is tied to the social, political, cultural and economic conditions of 

society and the ways it is organized in educational institutions produce and maintain the 

dominant interest. Critical pedagogy recognizes these interests as present in adult 

education, as well as having a disproportionate and limiting effect particularly on poor 

students, women, ESL leamers and students of colour. Criticai theorists believe that 

people should not be passive to this domination but should develop active foms of 

resistance and counter knowledge production (Giroux, 1985; Mc Laren, 1989 and Walsh, 

199 1). 

Kretovics (1985) notes that although cntical pedagogy c m  be seen as linked to 

critique and the ernancipation of learners, it is not limited to this interpretation. He 

presents critical pedagogy as seeking to provide an alternative framework whereby people 

cm understand and explain relationships between education and the wider society so that 

they c m  reflect and make judgments about the knowledge foms provided by the 

educational institutions and point to alternative strategies informed by more democratic 

interests. As Garrison (1994) notes, within critical pedagogy there is critical reflective 

learning between the internai and extemal world of the learner. He or she c m o t  develop 

meaning in isolation. The learner has to be presented with the opportunity to constmct 

meaning through critical discourse with informed others, and these informed others may 

be the classroom teachers. This necessitates a shared control of the learning process. 

According to Garrison, one individual cannot take over control in such a situation. If nof 

there will be indocûination instead of learning. 

Critical Theorists 

The discourse of critical pedagogy has corne to be largely associated with writers 

such as Paulo Freire, Henry Giroux, Peter Mc Laren, Stephen Brookfield, Ira Shor, 

Michael Collins, arnong others. Their pedagogical tenets and theoretical underpimings 



are derived fiom a view that education is linked directly with the socioeconomic, socio- 

cultural and political order. 

Freire (1 972) sees education as a purposehl contextual transformation which 

provides leamers with the opportunity to analyze and interpret their own lived 

experiences. Freire's method of "teaching" literacy skills to the poor people in Brazil so 

that they could improve their standard of living and take control of their lives has been 

referred to as "conscientization." Within this process of learning, people extend both 

understanding and consciousness of their cultural and histoncal background centered in 

the personal and social construction of meaning. Through these meanings, constructed 

and deconstmcted, learners become ernpowered in that they are able to understand and 

transfonn their situation. 

Of course, these arguments for a more critical approach to learning are directly in 

confiict with traditional schooling which Freire says uses the '%bankg'' method of 

education where learners are seen as empty minds to be filled with facts by teaching 

experts. Kretovics (1 985) in critiquing traditional education says that such education has 

been placed within a technological framework seeking to determine how people can best 

fit within the structure of the given society. He supports Freire's idea that traditional 

education sees knowledge as the acquisition of facts and figures. The question which is 

always foremost in the minds of traditional educators is how best can learners absorb the 

body of knowledge needed to be passed on. 

Giroux (1 988), cornmenting on traditional schooling points out that educational 

traditionalists have ignored the question of making education meaningfil. There is no 

emphasis on making people critical and in the long run emancipatory. It is the feeling 

among those advocating a critical pedagogy that traditional education suppresses rather 

than exposes important questions regarding knowledge, power and domination. Shor 

(1 986) sees the education system as hierarchically structured and corporate in nature. He 

says that what it seeks to do is produce a "cafeteria" style curriculum, authoritarianism 

and ultimately inequalities. 

Giroux, like Freire, sees education as linked to the social, cultural and political 

milieu. In his discourse on literacy for critical thinking, he advocates that literacy must be 



defined primarily in tems of the political and social context (Giroux, 1993, 1988). He 

explains that it is political and social in that how people read the world is always 

embedded in relationships and power structures of society. People read the world 

differently according to their individual circumstances of race, class, gender or politics. 

These differences, posits Gïrowr, are very critical for understanding not simply how to 

read and write but how to recognize that one's identity matters as a part of an active set of 

politics and practices aimed at bringing about democracy, equality and freedom. Piper 

(1 988) believes that awareness of the relation between language and ideology is central to 

critical pedagogy since it is through language that the control and power structures of a 

society c m  be ernbedded, concephialized and transmitted. 

Giroux believes that critical pedagogy can lead to transformation through three 

specific fields of discussion - production, text analysis and lived cultures. Production is 

seen as understanding education within the larger framework of societal structures of 

politics, power and inequalities while text analysis focuses on the ability to analyze and 

deconstmct curricular and other materials making thern the objects of inquiry. Lived 

cultures can be seen as a framework of questions which explores the lived experïences of 

people and analyzes how power, dependency and social inequalities help or limit leamers 

considering such factors as race, class, gender or cultural background. The relationship 

between power and knowledge is not just chance but is related to ideology. It is important 

for leamers to understand the dynamics of knowledge, power and control. There needs to 

be a dialectical analysis of knowledge in a process of reflection and transformation. 

Education and the wider society can definitely be dialectically linked within critical 

pedagogy. 

There is the recognition then, by critical theorists that al1 knowledge is constituted 

in a particular social, cultural and historical set of relationships. Knowledge is not value 

fiee but is an ideological process with relationships in power, culture and control. 

Pennycook (1990) daims that one of the main tasks of critical pedagogy is to make 

explicit how knowledge is conceptualized and legitimated within schools and the society 

at large and to examine critically those foms of knowledge used to produce new foms. 

As Giroux (1988) underscores, within critical pedagogy, knowledge and power are 



brought together not only to ascertain experiences but to question and explore these, to 

shed light upon broader theoretical considerations, to identi@ limitations. It is not the 

objective of critical pedagogy to make learners more efficient consumers of existing 

noms and practices. In fact, Collins (1 99 1) cails for critical thinking as the central core 

of adult education in the belief that such thinking would reveal how society is stmctured 

to serve the interests of one dominant group of people while rnarginalizing a greater part 

of the populace. He calls for a more transfomative pedagogy and the refashioning of a 

just society. In the sense of a 'prophet" more than a "revolutionary," he declares that the 

fostenng of criticai pedagogy should be with the object of justice, emancipation and 

equali ty. 

Brookfield (1 987, 1990) also links his discourse of critical thinking to making 

leamers conscious of the forces which act upon their lives and which are responsible for 

their present circumstances. Brookfield is of the view that emancipatory action as a result 

of critical thinking would help people move away nom controlling social and political 

forces and allow them to take control of their Iives and gain individual and collective 

freedom. However, despite al1 the negative attributes that critical pedagogy places on 

traditional schooling, this theory itself also has its fair share of criticisms. 

Criticisms of Criticai Pedagogy 

Cnticisms have been levelled against critical pedagogy by those who value a more 

consmative and rational approach to education. Knoblanch and Brannon (1993) point 

out that cntical pedagogy faces problems of implernentation rooted in what they cal1 an 

assortment of Marxist, feminist and post-modem intellechial positions. They Say that 

these positions present conceptual difficulties that make the theory seem very daunting. It 

is not easy for practitioners to ernbark on the course proposed by this thmry since there 

are not very clear cut guidelines for practice. Knoblanch and Brannon see critical theory 

as more philosophical theorking. This analysis is supported by Gore (1 993) who feels 

that critical theorists (in particular, Giroux and Mc Laren) have failed to corne up with 

specific practices for the classroom. She claims that they describe a broad fiamework - a 



social vision for teachen to work at creating but are unable to prescribe specific processes 

that would bring this vision to hition. Going back to Knoblanch and Brannon, their 

greatest critickm is that within this theory the oppressed are treated with a simplicity that 

is paternalistic and somewhat hurniliating. They find this unethical. 

In addressing the issue of ethics within critical pedagogy, Gore (1 993) is of the 

view that the aspect of ethics is sadly lacking. It would seem that critical pedagogy leads 

to making assumptions and generalizations about people without their ever being aware 

of this. Gore feels that critical theorists ernphasize what to do and Say for others rather 

than what they are asking others to do for themselves. There is a "godfathering" kind of 

attitude by the critical pedagogist. Gore notes that in the effort to move people beyond 

oppression there has been a lack of focus on reflectivity. Her major question is whether 

educators should label themselves as a transfomative intellectuals or practise critical 

pedagogy without attempting to define their pedagogy in this particular way. 

Kirk (1986) expresses a concem about the professional ethics of practitioners in 

the field of critical pedagogy. His fear is that teachers may not have a real understanding 

of what this pedagogy is al1 about and may become involved in the wrong way for the 

wrong reason. He criticizes critical pedagogy for overlooking the prooblem of teachers 

themselves not being aware of the inert nature of knowledge and its role in perpetuating 

social inequalities before they can become involved in a process of dialogue with their 

students. Kirk wonders how this would be accomplished. The vision of critical thinking, 

he daims, seerns very utopian with very idealized solutions. 

Ellsworth (1989) agrees with the criticisms of a uopian vision of critical pedagogy 

singling out its broad objectives of dernomcy, empowement, equality and justice as an 

educational mirage. She sees such a pedagogy as based on the "ideal" rather than the 

"rational." For her, reflection and critical questioning in critical pedagogy are not rational 

actions since the leamers doing the questioning would have gone through a process of 

socially constnicted irrational experiences because of their disempowerment and 

marginalization. She alludes to the fact that strategies designed in a more critical 

approach to education give the illusion that there is equality but the fact is that the 

authoritarian nature between teacher and students cannot automatically be discarded. 



Ellsworth also sees ernpowerment as treating the symptoms but leaving the disease itself 

unattended. She suggests that more realistically, leamers should be helped to become 

"capable of a sustained encounter with currently oppressive formations and power 

relations that refuse to be theorized away" (p. 308). 

Comelly (1 996) makes the point that Jurgen Habermas has been one of the 

theorists who has had a great influence on the development of critical theory, yet, he 

daims that many of the proponents of critical theory do not demonstrate a familiarity 

with Habermas" work. He is concemed that there is some ambiguity and contradiction 

regarding the way critical theory is being expounded noting that there is a distinct 

difference between aitical thinking and critical theory. Connelly singles out one adult 

educator, Michael Collins whom he says is concemed with the way a number of adult 

educators are using the t e m  so broadly even to include self-directed learning which 

Collins sees as still instrumental and working towards a colonization of education. 

Comelly is very critical of the misrepresentation and different frameworks for critical 

theory suggesting that educators become more familiar with Habermas' work so that 

there can be a really infomed theory. 

Although some of the facts may be misrepresented by the critics of critical 

pedagogy, their illustrations of the difficulty of involving leamers in critical thinking 

skills are very important and worthy of attention. Their observations and comments do 

add to the literature on critical pedagogy and provide stimulation for the "critical" debate 

about education. They also present a much needed voice against what writers may refer to 

as the canonization of critical pedagogy. 

A Participatory Mode1 of Adult Education Based on Critical Pedagogy 

Within the critical theory literahire there is the underlying philosophy of adult 

education as an instrument of conscientization and empowment and not merely a tool 

for the delivery of information and skilIs. This transfomative education is characterized 

by a curriculum which is organized around ideas which are important to leamers, highly 

interactive teaching strategies, active leamer involvement and activi ties which require 



leamen to participate in personal, social and civic action to make their classroom and 

cornmunities more democratic and just. 

Originally, the model of adult education has always been one which comprised 

five stages - identifj6ng needs, defining objectives, identieing expenences to meet these 

objectives, planning and sequencing leaming activities and evaluating the program in 

terms of attainment - the Tyler rationale (Tyler, 1967). Cntical theorists criticize this 

classical model of program planning based on the Tyler rationale as being conceptualized 

within a narrow paradigm, which is inconsistent with the real world of aduit education. 

Within this model, authority is assumed by the educational institution. 

Arguments are now for a more leamer centered approach to adult education. 

There has to be a constant process of negotiation between learners and those who 

facilitate the learning process. Giron (1988) feels that it is difficult to outline objectives 

in advance, particularly objectives which would relate to the development of critical 

consciousness in adults. A predetennined objectives approach is basically instrumental 

and does not focus on very significant parts of personal leaming. This approach is in 

direct conflict with the belief that the most significant leaming experiences of adults are 

not those specified in advance in terms of objectives. What is important within adult 

education is that adults participate in reflecting on their experiences, their goals and 

aspirations, the social context in which they find themselves, with the hope that this may 

lead to positive changes in their self concept and the questioning of their uncntically 

intemalized noms. They need to be presented with the opportunisr to re-evaluate their 

behaviour fiom a new perspective - Mezirow's perspective transformation or Freire's 

conscientization (Mezirow, 1 99 1 and Freire, 1972). 

With regard to needs assessment, needs should be expressed by the leamers 

themselves - felt needs instead of prescribed needs. Bergevin (1967) says that participants 

in adult education prognuns should not be forced into predetemined activities by a group 

of administraton who "frequently orient the program towards administrative convenience 

rather than the students' needs" (p. 50). On this score, Klevins (1972) suggests that the 

best method for i den t iwg  needs is to ask participants what they would like the program 

to do for them. He feels that adult learners corne to the classroom with certain 



expectations and therefore, "it is critical for the adult student to be both actively involved 

in determining his goals and his educational process" (p. 88). Nunan (1985), in discussing 

the needs analysis he did on the Adult Migrant Education program in Australia, suggests 

that establishing leaming needs of individual leamers c m  only be done through the 

lengthy process of getting to know each learner. Time has to be spent in developing 

relationships with learners so that the educator can understand what are leamers' 

expectations of the program and the circumstances that brought leamers into the 

classroom in the first place. It is only through dialogue with learners that real needs can 

be identified and used for program development. If reai needs are not addresseci, then 

leaming becomes a static process. 

Long (1 983:222) says that when educators operate through prescribed needs they 

"condernn education to an adaptive reactive mode1 and tum themselves [educators] into 

mere providers of consumer goods." Long also discusses the failure of models of 

programs to address the broader sociological and psychological perspectives in program 

planning. This is an important consideration since plamers ofien are not aware of Iarger 

social issues and philosophical concems regarding the purpose of adult education. They 

do not understand that adult education programs are created within a political climate 

which ultimately fiames the outcome of such education. 

Bergevin (1967) believes that adult education must have a greater purpose than 

leaming skills for employrnent. It should be able to help people live full and productive 

lives. There is no need for adult teachingflearning based on the educator's propagation of 

tmth or what should be, without the learner having a Say in what is happening. Bergevin, 

says that this one way Street of learning retards the adult maturation process. If there is to 

be full adult growth and development, this will depend on how ideas are taught, or 

whether adults are encouraged to approach problems and tmth as full partners in the 

Ieaming process. Bergevin stresses that adults should have something to Say about the 

forces which shape them and their lives. This is an important aspect of the education 

process since if adults are to develop into mature persons who can take responsibility for 

shaping their personal and social destiny, they should be provided the oppominity to 



assume such responsibility. Telling thern that they must be responsible persons is not 

effective. They need to practise being responsible in their learning activities. 

Klevins (1972) supports this argument. He sees adult learners as equal partners in 

the leaming process. He emphasizes that adults leam fiom each other and with each other 

in a cornmunity of mutual sharing and a curriculum prescnbed by the rapidly changing 

needs of society. KleWis believes that al1 parties concerned must be involved in the entire 

planning of the education process. 

It would seem then that a basic tenet of adult education is the involvement of 

learners in the planning of the education process. The teacher serves as a potential guide 

but learners are involved in the decision making process. Knowles (1 970) suggests that 

where numbers are too large to warrant individual input, educators can make use of 

representative cornmittees or councils where al1 leamers can participate b y proxy. The 

leaming/teaching transaction is a mutual responsibility of both teacher and leamer. A 

study conducted by Freire and Enoch in Freire (1985) to examine a collaborative 

approach to literacy favours this argument. They found that with such an approach, 

leamers were able to develop more positive concept of self and gain self-esteem. 

Cognitive benefits included the oppominity to share knowledge with other learners and 

the teacher, ability to retain ideas and the development of reading, writing, speaking and 

listening skills. Learners were also able to gain a strong sense of independence and saw 

the teacher as a guide instead of the expert on al1 issues. 

Bhola (1 989) also sees the teacher as a guide. He points out that the teacher has to 

be more of a catalyst than an instructor, opening the way for questioning and active 

leaming. He suggests that adult learners should be challenged to participate in their own 

learning. Also, they should be able to challenge cumculum changes, content and 

evaluation. He concludes that adults leam best when education is ernpowenng and 

liberating. 

Shore (1 994) agrees with the idea of challenge in the classroorn. In her article 

Possibilities for Dialogue: Teacher Questioning in an Adult Literacy Classroom, she 

advocates for teaching practices which encourage leamers to ''think, m a t e  and question 

in order to participate effectively in society." This approach, she clairns, has to be 



effected through the kind of teaching which encourages learners to participate actively in 

what they learn, how they l e m  it and why. A more critical approach to teaching/iearning 

challenges the notion that there should be acceptance of the status quo and tolerance of 

systematic patterns of discrimination embedded in the practice of adult education. It 

should be noted, however, that it is not enough to Say that learners are involved in their 

own education. How such involvement takes place is also very important. There should 

be strategies aimed at intentionally supporting active program development beginning 

with the realities of the learners and their personal experiences. 

Brown (1994), in her article "The Advancement of Leaming," advocates for adult 

education to be sited within a h e w o r k  which is active, strategic, self conscious and self 

motivated. She argues that leamers need to be aware of their own strengths and 

weaknesses and develop their own strategies for learning. Every leamer is an individual 

with different capabilities and different life experiences. They will participate in their 

education process in different ways. What is important is that they are given the 

opportunity to do so. Elsley (1986) believes that for many practitioners in adult 

education, participation by leamen in their own program is the central question for which 

there are no clear cut answers. Non-participation by disadvantaged sections constitutes a 

major challenge to the idea of adult education. Central to an understanding of 

participation in adult education, conchdes Elsley, are the concepts of social class and 

subcuhre. 

Further, the link between social class, and other social position indicators such as 

gender, age, education and ethnicity and participation in education has been used to 

discuss wider issues such as the equality of opportunity. On this issue, Jones (1984) notes 

that there is a lack of participation in adult education fiom those in the lower socio- 

econornic groups. He feels that people are discouraged f?om participahg in their own 

education by a sense of their own inadequacy and by their fear of an unwelcorning 

bureaucracy in administrative amangements. 

It can be seen that the adult education literaîure is pemeated with references to 

the development of active and critical approaches to learning. The sarne is true for 

learning English as a Second Language. Nina Wallerstein's (1993) work on using 



problem-posing techniques for the teaching of ESL, based on a critical theory mode1 of 

adult education, sets the tone for M e r  development. Wallerstein suggests in her work - 

that teaching practices have to encourage leamers to think, create and question in order to 

participate effêctively in society. 

Critical Pedagogy and the Teaching of Adult ESL 

Adult ESL programs seem to follow the more traditional form of education with an 

emphasis on a technological fiamework which tries to determine how best newcomers 

can fit within the given structure of society (Pemycook 1990; Graman, 1985 and 

Macedo, 1994). Pemycook (1990) condemns the teaching of adult ESL as a technical 

process designed by the experts and passed on to the Iearners. He finds that teachers are 

obsessed with passing on technical language skills and everyday kùids of information to 

their leamers. There is infonnation for life skills or survival skills and focus is on 

activities like pronunciation, accent reduction and consûucting grammatically correct 

sentences. 

Graman (1 985) admits that ESL teachers do struggle with relating inappropriate 

knowledge to the daily realities of classroom practice forgetting the social, political and 

cultural milieu in which the language is situated. He highlights how second language 

teaching is reduced to transmitting messages rather than providing an understanding of 

people and their relationships to the rest of society. From the comments made by the 

aforementioned writers, it would seem that adult ESL programs function similarly to 

schools as socializing agents with the objective of categorizing, filtenng and cooiing out 

leamers so that their ambitions are not utopian but realistic in terms of available 

opportunities within the new society. The package of ESL leaming seems to include 

discipline, confonnity, and the ability to follow instructions to prepare oneself for the 

workforce and to accept supenision and one's position in the new society. 

Pemycook (1 990) also raises the issue of ESL teaching being divorced from 

social and culturaI issues. The focus has been with how language leaming can be 

achieved and this has been done at the expense of more important issues. Too much 



emphasis is placed on setting behavioural objectives with the assumption that language 

leamhg can be accomplished by mastering pre-specified hiefafchically arranged items. 

Pennycook argues that a theory of language is inadequate for second language education 

and isolates the language rather than places it within a societal context. Shor (1987) adds 

to this argument with his strong belief that literacy is not the development of functional 

skills and the acquisition of a fixed body of knowledge. Its aim should be to see 

knowledge as socially constructed as an ideological process and to help decode the 

ideological dimensions of the texts, institutions and social practices so that Iearners c m  

become thinking citizens capable of analyzing, and where necessary, challenging the 

oppressive characteristics of society. 

Wallerstein (1 993) agrees that critical thinking is important to any ESL classroom 

practice. She points out that leamers need to be presented with the opportunity to discuss 

their expenences and uncover the social pressures which affect them as a minority 

people. Finocchiaro (1989) notes that ESL teachers have to keep learners highly 

motivated by ''using their interests, lives and cornmunities as a starting point for creating 

teaching situations" (p. 23). Learners need to explore their own life situations and to use 

their new found language skills in their lived context. Frolich and Paribakht (1984) also 

speak to the importance of teachers creating life situations in the classroom and 

simulating the conditions learners will be faced with outside. These realities brought into 

the classroom, posits Wallerstein (1 993), help learners to develop a critical view of 

society and by analysis and reflection, leamers can adopt positive stances towards change 

within their own Iives and their communities. 

Graman (1985), in sharing his personal experiences as an ESL instmctor for 

newcomers describes how ESL learners ". . . suffer from an abuse of professional 

authority that denies the value of their ideas and inter-laquage constructions" (p. 438). It 

is the view of teachers and administrators that leamers should get on with the 

grammatical content and pronunciation of words. Graman, however, advocates that for 

language to be meaninfil to the leamers, for it to provide hem with the linguistic ability 

to fbnction as active decision makers in society, there has to be dialogue about the reality 

of the leamers. He denounces language classes which focus on what he labels the 



"tourist" kind of infornation which focuses on ordering a cup of coffee, asking direction 

to the shopping centre or engaging in travelo these satisQ the sunrival needs of limited 

social hctions. The language to accomplish these tasks is instrumental and very easy to 

Ieaxn. 

On this score, Auerbach and Burgess (1985) suggest that there needs to be a re- 

examination of the survival literature in ESL which has become quite popular. Survival 

materials are oriented around daily living activities such as banking, housing, health and 

employrnent. There is no emphasis on the tasks which adults need to pesform in their 

everyday lives in cumcular development. Also, it is doubtful that survival cumcula are 

situationally realistic with the real world actually presented in the ESL classroom. It is 

not a tnie reflection of what adults actually encounter outside of the classroom. 

Auerbach and Burgess (1985) point out that texts of ESL do not take into account 

the socio-economic conditions of newcomers' lives. They reflect middle class culture, 

values and hancial status. Graman (1 985) tells about how he finds ESL texts used for 

his class useless and far removed fiom the realities of his learners. He found the texts 

"artificial and alienating" and not in keeping with the life situations of the leamers he 

worked with (p. 435). But as Kretovics (1985) undencores, it is a known fact that the 

interests, which underlie mainstrearn educational perspectives, serve to constitute what is 

legitimate knowledge. What is excluded fkom the ESL cumculum is as important in 

shaping people's perceptions of reality as what is included. There is failure to address 

such issues as employment discrimination, the non-recognition of learners academic 

credentials, racism, hostility, marginalization, injustice. There are always polite 

conversations taking place at the doctor's office, over the telephone for an under paid bill 

or a customer reîuming an article of clothing without a receipt. These do not prepare 

learners for the real expenences when they encounter thern - the situation of tenants who 

are refused to rent an apartment because of their skin colour or a Chinese Canadian who 

walks down the street and is called a "yellow chink." 

What ESL texts also do is prescribe certain roles for leamers. Sociologists have 

pointed out that education is an important social and political force which reproduces 

class formation (Sarup, 199 1). Auerbach and Burgess (1985) explain that in sumival 



materiais, the hidden curriculum often "'takes the form of preparing students for menial 

positions and teaching thern the corresponding language of subservience" (p. 158). They 

go on to Say that texts highlight the lowest paying jobs as options for newcomen such as 

busboy, waiter, cook, janitor, factory worker, and dishwasher among others. Wallentein 

(1993) concurs with this argument and lists some very popular ESL texts in which these 

jobs are the main focus of the units/themes on employment. There is a presupposition that 

newcomers, despite their previous education and experience, m u t  start at the bottom. 

Piper (1988) points to Brandt (1980) who refers to the exploitation of immigrant workers 

in the United States, Britain and Canada who work far below the level of their 

capabilities. As an ESL facilitator who has worked with hundreds of newcomen, and as a 

newcomer myself, 1 agree that this has been the trend. One glaring exarnple is that I have 

visited every major mal1 in Edmonton and have discovered that the majority of cleaners 

in the food courts are immigrants many of whom have held "professional" jobs in their 

The truth that the structural demands of the economy - the need for cheap labour 

which Canadians are unable to supply, is seldom examined. Leamers are taught the 

language associated with being at the bottom of the power hierarchy is what Auerbach 

and Burgess conclude. Pein (1993) therefore calls for the deconstruction of ESL texts and 

alternative ways of looking at language and putting it into specific institutional and social 

contexts and examining how beliefs and attitudes are ernbedded in these contexts. In the 

sarne light, Aronowitz and Giroux (199 1) suggest that teachers need to examine how the 

roles for educators and leamers are outlined in texts. They have found that there are texts 

which build great chasms between teachers and learners and which see learners as: 

unquestionhg dolts, duped into an uncritical acceptance 
of distorted meaning perspectives which have made stnrcturaI 
oppression, economic inequity, racism and sexism and the 
silencing of divergent voices seems wholly naîural (p. 75). 

Macedo (1 994), in analyzing literacy education for minorities, advocates that there 

needs to be a democratic and liberatory education different h m  traditional approaches 

which ernphasize the acquisition of mechanized basic skills while divorcing education 



fiom its ideologicd and historical context. He suggests that ESL programs should be 

largely based on the notion of a democratic and liberating education in which education 

could be seen as one of the main vehicles by which "oppressed and voiceless" people are 

able to play an active role in the transformation of their society. 

Newcomers who must learn the new language so as to integrate in the new society 

must then be given an opportunity to become actors in the construction of the soàety of 

which they would like to be a part. Kretovics (1985) calls for critical pedagogy in the 

ESL classroom which would help to provide leamers not only with functional skills but 

also with the conceptual tools necessary to critique and engage society with its 

inequalities and injustices. This is glaringly noted in a study conducted by OISE in 1980 

on adult leaming principles and how these apply to literacy programs (Brundage, 1980). 

Brundage notes that the International Symposium for Literacy found that, "Literacy like 

education in general is a political act. ït is not neutral, for the act of revealing social 

reality in order to transform it, or of concealing it in order to preserve if is political ..." (p. 

6). The report continues to Say that al1 education is constnicted on a political philosophy, 

which makes the assumptions about how and what will shape learners' experiences. 

The education of ESL leamers is more than rnaintaining the status quo, the 

concem with filling slots within the social and economic milieu. It is about providing for 

democratic thinking people. Many immigrants and refugees come to Canada because of 

oppression and dictatorship rules in their own countries. They look to Canada for freedom 

and democracy but such freedom cannot be achieved within a language which seeks to 

confine rather than open up understanding of the broader perspectives of the present 

society, and societies from which lemers have come. 

Coppyock (1995) notes that democracy requires more than just the opporhmity to 

vote and obey the laws of citizenry. It includes the oppomuiity to participate in society in 

a meaningful way. Participating democracy requires that citizens become involved in 

making decisions on issues about their education and their lives in general. The skills for 

doing this need to be fostered in the classroom but it is known that Canadian society is 

managed by a senes of organizations or bureaucraties, whose roles are to guide, shape 

and facilitate but yet to constrain its members. Grarnan (1 985) suggests that classroom 



practices should help learners to develop intellectually and linguistically critically 

learning the Ianguage to enhance their ability to gain access both outwardly to the data of 

interrelated societies and inwardly to the society of adaptation. This gives the opportunity 

to locate themselves in a broader economic and socio-political context. 

A cumiculum based upon nitical thinking asks ESL teachers to emphasize their 

lemers' experiences. Cummins (1 984) in his study of cognitive cornpetence of ESL 

leamers suggests that leamers acquire second language conversational proficiency sooner 

than academic proficiency because there is considerable more meaning in face to face 

context embedded situations than in reduced academic tasks. He declares that ESL 

learners have ofien failed to develop high levels of second language skills because the 

language has not been situated in the context of their everyday lives. Adult ESL learners 

cannot l e m  ''usefully" unless teachers develop an understanding of the different ways by 

which students' perceptions and identities are constituted. As McLaren (1 994) points out, 

teachers need to have an understanding of how leamers' experiences in their everyday 

Iives produce different voices students employ to give meaning to their existence in 

society. It is crucial for teachers to understand how the social world is experienced by 

students. If teachers do not try to have this deeper understanding then they will be able to 

provide shidents with the language but not with a voice. 

For critical pedagogy to take place in the ESL classroom, teachers thernselves 

must first Ieam to think critically. They need to question the fonnal and hidden 

cumculum so as to identify these ideological and social practices that prevent learners 

from being qua1 members of their society. Teachers must be willing to develop and use 

critical language in order to structure school experiences around a public vision of self 

and social empowerment. As Mc Laren (1994) notes, this type of stmggle also seeks to 

&pi@ teachers in their capacity as social critics. Teachers have to do more than 

legitimate shared assumptions and agreed upon established conventions. "The teacher 

performs a social fùnction that is never innocent. There is no neutrality, non partisan 

sphere into which the teacher cm retreat to engage student experience7' (Mc Laren, 1994: 

241). 



There is the feeling, however, that teachers are afhid to question because they 

feu  the answers they may receive. It is much more secure to talk about things for which 

the answers are known. Teachen who are committed to traditional schooling see classes 

on critical thinking as a threat to their established values - questions by the students may 

show them as ignorant. Macedo (1994), in tracing his life as an immigrant in the United 

States and sharing his experience of grappling with leaming the language, says that he 

came to the realization that many people who acknowledge their philosophy of 

empowering minorities feel uncornfortable when these minonties actively develop their 

own voice and become critical and outspoken. In the introduction to his book, he claims 

that these sarne liberal educators turn around and try to stifle the voices of those 

minorities particularly if those voices threaten their own class and privileged position. 

There is aiso the possibility that leamers may react negatively to critical pedagogy 

afier spending years in the traditional classroom setting. Nunan (1995) points out that it is 

a mistake to assume that learners corne into the language classroom with a natural ability 

to make choices and decisions about what and how to learn. He claims that there are few 

learners nanirally endowed with the ability to make informed choices. He advocates for a 

learning-centred (rather than leamer-centred) approach in the classroom. This approach 

he hopes will cany lemers towards the ability to make critical pedagogical decisions by 

systematically training them in the skills they need to make such decisions. Focus is not 

only on content but also on process. Shor (1987) also addresses this very concem but in a 

different way. He considers that there is nothing wrong with learners not responding to a 

critical approach in the classroom. He says that if this happens it does not invalidate the 

process of encouraging dialogue and participation arnong learners. It is just that the 

situation may not be ready for this transformation process. Shor declares that this is 

important to note since teachers may feel that there have to be constant successes to be 

convinced that the right decision was made to introduce leamers to a more critical 

approach to leaming. 

It is acknowledged, as some of the critics have claimed, that putting cntical 

pedagogy into practice is not a very easy task. With ESL education, part of the difficulty 

lies in the textbooks and cunicula ESL programs use. These often dictate what programs 



should be like (Graman 1985). To complicate rnatters M e r ,  fbnding for language 

programs depends on meeting the demands of the provincial and federal governrnents or 

other funding agencies. For funds disbursed, there needs to be some f o m  of 

accountability, the easiest being, rneasuring output at the end of programs in terms of test 

scores or the ability to cornplete competency-based tasks. Applying critical pedagogy to 

leaming a second language is also specially challenging with groups of leamers who are 

less critically conscious. It is very difficult to involve the critical thinking aspect to the 

teaching - leaming situation when people do not wish to take an analytical stance to what 

is being learnt. The most challenging task then becomes helping people to search for, and 

examine critically, the foundation on which their own views are built. 

The literature suggests that if ESL programs are to respond to the challenge of 

creating a more jusf democratic and humane social order, and if newcomers are to 

become ûuly active and responsible citizens, then the type of education these programs 

provide should be seriously exarnined. ESL education should be relocated within a 

broader range of a holistic educational, sociai, political and histoncal context. The 

empowerment of learners should be seen as important. This ernpowerment has to include 

not only a critical elernent that would help leamers plan for their own learning 

experiences and draw upon and investigate their own cultural resources and knowledge 

claim but also a transformative vision that would aim to change the negative forces 

within society. 



CHAPTER THREE 

RESEARCH SETTING AND METHODOLOGY 

Poiitical and Social Setting 

Background 

In order to place this study within a particular context, it is important to describe 

the political and social setting in which LMC programs are situated. Selman (1 983) 

descnbes Canada as an immigrant society. The govemment of Canada seeks to encourage 

and facilitate the entry and adaptation of immigrants to Canadian society by promoting 

cooperation between the government of Canada and other levels of government and non- 

governrnental agencies with respect to such adaptation. One of the major concerns of 

Canadian immigration policy is that the prospective immigrant does not become a 

financial burden to Canadian society but, rather, that such a person should be in a position 

to contribute to the nation's economic development. 

Alberta responds to providing services for newly arrived immigrants in a number 

of ways. Alberta Immigration and Settlement manages provincial immigration and 

settlement activities. According to Alberta Career Development and Employment (1 992), 

this division assists in developing immigration plans and policies which promote 

economic growth. Activities are planned to enable new immigrants to meet ski11 

shortages in the workforce and there are support prograrns which are supposed to help 

immigrants to meet their own, as  well as, Alberta's economic and social goals. Prograrns 

for new immigrants include reception, orientation to life in Canada, translation, 

interpretation, language training, employrnent training, family support and citizenship 

services. The federal govemment allocates a substantial sum of money to the province of 

Alberta for the education of newly amived immigrants to facilitate their integration into 

Canadian society. However, there is a new initiative being put in place by the federal 

government whereby federally funded programs will now corne under the administration 

of the provinces. This process is being referred to as Settlernent Renewal. 



Settlement Renewai 

Settlement and language training, together with other services for immigrants, has 

Iargely been the responsibility of the federal govemment. The Immigrant Seniement and 

Adaptation Program (ISAP) helps newcomers to adapt as quickly as possible to Canadian 

society by providing reception senices, refend information orientation sessions, 

interpretation and translation services, paraprofessional counselling and emplo yment 

related senrices. The Language Instruction for Newcomen to Canada (LMC) program 

f h d s  educational institutions, not-for-profit organizations, businesses, individuds and 

ouier levels of govemment to give basic language training to adult newcomers. There is 

also the Adjustment Assistance Prograrn (W) for government-assisted refugees who 

receive income support for up to one year afier they arrive. 

The role of Citizenship and Immigration Canada (CIC), involves developing 

national policies to issuing income support cheques to government-assisted refugees. In 

1994, CIC took a close look at its senices and programs and held public consultations on 

immigration with over 10,000 Canadians. The results of these two processes led CIC to 

develop a strategic Framework in which a simpler and more efficient system of funding 

settlement projects could be designed. CIC has decided that it will now rernove itself 

fiom the direct administration of settlernent services over the next two years and has 

begun a process of what is being temed settlement renewal. This process will change 

the way newcomer settlernent and integration services are managed in the country. The 

idea is to place more responsibility for newcomers into the hands of the provinces. 

There were four major issues for the provinces to corne to terms with and these 

have been listed in the Settlement Renewal ConsuItations Strategy document of 1995 

published by CIC. The issues are: maintainhg accountability for federal integration 

funds, the continuing federal role in newcomer integration, the composition and 

iünctioning of regional local structures responsible for the administration and allocation 

of the federal integration funds and the refbgee obligations and humanitarian 

cornmitments of the Canadian Government. Consultations on the settlement renewal 

process were held in the various provinces across the country and the result of these has 

been that the provincial govemments are the preferred partners. It has been announced by 



CIC that negotiations with the provinces are currently taking place and there is the hope 

that the actual transfer of settlement prograrns to the provinces will take place sometime 

within the 1 998/99 fiscal year. 

At this point, I would like to make an important observation regarding the 

consultations. In keeping with the federal govemment's plan to hold constructive dialogue 

with those directly involved in the process of "settlement" for newcomers, a nurnber of 

semice providers were invited to the consultations. These included pnvate and not-for- 

profit agencies, public institutions, and provincial governrnent departments among others. 

The Settlement Renewal Consultations Strategy document does mention the importance 

of having newcomers themselves as a part of the consultations. However, at both 

consultation meetings 1 attended in Edmonton, the absence of newcomers themselves was 

notably significant. At present, 1 have no evidence to substantiate whether this group of 

people were consulted through another forum or whether they were cornpletely left out of 

the process. 

LINC Programs 

The transfer of settlement prograrns to the provinces includes the Language 

Instruction for Newcomers to Canada (LiNC) prograrn. LINC was set up by the federal 

government in 1992 to assist newcomers with overcoming Ianguage barriers. Barbara 

McDougall, the then Federal Minister of Employment and Immigration, announced a 

five-year immigration plan. The part of the plan, which addressed the settlement and 

integration of immigrants was cdled the Federal Integration Strategy (FIS). One of the 

most important mandates of FIS was to set new directions for language training and 

increase funding to make a more flexible range of options accessible to a greater nurnber 

of immigrants. When Employment and Immigration Canada released its new Immigration 

Language Training Policy (ILTP), instead of the three programs which were available 

before - Occupational English, Settlernent Language Program and Language at Work, the 

new program defined two ESL options for immigrants - LMC and Labour Market 

Language Training (LMLT). 



Employrnent and Immigration Canada in its LINC Guide (1993) states the 

objective of the LINC program as providing basic language training to new immigrants in 

either English or French. The hope is that LZNC will bring about "the social, cultural and 

economic integration of immigrants and refugees into Canada so that they may become 

paaicipating members of Canadian Society as soon as possible" @. 2). The intent of the 

program is to include orientation to Canadian material. 

The LINC program accounts for about 80% of ail federd money available for 

language training in Canada and aIlows for between 1000 to 1200 hours of language 

training. It is a pro- that was designed strictly for adult newcomers. Canadian citizens 

are not eligible and the age for intake into the program is 17 years. LMC classes are f?ee 

of charge. Within Alberta, the Student Finance Board provides training gants for leamers 

who qualie under the social assistance program to attend full-time LMC programs 

certified by Alberta Advanced Education and Career Development. 

In Edmonton, potential LINC leamers were previously assessed on the 

performance of seven tasks which involved speaking, listening, reading and writing 

through the A-LMC assessment tool. As of January 1997, leamers are being assessed 

through the Canadian Language Benchmarks Assessment (CLBA). The Canadian 

Language Benchmarks (CLB) is a new initiative by the federal govemment to standardize 

the description of English as a Second Language proficiency levels nationally. These 

descnptors range fiom literacy @re-benchmark) to Benchmark 12 and are organized into 

the three skiIl areas of speakingAistening, reading and writing. The CLBA is based on the 

benchmarks descriptors but testing for LMC is targeted fiom pre-Benchmark to 

Benchmark 4. Assessment for LINC programs is conducted through the Language 

Assessment, Referral and Counselling Service (LARCC) of the Edmonton Catholic 

Social Services. Following assesment, the learner is placed in an appropriate LINC class 

based on the lowest proficiency level identified. 

Whether Settlernent Renewal will bring about significant changes in the way 

LINC programs will be adrninistered, structureci and funded in Alberta is left to be seen. 

However, settlement renewal will have a direct influence on LINC prograrns in 

Edmonton. Meetings with personnel from CIC have indicated that LINC programs as 



they administratively exist will be subject to change. An analysis of these programs is 

therefore very timely and will provide usehl information for the fbture planning of any 

language instruction initiatives that will be set up for newcomers in Edmonton 

Searching for a Method 

My exploration for an appropriate methodology to gather the data that would allow 

me to analyze LINC programs in Edmonton and that would incorporate my own values 

while facilitating in-depth discussion with leamers in LINC programs led to a literature 

search. 1 was influenced by writers such as Miles and Huberman (1 984)- Guba (1 978), 

Spradley (L979), Bogdan and Biklen (1982)- Spindler (1987) and Burgess (1985) among 

others who advocate for a more qualitative approach to research. 1 had also used a 

qualitative design for the study 1 did for my Master's program since it made sense to 

speak with the people whose voices were important to my shidy. I strongly felt that this 

method would be the ideal for my present study since it was important to hear the stories 

of lemers in LINC programs in Edmonton. I suppose what my literature search did was 

provide reassurance for the choice 1 was about to make. 

I noted the tremendous interest that has been shown over the past years in using 

more qualitative methods of research than quantitative approaches. There has been 

heated debate about which method results in clearer findings and leads to a better 

understanding of the phenomenon being investigated. My belief is that it is not a matter 

of one method producing better results than the other. Rather, the consideration is what is 

more appropriate for the specific investigation being conducted. 1 chose to use a 

qualitative design for my present project because I felt it was more appropriate to the kind 

of enquiry 1 wanted to conduct. 1 wanted to speak with leamers who would provide me 

with the data for my sîudy. I wanted to hear their voices, see their facial expressions and 

really l i s t a  to what they had to Say. 1 wanted to gain as much contextual information as 

possible since this is important to understanding the information which would be shared 

with me. 



1 noted the comments of Spindler (1987) with regard to qualitative research as an 

attempt to record and report about a phenomenon being studied within its social context. 

There is interest in social interaction and the ways in which environmental factors either 

restrain or facilitate such interaction. There is also the desire to give meaning to these 

interactions as they happen within their social context. Bodgan and Biklen (1982) are 

concerned with the context in which behaviours occur. Spindler (1987) again adds that 

within qualitative research, it is important to understand the sociocultural factors which 

affect the behaviour being studied. 

My understanding of qualitative research is that it is concerned with who people 

are, how they behave and how they interact together. It aims to uncover their beliefs, 

values and perspectives from within the group and f?om the feelings and points of view of 

the group rnembers. In this study it is the meanings and interpretations of the participants 

that count. Since the research problem 1 investigated focused on the involvement of adult 

participants in their own second Ianguage learning experiences in LNC programs, it was 

only fitting that 1 allowed the participants themselves to tell their stones. This approach 

provided data about their beliefs and attitudes and their feelings about LMC programs, 

information which would have been difficult to acquire in any other way. As Wiersma 

(1986) suggests, this approach is definitely more sensitive to context since it seeks to 

explore the issues of participants within their lived experiences. 

At this stage, there was no concern about generdizability of the research results. 

Accurate descriptions of LINC programs were paramount Rather than simply tabulate 

results, it was more important for me to understand the programs fiom the perspectives of 

the participants who attended them. I wanted thern to share with me their ideas, feelings 

and beliefs about the programs and 1 wanted to detennine what these meant. It was also 

important to explore their viewpoints on some of the issues, which arose. While 

experimentation researches traditionally involve a hypothesis formation, this study did 

not start off from the point of a hypothesis. There was the hope that such a hypothesis 

would ernerge as the data collection took place and as I attempted to interpret the 

situation from the individuals who were interviewed. My preference was for the theory to 

ernerge From the data. 



Al1 researchers operate fkom a certain paradigm - a basic set of beliefs which 

guides one's actions. Whatever paradigm the researcher operates fiom will make 

particular demands on him or her including how the research questions are formed and 

how the information is interpreted (Denzin and Lincoln, 1994). My research design falls 

within a constructivist paradigm which uses the nahualistic procedure of allowing 

informants to describe and tell their stories and presenting the findings fiom a grounded 

theory perspective. As the researcher, it was not my intent to collect heaps of empirical 

materials and then easily deduce the findings. My interpretations would have to be 

constructeci, 1 would have to create a fiamework to make sense out what was learned. The 

act of inquiry began with issues and concerns of participants and these unfolded as the 

study progressed. 

The Argument for a Qualitative vs Quantitative Method 

Quantitative techniques have dominated the social sciences and are the result of a 

logical, positivist philosophy during the development of industrial capitalism (Burgess, 

1985). This philosophy, Burgess says, advocates for a search for universal laws through 

scientific enquiry. He finds that quantitative research methods, while recognizing 

qualitative techniques, still relegate these as subordinate methods which cm hardly be 

used as research techniques in their own nght. Guba (1978) points out the differences 

between qualitative and quantitative research by saying that the two operate fiom 

different paradigms. The researcher who is involved in a more quantitative kind of 

investigation sees the world as cornposed of variables - independent and dependent. 

Independent variables can be manipulated to determine their effects on the dependent 

variables. The qualitative researcher uses another paradigm - one that is concemed wiîh 

describing the phenornenon to be studied. The researcher approaches the specific 

situation with an open mind and allows impressions to emerge. 

Kruger (1 988) clarifies qualitative investigations further by arguing that they 

concentrate on words and observations to express reality and attempt to describe people 

in natural situations. By contrast, he claims that quantitative approaches grow out of a 



strong academic tradition that places trust in numbers that represent opinions or concepts. 

What quantitative researches focus on is the testing of a hypothesis with the objective of 

verification. Within qualitative research, the researcher sets out to discover. Hekhe will 

also look for verification but in a way in which relationships cm be observed or 

explained by the participants themselves rather than arrange for this to happen under 

controlled conditions. In this light, Guba (1 978) calls attention to the notion of 

quantitative researchers formulating preconceived ideas and theories about the field of 

interest He suggests that researchers should approach their investigation with an open 

mind, allowing interpretations to be made o f  real events. Spindler (1987) who believes 

that hypotheses should emerge "in situ" as the information is gathered by the researcher, 

supports this argument. For him, there is the defining of the problem before the researcher 

embarks on the study but there is no predetermined hypothesis which the researcher 

needs to prove. 

Spindler (L987), however, closes the qualitative/quantitative argument by pointing 

out that it is not a valid one. Some people seem to feel that qualitative research is in direct 

conflict with more statistically oriented research designs. Spindler disputes this notion. 

He is supported by Kruger (1 988:39) who says that "increasingly, researchen are 

recognizing the benefits of combined qualitative and quantitative procedures resulting in 

greater methodological mixes that strengthen research design." Burgess (1 985:279) sums 

up the qualitativelquantitative argument in his observation that evidence gathered through 

a qualitative methodology is not necessarily superior, more reliable or more valid. It is 

just di fferent, providing another perspective denved from ano ther kind of theoretical 

fiamework. 

What Peshkin (1993) feels should happen is for researchers to make a judgrnent 

cal1 to decide what research design would best fit the need of their investigation. In his 

article The Goodness of Qualitative Research, he suggests that the proof of the research 

conducted by whatever means lies in the outcome of its pudding. There needs to be the 

avoidance of an either-or polarization. Peshkin cites Bruner (1 WO), who wams that "such 

controversy is divisive, misleading and destructive" because while some researchers 

"seek generalizations, laws and causal relationships," others no less seek " a humanistic 



understanding of the other cultures and the richness, complexity and ambiguity." 1 made 

the judgement cal1 to use a qualitative design for my investigation. 

1 viewed my study as an exploratory joumey - a journey of discovery. 1 was 

interested in what 1 would find dong the way instead of what 1 would be proving or 

disproving at the end of it dl. 1 was interested in what new discoveries would corne to 

light or what new issues participants would raise particularly those that I had never even 

considered. 1 valued this method for the first hand information to which it wouId allow 

me access. Speaking with leamers would let me see their perspective on the subject in a 

way in which 1 could not do with a questionnaire. Leamers would be given the 

oppomuiiîy to produce their own accounts of their reaiities of LINC programs. 

Human beings are very expressive people. Everyday we find people describing 

situations and events and explaining and evaluating their experiences to others. These 

accounts may be concerned with rernedying a problem or providing an explmation for 

what is happening. Within this context, LMC participants would be allowed to do what 

naturally happens among people - to describe their situations and to ensure that these 

descriptions are understood. 

1 also felt that the use of a qualitative design would give me the flexibility to 

change strategy ifthings did not work out as planned. 1 also saw this piece of research as 

a challenge to my own pre-conceived concepts and perspectives that 1 had developed over 

the years. It is with these thoughts and feelings that 1 selected to do a qualitative design 

since 1 felt this was the best approach suited to the objective of the research project. 

Limitations of the Shidy 

This study is limited in ternis of its mal1 sample size. Based on the methodology 

used, it was only possible to interview seven learners out of a population of hundreds of 

LINC leamers. However, as Hammersley and Atkinson (1983) note, there is no easy 

answer about the representativeness of sample sizes. They say that while a large sample 

makes us feel more confident about our results, it does not resolve the issue of 

representativeness since the population being studied is infinite and there is no way of 



applying our findings to dl the population in al1 circumstances. 1 also did not want to be 

swamped by too much infornation which would have proved too difficult to handle. 

Because it was easier to interview leamers with adequate communication skills, 

learners who were not competent in the language were excluded. Another factor of 

importance to mention is that six of the seven Iearners interviewed had some formai 

education and work expenence prior to their arriva1 in Edmonton. The experiences, 

feelings and issues of these leamers may have been different fiom other participants in 

LiNC programs who corne to the classroom with no previous schooling and are 

introduced to formal leaming for the h t  time. 

Researcher's Background Bias and Perspective 

1 think at this point it is really important to say who 1 am, what my biases are and 

what is my perspective on this project. 1 have been involved in the field of English as a 

Second Language for over seven years, first as a teacher and now as an administrator. I 

worked at a number of immigrant serving agencies including one private and three not for 

profit. 1 myself am an immigrant from Guyana in the Caribbean. I have not been a second 

language leamer since English is my first language, having lived in a country colonized 

by the British in the eariy nineteenth c e n t q .  

However, as an immigrant to Canada, 1 have experienced many difficulties living 

in a new culîure, the same as many second Ianguage learners. 1 therefore have the 

tendency to empathize, syrnpathize and identify with learners. 1 see this as both a 

weakness and a strength. As a weakness, 1 may believe most of what 1 am told by leamers 

about the negative experiences they have had within Canadian society since 1 have had a 

fair share of such negativism directed towards me. On the other hand, my similar 

experiences allow me to understand more fully some of the difficulties and problems new 

Canadians face thus ailowing me to respond in very appropriate ways. In many instances 

when 1 Say to leamers, "1 understand how that feels," it is not a just a polite response, but 

it is indeed expressing a real understanding of the difficulties leamers may be facing. 



1 also have a leaning towards a more critical stance of adult education. 1 believe in 

education for change and for empowerment and see this as part of the role of adult ESL 

education. 1 agree with the notion that like traditional education, adult ESL is defined and 

conducted within a complex social and political context which m e s  its philosophy, 

ideology and practice. 1 also see no philosophical differences between adult education 

programs for rnainstrearn Canadian adults and such programs for immigrant adults. My 

belief is that education can sometimes lead to the exclusion rather than inclusion of 

individuals or groups. 

1 also feel that it is most important for ESL learners to participate fully in shaping 

and designing their programs. Some practitioners whom 1 have encountered agree with 

this notion but their idea of participation is just peripheral. Within the literature, there is 

reference to centripetal or centrifuga1 participation of learners in the education process. 

Centri petal participation moves leamers to wads more intensive participation, getting 

involved and taking control of one's learning. Such participation results in learners being 

empowered. 1 see participation of learnen in curent LMC programs as being defined in 

more centrifuga1 ternis, moving leamers out on the periphery, preventing them f?om 

being involved in decision making and restraining their active involvement in their 

education process, thus disempowering them. 

1 view adult learning as either empowering or disempowering. (It is difficult for 

me to consider the "grey areas"). Learning either has to facilitate or hinder the 

participation of learners in their Society. 

Gathering the Data through Interviews 

The data for this study was obtained primarily by interviewing leamers who have 

participated in LINC programs in Edmonton, although, 1 also used the data recorded in 

my field notes over the p s t  five years. According to the literature reviewed, interviews 

can be used as the sole means of gathering data in the qualitative research or they can be 

used in conjunction with other techniques (Burgess, 1992; Dobbert 1992 and Cohen and 

Manion, 1994). 1 found the interview a good way of gathering descriptive data in the 



words of the participants so that I could gain insight into how they were interpreting the 

progmms they had attended. 

Spradley (1 979) sees the interview as a series of fkiendly conversations. Bogdan 

and Biklen (1982) also allude to the conversation idea of the intewiew but daim that it is 

"purposefül conversation." Spradley suggests that the interview involves two major 

processes - developing rappon with informants and eliciting information fiom them. Of 

course, many interviews start off with feelings of apprehension both on the part of the 

researcher and the in te~ewee.  1 found that it was really important to establish some form 

of tnist, to relax the respondent and to put him or her at ease during the interview process. 

It was also important that when the person began to tdk, 1 listen and show interest. 

According to Spradley, this cornmunicates acceptance of the person and helps to develop 

trust. Bogdan and Biklen (1982) note that the element of trust between researcher and 

respondent is a deciding factor of how much will be disclosed during the interview. 

Interviewing requires carefùl planning, much patience and considerable practice if 

the result is to be usefbl. A good deai of thought and preparation has to go into the 

interview process. Hammersley and Atkinson (1983) suggest that it is not really 

necessary to decide beforehand the exact questions which need to be asked. Their 

preference is for a list of issues to be explored since they feel that exact questions become 

too restrictive pushing the researcher into a single mode of questioning. However, in my 

situation, 1 had to think about the questions to be devised and how these could be piloted. 

Because 1 would be conversing with second language learners who may not have been 

entirely proficient in English, I had to focus on the language to be used so that the 

respondents would be able to interpret the questions. One serious consideration was 

wording the questions as simply as possible so that respondents would be able to 

understand. In this respect, 1 pilot tested the questions with other ESL leamen before I 

did the actud interviews. For the pilot testing, 1 chose leamers who were currently in the 

LINC level2 and 3 classes in two different programs since 1 felt that if these learners 

could understand, then it was possible that the respondents who had completed LMC 

programs would find no difficulty with interpreting the questions. 1 know that this 

assumption is not aiways true since many lemers complete LINC classes not because 



they have attained the exit level proficiency, but in many instances, because they have 

exhausted the 1000 hours of instruction allocated them. However, 1 felt that pilot testing 

the questions before the actual intemiews would allow me to do some initial trouble 

shoothg and help me to adjust to the variations respondents woutd offer in their answers. 

Within my pilot testing, 1 tried to work out the best order in which to ask my 

questions. 1 thought that the order might be important in establishing rapport with 

respondents. Patton (1 983) suggests that questions addressing the same topic or leading 

towards the same idea should be grouped together. Patton also feels that demographic 

questions such as age, place of residence and educational level should be spread out 

through the intewiew or placed at the end because they are less interesting kinds of 

questions. Patton admits that some investigators ciaim that it is better to start with 

demographic questions because they are readily addressed and ease the respondents into 

more difficult situations. Le Compte and Preissle (1993) believe that the more complex or 

controversial questions should be asked in the middle or latter part of the interview when 

rapport has been established and the respondent's interest has been aroused. 

With this project, 1 found that it was better to start with the demographic questions 

which acted more as an ice-breaker. Respondents were ready to talk about where they live 

and which bus they had taken to get to the interview site, how many children they had 

and where they were working. Having made this kind of small talk it was easier to move 

on to the more focused questions which directly related to LiNC programs they had 

attended. Although 1 had spent some time ordering and re-ordering the questions dunng 

the pilot, the order 1 had selected did not work during the achiaI inteniews. For example, 

my first question was asking respondents to describe a day in one of their LINC classes. 

As respondents became involved in telling their stories, it was more important to follow 

up on ideas and issues respondents raised during their reflections. It was important to pin 

down important pieces of infoxmation and not lose track of these. The interview questions 

1 had wnstnicted became just a guide so that I did not forget the areas of focus but 

respondents took a lead role in helping me to chri@ and explore some of the issues f had 

in mind. 



The literature on qualitative research classifies the intewiew into three broad 

groups - the standardized, the unstandardized and the semi-standardized. Within the 

standardized interview, there are specific questions with very specific wordings to which 

the researcher m u t  stick. With the unstandardized interview, the researcher has the 

keedom to develop each question according to what is considered most important. The 

interviewer does not channel discussions into very specific directions but tries to create 

an atmosphere in which the respondent will feel free to provide information without 

being sanctioned. In the semi-standardized interview, the researcher may have to ask a 

number of specific or major questions but is free to probe beyond these questions if such 

digression is seen as necessary (Phillips, 197 1). This is where my interviewing mode1 

fitted best. Although 1 did have specific questions for which I wanted answen, it was 

more important to probe and elicit as much information as possible on leads provided by 

respondents. 

My questions were open ended and allowed respondents to relate and describe 

situations. For exarnple, one question I asked was, "Can you describe a typical activity in 

your LMC class? Tell me about some of the field trips you went on and how did these 

happen?" But even within the answers to these more open ended questions, depending on 

what clarifications or details 1 needed, more structured questions were used to follow-up. 

Researchers are often warned to avoid the use of leading questions but these can be 

extremely usefil at different points of the interview. Again, for exarnple, as the 

respondent was describing an activity done in her class in the mornings, she said this 

particular activity was too boring. My response with some leading questions was why did 

she consider this activity boring? What would she have liked to be done differently? 

Wh y? 

Le Compte and Preissle (1993) suggest, interviews cm Vary in the degree to 

which they are struchued or unstnictured. Although the questions for the interview can be 

labelleci open ended, they focus on particular topics and may be guided by some more 

specific questions. 1 found that there was considerable latitude to pursue a range of issues 

and allow the respondents to shape the content of the interview. Using this 



technique, 1 explored new ideas and had the laxity of changing the line of questioning if 

information was not forthcoming and adapting whatever approach seemed to be more 

hi t ful .  Phillips (199 1) clairns that this type of interview possesses real advantage in 

revealing conceptual biases and lack of insight. 1 was able to match the knowledge from 

my field notes with that gained fkom respondents. 

Bogdan and BikIen (1 982) point out that the type of interview done is greatly 

dependent on the nature of the topic being addressed and what exactly the researcher is 

trying to investigate. As Schatzman and Strauss (I973:83) declare, there are no cookbook 

recipes for interviewing. Besides focussing on the types of intenriews to be conducted, 

they identiS some other considerations such as the duration of the interview, the 

interview setting and the identities of the informants. 

Duration of the Interview 

To plan for an interview, the researcher has to know the expected duration - will 

the interview last only for a few minutes, an hour or a few hours? I n t e ~ e w s  of short 

duration can limit one not only in the area which can be covered, but also in the tactics 

which the interviewer can use - including allowing for exploration or digression and the 

exchanging of views to obtain additional information. Interviews of longer duration allow 

the respondent to ease slowly and sociably into the crux of the interview. There is the 

time to feel each other out particularly if the researcher and respondent are not 

acquainted. If an interview session for one reason or another has to be short, then several 

sessions can be negotiated (Schatzman and Strauss, 1973). 

The initial interviews for this project were about two hours each in duration. 1 

presurned that two hours would give me a lot of infornation, granted that 1 would have to 

spend some of that time trying to put the respondents at ease. Also, since respondents 

were second language learners, 1 did not want to spend too long a block of time involving 

them in discourse which was too taxing. However, at the end of each interview, 1 

bargained with respondents about either meeting with them for a short while a second 

time or calling them on the telephone if there were fbrther clarifications 1 needed as 1 



transcribed the interviews. No one refused and I did spend additional time with each of 

the seven respondents doing a quick second round of questions for clarification. This was 

very useful and I counted myself very forninate that this avenue was open to me. 

Al1 the interviews were tape-recorded but I also made notes during the sessions. 1 

felt it was important to record the facial expressions, gestures or the way ideas were 

emphasized or disrnissed by respondents. 1 also kept notes on my personal feelings and 

my own reflections on the interviews. 

The setting for the interview is very important. 1 had to decide: Wi11 it be the 

school's crowded cafeteria, a classroom, the office, where? The location of the interview 

can affect how much respondents will Say. For example, asking leamers questions about 

their teacher in the classroom may bring different results from asking leamers the same 

question at a coffee shop two blocks away. 

Krueger (1988) agrees with the importance of the interview setting. My 

experïence was that whose territory is used could make a big difference to the way the 

inteniew goes. When 1 pilot tested the interview questions, some leamers suggested that 

I do this in my office. The fint i n t e ~ e w  hinied out to be a tragedy. My "Do not Disturb" 

sign was ignored by some of my staff who felt that their issues were more urgent than 

what 1 was doing. Although 1 asked the switchboard to keep my telephone calls on hold, 1 

was constantly disturbed by calls, which were deerned to be urgent. Besides this, 1 found 

that in the office setting, leamers still perceived me as the adrninistrator and it was 

difficult to separate my roles as the "boss" and as the researcher. There was much 

reluctance on the part of leamers to discuss their classes eeely. Although 1 had gone to 

the trouble of explaining the purpose of my research, 1 distinctly got the impression 

lemers  felt that 1 was evaluating the program and their teachers and they were very 

carefûl with their comments. 

My strategy was to interview the respondents for the study either on their own 

temtory or on tenitory that could be considered neutral. I let them choose. Three of the 



intemiews were conducted in the respondents' homes, one in a classroom at the agency 

where 1 work, one in the respondent's office space and two at the coffee shop. 1 also 

found that the respondents' styles were crucial to how much infonnation was 

forthcoming. Whether the lemer was bold, shy or retiring helped to detemine the 

content and style of the interview. The degree of cornmitment of the learners was ais0 an 

important consideration to the outcome of the intewiew. There were varying degrees of 

interest in different issues. 

1 f o n d  al1 the respondents willing and enthusiastic to share their experiences but 

some were more tnthusiastic than others. For instance, as I will later discuss, one of the 

respondents made the offer to be interviewed for the study instead of that request coming 

fiom me. She was very motivated and bubbling over with stories she wanted to share. She 

had a real ownership in wanting to see LINC programs actually work for newcomers. The 

infornation I was able to gather from her was really intense, very focused and of course 

very emotional. Spradley (1 979) defines a "good" respondent as one who has the 

expenence of the particular issue being investigated. He also suggests that those people 

who are willing to contribute their time should be given consideration. 

1 should also state here that 1 have noted the literature pointing to the interview as 

a transaction which will inevitably have biases, therefore, such biases have to be 

recognized and controlled. The kind and degree of distortion that the respondents 

introduce consciously or unconsciously are significant for interview situations in general. 

Interviewing techniques will have to centre on creating the kind of atmosphere that will 

rninimize the respondent's need to distort his or her information. One of the techniques I 

used to get respondents to examine their bias was to flush out opinions and assumptions 

as thoroughly as possible by asking respondents to cite concrete examples. One example 

that readily comes to mind was when a respondent said that he found teachers favounng 

European students over other learners. 1 fkst asked for clarification of what exactly this 

staternent meant, what was his definition of favour and I followed up by asking him to 

describe some situations where favour was evidenced. 1 also took the troubIe to find out if 

this was his individual opinion. 1 was ever watchful of ways to rninimize the degree of 

bias that would infiltrate my data. 



Choosing the Infamants 

Miles and Huberman (1 994) suggest that within the qualitative design, it is better 

to work with small samples of people nested in their context and sîudied in-depth (p. 58). 

Woods (1 986) agrees with this suggestion and M e r  explicates that the more 

respondents constitute a cross-section of the population in question, the easier it is to 

avoid bias. To this end, the sample for this study was not homogenous but consisted of 

several sub-populations. Rather than select randomly frorn the entire population of LiNC 

learners in Edmonton, I divided this population into six sub-populations or strata 

represented by the respondents whom I intended to interview. My intention was to select 

fiom each stratum at random. 1 set out my guidelines as follows: 

- The entire sample population would consist of al1 adult immigrant leamers 

in Edmonton who have completed 1000 hours of instruction in LiNC 

programs. (In Edmonton, 1000 hours are the maximum instructional houe 

for LINC learners, except those labelled literacy leamers. They are 

allowed to take an additional 200 hours). 

Six nationalities which represent the largest group of immigrants accessing 

LMC programs during the last three years would fonn the different sub- 

groups or strata. These nationalities would be determineci by statistical 

data obtained fiom the Language Assessment Referral and Counseling 

Centre (LARCC) of Catholic Social Services. (Al1 new immigrants 

desirous of taking LINC classes have to be tested and referred to 

appropnate programs through LARCC). 

- Names of students who have cornpleted 1000 hours of LMC would be 

written and placed under the selected six nationalities of the largest groups 

of immigrants accessing LINC programs in Edmonton. Names according 

to nationalities would be placed in a bag and two handpicked fiom each 

category, one for the actual study and the other as a back up should the 

first not be an appropriate choice for one reason or another. For exarnple, a 

person who has completed 1000 hours of LINC would not necessarily be 



able to cummunicate cleariy and since my intention was not to use 

interpreters, 1 would not consider interviewhg such a leamer. However, as 

1 will later explain, 1 discovered that this approach was easier to 

conceptualize than to actually carry out. 

Gaining Access 

Negotiating access is not just about getting into the group being studied but 

sometimes proceeding across several thresholds that lead the way to the infomants 

themselves. With this study, 1 did not have to look too far. In a sense, since 1 work in the 

area of ESL, 1 am very close to the infomants, but changing my role to researcher 

certainly entailed going through some of the steps. 1 realized that it was important to 

build trust with those who would Iead me to the respondents. 1 had to do this in the early 

stage of gathering my data. It was also important to project rnyself as a person of worth 

and integrity. The pathways of information are opened by trust since people need to feel 

confident that their own interests and identities are safeguarded. 

Al1 organizations and official agencies have members who assume responsibility 

for protecting their activities kom unwanted intrusion by outsiders. It was important to 

negotiate with these gatekeepers to gain access to the infomants. 1 began by approaching 

the persons 1 visualized as the gatekeepers at a few ESL serving agenciedinstihitions. I 

explained my study in detail and requested their assistance in providing me with the 

narnes of leamers who had completed 1000 hours of LMC classes. 1 needed lists which 

included the learners' nationalities and telephone numbers. 1 was able to obtain this 

information from one non-profit, one public and one private institution. 1 then identified 

my informants through the sampling process previously described. The k s t  informant 

was contacteci via the telephone. 1 explained in great detail what 1 was doing and asked 

whether she would agree to participate in the study. She consented and we set up an 

initial meeting at her place. At this meeting, 1 explained the research objectives and 

reassured her that the shidy would in no way be a threat to her. 1 also made it quite clear 



that she would be fkee to withdraw at any time she chose to. We agreed on another time 

for me to conduct the interview. 

During the first interview, 1 discovered that it was difficult to so l id  information 

fiom this respondent. Although 1 had met with her once before, she seemed to be 

suspicious and reluctant to share information with me. She explained that she really did 

not know me and did not fully understand why 1 had singled her out as  an informant. 1 

pointed out that she had agreed to do this but she seemed concemed that she had made 

this choice. 1 let her know that she had no obligation to go through with the i n t e ~ e w .  

She did not want to quit but at the same time, she was not very open in Our conversation. 

Her answers to my questions were very short and stilted and even though 1 aied hard to 

probe at some of the important issues, she was not prepared to disclose very much. 1 

found the sarne trend with the second intewiewee. 1 thought of Spradley (1979) who said 

that a good informant is one who has the experience and the information. In this case, 1 

felt that a good informant was one who was willing to talk about that experience and 

share that information. 

1 reflected on the many instances when university students had visited my ESL 

classes to do surveys and interviews for different projects. Even though 1 would prepare 

my Iearners for meeting with these students they would still enquire if the students were 

working for Canada Immigration, the police department or Alberta Family and Social 

Services. They had the tendency of being suspicious of strangers who asked too many 

questions. I wondered how 1 would overcome this difficulty 1 was encountering. Then, 

something happened which made me change my entire strategy. 

On my way from work one aftemoon, I bumped into a colleague who enquired 

how my research was progressing. 1 told her that 1 was still at the interview stage. She 

was very excited about what 1 was doing and immediately recomrnended some students 

whom 1 wuld interview. My response to this was that it was not ethical that she should 

know who my respondents were, so she devised a plan. She called a number of learners 

she had h o w n  in different LINC progriuns and told them about my shidy. To those who 

were willing to participate, she explained that 1 would be in touch with one of them to 

a m g e  an i n t e ~ e w .  She gave me the names of those leamers and I made a note of their 



nationalities and telephone numbers. 1 randomly chose a name fiom one of the 

nationalities on my list and proceeded to ask her to participate in my study. 1 introduced 

myself and explained the purpose of my call, not forgetting to mention that this teacher 

had recomrnended that 1 talk with her. She sounded very excited and expressed her 

willingness to meet with me. 

We had a very long, interesting and h i f f i l  discussion. When 1 asked this 

particular leamer why she was so willing to talk with me, her response was that, "Teacher 

X told me that she has known you for a long time and that it was O.K. for me to share my 

expenences with you." This was an eye opener and 1 thought that this was the way 1 

would have to proceed if 1 wanted to have some real solid infonnation. My impression 

was that 1 was a total stranger to the people I was interviewing and it would be difficult to 

get them to open up. 1 had to find a middle person who knew the leamers to pave the way 

for their acceptance of me. 1 therefore used this method for identifj4ng the remainder of 

my informants. 1 suppose that this is a very good example of the trust factor between 

researcher and respondent that the literature on qualitative research alludes to so often. 1 

now fully understand what writers were referring to when they said that the cmx of a 

good interview lies in the forming of relationships. 

1 had originally planned to interview six participants. However, a seventh learner 

who had heard about my study through one of the interviewees approached me. She was 

detexmined to tell me her stories. She knew a colleague of mine and used him to make the 

initial contact. She was very thrilled when 1 called her and consented to have her talk with 

me. 1 remember Our first conversation when she exclaimed, '4 want to talk about my 

experience. It is important for people like you to hear and to change some of the ways 

ESL is taught. If through my talk 1 can do good for others, then I should take this 

chance." My interview with her was veq informative and rewarding. She was open and 

willing to let me be a part of her experience. Ever vigilant, 1 was on the lookout for her 

bias but she was able to explain issues vexy consistentiy. The main reason for her wanting 

to share her infonnation with me, as 1 leamt through our discourse, was to help bring 

about positive changes in LINC programs. 1 was rewarded with rich and relevant data 

both times 1 spoke with her. 



As 1 came to the end of my intewiews, 1 was somewhat concemed that my well 

thought out sampling process had eventually gone down the drain but then I discovered 

that this was the first hand experience of Le Compte and Preissle (1993). They found that 

researchers involved in qualitative studies do not necessarily go about their sampling 

process in a way that can aiways be handled conceptually and logistically (p. 65). They 

suggest that one's rnethod of selecting his/her respondent can be based on identified 

needs which may arise as the study progresses. From their viewpoint, the researcher 

needs the laxity of changing the way hdshe selects the sample which could become an ad 

hoc procedure rather than a priori parameter of research design (p. 66). 

Burgess (1992)' commenting on this issue, says that one of the key ways in which 

qualitative research differs from quantitative is the leeway one needs to have with regard 

to the sampling procedure. He suggests that there has to be a strategy for sampling that is 

flexible so that the researcher cm change direction if needs be. 1 also took consolation 

from Miles and Hubeman (1984:36) who Say that, "Very seldom does a start-up 

sampling fiame survive the imperfection and intractability of the field. It must be bent 

and refiamed." 

Ethicat Considerations 

Informants providing data for any study have the right to privacy. The identity of 

the participants in an investigation has to be divorced as fully and effectively as possible 

from the information they h i s h  (Wiersma, 1986). A promise of complete anonymity 

was given to respondents intewiewed in this study. Also, ethicai practice in research 

utilizing infamants requires the researcher to obtain informed oral or written consent. 

For this study, oral consent of participants was given and this was tape-recorded. The 

consent agreement was given afler leamers had: 

- accurate, understandable explmation of the nature and 

purpose of the research 

- an explanation of how and why they were selected to 

participate 



an explanation of the possible use to which the data would be 

Put 

reassurance to answer any questions conceming the study 

assurance that they were completely fiee to decline or to 

withdraw their consent and to discontinue to participate at any 

time without any prejudice or sanctions against them 

The tape-recorded and transaibed data was stored in a locked filing cabinet in my 

office to prevent accidental disclosure. 1 also tried to ensure that 1 did not carelessly 

discuss any raw data which was in my possession. Field notes were also protected for 

confidentiality. In presenting the data and doing the data analysis al1 respondents have 

been referred to through the use of pseudonyms. Afier the completion of the study, the 

tapes will be destroyed. 

Before 1 began my data collection, 1 filed an Ethical Review Application with the 

Department of Educational Policy Studies at the University of Alberta and received 

approval from the Ethics Review Cornmittee. 



CaGPTER FOUR 

PRESENTATION OF DATA 

Who were the Respondents 

Before attempting to present what learners had to Say about LINC prograrns in 

Edmonton, 1 think it is important for these learners to be introduced to readers so that 

they can have a clearer picture of who these people are. It will be difficult to comprehend 

the nature and scope of this project without some understanding of the leamers who were 

the participants. Although learners could be globally perceived as a group of people 

involved in language leaming, they are al1 individuals who bnng unique expenences and 

knowledge bases to Canada and indeed to LINC programs. In order to give a more 

descriptive picture of the categories of learners that represent the population of LINC 

leamers, 1 will allow the seven lemers who were involved in this study to introduce 

themselves. 

Hoang from Vietnam 

My name is Hoang. 1 came to Canada six years ago fiom South Vietnam. In 

Vietnam, I was a teacher but after I had my third son. Istopped working to take care of 

my family. My husband worked in a Government office. He completed high school in 

Vietnam and a f i r  obtaining a job as a clerk, worked his way up to becoming a 

supervisor. 

We had our own home in a large village in Vietnam called Tan Phu. It was a four- 

bedroom house und it was very comfortable but we had to leave Vietnam because of the 

economic conditions a f t r  the war. L fe was very dzjj7cuItt fie money my husband was 

making couldn Y sustain the family. There were also too many crimes happening. We felt 

compelled to make a better living for our children so my husbandjoined with other men 

coming to Canada as refigees on the boat. I was very scared for my husband but 

weryone said that Canada w m  a good country and we can find a better life. My husband 



came to Canada four years before me. He had to wait a long time to get his landed 

papers. He faced many, many problems that I do not want to talk about at this rime. m e n  

he a&d in Canada. he couldn 'tfind a job. but a f i r  about six months. he started to 

work as a cook in a Vietnamese restaurant. He had to send rnoney back to support us. 

m e n  Icame to Canada, my husband became veïy ill- I think he was working too 

hard. In Canada. because you cannotjind a goodjob to make enough money, you have to 

work at more than one job or work long hours. Before I was here, he was always sick but 

couldn 't stop working because we would not have been able to support ourselves in 

Vietnam. It was not on& my own farnily I had tu think of: I had two sisters and one 

brother who were facing the same problems. My brother was not as hrcky as my husband 

tu get on the boat so I helped them with whatever little money my husband was able to 

send for me. This is how it is in Vietnam. We take care of all our family. i t  domn 't matter 

if they are manied or not. 

In Canada. I had to start working imrnediately to help my husband. He was 

always tired. I felt very sony for him. I wondered if it wus a mistake for us to corne to 

Canada. lprayed every night that we would be able to make a living but I wished that I 

couldfind a better job. I did not know any English so I had to take a job where I would 

not have to speak with Canadians. Igot a job working in the kitchen of the same 

restaurant where my husband was working. My sons started leaming English to continue 

their schooling. I could not take the t h e  to learn English because I was working M v e  

hours e v e y  day ercept Sundays. 

After one year. my husbandpassed away. Li/e was very hard. I worked and 

worked. My eldest son managed to get in to a program at NMT and now he works as an 

electrician. The second son is also part-tirne at NAIT and works at a store. The youngest 

is in Grade 12. When my eldest son sturted bringing in an income, I decided to workpart- 

time and learn English. I went to three different schools in three dyerent LINC 

program. My hows of LRVC are done. It was not mflcient for me to learn English so 

that I can speak and understand very well. I SM want to Iearn more English. I would Iike 

to get a better job but I can 't ifl am notfluent in English. The restaurant job is very hard 

work In the nights when i get home, I am sore fiom bending and carrying heavy things 
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around. I would like to take computer classes so that I can work in an @ce but rnaybe by 

the tirne I leam cornputers I wil[ be too old and no one would hire me! StiiZ, it is rny 

dream. 

Martina from Poland 

My name is Martina and I carnefrom Poland four years ago. I am rnam0ed an6 

have one daughter. My husband is working in thejield of computerprograrnming aper 

graduating fiom NAIT Both my husband and I were pro fessionals in Poland. I graduated 

with a Master's Degree in psychology Rom a university in Warsaw and 1 worked with the 

Department of Health. I learnt some English ai university but I forgot most of what I 

learnt because I did not have the opportunity to use the language in Poland. 

Afrer being in Canada for one year, I started attending L M  classes. I was tested 

andplaced in a Level I class which 1 found too easy. 1 then moved on tu the Level 2 and 

then ftnally the Levez3 class. I attended these LINC classes at two df irent  schools. After 

L I K  I went to ESL classes at Grant Mac Ewan Community College. There I wrote the 

T W L  examination and was successfirl. I then enrolled in the Social Workprogram at 

Grant MacEwan and am at present completing my practicum for this program. I hope 

that I wiZi be able to find a job in keeping with my skills when Igraduate- 

I know that I am v e y  lucky that I was able to reach so far in my studies. I have 

many friends who are sri22 struggling after being in Canada for manyyears. I am reaZZy 

happy that my husband was able to get a fair& goodjob because Isee the trend with 

many immigrants. They have to do al1 the hard jobs. 1 am also glad that the goventment 

paid for my English classes or else Icouldn 't afford to do this on my own. I think that 

LNC classes are a big benefit to newcomers when they ambe in Canada. The onZy thing 

is that sometimes they are not n»i propedy by the schools and students do not get the fill 

benefitfiorn them. 

1 would Zike to be happy in Canada as I was in Poland. Iknow it is dzflcult i o j t  

in to a new culture but I will always try my best to do so. I would like Canadians to give 

me a chance to go on with rny l i f .  I would like them to accept me. AlZ Canadians are 



supposed to be immigrants Rom other corintries who came here years ago but sometimes 

people forget this. Now, they look down on immigrants and they do not want to give them 

a chance. I would not Iike to be a burden on the Canadian government. I want to work 

hard and to give my daughter a better Ife she would have had in Poland. Both my 

husband and I would like to continue our studies and to go as far as we can. 

Chi from China 

I am Chi and I am fmm China. I came to Canada almost seven years ago. My 

brother who carne to Canadafiom Hong Kong sponsored my family. 1 have one 

daughter. My husband died two years ago in a car accident when we were visiting 

relatives in Nèw York. No w I am alone and my English is not very good. m e n  my 

husband was here with me, I used to depend on him quite a lot. He helped me with 

everything. He took care of my daughter and I. I am scared to do things by myself: I wish 

that I had learnt some more independence so that I wouldjînd it easier to cope. 

In China. I worked as a Secretav but here in Canada I never worked because my 

husband had a goodjob and was able ro support us. I had no English sMs .  so I knew it 

would be dzflcult to find a goodjob. Idid not want to work as a cook or a cleaner. But 

since my husband died, 1 have had to change my thinking. Iam now on my own and I 

have IO find work to szipport myselfand daughter. Myfirst step was to start learning 

English. 

For the past two years. I have attended LNC programs at two dzrerent locations. 

I went to part-time program because I was looking for work. My brother tried to help me 

by giving me a srnaIl job in one of his businesses. I feel that Ishould hy tojînd work on 

my own and not be a burden to my brother. I have some rnoneyfiom my husband'k 

insurance and would [ike to open a small business. 1 am very nenom because even afier 

cornpleting eight hundred hours of LlNC dasses. I still feel that my English is not good 

enough. Also. there are many things about life in Canada that I do not bow.  Sometimes 

it feels very scary. M e n  1 was coming to Canada. I thought of how good life would be 

but it hasn S worked out that way. Sometimes Ifeel like reetming to China where I wilZ be 



"safe " but my daughter doesn 't want to go back Canada is now her home. I am hoping 

to take classes on how to open a srnall business. I wish I can do this soon so that I can try 

to make a living for myself: 

I have many fiends here in Canada and 1 am very thankjül for this. My fnendr 

trnderstand my problems and they give me a lot of help. Not allpeople understand that 

when you are new to this country that Izre is not ver- easy. You may have more food and 

clothing andyou can have some of the things you never had in your own country. but 

there are still many problems with beginning a new Iife. You have to star? al1 over again. 

It is Iike when you uproot a tree that is already old and try to plant it in some otherpart 

of your yard. It is dz&ult for the tree to take root again. This is how I feel. It is even 

worse because my husband is not with me. I have told myse[fthat I cannot give up. Life 

h a  to go on and l have to make the best of it. V I  can learn some more English so that I 

can understand the rules and regdations for mnning a business. I think I will be able to 

progress. n e  English I learnt was not enough and it was too much about everyday talk. I 

have to go beyond this and I wiIL I am hying tojind another ESL program which will 

give me the help I need. 

Lee from Hong Kong 

l am Lee and l am originally from Hong Kong. I have been in Canada for titree 

years and I have attenàed LNC clusses at three dzfferent locations. I Ieft Hong Kong 

because everyone is nervous about the take-over of Hong Kong by China. Hong Kong is 

a very progressive country. Many people are well-to-do and enjoy a high standard of 

living. 1 am scared that when China takes over, things will be dzzerent. China has the 

comrnunist influence and this is not good for a country Iike Hong Kong. Many people 

from Hong Kong are trying to migrate to Canada. It is not too diflcult ifyou have the 

money. Many peoplefrom Hong Kong encouraged me to corne here because they feel that 

life in Canada is good. 

My piend and I are Q ing  to open a business but this con be somewhat dzf~ctrlt 

because my English is not good. 1 have to Iearn the language and many other things 



about the country. Many of these things I have to Ieam fiom my friendr because when I 

go to ESL classes there is not suflcient information fiom the teachers. I began LNC 

classes at the basic Ievel and then I moved on andfmally graduatedfiom Lwel3 LLNC. I 

took a long tirne tu leam because I am old - forty-sir years and I do not have a very 

sound education. I think that people Iearn English faster if they went to college or 

university. I could see this when I wer in the class. Some students were always behind 

because they did not have suflcient education before- 

In Hong Kong. I was on& able to cornplete high school and then Istarted working 

in my father's business. I was still very Young. I learntfiom my father. He was rny best 

teacher - very practical. 1 wish rny teachers here in Canada were sometimes that way. It 

is easier to learn fiom the practical. I did very well in rny father S business. It is on& 

becazise of this fear with China that 1 came to Canada. But 1 am very optimistic. When 

people don 't know the Ianguage in a new country it's diflcult to be independent but I rely 

on myfiiendr. There is quite a large group ofpeoplefiom Hong Kong here in Edmonton. 

My wif .  son and daughter are here with me in Canada. My wife is also Iearning 

Eng[ish because I would need her help ifl am to start my own business. My wife does not 

have a formal education su she is a bit slow in becomingfluent in English but she is veiy 

willing tu learn anything that will heIp us to be progressive in Canada. We would like to 

be independent as we were in Hong Kong. I have a fiture planned for us. I believe that 

we have to know what we want out of life. Without planning. you cannot move fonuard. 

You take two steps forward and then two sideways so you have to sit and think about 

what direction you want tu take. 

We support each other as a famiiy and for me. that is very important. I believe in 

farnily life and a farniiy working together. I kno w that my children sometimes say to me 

that when they get a little older. they would like to move out on their own. They Say their 

Canadian fnends are doing this. 1sometime.s have a problem with my kick when they 

want to do things that are dtrerenttfiorn the Chinese culture. I know I have to be more 

open and accepting of Canudian culture because my kids are growing up here and I have 

tu give them the chance tu change as they seefit. But it is hard on both mysevand my 



wife to let go. We wiil have to deal with some of these changes gradua& but I hope that 

some day everything wil l j t  together as best us possible. 

Samia from Lebanon 

I am Samia and Iam fiom Lebanon. I have been in Canada now for the past four 

years. I am married and I have one daughter. I work with children in a day care centre 

but I have a universis, degreefiom my counw of origin. I worked there as an 

Accountant. I have tried to get a job as an Accountant here but no one would hire me. 

Employers say that I need a Canadian certificate and Canadian erperience. 

During my first year in Canada I became pregnant. I was always sick so I 

couldn't go to school tu learn English. I was very nenous being in a new countty and 

dealing with a nav culture. Life here is somewhat drfferent. 

m e n  my baby was three months old. I enrolled in aficll-the LINCprogram but I 

quit after two sessions because the day care for the children was not very good. There 

were too many kiak and the place was very dirty. Later. I went to a part-time program. 

After I completed my eight hundred hours of L1.C. I went to a job search program. I was 

able to get the job I now have. 

I would stifl like to be an A ccountant because that is what I like daing but I don 't 

know what is the possibility of follo wing my dreams. I need more than LNC classes to 

help me to communicate well in English so that I can go to Grant MacEwan College or to 

NAIT. I feel that it is so unfair to have a univevsity degree and not to be given any credit 

for ît in Canada. 

I workfive days a week full-time su it is hard for me to go to school again. I 

cannot afford to stop working. My husband does not make suffcient money to take care 

of all the needs of the home. In Lebanon, my husband wouldsay that it is not important 

for me to work, but here in Canada, it LÎ not the same. Iftwo people do not work, îhen it 

is d~flcult  to maintain a home. We would also like to have another child. so we have to 

think about this also. 



I am happy in Canada. I do not regret that I came. Ijust wish thot l f e  was a bit 

easier. Iknow that in I fe  we have to make many sacrifices to get where we want to go. 

In Canada. there are a lot of services forpeople. There is also a lot o f f i edom that 

people do not enjoy in other countrh. 

Francesca from El Salvador 

I am Francesca and I am originully from El Salvador. I came to Canada fwe 

years ago. My hurband and I were havingproblems so we became divorced. My mother 

sponsored me and I came with my three kids. We Iived in a mal1 apartment. My mother 

worked as a cleaner and I had to also look for a job. I never worked in my life ((ercept 

housework and fannwork) in El Salvador. I went up to elementav school and afier that I 

used to help my father in his /mit business until I was nineteen when I got married. 

My husband was a labourer and he madejust enough money to support the 

farniiy. We barely survived. There was no "reulr'job for me because I did not have a 

sound education andjobs were not easily avaihble. Sometimes when I had the tirne. I 

would still go back to help my father and instead of paying me a wage. he would buy my 

groceries. Afier he died, rny rnother migrated to Canada and when she became a 

Canadian citizen, she sponsored me. 

I was vety excited to corne to Canada. I knew many people were ieaving El 

Salvador for a better life in Canada. Isaw many people coming back to the village with 

new clothes and lots of money. They said that Iife was good in Canada - much better than 

El Salvador. I couuln 't wait to get here. I was tired of living poor. On my arriva1 in 

Canada. I Zeami thm I would have to find a job because it was impossibie for my mother 

to take care of myselfand children. But I had to learn English first. However, finding a 

job was hard for me because I had no work experience. I found a part-timejob cleaning 

in an Italian restaurant. One year later, I did thisjob and started taking part-tirne LINC 

classes. I worked in the evenings and went to classes d u h g  the day. ï t  was very d~Jimlt - 
working. learning English and taking care of three children. It was also d~Jl?ctilt for rny 



Mom. She had to workpart-the also to help me with the kidr but between us we 

managed. 

My LINC clmses helped me but they were not enough. Later I was told about 

Shcdent Finance Board program that I could access. I wentfitll-time to one of these to 

see iflcouldfind a better job. I went to a factory for work expen'ence bur until now I 

have not found afùl[-time job. I have gone back to cleaning at the Italian restaurant but I 

am still hopeful that 1 willfind a ful-time job with better pay. I cannot continue to be a 

burden on my Mom. 

Avana from Bosnia 

I am Avana and 1 am fiom Bosnia. I came tu Canada eighteen months ago 

because of the war between the Serbs and Croatians. People were just kilZing each other 

lefi right and centre. We had built our house four years before but everything we owned 

was destroyed by a bomb in a matter of seconds. 1 have one daughter and I thought that 1 

shouldflee this war-tom situation to protect her. 

Ispent two years in a refugee camp before coming to Canada. Life was very 

d~flcult. It was a great changefiom the Iife we knew. We faced severe hardships that I 

had never dreamt about. There was never suflcient food and even drinking water was 

scarce. I though t that rny dmrghter would die fiom the unhygenic conditions under which 

we lived. I never h e w  that the war in Bosnia wouId change my l f e  forever. 

I was educated at the Universiîy of Sarajevo in Economics. I then worked as an 

Economist in a governrnent department. My husband also worked with the governrnent as 

a Constmction Engineer. He learnt English while in the refirge camp and he's been very 

Zucky to have a job as an engineer here with the city of Edmonton. My English was poor 

so I went to full-time LINC classes. 

I started in a low l e 4 2  L N C  c h s  and a f t r  three months moved to b e l  3.1 

on& attended one LIAlCprogram. AJer b e l  3, my teuchers advised me to try the TQEFL 

preparation classes. Iam now working on m-ting the TOEFL examination on my own. I 

would like to work at my own pace. I do not want anyone to push me. My husband heIps 



me with the questions which I do not understand. I know that I will be unable to have a 

job us an Economist here in Canada but I can change my career. I do not rnind. 

However, I do not wanr to work as a cleaner or cook or waitress or some other- jobs like 

these as Isee many immigrant people are doing. I feel that I have too much talent to 

waste on these low skilledjobs. I would like to work with people, particularly immigrants 

because I think they need a lot of heip when they corne here. Ifmyfamily and I did not 

havepeopze tu help us along the way, Zfe would have been much more stressfil. I would 

like to do the same for someone else. 

Now that you have met the respondents, I will atternpt to present the data 1 

gathered fiom thern as accurately as possible. Because these were ESL leamers, their 

sentence structure, grammar, vocabulary and other usage of the language were not always 

correct. However, I made very few changes as to how things were said to me since I feel 

it is important to present the information in the sarne way events were described to me. 

One very cornmon characteristic I found among al1 of the respondents was their 

tendency to speak in the plural fom, using the pronoun 'ke"  instead of "1." To my 

enquiry of why they were constantly speaking of 'ive," they explained that the views they 

were expressing were representative of other leamers. As I indeed discovered through this 

project, rnuch of what goes on in ESL classes forms the basis for lengthy and serious 

discussions among Ieamers. These discussions take place dunng the coffee breaks, as 

learners travel to and fiom their classes on the buses or when they are home in the 

evenings "chitchatting" on the telephone. They keep in touch with each other and 

exchange and share feelings on issues of importance which arise in classes. Sharing out 

of the classroorn takes place prirnarily in language groups which are similar. For 

exarnple, Vietnamese learners will cal1 their fellow Vietnamese fiom the class or so 

would Chinese or Polish students. Sharing in multi-lingual groups takes place during 

cIasses or cIass breaks. 



Coding the Data 

1 found coding the data a more complicated task than I had anticipated. After 1 

completed the transcription of my h t  two interviews, 1 pored over my written tape 

recordings to consider some of the main themes, issues, problerns and questions. I felt 

that this reflection was very important after each inteniew since I did not want to become 

lost in the heaps of information I was collecting. The next step was looking at the codes 

or categories. From reviewing the data several times, categories began to formulate in my 

mind so 1 created a start list of codes. I wrote these down and gave each a colour. For 

example, a category that had to do with teachedleamer relationship I colour coded blue or 

another on participation in classroom activities, 1 colour coded green. The codes were just 

descriptive without any interpretation. Al1 1 was trying to do was put a name to a segment 

of text. 1 started out with nineteen codes and of course not suficient colours to identify 

these. However, as I progressai with exarnining the data over and over again, I was able 

to merge categories. 

As I went through my transcribed data, 1 dso did the same process with my field 

notes. 1 was not a very meticdous note-taker. 1 waded through some of my hasty 

scribbled words, phrases and some of the more lengthy descriptions I was able to make of 

important events. 1 had dated my notes and some of these were as old as four years. My 

more detailed notes were very useful, providing very concrete situations and even long 

quotations of what people had said. While I was taking these notes, 1 knew that I did not 

want to lose any vital information. 1 integrated my field notes with my transcribed data as 

a part of my coding and categorizing process. 

1 know that Glaser (1978) suggests that coding the data should be done when al1 

the information has been gathered but 1 had learnt nom previous research expenence that 

handling too much data at the same time can be detrimentai. 1 found it easier and more 

manageable to work with smaller ch& of data and then tie these together into the larger 

picture. Examining al1 the data at the same time can become overwhelmning and the 

researcher is lefi to flounder. Also, beginning to classi@ the data earlier just after the first 

in ta~ iews  were completed, presented the opportunity to shifi and change categories 



as new data emerged. I feel it is a given within the qualitative research that categories will 

change as new data is examined. For Miles and H u b m a n  (1 984) codes continue to 

emerge and evolve during the actual data collection. 

After constant review and reflection on the various categories that 1 had 

formulated, I began tying different pieces of data together and wrîting conceptual 

sumrnaries of the data to myself in the form of memos. These mernos served to put an 

end to my constant drifting through the data. Writing the memos made me stop and think 

so that 1 could start some preliminary analysis of the data 1 tried to clarify ideas which 

were forming in my muid. 1 carrieci on an endless interna1 dialogue asking numerous 

questions and trying to find answers. My memos were initidly just a few short sentences 

but later grew into paragraphs and pages. There were some initial ideas which I 

underscored at the beginning of my data collection but they sometimes went nowhere and 

had to be abandoned. However, my memos helped me to move fiom simply reading 

through the data to the framework for doing my analysis. 

In the end, 1 finally categorized ail the data I had gathered into four major themes 

and nine sub-themes. The major themes form the wider categories into which the data can 

be encapsulated while the sub-thernes provide the scope for the identification of more 

specific categones and the possibility of linking themes together. The data will be 

presented under the thernes and sub-thernes as follows: 

Learners' Involvernent in LINC Programs 

- Planning Learning Experiences 

- Questioning 

Teachers within LINC Prograrns 

- Characteristics of Teachers 

- Teacher/Leamer Relationship 

Activities in LINC Programs 

- Content 

- Using Learners' Experiences 

Teaching Strategies 



Learners' Integration into Canadian Society 

- Self-concept 

- Employment Opportunities 

Learners Involvement in LINC Programs 

Planning Leaming Experiences 

In discussing their participation in planning for LNC programs, learners 

interviewed for this project explained that on the fint day of classes they are presented 

the opportunity to pinpoint areas of the language that they are interested in covering. One 

learner indicated, ''The first day we went to class, the teacher asked us what we wanted to 

leam and we told her about spelling, grammar and pronunciation." Another said, 

"Everytime at the beginning of the class, the teacher asks us what we want to learn." A 

third went on to explain, ''The first day we went to class, the teacher asked us why we 

came to class and what we wanted to lem." It was also pointed out, "Sometimes on the 

first day the teacher has a schedule and she asks the students if this is O.K. or did they 

want to change sornething, like did they want to spend more time speaking than doing 

grammar." 

However, when teachers ask leamers on the first day of class where their interests 

lie, learners feel that they ask mainly questions which warrant a one-word answer 

encouraging learners to choose fiom among activities already planned. This was indicated 

by the following comments: "The teachers would sometimes ask, 'Do you understand 

me?' or, 'How long have you been learning English?' For these we just have to give one- 

word answers. Sometimes we could choose between more reading than writing or we 

could choose to do more listening in the Iab or stay in the class and read. This wasn't a 

big choice." 

When asked whether teachers listen to what learners have to Say, it was pointed 

out that the ultimate decision as to what would take place in the classroom was still the 

teacher's. Teachers would listen to what leamers had to Say but not necessarily agree with 



suggestions that were made. One leamer said, "We had turns to Say what we wanted but 

sometimes the teacher didn't agree. She said no, you can't do it that way. My way is 

better." Or, sometimes it was, "We Say things to the teachers and they never listen." So, 

learners just 'f . Say yes, yes and follow the teacher. We never cornplain." Also it was 

noted in one program that " ... although the students always say they don't want gramrnar 

in the moming, the teacher always says it is better. She tells us that in the mornings we 

are fiesh but the students continue to Say no, they don? want this every moming. The 

teacher doesn't listen." 

Leamers' comments in tems of actively planning activities for their classes point 

to teachers not really involving thern in this phase of the prograrn. "Teachers never 

involved students in planning for the class. We just came to the class and sat." Another 

declared, "1 never really helped the teacher to plan for anything in the class." Yet another 

stated that in her classes, "The students were never involved in anything to do with 

planning. Teachers did the planning." There was also the feeling that there is more soJi 

English done in the class. Teachers do not expect learners to want the "more senous 

stuff." That is, teachers tend to concentrate on language activities that are very basic. For 

example, leamers said that they spent long periods of time leaming al1 the different ways 

of greeting each other cheefilly. They did not spend the same arnount of time on 

vocabulary development and reading. Learners felt that they were never really asked 

about what was important for them to l em.  They underscored that they were involved in 

making choices but not in making decisions about how leaming activities should be 

planned. 

But leamers definitely felt they should be involved in planning for their classes. 

One leamer commentai, "It is important for teachers to ask the students what they want 

to learn. We wish to know about the teacher's schedule and how things will be done. We 

wish it will be discussed with us." They claim that teachers try to follow their plan but 

they should ask learners what they like and want to do. One leamer clearly indicated her 

desire to be involved in planning for her classes. "1 would like to be asked about what 1 

would like to do. In a lower level this may be difficult but after 1 leam some English, 1 

feel that 1 know some of the things I want to leam." The general situation was summed up 



by this leamer as, "It is very important for teachers to find out what students want to 

l e m .  Students should Say what is more important. It should be our opinion and teacher's 

opinion. We must do this together." 

On the other hand, there are some learners who feel that it is better for teachers to 

plan for them since it is difficult for leamers to communicate with the teacher. Also, it is 

their feeling that the teacher is the one who is in control. As one learner noted, ".. they 

[teachers] know better than me what is good for us. When we go to class teacher is the 

leader." Another suggested that, "It is hard for me to plan because my English is not good 

for talking with the teacher. 1 am embarrassed ... but 1 know what 1 want." There was 

another learner who suggested that although she really feels it is important for leamers to 

help plan some of the activities in class, she thinks they have to leam to speak first before 

they can help the teacher to plan. If not, it is difficult for the teacher to understand. She 

however notes, "When you can Say something, the teacher should ask you to be 

involved." A third learner underscored the difficulty of being involved in planning 

activities since their unfamiliarity with the language content places them at a 

disadvantage. She said, "To help plan is a little hard. We don't know anything about 
O 

English, so the teachers tell us." 

Most learners expressed negative feelings about teachers taking control and 

directing class activities. They indicated that they have lots of knowledge and experience 

but teachers feel they know everything and learners just have to follow the teacher's ideas 

and suggestions. Their impression of the teachers' perception of them is, 'The teachers 

think we are stupid. We just have to sit quietly and listen." But they brought to my 

attention that "some students know the inside of English but they don't want to Say 

anything because the teacher doesn't ask thern. They just prefer to close their rnouths than 

cause problems." When asked what the inside of English means, the learner explained 

that students know that to leam English, they must focus on al1 the different skills - 
reading, writing, grammar, listening and speaking and they know which skills they lack 

over others. 

There was an interesting situation described by one leamer where during a 

speaking exercise she was "shunned" by the teacher for saying too much about the war in 



her country. "Everyone wanted to know about this. When I started to explain things a 

little more philosophically, the teacher didn't want me to share my opinion. He was 

irritated by my level of interpretation about the situation." Asked why would the teacher 

be irritated by her higher level of thought, she said her feeling was that "the teacher's 

opinion of the students is that they should only Say so much. He didn't like somebody 

knowing more than him or more than what an average student should know. 1 felt some 

kind of resentment. My impression was that he was thinking that 1 was a stupid woman 

talking about things I don't understand." 

Leamers' opinions as to why they are not asked to be involved in the actual 

planning of classroom activities centered on their impression of teachers having to cover 

a specific LINC curriculum. "The teacher has to make a teaching schedule to show the 

govemment or the program is made by the school and the teacher has to follow this." 

Another said that she had the impression that teachers have to follow rules and set 

guidelines for what is to be taught. She felt that there is a set program cuniculum and 

teachers are paid based on their fùlfillment of the goals of the cumculum. She went on to 

say, "If it is to teach so many niles of grammar or cover fi@ to sixty new words per 

month, whatever." I tried to find out how she had arrived at this conclusion and was told 

that because ''teachers always Say we have this to finish or we have to do that next." The 

teachers explain that ' k e  have to cover some work and then we have tests after. The 

govemment likes the students to do tests." 

In exploring the idea of leamers being involved in planning their own learning 

experiences, iearners identified reasons for their participation as: "If teachers know what 

our needs are, they will make the prograrn to suit these and this will be good. We will be 

happy and the teachers will be happy." They also underscoreci that "if the teacher c m  

develop materials with students and set guidelines, more learning takes place." One 

leamer very strongly insisted that adults have to leam what is important to them. "For 

adults, you can't force thern to leam what is not important then they dont pay attention. 

What's the point?' 



Questioning 

Leamers felt that one way in which they can participate to help shape their LINC 

prograrns is by asking questions in class. In this way they " ... are able to Say something 

to the teacher to make her change direction the way we would like." However, they 

declared that this is not a very easy task. They found that in a few instances teachers were 

very receptive to general questions. "From this teacher we could ask immigration 

questions, we could ask things about our children. In fact 1 had two very personal 

problems which this teacher helped me to solve." But generally, teachers were more open 

to questions that were simple and directed to the content of the language area being 

taught. Teachers welcomed questions depending on the kind of question and whether the 

teacher had the knowledge to answer. Teachers were more willing to answer " ... 
questions related directly to what they were teaching. If the siudents go astray [divert 

fiom the current subject], it is not what the teachers like." 

An exarnple was given where the teacher was teaching how to ask questions 

related to the prices of articles in the store. One leamer mentioned that while he was 

shopping at a grocery store he was called "a bad name" by one of the customers who 

complained that he had not taken his tum in the queue to the cahier. He explained that 

this was not true and his initial reaction was to punch the customer. He then asked the 

teacher why do people cal1 immigrants like him bad names and what was the right thing 

to do when this happens. He wanted to know whether it was possible to make a complaint 

to the police or would this be seen as something too trivial to warrant such attention. The 

teacher's response was, "That was an unfortunate incident. That's too bad it happened! 

Weill talk about it later. We need to finish learning to ask these [her] questions first." 1 

asked whether the teacher ever rehimed to discussing this issue and was told, "Of course, 

no. She didn't tant to tdk about that." The leamer concluded that "'sometimes questions 

are not pleasant for the teachen. Many students know this and try to hold back." Or it 

may be as another l emer  indicated, "Students aren't allowed to raise controversial issues 

in class. It becomes too hard for the teacher particularly if the teacher is a Canadian, 

[meaning white mainstrearn Canadian] ." 



Leamers also desist Eoom asking questions because too many questions c m  upset 

the teachers and lead to negative relationships which learners wish to avoid. This learner 

related an incident which she termed "a bad situation for asking questions." She recalled 

that in class she had the tendency to constantly ask questions. One day the teacher said to 

her, "You ask too rnany questions. You stress me out." She was anaid of the teacher's 

comments. "1 don't know what she thinks. I'm afiaid so 1 apologize. 1 Say sorry teacher. 

This is during the coffee break." She added that it becornes a more stressfil situation for 

teachers " ... if students ask questions they [teachers] cannot answer." She was very 

remorsehl about creating problems for the teacher by her constant questioning. She said, 

"It's crazy for me. 1 hate to make my teacher sad. 1 want to leam but 1 don't want the 

teacher upset with me. This is not good." To my question as to why it was so important 

not to upset the teacher, hm response was that if a good relationship does not exist with 

the teacher then it rnakes it difficult for learners to seek clarifications or ask the teacher 

for individual attention. The classroom environment becomes too tense and relationship 

too strained between Iearner and teacher. Learners need to feel relaxed and have a sense 

of trust in their teachers before they open up to what is happening in the classroom. As 

this learner explained, "1 have to like my teacher and she has to like me then 1 feel good 

and corne to class to Say something." 

Some leamers have found their own way of dealing with teachers not responding 

to their questions or being upset with them for asking. "When we ask questions, when we 

do not understand, the teacher is mad. When we ask again, the teacher is very mad, then 

we never ask again. We just be quiet and allow the teacher to talk. 1 think the teachers 

know we don? follow but they don't a re .  This is for especially students who are low and 

don? understand too much and don't know how to ask very well. Teachers don? pay 

attention to them. Oniy those who are learning fast, fast. So the students don? open their 

mouths any more." 

Another observation made by learners with regard to asking questions in class is 

that leamers can ask simple questions related to the work being done in class but not 

questions about issues which may reflect the teacher or the program in a negative light. 

‘Yeu can raise your hand if you don't understand the grarnmar or something and the 



teacher will explain. If you still don? understand, she will help you by younelf when she 

has the time." However, if it is a question about the program in general, maybe some 

aspect with which learners are not happy, "You have to go to the teacher's office to talk 

about this. You have to go to her office when you want to Say that other things are not 

good. You are not allowed to do this in the class. She will Say you have to talk to her 

alone." Another said, "1 wanted to let her know that students were complaining about the 

listening tapes but she told me to corne to her room to talk with her. 1 did not go because 1 

was too nervous." 

Teachers within LINC Programs 

Characteristics of Teachers 

Learners interviewed for this project feel that some teachers within LINC 

programs are not really qualified professionals. They are not capable of doing the job ". . . 
since they lack appropriate teaching strategies and become confused very easily." They 

sometimes do not know at what level to target their teaching. They seem to be "different" 

fiom teachers who work in "regular" schools in that they do not prepare for their classes 

and some of them seem to have no real interest in the job they do as was noted by these 

comments: "With these teachers we do not understand what is going on. He does not take 

the tapes or bring books for us to rad .  We &te on our paper and talk about things al1 the 

time. Some teachers do not know what kinds of things to do. They have some knowledge 

but not enough." This leamer pointed out, "She came in and asked what we did 

yesterday. She can't remember." 1 suggested that maybe this is the teacher's way of 

checking whether the class remernbered what was taught but she insisted, "No, many 

times this happens. She sometimes forgets what she taught the day before. 1 think she is 

too busy. She work at another job." 

If the learners cannot follow what the teacher is doing they feel that the teachers 

think they are "stupid." Learners have found that some teachers are not themselves 

knowledgeable about teaching English since it would seem that any Canadian who speaks 



English is qualifiai to teach the language to newcomers. This example was given by a 

leamer. "Someone asked him [the teacher] to explain the word applicable and he 

couldn't. I was told that he was just a clerk from Canada Place. He wasn't really a 

teacher." In another example, it was pointed out, "We asked her to explain how you fonn 

the perfect tense and she really couldn't tell us. She said that was too high for the class but 

we felt she didn't know. Later, we heard her asking another teacher about this." 

Learning within LINC prograrns is definitely related to the teacher. "If the teacher 

is organized and varies the [teaching] methods to suit the learners we are motivated to 

leam." On the other hand, if the teacher does not pay attention to the leamers' needs, no 

leaming takes place as one leamer clearly pointed out, "She did not understand what to 

do with us. AAer three months we still don't leam anything." Learners also suggest that 

not because teachers have a lot of knowledge it follows that they have the skills to teach. 

One learner declared, "Some teachers are too smart [meaning they have a lot of 

knowledge] but they are not very good teachers. They can't explain anything properly. It 

is hard to leam from them.They talk and talk but no meaning to this talk" Another said, 

"Some teachers know English but they don't have the experience and sufficient 

knowledge of how to teach." Leamers also have the impression that teachers seern to 

think that they have al1 the knowledge and the learners have none. This makes lemers 

nervous and withdrawn as is evidenced by the following cornments: "Teachers guess that 

they know everything and we don't, but we don't Say anything about this. When we meet 

with the teachers we are too nervous. We just keep quiet. The teachers talk and talk and 

we are not leaming anything. The teacher thinks he is doing it the best way but we don't 

follow. We would like to tell hirn but we are scared that he will be upset." 

Being a h i d  of teachers was a major issue for learners. Most leamers fear to 

approach teachers regarding problerns related to the program. Learners feel that teachers 

are pleased when they make positive cornments about their classes. If teachers ask 

whether they understand the lesson and they Say "yes," the teachers are very happy. On 

the other hand, learners feel that it is upsetting for teachers when they "...cornplain about 

the way things happen in the class," or if they ask for changes, which are disagreeable to 

the teacher as was describeci in this particular situation. "We told her that we didn't want 



to go downtown for field trip but she said that it was good for us. So on the Friday when 

we went, most students stayed at home. The teacher was mad with us. 1 was scared that 

she will tell the Head person and this will be problem for us. 1 said next time whatever 

she says 1 will do." 

Leamers also feel a sense of trepidation when they meet with teachers for the fint 

time. One leamer said, "The first year 1 came to Canada, 1 was scared of the teacher but 

now 1 feel more confident." Another told me, "The fint day we meet with the teacher we 

are scared so we don't Say anything." When 1 asked why they were scared, the 

explanation was that leamers feel a great sense of discornfort in the new culture. They do 

not h o w  what are the expectations and what behaviours are acceptable in the classroom. 

This lack of cultural awareness heightens their fears. 

It was mentioned in two instances that leamers, particularly those fiom Asia, find 

that some teachers favour European leamers over others. It was pointed out that ". . . some 

teachers allow European students to dominate in the class. Teachers have to control the 

class and give al1 students equal opportunity to talk and take part in activities." Another 

comment related to this issue was, "Teachers don't treat d l  students the same. They 

favour students from Europe. They allow them to talk and taik al1 the time. Sometimes 

the teacher talks with them so that it is a two or three-people class because the others just 

sit quiet." Leamers who raised this issue felt that the reason for this is "... because the 

English of the people fiom Europe, their pronunciation is very good so teachers like this. 

Students fiom Poland and Russia learn English faster than people fiorn China or Hong 

Kong." 1 tried to clarifj~ if these were the feelings of a few individuals but was told, "It's 

not only me. AI1 the other students in class talk about this. We don? tell the teachers 

because they will Say it is not right for us to think this way." 

Learners also shed light on the importance of teachers understanding the culture 

of the different countries participants corne fkom so that they can understand the 

characteristics of their leamers and how they behave. Learners sometimes find that when 

teachen are interested in leaming about their countries it is because they are planning to 

go to these countries to teach English not because they see this as an important aspect of 

teaching in an ESL context. One leamer said, 'This teacher wanted to l e m  Japanese 



language and about the customs there because she was going to teach English in Japan 

not because she wanted to know me better." Another indicated, "Some teachers find out 

about different cultures because they want to go to work there. If not for this, they're not 

interested," 

Leamers also highlighted the need for LMC teachers to become involved in adult 

education practices. They feel that this is an important criterion for a good ESL teacher. 

"It is important for ESL teachers to have university education so that they can teach 

adults." 1 explained that teachers teaching in the Edmonton Public schools, although they 

teach children, also need to have a university education. The response to this was, "Well 1 

mean they have to take special training in just for teaching adults." Another respondent 

said, "Teachers have to know that we are adults and not children. They have to learn how 

to teach people like us. I am happy with most of my teachers but a few, they should go to 

get certificate for teaching older people." 

It should, however, be noted that it is not fair to generalize about al1 teachers. 

They have to be seen as individuals since there are a few teachers who are exceptions 

such as the one who was "... always available. She answered Our [leamers] questions, 

gave us feedback and individuai attention. Out of al1 my teachers [five in number] this 

one was good." Another leamer described one of her LINC teachers as being very nice. 

"There was one teacher who was very, very nice. She paid attention to everyone in the 

class." An interesting observation made by one leamer is that, "Teachers are just different 

because some are really teachers. They taught before. They are professionals. They have 

different feelings." Another stated, "Some are not perfect. They are not bad, just 

different." Some teachers are refmed to as "kind" and "friendly" if they srnile with their 

learners, have coffee with them or find the time to talk about some of their problems even 

if they do not offa solutions. One learner, although she was critical of her teachers, 

concluded, "It's not fair to only Say bad things about the teachers. Some of them try really 

hard but it is difficult to please al1 the students. What is good for me is not good for 

sorneone else. 1 am sure we ail make them crazy at times." 

When asked to describe the qualities of a 4bgood" teacher, learners saw this person 

as someone who is patient kind and understanding. She must have knowledge of the 



subject matter and enough experience to teach this to the class. A good teacher organizes 

al1 kinds of interesthg activities for learners and with leamers. Good teachers do not oniy 

teach in class, they help participants with their problems. They listen to thern. They see 

thern as equals, not as subordinates. 

It was acknowledged that the relationship between teacher and leamer is very 

important within LMC programs. This relationship sets the tone for the class and creates 

an environment of either comfort or discornfort for learners, who feel that "it is very 

important to have a fiendly relationship with the teacher. It is important for teacher and 

students to have good relationships. It is like when people meet with other people to do 

things together." 

Learners believe that the relationship between the teacher and themselves affects 

their leming. One leamer declared that "if the teacher is nice to us, we feel good and 

corne to classes." Another stressed that ''if there is good relationship with teachers, 

students learn more. If not, students are scared. They don't speak very well so they don? 

talk with the teacher." Some learners feel that if the relationship between teacher and the 

cIass is not good then it is difficult for leamers to ask questions and to participate in 

activities. Good relationship between teacher and lemers was seen as even more 

important for those learners who are more introverted. "Good relationship is very 

necessary especially for students who are not aggressive in speaking. They want to feel 

safe. It's a tough situation for these people if they don't feel cornfortable in the 

classroom." 

Leamers agree that teachers should not be perceived as authority figures. The 

relationship should be one of equality. It was pointed out that "the teacher has to be seen 

as fiiend and family, not as a master." One respondent suggested that "if teachen are 

fnendly, then students are not scared of the teachers that they are higher than them. 

Teachers have to make classes like family members or niends so that students can 



participate freely in classes without fear. Students like fiiendly teachers who they can talk 

to." 

Leamers are very aware of the fhgility of teachedstudent relationship and are 

very carefid about doing anyîhing which may threaten this relationship. They do not like 

to offend the teachers or hurt their feelings. "If we Say things the teacher does not like, the 

teacher's feelings are not very good for us. We don't want to make the teacher sad. We 

don? want the teacher to feel bad. Feeling is very important. We don? want to make the 

situation sad with the teacher so everybody says O.K." Respect in the classroom is seen 

by learners as a two way street. Leamers pointed out that they have to be respecthl of 

teachers' feelings but the teachers shodd also be aware of the feelings of their leamers. 

"It is important for teachers and students to have good relationships. Teachers shouId 

srnile and be kind. It is important for teachers to consider the feelings of their students 

like we consider theirs." 

Although within this relationship learners do revere their teachers, they feel that it 

is also important to be able to share their concerns with teachers. "We should respect 

teachers but we should still have the fieedom to Say 1 don't like this or that." Respect 

means being trutfifûl and presenting teachers with honest feedback. "When students 

cornplain, it's Iike the teacher losing face but if we don't Say anything 1 think it's the same 

as the teacher losing face." 

Leamers feel that there should be a sense of equality in the classroom. As was 

previously pointed out, teachers favounng some Ieamers over others is not a good 

practice. Teachers who exhibit closer relationships with some leamers more than others 

do so because those lemers " ... talk too much and the teachers find it easy to talk with 

them." They Say some Ieamers are shy and reserved. It not the case that they do not want 

to participate in class activities or converse with the teacher, it is just that " ... some 

people are shy. They do not get close to their teacher. They would like to talk with the 

teacher but they are shy and it is a littie difficuit." 



Activities 

Content 

The content of LMC programs seem to focus on grammar, vocabulary, 

pronunciation, listening, speaking, reading and writing skills. These aspects of the 

language are taught under various life skills or survival English themes. Lemers 

identified these thernes as The Farnily, Banking, Shopping, Health, Food, Clothing and 

Ernployment. There is also ci tizenshi p education where learners are given information 

about the history, geography and governance of Canada. "There is a book about Canada 

which the teacher reads and explains so we know about the country - about the federal 

and provincial govemments." When I asked what else was learned about Canada the 

reply was, "Now 1 forgot. It was too much information." 

In some programs events are achially time-tabled throughout the day. Leamers 

feel that some LINC programs are even more structured than the public school system. 

There is no flexibility. For example, one learner in describing her LINC program said, 

"Everyday in the class fiom 9:00 to LO:OO, we did grammar and then we took a break. 

When we came back from the break we talked about the grarnmar. Then we did reading 

or writing. In the afternoon from 1 :O0 to 200, we talked, read and listened to things about 

Canada. Every Fnday, we went on a field trip." She said she could tell exactly what page 

of the grammar text she would be studying at what time of the day. 

When asked about whether they were happy with the structure of their LINC 

programs, one comment was, 'The work we covered was O.K. but what the teacher did 

not understand was that higher level students want more deep work on ernployment 

because students want to have jobs. For lower level students, filling application forms 

and just taking about jobs is fine. Higher level shidents need much more." This seerned 

to point out that in some cases, the content of LINC programs is not geared towards 

learners' needs. Another interesting comment was, "'Men teachers talk about a topic, 

they just stick to what they want to tell you. The teacher has to explain everything about 

the subject. The teacher has to give details." A concrete example was teachers focussing 

on Canada Day as a holiday but not discussing the history that led to this, the 



confederation and other important events. It seems like explmations have no depth. "It's 

the sarne like when the students ask the teachers a question. The teachers only answer to 

the point but not very good explanation." 

Listening exercises in classes are done mainly with audiotapes or lemers listen to 

the teacher and to each other. For speaking, leamers are placed into smdl groups or they 

work in pairs. They also make individual presentations to the class. One leamer, in 

comrnenting about her class presentations said that this was a mandatory component of 

her program. There were eighteen leamers in the class and each was allotted thirty 

minutes presentation time. The presentations went on for an entire week during which it 

would seem the teacher did no preparatory work. It was felt that this activity suited the 

needs of the teacher who had complained of being tired on previous occasions. The 

leamer summed up her feelings in this way: "The class presentations were boring to 

everyone. Many of us were sleeping. It was convenient for the teacher to have 

presentations. No preparation for ha." 

Writing activities are based on writing stories about pictures or events such as 

festivals in Canada. Writing activities could also include making summaries of reading 

content. Reading materials 1 am told are more about, Y.. stories of how to live in Canada. 

Things you should do or shouldn't do. About people who corne here and they are happy." 

Grammar is " ... taught by niles. You have to leam the rules and know how to use 

them. If not you make too many mistakes and the teacher has to correct you al1 the time. 

It's past tense not present tense." Vocabulary is developed by leaming new words 

everyday and making a note of these for fLWe use. "We have to write down the new 

words and then we keep revising and revising." 

In some programs, a lot of attention is paid to pronunciation and accent reduction. 

When asked whether it was felt that accent reduction was a very important aspect of 

second language learning, the answer was a unanimous "Yes, it is important." When 1 

asked for reasons, 1 was told that "if I dontt speak with a Canadian accent, people donit 

understand me. They always Say excuse me or pardon me! This makes me very 

uncornfortable." Another claimed, "When 1 speak and 1 have this ber own] accent, 

people look at me very strange." It was feh that without a Canadian accent, it is more 



difficult to find a job. One leamer strongly felt, "If 1 want to be a Canadian, 1 rnust have 

Canadian accent." 1 candidly asked him if he would suggest that 1 reduce my accent. He 

said 'ho, no. You have a good job. Your pronunciation is very clear and 1 understand you 

very easily." 1 informed him that 1 also understood him very well and 1 had no problems 

with his accent. He shook his head vehernently doubting his ability to effectively 

communicate because of his non-Canadian accent. 

Using Learners' Experiences 

Learners suggest that activities within LINC programs do not reflect what goes on 

in their daily lives. One comment was, ''The real thing outside is different from the 

classroom. In the classroom, everything is simple, you don't have to worry but when you 

go outside, you can't Say anything." Another comment was, 'Tt's al1 very simple in class. 

Basic things we do in the class like hello or my name is ... but when you go on the Street 

there are many things you have to do." In support of this observation another interviewee 

infomed me that activities done in the classes are not realistic. "Like you ask on the 

phone 'What tirne do you close?' Or when you make an appointment on the phone to see 

the doctor it is O.K. But when you go to special doctor he asks you al1 kinds of questions 

which you cannot answer. Too many things in the class are not for real." 

A concrete example cited of an unreal situation is where leamers are asked to 

role-play sening up an interview for employment via the telephone. The teacher writes 

out the dialogue and leamers work in pairs to read this with some emotion and action. 

The dialogue is noxmally never problematic. The conversation takes place in a very polite 

and unredistic way as was summed up by this learner. "Everything was O.K. It was thank 

you very much and goodbye. No problems. It was al1 very easy. But when 1 go home and 

1 have to call, it's al1 very different. 1 feel very unbalanceci and scared. Canadians speak 

too quickly. 1 think in class we need better practice for reai." One learner declared that if 

real situations were not simulated in the classroom, she forgets most of what she lems.  

When asked about how the classes help thern in their everyday lives, one learner 

declared, "1 leamt how to speak English, to ask for things in the store or to make 



appointments. It helped me know what to Say in Canada." Another said, "I got some kind 

of self-confidence because when I learnt something about shopping, I knew how to ask 

questions from the salesperson." On this same question, another leamer commented that 

the language taught in LINC programs focuses too much on life skills or survival English. 

"They teach you English so that you can go to the store and ask for bread or something 

else. They don't teach you how to fight for your rights." Another pointed out that some of 

the activities done in LINC classes are too simplistic. It was felt that "these classes are 

generally profiled for average leamers. Sometimes it is difficult for leamers who c m  do 

more and for those who are d o m  at the bottom." 

There was also the comment that within LMC programs teachers make incorrect 

assurnptions about learners, lumping al1 of them into the sarne category, that is, the 

category of people nom very underdeveloped countries. Teachers demonstrate how to use 

the telephone, a washing machine or a vacuum cleaner but Y.. people know how to use 

these things. They dont only have these in Canada. Students get very imtated about these 

kinds of classes. Teachen have to realize that many students corne from countries with 

high standards of living. We know al1 about these things here. What we don't know is the 

language. People don't want to l e m  something they already know." Learners are not only 

irritated but they dso feel demeaned. They feel that teachers have a very low concept of 

who they are. This affects their self-esteem. As one participant declared, "These classes 

make you feel put down. It's like teachers think you don't know about civilization. They 

even want to teach you how to use the bathroom. Maybe few students don't know how, 

not because they never seen bathrooms before but because they are too lazy to do the 

right thing. Not only immigrants, but many other people are lazy. 1 go to see a movie and 

no students there, but the bathroom is still very untidy." So it seems that there is also an 

element of stereotyping when teachers use these demeaning tasks as topics for teaching 

English. 

It is leamers' views that the content and activities within LMC programs should 

be related to their lives. As mentioned by learners, "In class, it is important to talk about 

the different things which affect students. We need to discuss things about our lives here 

in Canada." They feel that classroom situations should reflect the real life situations they 



encounter on a daily basis and should not be artificiai events set up by the teacher. For 

example, with regard to shopping, it was noted that "teachers taIk only about the basic 

things of shopping. We leam to ask what is the price of something. We talk about the 

stores and flyers, the diffaent departments, but not about things like sometimes when you 

are an immigrant and you're shopping, the people selling in the store watch you more 

than Canadians [meaning that these people view immigrant shoppers with suspicion]. Or, 

you can get charged for shoplifting. Shopping is more than buying. There are many other 

things the students must know." Another reason given for relating leaxning English to 

learners' lives is because "when students come to learn English, they come with many 

other problems. If the teacher doesn't look at these problems, then leanllng English is not 

very helpful." It was noted by one leamer that "... it is a good idea to have some time in 

class where students c m  talk about some of their problerns. This will help them to find 

answers and provide experience for other leamers. It will also help teachers to know what 

to teach." 

In addition to sunival English, another leamer suggested that "learning to shop 

and talk on the phone is good but we should also l e m  about collision with your car. How 

do we handle this? The teacher has to talk with us about other things like elections so we 

can talk about how politicians behave and what to look for in a good politician." He 

jokingly continued, "maybe 1 make a good politician!" 

One experience that learners feel should be seen as important in LMC programs 

is their experience of living in another country. They believe that time should be spent to 

discuss and share cultures so that they can have the oppominity to exchange visions, to 

learn about other countries and people. In some classes they were involved in this kind of 

sharing and felt much "riche? from the experience. In some programs there is not enough 

cultural exchange. " ... we wish it could have been more. We sometimes talk about 

festivals in different countries and how other people Iive but it's not enough." It was also 

mentioned that when leamers taik about their own expenences they are more motivated 

to talk. The subject is familiar and they feel a sense of confidence to share knowledge and 

expenences. They said, "We just have to think about finding the right words. When we 

talk about Canadian things, it is more difficult." 



There is also the notion that because LMC programs do not take place in 

bbregular" schools [meaning the Edmonton Public or Catholic schools], the emphasis is 

not on senously learning the language. Learners are seen as newcomen who need to be 

'put at ease" rather than be given the practical communication skills that would tmly 

enable them to h c t i o n  in the Canadian environment. It would seern that the focus of 

programs is to enable learners to do the basic everyday things in life but not to become 

"active" citizens. As one interviewee mentioned, "If 1 were a senior, then maybe what 1 

leam is O.K. 1 learn how to go on the bus or bank my cheque. But 1 need much more. 1 

want to leam how to deal with some of my problerns. I want to ask difficult questions and 

know how 1 can help others in my comrnunity." 

Teac hing S trategies 

Varied teaching strategies are used in LMC programs and include role plays, 

simulations, games, group work, individual work, and pair work as evidenced by these 

cornments: "Sometirnes we worked in groups or in pairs. We asked each other questions 

and gave answers. At times with some topics we talked to the class one by one. 

Sometimes we work in groups to write things on the big paper and put it on the board, 

then the teacher corrects. Like we talk about Thanksgiving and then we write about it 

together. We read some conversation to one another in pairs. The teacher listens to us and 

she corrects o u .  gramma.. Teacher gives us presentations to do and we take tums to talk. 

Sometimes one person acts as cashier and the other as custorner or one acts as doctor and 

the next one as patient." 

Field trips are also made to places of interest. Sometimes the teacher selects the 

places to visit or learners are asked to choose fiom suggestions made by the teacher. "She 

asked us if we wanted to go to the Muttat Conservatory or to the library downtown. But I 

dont  know which to pick." Learners feel that field trips are sometimes purposeless. bbYou 

dontt know why you're going and what you will learn." They do not mind if a few of 

these trips are just excursions to relax but generally they would like trips to be comected 



to their learning. "If we go to see something she is teaching about or what we have to 

learn, that is better." Besides field trips, guest speakers are also invited to the classes. 

Leamers appreciate this, particularly if what is said is important to their lives. "When 

teachers get speakers to corne to the class to talk about things the students want to know, 

1 am very happy." Another comment was, "Some guest speakers 1 dont understand 

because they speak too fast. 1 like if the person cm speak slowly and the topic is very 

interesting." To my question of what are interesting topics, the response was "things the 

students want to know - how to sponsor your other family. The lawyer talked to us about 

this." 

However, it was noted by learners that instead of just focussing on teaching 

learners new concepts, imparting skills that will lead to independence is an important 

consideration. Learners felt that an effort should be made Y.. to teach students how to 

lem." When I sought clarifications on this, one leamer gave the exarnple that some 

teachers do not actually show the class how to use the dictionary so that learners can find 

the rneanings of words on their own. hother  exarnple was that "teachers do not teach 

students how to read the weather for themselves on W." Learners felt that it is important 

and advantageous to do things for themselves since they gain a sense of independence 

and accomplishment. They do not like to "... ask teacher everythmg ... every question. 

Some things we have to know by ourselves. We have to leam how to find Our own 

answers. This is important for our lives. We have good feelings about this." 

There is also the view that some teaching strategies are not appropriate for adult 

leamers. They confirmed Knowles' theory that teaching adults is different from teaching 

children (Knowles, 1984). They complained that some of the teaching methods focus on 

too much "fin" activities which were described as "stupid." For exarnple, these activities 

involve playing games to memorize the names of other learners or games to relax the 

class after a test. The question was asked ". . . was this play therapy?" It was supposed 

that fun activities are easier for the teachers "... since there is no stress for them to teach. 

But these activities did not really help us to leam." Another learner, in voicing her 

concem for over simplistic activities said, "1 have to tell you the impression of students in 

my class. Maybe this is interesting for you. Some gentlemen didn't want to play games. 



These games were about songs and acting. They found it very childish. For exampIe too, 

at one time we had to cut out pictures of clothing fiom magazines and flyers. The men 

didn't want to do it. They thought it was just too silly." In other words, the teachers do not 

contextualize these activities. Rather than the activities being used as tools to learn 

concrete matenals, they are used as surface games which relate to nothing and further 

make learners feel foolish, 

There was also the comment that sometimes there was too much emphasis on 

Iearning new words and concepts by rote. "1 Iearned questions with ever and never. 1 

repeated these questions like fifty times. It was boring but I leamed it. Repetition is 

sornetimes a good way of learning but it is better for lower Ievel students or children 

maybe." This participant said that when she was told she had to Lem the rules for 

grammar, she had to write these over and over again. She claimed that "repeating over 

and over is the best method for the teacher." (Although she did not actually say it, 1 could 

discem that this meant it was not the best method for the learners). With regard to 

leaming new words, another learner said, "1 wrote the new words ten times Leach]. If 1 

don't remernber, the teacher tells me to mite it more. 1 try to understand and when I do, 

then 1 take another word. But it is very hard for me to do it this way." She went on to 

explain that, ''1 use the EnglishNietnamese dictionary - the machine. This helps me very 

much in class. 1 had to buy this machine because regular dictionary is too hard. With the 

machine 1 go a little faster with the English. If 1 read and 1 don't understand, it's not good 

for me. It's not good for my life." It seems that her teacher does not know how or does not 

make an effort to relate what is being taught to her leamers' lives. She does not realize 

that by making very real connections with the learner, learning would become more 

relevant and therefore more sustainabfe. The method is taken out of context. Content is 

leamed as an item standing alone fiom life and the method used for teaching about that 

item is culturally and andragogicdly inappropriate. 



Learners' Integration into Canadian Society 

Self-Concept 

Leamers expressed their feelings of loneliness and sadness and the need for 

teachers to be understanding of this and to treat them with kindness and respect. One 

leamer said, "Immigrant students are very lonely and sad. They miss their homes and 

family. They want teachers to be kind, to show them some respect. This is very good." 

Much of the same need wrs expressed in Wilson's (1996) sîudy where she found that 

when leamers were Ionely and far away from home and loved ones, the subject matter 

became secondary to the relationships that was formed with their instmctors. Leamers 

feel that teachers are disrespectful to them just because they cannot speak the language. 

One learner described what was a very embarrassing situation in one LINC program she 

attended. "In this class at this school, if you come half an hour late after 9:00, the teacher 

will tell you to stand outside. Every student was scared about th&. I think this hurts your 

feelings as an adult. You feel very low. It's not nice to stand outside and everyone passing 

beside you asking why you're outside. This was bad. 1 wonder if they do this to students 

at the university or Grant Mac Ewan?' SSe felt that in rnost instances, learners had valid 

reasons for being late and teachers should have respected these. She said that once she 

was late because her husband was sick and unable to drive the children to school so she 

had to make alternative arrangements. This caused her to be late but when she arrived in 

class, the tacher gave her no oppominity to explain. She was told, " . . . you're the second 

one who's late today so you can take your tum and stand outside." She said that she felt 

so humiliated that even when she was accepted back in the class she could not 

concentrate on her work. 

Learners try to hide their ignorance fiom the teacher when they do not understand 

certain concepts because they are ashamed. They feel that as adults they are Y.. supposed 

to know most things. We don? want the teacher to know that we don? know or we do not 

understand." They develop feelings of inadequacy which pemeate not only their 

language leaming but dso their entire lives. "You don't feel good about yourself You are 



always scared. You meet people who speak English, you are scared to talk with them. 

You find it hard to even want to do things by yourself." Leamers are ernbarrassed by their 

inability to comrnunicate effectively in Engiish and there is always this general feeling of 

discornfort and inadequacy adjusting to the new culture and environment. "Everything is 

different. Language is different. Youfre not very comfortable. It's a very uncornfortable 

situation here. It's not like my own hometown. People watch you strangely." They prefer 

to be quiet rather than speak and make mistakes lest people make fun of thern. Asian 

people in particular, because of their difficulty with mastering pronunciation skills, Say 

that they have experienced, "... when we talk, people laugh at us." Within the wider 

society leamers meet people whom they say are "more powerfùl" because they " ... speak 

much and they speak quickly. We don? understand them. We are stressed. We are so 

ahid." 

They also feel that they are looked down upon by some mainstream Canadians 

who do not like immigrants. "Sometimes 1 feel that they [Canadians] look d o m  on me 

because 1 am an immigrant and my English is poor. For example, 1 find this in my 

neighborhood and at my daughter's school. Parents just look me up and down." Another 

commented, "1 don't think people here accept me one hundred percent. 1 donft feel 

comfortable." While still another concluded, "Some people are impolite because of my 

accent. They do not take the time to listen. It is my problem if 1 undentand hem or not. 

They don't care for what 1 say." 

There is no doubt that leamers in LMC programs live in a climate which is 

unaccepting of immigrants. Although Canadian immigration laws permit immigrants into 

the country, many Canadians do not subscribe to the country's immigration policy. A 

great deal of ethnocentrism exists. Many residents of Canada would insist that there is no 

class structure here, yet the very need for aamiative action suggests the opposite. In the 

job market (which reflects Canada's class stratification), white males are most apt to have 

jobs, followed by white fernales. This is followed by invisible minority males and then 

fernales. Visible minonties and Aboriginal peoples have the least access to both 

education and jobs. 



The rights of learners as immigrants was also an issue. They feel that because of 

their lack of English, people (or the system) take advantage of them. Not knowing the 

language results in not being able to access available seMces or not being able to speak 

up about injustices. "When people just migrate to this country, they don't feel like they 

have any rights, They can't express themselves and this is a big disadvantage." There is 

always a constant battle going on between immigrants and "the system." They are in a 

strange country and need to leam how things happen. For exarnple, what are the d e s  

regarding health care or loans from the Student Finance Board. Because of their 

ignorance they are "pushed around." Things do not corne their way very easily. "Life is a 

constant struggle." 

An example of a simple situation was given where a learner wanted to move from 

a lower to a higher level LiNC class. She did not have a choice because Y.. each class has 

a quota. We can't move students around." It was more important to maintain the numbers 

in the class than to have the learner appropriately placed. Since she did not have the 

communication skills to argue her case, no £ùr&her atiention was paid to her request. She 

had to seek the assistance of an advanced learner in another program who spoke up on her 

behalf. "It took three weeks for the matter to be resolved and for me to be transferred to a 

higher level class. Things don't come your way very easily. You have as much rights as 

you can fight for. On many occasions you are not given what you deserve. You have to 

fight for what you want. It is not like you will be given." 

On the issue of equality between immigrant lemers and mainstream Canadians, 

learners felt that there was a big discrepancy in the way immigrants are treated as 

evidenced by employment opportunities. One view was that "if 1 apply for a job and a 

Canadian applies, if we have the same qualifications, of course the Canadian will be 

given the first chance." 1 explained that jobs were more readily available to Canadian 

citizens and this was fair. The response was, it was not the citizenship that was an issue, it 

was skin colour or nationality. The leamer pointed ouf "1 have fiends who are Canadian 

citizens and it makes no difference. It is what you look like that makes you get the job or 

not." He looked me straight in the eye and asked, "Was this not a problem for you? You 

tell me." 



1 did not tell him but 1 did reflect on one occasion when 1 showed up for an 

intemiew and no one expected a person of my nationality. 1 had to confinn more than 

three t h e s ,  that 1 was Rosetta. 1 left the interview knowing for sure that I would not be 

hired, not because 1 couldn't do the job, but because 1 was not a white mainstream 

Canadian. 1 also thought of another occasion when 1 was the 1 s t  of a group of teachers to 

be hired to teach on an ESL program that had an exclusively mainstream Canadian staff. 

Although 1 was vety eligible for the position and did an extremely good interview, 1 was 

given the least consideration.. 

In discussing this issue of discrimination with another learner, she said "in 

Canada, we Say we want al1 people to be equal, for them to feel welcome but ... (pause) 

the systern encourages division ... (pause again) You have to be an immigrant always." 

Another learner pointed out, "They [people in general] don? treat you the sarne way they 

treat Canadians." There was a general feeling that immigrants have to be "second class" 

citizens, paaicularly those labelled visible minorities. 

With regard to how LINC programs generally facilitate the integration of 

newcomers into Canadian society, it was felt that "the system teaches people to be more 

submissive." Learners claim that actual classroom activities encourage hem to take a 

passive role." One leamer pointed out, "With the kind of activities we do, you can't 

question, you can't andyze. Our ESL classes do not prepare us to advance in Canada. 

From these classes, 1 can see that immigrants are supposed to be in this role forever." 

When 1 sought clarifications on this, 1 was told that the perception is for immigrants 

always to be in the lower rank of society. One learner surnmed it up by saying, "Whatever 

is taught in class makes leamers feel that there is a level of progress which they can 

achieve but they should not aspire to go beyond this." 

Employment Opportunities 

Finding employment is an integral part of newcorners' integration into Canadian 

society. Employment is a teaching unit that is covered in almost al1 LINC level3 

programs. Leamers expressed deep fnstration in finding appropriate jobs to match their 



skills. They feel that it is unfair that the credentials nom their countries of ongin are not 

accepted in Canada. They pointed out that in many instances there are no big differences 

in job skills across counîries. As one learner said, "If 1 am a baby sitter in Poland, the 

same principles apply to babysitting in Canada. But 1 c m o t  do the same job because 

everyone asks for Canadian experïence. You know why?" 1 said that 1 didn't, so she 

continued, "It's because this is the way to keep immigrants out fiom the job market." 

Another learner observed that 'bany people come here with certificates but these are not 

recognized." 1 want to be an Accountant but 1 have to start al1 over again because my 

certificate is not accepted here. It is not right. 1 don't know why 1 studied four years in m y  

country. It's the same thing 1 leanied. The only thing different is the language so why 

can't 1 have the same kind ofjob?" 1 threw the question back at her and asked whether she 

could come up with any answers. Her first response was, "Maybe because we are 

immigrants the expectation is that we should do the Iower work." She pondered, and then 

continued, "1 don? know why people feel this way. We are same like al1 people. We 

shouldn't be different" 1 posed the same question to another respondent who had also 

brought up the issue of certification. Her explanation was, "It's not supposed to be easy 

for immigrants. You have to work much harder if you want good jobs. You have to start 

from the bottom. Look at the malls, al1 immigrants are cleaning the malls. You don't see 

white Canadians doing this" 

When asked about LINC classes preparing students for ernployment, leamers said 

that the ernphasis is normally on low skilled jobs as evident in this comment. "In classes 

we talked about janitors, cooks, waitresses ... When we looked at ads for jobs, it was the 

sarne thing - cooks and cleaners." Leamers are happy to "... take any job because they 

have to work to get money and their English is not good." Or because 'You always see 

immigrants have to look for any job. You feel that you have to take any low job or else 

how can you live? You have to pay your bills. You can't wait for good job. Just as 1 left 

classes 1 had to find any job. Doesn't matter if 1 like it or not." One learner suggested that 

classes very subtly prepare leamers to accept low skilled jobs. "For example, we watched 

the vide0 tapes they [teachers] showed and we saw other immigrants talking about their 

jobs. One man fiom Iran was here for twelve years now and he said when he came to 



Canada, he started working as  a janitor and then gradually as his English improved, he 

got a job as a mechanic and now he owns his own mechanic shop." Another said, "We 

also saw one tape of a woman fiom Vietnam. She never worked in her own country but 

she had skills for sewing so now she got a job sewing in a factory. It7s all about sewing, 

bartender, waitress, cook or cleaner." 

When asked whether they felt that improved English brings about improved 

chances of employment, answers included: "If your English improves but you don't have 

the Canadian qualification you still will not get the job you're looking for. Ifs not only 

English." ' Some are lucky and itls 0.K for them but it's very hard to get a good job like 

you had in your own country. Not even if your English gets better." Learners expressed 

their happiness of seeing some immigrants " ... in good positions. ... not many, just a few." 

However, this stilI sends a message of hope that " ... if you work hard, you may be able to 

make it to the top." 

The barriers to equality are many. In Canada, racism, prejudice and stereotyping 

are dive and growing. Leamers in LMC programs often become the target of these 

dysfùnctional attitudes, particularly if their teachers lack training, cultural awareness and 

sensi tivity. 



CEAPTER FIVE 

DATA ANALYSIS 

Since the research question tries to examine whether LINC programs are 

perceived as adult education practice, the data analysis will identiw current adult 

education practices and principles and relate these to the experiences described by 

respondents. As Law (1979) notes, adult education is not any kind of education which 

contingently just happens to be for adults. It is education specifically and uniquely related 

to adults contingent upon how it is taught, what is taught and how it is organized. Adult 

Education is a distinct field and has its own body of theory, which reflects the principles, 

and practices of the discipline. The base of these principles is increasing the learners' 

participation in the educational activity and the learners' responsibility for learning 

(Brookfield, 1 996; Klevins, 1972; Knowles 1984 and Shore 1994). Such principles 

according to Vella (1994) are integral to a design of adult learning as dialogue. There are 

a number of principles identified in the current literature which c m  be surnrned up as 

follows: 

- AUowing leamers to become partnen in the learning process 

Leamers have to be given the oppomuiity to initiate action and take 

responsibility for their own learning. They have to be encouraged to 

develop their own ideas and values and be able to set goals for themselves. 

They need to be involved in helping to determine the nature and content 

material for their learning. 

- There has to be a "facilitator" who makes the process of learning 

possible, rather than an "instructorv who passes on authentic 

information to Iearners 

Power and control are given up by the facilitator so that learners may be 

empowered instead. 

- Learning activities are related to leamers' experiences 



To make leaming relevant, activities have to be organized to take into 

account learners' life experiences and the situations they encounter in their 

everyday lives. Lemers are allowed to question the nature of society and 

their role in i t  They l e m  to think critically rather than absorb 

information. 

Instruction in the adult Learning classroom is personaked 

What is taught in the classroom is as important as how it is taught. 

Teaching strategies have to meet the needs of leamers. Since many 

individual differences will exist among leamers, a variety of teaching 

methods and materiais will have to be used. 

Assessing learners' needs is ais0 of great importance 

Being involved in the leaming process with adults rneans finding out what 

each leamer wants and needs. This information can be gathered through a 

number of approaches. It is important to hear fiom the learners 

themselves. 

Learning takes place in a friendly and informal climate 

A warm and supportive classroom environment can be created by 

encouraging learner dialogue and interaction. Leamers have the 

opportunity to explore elements related to their self-concept, to practice 

problem-solving skills and to develop interpersonal skills. 

The data gathered fiom the study will be analyzed according to the above 

pnnciples. 

Learners as Partners in the Learning Process 

Knowles (1 984) identifies the main difference between andragogy and pedagogy 

as the difference between teaching and faciltlating and the role of leamers in helping to 



detemine their own learning activities. Data fi-om the interviews with respondents who 

have been participants in LINC programs in Edmonton points to a very superficial level 

of involvement of learners as partnen in the learning process. There is a lot of talk within 

the field of ESL of involving learners in program planning and program execution. This 

is an important consideration in any adult education practice and as Davis (1987) points 

out, theones of adult learning should be applicable to the teaching and leaming of adult 

ESL. But, as the data indicated, translating taik into action is lacking in LMC programs. 

In consulting my field notes, I am reminded of a conversation 1 had with a funder 

of LINC programs in Edmonton. She disclosed that many LMC proposals depict their 

programs as steeped in the principles of adult education but one becomes very skeptical 

about these p ~ c i p l e s  being transferred from well written proposals to actual classroom 

practice. As described by the interviewees, their LINC teachers are involved in advanced 

program planning and delivery. What they need fiom learners is consent to proceed with 

their plan of action. Involving learners therefore in partnership in the classroom is a 

facade, a kind of 'cover-up' to make transparent the notion of leamers' involvement. 

Some of this cover can be discemed in the way teachers design learners 

participation in classroom activities. They ask them to make choices fiom plans already 

made. Leamers' options are not really created by hem but rather by the teacher. For 

exarnple, learners are asked to make a choice about which place to go on a field trip but 

not to have a Say in whether a field trip is necessary or not. Teachers involve learners in 

tasks but not in actual decision making with regard to planning for those tasks. Bailey and 

Celce-Murcia ( 1 979) in discussing this superficial level of learners' participation in adul t 

education programs say that teachers involve leamers in management tasks but not in 

content activities of the program. They note that in many instances, learners are allowed 

to do the roll cal1 in the classroom, retum correcteci papers, help with displays on the 

bulletin board or make announcements. This is a v q  "surface' kind of participation - 
very superficial, one that makes learners feel that they are in control when in fact the 

teacher very much dictates what, when and how things should happen. Some leamers 

speak about being asked to write answers on the blackboard or field questions from the 

class but al1 these activities are teacher directed. 





classroom can be very intimidating and threatening for adults who, a f k  being in control 

for ail of their lives, now suddenly find that they have lost the ability to communicate. 

Language is an integral part of a person that not being able to use one's language becomes 

sirnilar to losing one's amis or legs. Faigan (1986), in discussing the teaching of ESL 

fiom a Freirian perspective, alludes to the anxiety fiom which older leamers suffer in 

ESL classrooms. She says that they are being introduced to a very intimate yet 

intimidating area of learning and fear any fom of failure. She sees the classroom 

environment as very threatening with the teacher as an authority figure and other leamers, 

particularly those with more fomal education or some pre-knowledge of the language, 

posing a serious threat to learners making fools of themselves. Therefore, lemers will 

not venture to make their voices heard until they have developed some degree of trust for 

the teacher and for each other. It is not easy for them to be forthnght about what is it they 

want to Say. 

Dean (1994) also writes about this issue and like Faigan, notes that involving 

learners in shaping their own leaming activities is not always an easy task since learners 

may react in different ways to this invitation. Some may lack the confidence, others may 

feel threatened or others may feel a sense of anxiety having to make suggestions in front 

of their peers. 1 remernber discussing this issue at a recent ESL Conference and this was 

the reaction of most teachers in the room. There was a resounding unanimous response 

that ESL learners do not want to become involved in decision making and therefore, there 

is nothing the teacher can do about this. Teachers then suppose that this particular stance 

should not be pursued and there is a feeling of resignation. However, Dean suggests that 

if the teacher senses a reluctance on the part of learners to become involved, it does not 

mean that this is an excuse to stop right there. His advice is to begin with activities which 

warrant lower leamers' involvement and when leamers begin to feel a sense of cornfort, 

higher levels could be aimed at. 

Vella (1994) supports Dean on this idea of the gradua1 involvement of leamers in 

planning for classroom activities. She notes that it is tme that ESL learners are sometimes 

reluctant to become involved in planning for their activities but she also says that this is 

no excuse for no t involving learners as partners in designing their classroom experiences. 



A strategy she points to that teachers can use is the small group approach where leamers 

nomally feel safer. She suggests that at fint, learners may be very hesitant to say 

anything. They will look to others for making the start. However, if there is one bold 

leamer who talces the lead, others tend to tentatively follow. This sharing will definitely 

be on a small scale at first but will gradually increase as learners continue to become 

involved in the dialogue of what happens in the classroom - as they begin to feel a sense 

of trust and comfort with each other and the teacha and also as the teacher makes more 

and more room to encourage and value their participation. 

Some teachers have also brought to my attention the difficulty of using a 

participatory approach to leaming ESL with a beginning level LMC class. The 

assumption is made that the lower the level of the class, the less learners c m  contribute to 

making decisions about what should take place in the class. As Nash, Carson, Rhum, Mc 

Grail and Gomez-Sandford (1992) note, with this level, teachers can faIl into patronizing 

and controlling their learners. Teachers tend to forget that they are arnong adults who 

have lived very full lives, that these are people who have endured tremendous hardships 

and whose lives are rich with expenence that demonstrate a good deal of knowledge and 

wisdom about the world. However, with the lower levels, there are times when a 

participatory approach will be difficult because there is not sufficient language to 

comrnunicate ideas. One of the approaches I have used in this context is to find 

interpreters that leamers know and c m  trust. Oppomuiities could be provided to 

communicate ideas through non-linguistic foms such as drawings and role plays 

Sometirnes sufficient information is not forthcoming but with carefùlly thought out 

language activities, leamers' interests could be discemed and built upon. 

There are some learners who have indicated that they do not like to become 

involved in helping to design their own leaming experiences. They have corne fiom 

systerns of education which follow the more traditional fom of education where the 

teacher is very authontarian. Leamers become very uncornfortable if ihey are asked to 

help make decisions regarding the design of the learning process. Knowles (1 984:56) 

acknowledges that the conditioning eRect of traditional education on lemers becomes 

problematic in the adult education classroom. He has found on many occasions that: 



The minute they [learners] walk into an activity Iabelled 
'education' or 'training' or any of their synonyrns, they 
hearken back to their conditioning in their previous school 
experience, put on their dunce hats of dependency, fold 
their arms, sit back and Say 'teach me.' 

However, despite the odds which teachen may face, it is still very important to 

have leamers fully involved in their education. In a study of ESL leamers at Alberta 

Vocational College, La Berge (1992) found that ESL lemers know what it was they 

want to leam. They have goals and aspirations and a sense of which direction they would 

Iike to head. What La Berge saw as the problem was teachers not providing the 

opportunity to allow learners to work towards their goals. They have no voice in program 

planning and implernentation. He concludes that adult ESL learners have to be listened to 

if educators are to provide them with the opportunity of being equal participants in 

Canadian society. The leamers he interviewed for his study descrïbed their language 

experiences as characterized by "fkstration, a sense of urgency and panic, resistance and 

despair" (p. 67). 

Teacher vs Facilitator 

The question that needs to be asked is, "Are there teachers or facilitators in LINC 

programs?" The lemers interviewed for this project al1 referred to the person conducting 

their leaming experiences as teachers. In my own experience, ESL teachers are also 

referred to as instructors. Each of these labels canies with it its own connotations. The 

role of a teacher is seen as teaching - passing on information, the same as instructor 

which means to instruct - to tell how things happen, to Say what are the d e s  or the facts. 

Cranton (1992) points to the difficulty of adult educators choosing roles as instructors or 

facilitators. She claims that both of these have a place in adult education depending on the 

nature of the program. She points out for example that a facilitator may not suit a leaming 

situation where, " ... leamers are gaining specific skills or absorbing basic facts" such as 

learning to operate a new piece of equiprnent or leaming what the laws are regarding 

immigration to Canada (p. 78). She, however suggests that where a program encourages 



and supports the growth of leamers, there is need for a facilitator instead of an instmctor. 

LMC prograrns fit this description since participants are being educated to integrate into 

Canadian society. As Hewitt, Gonzales, Fandell and Brticker (1992) point out in their 

article Teachers' Stories: Expanding the Boundaries within the Participatory Approach. 

the role of second language learning is seen as helping participants to develop their 

language skills so that "they can make meaning in English." They also see participants as 

agents of change - both in their own personal lives and in society as a whole. 

Bhola (1 989) defines the role of the facilitator as giving guidance, assisting with 

developing the process to ensure that learning takes place, the idea being to facilitate 

rather than to control. Freire (1989) in discussing his leaniing circles, sees the facilitator 

as fitting in to the circle and since it is a circle there is no place for authority and control. 

Evqone  is an equal 'part oc' This is what leamers probably mean when in the 

intewiews they said that teachers and leamers should be equal. One should not be 

positioned higher than the other. In fact, as recorded in the presentation of the data, one 

learner went on to Say that the classroom has to be seen as the family where there is 

mutual respect and equality. Learners feel that as adults, they should be able to enter into 

discourse with their teachers. There should be the sharing of information instead of the 

creation of rules and regulations to be followed. 

It would however seeni that within LMC prograrns there is the concept of the 

teacher as an authority figure. Leamers speak about their fears of meeting with the 

teacher for the first time or being scared about hurting the teachers' feelings by speaking 

out on issues which concern them. They dso tell about teachers not taking kindly to their 

constant questioning in class, particularly questions related to controversiai issues. 

Teachers seem to want to exercise a finn control over learning activities. This could be a 

reason for not asking leamers about their needs as the classes progress. 

Learners gave the impression that LINC classes were very structured with 

teachers in direct control of classroom activities. It would seern that these programs fit 

into a scenario similar to the public school system with the teacher as the prime decision- 

maker. The teacher's role is conceived as planning the program, designing the curriculum 

and ensuring that 1 e a . g  objectives are met. They aiso design tests to measure leamers' 



progress. Leamers shared their fhstration of not being able to communicate with teachers 

and to share and discuss problems. 

Within my field notes, my observation has been of LINC programs with very 

stmctured tirnetables. One LINC prograrn described io me by learners was seen to be very 

rigid where at 10:30 in the moming, the Coordinator of the program knew which class 

was doing what lesson. Lessons were planned out to the extent of the page number of the 

text îrom which the activity would be taken. Again, one of the learners interviewed for 

the study told of a very fixed timetable which was followed. It was important for the 

teacher to cover the work planned for the day and not to digress fiom planned activities. 

Leamers told of being asked to follow instructions, to learn how to do things the 

Canadian way; to follow rather than to question; to be passive rather than controversial. 

They expressed their feeling that ignorance of the language was equated with "non- 

intelligence." Not being able to comprehend the language caused teachers to see them as 

"dependent," "ignorant" and sometimes even "stupid." 

It is my view that teachers are able to hold on to power in the classroorn since 

they have the tool to comrnunicate while their leamers who do not have the language are 

disempowered. Corder (1 977) speaks about the inappropriateness of this practice when he 

writes that, "1 believe that we shall not be successful in language teaching and leaming so 

long as we insist on the traditional relationship of pedagogy and pupil in which the 

teacher is seen as the dominant member of this relationship" (p. 12). 

Teachers as facilitators create a process of open communication between 

thernselves and participants so that they cm leam fiom each other, exchange ideas and 

concerns and share responsibility for the class. This is the only way decisions and plans 

can become open to negotiation. Facilitators of leaming respect each participant as a 

person of worth and create a leaming climate that motivates and encourages participation. 

Knowles (1984) stresses the importance of the learning climate established by facilitators 

of adult education. He refers to personality theorists who clairn that a leaming climate 

should be characterized by respect for individual and cultural differences. It is not ody 

the physical climate - light, heat, seating arrangement among othm which matters. There 

has to be fieedom and safety for leamers to experiment with new ideas, attitudes and 



values. A mentally healthy climate is normally fostered by a good facilitator who 

encourages the interactive participation of learners. Knowles claims that, "If the climate is 

not really conducive to learning, if it doesn't convey that the organization values human 

beings as its most valuable asset and their development its most productive investrnent, 

then al1 other elements in the process are jeopardized" (p. 120). 

If teachers do not foster open communication with their Ieamers, if they do not 

facilitate their involvernent in classroom activities, then leamers will be marginalized 

fiom the active process of learningy of growing into independent citizens with the ability 

to positively contribute to the new society. 

Relating Learning Activities to Learners' Experiences 

Cranton (1 992) notes that "using expenence as a way of learning and using 

experience as a source of leaming are two fundamental concepts of adult education" (p. 

57). Knowles (1 984), Tough (1 979), Auerbach (1 992) and Brookfield (1 988) among 

others support this basic principle of adult education. For Knowles (1 979) this is where 

the principal difference lies between andragogy and pedagogy. He notes that adults are 

different from children in that they have dready developed a great deal of life experiences 

fiom which they can draw. These expenences fom a substantial part of their education 

and should not be discarded in the classroom but should form the foundation upon which 

other knowledge can be built, developed and expanded. There is the expectation then, that 

since LINC prograrns are for adults this would be a guiding principle but according to the 

respondents intervieweci for this project, it would seem that teachers do not fully utilize 

the experiences of their learners when planning classroom activities. It would seem that 

teachers are bent on passing on a certain amount of information, or as some leamen 

indicated, they have a set cmiculum to follow. It is not important to centre activities on 

the life experiences of learners. 

Some teachers do attempt to focus on leamers' experiences but such atternpts are 

oftimes weak and fraught with unrealistic assumptions. Teachers do not dig deep to find 

out about the lives of their learners. They have the tendency to generalize. For example, 



some teachers feel that al1 Vietnamese leamers come fiom the same socio-economic 

background or that al1 Chinese speaking participants in LINC prograrns face the same 

problems. There have been comments fkom teachers such as, "Men from Eastern Europe 

are too aggressive to the point of t a h g  over the class. You'd better watch out with 

them." (This was one LMC teacher's advice to one of her colleagues). Another bit of 

advice 1 overheard one day was, "Punjabi women never speak out. They are so quiet. 

Don't push them. They are happy to just come to the class and be here." But 1 recall on 

another occasion a newly hired LMC teacher described the Punjabi woman in his class 

as, "She's something else. She always asks why and never takes my word for anything!" 1 

couldn't help being amused. 

Leamers also pointed to the very artificid situations re-enacted or simulated in the 

LINC classrooms to the point that when they are faced with the very same situations in 

real life, they cannot transfer what they have leamt in the classroom at all. In the review 

of my field notes, I found a story 1 had written two years ago about a learner, Qum, 

whom I unexpectedly bumped into dunng my coffee break at an ESL serving agency 

where 1 once worked. Qum was in tears and when 1 finally convinced her to share her 

problem with me, she explained that she had sought to rent an apartment and had 

prepared for the meeting with the building supenntendent by revising some of the 

dialogue she had done in her ESL classes. She thought that she would be able to pull off 

negotiating for the apartment really well because her teacher had only praise for her 

reading of the dialogue when she had done this in class. To her utter disbelief, when the 

superintendent started asking her questions like did she have a boyfriend and making 

comments such as, "1 know the likes of you young people. Everyday it's a different one 

you're bringing in. I had one just like you before and she was no good. Al1 of you, you're 

up to no good. Go bring a letter of reference fiom your other Sup then we can taik." She 

was astounded. The superintendent also wanted to know if she was working, could she 

keep a steady job and how many packs of cigaretîes did she smoke per day ending with, 

"You Vietnamese kids, you think that you're smart, smarter than the law, but you're not." 

Quan said that she was never more insulted in her life. The fact that she was 



neither Vietnamese nor a '%id" (she was twenty-five but Iooked eighteen because she was 

so petite), made her even more upset. 1 am not claiming that the teacher could have 

predicted this situation, but, paying attention to the discrimination newcomers can face 

with settling in to the new country codd have somehow prepared Quan for this traumatic 

experience. 

During the interview with leamers, they made severai references on a number of 

occasions to these unrealistic dialogues that LINC teachers prepare. They discussed their 

fears of being faced with the same situations outside of the classroom and their inability 

to respond appropriately. One learner told of how difficult it was to retum an item of 

clothing to the store although she had rehearsed some of this one day in her LINC class. 

She declared, "It is not the sarne thing. The teacher doesn't prepare you for the hard 

questions people can ask or the bad way you can be treated." 

1 am reminded of Wallerstein (1993) who cautions the use of situational dialogues 

which only contain survival vocabulary. She cites this example from a situational rnethod 

book: 

At the Doctor's OBce 

Mrs Garcia: IS the Doctor in? 

Nurse: What is your name? Do you have an appointment? 

Mrs. G: No. but I'm very sick My name is Mrs. Garcia. My friend 

told me to see Dr. Smith. 

Nurse: Let me speak to the doctor. (Returning to the reception 

room) 

Dr. Smith wilI see you after the next patient. 

Dr. Smith: What is your trouble Mrs. Garcia? 

Mrs. G. : I have a badpain in my chest. 1 cuugh all the tirne. 

Dr. Smith: Your h g s  seem clear. I'll give you a prescription. Have 

it JUed ut the drug store. T'ry tu get some rest. 

@. 38). 

As Wallerstein explains, a dialogue of this nature is too superficial and does 



not address the problems learners rnay actually face in going to see the doctor. They rnay 

have difficulty explaining their problem because of their limited English. They rnay feel 

humiliated. Mrs. Garcia rnay have prefmed to see a female doctor and would have liked 

to ask if this was possible. The doctor rnay have tried to explain to Mrs. Garcia what her 

ailment was and she rnay have encountered dificulty understanding some of the medical 

terminologies even though he would have tried to keep it simple. Mrs. Garcia rnay have 

wanted to ask some questions but could have found it impossible to fiame these. How 

could she ask for help? Wallerstein suggests that teachers have to create real dialogues 

which reflect the Lives of ESL leamers and which are more effective in generating 

discussion and initiating problem solving techniques which learners c m  use in their 

everyday lives. 

Teachers somehow tend to shy away from issues of prejudice and racism since 

many feel uncornfortable to discuss these aspects of newcomers' lives. It is easier to 

ignore the realities than to confiont them. It is tme in Quan's case that the superintendent 

had no nght to make those derogatory remarks to her but we are dl aware that there are 

huge discrepancies between what should happen and what does happen in real life. This 

shying away &om real issues is evident in the story told by the learner who was called a 

'bbad name." The teacher ignored his questions about addressing this situation. It is easier 

to deal with the rules of gramrnar or the mechanics of writing than with these real life 

experiences. However, sweeping these issues under the carpet will not bring about 

solutions. They need to be brought in the open, highlighted, discussed and analyzed. They 

should become issues from which positive actions can be fiarned. As much as teachers try 

to avoid this kind of dialogue, their learners will still be faced with the dilemma of 

racism, sexism and discrimination within Canadian society. Not discussing the problem 

does not make it magically disappear. Instead, it robs learners of the opportunity of 

tuming these negative experiences into more positive action from which they could learn 

and grow so that they do not feel like powerless victims, or, on the other hand, as 

aggressors who need to retaliate. 

It is therefore important that within the ESL field, an attempt is made to design 

language learning activities around contextual appropnateness (Davis, 1987). Davis 



believes that the content of the language being taught must be located within the context 

of the learner's life situations if hefshe is to make any progress. She cites Li Xiaoju (1984) 

who emphasizes that learning the language is achieved through the use of real situations 

and real roles. It is not enough to teach sentences and grammatical rules but how these 

grammatically correct sentences are used for communication in real situations is what 

really matters. Because language is made up of words, some educators tend to confuse 

words with language. Learning a language does not simply conskt of leaming words and 

the grammatical structures that hang these words together. Many ESL teachers have been 

visitors to foreign lands where they have had to leam the vocabulary to help them cope 

with their shopping and ordering of food or taking the bus. They therefore know how 

trapped one feels when he or she cannot respond or become really involved in the life 

around. Words alone are not enough. In fact words by themselves are useless. Words 

have to be taught to make sense situationally. Language that is presented as meaningful 

as possible will be learnt more readily. 

Nash, Carson, Rhum, Mc Grail and Gomez-Sandford (1 992) who are practitionen 

in the field, share their experiences in using an adult education approach to teaching ESL. 

They discovered that leaming and teaching are most effective when they take place 

within a context with which leamers can identiQ. They point out that activities which 

reflect the social and cultural realities of learners have proved to be most effective. Their 

suggestion is that one of the first tasks of the teacher is to find out what it is their learners 

are interested in doing, what their culturai and social realities are and to structure 

activities based on these realities. The social situation of leamers have a direct 

relationship on their leaming. Learners bring a wealth of backgrounds and experiences 

which cm be utilized to benefit the entire class and could becorne the tool to stimulate 

language learning. By drawing upon learners' own experiences, classroom activities c m  

be made more relevant and meaningful. 

These kdings point to the fact that cmicula for LINC programs carmot be 

designeci in a vacuum. It cannot be something planned way ahead of the semester, neither 

can it be taken directly fkom a textbook. On the contrary, it has to evolve as the realities 

of leamers become clearer. They are the ones with the knowledge of what the important 



issues are in their lives and these have to be taken into account by the teacher. As the 

above writers suggest, it is the role of the teacher to help lemers make their issues 

explicit and then to incorporate them into materials appropriate for classroom use. 

Auerbach (1992) notes that "the classroom is a model. What happens in the classroom 

shapes the possibilities outside of the classroom." (p. 2 1). Corder (1977) says that it has 

been his experience that more and more leamers have been making demands on having 

their language teaching made more relevant to their oeeds. He predicts that learners in the 

hiture will not accept that the teacher knows best but will ask that the teacher justi@ what 

is being taught. As was noted by the leamers i n t e ~ e w e d  for this study, they would Iike 

to know about the teacher's "schedule." They would Iike to have a Say in naming their 

issues. It was not a feeling that the teacher always knows what is best to be taught. 

Personaiizing Instruction 

As was previously mentioned, what is taught is as important as how it is taught. 

From the interviews with learners, it would seern that teachùig strategies used by teachers 

within LMC prograrns Vary fiom program to program and fkom teacher to teacher. It was 

highlighted that teachers allow leamers to do both group and individual assignments. 

Whether teachers take the time to understand their leamers before they decide on their 

rnethodology is not ver- clear. My experience has been that teachers do experirnent with 

various methods and after a time are able to tell which would work best in a particular 

learning activity with a particular group. However, the ESL classroom cdls for a huge 

arnount of creativity and developing a repertoire of strategies f?om which to choose 

depending on the learners and the setting. 

1 strongly believe that participants in the ESL classroom should be made to 

experience a number of learning strategies so that they may be able to learn in their 

preferred manner. The leamers 1 intervieweci exhibited preferences for different teaching 

methods. Some were cornfortable working in groups, othea prefmed individual 

exercises. Al1 of them enjoyed field trips which were linked to the activities in class or 

guest speakers who dealt with issues important to their lives. Leamers have to be able to 



understand their leaming styles and their strengths. They also have to acknowledge the 

limitations of their styles and be encouraged to broaden their capabilities. 

Rossman (1993) suggests that the teacher is an actor who is creative, intuitive and 

sensitive with the ability to use diffment techniques depending on the needs of the 

learners. He sees it as very important to grab those teachable moments when they occur 

and follow through on them. This has been my experience as an ESL teacher. For 

example, one day in class, learners were sharing their experiences of how difficult it was 

to leave their homeland to wme to a strange country. One learner became very emotional 

and started crying. The next thing 1 hew, almost the whole class was in tears but they 

were d l  holding each other's hands and trying to comfort each other. I suppose that each 

was recalling in hisher mind sirnilar unpleasant experiences. However, 1 saw this as a 

great teaching moment to focus on their strength as a group, pointing out how important 

it was to see their similarities rather than their differences. I felt fiom that moment on, 

they reaily jelled as a class. Working together became rnuch easier and those who were 

quicker at leaming the language helped the slower learners dong. Although, 1 taught this 

class almost four years ago, many of those learners are still in touch with me. We formed 

such a bond that it is difficult not to be concernai about each other. 

As was pointed out by leamers, teachers in LINC programs sometimes use rote 

for teaching vocabulary and grammatical structures. Things rnemorized in this way are 

oftimes forgotten. If we look back at many of the facts we had to memorize in high 

school to pass our quizzes, we remernber how difficult it was to retain these facts because 

there was no application involved. Dry rules learnt are quickly forgotten. They need to be 

applied to reai Iife situations. But some teachers feel that leaming has to be a very serious 

process. If learners are having fun, then no leaming is taking place. Vella (1 994) says that 

teachers need to lighten up. In fact she strongly suggests that they tum to using humour as 

a teaching strategy since she claims that humour does not only lighten things in the 

classroom, it also enlightens learners. There is the need for ESL learners to laugh at their 

mistakes and relax as they stniggle with new concepts and skills. The energy in the 

classroom has to be powered from one day to the next. However, it should be noted that 



no single method can be used to the exclusion of others since learners corne from a 

variety of backgrounds and have diverse experiences and leaming styles. 

It is also necessary to underscore the competitive clirnate which prevails al1 

education, ESL included. If the assmption is that people leam in different ways and at 

different rates, then a collaborative approach in the classroom will be more meaningfûl. 

Learners will be able to generate more creative solutions and gain more in-depth 

understanding of the use of the language. There is not only collaboration among leamers 

but between leamers and teacher, which will make the leaming, process a two-way 

experience. 

Assessing Learners Needs 

Knowles (1984) says that the starting point of planning the leaming process 

begins fiom the individual leamer's own perception of what shehe wants to become and 

to achieve. Knowles suggests that "... the critical assessrnent of the gaps is the learners' 

own perception of the discrepancy between where they are now and where they want (and 

need) to be" (p. 125). Gailbrath, Sisco and Guglielmino (1997) would not like this 

discrepancy to be seen as a deficiency or a lack of knowledge on the part of learners. 

They find this too narrow a definition and more suited to programs which are remedial in 

nature. Needs they Say, have to be articulated by participants in tems of what their 

interests are and in which direction they would like to proceed. They strongly believe that 

without a focus on this type of needs, there can be no sustainable programs. 

On this subject Dean ( 1 994) notes that adult educators hc t ion  as program 

planners, instructional designers and facilitators of leaming and are faced daily with 

discovering the needs of their learners. This is strongly the case with educators within the 

ESL field. Dean discusses a number of ways educators have tried to identify learners' 

needs such as using one's professional experience about leamers, consulting with others 

who are knowledgeable about leamers or gathering data fiom learners' records. Of course 

Dean is facetious about these assessments made by the bbexperts" and clearly States that 

these methods do not work in the interest of learners. As Brundage (1980) points out, 



when needs are determined through mind reading and when problems are not clearly 

defined, assessrnent becomes very inaccurate and full of rnisrepresentations and 

assurnptions which lead to ineffective prograrns and the dissatisfaction of leamers. It is no 

wonder that some leamers complained of not leaming very much in LINC programs. 

There was the example cited where the entire class was taught how to use the vacuum 

cleaner and the public washrooms when there was only a small minority of leamen to 

whom this information was usefiil. In this context, it was asswned that al1 leamers had the 

same needs. 

The question which cornes to mind is whether LINC teachers see leamen' needs 

as one of the most important facets of the program. Leamers discussed their desire to 

clarify issues or situations in class, but teachers do not respond. One of the examples used 

in the presentation of the data was the learner who wanted to find out why some 

immigrants are called %ad names" by mainstream Canadians. This was an issue which 

the teacher was not prepared to address. She did not see the learner's need to do so as 

important. She took care of her own need, which was avoidance of controversy. 

Jarvis (1985) points to the problem of focussing on learning outcomes and not on 

needs. He said that even before some prograrns start, teachers are requested to prescnbe 

leaming outcornes in t m s  of the measurement of behaviour. This is one of the 

weaknesses of traditional education. It hopes that those who design the program can pre- 

speciw the leaming outcomes, not taking into consideration al1 the other spontaneous 

leaming which may take place. 

1 am reminded of a program 1 helped to design for newcomers who were 

encomtering difficulties in finding employment because of their lack of basic education, 

and language skills and their lack of work related skills. This program had to be certified 

by Alberta Advanced Education and Career Development because participants attending 

would qualitjr for a gant fiom the Student Finance Board. One of the criteria for 

certification was that the program should have measurable outcomes, the most important 

one being that participants should be employed three months after completion of the 

program. 



However, speaking with participants during, and at the end of the program, they 

had learnt so many skills that documenting these was almost impossible. Finding a job 

was indeed important, but participants told of the usefûlness of being able to work 

togeîher as a mdticulhiral group. They learned tolerance for, and developed an 

understanding of, people of different cultures. They learned how to deal with workplace 

discrimination during their work placements and they also learned about being polite 

even when they were angry. One learner described this as " ... how some Canadians smile 

even when they have bad feelings about you because they do not want to show it." They 

leamed to interpret body language, particularly when they could not understand the 

spoken English around thern. They also leamed the importance of speaking up for 

themselves so that their voices would be heard and they would not be ignored. If these 

outcomes were the ones documented in the program proposal, 1 am certain that the 

program would not have been certified. Yet al1 the leaming that took place was very 

fundamental to this group of people and to their being able to function effectively in the 

Canadian work environment. 

Jarvis (1985) notes that when leaming outcomes have to be defined even before 

the program has started, it is an expression of education designed by those in authority, 

which is what had happened in this program. It was a case of he who pays the piper calls 

the tune. However, within some LMC programs also, there is the notion of measurable 

leaming outcornes. In many instances, 1 have seen LINC cumiculum with specific 

leaming outcomes. I am not sure whether a needs assessment of leamers was done and 

included in the curriculum. 

At the beginning of the LINC program, teachers seem to do sorne f o m  of needs 

assessment at the start of the first class by asking learners what it is they want to leam. 

Teachers also ask leamers to make choices from various leaniing activities. However, this 

is not an ongoing process. During the interviews, leamers said that in many instances, 

classes are not about their needs but what teachers need to do. Apparently the needs of 

programs have to be met, not the needs of leamers. For example, program needs which 

are given a great deal of attention are ensuring that learners do not go beyond their 



allotted thousand hours of classes, that al1 Iearners have LMC cards or that al1 learners 

have been assessed through the LARCC assessrnent centre. 

Brown (1994) suggests that within the ESL classroom, because of the diversity of 

learners, it is important that this group of people be involved in effective programs that 

respond to their specific goals and needs. Adult ESL leamers corne to the classroom for a 

number of reasons. Sorne of them would like to communicate with other speakers of 

English or they would like to leam about the customs and culture of the new country. 

Others wouid like to maintain their roles as parents and adults so that they do not have to 

rely on their children. They would like to gain employment skills or become more 

proficient in the language so that they can enroll in acadernic programs. 

However, it is sometimes difficult for learners to articulate their needs because of 

cultural constraints. Vella (1994) shares her experience working with a p u p  of 

Ethiopian tent dwellers, training thern as relief workers during the drought of 1984. She 

found that at first shot, asking them about their needs did not bring about definite 

answers. But with continued questionhg and discussion, the needs of this group of people 

became clearer and clearer. Being able to identify the needs and work towards fulfilling 

these was important because her learners were faced with new complexities and new 

challenges day afier day. The lives of newcomers in Canada are a chah of ever changing 

events. Adjusting to a new language, a new culture and sometirnes a totally new 

economic environment brings about a barrage of changes, which have to be dealt with on 

a daily basis. LINC learners would like to have the language tools to respond to these 

changes but unless teachers seek to find out how these changes are impacting their lives, 

they will miss the opportunity to provide their learners with answers. 

The importance of listening to the wants and needs of our learners cannot be over- 

emphasized since this will help to shape the kind of program that would have immediate 

usefulness for our leamers. Vella (1994) points out that listening to the needs of leamers 

is a very basic pnnciple of adult education. Adults have their own themes and are highly 

motivated when teaching is geared towards those themes which are important to their 

lives. In LINC programs, themes are not just figurative but represent a literal approach to 

language teaching. Language skills are divided into themes such as Family, Money and 



Banking and Shopping, among others but it is necessary to focus on those themes which 

are important to the present life situation of leamers. 

Almost three years ago, 1 did a study on the learning styles of immigrant seniors 

with a group of men and women fiom South America who were taking ESL classes. Part 

of rny method for gathering the data was through participant observation so 1 sat through 

the classes for most of the program. One day, 1 watched the teacher stniggle to get over to 

his leamers the story of Lorena Babitt who had castrated her husband for sexually 

assaulting her. This was hot news and had initiated a lot of heated debate in my university 

classes but, for the seniors, there was no interest in the story. When 1 questioned a few 

participants at the end of the class about what they had learned that day, the answer was a 

manimous, 'hothing." The seniors explained that they had no interest in the topic. They 

felt that their time would have been better spent discussing some of their day-today 

problems instead of the problems of Lorena Babitt. 

One participant fnstratingly infonned me that she was really motivated to come 

to class because she was having a problem with the young man in her neighbouring suite. 

He played his music too Ioud at nights and she could not sleep. She wanted him to know 

that he was a nuisance but she was uncertain what her approach should be. She was really 

looking forward for assistance nom the teacher and if possible, the class. But she 

declared in her broken English, "Teacher no interested in me. 1s my problem. Teacher 

talk, talk al1 the time about his own story. 1 no come back for English." Again, Vella 

(1 994) notes that if the program or the class does not meet the needs of leamers, " . . . they 

will simply walk out" @. 5). In fact, she says that adults do not have time tu waste and 

would Iike to work on those areas or skills which would rnake an irnmediate difference to 

their lives. Their concept of change is often based on the now rather than the hereafkr. 

She advises that teachers should pay attention to what she calls the WWW pnnciple - 
who needs what as defined by whom. It would seem that within LMC programs, teachers 

feel that they should get on with the job. It is so much easier to teach fiom a prescribed 

curriculum than one which evolves as leamers' needs unfold. In my field notes, I had 

jotted down one LINC teacher as saying, '4f 1 had my way, I would know exactly how to 

plan for the session." Teachers do not realize that there is nothhg called exact planning. 



Planning is a process which hinges on change. LINC programs have to be flexible enough 

to respond to change. 

Creating a friendly and informal classroom atmosphere 

Psunder (1996) declares that the relationship between teacher and leamers will set 

the tone for cooperation and leaming in the classroom. Demett (1995), in discussing the 

effect of the classroom atmosphere on adult second language leamers, points out îhat 

there is a relationship between the classroom environment and learners' concept of 

themselves. She notes that if a leamer feels accepted by the teacher and fellow learners, 

then, there is a high feeling of self-worth. On the 0 t h  hand, learners who experience 

non-acceptance suffer fkom low self-esteem. As was discussed by some of the learners 

interviewed for this study, they do feel rnarginalized when their teachers do not value 

their contribution to the class. One leamer ciearly stated that she felt the teacher's 

perception of her was "stupid." This perception has definitely influenced the way the 

learner sees herself and has a bearing on the progress she made with her leaming. If a 

negative self-concept is developed in ESL classrooms, learners' progress and their ability 

to interact and socialize in the red world can be undermined. As Dennett (1 995) claims, 

self-concept ". . . cm be an important factor which influences the individual's integration 

into Canadian society" (p. 30). Bailey and Celce-Murcia (1979) in their article, 

CIessroom Skillsfor E S .  Teachers have found that the leaming environment is one of the 

most important facets of the language leaming expenence and exerts a tremendous 

influence on leamers' progress. 

RefRTing to my field notes, 1 would like to recall an incident where a leamer who 

was somewhat aggressive was labellecl a "'trouble maker" by the teacher. He was shunned 

in class and made to look very foolish. The other leamers teased him and he was 

sometimes the laughing stock of the class. He came to the class but seldom participated in 

activities. At coffee break I would often see him sitting al1 alone. Sometimes when a few 

sympathetic leamers approached him, he would become really angry. His language skills 

did not improve in any significant way, neither did his social skills. 



Dennett (1 995) suggests that the multiculhiral environment within ESL has a 

powemil influence on either building up or destroying Iearners' self worth. The teaching 

strategies used and the attitude of the teacher and other participants c m  influence 

leamers' perception of their self-worth. Teachers need to be aware of leamers' feelings of 

inadequacy and try to restore their faith in themselves and their abilities. From the data 

gathered, learners did address this issue. They disclosed being reluctant to become to 

close to the teacher because of their feelings of inadequacy. Their preference was to keep 

the gap since teachers do not really understand their struggle. They saw teachers as their 

superiors and themselves as "not good enough." Some leamers spoke of the patronizing 

attitude of teachers. There were some teachers who would try to assist with their 

problems but not in a manner which respected them as equals. They describe teachers as 

fitting into the missionary role where they were the uneducated who should be 

"converted'' into becorning good Canadians. 

Some teachers unknowingly exhibit discriminatory attitudes and may be shocked 

to learn that their teaching methods were responsible for lowering leamers' self-esteern. 

Robinett (1997) says that teachers can create either a very positive or negative classroom 

atmosphere based on their teaching strategies. Some teachers are bent on getting on with 

cumculum content and will use whatever methods get them through this as fast as 

possible. Others are more concemed with the needs of learners and targetting their 

teaching to meet these needs even if it means working at a slower pace. Lemers did 

mention that they appreciate teachers who are patient and understanding. Psunder (1996) 

found that the qualities of a good teacher are tolerance, patience, warmth, sensitivity and 

open-mindedness. She proclairns that, "Effective teachers are those who remember that 

the student is the most important part of the teachingAearning process." (p. 43). 

Beder (1989) feels that within language learning situations, it is sometimes 

difficult for teachers to establish a good rapport with their learners because many of them 

work part time. They rnay be involved with other primary work and are in the 

organization for only short blocks of time. Their primary work may take precedence over 

their language teaching. They corne to the classrooms, teach and then leave. Within this 

situation there is not sufficient tirne for them to come to know their learners and to 



develop strong relationships with them. Our experience in Edmonton is that teaching 

LMC is a very uncertain and risky occupation. LiNC teachers live from one contract to 

the next. There is uncertainty and sometimes for financial security, teachers have to hold 

another job while teaching on these programs. 

As an ESL teacher, 1 have found it very important to spend time with my learners 

and to establish positive classroom relationships. I have also found that such relationships 

are not necessarily established within the classroom itself. For exarnple, about five years 

ago, I had an ESL class of twenty lemers fiom eight different nationalities and with 

varying levels of language skills. Learners were sometime hstrated with some of the 

activities we did because they were either too difficult or too simplistic. There were also 

cross-cultural misunderstandings and at times the tension in the classroom becarne 

unbearable. My strategy for dealing with this situation was taking the class for coffee on a 

regular basis. During these informal social gathenngs there was a lot of experiences 

shared and a lot of fnistration vented. People let d o m  their guard and really talked about 

themselves and issues they saw as problems. Leamers claimed that they were reluctant to 

do this in class since they perceiveci the classroom as related only to formally leamhg the 

language and a place where everyone needed to bepolitically correct. 

These social gatherings did not only help me to understand my leamers, but also 

helped learners to understand each other. Having broken the ice in the cafeteria, and 

having set the tone for more informal relationships, it was easy to transfer this to the 

classroom. What 1 observed was that the more the classroom atrnosphere became relaxed, 

the more leamers were willing to take risks and try out new aspects of the language. This 

is very much related to the findings of Psunder (1 996) who advocates that only by 

establishing a personal relationship with leamers can teachers gain feedback and develop 

a two way communication process. She stresses that one way communication does not 

facilitate dialogue. The teacher has to atablish a humane form of relationship involving 

the exchange of ideas, taking each other into account and embarking on a mutual learning 

process. 

It should be noted, however, that classroom interactions and climate may Vary 

nom culture to culture. It is sometimes very possible to misread cultural behaviours. An 



East Indian woman who is shy and retiring may have corne fiom a culture which values 

the opinions men, not women. It is therefore important for LINC teachers to be involved 

in cultural awareness education. Where such education cannot be formally established, it 

is important for teachers to learn about the cultural diffaences (and similarities) of their 

participants. This will be a leamhg experience not only for the teacher but for the other 

participants as well. This knowledge can certainly be used by teachers to create a more 

positive leaming environment where leamers will be motivated to participate in their 

language learning. 



CaAPTER SIX 

SUMMARY RECOMMENDATIONS AND CONCLUSION 

In the final analysis of whether LING programs in Edmonton are guided by adult 

education practice and whether they facilitate adult immigrants to take control of their 

own leaming expenences, we need to question who are the adult leamers that access 

these programs. To begin with, they are adult leamers fkom many different backgrounds 

who bring with them to the classroom a world of knowledge and a wealth of experience 

regardless of their proficiency in English. They are ofien people who have suwived quite 

well in circumstances beyond our imagination. Those who have had no foxmal education 

oftimes possess a great ded of strategic cornpetence which enables them to somehow 

negotiate and traverse life's pathways with some degree of confidence. The life 

experiences of these learners can serve as a trernendous educational resource if teachers 

make the effort to tap in to these experiences. 

Generally, these adult ESL leamers are highly motivated. They need to acquire 

English to survive in the new community. They need to find ernployment, improve their 

education and their status in society. Like other adult leamers, they leam best when 

programs focus on their own personal goals and objectives and when they c m  see the 

relationship between classroom expenences and their real world needs. They need a 

classroom environrnent which gives them control over their ieaming and takes into 

account their different leaming styles. 

Although LMC leamers may be seen as a generic group of people with some very 

general characteristics, they still remain individuals bringing their own unique and 

personal realities, including unique needs and goals, into the classroom. The educational 

system, therefore, has to be prepared to accept, respect, accommodate and respond to 

these individual goals and needs. Adult ESL learners have to be valued for their 

experiences. They have to be treated with unconditional respect and teachers have to be 

aware of passing judgrnent and making assumptions. They are in the classroom not to be 



patronized but to be involved in the learning exchange. Like other adult leamers, they 

have values and opinions which they would like to share. This was evident in the case of 

the leamer who was explaining about the political and social dimensions of the war in her 

country when the teacher shut her up. Her feeling was that the teacher had no respect for 

her knowledge nor for h a  first-hand native experience. He did not think her capable of 

any inilepth analysis. 

Sometimes the assumption we make as educators is that not knowing a language 

is equivalent to not being knowledgeable. LiNC learners are quite versed with what goes 

on in their everyday lives. In one classroom, if we could pool al1 their experiences 

together, what trernendous resources we would be able to mas. What is missing in their 

lives is being able to communicate in English. 

Reflecting on my field notes, 1 noted a conversation 1 had with an ESL learner 

almost three years ago where she declared that teachers did not value learners' 

experiences and knowledge. She said that she had met ESL teachers who had visited her 

native Taiwan for a bnef spell but on their r e m  to Canada, they had become experts in 

the politics, economics and social dynamics of the country even more than the native 

Taiwanese. She discussed her experience in an ESL class where the teacher claimed 

profound knowledge of what the problems are in Taiwan and was an expert at presenting 

solutions. She said that she was very motivated and had very deep plfeelings about the 

issues raised in class. She wanted to share her knowledge but she found that her 

explanations did not count. When the teacher tried to alienate her fkom the discussion, she 

describeci her feelings as " ... a ship where the wind was taken away fiom the sails." On 

this account, Brundage (1980) notes that for adults, learning is a normal physiological- 

psychological activity, which proceeds out of an inner drive fbelled by personal energy 

rather than external directions controlled by rewards and punishment. Sometimes the 

teacher's dilemma is not how to motivate their learners but rather how to avoid setting up 

disincentives and obstacles which will retard, block and de-motivate them. 

Again, on the issue of teachers who have worked overseas, it is interesthg to note 

that some teachers t h i d  about the times they have travelled to other countries and use 

this experience to make judgments and assessments of their leamers. 1 have heard 



statements such as When 1 was in Korea, I had no trouble getting around. It was great! 

The culture was strange, but 1 adjusted quite well. 1 do not know why students find it so 

difficult to adjust to Canadian culture." The experiences of these teachers, however, could 

be viewed as just transient, a detuchmeni for a short period of tirne. The immigrants and 

refugees who are in LINC programs do not have the comfort of such detachment. They 

are here because of very different factors. With refugees, they may not have had a choice. 

What this rneans for the teacher is that the classroom has to be a place that welcomes 

leamen and encourages them to become a part of the new environment. Many 

newcomers have lost their jobs, their homes, their status, their dignity and al1 the other 

things that make life worth living. To give them a voice and to value their experience and 

expertise is a start to the recovery of their self-esteem. This is even more important when 

learners are experiencing rejection in the new society. There is sometimes the feeling that 

immigrants and refùgees are threats to Canadians with regard to taking their jobs away or 

being a burden on an already over loaded welfare system. In these instances, the response 

they receive from Canadian society is one of prejudice and rejection. 

LINC programs as adult education have to be agents of  social change. They are 

not programs just to develop the communication skills of learners but to develop these 

within the wider social context. Leamers themselves also have to develop to their fullest 

potential so that they can play rneaningful roles in their society. The pre-requisite for 

becoming empowered and active in one's society is definitely being literate, but not 

Iiterate in the sense of being capable of just reading and writing, but being able to 

critically analyze and interpret information, to separate fact fkom fiction, myth from 

redity and to be able to use one's literacy ability to make changes if these are seen as 

necessary. The bottom line is being able to read the lines and being able to read through 

the lines. 

It should be noted that language is an instrument of power (Macedo, 1 994). 

Ideology theorists discuss how language leamers, based on what they are taught, define 

roles for themselves which cause them to confom in their language behaviour to the 

dominant influences of the social environment. Corson (1 993) States that in their 

language usage, the leamers of a second language adhere to the linguistic noms created 



by the dominant group and do not recognize that they are voluntady coerced so that they 

lose their power. It can be argued that institutions of learning have the potential to 

repress, dominate and disernpower language leamers whose practices differ fiom the 

nom. They can do this in very subtle ways while conveying a reality that is partisan. 

Jarvis (1985:6 1) notes that the structures of our society are definitely hienuchicd and do 

lead to education being placed within the same M e w o r k  so that much of education is 

planned and practised in the sarne hienuchical manner ". . . indicating the extent to which 

hierarchical elements have been intemalized and no other way appears possible." 

It is important to see that whoever has the power to define the context and 

Ianguage code that describes that context is empowered. Macedo (1 994) is concerned that 

if learners accept that definition without question, they will at the same time accept their 

disempowerment in that setting. He feels that the disempowered perceive and respond to 

the world in particular ways and that through Ianguage, the practices of a society are 

reinvented and perpetuated. It should be noted then that language is a key factor in 

maintaining the traditions and conventions of society. It would seem that such practices 

are a part of LWC programs. 

Recommendations 

The recommendations of this study are as follows: 

LMC programs should highlight a more critical and creative function for 

learners to live more rewarding lives in society in which they have a hand in 

shaping. These programs should highlight the development of practical skills and 

knowledge that people will be able to use in their everyday lives together with the 

stimulation of questions and dialogue. We cannot shut up the people we teach in 

our classrooms. We cannot teach them the doctrine of acceptance and passivity. 

There is the feeling that LINC leamers should be yes instead of why people. They 

are in the classrooms because they just need information about Canadian living so 

that they can inobscurely settle down in the new country. It seems that they are 



good leamers when they passively assimilate whatever information is passed on to 

thern. If we would like to develop a critical thinking citizenry with regard to the 

newcomers who will be woven into the fabric of Canadian society, then, we need 

to provide them with the oppominity to play an active role in shaping their future 

and the fiiture of th& country. 

LMC programs have to focus on people as individuals within a social 

context. Activities should be designed which allow room for refiecting and 

questioning the social conditions which exist. The example of the leamer who 

asked why immigrants are called bad names by mainstream Canadians is again 

worth mentioning. He was not told by the teacher to shut up but her silence on the 

issue prevented any f if ier discussions or clarifications. This shying away firom 

dealing with reai issues will not help leamers to develop as critical thinking 

citizens. This was an incident that needed to be discussed within the present 

political and social context of Canada. But these sensitive issues scare teachers 

because they force them to take an imer look at their own values, beliefs and 

biases. 

LINC teachers should operate as reflective practitioners. The philosophical 

foundation f?om which teachers operate direct the way they relate to learners and 

plan and conduct their leaming activities. It influences their beliefs about what is 

right and just, what is possible and what is acceptable. Many of a person's 

fundamental beliefs about life and work are so deeply entrenched in his or her 

reality that there is sometuna no conscious awareness that such beliefs exist and 

that is why one's philosophy may be based on unchallenged assumptions 

uncritically accepted. A philosophy of teaching ESL has to be surfaced and 

examined since it will provide the springboard fiom which practitioners will 

jurnp. They can critically reflect on their worldviews and the paradigrn that 

govem their practice. Teachers' awareness of their philosophy will enable them to 

articulate their grounds for the style of education and practice they select. 



People's underlying values and assurnptions provide the guideline for 

making decisions (Collins, 1986). In his papa entitled Philosophy and the Role of 

Aduit Educaton which he presented at the Annual Meeting of the American 

Association for Adult and Continuing Education, Collins clearly points out that it 

is important for practitioners to recognize that a philosophical orientation is 

integral to the practice of education. This entails more than merely theorizing but 

looking at the concrete. Teachers may think that they have the best philosophical 

perspective towards education but this would be evidenced in what is their 

practice. As has been the case with some LINC teachers, they claim that they do 

share the view of a participatory approach to education but in actual classroom 

practice they still maintain the stance of control over learners. Collins says that 

educators have to dig deep and look hard to see firom which direction they 

approach their practice. 

Teachers themselves have to become critical thinkers. They have to place 

less emphasis on teaching techniques and more focus on promoting a critical and 

analytical stance to learning. How learning is conducted will have an effect on its 

outcomes. It has been my experience that LINC teachers extend a great deal of 

energy on perfecting instrumental teaching techniques and methodologies. At 

several ESL conferences 1 have attended, 1 have noted the trend of which sessions 

become oversubscribed to and which ones run with empty seats. Any presentation 

or demonstration that has to do with a teaching technique, for exarnple the 

teaching of pronunciation or a grammar game to help teachers teach the different 

parts of speech, receives signifiant attention. If it is a session that has to do with 

the actual practice of education, teachers tend to treat this with less importance. 1 

mentioned this to one tacher at a seminar and her response was, "Oh, it's so easy 

talking about things that we can readily practice. We need to leave the session 

with something that we can actually do." It would seem that there is no big rush 

for teachers to focus on the broader objectives of leaming. Their focus is on 

leaming outcomes which have to be measured. 



Critical stances to learning ask for teachers to analyze critically the context 

in which they operate. Eccelstone (1996) suggests that teachers should take a hard 

look at the social order and see how their beliefs, goals and practices are 

influenced by the institutional structures and political constraints. Teachers need 

to take time to examine their values and beliefs and to see how these are tied to 

social noms and the maintenance of the status quo. What teachers ought to do is 

compare how different stakeholders, including the learners, benefit fmom the 

current education practice and how changes are facilitated or inhibited by these. 

Thomas (1982: 18) suggests that teachers should look beyond the goal, 

objectives and purpose of the program and focus on its effect. He discusses the 

role of education in perpetuating the dominant social structure using the example 

of educating Amencan blacks afier the civil war. This group of people was 

educated specifically for industrialkation - a decision made by the policy makers 

that they should be educated for profit. The goal of their education was seen as 

equipping thern to work in shops and f m s .  There was no money to be wasted on 

areas such as medicine, law, theology, Merahire, science and art. 

This is where it becomes necessay for teachers to stop and question the 

purpose of shaping the educational experiences in which they involve leamers. 

We need to question whether an analogy can be drawn between the Amencan 

blacks and ESL education for immigrants. What are the societal expectations? 

Similar to the case of the blacks, are immigrants being educated to fil1 specific 

roles pre-detemined by the unequal structure of the society in which they live? 

Brooffield (1987) calls for critical thinking as a part of teachers' practice. 

ESL educators need to question the information, systems and practices related to 

the field. They have to be willing to challenge assumptions and advocate for 

change. If teachers hope to facilitate the growth of critical consciousness among 

learners, then it will be contradictory if they do not practice what they preach. 

niere is no reason to follow unquestioningly educational practices which have 

become trends and patterns without anyone knowing why, particularly those 

trends nurtured by the so called aperts. If teachers become involved in critical 



action on a regular basis, then afier a while, this will become a very automatic and 

ingrained process. The aitical thinking ESL practitioner becornes l e s  concemed 

with applying knowledge and skills and more concerned with improving his or 

her practice for the benefit of leamers so that they in tum will become critical 

thinkers. Critical thinking does not mean coming up with the ideal answer but it is 

the process of working towards finding that answer. 

There should be formal training for LINC and other ESL teachers to equip 

them for working with adult leamers. Again, it has been my expenence that too 

many teachers who work in the adult ESL field are elementary trained teachers for 

the public or separate school systems. The requirements for teaching ESL in most 

institutions/agencies in Edmonton are a B Ed. Degree and an Alberta Teaching 

Certificate. Rice and Stavrianos (1995) find this to be the same in the United 

States. They concur that many ESL teachers have their degrees for working with 

children, not adults. It is felt that as long as one is competent in the language, 

teaching it to adults is automatically assigned. There is no insistence that teachers 

should participate in some systernatic training program of adult education; but it is 

necessary for teachers to be engaged in training which would cl&@ their beliefs 

and values about adult ESL leamers and their perceptions about the qualities of an 

adult education faditator. The learners in te~ewed for this study pointed out that 

their teachers should have more knowledge working with adult learners. They 

underscored that they were not kids and did not wish to be regardeci in the same 

way. As one learner suggested, ''Teachers have to go to university so that they cm 

l e m  to teach us a s adults . . ." 
Staff development is definitely a major issue in the adult ESL arena 

Arguments have been made for ESL teachers to receive formal training before 

they are allowed to become instnictors. There have been many debates over the 

skills and credentials that teachers should possess, as well as, the cultural and 

linguistic backgrounds they should bring to programs. At present, there seems to 

be a split over the credentials issue with two major thoughts ernerging. One side 



maintains that adult ESL teachers will not be treated as professionals unless the 

field establishes and maintains clear certification or credential guidelines. The 

other position feels that academic credentials do not guarantee that any instructor 

would be successfùl at teaching language leamers. There are some people who are 

sometimes reluctant to hire teachen, for example, with an M.A. degree in 

linguistics to work with beginning level leamers. The professional and personal 

experiences of these teachers may be far too removed fiom the realities of the 

learners. 

The difficulty of setting professional standards for ESL teachers also 

stems from the fact that many adult ESL teaching positions are part-time. ESL 

teachers work for relatively low wages, few, if any benefits and they have very 

little job security. Their positions are short-term contracts and are often dependent 

on the number of learners enrolled in the program or the continuity of funding. 

Many of them cannot depend on their ESL teaching for a living. 

However, at present, there seems to be no consensus in the ESL field on 

qualifications and credentials. Within Alberta, the Alberta Teachers of Englis h as 

a Second Language (ATESL) has been contracted by Alberta Advanced 

Education and Career Development to design ESL program standards for adult 

ESL. Teacher credential is an issue of focus and fiom initial discussions, it wouId 

seern that at l e s t  a B Ed. Degree and ATESL accreditation would be the 

preference. My hope is that there would be the oppomuiity not only to define 

standards for teacher certification but to also demand better ernployment 

opportunities for teachers which perhaps means increased and sustainable fûnding 

for ESL programs. 

There is no doubt that the way LINC and other ESL programs are stnictured has 

to with the controt of those who set the guidelines and parameters of these programs. 

There is sometimes a feeling of lethargy arnong teachers that those who hold the strings 



of the purse have the ultimate power to make decisions and therefore changes are not 

w o h  pmuing. It is a known fact that the subsidies for language programs for adult 

immigrants, including LiNC, are often based on the number of learners. These subsidies 

are not designed to irnprove the quality of life of the underprivileged. Within the local 

cornpetitive situation, organizations which have the rnoney to market and advertise, or 

those who provide additional services are in the leading position to be financed. 

Organizations in good standing are those which have very stnictured programs and 

standardized tests which measure pre-specified outcornes at the end of the program. A 

test score cannot measure the difference a prograrn has made to the lives of learners. 1 

tend to question the reality of a learner being able to score 90% on a grammar test, but 

who is still unable to discuss with her child's teacher an incident of racial prejudice where 

the child has been a victirn. To bring about positive changes, it is necessary that language 

training funds be eamiarked for programs which effectively help learners to be active 

participants in their society. Ultimately, this is a political question. The biggest stumbling 

block in the area of ESL funding is the prevailing notion that adult language training 

programs do not have much to do with politics. ESL leaming is located within a 

paradigm of political and social control and unless there is a paradigm shifi, programs 

will be unable to effectively serve the leamers in ways that work to their advantage. 

Kulich (1 99 1 :94) observes that adult education prograrns in general in Canada are 

Y.. marked by cornpetition rather than cooperation among providers." This includes ESL 

programs. The cornpetitive nature of ESL funding leads to the mushrooming of all 

different kinds of programs to attract fùnding dollars. There is such a vast array of 

program providers drawn nom the public, private, for-profit and non-profit sectors. In 

theory, such a wide range of service providers would seem to be beneficial in meeting a 

wide range of learners' needs. It would seem that there would be a variety of pedagogical 

approaches and the provision of a wide spectnun of seMces which would lead to a more 

holistic approach to program delivery. But in actual practice, ESL delivery is very 

fhgmented. There is limited communication and cooperation among providers and the 

need to compete for the same f h d s  makes people more closed than open to sharing 

information. This results in duplication of services or diluted senices with programs not 



only competing for the same dollars but also for the sarne learners, while other leamers 

are forced to attend other progntms which are inappropriate. 

There are sornetimes tentative efforts at cooperation and collaboration to help 

leamers find appropnate programs, reducing the need for similar efforts by each provider 

but these efforts are still overshadowed by the need to protect one's turf: Providers 

articulate collaboration and become involved in cooperative ventures if it brings them the 

desired fùnding dollars but they are still wary of operating in a very competitive financial 

scenario. I sometimes see this as analogous to playing a garne of chess. One fdse move 

can take a provider completely out of the pichire or have that provider swallowed up by 

the other partner. However, the bottom line of dl of this is what it does for the Iearners. 

The diversity of programs and program providers can be bewildering for adult ESL 

learners attempting to find an appropriate ESL class. 

There is the belief that cornpetition among service providers leads to improved 

programs and services but with adult ESL, fûnding is so limited and b d i n g  cycles so 

short that a great deal of time and effort is expended in seeking and maintaining fùnding, 

searching for potential funding sources, writing funding proposais and meeting reporting 

requirements. There is very little time left to spend on prograrn development and 

improvernent. Many adult ESL programs including LINC operate on a shoestring budget. 

These kinds of financial support do not encourage providers to serve learners. Also, sorne 

budgets for programs make it difficult for programs to serve learners because of 

inappropriate entry requirements. For exarnple, with LINC, a leamer has to be a landed 

immigrant to be eligible. This program makes no provision for leamers who had to find 

employment irnmediately upon their amval in Canada and who did not have the luxury of 

attending ESL classes because of their twelve or fourteen hours of shift work. Later, 

when it becomes convenient for them to access these classes, learners are told that they 

do not qualiS simply because they have become Canadian citizens. Also LINC programs 

allow leamers a stipulated LOO0 or 1200 hours of language learning. Not al1 adult 

language leamers progress at the same pace. Their rate of learning is influenced by 

factors such as age, previous education, previous knowledge of the language and other 

personal issues in learners' lives. Yet, dl of them are allocated the same number of hours. 



Al1 the above mentioned factors help to detennine the shape, nature and scope of 

LMC and other ESL prograrns. They dl have a role to play in the way leaming is 

designed and how the language leaming needs of learners are facilitated. These social, 

political and econornic boundaries limit ESL programs, making them narrow and 

instrumental instead of open, democratic and responsive. They help to stifle the growth of 

leamers, alienating and marginalizing them from the critical thinking citizenry. 

Adult ESL programs including LMC programs within a framework of adult 

education need to be dynamic, responsive and proactive. As needs of learners and 

situations in society change, programs will have to rise to meet the challenge of those 

changes. One of the greatest challenges is for the development of creative adult ESL 

programs which would address the serious problems learners face particularly in terms of 

their integration into Canadian society. Programs have to help leamers to overcome the 

communication barriers they face, help them find a place in the new society, so that they 

c m  become active participants instead of marginalized aliens. They need to be able to 

challenge the inequalities which exist in t m s  of unemployment opportunities, prejudice 

and racism among others. ESL programs have to provide both the essential knowledge 

and skills and also the opportunity to develop alternative visions for democratic social 

change. Teachers have to show a cornmitment to irnproving the lot of their learners and 

also improving their practice, a willingness to be flexible and understanding of leamers' 

needs and the capacity to draw out the best in each learner while prornoting his or her 

development to the fullest. They also need to have the capacity for dialogue with leamers 

and the ability to relinquish power and control in the classroorn. 

But changes within ESL programs as adult education practice have to be more 

than improving teachers' skills and attitudes and spending money wisely. There has to be 

the re-invention of adult ESL programs as more than a means of processing people. 

Programs have to be seen as ways of creating knowledge and developing the critical 

thinking skills of lemers. Adult ESL programs have to become places where ordinary 

people can experience the possibilities of democratic participation and the exercise of 

control over their lives. 
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