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Abstract 

The purpose of this study was to explore the conceptions of teachhg and learning 

of twelve adult educators who teach in a range of English programs in the public school 

system and at the cornmunity college level. Their perspectives on teaching and leaming as 

weil as their "personal philosophy of practice" were compared with the role of the 

educator and the process of learning, most notabiy described by Jack Mezirow ( 198 1; 

1990; 1996) in his theory of transformational leaniing and Paulo Freire ( 1970) in his 

critical theory of adult leaniing. One of the theoretical models for understanding the 

different perspectives that the adult educators held was developed by Pratt and associates 

( 1998). 

Transfomative learning involves a process whereby individuals reflectively 

transfonn existing beliefs, attitudes, and emotional reactions that may be hindenng their 

ability to achieve their potential, personally, intellectually, and socially, Most of the 

educators did not refer to themselves as c'transfonnative educators" nor did they share a 

theoreticai understanding of Mezirow ' s transformative learning theory ; in this sense, 

theory is not dnving practice. However, significant parallels between some of the 

teachers' intentions, views on learning, curriculum orientation, and personai philosophy of 

practice were consistent with the role of the transfomative educator and the process of 

leaming described by theorists sucb as Mezirow (l981), Freire (l970), and Daloz (1986). 

The teachers also held many reservations about the role of the teacher as "change agent;" 



rnany of the educators suggested that "transforrnative learning" rnay be a by-product of 

many factors (e.g. Iearners' beliefs and attitudes, content, context) in the leaming 

environment rather than a result of a specific teaching behavior, attitude, or style. The 

practical realities of teaching in an inner city high school for addts and in a city 

community coliege also made it difficuit for the teachers to apply 'iransfonnative 

leaming" approaches. 

While a qualitative analysis of the data from three in depth interviews with the 

twelve teachers was a major part of the data collection, cross verifkation of the data also 

included the use of Kolb's (1985) Learning Style Inventoru, Zinn's (1994) Philosophy of 

Adult Education Inventop, and Conti's(l990) Princi~les of Adult Leamine Scale. 

This study found that English teachers' personai philosophy of practice is 

intluenced by the values, beliefs, and ideals that they hoid. The perspectives on teaching 

and leaming that the educators in this study held developed over time and were influenced 

by factors such as family and educational experience, personality, past teaching 

experiences the specific characteristics of their students, and the institution and 

department that they work in. Important concems and limitations of transfomative 

leming theory emerge out of this study. The findings of this study aiso have significant 

implications relating to the teacher education programs for adult educators, the 

professionai development of adult educators, and the importance of grounding theoreticai 

knowledge in teachers' and students' experiences. 
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Chapter One: Introduction 

Backeround 

Many adult education theorists ernphasize the importance of an interactive, 

supportive, and challenging climate as a prerequisite for fostcring critical thinking skills 

and transformative leamhg among adult ieamers (Meyers, 1986; Brookfleld 1990, 1995; 

Mezirow, 199 1, 1996; Cranton, 1 994). Transfomative learning involves a process where 

individuais reflectively transfo&existing beliefs, attitudes, opinions, and emotional 

reactions that may limit their ability to participate more fblly in society and to achieve their 

persona1 and intellectual potential. The educator can play a key role in this process. 

Theorists like Mezirow ( 199 1 ) contend that a central goal of adult education should 

involve creating conditions to help adul t leamers become more critically reflective and 

"advance developmentally" toward more "integrated and discriminating meaning 

perspectives" (p. 225). Much earlier, Lindernan ( 1926) wrote that the central aim of aduit 

education was to help individuals in their capacity to feel more deeply and think more 

cleari y. Traditional education systems, noted Lindeman. reflected "a perverted and 

shallow pragmatism ... profitable to an industrial order which required technicians, not 

educated men and women" (p. 27). Self-expression, experience, creativity, and critical 

reflection were weakened in this context. Lindeman was optimistic that adult education 

could set a new precedent to help individuals understand themselves and their world more 

clearly, and perhaps search for new meanings in a society that glorified science, specialism. 

and industrialization. '"Co be educated is not to be informed but to find illumination in 

informed living" (Lindeman, 1 96 1, p. 1 16). 

Despite the critical traditions that much of the theory in adult education derives 

from, little research has been carried out to understand adult educaton' personal beliefs 

about the purpose of adult education, and more specifically the role of the aduit educator 

and the process of teaching and Iearning. Kreber (1993) and Cranton (1994) emphasize 

that tùrther research is needed to investigate whether a "critically challenging atmosphere" 

and "'the goal of transformative change" are shared by adult educators. While criticai 

thinking, self-direction, and transformative leanllng are fiequently cited phrases in the 

adult education literature, more research into exploring teachers' own beliefs and 



understandings of these ternis is needed (Conti, 1985; Pratt and Associates, 1998; 

Robertson, 1 996). 

Pumose of  the Study 

The purpose of my study will be to explore the conceptions of teaching and 

learning from the viewpoint of twelve English teachers in different adiilt education 

settings. 

Research Ouestions 

The research questions for this study are: 

1. Do adult educators' conceptualizations of the teaching-Ieaming process reflect the 

assumptions about the role of the educator and the process of leaming described in 

transformationai leaming theories? 

2. Do adult educators see themselves as transformative educators? 

3. Do the conceptions of teaching and leaming that individual adult educators hold relate 

to their persona1 teaching philosophy? 

4. How might individual English teachers' philosophies be reflected in the cumculum 

choices that they make, and in their preferred teaching and learning strategies? 

Assumotions o f  the Present Studv 

The assumptions underlying this study are as follows: 

1.  The penonality, beliefs, values, and life expenences of teachers shape their 

"personal philosophy of teaching," perhaps more than the teachers' theoretical 

understanding of a particular leaming theory or fomal philosophy of education. George 

Kelly's (1955) notion that "every person is a psychologist" is related to this assurnption. 

Teachers are researchers in the sense that through their experiences and observations in 

teaching, they develop '?iypotheses and theories" about their teaching arengths, their 

leamers, and other aspects of their teaching environment. They may transform existing 

beliefs through a process of observation and reflection. Pratt (1998) notes that "teaching 

is guided by one's perspectives on teaching, which is defined by actions, intentions, and 

beliefs regarding: a) knowledge and leaming, b) the purposes of adult education or 

training, and c) appropriate roles, responsibiiities, and relationships of instructors of 

adults" (p. 1 1). 



2. Teachers are leaders in the sense that they intend to effect change in their 

students " whether this be an increase in knowledge, the acquisition or improvement of a 

skill, or a change in attitude and behavior" ( Zinn, 1990, p. 4 1). 

3. Teachers demonstrate different patterns of strengths, and the ultimate outcome 

of good teaching-good leaming-can be achieved through a variety of approaches. "There 

is no single, universal, best perspective on teaching adults" (Pratt, 1998, p. 1 1 ). 

4. Teachers' personal philosophy of practice which reflects certain key values and 

beliefs rnay be relatively stable or it may change over time. The identification of one's 

personal philosophy of practice does not represent a definitive statement that will 

necessarily hold tme for al1 situations. ( Zinn, 1983; Spurgeon, 1994). 

Conce~tions of  Teachine and Leamine in Adult Education 

This study explores ABE (Adult Basic Education) English, ESL (English as a 

Second Langage), and college Ievel teachers' conceptions of their professional world. 

rather than their specific teaching behaviour in the classroom. Phenomenographic 

researchers like Marton and Saljo ( 198 1) and Larsson ( 1984) take the Mewpoint that 

teachers' conceptions of the world "are complementary to the study of the world as it is" 

(Larsson, 1984, p. 124). Understanding variations of conceptions among teachers can be 

a base for Further reflection and an opponunity for teachers to articulate their beliefs and 

compare their perceptions with other practitioners. The definition of a "conception" in the 

adult education literature conveys the meaning of a comprehensive, organized, and unified 

body of knowledge about an object, idea, or phenomenon. These conceptions may 

intluence an individual's actions (Freeman and Richards, 1993). Larsson ( 1984) writes 

t hat : 

A conception describes the way teachers conceive of some phenomenon, i.e. it is 

the unit of description to use whei? you want to characterize how things appear to 

teachers. As a special cognitive interest, however, the description can be used by 

teachers to reflect upon.. . This reflection as a change can probably be compared to 

the 'emancipatory cognitive interest' category of Habermas. (p. 126) 

Researchers like Freeman and Richards (1993) note that conceptions of effective 

teaching, teacher education, and curriculum development are generally tacit and often go 

unquestioned. Writing about second language teachers, these researchers state that 'Io 



date there has been virtually no organized examination of the conceptions of teaching 

which undergirds second language instruction" (p. 193). Moreover, Freeman and 

Richards maintain that a shift in the focus of discussions of teaching from behaviour and 

activity to the thinking and reasoning which may organize and motivate practice is needed. 

Teaching has been defined as a science, a technology, a craft or an art (Zahonk, 

1986). Each of these conceptualizations reflects an idea and an assumption about the 

essential skills of effective teaching, C U ~ C U ~ U ~  organization, and the dynamics of leaming. 

These conceptions also describe essential dimensions of knowledge that teachers should 

possess. 

Pratt ( 1998) notes that too offen the theory and research in adult education bypass 

the core belief systems that individual teachers have about teaching and learning. In a 

workshop on teaching effectiveness, he observed that there was no mention of beliefs or 

values, or even the possibility that practitioners might hold diverse views on what it meant 

to teach, to leam, or to know something. "Effective teaching had been reduced to a set of 

value-neutral skills, most of which could be captured on videotape for review and fùrther 

practice.. . Teaching is thus conceived as a politically neutral, skilled performance.. . giving 

lectures, asking questions, providing feedback, and so on" (p. 16). 

Pratt ( 1 998) contends that perspectives or conceptualizations of teaching represent 

"powerful but largely invisible frarnes of reference through which al1 of us make meaning 

of our worlds. They limit our perceptions in much the same way; until we encounter a 

basis for cornparison, our own assumptions remain invisible" (p. 37). Based on data 

gathered from teaching and research in Canada, China, Hong Kong, Singapore, and The 

U. S., Pratt and his associates ( 1998) identified five perspectives of teaching, each 

representing "a legitimate form or commitment and valuing in teaching and corresponding 

ways of thinking, acting, and believing about the instruction of adults" (p. xiii). The 

perspectives that Pratt and associates identified - the transmission, the apprenticeship, the 

developmental, the nurturing7 and the social reform are discussed in detail in Chapter Two. 

Critiquing the perspectives of researches like Apps (1991), Fox (1983), and 

Fenstermacher and Soltis (1986), Pratt (1998) argues that it is misleading to suggest that 

one perspective or conceptualization of teaching is superior to another. Explored 

cntically, each conceptualization has its strengths and limitations in a given context: 



There is no basis for assuming a single, universal perspective on teaching adults. 

Both the philosophicai and empincal evidence argues against it. What is needed 

instead is a plurality of perspectives on teaching adults that recognizes diversity, 

within teachers, leamers, content, context, ideals, and purposes. Adult and higher 

education are pluralistic in purpose and procedure, in context and in content, and 

in regard for what is considered effective teaching. Such diversity compels us to 

think broadly when considering what teaching means. (pp. 3- 4) 

My study is epistemological in that it focuses on teachers' knowledge. The 

descriptive and interpretive focus outlined by researchers such as Guba and Lincoln 

( 1989), Willis ( 199 1 ), Eisner ( 199 1 ), and Van Manen ( 199 1) provided a methodological 

foundation that enabled me to gain a deeper understanding of the teachers' conceptions of 

teaching and IeanUng and the social context that they work in. "In providing concrete 

examples of distinctly human experiences which appeal directly to the perceptions of other 

human beings, they provide us with powerful invitations to similariy experience the 

primary experience of others and so change the course of our own Iife worlds" (Willis, 

199 1, pp. 175- 176). 1 entered this research not as an "evaluator" of effective adult 

education principles and practices, but as an interested participant trying to explore and 

understand the beliefs and assumptions that other adult educators teaching English have 

about their own practice. I want to emphasize the reciprocal nature of this study and the 

importance of rnutual respect, openness, and sincerity as a base for understanding and 

interpreting the ideas that ernerged. In his book The Enliahtened Eve, Eisner (1991) 

states that 'the ultimate test of a set of educationai ideas is the degree to which it 

illuminates and positively influences the educational expenences of those who [ive and 

work in our schools" (p. 2). It is the intent of this study to provide another lens for 

understanding the links between theory and practice that emerge as teachers begin to talk 

about and reflect on their teaching. 

Rationale for the Studv 

This study may provide an insight into the ways instructors interpret and apply 

theoretical concepts into their own personal teaching theoies and practises. For instance, 

it may be ihat instnictors interpret "transformational leaming" and "'critical thinking" in 

different ways. A study focussing on exploring and understanding instnictors' conception 



of teaching and 1e-g can enrich the theoretical base of adult leamhg theory by 

illurninating certain Limitations and contradictions in theoretical perspectives. In addition, 

new conceptualizations of teaching can emerge which may help improve the quality of 

professional practice. Thus, theory c m  be grounded from the professional experience of 

practitioners. Finally, this study may have important implications for those seeking to 

improve the processes of professional development for adult educaton. Calderhead 

( 1987) and Pope ( 1993) note that professional education normally takes linle account of 

teachers' or student teachers' preconceptions about teaching or the knowledge bases they 

have about themselves, students, classroom contexts, and the political constraints on 

education. Unless professional programs are designed to challenge teachers' thinking 

about practice and encourage them to analyze and appraise their professional teaching, 

existing ineffectuai practices may be perpetuated and students lefi relatively unaected by 

teaching itself 

Personal Philosoohv OC Teaching 

Brookfield ( 1990) emphasizes that developing a personal vision of philosophy of 

teaching is one way that teachers can establish cornmitment and credibility with their 

students and peers. A cornmitment to a s h e d  rationale for teaching is also important for 

the development of a collective identity and for the development of professional strength 

among teachers. He notes that if teachers narrowly define themselves as content experts. 

they cut themselves off fi-om some broader identity as change agents involved in helping 

students shape the world they live in. Brooffield's cntical rationale for the importance of 

developing a personal philosophy of teaching relates to the overall theme of this study: 

Develop a philosophy of practice, a critical rationale for why you are doing what 

you are doing ... Your vision will also help your audents feel that they are under 

the influence of someone who is moved by well-thought out convictions and 

commitments. Without a personal organizing vision we are mdderless vessels 

tossed around on the waves and currents of whatever political whims and fashions 

are prevalent at the time. (1 990, pp. 195- 1 96) 

Brookfield ( 1990; 1995) emphasized the development of critical thinking as an 

underlying rationale for teaching, providing both its method and organirllig vision. "Such 

thinking is also central to building a democratic society with a political culture that is 



informed in values of freedom, fairness, justice, and compassion7' (Brookfield, 1990, pp. 

195-196). 

Theoretical Foundations 

The foundation for many of the qualitative studies on teachers' thinking is rooted 

in George Kelly's (1955) theory of personal constmcts. According to Kelly, individuals 

understand their environment by means of thoughts, reflections, actions and 

interpretations through the use of a system of personai constnicts. Personal construct 

theory examines the thoughts behind the actions of individuals, and can be applied to 

analyze teachers' thinking about their role, choice of cumculum materials, the process of 

leaming, and so on. Kelly's theory emphasizes that the interaction between the individual 

and the environment is an experiential cycle in which people develop their personai 

construct systern. Kolb's (1 984) experiential leaming cycle is another closely related 

conceptual model for understanding individual teacher's thoughts, reflections. and actions. 

The theoretical and research base of my study wili include many of the concepts in both 

Kelly's personal construct theory and Kolb's experiential learning model. 

The theoretical and research base of my study draws from the qualitative and 

interpretivist studies of teachers' thinking and conceptions of teaching and leaming (Elbw 

198 1. 199 1 ; Cociiielly and Clandinin, 1990; Larsson, 1984; Pratt and Associates, 1 998). 

Freire's ( I W O )  critical theory of education and Mezirow's ( 198 1 ) theory of perspective 

transformation wiil provide a basis for understanding the idea of a "transformative" 

educator and the process of transfomational Iearning. The five conceptions of teaching 

that Pratt and his associates present provide a conceptuai framework for interpreting and 

understanding the teachers' conceptions of teaching and leanüng. Since this is a study of 

English teachers' conceptions, it is important to address some of the contemporary 

paradigms of teaching English. Louise Rosenbiatt's (1938; 1992) transactional mode1 of 

teaching English (reader response theory) and Peim's (1  993) critical theory of teaching 

English most closely relate to the transformative learning theories of Freire(l970) and 

Mezirow ( 198 1). In sum, this study draws tiom research in Applied Psychology, Adult 

Education, and Curriculum Studies in the teacbg of English. Each area enabled me to 

explore fkom a slightly different angle the thoughts and reflections of each tacher. 



Emereence of the Studv 

This shidy evolved out of my work as an English and ESL teacher with adults for 

sixteen years and from my studies in literature, Educational Psychology, and Adult 

Education. W l e  my studies provided me with an academic base with which to teach 

adults, it was my practical experience in the classroom that also intluenced my teaching 

style. The themes reflected in existentid and humanist writings in literature and 

psychology and in critical theories of philosophy and education have formed part of my 

'borking philosophy" of teaching aduits. Roger's (196 1)  description of the '%ore 

conditions" that promote significant personal learning in therapy and in education - 
congruence, empathy, and positive regard for individuais - most reflected my own 

approach to working with adult learners. 1 also recognize that as individuais and 

educators, we are part of a global community that is facing environmental, social. and 

political crises that demand urgent attention. As teachers, we cannot ignore the global 

issues that confiont us daiiy. Through teaching literature, I have tned to integrate the 

course content to the larger context of my students' lives and the giobal issues that impact 

upon them. Students in literacy classes often have 'Yirst hand" expenence of violence, 

dienation, drug abuse, unemployment, and poverty. They retum to school in part, to 

activate some change in their own lives. Part of the challenge that I have had as an 

educator is in helping Ieamers empower themselves and take an active part in irnproving 

their communities in some way. Northrop Frye (1978) writes that "literature can give 

shape and coherence to psychology, hiaory, anthropology, theology, and political theory" 

(pp. 74-75). From this perspective, teaching English goes beyond transrnitting "rules of 

gramma?' and points on the structure of a novel to an exploration of values, ideas, and 

cultural myths and beliefs. My own approach to teaching English reflects this latter 

position. Studying literature can be a vehicle for critical reflection and transforrnative 

change because it deals with the world of possibilities. 

Working as an adult educator within the public school system has also given me an 

understanding of some of the dilemmas faced by teachers in similar contexts. In the 

public school system, adult education is oflen marginalized. Old buildings or makeshifi 

trailen for classes, the constant fear of teacher cutbacks, part tirne contracts, the lack of 

appropriate cunicdum material for adults, and the lack of in-seNice programs geared 



toward teachers of adults are among the problems that adult educators, both in the public 

schools and the community college system expenence. In the public school system, there 

is the implicit belief that teaching adults is not considered as important as teaching 

children. This belief is reinforced by administrators who remind teachers how lucky they 

are not to be back teaching in a high school. Teachers who are transferred fkom junior 

and senior high school classrooms to adult education centres ofien view this transfer as " a 

gift from heaven" as there would be no more discipline problems and no more "hassles 

with parents." No special certification or courses in adult education are necessary and 

there is the hidden assumption that "anyone" can teach adults. Aithough I knew this was 

not the case, I found this attitude to be very dernordking. There was a minimization of 

the myriad of skills that went into teaching adults who had retumed to school hoping to 

upgrade their educational qualifications. 

In contrast to finding teaching 'kasy" and unchallenging, I had found working with 

adults interesting and rewarding. The stories behind each of my student's decisions to 

return to school to complete a long held goal of finishing Grade 12 or to upgrade 

credentiais to move on to a college or technical program lefl an impression on me. 1 was 

always trying to find new ways of adapting the English cumculum to address the interests 

of adults fi-om so many different cultural backgrounds. My teaching experiences gave me 

a unique opportunity to understand the barriers that many adults face when they retum to 

schools. Psychological and health related problems, cultural confiicts. financial stresses, 

and farnily conflict were cornrnon problems arnong adult students but rarely discussed 

arnong staff. I began to investigate research in adult learning and motivation. In 1993, 1 

initiated a study on the factors relating to drop outs at the Winnipeg Adult Education 

Centre. In doing this study 1 was able to gain a more in-depth understanding of the facton 

that lead adults to drop out of upgrading programs. While " dropping out" is a common 

occurrence in adult basic education settings, the complex facton leading to resistance and 

nonparticipation are not well understood. 

In recent years 1 have had the opportunity to teach at the university and work 4th 

adult educators fiom diverse areas in business, industry, and the community college and 

public school system. My observation is that not enough emphasis is placed upon 

teachers' expressing and retlecting on the values and beliefs that guide their practice. 



Certainly in the public school system, professional development is for the most part a 

' ' t~p-down~~ process. ''Experts" present prescriptive models of what effective teaching 

entails. Topics such as leaniing and teaching styles and multiple intelligences are 

presented in a "federal express" approach that negates or minimizes the teachers' own 

expertise. At one in-service workshop, I recall being handed a photocopy of a learning 

pyramid identwng "the best and worst methods of teaching." The lecture method, 

situated at the top of the pyramid, was identified as '?he least iikely" strategy to facilitate 

student leaniing, while "group work" situated at the bottom levels, was identified as the 

"best method" to facilitate leaming. Teachers were informed that on their next teaching 

evaluation, they would have to show evidence of incorporating the bottom learning 

pyramid in their lesson planning. There was no discussion or response fiom teachers 

regarding the beliefs and assumptions behind the research. However, the message was 

very clear - teachers were not the experts; administrators evaluating teachers and 

researchers in academia were. The lack of power or voice experienced by teachers 

regarding their own expertise and persona1 practical knowledge surfaces throughout a 

teacher's career. Teachers experience many "double bind" situations where no matter 

what they do, they cannot win. They are told to individualize instruction and tap into 

individual differences, yet their own individual expertise is undermined. In reflecting on 

the difficulties she had articulating her ideas while writing her doctoral dissertation, Webb 

(1995) states that "it is very hard for teachers to overcome the forrns of authority which 

inhibit them fiom becorning authors of their own knowledgdexperience. Teacher 

evaluation, as I experienced it, is just one of the ways authorities in education deny 

teachers' knowledge" (p. 1 1). Aronowitz and Giroux's (1993) idea of teachers becoming 

"'transformative intellectuals" seems unrealizable unless teachers are given more 

opportunities to articulate their ideas and critically reflect on their experience. In my 

study, I want to present the teachers' point of view; 1 want their voices to be heard. I take 

the view that teachers have a wealth of knowledge and experience in areas such as: 

adapting and creating curriculum, experimenting with new teaching strategies, and 

working with students who have daerent leaming styles. Van Manen (1990) states that a 

goal of phenomenology is to make visible the "meaning structures" that are embedded in 

an individual's life world. My research reflects this standpoint in so much as I try to 



understand and interpret the teachers' perspectives with an acknowledgment of the 

contexts that they Live and work in. 

The Teachers in the Study 

The twelve English teachers in my studjj have taught adults for eight years or 

longer. They teach English in a range of programs that include basic literacy, ESL, 

university preparatory English., and college level English. I felt that by interviewhg 

teachers in a range of courses, I would gain a deeper insight into how a particular course 

level and student group might influence a teacher7s choice of cumculum material or a 

particular teaching approach. 

Five of the teachers in my study work within the Winnipeg School Division $1. 

Four of the teachers work at the Winnipeg Adult Education Centre, an "adult high 

school" that offers ESL programs and upgrading courses ranging from basic literacy to 

university entrance. The fifih teacher works at a core area technical vocational high 

school that offers adult upgrading programs. The other seven work in various 

departments of English at Red River Community College in Winnipeg, and at Vancouver 

Community Coilege, the largest provider of ESL and literacy programs for adults in 

British Columbia. While the institutions offer many English courses that are parallel in 

nature, interesting differences between the institutions and their influence on teachers' 

program planning emerged as my study progressed. 

I met with each of the teachers three times. Each interview lasted between 1 % 

and 2 hours. For my interview schedule, 1 adapted the questions Pratt and associates 

( 1998) used in their audy of adult educators7 conceptions of teaching and leaming. At the 

end of the first interview, L asked each teacher to complete Kolb's (1985) Learnine Style 

Inventow Conti's Princi~les of Adult Learning Scale, Zinn's (1995) Philosophv of Adult 

Education Inventow, and a critical incident questionnaire. During the second i n t e ~ e w  

these were used as a vehicle for further discussing the tacher's views and approaches to 

teaching and leaniing. The thûd interview focussed in a more in depth way on how the 

teacher plans a particular study unit such as a novel, play, or a selection of articles. 

Paradimns for Understandine Teachers' Knowtcdpç 

Although a research focus on teachers' knowleâge rnay be "[tlhe single factor 

which seems to have the greatest power to cany fonvard our understanding of the 



teacher's role" (Elbaz, 1991, p. 1 1)' constnictivist or interpretivist paradigrns of shidying 

teachers' knowledge contrast with positivist/behavioural paradigms in Fundamentally 

different ways. An appreciation of the rich resource of understanding a teacher's personal 

knowledge 60m an interpretive paradigm requires an insight into the limitations of the 

positive approach. 

Guba and Lincoln (1989) refer to a paradigm as "a basic set of beliefs or 

assumptions that we are willing to rnake which serve as a touchstone in guiding that 

activity" (p. 80). In understanding paradigms of knowledge such as positivist or 

constructive paradigrns, they state that three basic questions cm be asked: (1)  What is 

there that c m  be known? (the ontological question); (2) What is the relationship of the 

knower to the known (or the knowable)? (the episternologicai question) and (3) What are 

the ways of finding out knowledge? (the methodological question) (Lincoln and Guba 

1989, p. 84). 

The paradigrn that has been most influential in shaping scientific theory, 

philosophical discourse, and in the modem social sciences has been the conventional or 

positivist paradigm. By looking at the ontology, epistemology, and methodology 

dimensions, Guba and Lincoln ( 1 989) contrast the positivist paradigm with the 

constructivist paradigrn which has also been called the naturalistic. hemeneutic, or 

interpretive paradigm. 

While the positivist paradigrn presents a dualistic (subject - object) "objectivist" 

epistemology that discounts value consideration that may intluence the 

'cdetached"observer, the constructivist epistemology contends that the 'Tnquirer and the 

inquired -into are interlocked" (p. 84) in a dynamic way that creates the inquiry process. 

The positivist paradigm asserts that a singie reality exists that is independent of any 

observer and values or interest. The positivist paradigrn resulted in a representational 

mode1 of cognition where the "mind as computer" metaphor became part of theoretical 

discourse on cognitive processes @avis & Sumara, 1997, p. 107). Idormation is stored, 

processed and retrieved. Knowledge is compiled and structureci. Citing Rorty (1 989), 

Davis and Sumara (1997) note that '?the metaphon are and eventually become literalised 

and woven seamlessly into Our every day beliefs and practices" (p. 108). Certainly, the 

"mind as computer" metaphor has influenced education theory and c ~ c u l u m  



development with its emphasis on diagnostic and achievement tests, programmed 

textbooks, and in teacher education prograrns that avoid in depth analysis of individuai or 

teacher's assumptions about learning and teaching. 

In contrast, the constructivist paradigm asserts an existence of multiple, socially 

constnicted realities ungovemed by any natural laws on "irnmutable tniths". Truth is 

defined as the best informed and most sophisticated construction on which there is a 

consensus. The constructivist model of knowledge rejects the mechanistic metaphor of 

representationism in favour of "'thinking and thinking in terms of constant change and 

cornplex interdependencies" (p. 109). Cognition is seen as "a process of organizing and 

reorganizing one's own subject world of experience, involving the simultaneous revision 

reorganization, and reinterpretation of past, present and projected actions and 

conceptions" (p. 1 09). 

Eisner ( 199 1 ) and Lincoln and Guba ( 1989) assert that a scientifically denved 

knowledge base for teachers has been inadequate in legitimizing the teaching profession or 

contribut ing to the development of teachers. The scientific process-product paradigns 

also reinforce a paternalistic relationship between the teacher and the researcher. 

The positivist paradigm in research on teachers' thinking traditionally focussed on 

knowledge as extemal to the teacher (the term teacher "training" captures this view) and it 

has attempted to quanti@ and categorize what the teacher needs to know (Shulman, 1987; 

Lincoln and Guba, 1989). Writers like Freeman ( 1 994) and Shor ( 1992) assert that what 

teachers know cannot necessarily be quantified or transferred to teachen. 

Schon (1987) argues that because our view of knowledge has been based on a 

model of techicai rationdity that values the practitioner in "implementing scientifically- 

derived theory and technique, the practitioner faces a cnsis of confidence in professional 

knowledge" (p. 4). Guba and Lincoln (1989) state that the "chirnera of accountability" 

prevents positivist researchers from understanding the broader social scope of the 

problems they are exploring. For instance, if schools are not producing student who can 

read, write, and think criticaîiy, it is because 'a  link has broken down" and the task of the 

positivist researcher is to find a "'cause and effect" in order to htervene and remedy the 

problem. "The questions to be asked - how, and of whom, are d e t e h e d  not by the 

teachers ... but by others in the hierarchy - who often have much to gain and evetything to 



lose if biame is not h e d  at some point in the organization remote fiom their position" 

(p. 126). 

In her study of teaching conceptions of second language teachers, Golumbek 

( 1995) found that the polarization of theory and practice that exists is dysfunctional. 

Researchers are seldom second language teachers; consequentiy this cm lead to "a 

hierarchy of expertise7' where experienced teachers are seen as "less expert" than the 

researchers. The teachers' voices are silenced and the scholarly body of knowledge 

becomes decontextualised to the point where it ignores the experiences of individual 

teachers and the groups involved in the teaching situation. Golumbek States that "the 

value placed on scientifically derived knowledge reflects the hegemonic definitions and has 

resulted in a decontextualization of knowledge in the fields. Knowledge accurnulated to 

legitimize a field as a high status profession carries the nsk of becoming abstract7'(p. 6). 

In sum, the rationale for shifling the focus fiom positivist paradigms to 

hermeneutic - interpretivist paradigms of understanding teachers7 knowledge lies in the 

"authenticity" that can emerge fiom documenting teachers' expenences. Theory and 

practice should be seen as a dialectic and not in polarized compartments. Innovations and 

solutions to problems within the education context are more likely to be found if teachers 

are actively involved as "reflective practitioners" whose voice is respected. 

Studies of teachers7 personal practical knowledge and subjective theories of 

teaching have gained increasing interest in recent years: teachers' personal narratives of 

experience (Conneily and Clandinin, 1990); second language teachers' persona1 practical 

knowledge in narrative and practice (Elliot, 1993; Golumbek, 1995); teacher knowledge 

and cumculum development (Elbaz, 199 1 ; Webb, 1995); experienced teachers7 views on 

effective teaching (Delso, 1993); models of teacher reflection based on personal practice 

(Golumbek, 1995), and adult educaton' conceptions of teaching and learning (Pratt and 

Associates, 1998). A common thread in al1 of these studies in the individual emphasis 

placed on contextualizinq teachers' knowledge in their practice. Theory is not detached 

from practice; personal practical knowledge is conceptualized as experientid, dialogical, 

situational, and tluid. These studies value the teachers' voices; the narratives and 

conceptions that different teachers have about teaching and about the subject area that 



they teach in adds a richness of detail that is often lacking in "process-product7' 

perspectives of teachers7 thinking. 

Definition of Terms 

Critical Theory 

Van Manen ( 1  997) notes that critical theory has identified itself with the Manrist 

legacy of attempting to form a dialectical synthesis of philosophy and a scientific 

understanding of society. The key characteristics of this synthesis include: a) an appeal to 

a widening notion of rationality, b) a resistance to al1 forms of domination, c) an 

orientation to 'praxis," and d) the centrality of the concept of emancipation (p. 1 76). 

Critical Thinking 

Dewey ( 19 10) defined critical thinking as "suspended judgment" or "healthy 

scepticism" (cited in Meyers, 1 986,p. 8). Reflective thouglit O bserved Dewey . involves 

active. persistent, and careful consideration of any beiief or supposed form of knowledge 

in light of the grounds that support it. Building on the ideas of Dewey, Brookfield ( 1987) 

noted t hat critical thinking involves both an affective and cognitive cornponent; there is a 

willingness to critically examine and question deeply held beliefs and to consider 

alternative ways of thinking and acting. Critical thinking involves the ability to define a 

problem, select relevant information, identiQ and challenge assumptions, make inferences, 

and draw valid conclusions by assessing the vaiidity of inferences (Watson and Glaser, 

1980). 

Emanci~atorv Education 

Education which fiees people From personal, institutional. or environmental forces 

that prevent them fiom seeing new directions, fiom gaining control of their lives, their 

society, and their world (Shor, 1 987, p. 15 1). 

Learninn Stvle 

Leaming styles can be viewed as adaptive cognitive, affective, behavioral, and 

physiological States or orientations that help individuals interact with the world around 

them. 

Meaninn Pen~ective 

'The structure of assumptions w i t h  which one's past experience assimilates and 

transforms new experience. A meaning perspective is a habituai set of expectations that 



constitutes an onenting Frame of reference that we use in projecting our symbolic models 

and that serves as a (usudy tacit) belief system for interpreting and evaluating the 

meaning of experience" (Mezirow, 1 99 1, p. 42). 

Meanine Scbemes 

"Meaning perspectives determine the essential conditions for construing meaning 

for an experience. By defining Our expectations, a meaning perspective selectively orders 

what we learn and the way we learn it. Each meaning perspective contains a number of 

meaning schemes. A rneaning scheme is the particular knowledge, beliefs, value 

judgments, and feelings that becorne articulated in an interpretation" (Mezirow, 199 1, 

p. 144). A meaning scheme may pertain to: 

- how to do something (instrumental action) 

- a particular interpretation of meaning (communicative leaming) 

- reflection on beliefs, values, orientations (emancipatory leaming) 

Perspective Transformation 

"A structural reorganization in the way that a person looks at hidherself and 

hisher reiationships" (Cranton, 1994, p.24). bcPerspective transformation is the process of 

becoming critically aware of how and why Our assumptions have corne to constrain the 

way we perceive, understand, and feel about the world; changing these structures of 

habitua1 expectation to make possible a more inclusive, discnminating, and integrative 

perspective; and finally, making choices or othenvise acting upon these new 

understandings" (Mezirow, 199 1, p. 167). 

Phenomenography is a research approach designed to "rnap" the qualitatively 

different ways in which people experience, conceptualize, perceive, and understand 

various aspects ot; and phenornena in, the world around them. 

Merleau-Ponty ( 1962) states that "phenomenology is the study of essences" (cited 

in Van Manen, 1997, p. 1 1). '2ived experience is the starting point and end point of 

phenomenological research. The aim of phenomenology is to transform tived experience 

into a textual expression of it essence-in such a way that the effect of the text is at once 

reflexive re-living and a reflective appropriation of something meaningful-a notion by 



which a reader is powerfully animated in his or her own lived experience" (Van Manen, 

p. 136). Phenomenology is concerned with the relations that exist between human beings 

and the world around them. 

Phiioso~hy of Adult Education 

a) The application of philosophical method and outlook to the practice of adult education, 

for the purpose of clarifjmg meaning, organizing knowledge, and /or discovenng the basic 

premises or assumptions upon which beliefs about adult education rest; b) a set or system 

of beliefs about adult education (Zim, 1977, 1983, p. 7;). In the presect study, the 

philosophy of teaching or educational philosophy will refer to teachers' own assumptions, 

beliefs, values, explanations, and justifications that guide them in practice (see 

Spurgeon, 1994, p. 20). 

Teachine Perspective 

Pratt and associates ( 1998) describe teaching perspective as incorporating the 

teachers' values, beliefs, intentions, ideals, and behavion. Teaching perspective may 

include the individual tacher's rationale and personal philosophy of practice. The five 

perspectives of teaching that are retèrred to in this study are detailed by Pratt and 

associates (1998) in their book Five Perspectives on Teaching in Adult and Higher 

Education. The five perspectives include: 

A Transmission Perspective: Delivering Content. In this perspective, an emphasis 

is placed on delivery of content and on the ability of the leamen to accurately reproduce 

the content. 'Teachers are expected to be expert in their content area; they are expected to 

know their content well enough to answer most questions, provide multiple examples, 

give clear and detailed explanations and specifi with authority and precision just what 

people are expected to leam" (Pratt, 1998, p. 4 1 ). In the transmission perspective, 

content credibifity demonstrated by the teacher is of prirnary importance. 

An Apenticeshio Perspective: Modellin~ Wavs of Beinq. In the apprenticeship 

perspective, teaching '3s the process of enculturating leamers into a speciflc community" 

(Pratt, 1998, p. 43). Leaniing is a process of a c q u i ~ g  ways of thinking and behaving in a 

given context and comrnunity. Teaching, wntext, and content are inseparable in this 

perspective. The teachers as Pratt explains, are expected to embody the knowledge and 

values of the particular community. This cornrnunity may refer to a trade or vocation, a 



profession, or a specific cultural group. 'Teachers try to rnove leamers from the periphery 

to more central roles, fiom low risk to high risk procedures, and fiom simple to cornplex 

ways of understanding, in an attempt to have learners take on ways of thinking and 

problem solving that are necessary for membership in a comunity of practice" (Pratt, 

1998, p.45). 

A Develo~mentd Persoective: Cultivating Wavs of Thinking. Teachers who are 

committed to this perspective often express an interest in helping Iearners think and 

problem solve in ways that resemble experi thinking or problem solving in a discipline or 

profession. Key concepts in this perspective include leamer-centeredness, fostering the 

intellectual development and personal autonomy of the leamers, and stimulating the 

leamers' curiosity for a desire to inquire fùrther. "Learning is a process of considering 

new knowledge, skills, or attitudes within existing cognitive structures and revising or 

replacing those structures" (Pratt, 1998, p. 47). Effective teachers, as Pratt explains, have 

the skiil to '%uild bridges" between the leamers' present way of thinking and "more 

desirable" ways of thinking within a pariicular discipline or area of practice (p. 47). 

A Nurturing Perspective: Facilitating Personai Anency. Rooted in humanistic 

perspectives on leaming fiom Rogers (196 1) and Maslow ( 1955), and represented in adult 

education in the works of J. Roby Kidd ( 1973) and Malcolm Knowles ( 1979),the 

nurturing perspective emphasizes that leaming is most influenced by the lemer's self- 

concept and sense of self-efficacy. The tacher "seeks a balance between caring and 

chaîlenging," carefil to be neither permissive nor possessive (p. 49). 

A Social Refonn Persoective: Seeking a Better Societv. In the social reforrn 

perspective, social, cultural, political, or moral ideals take precedence over al1 other 

dimensions in the teaching-learning process. 'The focus of cornmitment and therefore 

teaching, shift from micro to macro concerns ... leamers and content are secondary to a 

broader agenda as the comrnitment and agenda shifts its focus fiom the individual to the 

collective" (Pratt, 1998, p. 59). While Social Refom teachers may be pleased with their 

students' learning, it is not sufficient; they mua have an impact on society to accomplish 

t heir larger teac hing mission. 



Teachin~ Style 

The concept of teaching style has been descnbed by Conti (1990) as "overall traits 

and qualities that a teacher displays in the classroom and that are consistent for various 

situations" (p. 3). These traits and qualities include behaviors, attitudes, personality 

characteristics, and characteristic style of presentation that a teacher demonstrates in the 

classroom. 

Transformational karning 

"Transformational learning involves reflectively transforming the beliefs, attitudes, 

opinions, and emotional reactions that constitute Our meaning SC hemes or transforming 

Our meaning perspectives (sets of related meaning schemes). The relationship between 

educator and adult leamer in this kind of learning is like that of a mentor trying to help a 

Fnend decide how to deai with a significant life problem that the friend may not yet have 

clearly identified as the source of his or her dilemma. The educator helps the leamer focus 

upon and examine the assumptions-epistemologicai, social, and psychologicd-that 

underlie beliefs, feelings, and actions; assess the consequences of these assumptions; 

identify and explore alternative sets of assumptions; and test the validity of assumptions 

through effective participation in reflective dialogue" (Mezirow, 1991, p.224). In the 

present study, the term ''transformative educator" will refer to a teacher who identifies 

with (either in a tacit or more explicit way) and applies the ideas and concepts described 

by Mezirow in his theory of transformational learning and in his description of the role of 

the educator. 



Chapter Two: Literature Review 

Introduction 

The literanire review is organized into four major sections: the social context of 

teaching' transfomative theories of adult leaming and the role of the adult educator, 

perspectives of teaching English, and research on teachers' thinking and their personal 

philosophy of practice. The literature review draws on significant research in three related 

areas that have relevance to this study: Adult Education, Applied Psychology, and 

Curriculum Studies in the teaching of English. 

The Social Context: Teaching in a Post-Modemist World 

Davis and Sumara (1997) assert that knowledge, teaching and learning have 

beccme more complex as a result of socio-cultural diversity, rapid advances of information 

technology, the density of population, and the subsequent advances of communities and 

cultures: Any study involving students, teachers, and educational systems must take into 

account these factors: 

The cultural practice of 'education' occurs within and arnong complex systems that 

span several phenomenal levels; there are individuals, there are collectives of 

individuals (including classrooms, schools, etc), there are communities in which 

schools exist, and there are larger cultural contexts ... A complexified awareness of 

such levels, of how one exists sirnultaneously in and across these levels and how 

part and whole CO-emerge and CO-specifi one another is needed by those who 

daim to be participating in the collective and individual reproductive and 

transfomat ive process known as forma1 education. (p. 1 20) 

Critical theoiists like Carr and Kemis (1983), Sullivan (1990) and Aronowitz and 

Giroux ( 1993) emphasize that there are extemal features of social reality that influence the 

way individuals interpret expenence; individuals cannot be separate fiom the dynamics of 

social conflict and change. Sullivan(l990) states that ''a critical interpretive psychology 

takes cognisance of the fact that much of human action is outside the conscious control of 

personal agency and is ernbedded in social conditions outside human consciousness. 

These structural determinants are class dynamics, sexism, racism, and adultocentnsm7' (pp. 

123-124). 



The "grand narratives" of the Enlightenment period in the 18th century held the 

promise of personal and social emancipation through reason and rational discourse, yet the 

realities of the 20th century prove that "reason and rationai discourse" have not resulted in 

a safer of a more just world. Wnters like Thomas Berry (1 988) and Susan Griffin ( 1  992, 

1995) have written extensively of the consequences of a world view preoccupied with 

technical rationality. Environmental degradation, widespread violence and war, 

unemployment and poverty continue to erode the ideals of peace and democracy. Rorty 

(1993) questions whether the moral, spiritual, and social advancement of societies can 

ever parallel their technologicai, scientific, and economic advancement (Kreber, 1993). 

Berry ( 1988) suggests that an urgent need to reexamine Our values and work toward a 

world view based on a reverence for dl life foms is necessary. 

Flax (1995) asserts that if individuals are to take responsibility and move toward 

positive change, they must situate themselves within contingent and imperfect contexts to 

acknowledge differential privileges of race, gender, geographic location, and social 

identities. Flax comrnents on the vulnerable state of the times that we live in: 

The modem Westem sense of self-certainty has been undermined by politicai and 

intellectual events.. . Psychoanaiysts, ferninists, and postmodemists have 

undemined the 'foundations' of Western thought by challenging their constituting 

and interdependent girders. As the Enlightenment metanarrative continues to 

decay, the essential contestability of notions such as reason, tmth. self, gender, 

science, culture, power, history, and knowledge are exposed. (p. 152) 

To naively hope or believe that the world is not of our own making is dangerous, 

notes Flax. Laws, politicai institutions, and cultural or artistic triumphs cannot 

cornpensate for a lack of responsibility and initiative. Each person must take the initiative 

to work toward a more unified and peaceful world where a reverence for al1 life forms 

exists. "Each person's weU being is ultimately dependent on the devdopment of a sense 

of tolerance, empathy, and fnendly concem in others" (p. 163). Foucault ( 1980) notes 

that it is in the force of resistance that change occurs and that systems of knowledge also 

transfom. Post modemist thought and the emergence of divergent ways of knowing are 

in Foucault's words cbabolishing the sovereignty of the signifier" (p. 229). No one 

discourse may be viewed as the ultimate tmth. Foucault notes that theses changes are 



evident in areas such as History which is continually enlarging the "field of events" to 

discover new layers and dimensions of reality. 

The themes of the writings presented above emphasize the point that teachers do 

not work in an isolated context. A consideration of the times that we are living in and 

how complex social forces shape and influence the teaching-learning dynamic are critical. 

Indeed, the adult education literature has emphasized the importance of developing critical 

literacy and cultural analysis as ways of helping individuals understand how broader social. 

political, and economic changes impact their lives (Brookfield, 1987, 1995). Kretovics 

(1985) states that educators need to help students acquire "conceptual tools necessary to 

critique and engage society dong with its inequalities and injustices" (p. 5 1). Television, 

advertisements, and other foms of the mass media have profoundly influenced the values, 

beliefs, and lifestyles of individuals. The consumerist culture that we live in ofien ignores 

or minimizes the consequences of acquisitiveness in al1 of its dimensions. Sullivan ( 1990) 

suggests that the shifl from an industrial society to a communications society has given 

rise to "a privatizing of consciousness and human experience" (p. 2 1 I ). 

Earlier, Northrop Frye ( 1967) wrote that the "self-consciousness" of modem 

society has given rise to two contrasting cultural dialectics - "an intellectual antagonism 

between two mental attitudes" (p. 18). While one attitude is cntically conscious and is 

interested in finding ways to develop a healthier and more self-respecting way of life, the 

other attitude is more passive, negative. and susceptible to mass media fonns that "stun 

and demoralire" the critical conscience of individuals. Frye maintains that the political and 

economic forces that ofien dive the mass communications media have the potential to 

"break down the associative structures of the inner mind and replace them by the 

prefabricated structures of the media7' (p. 38). Frye sees the potential of education and the 

cntical study of literature and the mass media as one way of creating new possibilities in a 

society captivated by the "myth of progressY7. It is the \uncritical attitude" that becomes a 

'dangerous enemy" (Frye, 1967, p. 19). He further A t e s  that: 

As we enter a second century contemplating a world where power and success 

express themselves so much in stentorian lying, hypnotized leadership, and panic- 

stricken suppression of fieedom and criticism, the uncreated identity of Canada 

may be after al1 not so bad a heritage to take with us. (Frye, 1967, p. 123) 



It is in these unrealized or uncreated worlds of possibility that transformative 

changes can occur. Educationai systems and educaton, note Frye, can play a critical role 

in this change. Teachers as transformative intellectuais provide the conditions for students 

to be able to speak, write, and critically assert their own histories, voices, and experiences. 

Aronowitz and Giroux ( 1 993) fùrt her state that : 

The starting point pedagogicaily for such intellectuals is not with the isolated 

student but with collective actors in their various cultural, class, racial, historical. 

and gendered settings, alongside with the particularity of their diverse problems, 

hopes, and drearns. It is at this point that the Ianguage of critique unites with the 

langage of possibility. (p. 46) 

The present study seeks, in part, to understand how teachers define their own role 

and responsibility in this time of change and uncertainty. To what extent do the teachers 

in this study address social and personal challenges in a "cntically reflective" way in, for 

example, the cumculurn choices they make or in the teaching and leaming strategies that 

they apply in the classroom context? 

Transformational Learning - Theorv and the Role of the Adult Educator 

Transformational leaming has become a focal point of theoreticai and practical 

study in adult education over the last twenty years. The critical education theory of Paulo 

Freire ( 1970), Jack Mezirow's ( 1978, 198 1 ) theory of perspective transformation and 

Laurent Daloz's ( 1 984) holistic perspective have analysed different dimensions of 

transformative leaming in adults. Their ideas have been applied to adult education 

contexts that include: literacy education, social change movements, environmental 

education, women's consciousness raising groups, the workplace, and critical media 

literacy (Mezirow and Associates, 1990). In the literature on adult development and 

leaming, transformation is related to change, growth, and an expansion of self-definition 

(Gould 1980; Clark 1992; Memarn 199 1 ). Thomas ( 199 1 ) suggests that aii learning "no 

matter how trivial, transforms a person ... a ' new person' is created with each act of 

leaniing" (p. 6).  This leaming can involve a change in the existhg skills, values, aîtitudes, 

beliefs, and actions of individuals. 

The transformational leaniing perspectives presented by Freire ( 1970; 1997), 

Mezirow( 198 1 ; 1990; 1996), and Ddoz (1 984) focus on the dynamic interplay of 



psychological and social factors that explain how and why these changes occur in adults. 

Reflection, critical thinking'> and dialogic discourse are viewed as prerequisites for 

meaningful change or transformation on an individual and social level. Mezirow (1 99 1) 

defines "emancipatory education" as "an organized effort to help the learner challenge 

presuppositions, explore alternative perspectives, transfomi old ways of understanding, 

and act on new perspectives" (p. 167). He further emphasizes that perspective 

transformation represents the "hallmark of adult developrnent." While Mezirow's theory 

which draws on the social philosophy of Jurgen Habermas ( 1 97 1 ) attempts to explore the 

process of individual change, Freire's cntical pedagogy is more radical with emphasis on 

"emancipatory" education being a cataiyst for revolutionary change from oppressive 

societal structures. For Freire, education is not ideologically neutral; it can act to either 

liberate or oppress individuals. From Daioz's perspective, educationai institutions should 

provide opportunities for individuals to develop both intellectually and personally. The 

educator plays a key role in facilitating transfomative change in each perspective. Daloz 

views the teacher as a knowledgeable mentor and guide who can help foster intellectual 

and personal development by providing support, challenge, and vision: 

We can acknowledge the power of our presence in students' lives and accept the 

responsibility for providing them with the vision they may lack. But we cm also 

recognize that we are only a single force arnong many and that our ultimate task is 

to understand those forces so that they c m  travel ahead on their own. ( 1986, 

p.240) 

Freire's tdea of Conscientization and the Role of the AduIt Educator. tn Freire's 

( 1970, 1 973) view, the educator assumes the role of a CO-learner who with empathy and 

insight understands the existential reality of the leamers. Freire uses the term 

"conscientization7~ to refer to the process of becoming critically aware of one's life world 

through an in-depth interpretation of problems and through dialogue with others. 

Education becomes democratic when educators participate collaboratively with adult 

learners in '%ritical and liberating dialogue that varies in accordance with historical 

conditions and the level at which the oppressed perceive reality" (Freire 1970, p. 52). The 

adult leamers are actively involved in defining their own needs, interests, and goals. 

Through 'praxis" or the interplay between critical reflection and action individuals are able 



to move from being objects who are ''carried dong in the wake of change" to subjects 

who create and intervene in situations. S hor ( 1987) emp hasizes t hat the teachef s 

conviction that she or he can learn important things fiom the student is a keystone in 

Freire's problem-posing process of criticai education: 

The teacher who changes to liberatory modes accepts responsibility for a process 

which converts students fiom manipulated objects into active, cntical subjects.. . 

The ideal development of teacher and students, where both mutually evolve the 

class, permits the students to grow into an intellectual character which is not mere 

rnimicry of the professorial style. Through a prolonged process, the transfer of 

initiative opens up unfamiliar personality development. (S hor, 1987, p. 103) 

Freire's ( 1970) analysis of the role of the educator and the shifi from a 

teacherkentred environment to a student-centred one reflects the humanistic orientation 

he takes. 'This teaching cannot be done from the top down, but only fiom the inside out, 

by the illiterate hirnself, with the collaboration of the educator" ( 1970, p. 404). He 

cnticizes the "banking concept" of educators that view the students as the depositones 

who receive, memorize, and repeat "deposits" made by the teacher. In contrast, 

"problem-posing" dialogue enables !eamers to critically reflect on the way they exist in the 

world and develop strategies to transforrn it. Cunningham (1988) also reinforces the 

importance of faciiitating critical thinking arnong students as a central component of 

effective adult education programs: 

Participant produced knowledge cornpetes with, confronts, and forces change ont0 

the official knowledge, the participants in recognizing that they have produced and 

ceiebrated their view of the world empower themselves. This exercising of 

power ... can produce independence and Uiformed critical thinkers, as opposed to 

dependent and "coping" underclass. (p. 13 7) 

Freire emphasizes that words, and thematic topics for writing and discussion, be 

"laden with the meaning of people's existentid expenence, not the teacher's experience" 

( 1970, p. 59). While teachers can suggest, they should not determine the themes which 

serve to organize the content of the discussion. He hrther States that "'ducation must 

begin with the solution of the teacher-student contradiction, by reconciling the poles of 

contradiction so that both are simuItaneously teachen and shidents" (1970, p. 59). For 



Freire, imposing literacy programs without listening to the leamer's own language, 

thoughts aspirations, and experiences results in indifference and passivity. He is also 

critical of programs that concentrate on persons acquiring some definable skill which can 

be tapped and utilized in the interests of the economy. The aims of the program are to 

make people becoine more efficient and productive citizens and workers under the 

prevailing govenments. In this context 7bnctional" literacy does not allow for criticai 

thinking; instead, it is a retreat Born democracy. 

The ideas expressed by Freire (1970) contributed to a critical analysis of North 

Amencan literacy programs (Kozol, 1980, 1985; Giroux, 1983; Fingeret, 1984; Kazemak, 

1988; Quigley, 1990; Ferdman, 1990; Malicky, Katz, Norton, and Norman, 1997). Ail of 

these researchers have in some way questioned the underlying assumptions about the 

nature of literacy, the role of the instructor, the nature of resistance and nonparticipation, 

and the social and political implications of literacy education. Kozol ( 1985) and Kazemak 

( 1988) found that many literary programs explicitly or implicitly perpetuate a distortion of 

social reality by "blarning the victirn" for being poor, unemployed and undereducated 

rather than critically exarnining economic and politicai structures that limit employment 

and education for disenfranchised groups. Malicky and Norman (1994) found that there is 

little evidence that suggests that literacy programs have a positive impact on employment 

and higher paying jobs. These researchers suggest that rather than focussing on grade 

attainment, more focus should be on issues concerning the "'qualitative" uses of literacy 

skills. Kazemak (1988) suggests that a "perspective transformationy7 among those 

educators and administrators who view literacy as the 'Yransmission" of a set of cognitive 

skills fiom the "literate" to the "illiterate7' individual. Ferdman ( 1 990) emphasizes that an 

individual's identity as a member of an ethno cultural group is intertwined with the 

meaning and consequences of becoming literate, and educators need to be sensitive to 

30th the symbolic aspects and the content of what is being taught and leamed" (p. 182). 

Ellsworth's (1 992) critique emphasizes that whiie the literature of criticai pedagogy 

recognizes that teachers have much to leam fiom their students' experiences, it does not 

address the ways teachers or professors could never know about the experiences, 

oppressions, and understandings of other participants in the class. This "partial knowing" 

would make it difncult or impossible for %y single voice in the classroom - including 



that of the professor - to assume the position of center or origin of knowledge or 

authority, of having privileged access to authentic expenence or appropriate language" (p. 

5 10). Ellsworth contends that the 3nythical noms" of the "critical teacher," "dialogue 

discourse" and ''conscientization" as a means of attaining persona1 empowerment can 

become dangerously flawed if educators avoid explonng and recogniPng the 

contradictions in critical theory. As a white woman and a professor, Ellsworth found it 

difficult to speak about gender oppression given her position of institutional power relative 

to the students in her class. 

Citing Giroux's ( 1988) emphasis that in order for dialogue to be possible, 

classroom participants need to demonstrate '?mst, sharing, and cornmitment to improving 

the quality of human Iife," Ellsworth notes that this trust and openness rnay be very 

difficult to establish. Reflecting on her expetiences teaching a course on "Media and Anti- 

Racist Pedagogies," Ellsworth observed that the silence of many participants was related 

to their feu of disclosing too much and being wlnerable. Other facts included: 

Mernories of bad expenences in other contexts of speaking out; resentment that 

other oppressions (sexism, hetero sexism, fat oppression, classism, anti-Semitism) 

were being marginalized in the name of addressing racism - and guilt for feeling 

such resentment; confusion about levels of trust and cornmitment surrounding 

those who were allies to another group's struggles; resentment by some students of 

colour for feeling that they were expected to disclose ' more' and once again take 

the burden of doing the pedagogic work of educating white studentd professors 

about the consequences of White rniddle-class privilege; and resentment by White 

students for feeling that they have to prove that they were not the enemy. (p. 5 14) 

While Freire emphasires the importance of the leamers' involvement in the 

planning process, he does not discuss the problems that cm arise when individuals within 

an oppressed group hold different perspectives. Freire assumes that when the oppressed 

perceive themselves in relation to the world, they will act together to coilectively to 

transfomi it. If collective social action is the goal, to what extent is the individual's 

persona1 experience of cbcntical consciousness" undermineci? Freire does not account for 

within group variance. Individuais who hold beliefs that are in conflict with the group rnay 

feel ostracized or compelled to accept the group stance. Freire speaks of conscientization 



as a group process designed for aduit leamers. Elias (1980) maintains that Freue does not 

explain the extent to which individuals can be conscientized outside the group. Elias 

States that 'Freire appears to have little interest in speaking of education as a one-to-one 

relationship or as self-education" (p. 9). Certainly many of Freire's principles can be 

applied to individuaily oriented programs, but concem is more with political group action. 

In his analysis of culture and literacy, Ferdman (1990) emphasizes that from a social 

psychoiogicaî perspective, it is important to explore "the intersection of the group and 

individuai levels of analysis at once considering both between group and within group 

diversity" (p. 184). Freire also does not idedi@ the contradictions that can exist between 

the 'oppressed" and "oppressors." Mayo ( 1993) also contends that regardless of the 

educationai, politicai, or social context, there will always be a tension between the forces 

of "liberation" and "domestication." Contradictions in Freire's cntical pedagogy invite 

ongoing criticai reflection. 

From Mezirow's perspective, the educator is described as an "empathie 

provocateur and role model, a collaborative leamer who is critically self-reflective and 

encourages other to consider alternative perspectives" ( 1 99 1, p. 206). Mezirow ( 1 990) 

defines transformational education as a "psycho educational process" of helping individual 

leamers develop more advanced and integrated meaning perspectives. Through prernise 

reflection and rational discourse, individuais are able to understand and challenge 

distortions in their life worlds. 

Mezirow 's Theory of Pers~ective Transformation. in his theory of perspective 

transformation, Mezirow (198 1) integrates the ideas of theorists such as Jurgen Habermas, 

George Kelly, and Roger Gould. His ideas reflect both humanistic and constructivist 

themes of leaming. In his theory, Mezirow dfierentiates between instrumental, 

communicative, and emancipatory learning. While in instrumental learning, knowledge 

may be used to control and manipulate the environment in some way, in communicative 

learning, "the learner actively and purposefùlly negotiates his or her way through a series 

of specific encounters using language and gesture and by anticipating the actions of 

others" (p. 79). Social noms provide a frame of reference where individuals seek to 

reciprocate and understand perspectives. "Reaching an understanding is the inherent 

purpose of communicative action" (p.96). In emancipatory or transfomative learning, a 



critical exarnination of values and beliefs through cntically reflective and rational discourse 

may result in transformed meaning perspectives. 

Mezirow ( 1990) asserts that adulthood is a time for reassessing the assurnptions of 

our formative years that may have resulted in distorted self-perceptions and limited 

perceptions of our 'life worlds". Perspective transformation is "the emancipatory process 

of becoming cntically aware of how and why the structure of psycho cultural assumptions 

has corne to constrain the way we see ourselves and our relationships, reconstituting the 

structure to permit a more inclusive and discriminating integration of expenence and 

acting upon these new understanding" (1990, p. 14). In his work with college re-entry 

women, Mezirow (1978) describes the dramatic changes in womenys self-perceptions as 

they began to redefine their identity and challenge culturally prescribed assumptions of 

what constitutes the "appropnate7' role for women (e.g. the "good" obedient wife, the 

self-sacnficing mother, the nurturer, etc.). Mezirow notes that the women's movement in 

the 60s and 70s provided a supportive atmosphere which encouraged and helped women 

re-evaluate their lives and set a "new agenda7' for themselves. Rather than conform to 

narrowly defined roles and passively accept feeling devaîued in a patriarchaî society, these 

women began to explore the sociopolitical dynamics that reinforced oppression. 

Mezirow ( 1990) States that perspective transformation can be triggered by a 

"disorienting dilemma" or crisis such as a divorce, death of someone close. a job loss or a 

move. These situations challenge individuais to change existing patterns of thought and 

behaviour to meet the new demands. The crisis or disorienting dilemma may also be 

triggered by a provocative discussion, book, painting, or poem. Mezirow ( 198 1 ) identifies 

ten stages in the process of perspective transformation. These include: 

1 ) A disorienting dilemma. 

2) Self exarnination. 

3) A critical assessrnent of personaily intemalized role assumptions and a 

sense of dienation from traditional social expectations. 

4) Relating one's discontent to similar experiences of others or to public 

issues-recognizing that one's problem is shared and not exclusively a 

private matter. 

5 )  Exploring options for new ways of acting. 



6 )  Building cornpetence and self-confidence in new roles. 

7) Planning a course of action. 

8) Acquiring knowledge and skilis for implementing one's plans. 

9) Provisional efforts to try new roles and to assess feedback. 

10) A reintegration into society on the basis of conditions dictated by the new 

perspective. 

Eighty years earlier, William James ( 1902) describes a process of religious 

conversion similar to Mezirow's ( 198 1) description of the process of perspective 

transformation. In sudden or radical religious conversion or "transformation" (James, 

1902, p. 196) " a self hitherto divided" becornes 'bnified" (p. 189). These changes occur 

when groups of ideas and values that fom "the habitua1 centre of personai energy" (p. 

196) give way to new ideas and perceptions. James refen to the mind as a dynamic 

system of ideas that can be altered by experience - both conscious and unconscious 

(James, 1899, p. 77). The following description by James (1902) captures the essence of 

personal transformation: 

A new perception, a sudden emotional shock, or an occasion which lays bue the 

organic alteration will make the whole fabric fa11 together; and then the centre of 

gravity sinks into an attitude more stable, for the new ideas that reach the centre in 

the remangement seem now to be locked there, and the new structure remains 

permanent. (pp. 197- 198) 

Mezirow's ( 198 1 ) theory of perspective transformation, Kelly's ( 1955) theory of 

personal constmcts and Kolb's (1984) experientid leaming mode1 reflect many of the 

ideas developed by James in books like The Variety of Reliaious Expenences and in Talks 

to Teachers. 

Like Freire ( 1 970)- Mezirow ( 198 1 ) acknowledges the influence of social, 

politicai, and cultural forces that may hinder, distort, or limit an individuai's capacity to 

progress and gain a sense of agency over their lives. These distortions are acquired 

through socialkation processes and the uncritical acceptance of another's view. Mezirow 

(1990) identifies three cornmon distonions that cm be challenged through rational 

discourse: epistemic distortions (related to the nature and use of knowledge), 

sociocultural distortions which arke &om the uncritical acceptance of betief systems that 



relate to power and social relationships, and psychological distortions which relate to 

intemalized feelings and thoughts that continue to generate fear, depression, and anxiety. 

Creating the conditions for discourse can free individuals from these distortions. The ideal 

conditions for rational discourse enable participants to: 

have accurate and complete information; 

be able to weigh evidence and assess arguments objectively; 

be open to alternative perspectives; 

be able to becorne critically reflective upon presuppositions and their 

consequences; 

have equal opportunity to participate (including the change to challenge, 

question, refùte, and reflect and to hear others do the same); and 

be able to accept an inforrned, objective, and rational consensus as a 

legitirnate test of reality ( 199 1, pp. 77-78). 

Indeed, these are ideal conditions given the complex interplay of factors such as: 

participant bias; the diversity of leaming styles; compatibility in personality; the level of 

readiness individuals possess if they are to understand and apply transfomative leaming 

concepts; the cumculum goals; and the ski11 of the adult educator to mode1 critical 

thinking and to establish an educations atmosphere conducive to rational discourse. 

Questions arise conceming the role of the adult educator and the goals of 

transfomative leaming. if a central goal is to tàcilitate critical reflection and discourse, 

how skilled should the facilitator be in critically reflecting on hisher thoughts, beliefs, and 

actions? Clark (1992) notes: 'We must first attend to our own struggles to make 

meaning of our experience.. . Then having attended to our own meaning making process, 

we'll be in a position to facilitate that process in others" (p. 2 14). How do the dynamics of 

power in the teacher-leamer relationship impact leaming? Not al1 educators share similar 

interests and goals, and to be an effective educator fiom Mezirow's perspective, a broad 

range of skills and expenence in addition to the 'preferable" personality style (e-g. 

empathie, nonauthontarian, etc.) is needed. If a major goal in transfomative learning is to 

help challenge individual leamers' psychological distortions that impede their educational 

progress, how skilled and knowledgeable about psychological theory and 

psychotherapeutic technique should the facilitator be? 



What training should be provided to ensure that facilitators have adequate 

knowledge in psychotherapy? Mezirow ( 199 1) maintains that adult educaton should have 

'sufficient psychological knowledge.. . to be able to help heaithy leamers deal with common 

psychic distortion.. .and [they] should be able to distinguish between these learners and 

those whose mental problems require professional therapeutic treatment" (p. 225). 

Mezirow tends to underplay the difficulties involved in the organizational needs (e-g. 

professional development, specialized courses, etc.) to ensure that facilitatord educators 

have sufficient training and knowledge in areas such as ethics, group dynamics, critical 

thinking, and psychology. 

Mezirow's ( 198 1 ) theory of perspective transformation has been criticized by 

Gnffin ( 1987), Clark and Wilson ( 199 1 ), Collard and Law (1 989), Hart ( 1990) and 

Cranton ( 1 994). Many of these theorists suggest that Mezirow's ( 1 98 1 ) 'charter for 

andragogy" which emphasizes the role of adult educators as helping individuals is more a 

"prescription for good practice" rather than a theory of adult leaming. Cranton suggests 

that philosopher Thomas Kuhn's notion of 'bparadigm-transition" presents a more 

comprehensive understanding of adult leaming. Hart ( 1990) and Clark and Wilson ( 1 99 1 ) 

state that Mezirow's "rationalist-masculinist" emphasis on communicative action 

undermines the role of emotions and the ethic of carhg in favour or individual autonomy 

and the dominant values of our culture - masculine7 white, and middle class. 

Cranton ( 1 994) maintains that Mezirow ( 1 98 1 ) does not address individual 

differences in his theory. She suggests that transfomationai learning rnay be experîenced 

differently arnong individuals of different psychological types, an that the process 

dynamics will Vary from one person to another. "It rnay be that some people are less likely 

to be aware of or to question their values and assumptions or to respond to dilemmas with 

reflection; the process of transfomative learning mua be different for them" (p. 108). 

Moreover, not al1 learning is transfomative, and many adult educators may not perceive 

themselves as "emancipatory" oriented. Cranton asserts that educaton who view 

themselves as "subject-onented" see their role as someone who disseminates and clarifies 

knowledge. Educators who see learning as being initiated by the expressed needs of 

individuais tend to view education and leaniing as "consumer oriented" and their role 

centres around responding to and meeting those needs. Educators who view leamhg as 



leading to fieedorn fiorn personal or societal constraints d l  view the goal of education as 

emancipatory leaming and will describe their role as one of helping leamers become more 

aware of their constraints. 

Hart ( 1990) suggests that Mezirow does not adequately deal with Habermas' 

concept of c'dominance-free communication" which is "based on and allow[s] for an 

authentic consensus among al1 those concemed about what norms shall guide their 

actions7' (p. 136). She emphasizes that educators, in particular, need to examine how the 

"politics of power" influence the teaching and learning transaction. Collard and Law 

( 1989) also huit Mezirow for underplaying the importance of social context and social 

change. 

Tennant (1993) argues that Mezirow does not sufficiently explore the social 

ongins of the life course which leads him to find instances of perspective transformation in 

growth events that we would cal1 normative psychologicai development. In trying to link 

perspective transformation with adult development, Mezirow ( 199 1) States: 'The test of a 

developmentally progressive perspective is not only that it is more inclusive, 

discnminating, and integrative of expenence but also that it is permeable (open) to 

alternative perspective so that inclusivity, discrimination, and integration continually 

increase7' (p. 156). Yet, as Tennant emphasizes, "integrative of experience" depends on 

the social and historicd context in which the experience occun. For instance, feminist 

writers like Jean Baker Miller ( 1986) and Carol Giiligan ( 1  993) have pointed out that 

deveioprnental theories proposed by Erik Erikson, Daniel Levinson and Lawrence 

Kohlberg did not "integrate" women's experiences in devising normative stages of adult 

development. The emphasis on qualities like autonorny, individuation, and independence 

emphasized the expenences of men. Temant and Pogson ( 1995) suggest that adult 

educators who work in areas where there is a link between personal and social change 

(e-g. migrant education, literacy prograrns, labour education, racism and sexism 

workshops programs for the unemployed) and who wish to realize the radical intent of 

perspective transformation, need to be aware of the ways in which the life course and the 

norms ofadult development are socially constructed both in theory and in the lives of 

individuds. 



Pietrykowski (1996) notes that in presenting the theory of perspective 

transformation, Mezirow advances a humanist vision of education and human 

development associated with Freire and Habermas. Pietrykowski emphasizes the need for 

educators to focus more on the multiple dimensions of power that are part of everyday 

discourse: 

Educators can help to identifi the multiple sources of power that are linked to 

knowledge construction. suggest alternative meanings and help develop critical 

competencies onented at these diverse micro-technologies of power. Critical 

media literacy and consumer literacy are examples of the types of symbolic spaces 

open to a postmodern analysis. Postmodern adult education can help to dissipate 

power and extend the visible use of power but cannot exist outside of relations of 

power. Attention paid to the pervasive role of power in adult learning processes 

need not Iead to nihilism and a politics of despair so ofien attributed to postmodem 

theory. Rather, it requires that we turn Our gaze away from some ultimate goal of 

creating ideal speech conditions and toward the undeniably political task of 

understanding the deep structures of power that govem our lives. (p. 94) 

The concems thai Pietrykowski raises are sirnilar to those written by Ellsworth 

(1992), Macedo (1993), and Mayo (1993). They also emphasize the need for adult 

educators to possess a range of interpersonal skills sensitivities, and a depth of insight and 

knowledge in a wide range of disciplines that include philosophy, political science, 

sociology. and psychology. The complex dimensions of teaching further highlight the 

importance of understanding and exploring teachers' voices. 

PhenomenoloeKal Research Penoectives of Teachine and Leaniing 

The research on teaching and learning presented by Entwistle (1984), Marton and 

Saljo ( 1984), Hounsell(1984), Ramsden (1984; 1988) and Marton, Dall' Aiba and Beatty 

( 199 1) relate to the transformative perspectives in their emphasis on the direct exploration 

of students' and teachers' experiences of learning. While in traditional research 

paradigms, explainhg behaviour comes fiom an "objective" observer on the out side, the 

p henomenological approac h seeks an empat hic understanding of what is involved in the 

individual's description of leaming. The shift is not just of methodology but of 

perspective. 



In his research, Sa50 ( 1979; 1984) posed the question 'What does leanùng mean?" 

to a group of university students. He identified five different conceptions of leaming 

which represented the relations between individuals and aspects of their worid: 

1 ) The increase of knowledge. 

2) Memorinng. 

3) Acquisition of facts, and procedures, which can be accepted in practice. 

4) Abstraction of meaning. 

5) An interpretive process aimed at understanding reality. 

In their 199 1 study, Marton et al added a siah conception of leaming: changing as 

a person. This conceptualization is similar to Mezirow's "perspective transformation" and 

Freire7s "conscientization." Marton and his associates state that "at a certain point, 

regarding oneself as a more capable person implies a fundamental change from seeing 

oneself as an object of what is happening.. . to seeing oneseif as an agent of what is 

happening7'(p. 29 1 ). While this conceptualization does not necessarily mean having the 

power to control what will happen, the very understanding of how things are related 

enables individuals to feel a sense of agency. One of the respondents in the Marton et al. 

(1  99 1) study illustrates this position: 

I suppose it's what lights you ... it's something personal and it's something that's 

continuous. Once it starts it carries on and it might lead to other things. It might 

be like a root that has other branches coming offit. You should be doing (e.g. 

leaming) not for the exam but for the person before and for the person aftenvards. 

(p. 293) 

When leaming was discussed, the students interpreted it in the context of academic 

leaming. Marton and Sdjo ( 1 984) found that whether students took a "surface" 

(corresponding to levels 1 and 2) or "deep" (corresponding to conceptions of leaniing in 

levels 4 and 5) approach to leaming was dependent on such factors as: past experience, 

motivational orientation, absence of anxiety, and individual's perceptions of task dernands 

and evaluation procedures. 

Learninp. and Motivation. An interesthg association between motivation and 

approaches to learning was made by Entwistle (1984). Extrinsic motivation., which was 

associated with surface level approaches to leaniing, describes the seeking after extemal 



reinforcement for leaming fiom school marks, grades, or qualification requirements. 

Intrinsic motivation, oflen associated with deeper level approaches to learning, 

emphasized the interest, perceived relevance of the subject content, and self-confidence of 

the individual. Entwistle notes that it is important to consider the converse of motivation - 
(de)motivation which may have developed over the repeated expenence of failure and 

humiliation. There is aiso the possibility that highly anxious individuais go through their 

education driven more by a fear of failure rather than by a hope of success. Entwistle 

(1  984) noted that leamers who become '%ue conscious" are aware of the implicit niles 

goveming learning, at least in the school context. They learn to distinguish between the 

stated and the hidden agenda in the formai learning environment: 

The unrecognized contrast between intent and the effects of teaching is often 

expressed as a distinction between the formai and the 'hidden' cumculum. Snyder 

(197 1) at MIT pointed out that the forma1 cumculum, as defined by the staff. 

demanded originality, problem solving, independence of thought, and analytic 

skills. In contrast, the hidden curriculum - the message received implicitly but 

strongly by students - depended on the teaching methods and assessment 

procedures. and these encouraged question spotting and rote rnemorization of 

facts and t heories considered important by teachers. (p.4) 

Schmeck ( 1988) notes that if we repeatedly encourage students to process the 

subject matter at a surface level, we are nurturing a "reproducing orientation" to studying. 

In contrast, if we encourage a deep engagement, we nurture a meaning orientation to life 

in general. 

Ramsden ( 1988) identified three related contextual domains that influence learning 

strategies used by individuals: the teaching (method of transmission of what is leamed), 

the assessment (the method of evaluation of what is learned), and the curriculum (the 

content and structure of what is Ieamed). For Ramsden, effective teaching places students 

in situations where they are encouraged to develop more complex conceptions of leanllng 

and practice the use of deep, holistic approach that emphasize the interpretation and 

relevance of subject content. Too instructors fail to encourage concephial changes 

in students and they leave coliege or university 'cconceptually underdeveloped" even 

though they know more facts. Facts are taught, notes Ramsden, without considering the 



conceptions that make these facts interesting and meaningfùl. The "bridges" that should 

link students' pnor expenence and knowledge with unfamiliar concepts are not being built. 

Ramsden ( 1988) and Marton ( 1988) suggest that teachers could facilitate more on their 

own teaching by asking themselves: "why am 1 teaching these facts; what do they imply; 

what do they mean?' These reflective questions are part of the process by which teachers 

can develop a personal philosophy of teaching. 

Constmctivist Themes. Both Candy ( 199 1 ) and Nuthdl ( 1995) expand on the 

research above in their comprehensive analysis of constructivist approaches to teaching 

and leaming. Nuthall notes that the influence of disciplines like social anthropology, 

sociolinguistics, and critical theory as well as the range of methodologies like discourse 

analysis, phenornenography, and ethnomethodology have challenged educators to look at 

learning from many different angles. The socioculturai perspectives of Vygotsky ( 198 1 ) 

emphasizes that psychological or mental processes denve from the social interaction of 

individuds. The social becomes psychological through "cultural tools" such as language, 

art, mathematical syrnbols7 and so on. "It is the motivation for social interaction that help 

the "expert" and "novice" CO-ordinate perceptions, understanding and skills" (Nuthail, 

1995, p. 25). Cultural noms and artifacts play a key role in shaping cognitive processes. 

Reciprocal teaching, collaborative Ieaniing projects, and modelling the role of an expert 

are ways of integrating the sociocultural perspective of learning into the classroom. 

The socioculturai perspectives presented by Lave ( 199 1 ), Rogoff ( 1994) and 

Brown ( 1994) stress the important role of language as a sociocultural tool that enables 

individu& to "enter" communities of practice where meanings are negotiated. As a 

cultural artifact, language is viewed as a set of discoveries that define or characterize 

concepts, ways of thinking, acting, and valuing in different curriculum areas. These 

"genres" or discourses are "cognitive metasystems that control, verify, and select the 

products of other cognitive systems in accordance with socially constructed and regulated 

linguistic structures and nom." Wells (1994) suggests that each cumculum ara is 

composed of discourses that delineate specific ways of thinking and perceiving. Students 

become "semiotic apprentices'' who attempt to l e m  the cultural practices, language and 

symbol systems in areas like mathematics, science, history or Engîish. Citing Wells 

(1 994), Nuthall ( 1995) states that "semiotic apprenticeship hvolves the appropriation and 



mastering of the ways of making meaning through activities and representations that 

define each discipline" (p. 36). Classroom discourse becomes a link between the "informal 

genres of everyday life" to the 'Yormal genres of the cumculums" (Nuthall, 1 995, p. 3 8). 

Drawing on the theory of Jean Piaget ( 1970), Nuthall ( 1995) writes that a major 

problem that the teacher faces is how to structure activities and "'guide the student's 

mental processes" so that an equilibrium between the new knowledge and the underlying 

conceptual structures and anticipatory schemes that the students use to understand and 

assimilate their experience. Citing the work of Kelly ( 1955), Ausubel ( l968), Von 

Glaserfeld ( 1984), Candy ( 199 1) writes that the mental activity of integrating two or 

more schemas together to search for similarities and differences in at the core of 

constructivist thought. 'The development and refinement of the leamer's cognitive map 

occurs through a constant process of interaction between hierarchic integration or 

subsumption on the one hand and cognitive discrimination on the other" (p. 272). 

In terms of implications for teaching practice, Candy ( 199 1 ) emphasizes that the 

challenge for educators is to be able to understand the existing undentandings, and 

meaning systems of the learner through the use of activities such as repenory grids, 

concept maps, and leaming joumals. He suggests that educators need to convey to 

learnen a sense of confidence about the learner's ability to achieve. Many adults have 

been socialized in an educational system that robs leatners of "a sense of personal 

potency" (p. 39 1 ). Just as passivity and dependency have been learned, they can also be 

unleamed. The shift fiom passivity and dependency to engagement and self-direction can 

be achieved in part through a greater awareness of dserent strategies that would foster 

intrinsic rather than extnnsic motivation (Ramsden, 1984; Candy, 199 1 ; Forsyth and 

McMillan, 1 993). 

Wlodkowski (1 993) and Wlodkowski and Ginsberg (1995) suggea that instructors 

need to develop motivational plans that can be applied at different stages in the learning 

program. They must begin with themselves by being able to demonstrate expertise, 

enthusiasm, empathy, and clarity. Building learner involvement and fostering positive 

attitudes toward leamhg would require the instructor to look more closely at the way 

individual students are experiencing the class. Culturally responsive teaching takes into 

account how gender and cultural diversity affect leaniing. hcorporating ideas from 



Gardner's (1982) multiple intelligences theory is one way that teachers can facilitate 

learning. 

Wlodkowski and Ginsberg (1995) refer to Gardner's (1982) theory of multiple 

intelligences to develop their fknework For culturally responsive teaching. Rather than 

conceptualizing intelligence in a linear way, Gardener ( 1982; 1993) proposes the idea of 

multiple intelligences to account for the diverse leaming potential and talent that 

individuals have; spatial, linguistic, logical-mathematical, musical, kinesthetic, 

interpersonal and intrapersonal are among the intelligences that Gardner describes. He 

suggests that topics in the natural or social sciences can be approached from %ve entry 

points': At the narrational entry point, the teacher or student can present a story of 

narrative about the concept in question; at the logcal quantitative entry point, nurnencal 

considerations or deductive andor inductive reasoning processes could be used: at the 

foundationd entry point, the philosophical and temiinological aspects of a concept could 

be explored; at the aesthetic entry point, visual or artistic dimensions would be 

highlighted; and finally, at the experiential entry point, direct practical expenence would 

help individuals deal more directly with the topic. Wlodkowski and Ginsberg state that 

multiple entry points are a powerful means for dealing with learner and teacher 

misconceptions, biases and stereotypes. "By encouraging learners to develop multiple 

representations and having them relate these representations to one another, we can move 

away from the correct-answer tyranny of post secondary education and arrive at a fuller 

understanding of our world" (Wlodkowski and Ginsberg, 1995, p. 142). 

Critical Thinkine: A Dimension of Transformative Leaming 

Despite the frequency with which the term criticai thinking surfaces in 

transfomative theories and research studies of adult education, the concept of critical 

thinking is confùsing and there are multiple perspectives on what it actuaily means 

(McPeck, 198 1 ; Garrison, 199 1 ; Atkinson, 1997; Fox, 1994). The link between critical 

thinking, problem finding, wisdom, and creativity has been explored (Arlin, 1 975; 

Sternberg, 1990, Csikszentmihalyi, 1996). Questioning asswnptions divergent thinking, 

and the ability to transfomi idormation in unique and creative ways are shared 

characteristics of "critical thinkers," "Wise persons" and "creative minds." Kurfiss ( 1988), 

Brooffield (1987), and Garrison (199 1) present extensive o v e ~ e w s  of the theory and 



researc h on cntical t hinking in adult and higher education. These researchers emp hasize 

that any discussion involving critical thinking should have a framework for detining, 

identifjmg characteristics, and assessing it in learners. It may be more usefil for theorists 

who study critical thinking to contextualize its meaning and consider it as one dimension 

in an individual's ongoing personality and cognitive development. 

Garrison (199 1) suggests that it might be usefùl for researchers to dari& the 

nature of thinking first and then add critical to it. Drawing on Dewey's ( 1933) co~ection 

of critical reflection to "suspended judgement", Garrison States that "perhaps the most 

notable characteristic or critical thought is that it involves a certain scepticism, or 

suspension of assent, toward a given statement, established noms or mode of doing 

things" (p. 288). This scepticism irnplies a more proactive type of thought that leaves 

room for considenng alternative possibilities, creative problem solving or for an expanded 

understanding of information. 

Dewey ( 19 16) identified five phases of reflective thought that are part of the 

cntical thinking process: 

The general features of a reflective experience are.. . i) perplexity, confusion. 

doubt, due to the fact that one is implicated in an incornplete situation whose full 

character is not yet determined; ii) conjectural anticipation - a tentative 

interpretation of the given elements, attributing to them a tendency to effect certain 

consequences; iii) a careful survey (examination, inspection, exploration, analysis) 

of al1 attainable consideration which will define and clan@ the problem in hand; iv) 

a consequent elaboration of the tentative process hypothesis to make it more 

precise; v) taking one stand upon the projected hypothesis as a plan of action.. . 

doing something overtly ... and thereby testing the hypothesis. (p. 150) 

Dewey's ( 19 16; 1933) anaiysis is an anernpt to encourage a greater balance 

between intemal and extemai frames of reference. Both Gamson (199 1) and Brookfield 

(1987) present modem variations of Dewey's description of reflective thinking. There are 

dso numerous parallels between Dewey's (19 16) description of refiective thinking and 

Mezirow's (198 1) theory of perspective transformation and Kolb's (1984) expenentiai 

leamhg model. Brooldield's (1 987) five phases of cntical thinking include: the t r i gge~g  

event; appraisal of the situation, an exploration to explain discrepancies or inconsistencies; 



developing alternative perspectives; and finally, the integration of alternative ways of 

thinking or living. "In the weak sense critical thinking is a set of discrete micro-logical 

skills concemed wirh technical reasons, while in the strong sense critical thinking is a set 

of integrated macro-logical skills concemed with insight and the development of 

emancipatory reason" (Brookfield, 1987, p. 291). In the adult education context, it is this 

latter definition that is applied in most theoretical positions. The characteristics of critical 

thinkers that Brooldield ( 1987) descnbes also paralleis Sternberg's ( l99O) descriptions of 

wise person. Reasoning ability, intuition, good judgement, and perceptiveness are among 

the common characteristics (Stemberg, 1990). Stemberg ( 1990) writes that "the wise 

penon is characterized by a metacognitive stance ... They apply the processes of intellect in 

a way that eschews automatization" (p. 1 57). 

Critical Thinking. Creativit~. and Problem Solving. Kufiss ( 1988) suggests that 

critical thinking combines the creativity found in the discovery process and the justification 

found in the evaluative and logical reasoning process. Paul ( 1992) also observed that 

creativity and cnticality are "intenvoven into a searnless fabric" (p. 1 8). Taylor ( 1988) 

notes that creative thinking involves "sensing difficulties, problem. gaps in the information, 

missing elements; making guesses and formulating hypotheses about these deficiencies; 

evaluating and test ing these guesses and hypotheses; possibly revising and retesting them; 

and finally comrnunicating the results" (Taylor 1988 cited in Sternberg, 1 988, p. I 1 0). 

Criticai thinking, then, consists of more skills than are used in the problem solving 

approach suggested by Watson and Glaser ( 1980). Decades earlier, Lindeman ( 1926) 

wrote that too often adults become 'Io0 eamest in their search for rationality" and 

"abandoned the joy of things" (p. 59). He stated that "it is useless to discuss feelings and 

emotions as if these are aspects of personality separate fiom thinking and reasoning.. .these 

are interdependent fùnctions" (pp. 66-67). Citing Bronowski ( 197 1 ), Fisher ( 1995) 

emphasizes that objectivist thinking and discourse cannot evolve without activating the 

imagination: 

It is a fiee play of the mind, an invention outside the logical processes. This is the 

central act of imagination in science, and it is in dl respects like any similar act in 

literahire; it can in fact be taken as a definition of imagination. In this respect 

science and literature are alike: in both of them, the mind decides to e ~ c h  the 



system as it stands by an addition which is made by an unmechanized act of free 

choice. (Bronowski, 197 1 cited in Fisher 1995, p. 174) 

Cntical Thinkina and Adult Develo~ment. 1s criticai thinking unique to the redm 

of adult development? Can chiidren think cnticaily? Studies by Piaget ( 1970) and Perry 

(1970) suggests that not even 50% of adults may reach the formal operations phase where 

abstract though and more complex reasoning processes occur. Does this mean that pre- 

adults may not be capable of or prepared for cntical thinking? Should cnticai thinking be 

taught as a separate subject or set of skills as Watson and Glaser ( 1980) and de Bono 

( 1967) suggest? Kreber (1 993) contends that cntical thinking may need to be preceded by 

a phase of instruction in which the students become farniliar with the subject matter first, 

and then the teacher rnust End ways of creatively integrating critical thinking processes 

into the subject matter domain. McPeck ( 198 1 ) aiso asserts that a precondition for criticai 

thinking is foundational knowledge and information. Meyers ( 1986) States that logical 

reasoning and problem solving should not be taught in and of themselves separately from 

specific subject matter, since "they take different foms in the contest of different academic 

disciplines" (p. 58). Sternberg (1986) aiso suppons this position by writing that "if 

innumerable studies of transfer of training have revealed anything, it is that transfer is 

exceedingly difficult to attain" (Sternberg cited in Garrison, 199 1, p.299). Critical 

thinking skills, notes Sternberg, need to be learned in a way that maxirnizes the probability 

of their transfer to real iife situations. 

From a cognitive perspective, Kurfiss (1988) maintains that three kinds of 

knowledge interact in developing a model of critical thinking: 1) declarative knowledge: 

knowing the facts and concepts in the discipline; 2) procedurai knowledge: knowing how 

to reason, inquire, and present knowledge in the discipline; and, 3) meta-cognition: 

cognitive control strategies, such as setting goals, determining when additional 

information is needed, and assessing the value of this inquiry. Kurfiss maintains that while 

students acquire considerable declarative knowledge in the course of their education, 

procedural knowledge is rarely taught and many snidents' metacognitive skills are poorly 

developed. As a result, "students cannot draw upon the full extent of their knowledge 

when cailed upon to complete assignments that require critical thinking" (p.i v). 

Moreover, researchers like Entwistle ( 1984) noted that ùisinictors rarely mode1 critical 



thinking in their own classrooms. 'Tt seemed that lecturers looked for cntical thinking, yet 

taught and assessed conformity in ideas and in the acquisition of detailed factual 

knowledge" (p. 24). 

Brookfield (1 987) suggests a number of strategies that would foster critical 

thinking. These would include teachers creating a supportive atmosphere, listening and 

watching attentively for verbal and nonverbal cues in order to pose cntical questions, and 

sensitively challengmg leamers' perspectives by reflecting back to lemers their own 

beliefs, values, and attitudes. 

Cultural Considerations and Cntical Thinkinq. Atkinson ( 1997) suggest s that 

teachers in multicultural or ESL contexts need to use caution if they wish to apply critical 

thinking techniquedapproaches in the classroom. He identifies four factors that criticize 

the urgency that many researchers emphasize about the need to foster cntical thinking. 

Atkinson maintains that: a) critical thinking may be more a ''non-overt social practice" 

rather than a clearly-defined set of behaviours; b) critical thinking has been criticized for 

its exclusive and reductive character; c) teaching cntical thinking to non-native speaker 

may be fought with cultural problems; and d) once having been taught, thinking skills may 

not transfer effectively beyond the contexts of instruction. 

Fox ( 1994) also maintains that the concept and application of critical thinking 

contains many biases and assumptions that put forth a "correct" and "superior" way of 

knowing : 

This thing we cal1 'criticai thinking' or 'analysis' has strong cultural components. 

It is more than just a set of writing and thinking techniques - it is a voice, a stance, 

a relationship with texts and family member, fiiends, teachers, the media, even the 

history of one's country. This is why 'critical analysis' is so hard for faculty 

members to talk about; because it is leanied intuitively it is easy to recognize, like a 

face or a personality, but it is not so easily defined and is not al1 simple to explain 

to someone who has been brought up dxerently. (p. 125) 

Atkinson ( 1997) contends that just as children rnay be socialized into traditional 

gender roies, so too may there be an almost unconscious or tacit acceptance of critical 

thinking being culturally valued similar to a "self-evident foundation" of Western thought 

such as &dom of speech. Fox (1994) contends that there is iittle consensus on what 



critical thinking actually means, even though the term is commonly used to denote a 

"higher order" thinking process. In her research study, Fox ( 1994) asked university 

writing professors to define tems like anaiysis and analytical writing - tems often 

associated with criticd thinking. She found that these questions were surprisingly difficult 

for them to answer despite their confidence in using these tenns in the language of the 

assignrnents and in the assessment of student writing. Atkinson (1997) states that 

bbbecause (cntical thinking skills) are not senously theorized concepts but exist rather at 

the level of common sense and tacitly learned behaviour, it is practically speaking beyond 

the capacity of most teachers to teach them in more than an anecdotal and hit or miss 

way7'(p. 77). 

The criticism focussing on teaching cntical thinking in ESL classroorn has centred 

around three areas that highlight discrepancies between non-Western and Westem cultural 

groups: a) opposing conceptions of relations between the individuai and the social system, 

b) contrasting norms of self-expression across cultures and c) divergent perspectives on 

the use of language as a means of leaming (Atkinson 1997; Harklau 1994). 

Pnmary socialization has a profound impact in the ways individuais define 

themselves in relation to their social and physical worlds. For instance, In eastem societies 

like Japan and China, normative social values of empathy and conformity may conflict 

with the Westem individual emphasis of self-expression and independence. In his study of 

Japanese university students' and their approach to poiiteness, Matsumoto ( 1988) notes 

that Westem conceptualizations of self assume that the individual is the basic unit of 

society; in contrast, in Japanese society, ccacknowledgment and maintenance of the relative 

position of others, rather than presewation of an individual's proper temtory, govems al1 

social interation" (p.405). Citing research studies of Native North Amencan cultures, 

Atkinson ( 1997) states that scholars have shown how self-expression may violate highly 

valued cultural norms, at least in cases where indiMduals are not know to each other or 

differ recognizably in relative social status (p. 83). 

Debates, speeches, and the emphasis in the written language as a tool for creative 

and intellectual exploration may also generate conflict and confusion to non-Western 

learners who may not have been exposed to discussion and writing that encourage 

discovery, invention, and selfsxpression. In an ethnographie snidy of Chinese Unmigrant 



teenagers in U.S. high schools, Harklau (1994) noted that one of the most significant 

findings was the "their reticence and lack of interaction with native speaking peers7' (pp. 

262-263). Atkinson and Ramanathan (1995) found that a different emphasis is placed on 

writing-to-learn for nomative students in their comparative ethnographie study of a 

fieshrnan writing program and an ESL institute at a large U.S. university: 

In the freshman writing program, whose clientele was over 80% native speakers of 

English, writers were constantly prodded to 'deepen' their thinking, to 'go beyond' 

surface-level observations , and to be 'insightfbl,' 'original,' and 'thought- 

provoking' in their written work. In the ESL program, on the other hand, 

although similar concepts were not wholly absent fiorn instruction, the overall 

emphasis was on the clear written communication of ideas, in a style descnbed in 

the study as 'workpersonlike prose.'(p. 85) 

Despite the emphasis that researchers like Garrison ( 199 1 ) and Brookfieid ( 1995) 

on the "emotional" aspect of critically reflective Iearning, there is still the criticism that 

critical thinking and the teaching of it reflects an exclusive and reductive bias that has little 

relevance to non-literate and non-technological cultures. In their study of womens' 

thinking processes, Belenky et al. (1  986) contend that critical thinking is traditionally 

associated with linear "separate ways of knowing" most prevalent in Western 

philosophical discourse. Separate knowing is described as a detached aloof, and 

impersonal approach where the individuai 'Tollows certain rule or procedures to ensure 

that her judgements are unbiased. Ail disciplines and vocations have these impersonal 

procedures for analyzing thinking" (Clinchy, 1994, p. 36). In contras, the connected 

owner demonstrates empathy in exploring and trying to understand the other person's 

perspective. Clinchy (1 994) asserts that the voice of separate knowing is argument while 

the voice of connected knowing is narrative. Rather than asking the individual to defend 

her position and prove her standpoint right, the connected knower tries to understand the 

story and expenence that led the individual to her position. "Connected knowen are not 

dispassionate, unbiased observers; they deliberately bias themselves in favour of the thing 

they are examining. ... This imaginative attachent is at the heart of connected knowing7' 

(Clinchy, 1994, p. 122). 



In faciiitating more comected ways of knowing, Belenky et al. ( 1986) refer to 

Freirefs(1970) vision of the teacher as the empathic provocateur; like a midwife, the 

teacher is able to help studem articulate and develop their own narratives. Tacit 

knowledge becomes explicit. In mutual comected knowing, each person becomes a 

midwife to the others' thoughts and each builds on the other's ideas. Reciprocal dialogue, 

risk, surprise, and spontaneity are part of these leamhg conversations. "comected 

teachers use a technique similar to the participant observation method anthropologist use. 

Participant-observers maintain a "dynamic tension" between the separate stance of an 

observer and the comected. "subjective" stance of participant" (Belenky, McVicker 

Clinchy, Rule Goldberger, & Mamick Tanile, 1986, p. 224). 

The literature on critical thinking suggests that further research is needed to 

uncover the different conceptualization of citical thinking that practitioners hold. How 

do factors like culture, gender, and learner readiness influence the strategies and 

assessrnent techniques that instnictors use? If cntical thinking is cited as a c~mic~lum or 

course goal, how is it integrated in the course? The separate vs. connected ways of 

knowing that Belenky and her colleagies ( 1986) explored reflect the contrast and 

emphasis t hat t heonsts and practitioners may place on emotion/afSective dimension vs. 

logicninear thinking or vice versa on their classroom practices. Gardner's ( 1983) Multiple 

Intelligences Theory and Kolb's ( 1984) experientid leaming model could perhaps provide 

a more practical foundation for teachers to revisit critical thinking in new ways. 

Persuectives on Teachinn Enelish 

"Literature, we suy, mither reflects nor e s c ~ s f r o m  ordinary l@: what if dues 

reflect is the world us human imagination conceives if. UI mythicai, romantic. hheroic. and 

irotlic os well m reahstic andfantastic lems. This world is the universe iit humc~~tform, 

stretching from compietefr~rfiIment of human &ire [o. .. the vision of reality that 

rlsewhere I hate caikd for r e m s  rwted in rny stuc& of Blake, apocaiyptic. " (Frye, 

1978, pp. 1 1 - 12) 

Northrop Frye (199 1) observes that if you want to find out about life, you should 

read literature. '2iterahire has swaiiowed life, life is inside Literature" (Frye, 1 99 1, p. 7). 

Frye (1988) suggests that ail of our beliefs and actions take shape around a dynamic and 

dialectic social vision constnicted by the imagination. 'Xiterature is the language of the 



imaginative inner life. Myth and metaphor ... cal1 forth the active and constructive response 

from its readers that only the imagination gives" (p. 120). In presenting a curriculum 

framework for teaching literature, Frye (1 972) emphasizes a critical exploration of the 

social vision and cultural myths in a larger global context. This would include examining 

Yhe rhetorical devices of advertising, propaganda, official releases, news media, and 

everything else in a citizen's verbal expenence that he is compelled to conf?ont ..." (p. 18). 

How do adult educators approach teaching English ? Do they share a similar 

critical vision with Frye? How do they interpret and design English curriculum to address 

the different ski11 level and interests of adults from diverse socioculturai backgrounds? No 

doubt, the approach that an adult educator takes to teaching English will be influenced by 

a variety of factors: their own social vision, their background experiences in studying and 

teaching English, the styles of teaching that they have been exposed to in secondary and 

post secondas, institutions, the educational context that they work in, and so on. 

Educators are also continually making decisions about how issues of the contemporary 

world rnight be integrated into the cumculum. The present study explores these factors 

and in an attempt to provide more clarity in interpreting the teachers' responses, a review 

of the different frameworks for teaching English is essential. 

Understanding Content KnowIed~e in Teaching English. A constructivist 

perspective on the teacher's role in developing cumculum takes the view that teachers are 

criticai thinking agents who use their unique backgrounds to conaruct their own 

understanding of the methods, materials, and approaches to teaching (Shulman, 1987; 

Noel, 1995; O'Loughlin, 1989). Shulman (1987) notes that "the key to distinguishing the 

knowledge base of teaching lies at the interaction of content and pedagogy, in the capacity 

of the teacher to transform the content knowledge he or she possesses into forms that are 

pedagogically powerful and yet adaptive to the variations in ability and the background 

presented by the students" (p. 15). As a member of a scholarly community, teachers must 

be able to answer questions like: What are the important ideas and skiils in this domain? 

How can 1 present these ideas by maintainhg the integrity of the discipline as well as by 

addressing student diversity? Based on case -dies of experienced English teachers, 

Gudmundsdottir and Shulrnan (1 987) found that teachers developed a body of knowledge 

in English that dEered f?om the knowledge of academic scholars in English. The mode1 



of pedagogical reasoning that Gudmundsdottir and Shulman propose, involves six 

dimensions. 

The process starts with the cornprehension of text intended for teaching. Teachers 

then transfomi the text by critically interpreting and andysing it independently. They rnust 

also represent the ideas in the text through examples, analogies, demonstrations, and 

metaphors. In selecting topics for teaching, teachers must decide on the most appropriate 

teaching strategies that would engage the leamers while still maintaining the integrity of 

the subject discipline. Gudmundsdottir and Shulman (1986) refer to the process of 

adapting and tailoring the text to the leamers charactenstics. Assessment and evaluation 

of student learning is another p;irt of this process. The fifih aspect of Gudmunsdottir and 

Shulman's model involves the teachers' critical reflection upon their own teaching 

process. This reflection may lead to the sixth aspect - a new or deeper comprehension of 

the text, of teaching, of the students, and of the self. 

The model proposed by Gudmundsdottir and Shulman (1 987) has relevance for 

English teachers in adult education conteas. Ofien, English and ESL teachers of adults 

must create new cumcula and adapt existing high school English cumcula to meet the 

interest and literacy needs of an adult student group. ESL teachers may integrate literary 

texts with linguistic principles and meanings. Teachers must also be able to provide a 

context to help students from culturaily diverse backgrounds understand the social, 

political, and historical events that shape the meaning of a literary text. In sum, teaching 

English is not simply a matter ofarunning through" a pre-packaged cumculum or 

"transmitting" tools of Iiteracy or literary analysis to students. Teaching involves an 

exploration of ideas that requires careful planning and ingenuity on the part of the tacher. 

Conceotions of Teachinn Endish. A review of the literature on teaching English 

reveals a range of orientations that reflect the positivist/behaviorai, constructivist, and 

transformationaVcritical paradigms of knowledge (Grossman, Reynolds, Ringstaff, and 

Sykes, 1 985; McEwan 1992, Peim, 1 993; McConnick, 1994; Freeman and Richards, 

1994). Researchers like Gee ( 1989), McEwan (1 992), and Peim ( 1993) maintain that 

there is a real need for teachers to dari@ what the dEerent conceptions of English are, 

and how these relate to their own beiiefs about teaching English if English teaching is to 



become more effective. The conflicting theones and conceptualizations about the goal of 

teaching Engiish and the "most effective" strategies need to be exarnined more critically. 

Larson (1  993) notes that research into the teaching of writing has undergone a 

paradigrn shift in the last decade. Rather than focussing on the final product, research is 

more attuned to the recursive patterns of writing - discovering more about how writers 

find ideas, think about ways of organizing them and imagining ways of expressing them. 

Despite this shift in research fiom product to process, there is still much variation arnong 

practitioners about teaching English most effectively . Without a unified vision of the 

nature of the subject English, curriculum theonsts note that ideas on teaching English 

become a "storage closet of stray topics" (McEwan, 1992). Moral education, cntical 

thinking skills, "suMval skills" journalism library research, creative writing, and public 

speaking are a few exarnples that reflect the diversity of English cumculum topics and 

goals. McEwan( 1992)states t hat "ambiguity of purpose is as old as the subject itself and 

lies in the conflicting disciplinary allegiances, political aims, and epistemological values 

that gave rise to English as a subject at the end of the nineteenth century" (p. 103). She 

emphasizes that teachers of English need to become theorists about their subjects and 

probe more thoroughiy the philosophical and theoretical grounds of their practice. 

Based on teacher in te~ews and classroom research on teaching English, McEwan 

( 1992) identifies various metaphors that have intluenced and informed the practical and 

theoretical framework for teaching English. These metaphordmodeis are analped in the 

nexî section. 

Enalish as a Hierarchv of Communication Skills. The ''machine metaphor" of 

teaching English has been infiuenced primarily by behaviourist psychology. Meaning and 

understanding are conceptualized as "5ehavioral units"; learning is seen as a hierarchical 

stmcture that could translate into easily recognkable competency standards and measures. 

Emphasis is placed on teaching and leamhg strategies such as phonics instruction, 

repetitive grammar exercises memorization, and the application of rules. The behavioral 

objectives movement, most notably associated with Benjamin Bloom and his colIeagues 

(1956), translated behavioral principles into practice by replacing vague language about 

goals with explicit statements that define measurable and quantifiable outcornes. 



Critics of this mode1 have objected to it being reductionistic; in addition, they have 

questioned the goal of functional literacy as an oversimplification of a complex task 

(Bntton, 1980; Hirsch, 1 988). Moreover, research developments in linguistics and 

psychology have replaced behavioral rnodeis of leaming with more sophisticated 

explanation of language acquisition. Cntics like Apple (1982) observe that the 

"behaviourist agenda" thinly disguises a political agenda aimed at manipulating and 

controliing individuals as they move through dflerent societal institutions. McEwan 

( 1992) asserts that some teachers are drawn to the behavioral model because it appears to 

remove the mystique and confusion of teaching English - especiaily if there is a more 

literature based cumculurn. "Skills talk takes precedence over an exploration of ideas. 

McEwan states that "behaviourist ways of thinking persist and the machine metaphor is a 

convenient one to exploit by those interested in maintainhg the current hierarchies in 

English" (p. 1 10). 

Lanrmarre for Leaming: Growth as a Metaphor for Ennlish. The "language for 

growth" metaphor continues to be a dominant force in teaching English. James Bntton's 

( 1975) model is derived not only from case studies of students' writing, but from 

contemporary research in sociolinguistics, psychology, and the philosophy of language. 

Bntton describes three categones of language functions - the transactional, the poetic, and 

the expressive. A strength in Britton's model is that it is both conceptual and empirical: 

"it denves a notion of structure neither fiom a forma1 analysis of the component subject 

matters of English, nor from a reduction of language use into discrete skills, but from the 

actual language use and a conception of the purposes of language, the variety of complex 

linguistic processes or functions embedded in their social contexts" (Britton, 1975, 

p. 111). 

Bntton (1982) maintains that the transactional expressive, and poetic fùnction as 

developments of informai expressive language. He states that a key goal of English is to 

"master language by using it to make the most of our Iives" (p. 205). This is done in two 

ways: "As participants we apply our values systems; as spectators we are concerned to 

generate values and refine our value systerns; as spectators we are concemed to generate 

values and refine our value systerns" (p. 206). Cntics Ote Abbs (1982) and Rad1 (1982) 



are concemed that Britten's approach de-emphasizes the role of literature in the 

curriculum in favour of transactional forms. 

Teaching Endish 6om a Transfomative Perspective: The Work of Louise 

Rosenblatt and Reader Res~onse T h e o ~ .  The shift from teaching to the text to focussing 

on the personal interpretation of the text by the reader is rooted in Louise Rosenblatt's 

( 1938; 1968) reader response theory. Many of her ideas are consistent with the 

constmctivist and transfomative views of adult learning presented by theorists like Candv 

( 199 1 ) and Mezirow and associates ( 199 1 ). Rosenblatt's views also parallel the ideas 

about the sociaVtransfonnative role that literature can play in the writings of Northrop 

Frye. 

Rosenblatt's ( 1938; 1968) reader response theory emphasizes the relationship 

between a literary text and the individuai's psychological. social, and cultural worlds. 

While ultirnately the interpretation of a text rests with the "minds and emotions" of the 

reader, persona1 meanings evolve out of social dialogue: 

The individual's share in the language, them is that part, or set of features, of the 

public system that has been intemalized in the individuai's expenences with words 

in life situations. The residue of such transactions in pmicular natural and social 

contexts constitutes a kind of linguistic-experiential reservoir. Embodying our 

fueled assumptions, attitudes, and expectations about the world - and about 

language - this inner capital is al1 that each of us has to start from in speaking, 

listening, writing, and reading. We rnake meaning, we make sense of a new 

situation or transaction, by applying, reorganizing, revising, or extending elements 

drawn from, selected fiom, our personal linguistic experiential reservoir.( 1968, 

P- 3)  

Rosenblatt ( 1968) redirected the focus fiom teaching literature in a detached and 

"objective" way that analyzed component parts (e.g., "correct" interpretation~, therne, 

tone, sening, etc.) to a more holistic conceptualization that addressed transactional 

processes, "active" participation, and personal interpretation: 

A novel or poem or play remains inkspots on paper until a reader transfomis them 

into a set of meaningful symbols; and those symbolic channel (his) thoughts and 

fmlings. Out of this complex pmcess emerges a more or less organized 



imaginative experience. When the reader refers to a poern, (like) Byzantium, (he) 

is designating such an experience in relation to a text. (p. 25) 

The teacher's task is to 'Yoster fÎ-uitfùJ interactions or transactions" between the 

reader and the text (p. 26). Teaching becomes "a matter of improving the individual's 

capacity to evoke meaning from the text by leading him to reflect self-cntically on this 

process" ( 1968, p. 26-27). 

Rather than viewing literature as a b'collection of moralistic pamphlets" Rosenblatt 

emphasizes that reading can be a catalyst for critical reflection and perspectives sharing. 

"Literature provides a living through not simply knowledge about" (p. 3 8). Pradl( 1 992) 

Wiiinsky ( 1 W2), and Saivatori ( 1 992) assert that Rosenblatt's transactional approach to 

teaching literature captured the progress and democratic themes found in Dewey's writing. 

Rosenblatt ( 1968) asserts that if individuals are going to be able to construct and 

participate in democratic processes, they need to become critically aware of their life 

worlds. Literature reading cm help individuals gain social and psycholoyical insights, as 

well as a sense of personal agency. "Any form of conduct, any social mechanism. any 

custom, or institution, should be measured in terms of the actural effect on the individuals 

that make up the society" (Rosenblatt, 1968, pp. 165- 166). 

Rosenblatt's pioneering work not only challenged the objectivist assumptions of 

the "new criticism" that emphasized deconstructing Iiterature by analyzing the facts (tone, 

theme, plot, etc.) but she also avoids the pessimisrn and dienation reinforced by 

postmodem cccultural cntics" who suggest that teaching literature is a form of political 

indoctrination. In fact, Rosenblatt strongly emphasized an ongoing critical dialogue and 

inquiry of the values and ideas expressed in the texts. Literacy texts would be a vehicie 

for democratic discourse, social change, and personal agency. This view closely parallels 

Frye's (197 1) comment that ' k e  cannot take any part in a society as verbal as ours 

without knowing how to read and write: but unless we also l e m  how to read 

continuously, selectively7 and cntically, and to write articulately, we can never take any 

fke or independent part in that society" (p. 19). 

Pradl ( 1992) asserts that Rosenblatt viewed literary texts as central to education 

for democracy by affirming the uniqueness of the individuai's interpretation and 'te- 

creation" of a text through the process of reading, and through an ongoing critically 



reflective dialogue and conversation with others to share ideas and make underlying 

assumptions and disagreements explicit. 'Mence the possibility of change and of revision 

of the criteria. Such self-awareness on the part of readers can also foster communication 

across social, cultural, and histoical differences between reader and author, and among 

readers" (Pradl, 1992, p. 6-7). 

Fairbanks (1995) observes that when students respond to the stories, poems, or 

plays that they read and write about, they reveal not ody the meanings that they have 

constructed in transaction with the text, but they also reveal something about themselves. 

"Because their responses are the means by which we teachers detennine their acts of 

reading, when we interpret students' readings, we read students. As we do so, we 

construct images of students and make inferences about what they know or understand. 

We also assess what they need fiom us" (p. 40). He hrther notes that "writers are 

situated beings w hose performances are shaped by t heir interpretations of t heir readings 

and their own system of values" (p. 4 1). A dilemma &ses when written work does not 

"measure up" to the standards of academic discourse. Fairbanks states that the values. 

culture, and personality of students may lead them to resist conventional notions regarding 

appropriate interpretations of texts. The "relational waters" of culture. context, and 

gender shape interpretations of literature. 

Greene ( 1994) exemplifies the emancipatory potential of literature by exploring 

works such as Dostoevskyk The Brothers Kararnazov and Onvell's 1984 in addition to 

the writing of Toni Momson and Maya Angelou. Encounters with fiction can and do 

famiiiarke people with alternative ways of seeing, feeling, and understanding. Citing 

Herbert Marcuse's ( 1978) analysis of art, Greene ( 1994) notes that "literature breaks open 

a dimension inaccessible to other experience, a dimension in which human beings, nature 

and things not longer stand under the law of the established reality principle" (Marcuse, 

1978, p. 72 in Greene, p. 212). The incongruence or asymmetry that may exist between 

the reader's personal experience and the world portrayed in the literary tea  becomes a 

critical point for learning. Greene (1 994) further states that "works of art, of dl human 

creations, are occasions for exploration, not for completion. Indeed, they rernind us that 

history and the human story can never be completed. So literature, with other works of 

art, can become a harbinger of the possible" (p.2 1 8). Rorty ( 1993) afso emphasizes the 



value of anaiyzing and exploring literature as a way of understanding human nature. He 

refers to a utopia of "moral progress" toward greater human solidarity which challenges 

individuals to an identification with fellow human beings, regardless of colour, geographic 

distance, and ethnic background. He suggests that "a sense of solidarity cm be created by 

increasing our sensitivity to the particuiar details of the pain and humilation of other. 

unfamiliar sorts of people" (xvii). 

Literature and ESL Learners. The wider the range of genres accepted as Merature, 

the greater the potential for infiuence in classrooms beyond English and institutions 

beyond schools. While novels, poetry, and short stories provide opportunities for 

dialogue, interior monologue, stories, and descriptions, arguments, editorials, biography, 

history, and sets of directions cal1 for explanation, comparative znaiysis, and narratives of 

events and places as well as of people. Heath (1996) notes that unf'arniliar texts for ESL 

lemers such as biography, history, and argument require need to be introduced by the 

teacher with sensitivity and with realistic expectations. Not al1 social groups in cultures 

around the world value argument, explicit explanation, or comparative analysis. 

The cultural background and prior experience that a student have can also 

complicate comprehension of particular texts. Wilson and Thomas ( 1995) found that the 

idiosyncratic and often unexpected interpretations that students generated supported their 

contention that although prior experience and knowledge of similar situations (being able 

to identiQ in some way with a character or situation ponrayed in a text) usually 

contribut es positively to reading comprehension, the degree of emotional commit ment, 

and the existence of prior assumptions or cultural myths that they bring to reading texts 

can complicate comprehension. Fairbanks ( 1995) States that as English teachers "in order 

to read our students' readingdwritings, we have to construct and reconstmct our 

understanding of who is reading and in relation to what contextual factors. We have to 

disentangle actual readers from a construct ofb?he reader". The values, culture, and 

character of students may lead them to revisit conventional wisdom about what counts as 

appropriate responses to text(s)" (p. 4 1). 

Parry (1996) notes that Engiish teachers who teach students tkom diverse 

socioeconomic and cultural backgrounds saon realize that the '%est teaching method" is 

an mattainable ideal considering how cultural membership may influence learning. Instead 



of trying to determine the social consequences of literacy as a single variable, researchers 

are now exploring "different literacies" (Scribner and Cole, 1 98 1 ; Street, 1 984, 1 993) and 

the specific social customs and events that involve the use of the written text. This social- 

transactional purpose influences the way the readers interpret a text. 

EnPJish as Process and Content: The Metaohor of the Text. With an emphasis on 

authentic leaming, diversity, and the construction of knowledge, this mode! reflects many 

of the ideas in postmodernist thinking and in constructivist leaming theory. There are 

many overlaps between the critical perspective presented in this section and the 

consmictivist views presented in the previous section. The critical perspective focuses 

more on the sociaUpolitical implications of teaching English. Many of the criticai theorists 

have drawn from works like Michael Foucault's (1  972) treatise 'The Discourse on 

Language" with its critique of social systems that perpetuate the superiority and power of 

certain texts and discourses over others. Theonsts like Marilyn French (1985) have 

applied Foucault's ideas to explain the prevalence of masculine discourse in academic and 

literary writing. Histoncally, the voices of women poets and novelists were excluded and 

iheir discourse ignored because of their oppression and marginality. 

There is a reconciliation of the important dynamic of both content and process. .4 

central question that researchers like Hirsch ( 1988), Prad1( 1992), and Eagleton ( 1990) 

ask concems the rneaning of M. In this paradigrn, text moves beyond a narrow 

definition of literacy texts to include a "large range of symbol syaems including human 

institutions and practices. We may construe background knowledge as a text, or the act 

of reading as a transaction in which a text is constmcted in the mind of a reader" 

(McEwan, 1 992, p. 1 1 5). Hirsch ( 1988) explores the meaning of cultural literacy and he 

asserts that a lack of a clear understanding of important social and cultural background 

knowledge that individuals should acquire had led to a fragmentation of the cumculum. 

What do people need to know in order to be ccincluded" as members of society? 

Purves (1990) suggests that cultural literacy include wide range of texts such as 

scientific articles, comic strips, and advertisements to increase culhird awareness. 

Eagleton (1990) argues that we need to shift our conception of English literature as elitist 

and include in the English cumculum not ody a diversity of textq but a focus on 

developing students' critical awareness of the place that texts have in our society and the 



power they hoid over us. Pradl(1986) refers to English as the "expenence of myth and 

myth-making" in emphasizhg the importance of individuais being able to tell their stories 

and use language to foster an understanding of ourselves, Our values, and our place in it as 

social agents. This emphasis concun with Richard Rorty's ( 1989) assertion that textual 

irterpretation is one way of understanding human society and diminishing intolerance and 

cruelty. 

Critical Theorv and Teachina Enelish. By drawing on criticai theory and 

constmctivist principles, Peim (1 993) developed a mode1 of English teaching that clearly 

addresses the connections between language, textuality, and social practice. English 

teachers, observes Peim, need to become more farniliar with terms such as 

phenomenoiogy, psychoandysis, semiotics, discourses, and deconstruction. When 

teachers become more farniliar with these dimensions and the interrelationships between 

them they are in a position of helping leamers uncover a deeper understanding of a text. 

For instance, in exploring semiotics, the terms "man" and "woman" could be explored by 

asking students to jot d o m  the associations they have for each. The idea of discourse 

could be addressed by highlighting how different discourses produce not just statements or 

forms of exchange, but also "positions" for their subjects. Ditferent perspectives on 

discourses represent varied interpretations and experiences. Peim suggests that the 

language of criticai theory could be introduced in dialogue with what the students 

inexplicitly already know. For instance, an analysis of the discourse on romance novels or 

fairy tales - their generai structures, the kinds of stereotypes they use, the types of closure 

they work toward - may lead into ideas about transformation. Through discussion, 

critique and analytic writing, students may create a new text that conteas the dominant 

fonn of the discourse. 

A key point that researchers linking constmctivist learning pnnciples and critical 

theory in teaching English is that a text (used to denote a multiplicity of meanings) cm 

hold the possibility of being coercive or liberating (Peim, 1993; Davies, 1993; hooks, 

1992; Harmon and Edelsky, 1989, 1994). Readings dEer according to where one is 

positioned in relation to them - as author, male or fernale reader, etc. While texts rnay be 

interpreted in ways that may differ fiom the author's intent, teachers, students, writers, etc. 



are ofien "coerced by discursive structures, by powerful others such as publishers, critics, 

employers, other readers as well as their own patterns of desire7' Pavies, 1 993, p. 1 5 7)- 

Cumculum Content. Peim ( 1993) sees numerous contradictions between the goals 

and ideals that supeficially weave through the curriculum and the reality of the underlying 

assumptions of the curriculum and the realities of the student's experience in the school 

system. On the surface, English taught as a subject is supposed to represent an integration 

of traditional, liberal, and progressive values. English is seen to be a vehicle for promoting 

a humane and enlightening experience of language and literature. Emotions and attitudes 

becorne a part of self-expression in creative writing, reading, and joumals. Through 

Iiterature, students rnay identiQ with the themes and characters that appear in the novel, or 

play. Students also discover others' expenences of the world as recorded in their personal 

narrative - the opportunity to develop empathy, etc. Yet, the English classroom does not 

exist in isolation to other classes. the school environment, and so on. No text is value 

fiee, and student and wtiting, however much it may be a measure of self-expression, may 

be subject to evaluation by a set of specific criteria. 

The choice of texts that reappear on a syllabus year afler year reflect a conception 

of culture that excludes many individuals; consequently, their window of opportunity to 

understand and appreciate the special "humanizing" quaiities of "great works of literature" 

may be narrowed. The opportunity to gain the "cultural capital" needed to progress 

through the educationai and social spheres will be limited. 

Instances of the way in which literature covertly functions to exclude those who 

are not part of the dominant culture - primarily women and ethnic rninonties are presented 

in the writings of Davies ( 1993) and hooks ( 1992). In her review of English curriculum 

teas in England and North Amenca, Davies (1993) found that the recumng themes in 

literature reflect the duality of socially constructed conceptualizations of masculine and 

ferninine. While attempts are made to introduce discourses that represent a range of 

cultural experiences and a "multiplicity of voices," a hierarchical ordering of voices that 

are considered superior or more legitimate exists. Citing Hilshire's (1989) shidy of myths 

and sex stereotyping, Davies (1993) notes that "knowledge" or accepted wisdom was 

associated with masculine characteristics, whiie ignorance, passivity, and the ccrealrn of the 

irrationai" were associated with ferninine stereotypes. Davies ( 1993) asserts that as long 



as femaleness and femininity are viewed as the negative half of the male/female dualism, a 

cntical analysis that incorporates liberal, radical, and post structuralist perspectives must 

be undertaken. She contends that resistance to male hegemony requires an analysis of the 

underlying power positions and ideologies that operate to undermine equality and access 

for women. In this way they might invent, rethink, and rewrite a new world. 

While attempts have been made to develop a more integrated cumculum that 

acknowledges gender and diversity, critical theorists like Peim (1993) argue that too often 

the literacy texts that resurface feature male protagonists working through a crisis to find 

independence, strength, or meaning in life. Popular culture forms like rap music or music 

videos that have been integrated into mainstream cumculum also contain gender 

stereotyping and violence. "There rnay be a danger that the substitution of the study of 

media texts from popular culture simply displaces one set of texts for another, without 

considering fully the implications of a deconstructive revision of the field as a totality" 

(Peim, 1993, p. 186). 

English - Cumculum and Assessment. tdeas of correctness, ideas of accuracy, or 

ideas that are considered to be "valuable," "'wonhy," or "appropriate" are still powerfùl in 

the teaching of English - even though liberal models of teaching English may resist 

enforcing them. Critical theorists have assened that language assessrnent criteria are 

related to social stratification, equating language teaching and assessrnent with the 

dynamics of power and discrimination (Aronowitz and Groux, 1993; Peim, 1993). These 

theonsts suggest it is an illusion to think that English exams and the way that they are 

interpreted and scored are "objective" and "neutral." 'There is a politics of literacy, a 

politics constantly at work institutionally and ideologically in the daily practices of 

schools. Grading systems, cumculum content, society and its needs al1 figure into the 

formula of defining cultural literacy" (Peim, 1993,~. 136). 

Citing WillisYs (198 1) study of working class boys in the school system, Peim 

(1993) asserts that a key function of schooling is to reinforce the acceptance of hierarchy. 

Education may offer culhirai capital, but achievement and success depend on the "capital" 

that you aiready have to invest in the system. From a sociological perspective, moa 

educational institutions are designed to organize and reproduce particular patterns of 

social organize through the dual means of force and consent. Success and achievement are 



narrowly defined, and with a system designed around competition and exclusivity, the 

Iegitimation of inequality exists. 

Aronowitz and Giroux (1993) observe that current trends of the ''back to basics" 

movement are erroneously preoccupied with the question of functional literacy rather than 

a historicai and cnticaVconceptual view ofilliteracy. The assumption is that the problem 

of dead-end jobs low income, and insecurity is caused by some failure in the individual 

(e.g., motivational, intellectual, or social) rather than the social structure. The authors 

emphasize that: 'functional illiteracy is produced by the constitution of the job market by 

economic and social inequality and political powerlessness" (p. 64). If individual students 

are to transform this inequity, they need to acquire hope and a critical understanding of t he 

social and the extemal, natural world. Those who do not conform rnay drop out or fom a 

counter-culture group of resistance. Peim(1993) States that these groups that resist 

dominant values "lose out" on the social acceptance and prestige that cornes with 

successfùl educational ac hievernent . 

Critical Pers~ectives on Literacy Education. H m o n  and Edelsky ( 1994) cite 

research studies by Graf?' ( 1986) and Street ( 1984) in their asseriion that the membership 

into the dominant culture dong with the political, econornic, academic, and social rewards 

goes well beyond learning to read and write: 

The consequences of literacy have always been related to what it is used for, what 

value is placed on it, and who is permitted to become literate.. .If other stigmata - 

such as color, sex, or class betray one's membership in a subordinate culture, one 

may not be able to take (or read or write) one's way across the frontier. (p. 393) 

Moreover, literacy curricula aiso favour speakers who have been socialized in 

practising Standard English; they have an advantage over those who ûy to l e m  it at 

school. Those individuais who may feel the literacy effects of literacy and their ability to 

use language may begin to feel alienated frorn their fiiends and farniiy. Harmon and 

Edelsky ( 1 989, 1994) note that literacy prograrns can inadvertently compel individuals to 

reject their culturai and linguistic past. They assert some literacy programs "'romanticize" 

the rejection of one's roots; "Arnericanization," upward self-improvement, independence, 

and financial success may be values that are irnplicitly conveyed through such literacy 

prograrns. Family and fiiends may express resentment, jealousy, abandonment or 



incomprehension as a close family member seems to 'cmove away." There are many 

ethical issues that aise for the literacy teacher. Finding ways to help adult lemers 

reconnect with their comrnunity is one more challenge that they may face. 

The studies of resistance and nonparticipation in ABE programs by Qwgley ( 1990) 

and Malicky, Katz, Norton, and Norman (1997) also reinfiorce this point. The adult 

learners' awareness of the incongniity between their own cultural values and the "middle 

class" values that may be reflected in the curriculum may lead to resistance and 

nonparticipation. Quigley ( 1990) notes that nonparticipation is not sirnply a "'barriers" or 

"motivational" issue; there may be a hidden logic to nonparticipation that involves 

personal allegiance to a culture and system of values. The question for educators then 

becomes: What fonn of leaming activity might be more acceptable to those who choose 

not to participate? Malicky and associates ( 1997) emphasize the value of comrnunity 

literacy programs that are grounded in values relevant to the individual learners. 

In sum the research on English teaching concludes that it is very much 

interwoven with the political, cultural7 and social movements of the time. The critical 

theonsts assen that ail literature is embedded in a histoncai and sociological context that 

must be analyzed more carefully by classroom teachers and education theorists. The 

contradictions and complexities that impact teaching English - whether it be basic literacy, 

ESL or college level - seem to increase as we have doser toward the 2 1 st century. If 

teaching English is to become more transformational, teachers need to be engaged in a 

dialogue that addresses questions such as: 

*What values does English Literature support? How were they established and by 

whom? How are the values of English maintained - by whom, in what institutional 

contexts? Do the values of English Literature depend on a body of texts or a body of 

ideas? Do the values of literature address different groups of people in different ways? 

*What ideas about culture are promoted by the values and practices of English? 

Does English explicitly acknowledge its position in relation to ideas about culture? How 

might cultural difTerences be addressed in schooling? 

*Where does English stand in relation to questions of race, class and gender? 

Could those issues be central to English in its present forms? What ideas and practices 



rnight make those issues central? The present study addresses their issues through an in- 

depth exploration of the adult educators' perspectives on teaching English. 

Teachers' Thinkine and Personal Philosoahv of Practice 

The two main streams of teachers' thinking evolved from the cognitivdbehaviourai 

paradigm and the hermeneutic/phenomenological paradigm (Goodman and Fisher, 1995) 

Earlier studies of teachers' thinking fiom a cognitive perspective focussed on studying 

teachers' interactive thoughts and their process of decision making. The research studies 

in this area used research methods such as process tracing, thinking aloud, and simulated 

recall to understand teachers' thought processes and their influence on factors like 

classroom dynamics and student achievement (Mariand, 1977). A comprehensive review 

of the research in this area is presented by Clark and Peterson ( 1986). 

Clark and Peterson's ( 1986) transactional mode1 of teachers' thought processes 

and their actions and observable effects marked a depamire fiom the linear "process- 

product" paradigm which focussed on the relationship between a teacher's classroom 

behaviour, students' dassroom behaviour, and student achievement. Clark and Peterson 

conceptualized the domain of teachers' thought processes as including: 

a) teacher planning (proactive and postactive thoughts); 

b) teachers' interactive thoughts and decisions; and 

c) teachers7 personal theories and beliefs. 

A strength in Peterson and Clark's transactional mode1 is their acknowledgement of the 

reciprocal or mutual influence that teachers and students have on each other. 

The shift from looking at teachers7 thinking fiom a behaviouraVcognitive 

perspective to one that is more personal and interpersonal can be traced to Elbaz's (1980) 

case study of the personal practical knowledge of a high school Engiish teacher named 

Sarah. From her in-depth in te~ews  with the teacher, Elbaz identified situational, social, 

personal, and experiential dimensions in teaching. Elbaz (1983) writes that: 

Practical knowledge is a conception which seeks to bridge gaps existing between 

areas of knowledge which particular points of view as separate - theoretical and 

practicai knowledge, the cognitive and the affective domains, knowledge viewed 

(empiric - analytically) as product and knowledge viewed (phenomenologidly) as 

process. (p. 23) 



Elbaz's ( 1980) case study presented a rich detailed account of a teacher as an 

autonornous agent who appiies her own personal and theoretical knowledge to the 

teaching context. "ln the practical context it is the teacher not the leaming theorist who is 

the final authority on leanllng" (p. 17). Elbaz refers to Dewey's ( 1933) observation that 

ail knowledge originates in felt problems. Her study was also critical of educational 

research that judged the teacher against an extemai standard - invariable, the teacher was 

found to be lacking. "h was largely to avoid this judgmental posture that 1 chose an 

interpretive style of research which would credit the teacher with autonomy by taking up 

her own perspectives" (Elbaz, 1980, p. 165). 

The Structure of Practical Knowledge. Elbaz (198 1)  uses three terms to identify 

the stricture of practical knowledge - mle of practice, practical pnnciple, and image. Each 

reflects a different way of applying knowledge in the classroom. Elbaz ais0 maintains that 

this knowledge has a "hierarchical structure". Without this stmcture, teachers would act 

inconsistently. The most specific structure, a nile of practice is "simply what the term 

suggests ... a brief, clearly formulated statement of what to do or how to do it in a 

particular situation fiequently encountered in practice" (p. 1 3 2). A rule of practice may be 

very idiosyncratic and apply to a specific situation. Whiie mies of practice are more 

idiosyncratic, a practical pnnciple is more inclusive. Practical principles, notes Elbaz, 

derive from theory or intuitively out of practice, or from an interaction of theory and 

practice. A rule of practice reflects the relationship between teachers' actions and their 

personai goals and beliefs (e.g. First and foremost, the student should téel positive about 

the teacher and the classroom). The image or metaphor reflects the values beliefs, and 

feelings to which the teacher responds. In Elbaz's ( 1 980) study, Sarah characterized 

herself as "a good, energetic teacher" and as "an aily, working together to allow them to 

beat whatever system is outside" (p. 13 8). Through Sarah's images of the cumculum, 

subject matter, instruction, social milieu, and self, Elbaz describes her "cognitive style" 

(similar to teaching style) as that of an artist striving to create new work and maintain a 

healthy tension in the classroom. Elbaz7s study provides a valuable insight into the way 

teachers integrate theory and practice. 

As a phenomenologicai studies tike Elbaz's (1980) gained more acceptance in 

educational research, teachers' narratives refiected in biographies, autobiographies, 



joumals, interviews, and participant observation became recognized as a nch resource for 

understanding the complex dynamics of teaching and leaming. Comelly and Clandinin 

(1 990) refer to narrative inquiry as both a phenomenon and a method. While the 

phenomenon is the story, the inquiry is the narrative. Narrative inquiry is based on the 

assumption that people lead storied lives. Narrative researchers describe, collect, and tell 

stories of them and write narratives of experience. "Education and educational researcher 

is the constmction and reconstruction of personal and social stories; learners, teachers. 

and researchers are storytellers and characters in their own and others7 stories" (Connolly 

and Clandinin, 1990, p. 2). Witherell and Noddings ( 1992) write that the images myths, 

and metaphors that arise from personai narrative c m  broaden Our own and others' 

knowledge base. This view is reinforced by Bateson ( 1989) in her book Cornoosin@ 

Life. She maintains that individuals read and write biographies to gain a perspective on - 

their own lives. "Each reading provokes a dialogue of cornpanson and recognition, a 

process ofmemory and articulation that makes one's own experience available as a lens of 

empathy" (p. 5). Ln recent years7 there has been a research interest that integrates 

constructivist ideas with narrative inquiry in both teacher thinking and teacher education 

(see Goodman, 1992; Calderhead and Day, 1993; Clandinin, 1995; Noel, 1995; 

O'Loughlin, 1992; Shulman, 1995; Richards, 1996; and Davis and Surnara, 1997). 

Penonal Philosoohy of Practice and Conceotions of  Teachine and Lerrning in Adult 

Education 

Current research on teacher thinking in adult education has also placed a greater 

understanding on the ways teachers construct knowledge and apply it to their classroom 

practice (Richards, 1 996). Conceptions of teaching and leaniing, personal philosophy of 

teaching and personal practical knowledge are the terms that adult education researchers 

use to identifi the qualitative differences in the way teachers regard their role, the process 

of leaming and their orientation to the cumculum. For example, Larsson ( 1984) identified 

variations among teachers' conceptions of the way student experience could be used in the 

classroom. in his study, Larsson ( 1984) conducted semi-structureci interviews with 

twenty nine adult educators in diverse fields such as Mathematics, Physics, Chemistry, 

History, and the Social Sciences. Five different conceptions were identified as: 
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Conceotion A: This conception of Larsson's emphasized the value of 

relating and integrating students' prior knowledge and expertise in the 

lesson. 

Conception B: Experiences that cm be used in tracking are experiences 

which most students in the class have had and which can be used to direct 

the students' attention to the relevant context while a subject in taught. 

Conception C : Job experience can develop practical knowledge which the 

students may use in the educational context. 

Conception D: The student brings into the classroom an outlook on the 

world that is in conflict with the view of the subject being taught. 

Conceotion E: The student brings into the classroom an outlook on the 

world that is in conflict with the view of the subject taught. 

Larsson ( 1984) also identified two qualitatively different conceptions of the 

purpose of teaching adults. Conception A takes the view that the teacher is responsible 

for interpreting and stnicturing the work for students. Clarity, organization, and structure 

are key points. In Conception B, teaching involves the audents' role in interpreting and 

structuring the work. If they are not involved, deeper level changes / learning experiences 

will not occur. Out of the twenty four teachen, eight teachen held Conception A views 

and sixteen held Conception B views. hterestingly, many of the sixteen teachers who held 

Conception B views (the more leamer-centred approach) felt compelled to teach in a 

Conception A way, not because they believed that it was superior but because they felt 

restricted by time and by students' and administrators' expectations. A lecture centred 

"transmission" approach seemed more efficient and less problematic. What is interesting 

in Larsson's study is the contrast contlict that can arise between a teacher's intentions and 

their actual behavior, their personai philosophy of teaching rnay not be reflected in their 

practice because of particular restrictions. 

Citing research by Zahorik ( 1 986), Freeman and Richards ( 1993) differentiate 

between three different teaching conceptions. Each view holds a different idea of how 

knowledge develops and what effective teaching entails. 

According to scientifically based conceptions, teachers should: 

understand leai-ning principles derived fiom a particula. body of research 



develop criteria for tasks and activities based on these findings 

rnonitor students' performance on tasks to see that prescribed leaming 

outcomes are attained. 

From a theory or values-based conception, teachers should: 

undprstand the coherent theory and principles on which a particular set of 

practices is based 

select cumculum materiais. teaching and learning strategies based on the 

theory/pnncipies 

monitor one's teaching to see if it conforms to the theory/principles. 

From a values perspective, teachers should: 

understand the valuedbeliefs that undergird a particular set of practices 

select teaching and leaniing strategies, assessment procedures that are 

congruent with particular, values/beliefs. 

Finally, from an artkraft conception, teachers should: 

treat each teaching situation as unique and identiS, the teaching and 

learning strategies that would reflect the uniqueness of the teaching context 

reflect on the activities in an attempt to understand whether these strategies 

and techniques meet the needs of individual learners 

through the process of reflection and action (praxis) a personakreative 

approach to teaching evolves (adapted From Freeman and Richards. 1993, 

p. 209). 

More research is needed to see whether or not the different conceptions of 

teaching evolve developmentaily within the framework of a teacher's professional life 

span. To what extent do teachers' conceptions change based on persona1 experience or 

contextual constraints? For instance, are novice teachers more likely to accept or embrace 

scientific approaches that offer more 'prescriptive packages" of teaching while 

experienced practitioners improvise and develop a more critical or creative approach? 

Richards (1 996) asserts that two different kinds of knowledge influence teachen' 

understanding and practice of teaching. While one focuses on cumculum goals lesson 

plans, materiais, instructional activities and teaching techniques, the other relates to the 

teacher's own personal conceptualization of what is meant by effective teaching. In his 



study of ESL teachers' thinking, Richards found that often experienced teachers' belief 

systems lead to the development of rationai principles or "maxims". These m e s  serve 

as a source of decision making and interacted with students. Some of the maxims that 

teachers expressed included "Follow the learners' interests to maintain student 

involvement"; 'Make the most efficient use of class time7' or "Be flexible, play it by ear, 

and maintain a sense of humour". Richards refers to these maxims as part of a personal 

belief system which serve as "stable noms of reference of teachers", are built up gradually 

or over time, and relate to such dimension as the teachers' theory of language, cultural 

background and beliefs in effective teaching practices, teacher-student relations. 

The Work of Fox. Rando and Menges and Pratt and Associates. Fox (1983) 

presents a conceptual model for thinking about the process of teaching and leaming based 

on teachers' responses to the question: ' m a t  do you mean by teaching?" Ranging from 

"simple" to more "developed and cornpleq" Fox identified four basic theories of teaching 

based on i n t e ~ e w s  with new polytechnic teachers in England. In the transfer theory, 

knowiedge is viewed as a commodity to be transferred from the teacher to the student. 

Using metaphoric language, Fox found that these teachers talked about students as if they 

were vessels or containers waiting to be filled. One chemistry professor stated that it was 

his job to "give the elements of physical chemistry to students." In the shaping theory. 

teachers viewed students as clay or wood that needed to be "moulded" to fit a 

predetermined pattern. Fox suggested that the transfer and shaping theories were 

"simple" in that the student is more the passive recipient of the expert "active" teacher's 

knowledge. Many of the teachers who held the simple theones were new and 

inexperienced. 

In contrast, the more experienced teachers were more likely to hold the complex 

and developed theories that were student rather than teacher centred. Some teachers 

viewed themselves as a travelling cornpanion or expert guide who together with the 

leamer would travel unexplored temtory in the hope of gaining new insights and 

knowledge (the travelling theory). Finally, there were teachers who emphasized the 

importance of cultivating the inteilectual and emotional development of the learners (the 

growing theory). In the growing theory intellectual and emotional development is 

emphasized, while in the traveUing theory unexplored subject matter is central. Fox 



rnaintained that the dominant theory or conception of teaching that teachers held would 

influence their attitudes toward their students as well as the teaching strategies they used. 

Gleason-Weimer (1987) criticired Fox for king too simplistic in his study. For instance, 

depending on the particular subject discipline, teachers may be oriented to a particular 

approach that would best meet the needs of the students. This approach need to be rigidly 

categorized as "simple" or "complex." S he suggested that the best theory might combine 

elements from each of the four approaches. She also emphasizes that it is important to 

realize that "the world of teaching is far too complex to imagine there are only four 

theories of teaching" (p. 2). 

In their study of graduate teaching assistants, Menges and Rando ( 1989) identified 

three orientations to teaching. When asked to explain what was meant by the terms 

teaching, their responses reflected an orientation toward content. process, or motivation. 

One example of a content-oriented response is 'Teaching is my giving them knowledg 

and their understanding and being able to apply it." Responses showing the process 

orientation included statements such as 'Teac hing is making people t hink for t hemselves" 

and 'To teach is to help someone help himself" The motivation-oriented responses 

emphasized engaging the student's interest in the subject ( e g  "The first priority seems to 

be to interest students in the subject"). 

Rando and Menges ( i 99 1) argue that while personal theones offen serve as guides 

to practice, if they remain implicit and are not challenged critically, they may become 

inaccurate and counterproductive. While our personal theones serve as a protective shield 

from situations that may be anxiety provoking, they may also oversimplify complex issues 

and distort reality: 

Implicit theories are outside Our awareness, and the assumptions on which they are 

founded are taken for granted. We are no more likeiy to verify them than we are 

to check the air before we breathe or the ground before we move our feet. 

Unfortunately, unlike the air and the ground, implicit theories are our own 

creations and prone to error ... Over the years, one may corne to believe implicitly 

that male students are smarter than fernale students or that a student's pattern of 

interaction means that he is being manipulative. These assumptions can influence 

how be design courses or interact with students, and the results only recontirm our 



original theories. The process of circular confirmation allows inaccurate implicit 

theories to grow in strength and number (p. 10). 

The inaccuracy of implicit theones has also been addressed by critical theorists like 

Carr (1 983) and Kemmis ( 1985). Cultural noms and institutional ideologies and practices 

hold "implicit theones" that become over the years resistant to critical challenge and 

change. 

Menges ( 1990) suggests that teachers in faculty discussion groups cm uncover and 

"test" their implicit theories through a process of reflection and questioning. The four 

steps that participants couid take in these discussion groups would include: articulating a 

belief about teaching, identifjnng a pro blematic teaching situation, report ing the behaviour 

intended to resolve the problem, and finding a rationale to support their action plan. 

The Work of Pratt and Associates. Each of the five conceptions identified by Pratt 

and Associates ( 1998) represent unique compositions of actions, intentions, and beliefs 

about the teaching and learning process. An strength of Pratt's ( 1998) model is that it is 

derived corn an empirical study of adult educators perspectives of teaching and learning in 

diverse settings such as Mathematics education, Business Communications, and Medicine. 

Pratt's model of teaching evolved out of inte~ewing over 250 adult educators %om 

Seattle to Singapore" with a goal to understand how different educators approach 

teaching. Pratt identified five propositions that emerged fiom his research and that guided 

his theoretical analysis: 

*Proposition One: There is no single, universal, best perspective on teaching 

adult S. 

*Proposition Two: Teaching is guided by one's perspectives on teaching, which is 

defined by actions, intentions, and beliefs regarding: a) knowledge and leaniing, b) the 

purposes of adult education or training, and c) appropriate roles, responsibilities, and 

relationships for instmctors of adults. 

*Proposition Three: Some of these beliefs are more central to one's being than 

others, and therefore, are less open to change. 

*Proposition Four: Improvements in instruction can focus on actions(e.g., 

improving lectures), intentions (e-g. cladjing exactly what one wants to accomplish), or 

beliefs (e-g., articulating what is taken for granted about leaming). 



*Proposition Five: Development as an instructor can mean improving current ways 

of teaching or it cm mean challenging fundamental beliefs about instruction andfor 

leaming. (Pratt and associates, 1998, pp. 1 1 - 12) 

While analyzing the strengths and limitations of each teaching perspective or 

"lens," Pratt (1998) avoids making value judgments of one approach being 'Lsupenor77 to 

another; his emphasis is on understanding key elements: the teacher, the leamer, the 

content, and the context of the educational system. Pratt takes the work of theorists like 

Rando and Menges ( 1989) and Fox ( 1983) a step further by providing nch details from 

the experiences of teachers who are comrnitted to a particular perspective of teaching. 

Each perspective is rooted in a particular theory of leaming and reflects a particdar view 

of knowledge. Perspectives of teaching also reflect historical and cultural contexts. The 

five perspectives of teaching that Pratt identified are briefly summarized as follows: 

1 .  The Transmission Pers~ective: In the transmission conceptualization of 

teaching, the instructor's role is to "deliver and defend" the content in an accurate, 

compelling, and efficient manner. Leaming is evaluated in an "objective and technical" 

way. Within this paradigm, power is associated with the expertise and knowledge of the 

teacher. Effective teaching is evident in "organized and enthusiastic lecturers that animate 

their subject, or individuals that are so comrnitted to their cr& or profession that we 

cannot but embrace and consider that commitment and the subject matter" (p. 180). Pratt 

further notes that if teaching is reduced to covenng a body of content or achieving a set of 

%relevant or nonproblematic" goals. the result can be dull and tedious (p. 180). The 

transmission approach is often associated with instructors in higher education and in 

content areas like the pure sciences. 

2. The horenticeshio Persoective: Teachers comrnitted to the apprenticeship 

perspective view themselves as role models who will introduce and teach novice leamers 

to their particular craft. Probiem based leaniing, role playing, and case studies are ways 

that novice leamers gain practical experience in an "'authentic setting." 'Xnowledge is a 

set of cornpetencies, skills, and way ofrelatingy as well as performing within the 

community" (p.227). Citing Lave and Wenger (1 99 1 ), Pratt explains that 'Yhe product of 

leaming is a change in role and identity; leamers must dwell in situations ofauthentic 

practice if they are to leam the knowledge that characterizes that practice. Leaming is not 



merely a condition for membership, but is itself an evolving fom of membership and 

identity within a community" (Pratt, 1998, p. 229). The apprenticeship perspective is 

prevalent in professional and vocational educationai contexts as well as in contexts that 

emphasize the importance of mentoring (e.g. medicine, law, teaching, art, etc.) (Brown & 

Duguid, 1988). Power is located in the relationship between teachers, knowledge, and 

membership within the specific community of practice. Efective teaching involves the 

teacher being perceptive to know how and when to give leamers more responsibility and 

challenge to achieve mastery in the ski11 or profession (Pratt, 1998, p. 228). 

3. The Develoomental Pers~ective: In the developmental perspective, the role of 

the instructor is to help facilitate intellectual development. Developing critical thinking 

skills and problem solving skills is central to helping learners understand themselves and 

their life worlds. Based on constructivist approaches to teaching and learning outlined by 

Marton and Saljo ( 1984), Ramsden ( l984), Entwistle ( l984), and Candy ( 199 1 ) the 

developmental perspective emphasizes a set of beliefs and assumptions about the way in 

which leamers construe (interpret) and construct (recontigure, create) meaniny. Ausubel 

and Robinson's ( 1969, p. 143) point that "the most important factor influencing the 

meaningfbl learning of any new idea is the state of the individual's existing cognitive 

structure" reinforces an underlying assumption of the developmental perspective described 

here. The seven constructivist pnnciples outlined by Arseneau and Rodenburg ( 1998) 

include: 

a. Pnor knowledge is key to learning. 

b. Prior knowledge must be activated. 

c. Leamers need to construct their own understanding of new content. 

d. Making more, and stronger, links between ideas requires time. 

e. Context provides important links for storing and retrieving information. 

E Motivation and anxiety are associated with approaches to learning. 

g. Teaching should become increasingly unnecessary; that means, the 

object of instruction is the development of learner autonomy as well as 

intellect. (Pratt and Associates, 1998 p. 1 12) 

Learning "bridges" are built to help the individual move to more sophisticated 

leveis of t W g  and reasoning, and from "sdace" to "deep" leveis of understanding. 



Within this conceptualization, teachers are challenged to explore the individual's current 

conception of content in a critically refiective way. In contrast to the transmission and 

apprenticeship approach, the locus of power has shifted from primarily with the teacher to 

a sharing of power with the learner. The developmentai approach outlined by Arseneau 

and Rodenburg ( 1998) shares sirnilarities with cognitive developmental perspectives of 

Perry ( 1980), Belenky et al ( 1986), and Mezirow ( 198 1 ). Pratt ( 1998) observes that the 

most difficult challenge for teachers committed to the developmentd perspective is in the 

assessment of leaming. "While they may be able to bridge from the learner's pnor 

knowledge to more desirable ways of understanding and thinking, they may not be able to 

develop critical questions, assignments, tests, and other means of assessment that dlow 

learners to demonstrate how their thinking has changed or how they now cm think and 

reason like a professional" (p. 239). 

Theonst~ like Prawat ( 1992) have integrated the constructivist and apprenticeship 

perspectives in their research. Prawat asserts that a major problem with laterd transfer 

theories of leaming is their assumption that knowledge is independent of the situation in 

which it is used and acquired. Knowledge is disconnected or lified fiom its situational 

context. "When one encounters the same concept on skill in different contexts, the 

specifics drop skill in different contexts, the specifics drop away. Transfer is only 

successfùl to the extent that these specifics ("contextuai bamers") cm be overcome" 

(Prawat, 1992, p. 374). Contextualized ways of knowing can be facilitated in diflerent 

ways through apprenticeship programs in business and other professions, situated 

cognition, and instructors' modelling of "expert" problem solving processes. The 

boundaries between the classroorn and the larger society would become more fluid and 

assessment more authentic. Situated learning might involve teachers trying to create a 

classroom that is a microcosm of the disciplinary culture. Key ideas in each subject 

discipline could be embedded in authentic activity; students can use these ideas to 

understand more specific real world problems. Prawatt explains that: 

Teachers could also play the role of a disciplinary practitioner modelling the 

process of a mathematician might go through in solving a problem; or that of a 

historian in accounting for why a particular event occurred. The goal of 

enculturation is not to produce miniature mathematicians or historians - the 



purpose is simply to create a more meaningful educational environment. (Prawat, 

1992, p. 378) 

Prawat (1992) argues that too much emphasis has been placed ui education 

faculties and in schools on the "packaging and delivery of content," instead of on more 

substantive issues of knowledge selection and construction. The dichotomous view of the 

learner and the cumculum has to be integrated in such a way that leaniing revolves 

around ideas that are situated in real-world phenomena. Constructivist teachers, 

according to Prawat, do not see the cumculum as a fixed agenda. consisting of 

predetermined unit; instead, they view the classroom as "a center of intellectual inquiry-a 

place where teachers and students engage in the in-depth exploration of important ideas 

fiom the different subject matter domains" (p.389). 

4. The Nurturing Perspective: This perspective parailels the humanist orientation 

to adult education presented in the theories of Rogers ( 1969), Kidd (1 973), and Knowles 

( 1980). Nurturing teachers attempt to empower the learner, both in the process and the 

product of leaming. An ethic of caring, empathy, and genuine regard for the learner is 

central within this framework. Leamhg involves an emotional as well as a cognitive 

component, and the role of the educator is to help guild the learner's self-esteem and 

reduce the threat of miety and fear of failure. An educational climate that fosters trust, 

openness and sensitivity is needed if individuals are able to develop both emotionally and 

inteilectually. Problems with this approach may develop if the institutional assessrnent 

procedures conflict with the teacher's humanistic orientation. In addition, the boundaries 

beiween teaching and counseiling can become blurred, and teachers may find it difficult to 

strike a balance between being caring and critically challenging. 

5 .  The Social Reform Pen~ective: Pratt ( 1998) explains social refon educators 

have "a unique sense of mission" in the form of a well articulated ideal; these educators 

often have a "rnissionary sense" of what is needed to achieve a better world. Pratt 

identifies six "key beliefs" that radical and social refonn educaton most often have: 

a. No education is ideologically neutrai (not even mathematics) 

b. Educational systems reflects the views and interests of those in 

possession of sociai, economic, and political power. 

c. AU knowledge is sociaiiy constnicted 



d. Al1 education is infused with issues of power 

e. Injustice is intimately iinked to issues of power 

E Education can only redress injustice if it addresses issues of power. 

(Pratt, 1998, p. 249) 

The social refom conceptualization of teaching is rnost often associated with the 

writings of radical humanist educators like Paulo Freire and Ira Shor. Social reform 

educators have a "unique sense of mission" which describes and directs their teaching. 

Literacy education, comrnunity development, environmental education and the civil nghts 

movement often reflect the social reform perspectives. Social and political transformation 

toward a more just and humane society are central goals from this perspective. Issues of 

power, control and elitism, and the way these work to perpetuate injustice are critically 

explored through dialogic discourse. 

While in the apprenticeship perspective, learning is understood to be a process of 

enculturation into the norms and practice of a particular role, group, setting, and set of 

relationships, fiom a radical social reform perspective, leaniing must critically examine the 

values, norms, and practices that may operate to maintain an "unjust" status quo. The 

social reform perspective has been criticized for its potential to manipulate individuals and 

place social and political transformation ahead of individual interests (Elias and Memam. 

1980). Social refonn educators in "traditionai" institutions may also experience conflict if 

their beliefs and intentions oppose the status quo of the organization. 

Of the five perspectives, the developmental, numiring, and social reform are most 

frequently cited as "preferred approaches to teaching in the adult education literature 

(Conti 1985; Meriarn & Cafarella 199 1; Cranton 1994, Brooffield, 1995). However, 

further research is needed to explore the ways in which instructors articulate and 

conceptualize effective teaching and learning. Conti (1  985) found that despite the 

variation among teaching styles, much of the adult education literature supports the 

collaborative mode as the 'most effectivey' style for teaching adults. Refemng to the work 

of Lindeman, Bergevin, Kidd, Houle, Knowles, and Freire, Conti(1985) aates that 

"collectively they argue that curriculum should be leamer-centered, that leamhg episodes 

should capitalize on the leamers' experience. Learners should participate in needs 

diagnosis, goals, formation and outcornes evaluation, that adults are problem-centered, 



and that the teacher should serve as a facilitator rather than a repository of facts" (p. 22 1). 

In his study of teaching styles and adult Ieaming, Conti found that while his findings were 

congruent with the adult education literature base for basic literacy and English as a 

Second Language, it was incongruent in the GED (General Developrnentai Test) where 

students preferred a more structured and teacher centered environment. The students 

tended to be more concemed with the immediate goal of completing the GED 

examination. Conti (1985) suggests that adult educators need to carefblly examine the 

variables in a specific teaching situation before selecting one instructional strategy over 

ano t her. 

While instructors rnay hold more than one conceptualization of teaching, Pratt 

( 1 998) maintains that the fundamental difference between perspectives or 

conceptudizations is based on the assumption that some elements and relationships are 

more important than others. The cornmitment or sense of loyalty to a particular 

conception of teaching is revealed through the way a person teaches (actions), what hdshe 

is trying to accomplish (intentions) and statements of why those actions and intentions are 

important and justifiable beliefs. For instance, in the transmission approach, the teacher 

may be more committed to the content and their expertise in articulating and explaining 

the content to the leamen. In the developmental and nurturing perspectives, an emphasis 

is placed more on the learning and the people they have taught rather than on what 

(content) they taught. Instructors who are committed to the nurturing perspective might 

focus on helping individuals gain confidence on getting them back into the workforce. By 

reflecting on their actions, intentions, and beliefs, instructon can make explicit their 

"implicit" perscnal theories of teaching. In reflecting on their belief structures, teachers 

may be open to 'transfomiing" core beliefs and consider alternative approaches that might 

improve their teaching. 

The Work of George Kellv and David Kolb: Toward a Theoretical Understandinq 

of Teachers' Thinking. Many of the recent qualitative studies in teachen' thinking are 

rooted in George Kelly's (1 955) theory of personal constmcts and in David Kolb's (1 984) 

experiential learning cycle. Kelly's theory of personal constnicts emphasizes the idea of 

the "person as scientist." individuals understand themselves, other people, and the world 

around them by constmcting personal and tentative theories and models. These theories 



serve as guides to predict and control events. Kelly also asserted that any event is open to 

as many reconstructions of it as possible. "We take the stand that there are always some 

alternative constmctions available to choose among in dealing with the world. No one 

needs to be completely hemmed in by circumstances; no one needs to be the victim of his 

biography. We cal1 this philosophicd position constructive altemativisrn" (Kelly, 1955, p. 

15). Despite the fact that individuals could be very resistant to change and to the idea of 

giving up personai theories that may be distorted or limiting, Kelly emphasized the 

possibility of change through personal choice. In many respects, Kelly's ideas surrounding 

the concept of constructive alternativism parailel William James' (1 899) understanding of 

personal transfomative change resulting fiom an ongoing dynamic of new information 

influencing the mind's "system of ideas". 

Kelly (1 955) also rejected the idea that knowledge was an accumulation of 

"nuggets of truth or "accumulative fragmentation". A linear view of knowledge could 

not explain the complexity of human behaviour. Kelly's ideas have important implications 

for studying teachers' thinking. Indeed, teacher thinking c m  be seen as the deveiopment 

of personal construct systems as they relate to a teacher's self-perceptions, view of 

knowledge, orientation toward the cumcuium, and views of students and other teachers. 

While experiences may result in changes in a teacher's constructs, some constructs rnay be 

more fixed. In the context of their profession, teachers are "forecasting events" and 

testing these forecasts in an attempt to validate their idiosyncratic constnict frameworks 

(Ben-Peretz, I 984). 

Kelly's (1955) theory of personal constmcts and his idea of constructive 

altemativisrn can be used as a framework for explorhg teacher's implicit theones and as a 

vehicle for facilitating critical reflection. Pope and Scott ( 1984) applied Kelly's idea of 

constructive altemativisrn in their study of teachers' constructs of knowledge and 

teaching. They assert that teachers who saw their role as transmitting accumulated bodies 

of knowledge or absolute facts would be threatened by the view that knowledge is 

tentative and subject to ongoing critical exploration. If control rather than negotiation is 

valued by a teacher, teachers would be more likely to hold a view of teaching and learning 

that is positivist. 



Problems arise when a teacher or a group of teachers operate with one c'subsystem 

of constructs" and try to impose or communicate these assumptions to others without any 

acknowledgement or understanding of an alternative framework or set of assumptions 

which hold different values (p. i 14). Pope and Scott (1984) suggest that change and 

innovation is likely to occur only when teachers can express their implicit theories and 

dialogue with other teachers to explore the rationale for valuing a particular approach to 

teaching or to interpreting the curriculum. 

Kolb's Ex~erientiai LearnînqCvcle: Amlications to Teachers' Thinkinq. David 

Kolb's (1984) expenentiai learning cycle provides a usehl mode1 for understanding the 

learning process that teachers go t hrough in developing their personal practical 

knowledge. Researchers like Hunt ( 1 987; 1992) and Svinicki and Dixon ( 1987) have 

applied the ideas of both Kelly and Kolb in helping teachers articulate their personal 

approach to teaching. Proceeding frorn the "inside out" teachers can begin to identify 

their own leaniing style and see how this relates to their teaching style. A more in-depth 

analysis of these applications will be presented in Chapter Three. 

Koib ( 1  984) defines learning as a process whereby knowledge is created through 

the transformation of experience. Leaming, or the creation of knowledge and meaning, 

occurs through the active extension and grounding of ideas and experiences in the extemal 

world, and through intemal reflection about these experiences and ideas. Influenced by 

theorists like Car1 Jung, John Dewey, Jean Piaget and Kurt Lewin, Koib ( 1984) explores 

the p hilosop hical, cognitive, behavioral, and p henomenological aspects of iearning 

extensively in his book Exoeriental Learninq. 

Kolb ( 1984) maintains that enduring and preferred patterns of information 

processing arise fiom consistent patterns of transactions between individuals and their 

environment. Leanllng styles of preferred "possibility-processing structuresy7 are 

influenced by individuals' hereditary characteristics, past life expenences, cultural 

background and the demands of their current situation. Cultural differences in learning 

result more in the situations to which cognitive processes are applied than in the existence 

of a process in one cultural group and absent in another. Depending on the specific 

context, an ind~duai's leaniing style will Vary so that individuals who are concrete in their 

interaction with people socially may be abstract in their working domain. 



Like Jean Piaget, Kolb (1984) emphasizes that leaniing is a process of 

accommodation and adaptation. He states that "we are thus a leaming species, and our 

suMval depends on our ability to adapt not only in the reactive sense of fitting into 

physical and social worlds, but also in the pro-active sense of creating and shaping those 

worlds" (p. 2). Kolb suggests that the concept of the leaming process has been distorted 

first by rationaiism and then by behaviorism. Having lost touch with their own experience 

as the source of personal learning and development, individuals "lost the expenential 

centeredness necessary to counterbalance the loss of scientific centeredness that bas been 

progressively slipping away since Copernicus" (p. 2). 

Kolb (1  983) emphasizes that for many "non-traditional" students - minorhies, the 

poor and mature aduits, experiential leaming has become increasingly important iii both 

persona1 and educational development. Indeed, as the population grows oider and 

"lifelong leming" becornes more prominent as the direction in education will be focussed 

on adult leaming who may insist that the relevance and application of ideas will be 

demonstrated and tested against their own wisdom (p. 3). 

Leamine S tvles as Possibility-Processina Structures. While Kolb ( 1984) suggests 

that individual styles of leaming are complex and can Vary depending on the context, there 

are unique and consistent patterns of information-processing that emerge over time as 

individuals attempt to "grasp reaiity." These four modes of leaming inciude: concrete 

experience, reflective observation, abstract conceptualization and active experimentation. 

These four modes of leaniing process are fùrther defined by Kolb: 

1. Coocrete experience (CE): A receptive. experience-based approach relying 

heavily on feeling-based judgments. Emphasis on specific exarnples in which each 

situation can be considered for its unique features that can help. Feedback and 

discussion with other leamen is preferred. 

2. A bstract conceptuilization (AC): An orientation to abstract 

conceptualization focuses on using logic, ideas, and concepts. It emphasizes 

thinking as opposed to feeling-and there is a focus on building theories rather than 

intuitive understanding. lndividuals with this orientation value precision, rigour, 

and the discipline of anaîyzing ideas. 



3. Active esperimentation (AE): An active "doing" orientation where 

individuals express preferences for experimentation and project work. 

4. Reflective observation (RO): Here, there is an emphasis on the careh1 

assessrnent of understanding the meaning of ideas and situations by carefully 

o b s e ~ n g  and descnbing them. 

Kolb's ( 1984) experiential leaming model cm be viewed as a four stage cycle 

whereby individuals experience something, observe or reflect on it, give it meaning, and 

then act on it. Individuals may have preferred learning styles or modes of interaction 

which in turn rnay influence their personal relationships and their educational and career 

paths. A description of Kolb's (1 985) Leamine Stvle Inventorv, a self-report measure that 

cm help individuals identiS, their learning style preference is presented in Chapter Three. 

Variations of Constructivist Themes. The different orientations, conceptions, and 

models of teaching and leaniing presented in this review can also be interpreted as the 

different dimensions or continua in constructivist theories of learning (Phillips, 1995). 

While constructivism emphasized the importance of an individual's interpretation of the 

world, this interpretation will be influenced by the historic, social, and cultural context that 

the individual lives in (Cam and Kemmis, 1985; Sullivan, 1990). Constructivists like 

Piaget or Vygotsky bcus more on the way individuals interact with their environment to 

construct knowledge. Von Glaserfeld ( 1995) maintains that the construction of 

knowledge is the result of the cognitive effort of individuals in an attempt to understand 

and adapt to their environment. Feminist epistemologists tend to emphasize how 

sociopolitical processes impact the construction of human knowledge in general. 

Constnictivists like Karl Popper focus on the question of how individuals build up bodies 

of knowledge and how human comrnunities have constnicted public bodies of knowledge 

in different academic disciplines. 

Bereiter ( 1995) suggests that rather than make distinction between constructivist 

and sociocultural perspectives, it makes more sense to integrate both perspectives in a 

pragmatic way that would best address current problems or issues faced by educators. 

Bereiter notes that xhools and coUeges should work toward providing more opportunities 

for individual leamers to build knowledge by exploring and perhaps refonnulating existing 

theories, explanations, historid accouas proofs and problem formulations and solutions. 



Deleting the empincal or scientific relevance of constructivist and socioculturai 

perspectives should give way to a more integrated framework. "Stnpped to their 

essentials, constructivism tells us to pay close attention to the mental activities of the 

leamer, and socioculturalism tells us to pay close attention to cultural practices in the 

learner's milieu .... There is no basis for claiming that one view or another gives us a better 

account of how things really are" (Bereiter, 1995, p. 2 1). Thus, a complementary that 

integrates both the social and cultural basis of persona1 experience and the construction of 

social and cultural processes by actively interpreting individuals. 

Davis and Sumara (1 997) assert that critical theorists like Groux ( 1988), Apple 

( 1993) and hooks (1994) have downplayed the interactive emergent factors in the leaming 

process by emphasizing the influences of prevailing socioculturai conditions that shape the 

values, beliefs and attitudes of individuals. Critical social discourse has of3en been 

presented in opposition to radical constructivist theories - a debate rather than a dialogue 

exists between studies of cognition and cultural critiques. Enactivism ernphasizes the idea 

that there is a complementary dynamic that exists between the cognitive processes of the 

individual and the evolutionary dynamic of the collective. Davis and Sumara use the 

metaphor of a conversation to capture the essence of enactivism: 

I t  is a collective activity that cannot be explained through either mechanistic 

models of human relationality or subjectivist accounts of cognition. The 

conversation rnight be thought of as a process of 'opening' ourselves to others, at 

the same t h e  opening the possibility of affecthg our understanding of the world - 
and hence, Our senses of our identities that are cast against the background of that 

world. (p. 1 10) 

A key assertion in the enactivist theory of cognition is Merleau-Ponty's (1 962) 

asseriion that each individual is "a complex fabric of relations", fundamentally and 

inextricable intemkiined with al1 else - both physically/biologicaIly and 

experientiallyf p henomenologicaiiy" (Merleau-Ponty, 1 962, p. 1 1 2). Davis and Surnara 

(1997) suggest that their ideas can help teachers and teacher educaton rethink and reflect 

on the meaning of teaching - and interpret the dif£iculties of applying alternative 

conceptions of teaching . 



Summary of the Literatun Review 

The literature review presented in the current study draws extensively from the 

research in Adult Education, Educationd Psychology, and Cumculum Studies in the 

teaching of English. The literature in each of these areas has helped me to refme the 

research questions in a more comprehensive light. t felt that an integrated approach that 

addresses key issues in different but related disciplines would offer the reader a ncher 

conceptual base from which to interpret and compare the individual teacher's conceptions 

of teaching and leaming. Many of the studies presented in this chapter reflect the tension 

between the positivist and phenomenologicai ways of knowing. This tension is ako 

reflected in the variations that theorists place on "the techniques of teaching" rather than 

on the "process of learning." Finaily, the Iiterature review touches on new directions in 

understanding teackrs' thinking and in the professional development and education of 

du l t  educators. These new directions will be further explored in the last chapter of this 

study . 



Chapter Three: Methodology 

Overview 

This chapter details the qualitative research paradigm that the study is located in. 

The pilot audy, research design, instruments, the data collection procedure, and the 

selection criteria for the participants are included. 

Van Manen ( 1990, 1997) and Lincoln and Guba ( 1985, 1989) emphasize that the 

research methodology should evolve from the research questions being explored rather 

than the methodology shaping the questions. The knowledge generated through research 

is a function of the questions researchers ask and the methods researchers use to answer 

these questions. In this study the following questions were explored: 

1 .  Do adult educators' coi~ceptualizations of the teaching-leaming process 

reflect the assumptions and the role of the educator and the process of 

leaniing described in transformational learning theories? 

2. Do adult educators view themselves as transfomative educators? 

3 .  How do the conceptions or perspectives of teaching and learning that 

individual adult educators hold related to their personal teaching 

p hilosop hy? 

4. How might the teachers' philosophies be related to the cumculum choices 

they make and in their preferred teaching and learning strategies? 

In order to explore these questions, I needed to develop a methodology that 

would help me understand the "lived worlds" and perceptual landscapes of a particular 

group of persons - English teachers who teach adult leamers. I also wanted a 

methodology that would engage the teachers and encourage them to reflect on their own 

practice. 

1 collected qualitative data from three individual i n t e ~ e w s  with the teachers, one 

classroom visit, Kolb's (1 984) Leamina Style Inventory and an accompanying Teaching 

Stratepies Check List. Each tacher also completed a critical incident questionnaire, 

Zim's ( 1990,1994) Philoso~hy of Adult Education Inventory, and Conti's ( 1990) 

Principles of Adult Leamina Scale. A variation of Kelly's (1956) Re~ertorv Grid Exercise 

was used to encourage the educators to elaborate on the way they understand their role as 



a teacher of adults. 1 collected samples of course outlines, assignments, and samples of 

student writing. 

The Pilot Study 

The pilot study involved ten English and ESL teachers at Vancouver Community 

College. The teachen taught in progms ranging fiom basic literary to university 

preparatory English. 1 was first introduced to the teachers through the Dean of Academic 

Prograrnrning at Vancouver Community College. 1 met with the dean in October of 1996 

to discuss the scope of my study and the possibility of inte~ewing interested teachen at 

the college. She was able to help me in making contacts with the teachers. 

The teachers taught in a range of English and ESL programs. These included: 

LINK (Language Instniction for Newcomen to Canada), College and Career Access, 

Basic Education and ESL Community Outreach. While most of the teachers that 1 

inte~ewed were at the King Edward Campus, I also inte~ewed teachers in the outreach 

program located in Vancouver's Chinatown and at the basic literary program at 

Vancouver Public Library. Each of the teachers taught English to adults for a minimum of 

five years. Three were department heads of specific EnglishlESL programs at the college. 

The pilot study gave me the opportunity to test my ideas and receive valuable 

feedback from the teachers. 1 was also able to develop my inte~ewing skills and refine 

the questions that 1 had in the i n t e ~ e w  schedule. During this time I was able to leam 

more about the culture of the community college and the diversity of EnglishESL 

prograrns available. 1 was also able to see how the English progams were interlinked and 

integrated with some of the vocational programs at the college and in businesdindustry 

sites in the city. In reviewing the initiai inteniews from the pilot study, I realized that 

some of the conversations were too general. Recalling Van Manen's ( 1997) emphasis on 

staying close to the lived experience, I began to ask the teachers for more specific 

examples and anecdotes that related to the thematic topics in the interview. Initially, 1 had 

also wanted to inchde more feedback fiom the adult students in each of the classes, but 1 

also realized that this would complicate the study and deviate from the specific topic of 

exploring English teachers' conceptions of teaching and leanllng. 1 was able to sit in on a 

number of the classes that the teachers taught, and this gave me the oppomuiity to 

observe the way the teachers put into practice their personal approach to teackg. 1 had 



also made the decision not to make an in-depth cornparison of the "personal philosophy of 

teaching" and the actual teaching behaviour the teachers demonstrated in the classroom. 

In conclusion, the pilot study enabled me to develop my ski11 in administenng and 

interpreting the various questionnaires and inventories that i used in the present study. 

The pilot study also helped me to become more observant of the link between the 

teachers' educational philosophy and their overall life philosophy. The ethical, spirihial, 

and political beliefs that the teachen expressed provided clues to dimensions of their own 

educational philosophy. In the present study, this interrelationship is very evident in the 

responses the teachers gave to questions centering around their values, ideals, and beliefs. 

Selection of the Partichants 

The teachers who paticipated in this study had taught various levels of English to 

adults for eight years or longer. While I inte~ewed twenty eight teachers in this study, 1 

decided to select twelve teachers whose views best reflected the diversity of responses 

represented in the larger sample. The teachers worked at Red River Community College 

and The Winnipeg Adult Education Centre, both located in Winnipeg, Manitoba and at 

Vancouver Community College in Vancouver, British Columbia. A brief description of 

each institution is presented in the following chapters. 

1 chose experienced adult educators in this study for several reasons. These 

teachers would have developed considerable expertise in working with adult learnen over 

the years; it would be interesting to explore the way in which teachers view the changes 

they may have experienced with respect to their role, the institutional context, and the way 

in which they view the process of learning in adults. The 'practical wisdom" that they 

have gained over the years in teaching adults may provide a basis for comparing 

theoretical concepts and perspectives with the practical dilemmas that experienced 

educators face- 

The teachers taught English in a range of programs from basic literacy to college 

level English. The English and ESL teachers at Red River Comunity College tau@ in 

two departments: Acadernic Development (a high school equivalency program) and 

Creative Conununications (a program designed to prepare individuals for work in 

joumalism, creative writing, public relations, and the media). The teachers at the 

Winnipeg Adult Education Centre taught English courses ranging from basic literacy to 



university entrance. At Vancouver Community College, the teachers worked in two 

departments: Adult Basic Education and College and Career Access. 

In finding participants for this study, 1 first met with the Dean of Academic 

Development fiom Vancouver Community College and two English department heads 

fiom Red River Comunity College to discuss my research. I had the opportunity to 

meet with nine teachers at Red River College to discuss my research. Interested 

participants phoned me and I made an appointment to discuss my study and their 

involvement in more depth. 1 had worked with the English teachers fiom The Winnipeg 

Adult Education Centre and spoke with each individually about my study. A biographicai 

profile of each teacher will be presented in the subsequent chapters. 

The Qualitative Parrdi~m and its Im~lications for the Present Studv 

The present study is rooted primarily in the naturalistic or qualitative paradigm for 

several reasons. First, the research questions were designed to explore complex 

experiences that revolved around teachers' values, beliefs, and attitudes about their role 

and their work as adult educators. The data collected in the interviews consists of detailed 

conceptualizations of teaching and leaming that would not emerge if 1 had applied solely a 

quantitative design. As a educational researcher, my goal was to understand the 

conceptualizations and beliefs about teaching and leaniing fiom the Frame of reference of 

the individual teacher. 1 wanted to explore some of the dilemmas that so oflen separate 

theory from practice. To do this, 1 approached the in te~ews  from a humanistic stance 

that regards the quality of the relationship between the researcher and the participant as 

paramount in ternis of its impact on the knowledge and information generated. I needed a 

research paradigm that centered around connected ways of understanding persons. 

Empathy rather than detachment, openness rather than secrecy, tmst rather than suspicion, 

and a dynamic interchange of ideas interwoven in conversations best characterize the 

dimensions of qualitative inquiry in this study. 1 hoped to gain a holistic rather than 

fragrnented understanding of the expenence and insights of the teachers in my study. 

Features of Quaiitative Inauin 

In the book The Eniiahtened Eve, Elliot Eisner (1991) has identifieci six features 

of qualitative research which are relevant to this study. First, qualitative studies are field 

focused and non-rnanipulative, focusing on studying situations and objects intact. Lincoln 



and Guba (1985) refer to this as 'haniralistic". Observing, interviewing, recording, 

describing, interpreting, and appraising settings as they appear are part of the qualitative 

process. In this study 1 wanted to interview experienced adult educators practicing in the 

field, specifically teaching different English courses. Secondly, in qualitative studies, the 

self is used as an instrument. 'The self is the instrument that engages the situation and 

makes sense of it. This is done most ofien with the aid of an observation schedule; it is 

not a matter of checking behaviours but rather of perceiving their presence and checking 

their significance" (Eisner, 1 99 1, p. 34). As a researcher, my task involved inte~ewing 

each teacher, reading their documents, and reflecting on the observations that 1 made, and 

in tum, sharing these observations with each participant. A third feature of qualitative 

research is its interpretive character -- the qualitative inquiry goes beyond the surface and 

results in "Thick description" (Eisner, 199 1, p. 35). A fourth feature involves the use of 

expressive language and the presence of voice in text. Eisner ( 1 99 1 ) emphasizes t hat 

good qualitative writing helps the reader expenence something new -- they can for a 

moment "step into the shoes" of another person to gain an insight into a different 

perceptual landscape and in the process enhance their own experience. The detailed 

descriptions found in qualitative writing contrasts with the resistance and "neutralization 

of voice" evident in quantitative studies. 'The kind of detachment of voice, the aversion 

to metaphor and adjectives, the absence of the first penon singular -- is seldom a feature 

of qualitative studies. We display our signatures. Our signature makes it clear that a 

person, not a machine, was behind the words" (p. 36). A fifth feature of qualitative 

studies is their attention to detail. This contrasts with quantitative studies and their 

emphasis on collected numerical data that is devoid of the 'Lniqueness of its particulars" 

(p. 38). To often pick up on the distinctiveness of the detail, the research must be 

insightful and perceptive to not only verbal cues but non-verbal cues as well. As 1 

analyzed the initial intexviews with each teacher, 1 tried to pick up on key themes that I 

would retum to in the second interview - the intent being to work toward a more in-depth 

understanding of each topic €iom the fhme of reference of the teacher. This approach 

aiso reflects the stance taken by Guba and Lincoln (1989) who emphasize that in 

hermeneutic methodology, there is a cominuous interplay of data collection and analysis. 

Thus, as the data collection proceeds, analysis proceeds at the same pace, resulting in 



more complex and stable agendas or a h e w o r k  that guides future data collection 

procedures. The findings that do emerge are grounded in the construction of ideas of the 

respondents themselves. The challenge that 1 had as a researcher was in trying to establish 

a climate of trust and openness that would enable each participant to express and 

articulate their conceptions about teaching and learning in a rneaningfùl way. Finally, the 

skth feature of qualitative that Eisner (1 99 1 ) descnbes relates to the criteria for judging 

their success. Good qualitative research refiects coherence. insight. and instrumental 

utility. "Qualitative inquiry, like conventional quantitative approaches to research is 

ultirnately a matter of persuasion, of seeing things in a way that satisfies, or is usefui for 

the purposes we embrace" (Eisner, 199 1, p. 39). 

Drawing from Dewey's (1  934) Art as Exoerience, Eisner proposes a tramactive 

mode1 of educational research that emphasizes knowledge as a product of the transaction 

of our subjective life and a postulated objective world. 

Objective 

Subjective 

Transactive The Locus 
of 

Experience 

(Eisner, 199 1. p. 52). 

A qualitative study, notes Eisner (1991) can be compared to a guide rather than a 

map. "Unlike maps. qualitative studies are general, they are not mathematically sealed to 

match the temtory, and they are more interpretive and narrative. Their function is to 

highlight, to explain, to provide direction the reader can take into account" (p. 59). 

Establishing Trustwortbineas in a Qualitative Studv 

While in a conventionai research paradigm the cnteria for establishing "truth 

value" and applicability have centered around intenial validity, extemal validity, reliability, 

and objectivity, Lincoln and Guba (1985) maintain that trustworthiness in a qualitative 



study can be achieved in several ways. Trustworthiness centers around the following 

question: How cm an inquirer persuade his or her audiences (including self) that the 

findings of an inquiry are credible and wonh paying attention to? What critena can be 

established to generate this trustworthiness? Arnong the techniques that Lincoln and Guba 

suggest are: prolonged engagement, persistent observation, triangulation, and member 

checking. Prolonged engagement refers to "the investment of sufficient time to achieve 

certain purposes learning the "culture", testing for misinformation introduced by 

distortions either of the self or of the respondents, and building trust" (p. 30 1). As 

advantage that I had in this study is that 1 had worked in two of the institutions as a 

EnglismSL teacher and as an instnictor in program development teaching a course on 

instructionai strategies with adult lemers. I became farniliar with the institutional settings 

and with the curriculum for most of the EnglishfESL courses offered. I also knew many 

of the instructors for over a year and 1 was able to build trust and a positive rapport that 

would enhance the quality of information obtained in the interviews. Lincoln and Guba 

(1985) define the technique of persistent observation as the skill in being able to identify 

those characteristics and elements in the situation that are most relevant to the issue being 

explored and focusing on them in detail. Similarly, Eisner ( 1  99 1) refers to the importance 

of educational researchers being able to identiq "pervasive qualities" or those things that 

really count. 'These goals require that the naturalist continuously engage in tentative 

labelling of what u e  taken as salient factors and then exploring them in detail, to the point 

where either the initial assessrnent in seen to be erroneous, or the factors are understood in 

an non-superficial way" (p. 304). As I will indicate further on, the interviews that I 

conducted gave me the opportunity to pick up on gerrnane issues relating to some of the 

complex issues related to teaching English to adult leamers. 

Trianmilation. In building the trustworthiness of a qualitative study? Lincoln and 

Guba (1985) suggest that researchers should take seps to validate information and data 

against at least one other source (e-g. a second interview) andor a second method (e.g. an 

observation of questionnaire in addition to an interview). This cross validation is referred 

to as triangulation (Lincoln and Guba, 1985, p. 305). Obtaining idormation from multiple 

sources improves the contextual validation of the study. By comparing information h m  

multiple sources, not only can the researcher look for consistencies, but arnbiguities and 



inconsistencies c m  also be identified and further explored. Guba and Lincoln ( 1989) 

fûrther note that naturalistic researchers should be fiee to use different method which may 

include quantitative measures so that a broad spectmm of information is gathered. 

In the present study several sources of data collection were used. 1 conducted 

three interviews with each participant. Each interview lasted for one and a half to two 

hours. Mer the initial interview was transcribed and analyzed the key themes were then 

further ciarified and developed in the second interview. I also used other sources and 

methods as a way of gaining a more in-depth understanding of each teacher's personal 

approach to teaching adults. The ot her sources of data collection that I used were: Kolb's 

( 1985) Learnin~ Stvle Inventory and the corresponding teaching strategy preference check 

list developed by Svinicki and Dixon ( l987), Conti's ( 1 98 1, 1990) Princi~les cjf Adult 

Learnina Scale, Zinn's ( I W O ,  1994) Philosooh~ of Adult Education Inventon: a critical 

incident questionnaire, and a variation of Kelly's ( 19%) Reoertory Grid Exercise. In 

addition to these instruments, 1 dso collected artifacts fiom each teacher that included: 

course outlines, assignments and projects, tests and exams, and samples of student writing. 

These artifacts gave me the opponunity to see the way each teacher's personal philosophy 

is reflected in the topical outlines of the courses and in the assignrnents and assessments 

procedures used. These documents provide a stable source of information as well as a 

rich source of information that is contextually relevant. The student writing samples also 

reflect sorne of the learning that has occurred during a individual class of course unit. 

1 was also able to sit in and observe some of the teachers' classes. This gave me 

the opportunity to explore the consistency between the teacher's expressed views on 

teaching and leaming and their classroom teaching behaviour. While the focus of this 

study is on the teachers' conceptions of teaching and learning, I also included feedback 

fiorn the students. In addition to writing samples, I distributed a learning questionnaire to 

the students of each of the teachers. Feedback fiom this questionnaire enabled me to 

understand the characteristics of the student population that the teachers work with. 

lnsights from the adult students regarding their experience of learning could then be 

compared to the teacher's observations on the students and their perceptions of the 

barriers and challenges that the students expenence. Through the study I collected 

information about the history of each institution and its mission statement. 1 spoke with 



department heads, the principles and deans of academic programming at the schools and 

comrnunity colleges. I wanted to be sure that the institutional context of the school or 

college would be clear. In sum, 1 trkd to collect information fiom a range of sources in a 

way that would be meaningful and integrated. 

Phenomenolonv and Hermeneutics 

The philosophical orientation underlying qualitative research is phenomenology. 

Phenomenology is "the study of essences" (Merleau-Ponty, 1962 cited in Van Manen, 

1997, p. 184). Intluenced by phenomenological philosophers and writers such as Kant, 

Heidegger, Husserl, Dilthey, Merleau-Ponty, and Sartre, phenomenological inquiry is a 

form of interpretive inquiry that focuses on human perceptions and the essences of human 

experiences. For the philosopher Martin Heidegger ( 1962) phenomenology is ontology -- 
a study of the modes of "being in the world" or a study of what comprises being human 

(Chessick, 1987). Basic phenornenological inquiry results in descriptions of individual life 

world perceptions, but as Willis ( 199 1) notes, these descriptions are metaphorical 'Yor 

they can provide only evidence of life world experience, not the original primary 

consciousness itself' (p. 175). In short, al1 descriptions are transfomations of 

experiences. 

In his book Researchina Lived Ex~enence, Van Manen ( 1997) has applied the 

philosophical tenets of phenornenology to educational research. Van Manen's 

phenomenological approach to educational inquiry involves three steps: gathering 

matenal from one's own and other's Iife-worlds and an intuitive scanning of it; exploring 

the underlying structures of these materials; and, formulating recomrnendations and 

orientations to practical action. The information gathered could be derived frorn 

interviews, journals, diaries, observations, art, poetry, novels, and other aesthetic foms 

that reflect lived experiences. "In bringing to reflective awareness the nature of the events 

experienced in our natural attitude, we are able to transforrn or remake ourselves in the 

true sense of Bildung (education)" (p. 7). Van Manen (1 997) refen to "hermeneutic 

phenomenology" as % philosophy of the personal, the individuai, which we pursue against 

the background of an understanding of the evasive character of the logos, ofother, the 

whole, the communal, the social" (p. 7). 



The phenomenological focus emphasizes how things appear while the hermeneutic 

focus examines the interpretation of events or expenences. 'The implied contradiction 

may be resolved if one acknowledges that the (phenomenological) 'Tacts" of lived 

experience are always already meaningfilly (hermeneutically) experienced" (Van Manen, 

1997, pp. 180- 18 1). He emphasizes that the hemeneutic phenomenological method does 

not offer a procedural system; rather its method requires an ability to be reflective, 

insightful, sensitive to language, and open to the perceptual landscapes of others. Good 

examples of phenomenological writing can be found in the works of Shakespeare, Balzac, 

and Conrad or in the paintings of Monet or Cezanne. Each artist is able to capture the 

essence of a life-world. The themes of uniqueness and essence and the critique of 

essentialism are characteristic of pher?omenological inquiry. Van Manen cautions 

researchers against drawing "moral conclusions" from studies which attempt to capture 

the nature of for example, womanhood, childhood, or ethnicity. "Categorical essentials 

are dangerous in that it tends to see things in absolute terms, and from these fixed 

proportion one derives moral convictions" (Van Manen, 1997, xvi). While experience is 

always more immediate and complex than descriptions of these experiences rnay be, Van 

Manen states that the human science researcher is a cbscholar-author" who attempts to 

recreate in language that in intelligible and understandable "what seems to be beyond 

language" (p. icviii). 

Smith ( 199 1) points out that like phenomenology, hermeneutics emphasizes the 

importance of researchers being attentive to the etymological roots of language as well as 

being able to be insightful, cntically aware, and able to "deconstruct" multiple meanings. 

Smith (199 1) states that "in a time when the very act of thinking has become a target of 

intense commercial and political manipulation, the need is great for persons who can 

meaningfblly deconstruct what is going on and propose alternatives" (p. 199). He further 

suggests that researchers need to be aware of the narratives of our time which include 

spirituality (eastem, western, aboriginal), feminism, and the new discourses on east-west 

relations and global interdependence. 

As a researcher, 1 am also aware that 1 b ~ g  my own beliefs, presuppositions and 

experience not only about issues related to adult education but of social and global issues. 

While I may share s i d a r  views with the participants, differences d l  also surface. It was 



important for me to '%racket" my beliefs in order to understand and interpret the beliefs 

and conceptualizations of the participants in this study. 

Kvale (1 98 1) questions whether or not the purpose in hermeneutic inquiry is to 

analyse the individual's understanding of a concept or is the purpose to develop through 

the statements of the in te~ewee a broader and deeper understanding of the concept? The 

particular slant of the interpretation depends upon the aspects of the personal and social 

world that the researcherlinterviewer deems important. In this sense, there will always be 

a bias in any information gathering technique used - whether fiom a positivist or a 

hermeneutic -- phenomenological approach. In this present study, 1 hoped to uncover 

both individual conceptualizations of different concepts related to teaching and learning, 

and through there understandings arrive at deeper understandings of the concepts within a 

broader social context. 

Finally, a goal of hermeneutic inquiry is to provide a vision and a Frarnework for 

action. Through an expression of beliefs, attitudes, and conceptions and a reflection on 

them, new possibilities can occur. The implications of the present study also address this 

point. On a personal level, teachers who become aware of their own and others 

assumptions underlying their conceptions of teaching and leaming may be more likely to 

reflect on the way these assumption are translated into their teaching behaviour and the 

learning cornes. Modifications or changes in teaching behaviour may occur. Awareness 

raising regarding teachers' personal philosophy of practice may also have important social 

implications. New cumcula might be developed on the basis on new assumptions; this 

could have a direct impact on the teaching (and learning) at the institutional level. As 1 

will discuss funher on, the process of experïentiai leaming parallels the process that Kolb 

( 1984) describes. 

Methods of Data Collection 

The Bermeneutic Interview 

The style of inteniewing and the relationship between the participant and the 

researcher are critical to the knowledge that emerges in a research study. Recalling the 

idea of using the self as instrument, 1 tried to set a clhnate where openness and critical 

reflection could exist. 1 rejected the idea of the detached "researchef' on the one side and 

the "subjects" of the study on the other. My approach draws from the research orientation 



of Kvale (1 983), Lincoln and Guba (1989), and Van Manen (1997) who take the view that 

al1 individu& 1 involved in the study are a team of researchers who engage in an emerging 

and continuous process of data triangulation until they reach a consensus in the rneaning 

or interpretation of the data collected. Newman's ( 1990) idea of "interwoven 

conversations" accurately conveys the inte~ewing style in this study. Research is a 

collaboration effort to achieve a deeper understandhg of the phenomenon being studied. 

"There is a conversational relation between the speakers, and the speakers are involved in 

a conversational relation with the notion or phenomenon that keeps the personal relation 

of the conversation intact" (Van Manen, 1997, p. 98). The art of the researcher in the 

hermeneutic interview is also to keep the question (of the rneaning of the phenomenon) 

open in a way that would facilitate critical reflection and fùnher questioning. 1 

encouraged the participants in this study to express their views on teaching and learning 

partly from sharing my own expenences as a teacher. The teachers seemed to enjoy 

completing the inventories and questionnaires and these dso became a vehicle for teachers 

to express their views. 

1 followed the framework that Kvaie ( 1983) Iined in his description of the 

qualitative interview. The interview, as Kvale notes, implies an implicit phenomenological 

and hermeneutical mode of understanding. Individuais are able to descnbe their beliefs, 

attitudes, and aspects of their life-worlds that relate to the research topic in question. 

Kvale ( 1983) identified twelve key aspects of the qualitative i n t e ~ e w  which are 

relevant to the present study. The qualitative interview: 1) should be centered on the 

interviewee's life world; 2) seeks to understand the meaning of phenomena in the 

individual's Iife world; it is 3) qualitative, 4) descriptive, and 5) specific; it is 6) 

presuppositionless; it is 7) focused on certain themes; it is open for 8) ambiguities, and 9) 

changes; it depends upon the 10) sensitivity of the interviewer; it takes place in 1 1) an 

interpersonal interaction, and it may be 12) a positive experience (p. 175). Kvale 

emphasizes that the task of the interviewer is to focus upon, or guide toward cenain 

themes, but not to guide the interviewee toward certain opinions about these themes" 

(p. 176). 

As Kvale (1983) notes, the variation and rich detail that may emerge fîom an 

intemiew depends to a significant degree on the interpersonal rapport estabiished between 



the interviewer and the interviewee. The inte~ewee must also be able to experience or 

perceive somet hing of t he interviewer's interest, genuineness and respect. Over the 

course of the three interviews, 1 had an opportunity to build a positive relationship with 

each of the teachers. 1 had emphasized the non-evaluative nature of my research, and 1 

tned to encourage the participants to view themselves as CO-researchers. My skill in 

inte~ewing also improved as the study progressed. 1 was able to return to key themes or 

interesthg comments and ask each respondent to elaborate further by detailing on example 

or anecdote. 

The Interview Ouestions 

The interview questions explored instmctors' underlying intentions and beliefs 

regarding : a) knowledge and learnillg, b) the purposes of adult edicatiori ami iraiiti~ig 

and c)fhe rules, responsibiliiies and relatiortshrps for instrircfors of adirlls. The questions 

are based on the models of teaching presented by Apps ( 1 973) and Pratt ( 1998). These 

models emphasize five key dimensions in the teaching-learning transaction: the teacher, 

the leamer, context. content, and ideals. Pratt emphasizes the importance of interviewhg 

teachers in a way that would explore their actions, intentions, and beliefs about teaching 

and leaming. 

1. Actions -- refers to the activities and repertoire of techniques used in teaching. 

Actions would be the most concrete and accessible dimensions of individuai 

instmctors' conceptions of teaching. Some teaching activities (e.g. lecturing) 

might be undertaken independent of the outcomes that actions might result in. 

Questions related to actions might include: How do you prepare for teaching? 

M a t  motivational strategies do you use? How do you routinely stadfinish a 

session? What kind of activities might characterize your teaching? 

2. Intentions --related to the goals teachers are trying to accomplish. Intentions 

are based on the tacher's sense of purpose or responsibility. The intentions that a 

teacher has may be synonymous with the goals or objectives set by the sponsoring 

agency, organization, or govemment. Questions related to intentions included: 

What are you trying to accomplish with your teaching? How do you know when 

you are successful in your teaching? Who are the diicult and challenging 

learners? How do you handle those situations? 



3. Beliefs -- are related to assumptions that individuals hold about teaching. 

'They were expressed are either normative or causal propositions held with 

varying degrees of clarity, confidence, and centrality" (Pratt, 1998). For many 

practitioners, beliefs informed their intentions which then intluenced the process of 

teaching (actions). Pratt (1998) emphasued that beliefs represented the most 

stable and leastflexible aspect of a person's conceptions of teaching. People were 

able to accommodate a variety of changes in circumstances as long as they were 

able to hold O their central beliefs related to teaching. Questions explorhg 

underlying beliefs included: How have you changed as an educator? Do you have 

a set of beliefs that guide your teaching? 

The Interview Process 

I conducted three one and a half hour to two hour i n t e~ews  with each English 

teacher in this study. Each intewiew was taped and then transcribed. Notes were also 

taken dunng each interview. The typed version of the tapes as well as the notes provided 

the basis for the analysis and interpretation. 

The purpose of the interviews was to gain a deeper insight into the teachers' 

perception of their role, the context they work in, and their understanding of the process 

of teaching and leming. The ideaskonceptions of teaching and leaming that the 

participants expressed were analyzed and compared to the conceptions of teaching and 

learning outlined by Pratt and his associates (1 998) as well as the transformational theories 

of adult learning presented in the literature review. 

In the i~iitial interview, biographical information was coliected. 1 then focused the 

questions around the themes relating to teaching and leaniing in adult education. While 

the i n t e~ ews  were unstructured, 1 felt that it was important to focus on the key themes 

lined in the i n t e ~ e w  scheduie (see Appendix). At the end of the first interview, 1 asked 

each participant to cornplete Koib's ( 1985) Leamino Style Inventory and the 

accompanying teaching strategy inventory, the critical incident questionnaire, 

Conti7s(l 990) Princioles of Adult Leamina inventory and Zinnls( 1994) Philosophv of 

Adult Education Inventow. 1 arranged to meet the teacher twa to three weeks after 

completing the inventories- Both the Kolb Learninp Style Inventory and the Zuui 

Philoso~hv of Adult Education tnventory take about twenty minutes to complete. 



In the second interview, 1 picked up on key themes fiom the first interview; the 

teachers further clarified their ideas, and we discussed the implications of results of Kolb7s 

(1985) Leamhg Style inventow to their teaching style. We also discussed how their own 

personai teaching philosophy compared to the results of Zim's (1994) Philosooh~ of 

Adult Education Inventow and Conti's (1990) Princi~les of Adult Leamine Inventory. 

The purpose of the third interview was to explore how each teacher planned and 

carried out a unit of study. The units included teaching novels, media literacy, play$ a 

senes of essays and articles, a research study, and a poetry unit. The teachers also 

provided me with assignment sheets, assessrnent instruments, and sarnples of student 

wnting. 

In interviewhg each teacher three times, 1 took note of the changes in their 

perceptions of the themes we had discussed (e.g. orientation to cumculum context. role as 

an adult educator, etc.). Such changes notes Kvale are to be expected: 'The interviewee 

cannot repeat the meanings (he) started with in the first interview, because he has during 

that interview obtained a new insight in, an increased consciousness of the theme in focus 

for the inte~ew" (p. 177). 

As time went by, 1 observed that the participants became more open. For instance, 

in the initial interview, some of the participants were hesitant or self-conscious in response 

to questions. Comments such as "1 wasn't supposed to say that, was I?", "I'm not sure 

what you want me to say", "That's the wrong answer" were fiequent. 1 had to reassure 

and emphasize the non-evaluative nature of the study by saying, "There are no wrong 

answen. This research is an exploration of English teachers' ideas about teaching adults." 

The fact that I am actively teaching adults and could share my own experience and could 

relate to the concems that the participants expressed helped build the trust and positive 

rapport. 1 was not viewed as a "detached observer" critically evaluating their teaching. 

Many of the teachers expressed an interested in the topics that we had discussed -- 
teac hing style, motivation and lenming, critical t hinking, and transformational leaming . A 

number of the teachers went through the inventories - critically detailing why the 

statementiquestions would not be relevant or accurate as it pertained to their teaching 

context. These discrepancies became the source of interesting discussions. As the 

research proceeded, the teachers became more reflective and questioning about their own 



teaching practice. Without the in-depth interviews, 1 do not think that 1 would have had 

the rich detail or Ievei or engagement had 1 exclusively used questionnaires or inventories- 

The interviews provided me with a rich data base; the challenge that I faced was in 

systematically organizing and interpreting the themes that would emerge. 

Student Writinp Saniples and Student Learnine Ouestionnaire 

Each of the English teachers provided me with samples of student writing based on 

different assignments and projects throughout the term (Fall and Spring tem, 1997 and 

Spring, 1998). These wnting samples gave me the opportunity to more clearly understand 

what the students had leamed and how they had interpreted the intent of the writing 

project. I was also able to assess the degree of consistency between the leaniing goals 

identified by the teacher and the way these goals are translated into the assignments 

presented and finally, the way the assignment is understood by the student. 

The student leaning questionnaire is an attempt to include the students' voices in 

describing their leaming experiences. This feedback also helped me to detail the 

educational climate -- as it is perceived by the adult learner more accurately. 1 asked each 

of the teachers to distribute and collect the questionnaire. The questionnaire was 

distributed at the end of the teaching tem. 

Limitations to the Qualitative Method 

Each research paradigm has some degrees of validity, limitations, strengths and 

weaknesses. Depending on the interests guiding the research, some methods work better 

to achieve particular goals; the qualitative research paradigm that the present study is 

situated in worked best to understand and articulate the different perspective English 

teachen have of teaching and leaming. Yet, the qualitative paradigm is not without 

limitations. As Eisner ( 199 1 ), Van Manen ( 1 997) and Lincoln and Guba ( 1985) point out, 

many risks are involved in interpretivist-hemieneutic methodologies. Achieving tnist, 

building rapport and engaging in negotiation and achieving a possible consensus of 

understanding may be very difficult to achieve. Face-to-face contact, and the skill of the 

interviewer in facilitating an open and candid dialogue dso raises the uncertainty and of 

personal disdosure. The research and participant cannot hide behind the anonymity of a 

questionnaire or inventory 



Despite precautions against disclosure as Lincoln and Guba ( 1985) note, the heavy 

reliance on natural language, direct quotations and continuous hermeneutic feedback loops 

on participants' constructions rnay make it easy for one participant to readily identify the 

other. 

Another concern revolves around the tendency to regard qualitative research 

methodology as a 'superior' way to understand lived experiences. Consciousness may 

define reality, but as Kemmis and Cam ( 1986) suggest, consciousness may also distort 

reality. Self-perceptions and the perceptions of others may be based upon illusory beliefs 

and premises. Educational researchers need to be caretùl not to idealize qualitative 

methods; ongoing cntical reflection regarding the instruments used, the feedback from the 

participants, and the researcher's own interest and biases is necessary if the study is to 

have '"tstworthiness" 

Data Collection Instruments Used 

R e ~ e r t o v  Grid 

In this study, the repertory grid is used to identi@ the instructor's conceptions of 

particular roles teachers can assume. These roles would include: a facilitaior. CO-leamer, 

expert, mentor. rnodel. fiend. Drovocateur, planner, inaructor, manager, and resource- 

persun. These roles are further elaborated on in the theories of teaching presented by Fox 

( 1983), Rando and Menges ( 1989), Cranton ( 1992), and Pratt ( 1998). 

Hunt ( 1987) and Candy ( 1990) suggest that practitioners can gain self-awareness 

about their beliefs, values, and relationships by completing a repertory grid with the 

researcher. In adult and higher education, repertory grids have ben used to raise the 

perceptual awareness of teacher in an attempt to facilitate the improvement of teaching 

effectiveness. (Hunt, 1992; Kreber, 1993; Candy (1 99 1) 

Repertory grids were originally used by George Kelly ( 1955) who developed this 

technique on the basis of his personal conaruct theory. Kelly also developed it as a 

response to the inadequacy of projective psychological tests such as the Rorschach and 

Thematic Apperception Test which often proved inadequate at revealing the complex 

psychological dynarnics of indivîduals. The assumption underlying Kelly's Rep Test is that 

people think within hierarchically ordered constructs which are related to one another 

Kelly operationaily dehed a constnia as the way in which two things were simiiar and 



thereby difFerent from a third. He defined a construct by a bipolar dimension, such as 

helpful and unhelpful or flexible and rigid. Our experiences are interpreted or construed 

dong these continua. Kelly (1963) notes that "a person chooses for himself that 

alternative in a dichotomized constmct through which he anticipates that greater 

possibility for the extension and definition of his system" (p. 64). With new experiences 

and information, old constructs may be replaced by new constmcts in a way simiiar to 

Mezirow's description of the process of perspective transformation. Deriving fiom past 

experiences, constmcts are unique for each person; they innuence the way individuals 

anticipate events, and they may fùnction as a guide to living. While "personal 

constr~ctions'~ are idiosyncratic, cornmon experiences enable individuals to share meaning 

systems. As Candy (1 99 1) notes, shared systems of personal constructs enable individuals 

to comrnunicate with one another, created cultural nonns, Ianguages, etc. 

Candy (1  99 1 ) effectively describes the procedure for administering a grid. Each 

element (e.g., teacher roles) is written in a separate column of the grid. Each elernent is 

also written on separate cards. The cards are rnixed up and the person interviewed is 

asked to pick two cards. Then the researcher asks: "ln what way are two of these sirnilar 

and thereby different fiom a third?" This question leads the interviewer to elicit a 

construct. This construct, two adjectives or phrases which represent opposites to the 

interviewer, are then written respectively on the lefi and the right not in the first row of the 

grid. This process is repeated several times until there is a sufficient number of constructs 

elicited by the respondent which would allow for a meaninghl interpretation of the grid. 

Kelly (1963, 1970) notes that although the repertory grid may represent 'bihat has 

already happened in our experience," it can also serve as a guide to how we may 

potentially interpret or construe funire events. Citing Kelly (1 970), Ben-Peretz(1984) 

States that the REP test cm become a powemil technique that can dissolve boundaries 

between cognition and affect. Ben-Peretz suggests that the Kelly REP test cm be used 

with ducators, not only as a way to explore their existing beliefs and assumptions about 

teaching, but as a technique for change and improvement in the teaching-leaming context. 



Critical Incident Questionnaire 

Brooffield ( 1990; 1995) notes that a usehl way to explore teachers' implicit 

theories and assumptions about leanùng is though the use of a critical incident 

questionnaire. Based on Flanagan's ( 1954) initial formulation of the method, critical 

incidents are brief descriptions written by leamers of significant events in their lives. 

Brookfield (1990) States that "as a means of probing learners' assurnptive worlds, the 

critical incident technique is rooted in the phenomenological research tradition and 

presumes the leamers' general assumptions are embedded in, and can be inferred fiom 

their specific descriptions of particular events.. . the emphasis is on recalling specific 

situations, events, and people rather than asking learners to identie general assumptions" 

(p 180). The questionnaire (see Appendix) was completed afler the first interview 

session. The form was completed at home and then retumed to me. In reading and 

interpreting the criticai incidents, I looked for sirnilar and/or contrasting patterns in their 

winen reports with their responses to the i n t e ~ e w  questions. 

In the present study, the teachers were asked to reflect and wnte on the following 

question: 

Think back over your professional life and choose the most successful 

educational experience in which you were involved, either as teacher or 

leamer. Why did you consider it successful? What features can you point 

to that were present at that time and that have not been present in other 

educational situations in which you have been involved? (Brookfield, 1987, 

pp. 102- 103) 

This strategy consists of three parts: the educator imagines or describes a situation 

in which success has occurred; the standards and judgments (criteria) used to detemine 

the success of the situation are described; in addition, indicators (observable behaviors) of 

these criteria are identified.( An alternative question could ask the teacher to describe a 

mgaiive experience as a teacher or leaner, and then identify the features of this 

experience). Afier the teachers completed this question, I then recordeci and interpreted 

the andysis and ùicorporated it with the additional data received (e.g., interviews, leaming 

style inventory, etc.). 



Kolb's Learnine Stvle Inventorv 

Kolb's (1985) Leamine Stvle Inventorv was completed by the participants aller the 

interview and the critical incident questionnaire. From the Kolb inventory, fiirther insights 

into the learning and teaching style of each participant could be recorded. Kolb's Learnine, 

Style Inventory consists of twelve items which probe the individual's learning preferences. 

Each of the twelve items has a slightly different worded stem that in a variation of the 

phrase "1 leam best when" followed by the four phrases that represent the feeling, 

watching, thinking, and doing dimensions of learning. The inventory can be self-scored 

and self-interpreted. The scores from the inventory indicate the learning style type that 

best describes the individuai. Kolb suggested that individuais are also more likely to 

choose educational and career paths that reflect their dominant leaniing style mode. 

Based on his research and observations of the leaming style inventory scores, Kolb (1984) 

identified the characteristics of four basic leaming style patterns: 

Diverger: Kolb maintains that individuals who are more divergent in their leaniing 

style are imaginative and able to view a situation from many perspectives. Divergers are 

interested in people and tend to be creative and feeling-oriented. They have broad cultural 

interests and they tend to specialize in the arts. In Kolb's (1 984) analysis of the learning 

style of university undergraduates, those individuais majoring in history, English, political 

science and psycholog tended to have divergent leaming styles. Professions such as 

social work, education and nursing tend to attract "divergers". 

Converger: The converger learning style mode emphasize abstract 

conceptualization and active experimentation. Individuals who are convergers 

demonstrate strengths in problem-solving, decision-making and the practical application of 

ideas. Professions with a scientific or technical orientation such as accounting, 

engineering, medicine and management attract individuais who dernonstrate converger 

leaming styles. 

Assimilator: Individuals with an assirnilator leaniing style have learning strengths 

in abstract conceptuaiization and reflective observation. Similar to the convergent 

learning style, this orientation is less focused on people and more concemed with ideas 

and abstract concepts. Mathematics, economics, sociology and chemistry majors often 

demonstrate assimilato r learning styles. 



Accommodator: Individuals with an accommodator leamhg style emphasize 

concrete experience and active experimentation. Kolb emp hasizes t hat the adaptive 

emphasis of this orientation is in opportunity-seeking, risk-taking and action. Problems 

are solved by an intuitive trial-and-error manner with a reliance on other people for 

information rather than on their own analytical ability. Individuals in business management 

are more likely to have accommodator leaming styles. 

In sum, Kolb (1984, 1985) suggest that the disciplines of hurnanities and social 

sciences are based in concrete expenence and reflective observation (the Divergent 

Learning Style) while the natural sciences and mathematics in reflective observation and 

abstract conceptualization (Assimilator). The science-based professions are based in 

abstract conceptuaiization and active experimentation (Converger) while the social 

professions are based in active experimentation and concrete experience (Accommodator). 

Based on Kolb's model, English teachers would fa11 within either the diverger or 

accommodator leaming style mode. 

The Teachine Stratenies Check List 

In addition to completing Kolb's (1985) Leamine Style Inventorv, each teacher 

completed the teaching strategies check list adapted fiom a conceptual model deveioped 

by Svinicki and Dixon ( 1987). The purpose of the check list was to explore paralleis 

between the teacher's learning style and their most fkquently used or preferred teaching 

strategy. Each of the teaching strategies falls under one of the dimensions of Kolb's 

experiential learning model. 

The relationships between the teachers' own learning style and the way in which 

they teach can provide valuable information that may result in teachers modifjmg th& 

teaching behaviour. They may begin to experiment with different teaching (and leaniing) 

strategies. 

Svinicki and Duon (1987) have used Kolb's ( 1984) leamhg style model as a way 

of helping teachers explore different teaching and leaming strategies. These researchen 

Say that a strength of Kolb's model is its practical use in the classroom. 

Instructors/teachers can also take advantage of the strategies/resources that they are 

already familiar with and then integrate new strategies that they see as appropriate to the 

particular course. Svinicki and Docon maintain that the limiteci approach to instructionai 



methodology that many teachers have could be related to the absence of a theoretical 

karnework for selecting and organizing classroorn activities to enhance leamkg. 

Svinicki and Dkon (1987) idente four action verbs that correspond to each 

dimension of Kolb's cycle. Each verb identifies the specific activity that the lemer would 

be involved in: 

Concrete Experience = Experiencing 

Reflective Observation = Examking 

Abstract Conceptualization = Explaining 

Active Experimentation= Application of skills 

As I discussed the results of the learning styles inventory and the teaching 

strategies check list with each of the instnictors, the difficulties of applying sorne of the 

strategies suggested by Svinicki and Dixon ( 1987) surfaced. 

Phiioso~hv of Adult Education Inven toty 

The Philoso~hv of Adult Education Inventorv developed by Lorraine Zinn ( 1983; 

1990; 1994) was designed to help adult educaton identiS, their preferred philosophical 

onentation(s). The current study uses Zinn's ( 1994) revised inventory. Z ~ M  (1983) 

developed her inventory by analyzing the five key philosophies of adult education outlined 

by Elias and Merriam (1980) in their book. Phiioso~hicai Foundations in Adult Education. 

Zinn ( 1983) field tested the inventory with 78 practitioners in diverse fields on adult 

education ( Human Resources, Industry, Training, Education, etc.). The inventory was 

tested for content and construct validity, intemal consistency, and stability. ( for fùrther 

information regarding validity and reliability, see Zinn, 1983 and Spurgeon, 1 994). A 

summary of the five philosophies (Liberal, Behaviounst, Progressive, Humanistic, and 

Radical) is presented below: 

Liberal Adult ~ c a t i o n  Philosoh has its historical origins in the philosophical 

theones of the classical Greek philosophers Socrates, Plato, and Ariaotle. This 

liberai education tradition was adopted and adapted in the Christian schools in 

early, medieval and modem h e s  ... The emphasis is this tradition is upon liberai 

learning,organized knowledge, and the development of the inteilectual powers of 

the mind. 



Promessive A M  Eciucation has its historical origins in the progressive movement 

in politics, social change and education. This approach to educational philosophy 

emphasizes such concepts as the relationship between education and society, 

experïence-centered education, vocational education, and democratic education. 

Leading progressive educators include Lindeman, Bergevin, Dewey, and William 

Kirkpatrick. 

Behaviorist Adult hih4cation has its roots in modern philosophic and scientific 

movements. Behaviorism in adult education emphasizes such concepts as control, 

behavioral modification, leaming through reinforcement and management by 

objectives. Early behaviorists include Thomdike, Pavlov, and Watson. The most 

prominent behaviorist philosophy is that of B.F. Skimer.. . Various adult education 

practices are inspired by this philosophic view: programmed leaming, behavioral 

objectives, and competency-based teacher education. 

Humanisric Aduit Eiiucatio~i is related in its development to existentid psychology 

and humanistic psychology. The key concepts that are emphasized in this 

approach are fieedom and autonomy, t u t ,  active cooperation and participation, 

and self-directed leaming. Philosophical roots are found in such writers as 

Heidegger, Sartre, Camus, Marcquel, and Buber.. .Among adult educators 

Malcolm Knowles is prominent in espousing this orientation in his needs-meeting 

and student-centered andragogicai approach to adult leaniing . . . 

Radical Adnit ELhrcation has its historicai roots in the various radicai movements 

that have emerged in the past three centuries: Anarchism, Manllsm, Socialism, and 

left wing Freudianisrn. The radicals in education propose education as a force for 

achieving radical social change. Education in this viewpoht is closely comected 

with social, political and ewnornic understanding of cultures, and with the 

development of methods to bring people to an awareness of responsible social 

action ... This philosophic orientation was revived during the 1960s hi the efforts of 

Ionathon Kozol John Holt, Paul Goodman, and Ivan Illich. A prominent adult 

educator of this philosophic position is Paulo Freire, who has proposed radical 

conscientization as the true function of education among the oppressed.. 

Educational practices inspired by this philosophy include the Freedom Schools in 



the South during the 1960s, free schools, and Freire's radical approach to literacy 

education. (Elias and Merriam, 1984, pp. 9- 1 1) 

The inventory is self-scoring and a chart sumrnarizing the key concepts are 

included. Each of the fifteen items on the lnventory begins with an incomplete sentence, 

followed by five different options that might complete the sentence. The fifieen items 

focus on issues related to teaching adults planning curriculum, and the process of learning. 

The inventory is used in the present study to cross verify information obtained 

dunng the in te~ews  with the teachers regaràiig their personal philosophy and the 

conceptions of teaching and leaming expressed. While not exactly parailel, the five 

conceptions of teaching and leaming developed by Pratt and associates ( 1998) related to 

the five philosophy identified by Elias and Memarn ( 1980). For instance, the radical 

philosophy is consistent with Pratt and associates' social reform conception of teaching. 

Likewise, the humanist philosophy parallels the numiring perspective detailed by Pratt and 

associates. As a researcher, the challenge for me was to draw out consistent themes in the 

interview that reflected or integrated one of more of the philosophies/conceptions 

presented in the literature. 

Princ i~ la  of Adult Leamint Scale PALS) 

Conti's ( 1978; 1990) Princioles of Adult Leaniinn Scale was used in conjunction 

with the philosophy of adult education teaching inventory deveioped by Zim ( 1983, 1990, 

1994). Conti developed the PALS by analyzing and grouping together the central 

principles of adult leaming and teaching strategies evident in the writings of Lindeman, 

Bergevin, ECidd, Houle, Knowles, and Freire. Collectively, these theorists emphasize a 

highly coliaborative teaching approach that is leamer centered. C ~ c u l u m  content is 

grounded in the needs and interests of students. Critical thinking, problem solving, self- 

direction and personal developed are emphasîzed. Teachers try to foster a climate of trust 

and mutual respect. tn contrast, the 'ieacher-centered approach" focuses on the 

transmission of information by the teacher-expert and the attainment of cornpetencies that 

can be evaiuated by a criteria-referenced or nom-referenced test. Although a teacher- 

centered approach is widely practiced in adult education, Conti (1990) notes that the 

leamer-centered approach, duenceci by the humanistic psychology of Abraham Maslow 

and Car1 Rogers is strongly supported. 



Conti's ( 1978; 1990) forty-four item instrument (PALS) measures the frequency 

with which a teacher practices teachingflearning principles that are described in the adult 

education literature. High scores on PALS indicate support for a learner-centered 

approach to teaching while low scores reveal support for a teacher-centered approach. 

Scores in the mid-range reflect an eclectic approach which draws from both teacher- 

centered and learner-centered styles. 

Conti maintains that an instructor's teaching style can be categorized as either 

teacher-centered or learner-centered- He states that, 

to identie one's style, the total atmosphere created by the teacher's views on 

leaming and the teacher's approach to teaching must be examined. Because 

teaching style is cornprehensive and is the overt implementation of the teacher's 

beliefs about teaching, it is directly linked to the teacher's educationai philosophy. 

(p. 81) 

The main factors in the PALS that suppon the collaborative learner-centered mode 

include: 

Factor One: Lemer-Centered Activities 

Conti (1990) writes that the items that comprise this factor relate to evaluation 

standards and a cornparison of students to extemal noms. A low score on this factor 

suggests suppon of the teacher-centered mode with a preference for formal testing and 

standardized tests rather than informal testing. The instructor who supports the teacher- 

centered mode sees value in one basic teaching method (often the transmission approach) 

and beiieve that adults learn in similar ways. A high score on this factor reflects support 

of the student-centered coilaborative mode where adult leamers are encouraged to take 

responsibility for their own leaning and the assessment/evaluation of it (Conti, 1990, p. 

84). 

Factor Two: Personalizing; instruction 

A high score in this factor indicates the teacher's cornmitment to individualize 

instruction to best meet the unique needs and interest of the adult learners. Instruction is 

self-paced, and a diversity of methods, materials, and assignments are used. Cooperation 

rather than cornpetition is encouraged, and lecturing is viewed generally as a poor method 

of presenthg subject material to students. 



Factor Three: Relatin~; to Emerience 

A high score on this factor indicates the teachers' emphasis on integrating the 

students' prior leaniing experiences into the current educational context. Adult leamers 

are encouraged to relate the information acquired to their own expenence. Leaniing 

episodes are organized according to the problems that students may expenence in 

everyday life. Conti (1990) States that 3his focus is not just on coping with current 

problems or accepting the values of others. Instead, students are encouraged to ask basic 

questions about the nature of their society. When this is screened through expenence, 

such conscious-raising questions can foster a student's growth from dependence on others 

to greater independence (p. 84-85). 

Factor Four: Assessing Student Needs 

Individual conferences and informai counselling to l e m  more about the unique 

needs and goals of the student comprise this factor. Existing discrepancies between the 

desired goals of students and their present levels of performance are assessed. With this 

knowledge, short-range and long-range objectives are planned. A high score on this 

factor indicates the teachers' cornmitment to acknowledging the adult leamef s unique Iife 

and career plans, as well as the adults' input in planning short and long-term educational 

goals. 

Factor Five: Climate Buildinq 

A positive interpersonal climate is fostered based on respect and empathy. Open 

dialogue, building on students' strengths, and nsk taking are encouraged. An informal 

atmosphere w here adult leamers can "explore elements related to their self-concept, 

practice problem-solving skills, and develop interpersonal skills" comprise this factor. A 

high score on this factor indicates the teacher's cornmitment to fostering this climate. 

Factor Six: Particioation in the Leaminn Process 

This factor indicates the degree to which the teacher encourages the student to 

select content material, course topics, and developing the criteria for evaluating classroom 

performance and other aspects of leaming. 

Factor Seven: Flexibilitv for Personal Develo~ment 

A low score on this factor indicates that the teachers view themselves more as 

providers of knowledge rather than facilitaton of leanllng. Little flexibility is presented 



and the course is viewed more as a program to be run rather than an exploration of ideas. 

' A  well-disciplined classroom is viewed as a stimulus for learning. Discussions of 

controversial subjects that involve value judgements or of issues that relate to student's 

self-concept are avoided (Conti, 1990, p. 86). A high score on this factor indicates the 

teachers' commitment to personal iùlfilment as a central aim of education. Flexibility and a 

dynarnic orientation to match the cumculurn content to the changing needs of students are 

valued. 

High scores on each factor represent support of the 'leamer-centered teaching 

style that Conti (1  990) indicates is frequently cited in the adult education literature (most 

notably in the writing of Lindeman, Kidd, Houle, Knowles, and Freire). 

Conti's ( 1978; 1990) Principles of Adult Leamine Scale cm be completed in 15 

minutes. I asked the teachers to complete the inventory and mail it back to me dong with 

the Zim( 1994) Philosoohv of Adult Education inventory and the Kolb( 1985) Learninq 

Stvle Inventorv. Scoring the PALS involved converting the values for the positive items 

and then sumrning the values of the responses to the items. The scores can range fiom O 

to 220 with the average being 146. The standard deviation is 20. Conti notes that 

instmctors' overall teaching style and the strength of commitment to either a tacher- 

centered or leamer-centered teaching style can be assessed by comparing each teachers' 

score to 146. While scores above 146 indicate a tendency toward a leaner-centered mode, 

lower scores suggest support of the teacher-centered approach. 

Summary 

This chapter presented a description of the data collection instruments used and a 

rationaie for using them (see Table 1). While the primary source of data collection 

included the three UiteMews with each of the adult educators, 1 also used questionnaires 

and inventories as a source of cross verification, and to further explore any new or 

contradictory statements that the teachers made that may not have surfaced had 1 

exclusively used only interviews or only Uiventories/questio~aÛes. Furthermore, 

responses to the interview questions could be compareci to the results of the inventories. 

The use of various methods allowed me to gain a deeper understanding of each tacher's 

conceptions of teaching and leamllig. 



Table 1 

Data Collection Techniaues Used 

OuaIitative Data Collection instruments 

* Interview Questions ( based on Pratt's 

( 1998) interview questions) 

*Artifacts and Document ( Assigrnent sheets. 

tachers' research, tests, and students' d g  

samples) 

*Reflective Writing 1 Penonal Narratives 

( responses to and Cnticai Incident 

QuestiodCriteria Analysis) 

* Adult Learning Questionnaire 

Ouantitative Data Collection lnstnrments 

*Ziiin's (1 994) Philosopin o f  Adult 

Edircation hventorv 

*Kolb's (1 985) Leamin2 SMe ïnventory 

* Teachina Stratenies Check List (adapted 

fiom Svinicki and Dixon, 1987). 

* C d ' s  ( 1990) Pnnc i~ l e s  ofAdult Lenrninq 

The next three chapters present an analysis of the data coiiected. A cornparison of 

the findings from the responses between the teachers fiom the Winnipeg School Division 

# l  and the teachers from the two cornmunity colleges will also be presented in the 

subsequent chapters. 



Chapter Four: Analysis and Results 

Chapters four, five, and six present an analysis of the data collected from the 

interviews, questionnaires, and inventories. Chapter four presents the profiles of the adult 

educators in the Winnipeg School Division #l. Chapter five and six present the profiles of 

the adult educators from Red River Cornrnunity College and Vancouver Community 

College. A bnef description of the institution and the department or program that the 

teachers work in is included. Chapter six analyzes and sumarizes the key findings in the 

data and compares these findings to the information in the literature review. The 

framework for the analysis is based on Pratt's (1998) model of the five conceptions of 

teaching and learning presented in more detail in Chapter Two of the Iiterature review. 

Each adult educator's views are analyzed fiom their perspectives on: their role and 

responsibility as an adult educator, changes as an educator, values, beliefs and i d d s  that 

guide practice, views on learning and leamers, orientation to cumculum the teaching 

context, and dilemmas. A variation of Kelly's ( 1955) Reoertorv Grid Exercise was used to 

identiS, the roles that the educators associated themselves with. Roles such as: faciliafor, 

rrsourct! persort, instnrctur, mentor, role model, provocatew, expert, transjiormative 

ed~cator, and other possible roles generated by the teachers were discussed and ranked by 

the each teacher in relation to their own self-perceptions as an adult educator. The 

perspectives and personal philosophies of the teachers are also compared to the five 

philosophies of adult education detailed by Zim ( 1983, 1994) and the literature in the field 

of adult education focusing on transfomative leamhg theones and its application to 

teaching English. ( Mezkow, 198 1, 1990; Clark, 1993; Rosenblatt, 1968; McEwan, 1992; 

and Peim, 1993) 

A surnrnary of the results fiom the Z ~ M  (1994) Philosoohv of Adult Education 

Inventont, Kolb's ( 1984) Learning Style Inventon: the Kelly ( 195 5) Repertory Grid 

Exercise and the Conti (1 978, 1990) Princi~les of Adult Leaminn Scale are also presented 

in chart form after each tacher's profile. (See Table 2) 

The Winniote Aduit Education Centre= A Britf Descn~tion of the Institution 

The mnnipeg Adult Education Centre (WAEC) opened Manitoba's first day 

school specificaily designed to meet the needs of adult students. The school opened in 

1966 and operates witb the Winnipeg School Division #1 (Rauscher, 1997, p. 198). The 



WAEC has over 1,200 day school students who attend programs ranging from basic 

literacy to university entrance. Adult ESL programs are also offered in the evenings. A 

major premise in establishing the WAEC is that adults l e m  best in environments with 

other adult leamers. Pior to its establishment, oppominities for adult study were limited, 

with few exceptions, to evening programs. Increased emphasis on more education and 

higher entrance requirernents at post secondary institutions in Manitoba suggested the 

necessity to provide more intensive educational courses and better facilities for the 

education of adult learners. 

In his historical overview of the WAEC fiom 196 1 to 1980, Rauscher C 1997) notes 

that the need to establish a facility and program for adult learners was a recurrent theme in 

school board meetings: "It called for the development of a special school for adults; due to 

the great difficulties they faced, including: a) waiting for placement into schools until the 

end of September which placed them in a 'catch-up position'; b) fùnctioning in a 'teenage 

environment', and c) progressing at an inappropriate rate within regular high school-either 

too slow or too fast for their needs" (p. 200). 

The satellite schools of the WAEC include the Adult Basic Literacy Program 

(beg i~e r  to Grade 8) on Elgin Avenue and the Adolescent Parent Program on Cecil 

Street. The WAEC's main school is on Vaughan Street in the core of downtown 

Winnipeg. There are forty Full time staffmembers in the day program and forty part time 

adult ESL instructors that work in the ESL programs. The students corne from diverse 

socio-cultural backgrounds, and in recent years there has been a demographic shift at the 

WAEC in the increase of Aboriginal students from the core area and those who have 

moved from northem cornrnunities to the city to further theû education and find 

employment . 

Many of the students who attend the WAEC are single parents holding down part 

time jobs, and individuah who did not complete a secondary education and are returning 

to complete hi& school credits. M e r s  are new Canadians coming from countries such 

as Vietnam, Korea, Centrai Arnerica, Eastern Europe, the former Yugoslavia, Iran, Iraq, 

Somalia, and Ethiopia and Eritrea. The mission staternent of the WAEC sums up its 

broader aims: "The Winnipeg Adult Education Centre works with adult secondary 

students who bring with them a variety of life experiences and cultural backgrounds. The 



mission of the Centre is to assist these students in achieving their education and career 

goals by providing the necessary acadernic foundation in an atmosphere of support, 

encouragement, and mutual respect" ( 1997-98 WAEC Student Handbook, p. 2). 

Profile #1 Rob 

"Om of the things t h  I like to do is provide a frmework where people c m  

make discoveries. Wheri people armr~d me me making discoveries, Ifecl a serise of 

accornplishment und a sense of having participated in a prmess that they will 

ncknowledge as signrficant .... The Wit~nipeg A h l t  EJucation Centre has been rejèrreci to 

as a school of second chance. -The term 'second c h c e  ' wmld qply to ail of otrr 

leamers-Cunadiat~ born und ESL. There is the saying rhat 'opporturtity kn& utdy 

orm. ' but ! disagrec. I think hat opporttrnities are ohvays b~ocking. ïhere are ahuays 

opportrrnities for fearning and irnproving one S fijii. " 

Background 

1 met with Rob three times during April -December 1997 to discuss his approach 

to teaching and learning. Rob has taught at The Winnipeg Adult Education Centre for 

twenty two years and currently teaches a variety of Endish courses ranging fiom ESL to 

university entrance English courses like the Literary Foms and the English 40G Core. 

Rob is a reflective individual who is comrnitted to teaching; he describes himself as "a 

renaissance leamer" who enjoys art, music, travelling, and reading. He is a world traveller 

and since beginning his teaching career, has spent most summers overseas. Rob speaks 

German and French fluently, and this summer he will be renirning to China to study 

Mandarin in Beijing. 

Rob grew up near Lynn Lake, a mining town in northern Manitoba. "Although 1 

comected readily with the world of nature in the north, I felt somewhat isolated by the 

community itself My interest in travel and my need to connect with other cultures may be 

a way of feeling more connected to the wider world. 1 can remember as a child seeing 

advertisements in the CNR station in Sheridan and seeing posters advertising the Cunard 

transatlantic routes and the poster did day 4 t h  me. 1 associated travei with a sense of 

adventure." Rob studied at the University of Minnesota , and at a religious college in 

California. He completed his Bachelor of Arts, Bachelor of Education, and Master's of 



Divinity degrees. Pnor to teaching at the WAEC, Rob taught in the Adult Basic 

Education Program at Keewatin Community College in The Pas, Manitoba. 

General Overview of Rob 's Educationai Philosophv and Perspectives on Teaching Adults 

Rob 's perspectives on adult education reflect the humanistic, progressive, and 

some elements of the radical philosophies. Based on Pran's (1998) frarnework, his views 

most closely paralleled the developmental, nurturing, and social refonn perspectives. 

Rob's holistic view toward adult education was reflected in his recumng references to the 

importance of integrating spiritual and philosophical dimensions of learning. A holistic 

education would integrate an, science, nature, the individual, and the community. The 

key concepts in Rob's perspectives include: fostering personal and intellectual 

development, leamer-centeredness, respect, and discovery. 

Role and Res~onsibiiity of the Adult Educator 

Rob sees his work as a %dancing act" of trying to meet the needs of the program 

and institution with the individual needs of the adult leamer. "'On one level, it is fulfilling 

my primary duties and responsibilities as prescnbed by the state. because 1 do work in a 

framework that views leaming as part of an institution and therefore I have to keep that in 

mind." Within that context, Rob incorporates his own beliefs and values about adult 

leaming. As a teacher, Rob also sees himself as a planner and a manager-a manager of 

time, teaching strategies, and teaching matenais. However, this planning and management 

occurs in a context of reflection. '1 don't work in the dark. 1 work in the context of some 

kind of reflection." 

Rob most identified with the role of the facilitator, someone who is guiding 

students to explore "leaming landscapes." Learning is very much action oriented and 

connected to personai exploration and development: 

1 would cal1 myself a facilitator. I am somebody who is there to point directions 

to other people. 1 don't see myself as an expert, but 1 see myself as somebody who 

cm direct the person to sorne sort of an expert. I can direct students to more 

information and sources. i suppose that 1 am tike a guide. I'm there to guide 

people to help them look at themselves to make their own discoveries. I'm also a 

'people person.' I enjoy leaming and 1 am a natural 'breaker dom' of information 



for people. Whether 1 would be teaching or not, I'd be doing that. It seems as 

though that is a natural part of my Me. 

Rob also identified with the role of the CO-leamer. "One always has a cutting 

edge in their personaVgrowth leaniing, and you share this with others. 1 had a teacher 

once who said that he had learned more than he had taught them, and I like that attitude. 1 

approach teaching in that way." 

Transfomative Educator 

Rob associated the term "transfomative educator" with a teacher who 

demonstrates authenticity in teaching. " To me, a transfomative educator is someone 

who is sincere and practicing what they really believe in." A transfomative educator, 

from Rob's perspective, is also a person who c m  provide students with a frarnework for 

comecting their learning experiences to the larger world. We also discussed the tenn 

"reformer" as it might relate to the adult educator's role. His response was consistent 

with his role as a facilitator: 

1 consider myself a reformer only in the sense that 1 can help people find out where 

they want to refom. If we look at some of the movements of our time----the 

native rights or the women's movement-I feel that I cannot speak for these 

people but I cm help the people speak for themselves within the movement. They 

have a validation for what they are talking about but a supportive outsider can help 

facilitate change. Teachen can help leamers articulate these expenences. 

Changes as an Aduh Educator 

Rob reflected on the changes that he experienced over the years as an educator, 

and he acknowledges making a transition from being the "expert" to being more of a 

facilitator. "1 think that in my earlier teaching expenences, 1 saw myself as a source of 

information. My role was to know and the student's role was to learn from my 

knowledge. I would go home at night and read al1 this matenal and then the next day, 1 

would tell it to the students." His views on teaching changed when he started working 

with adult students at Keewatin Comrnunity Coliege. He worked with audents on an 

individual basis, and began to understand them as unique individuals who had difFerent 

experiences and backgrounds. He also connects the concept ofpleasure and enjoyment to 

leaniing. '7 never used to associate leamhg with pleasure at the beginning of my career. 



Enjoying the process of learning is vital for me now. It bothen me that as teachers we 

have to assign grades and 'evaluate' learning. There is a tension between having to put 

down a mark for the authorities and then having sirnply to enjoy the process of doing 

things and making discovenes that are important to them." 

Values, Beiiefs, and Ideals 

In Our discussions, Rob drew a diagram that he said best reflected his ideals and 

values. The tiamework represents the value that Rob places on the philosophic, spiritual, 

and artistic dimensions of life. He sees himself more than ' a  teacher with a job." His 

position or role as a teacher does not acknowledge the 'khole personmwith diverse 

interests. Rob mentioned that he worked out this framework when he was stnigg!ing 

with his "status" as an educator and the way in which society tends to undermine teaching 

and teachers. He reflected on this: 

Some years ago 1 worked out a bit of a frame that applies to my way of Iooking at 

the world that can touch on my professional life as a teacher. I imagined a series 

of concentric circles that start with a circle which I cailed ' love.' 1 view this love 

as transcending and that would take us beyond time. The next circle would be the 

'circle of art. ' 1 seem to have a natural affinity and love for art. The next one is 

education. The last two circle include 'eaming a living' and my 'professional 

status' in the community. Perhaps this last outer circle is the least important for 

me. At any rate, the circles reflect and integrate with each other. 

Rob believes that Adult Education should provide opportunities for individuals to 

explore their interests and realize their potential. Education should provide individuals 

with opportunities to explore the options that they have in life. We discussed the 

emphasis that the school system places on marking, accountability, and evaluation. Rob 

believes that resistance and drop in adult education result from institutions tiom 'the 

outside" not really understanding the needs of the client base. He reflected on his 

experiences teaching at Keewatin Comrnunity CoUege and he annbuted the success of the 

literacy program to being grounded in the realities of Me in northem Manitoba: 

Ideally, educational programs should corne fiom a need within the comrnunity and 

they should be engineered in a way that people can identi* with their own realities, 

not exclusiveiy, but in a greater way than what we are doing now. We have to 



focus on prograrns where students can find meaning for themselves. We are too 

work and grade focused. People lose touch with their creative side. We have to 

examine the rneaning of 'improvement' in education. lmprovement may not 

necessarily translate into a grade or economic success. We have to emphasize 

personal development, awareness and pleasure in learning as egually acceptable 

goals. We have corne dong way, but the changes have not been activated by the 

system, that's for sure. 

Rob sees education as having a tremendous potential to change society in a 

positive way, but only if we can move away fiom a narrow view that connects "academic 

excellence" with success. He cited numerous examples of students who had not ben  

successful academically in his class, but had changed their outlook in life and becarne more 

optimistic and confident. In his view, literacy education should not be regarded as "a 

commercial enterprise." He further noted that he sees the classroom as an agent for 

social change. "Ideally, if we could get beyond the necessity for competition, and explore 

the areas of personal growth and personal development, we could apply these in a larger 

context-either societal or global. Right now, our educational institutions reflect the values 

of a society that is very cornpetitive, consumer oriented, and hierarchicd." 

Learning; and Learners 

Rob views leaming as more that a process of acquiring information or developing 

skiils and cornpetencies. "Leaming means a chance to explore some of one's own interests 

and discover elements in one's own vocabulary that one hasn't been able to articulate. 

Leaming means developing a certain style of life that centers around a 'joie de 

vivre7-large or small. The realization came to me several years ago that there is a 

connection between personal growth and what some would regard as objective or abstract 

learning. There can be a cutting edge in looking at a painting, or reading a poem, or 

hearing music that can tap a personal need and that this cm be a focus for further 

exploration." 

m e n  in his English classes, Rob will integrate music, art, and film with teaching 

poetry and other fonns of literature. Wany students are unaware of their interests." He 

is trying to provide students with an opportunity to see leaming as something enjoyable 

rather than something associated with stress and routine: 



I think of teaching literature as tapping areas of the imagination. That is the world 

of fantasy and projection, the world of societal interpretation-it is very much 

connected with the world of art. 1 want students to learn to trust their own 

judgments and to l e m  to enjoy. What may be difficult is the language barrier or 

the difficulty of the content. I try to work around those baniers. 

Rob described his learners as "largely young adults who have lefi high school. 

Some have been in the workforce and are retuniing to complete their high school. I also 

work with a lot of ESL students-adults who have lefl one culture and are engaged in 

finding a place in another." Rob addressed some of the barriers that adult learners 

expenence when they return to school. "So much of leaming is co~ected  to motivation 

and our students have so many psychological, family, and financial problems that interfere 

with their motivation and leaming." Despite the bamers that these audents may have, 

their decision to return signified a motivation to affect some type of change in their iife. 

Two of Rob 's classes completed the Adult Leamine Questionnaire (see Appendix) that he 

distributed. Their responses to the questions on reasons for retuniing and the barriers to 

learning closely parailel Rob 's own observations about the difficulties and challenges that 

his students expenence: 

Life experience certainly showed me that without an education life is pretty 

limited. I knew what 1 wanted to pursue and it involved retuming to school. It is 

not easy raising a farnily with lirnited fbnds. I knew that I wanted to set an 

example to my children so that they would understand the importance of study.. -1 

would Say that financial pressures, raising children, low self-esteem, and fear of 

failure are the major factors infiuencing adults' inability to l e m .  I know so many 

adults who are under so mrich pressure while going to school. 

*** 

Mer twenty seven years of marriage to a minister who was ernotionally and ] 

physically abusive, 1 was tired. Healing has taken many forms over the years to be 

strong enough to leave, not only my spouse, but my children ... I've learned that my 

brain has not atrophied. My joumals helped me to express my insights and 

preserve rny sanity. My skills are sharpening as I'm interested in a wider scope of 

life. For me, heaiing began in aboriginal workshops with Abonginal teachers.. -1 



listen to the problems that many of the students here have. GrieS sexual abuse, 

and violence in families interfere with their ability to study. 
*** 

Three years ago 1 went into treatment for chernical dependency and slowly 1 began 

to reaiize that 1 was by no means living up to my potentiai by working in a factory; 

fortunately, the plant 1 was working at went banknipt and that pretty mucb made 

the decision for me to retum to complete high school. 1 am pleased with my 

decision. G~ing back to school has offered me the self-respect and dignity that 1 

was lacking for a very long time. 1 have always considered myself an intelligent 

person; however, with nothing to gauge rnyself against, 1 was never sure if it was 

just wisfil thinking.. . 

*** 

1 moved back into the city in December 1996, and shonly &er 1 enrolled at the 

WAEC. 1 did it because 1 felt 1 had to prove to rnyself that 1 could do it. During 

my illness, 1 was told 1 probably wouldn't make it. Throughout my life, 1 did 

things to prove to others 1 could do them. My returning to school is to prove to 

myself that 1 can do it. I've always maintained my learning over the years; 1 just 

didn't have a formai setting in which to test the knowledge that 1 had acquired 

through those years ... Joseph Campbell pointed out: 'You go to school to get your 

degree. You leave school and then you get your education.' 1 went the other 

way ... and with al1 honesty, 1 think that education goes far beyond the classroom of 

any institution. In many cases one is taught only a certain view of history, culture, 

and the environment. 1 was more interested with the cultural traditions outside 

Western Society .... school teaches guidance and 1 wanted answers. 

I eventually discovered that if one wants those answers, one must seek them on 

their own. I've also learned that it's not what you leam or where you leam; it's 

what you do with the information and knowledge that's you've acquired. That 's 

wisdom, and it's my sincere desire to anain that wisdom some day. 

Orientation to Cumculum 

Rob approaches teaching English from both a transactional and transformational 

perspective. His approach integrates aspects of constructivist theones of Ieanùng (Candy, 



199 1) and transformational approaches to teaching English ( Greene 199 1; Peim, 1993). 

While Rob begins with the student's expenence in writing, he encourages students to go 

beyond their view to consider broader and more critical perspectives. Developing reading 

comprehension skills, especially at the higher level such as Grade 1 1 and twelve involves 

learners being able to think, read, and write on three increasingly difficult levels: 1)  & 

literal level which involves a basic understanding of the literary or non-fiction work; 2) a 
interpetive level which requires leamers to make connections and draw Uiferences fiom 

their reading; and 3) the andvtical level which requires individual learners to synthesize, 

evaluate, and reconstruct salient ideas discovered in the reading of different texts. 

The assignments and student writing simples that I reviewed fiom Rob 's classes 

were consistent with Rob 's beliefs about literature being a vehicle for developing 

understandings about the self and the world. While he emphasizes the importance of 

students being able to understand the structural elements of fiction and non-fiction such as 

theme, conflict, character, and tone, understanding the terminology is secondary to 

appreciating and enjoying the literary or prose work. "1 start with persona1 interest and 

personal reflection. and 1 offer choices in what students can read and write about." When 

the students have comprehended the general meaning of the story or poem or essay, then 

they are more likely to understand the stylistic and stmctural elements with deeper insight. 

Rob teaches fiom a thematic perspective and the prose selections that he showed 

me contain a number of interdisciplinary topics that included: Aging, Art and Media, Race 

and Ethnic Studies, Psychology, and Sociology. The selection of the essays is based on 1 ) 

student interest level; 2) currency issue; 3) readability; 4) moderate length; and 5) broad 

subject variety. The selections contahed a balance of male and female authors who were 

writing fiom different perspectives. A number of the witing assignments were 

contextualized; a realistic situation, a specific purpose and audience were part of the 

writing task. One of the essays focused on television addiction. The writing assignrnent 

asked the students to write an essay for a news magazine or local paper examining the 

causes of another kind of non-substance addiction such as gambiing or shopping. 

Rob describeci a successfùl unit on society that included an analysis of various 

genres and foms of writing. The final assignment chailenged the students to reflect on the 

topic: "Nienation, media bombardrnent, aging, violence, capital punishrnent, dealing with 



bureaucracy, and going to war are some of the issues this unit present. Select one issue 

and discuss how much of a problem the issue is in our society. Decide what can be done 

by the individual and by society to solve the issue or to prevent it from becoming a major 

problern." Rob aiso asked his students to find other poems, songs, essays, or stories that 

would be relevant to the unit on society. 

One of the non-fiction texts that Rob uses with his Grade 1 1 class is Dimensions: 

A Book of Essavs. The text includes a variety of expository, narrative, descriptive, and 

persuasive types of writing . The essays are grouped thematicaily and include topics such 

as Vahiring Lije, Techno fogies and the Firtrcre, issues und Annuers. Lves fy /es and Leisure. 

a d  Relationships and the Individuals. The essays include an integrat ion of cont emporary 

and classic writers such as Samuel Johnson, Stephen Leacock, Margaret Laurence, and 

David Sumki. Each of the essays includes a variety of literal, interpretive, and more 

analyticd questions. 

In the Literarv Forms class, students are required to write essays and research 

papers relate to themes in the literature (e-g. nemes of Survival in the works of Margaret 

Laurence; and The Nature of Evil in Dos~oevsky 's Crime and Punishent . When 1 asked 

Rob which novels and plays have been most popular with the adults that he teaches he 

highlighted severai factors: "A number of the books, essays, and plays that we explore 

deal with human interests. A cornmon theme is self-development and self-discovery. 

Books like Crime and Punishment have been popular with some of my classes I think 

because many of my students have been in some kind of contact with the justice system 

and analyzing the novel gives them an opportunity to explore issues and find their own 

'raison d7etre.' Some of my students have had brushes with the law and have spent tirne 

in jail. The idea ofjoumeys and characters going through stress and disappointment in life 

also appeals to some of the students who are facing similar situations." Rob also cited 

that poverty is a reality in many of his students' lives and books like Under the Ribs of 

Death and Crime and Punishment acknowledge this reality and the students can relate to 

this. Rob mentioned that many of the students, especially at the lower levels (Grade 9 

and 10) have never read a novel or play, and he finds it rewarding when the students 

respond positively by wanting to read and write more. '7 see improvements in my 

students' writhg skilis. 1 see a gradua1 development in situdents wanting to take more 



initiative and think independently. One of the values of teaching literature is that d gave 

me a perspective on leaniing for personal goals and not economic ones; although the two 

are connected, we have to see the power and stimulus that can corne from exploring ideas 

in novels/literature for oneself" 

Preferred Teachiner and Learning; Strateaies 

Rob uses a range of techniques and teaching /leamhg strategies. Questioning, 

group discussions, journal writing, and individual library research are integrated into the 

lessons. "The techniques might look pretty traditional, but I try to provide a context of 

choice and variety. 1 try to engage the learners by asking basic questions when we are 

studying literature: couid this happen? Has this happened to anybody that you know? We 

might have a reading and then a set of interpretive questions." When teaching a play like 

Shakespeare's Twelfih Ni@, Rob will use the film as a vehicle for helping the students 

understand the basic plot and characters. The w&ing amples that 1 reviewed 

demonstrated the students' ability to think both reflectively and critically. 

Dilemmas 

While Rob enjoys his work he described certain limitations and constraints. He 

would like to have more time to develop his research interests in cumculum development 

at the higher levels. It is interesting to note that Rob ofien referred to the school division 

as an anonymous "system." The educational system in his view, does not do enough to 

acknowledge creativity and individual diflerence-either with teachers or with the 

learners. ''1 think that there should be an increasing acknowledgrnent of adult education 

by Our entire culture-ABE prcgrams do not seem to have the suppon either financially or 

morally 6om Our society. 1 have to work within these tensions." Rob also finds it a 

challenge to be working in the downtown core area with adult learners fiom diverse 

backgrounds. "1 enjoy the concept of a downtown education centre for adults. I think 

that if the civilkation loses the vitdity of its central exchange centre, it loses a centrai 

pillar of society." We had discussed the fragmentation and continued deterioration of the 

core area of Winnipeg, and the impact that this deterioration has on the students. In 

recent years, Rob has observed more of his students burdened by multiple problems 

-financial, psychological, and social. 'We have to have an optimistic outlook for renewal 

and our students need to be part of that." 



sumrnarv 

Rob's responses to the questions in the interview are consistent with Pratt7s(1 998) 

conceptualizations of the numiring and developmental perspectives on teachuig and 

learning. The high scores on the humanistic, radical , and progressive adult education 

philosophies are also congruent with the values, beliefs, and ideals that Rob expressed 

about teaching, learning, and life. Rob's divergent leaming style (Concrete Experience 

and Reflective Observation) is reflected in his preference for teachingflearning strategies 

that involve brainstorming, reflective questions, and small group discussions. His use of 

joumals and more creative writing projects also reflects his divergent leaming style. Kidd 

( 1973) emphasized that adult educators should help assist leamers in the process of "being 

and becorning" and Rob 's attention to the dynamics of leaming rather than "the 

techniques of teaching" reflect this existentid perspective. 

Nthough he did not directly refer to a specific learning theory or philosophy of 

education, his ideas reflect number of the themes in transformative theories of leaming. 

Mezirow (1 985) that the crucial sense of transformative learning is 30 gain a sense of 

agency over ourselves and our lives" ( p.5) Students are challenged to let go of self- 

defeating conceptualizations of themselves and search for new understanding. 

Daloz( 1986) maintained that educators can support this process by providing support, 

challenge, and vision. Rob 's approach to teaching English emphasizes the development 

of connected and "conaructed knowledge" (Belenky and associates. 1986) where 

individuals integrate new knowledge with the "inner truth" of their own experience and 

personal reflection. Rob's aim is to foster in students a love for leamhg and 

independence. Authenticity, growth, and interest are key themes in his overall 

perspectives. '1 am probably an exarnple of a lifelong learner. i am someone who keeps 

finding things interesting. I hope that I can convey this interest to my students. I don? 

necessarily pick up languages quickly or understand art easily, but I want to l e m  and find 

out answers." 

Profile #2 Ross 

"1 want to engage stt~dents , not alieme them.. . . . . the szurting point for nie is in 

wessing the neeh cmd skill IeveI of s~udents. " 



Background 

Ross has taught at the Winnipeg Adult Education Centre for sixteen years. Prior to 

being at the WAEC, he worked as a student advisor at the University of Manitoba. He 

also worked as a librarian and taught English and History for three years at a high schooi 

in Morden, Manitoba. Ross grew up in South Carolina and moved to Saskatchewan when 

his father accepted a position as a Biochemistry professor at the University of 

Saskatchewan. Ross compieted his Bachelor of Arts degree and his Bachelor of 

Education degrees at the University of Saskatchewan. He aiso completed a number of 

courses toward his Master's degree in English from the University of Manitoba. Ross has 

taught in al1 of the English programs at the WAEC. His current program includes Grade 

12 Transactional English and English 40G Core (Grade 12 University Entrance), and 

Continuous Intake, a more individuaiized fom of learning that helps students who have 

enrolled late "'catch up" so that they cm integrate more smoothly into regular classes. 

General Overview of Ross's EducationaJ Phiioso~hv and Pers~ectives on Teachine Adults 

Ross takes a very pragmatic approach to teaching. He mentioned that he has "no 

illusions about teaching adults" and that adults learn best "in an emotionally supportive but 

controlled environment with clearly stated objectives, clearly understood instructions by 

the students, and a sense that the instructors is actively interested in each student as an 

individual." His high scores in the progressive, behavioral, and humanistic adult education 

philosophies are consistent with his aims and ideals. Based on Pratt's ( 1998) model, 

Ross's teaching and learning conceptuaiizations most closely parallel the transmission and 

developmentai perspectives. Clearly stated objectives, realistic feedback and realistic 

evaluation, self-direction, and critical thinking were recurring phrases in Ross's 

descriptions of his approach to teaching. For Ross, being cteacher-cemered" is not 

incompatible with being caring, respectful, and supportive as a tacher. 

Role and Resuonsibility of the Adult Educator 

Ross most identified with the roies of facilitator, researcher, planner, reflective 

practitioner, and mentor. He preferred the term facilitator rather than instructor because 

facilitator has an action focus to it while instructor has a authoritative and static quality to 

it. Good teaching involves an educator who is knowledgeable, perceptive, respectful, and 

responsible. '7 think rny primary responsibility is to the students in my charge. 1 try to 



make sure that everything I do is geared to their benefit. 1 also have a responsibility to the 

school system and the school, and I have to keep that in mind. I have been hired to do a 

specific job. I work in an imer city high school for adults, and keeping that in mind, it is 

part of my job to understand who the clientele is. My approach to teaching and the 

expectations of learning that I have for my students are modified by the mission of the 

school and the realities of the clientele." 

Ross sees himself as researcher in the sense that he is finding out who his students 

are and what rnaterials/resources would meet their needs and interests. He describes 

himself as a "mechanical and intuitive person" who has a practical focus of teaching. Ross 

told me that he rarely reads educational theory; much of what he has learned ahout 

teaching adults has been through careful observation of his behavior and his students. He 

becomes interested in a theory when it has practical value. For instance, he enjoyed 

attending a senes of workshops on Leaming Styles and he applied the information to his 

own teaching. While he describes himself as "an absiract sequential leaner," he noted that 

many of his students are "concrete sequential" and that they prefer highly organized and 

structured outlines and assignmentd tasks that indicate a specific tirne frame for 

cornpletion. 'The starting point for me is the student-to find out what their needs are. I 

oflen will use the Greeorc Learning Stvle Deiineator to help students become more aware 

of their strengths and preferences and to build on areas that may be 'less developed'." 

Effective planning emerges out of accurate needs assessment and placement of students. 

While Ross sees planning as "criticai to good teaching", teachers need to have flexibility in 

their approach. This flexibility evolves from experience and a critical reflection on the part 

of the teacher about their own practice. "1 am always reflecting on what I do in the 

classroom; what works and what doesn7t. 1 don't want to alienate my students; 1 want to 

engage them in leming. A major challenge that 1 have is seeing how far 1 cm take my 

students .... 1 try to think of a lot of ways to motivate my students so that they are 

interested in coming to class." 

Transfomative Educator 

When I asked Ross what the term ''transfomative educator" meant to him, he 

connected it with significant change in dEerent areas-not necessarily in thinking more 

deeply or critically: 



To me, a transfomative educator is someone who can affect a positive change in a 

student. This change is related to the skills that they may leam. For example, in 

my Transactional English class, students l e m  to recognize and write in dserent 

forms and styles of writing. They l e m  how to distinguish persuasive and 

argumentative writing fiom narrative fonns. They may also l em  to write 

editorials and respond criticaily to them. They leam to wite a letter of inquiry. 

They l em  to develop theû cornputer skills. They did not have these skills when 

they entered the class, and in this sense their ski11 level has been transformed. 

It is interesting to note that Ross connects transfomative learning to an acquisition 

in knowledge and information related to completing a specific task---his definition is 

more consistent with Mezirow's (198 1) idea of technical or instrumental learning. Ross's 

definition of transformation is also consistent with his pragmatic approach of developing 

skills and competencies in order to perform specific tasks. Ross mentioned that he tries to 

engage students "on a human level but always with a focus of 'let's get this project 

completed. "' 

Chanaes as an Adult Educator 

Ross believes that teaching expertise develops over the years and is made up of 

academic understanding, practical experience, and an excellent system of delivery or 

communication. The development of his own expertise in teaching adults parallels the 

changes that Pratt ( 1 989) notes of teachers whose teaching expertise evolves fiom 

"echnical and instrumental'' rnastery to a more critically reflective orientation: 

When 1 first started teaching adults in 1982. 1 think that 1 could characterize myself 

as someone who was corning in to deliver a class and it was very much based on 

'this is what you should know. ' Most of my materials were high school based 

rather than adult based. 1 tended to treat the adults like teenagers. Over the years 

1 have evolved fiom what you would cd1 a tacher-based to a student-based 

approach. 1 go into a class now trying to meet the individual needs of my students. 

1 am very clear on i d e n m g  the sWs that they need to develop , but 1 work in 

collaboration with the students. 

When I asked him if there was a metaphor that best describeci his role and 

approach to teaching he identined with a camp counsellor. '7 want learning to be fun, but 



we have to find comrnon goals and we have to take responsibility in attaining these goals. 

1 enjoy helping students get from Point A to Point B and 1 want the students to feel that 1 

have an emotional investment in their education." 

In addition to learning more about the individual students and their interests and 

leaming styles, Ross also emphasizes the importance of teaching keeping up to date with 

current issues and events in politics, culture, the media, and the arts. The wider the 

knowledge base they have in different areas, the more likely they are to help students 

make connections between subject disciplines and between their own experiences and the 

larger world. This view is consistent with Berliner's ( 1990) discussion of expert teachers 

as individuals who went beyond their own area of speciaiization. 

Values, Beliefs, and Edeals 

Ross suçgested that his own work ethic can be traced to his home life. Education 

and self-improvement were values that he leamed early on. His father was a Biochemistry 

professor who "devoted too much time to his work." Seeing his father7s workaholic 

tendencies made him reluctant to "put ail his eggs in one basket." He wanted a more 

balanced life. While the work ethic and taking personal responsibility are valued by Ross, 

he believes that keeping physically fit and taking time out to enjoy life are also important. 

He mentioned his love for opera, film, and books. 

When he reflected on his school experiences, Ross indicated that he hadn't reaiiy 

been chailenged at school; '4  discovered that you could get by on doing very little."As a 

teacher, he is committed to "stretch and broaden my students7 minds, not narrow them." 

He loves reading psychology and literature books and vaiued the insights about human 

nature that they could offer. He referred to the works of Car1 Jung and Sigmund Freud, 

and he enjoyed relating the personality theories to his own life. His work as a librarian 

was a tuming point in his decision to become a teacher. Finding it more interesting 30 

discover what is inside the books" rather than "handling the outside7' ofbooks, he decided 

to foilow his love for reading and literature by becoming an English teacher. 

Ross also referred to the importance of establishing respect and credibility as a 

teacher. "Respect is the bottom line of any good relationship. If respect is not there, 

Ieaniing c m o t  occur. Students wiU have a hard time leamllig from someone that they 



don? respect. 1 hope that 1 can also be a positive role mode1 in terms of punctuality, 

personal grooming, respectful interaction with others, completing goals, etc." 

Learning and Leamers 

Ross's definition of leaming is very holistic and reflects both behavioral and 

humanistic perspectives on leaniing. As he reflected on the meaning of leaming, a number 

of insights were expressed: 

Leamhg to me means understanding how things work so that we c m  go on to live 

happy and productive lives. 1 think it was the Roman historian Seneca who said 'If 

we forget our past, we are doomed to repeat it.' Leaming is the acquisition of 

different kinds of knowledge. It is also tied to a personal understanding of the 

worid around you. People have leamed long before coming to the WAEC and will 

learn long afler they leave the WAEC. People are learning about life every day. 

There are people who have d e  and secure lives but not necessarily productive 

lives because they have decided to stop learning. There are people that I know 

who will cornplain about the rut they are in but they have to discover their 

interests. This discovery is also a part of Me leaming. The lac k of learning results 

in a type of spiritual death. 

Ross emphasized that he has no illusions teaching aduits, and that in his sixteen 

years of teaching al1 levels of Engbsh courses including a two year experience teaching 

basic literacy at Stony Mountain Penitentiary, he has met diverse groups of learners. "I see 

individuals who have come to the realization that there is a possibility for them to have a 

better life if they cm get an education. The degree to which this concept has been 

internalized often determines whether or not they will succeed in school. Often 1 see single 

mothers who are chronically fatigued but they have great mental aamina to accomplish 

their educational goals." Ross is very much aware of the baniers that his snidents 

experience, and while he is sympathetic to their problems, he tries to encourage them to 

take a more active role in changing their lives: 

1 believe that it is one of my roles to motivate midents and provide realistic 

feedback for them. 1 am not going to say: 'You can come when you want and 

you'll do fine in the course.' We have to encourage responsibility and goal setthg- 

--things that many of the adults coming to this school have never experienced 



before. The school culture here represents a difierent way of life from what many 

of the students have expenenced. 

Ross maintains that part of his job is helping students develop realistic action plans 

to accomplish their goals, and this narts by making sure that the student is placed at the 

correct level. He will use placements tests to make sure that his students are at the nght 

acadernic level. When 1 asked Ross to descnbe the barriers that his students experience 

rnost frequently he cited: physical and emotional health problems, poor study skills, a lack 

of cornmitment, dmg abuse, and financial problems. He explained that often students who 

have been labelled "underachievers" or "slow learners" still feel the psychological impact 

of these labels. ûthers who are academicaily very capable lack self-confidence. Tt is 

aimost as though they are afraid of success. They constantly underestimate their abilities. 

Every effort to encourage the 'at risk' student is important." On the other hand, notes, 

Ross, the teacher has to be realistic. It may be in the best inierest of the student to 

withdraw from classes and seek other options or retum later. Ross also emphasizes the 

importance of understanding how the background that adult leamers come from can 

influence the teaching-leaming dynamics: 

If 1 had to describe the adults in my class from a demographic view. they are 

primarily young adults who come From socioeconomically disadvantaged 

backgrounds. Many are First Nations people. We also have a high population of 

new Canadians. These new Canadians seem to have fewer problems and seem to 

adjust better to life in Canada. If you are escaping to some place that is more 

peaceful and where there is a promise of a better life, even though moving is 

stressful, there are elements of optimism and there are so many networks that 

support immigrant students. Our Aboriginal students have had a traumatic past in 

their own country of origin. They were forced off their own land to the reserves. 

There is a lot of anger and intemalized self-hatred and 1 realize that for many 

Aboriginal students who first meet me, 1 might project the image of the white 

capitalist male. Otten, students look at me curiously; they are sizing me up. 1 have 

to work hard to gain the trust of students, especially if they are fiom different 

ethnic groups. 



Orientation to Curriculum 

Ross's orientation to cumculum reflects both the transmission and developmental 

perspectives on teachlng. When t asked him what he wanted his students to leam most, he 

replied: "1 want my student to learn competency regarding form and orgariization in 

writing and 1 also want them to l em  that they cm be independent leamers outside the 

classroom." His teaching strategies will vary depending on the group of students. 

Whether there be a group discussion or individual work on the computer, Ross 

emphasizes the importance of time management and goal orientation. 'The discussion 

would not go on forever. We would have short and long term goals. The students have a 

purpose-whether they be working individually or in a group." 

His approach to cumculum planning and implementation also reflects the 

progressive and behavioral philosophy of adult education with its emphasis on content 

mastery and problem solving skills that have a practical application. It is interesting to 

note that the factors that Ross scored high on in both the Zinn ( 1994) Philosoohv of Adult 

Education Inventorv and the Conti ( 1978; 1990 revised) Teachin~ Style Lnventory were a 

combination of student-centered and teacher-centered factors. For instance, Ross 

indicated a strong agreement with both statements: the primary purpose of adult education 

is to develop the lemers' competency and mastery of specific goals and the primary 

purpose of adult education is to facilitate personal development on the part of the leamer. 

Practice and repetition was also ranked highly in terms of how people leam best 

(Zinn. 1994). In Ross's view, you are meeting the needs of some students if you approach 

teaching and leaming in a very structured seemingly "teacher-centered way. Some 

students need more direction and structure than others. 

Ross also addressed the difference in cntical thinking skills that he observed when 

he compares the Grade 9 class with the Grade 12 class. The differences that he notes 

coincide with dxerences in intellectual development that Perry ( 1970) noted in his 

research with undergraduate students. "1 suppose 1 am more 'transmission' oriented at the 

lower levels. The opinions that students have at the lower levels are very 'tabloid' and 

stereotyped By the Grade 12 level, the students are more reflective. I don? have the 

same expectations of critical thinking skills in the Grade 9 and Grade 1 2 level." He funher 

refiected on some of these dserences: 



Many of our basic education students are very challenged and I have to recognize 

their limitations and stm to help them build basic sus-time management, study 

skills, reading comprehension-before we can begin to 'critically analyze' a story 

or poem. However, 1 still encourage some kùid of critical reflection by corning 

back to questions like 'Mat  can we l e m  from this?' 'Why is this important to 

know?' 

Ross related an interesting experience in his Grade 10 class that emphasizes his 

belief in teachers being able to foster an atmosphere of cntical reflection. During one 

class, the students were complaining about the goverment-high taxes, unemployment, 

lack of financial support, etc. "Rather than joining in on their complaints, 1 asked the 

students how many of them had voted in the last election. Only two people put up their 

hands. I then said: 'You can't complain too much if you didn't make the effort to vote 

and try to change things.' We then had a discussion on the power of people to change 

governmental decisions and laws. Many of our students live on the margins of society and 

have never voted. They have had little experience changing their own Iives, let alone the 

govemrnent ." 

This example reveals that at al1 levels that Ross teaches, he tries to connect the 

students' classroom experiences with the larger context in society. It is his emphasis on 

building specific skills at different levels where a shift from transmission to a more 

developmental and transfomative approach is evident. Based on his experience, students 

at the beginning levels of basic literacy need more structure, directio~ and basic reading 

and writing skill development. As students "move up" they need less direction. Ross sees 

nothing incompatible about being more a "technician" in terms of teaching grammar, 

punctuation, and sentence structure to students and his role as a facilitator "guiding*' 

students. When he taught at the basic literacy level, he would oflen use leaming modules 

that presented very concrete explanations of the parts of speech, sentence patterns, basic 

exercises in punctuation, and so on. He enjoyed seeing the students progress and feel 

more secure in their work efforts. He was there to explain, clan@, evaluate, and guide the 

students to 'more advanced levels." To sumrnarize, Ross's approach to teaching English 

at the basic levels is consistent with Pratt's (1998) Mew of the transmission perspective. 

Teachers emphasiring this perspective are expected to know their content weil enough to 



explain examples clearly and "speciQ with authority and precision just what people are 

expected to leam" (p. 4 1). Teachers 'caiso speak about the integration and coordination of 

their matenal or course with other parts of a program or curriculum, thus, implying 

assumptions about the hierarchical nature of the knowiedge they teach" (Pratt, 1998, 

P. 41) 

Ross believes that it is more important to teach the students organization and 

language skiils rather than literature. ''1 think that it has been discovered by professors and 

members of the business cornmunity that adults don't think clearly and in an organized 

way. Employers have found that student don? have basic communication skills. The 

students don? have the mechanics to do simple types of writing asked for in 

business-letters and memos. Adult leamers need to develop organization and writing 

skills that can be applied to different contexts." Ross sees the shift (less literature in 

English courses) as a positive one. "If you c m  slip in dong the way the joy of reading for 

pleasure, then 1 think that it is fine. But I've noticed in recent years that students can't 

appreciate "literature" because they don? have the cultural frarne of reference." 

While Ross teaches within a structured framework outlined by the Department of 

Education Guidelines for teaching the Grade 12 English elective Transactionai Fonns, he 

allows students to make their own choices, and the wide variety of research topics and 

papers of his students that i reviewed reflect this "student-centered focus. "Transactional 

English is matter of teaching effective forms. The fonns are pnmanly non-fiction such as 

persuasive essays, editorials, amotated bibliographies, research reporis, public speaking, 

interpreting graphs,etc. Then I try to find materials that exemplie these forrns and also 

have a high interest level. When choosirig materiai, I'm aiways asking myself, 'Will the 

students be able to relate to this?'" 

The outlines and assignments sheets that Ross shared with me were highly 

organized and specific. For example in weeks 5- 10, the students would cover topics such 

as the media and persuasive communication, editorials and documentary film reviews. By 

giving the students examples of specific forms of writing, he is introducing them to 

direrent wrïters' styles and 'îvays of thinking." Through this process, the students leam to 

differentiate between dEerent writing styies and fom and are thus better able to 

"reproduce" this style. Students are also given weekly feedback on their progress and the 



specific strategies that might help them irnprove areas of weakness. Ross's approach 

seems to integrate structure and direction with personal choice and flexibility. This is 

evident in the major research paper that his Grade 12 students must complete. 

For their major research paper, Ross encourages the students to select their own 

topic. The assignrnent sheet States: ''This should be a topic which holds a great deal of 

interest for you as it will be the focus of three months of work. This focus must be 

transactional-that is, it must inform, analyze, evaluate and interpret. You must also give 

a 45 minute presentation which would include audiovisual aids such as slides, overheads, 

charts, etc." The students' research papers that I looked at were on a range of topics: 

Schizophrenia, Attention Deficit Disorder, Sign Language, Space Research, and the 

Population Explosion. in the foiward to his essay on Population Explosion, one student 

explained the rationaie for writing the paper: 

Some years ago, I began to take notice of environmental tragedies occumng in 

the world. Words like acid rain ,deforestation, and global warrning peppered my 

vocabulary. When 1 discussed these discoveries with farnily and fnends. These 

issues appeared so large that 1 felt there was little I could do to affect the overall 

scheme of things. However, 1 had a genuine desire to find the tmth of what was 

actuaily going on. So I retumed to high school to complete my secondary 

education. 1 took the opportunity to take courses in World Issues, Geography, 

and Hiaory. M e r  completing these courses, 1 then had a basic understanding of 

the major problems plaguing the earth. Mer  this, 1 was presented with the 

opportunity to write a research paper and 1 retumed to my previous studies to 

cornpiete this task. Thus, I was given the excuse needed to review my newly 

acquired knowledge and put it to good use ... This research report is dedicated to 

my son, Alexander that he may enjoy a green and peacefùl pla.net. 

The research paper represents a culmination of the foundational skills that the 

students have been gradually building throughout the term with such assignments as 

annotated bibliographies, film reviews, editorïals, and persuasive and expository types of 

writing. The students are also encouraged to go out into the cornmunity to interview 

experts in the field that they are writing about. 



Preferred Teachine and Leaminn Strategies 

Ross incorporates a range of teaching strategies in the classroom. He does not 

follow a set pattern in terms of strategies. The strategy used would depend on the 

students, the subject level, and the content being addressed. His eclectic approach was 

evident when 1 asked him what activities 1 would see if 1 came into his class: 

We rnight be having an interesting discussion where 1 would be the class facilitator 

and I'd have quite a few people wanting to speak. 1 would encourage them to 

listen to what the person is saying, even if we do not agree with the opinion. 

Students might be working quietly at their desks on a project or they might be 

working on cornputers. We might be viewing a video and then discussing it 

afterwards. Students would be taking notes. 1 try to use a range of activities but 

my emphasis is on purposefil engagement. 1 will also speak to each student 

individually about their progress. 1 try to make the students very conscious of time 

management. Discussions would not go on forever. There should be short and 

long term goals. The students have to have a purpose-whether they be working 

individually or in a group. 

Surnmq 

Ross's philosophy of teaching is best described as "pragrnatic reaiism." He tries to 

find a mid-way between addressing the needs of his students while at the same time 

covenng curriculum objectives . The progressive philosophy is evident in Ross's concern 

for his students being able to develop skills that can be applied or transferred outside the 

classroom. Problem solving7 critical thinking, and mastery of skills in reading 

comprehension and writing through practice and feedback are recumng themes in the 

leaming objectives that he views as being important for his students. Clarity of course 

expectations, the correct placement of students an enthusiastic teacher, and chaiienging 

assignments that "engage not alienate learners" typify his perspectives on successful adult 

education. 

Profile #3 Suzanne 

"'1 disagree with the notion that a teacher cm teach any subject-ajack ofuif 

trades, u aaster of none. so to speak I ihink thar we need io encourage teachers to 

becorne more e p r t  in their hwwledge wea and in their teaching methodology. 



Teachers ne& ro be cunfent and cummzriiication experts. They need tu be k e n  observers 

of Ihe way rheir sr zrdents are perceiving m7d recr iving injormatiori. ' " 

Backmound 

Suzanne has been teaching at the Winnipeg Adult Education Centre for nineteen 

years. She grew up near Cardiff, Wales and immigrated to Canada in the 1970s. She has 

lived in Gemany and in London, England. Suzanne taught Senior High English and 

Geman in London for two years and in Manitoba, she taught English and French for three 

years at a Junior Hi&. She completed her Bachelor of A r t s  degree at Reading University 

in England. She also completed her Bachelor of Education and Master's of Education 

degrees at the University of Manitoba. She speciaiizes in ESL curriculum development. 

Currently. she teaches a combination of ESL and regular English classes at the WAEC. 

Although she teaches in both the regular and ESL prograrns, she prefers teaching the ESL 

learners as "'they seem to have fewer emotional bamers and they have a higher degree of 

motivation. 1 enjoy seeing their improvements and successes. i keep teaching because I 

enjoy the interaction with the students." 

General OveMew of Suzanne's Educational Philosoohv and Pers~ectives on Teachinq 

Adults 

Suzanne's approach to teaching adults can be described as holistic and eclectic. 

She had relatively hi@ scores in al1 of the adult education philosophies, and based on 

Pratt's ( 1998) model, her perspectives on teaching and learning were most consistent with 

the developmental , transmission, and nurturing conceptions. Key concepts in Suzanne's 

approach to teaching adults are content expertise and being able to convey expertise to 

snidents. fostenng cntical awareness and intellectud and emotional growth, and helping 

students develop competency in language ski11 acquisition. While she is very 

understanding toward her students and the barriers they expenence, she does not 

encourage dependency. Her approach is consistent with Pratt's( 1998) description of the 

"numiring relationship" between the teacher and student as being neither permissive nor 

possessive. "It is, in its own way, professional and demanding, characterized 

by a high degree of reciprod trust and respect, and always seeks a balance between 

caring and chaüenging" ( Pratt, 1998, p.49). Suzanne made references to Car1 Rogers and 

Abraham Maslow when she was describing the educational ciimate that she tries to 



establish in her classroom. Throughout Our conversations, it was very clear that Suzanne 

has high expectations for herself and her students. She beiieves that English teachers need 

to be expert in many areas; she would ofien make comparisons between good or ideal 

adult educators and those were ineffective. She had a very clear idea of how adults leam 

best and under what conditions. 

Role and Responsibilitv of the Adult Educator 

Suzanne most identified with the roles of Facilitator, Expert, Reflective 

Practitioner, and Planner most when we did the Kellv Reoertory Gnd Exercise. 'The key 

job of an effective adult educator in my opinion is to facilitate learning until the students 

become confident enough to be an instrument of their own learning." She compared her 

role to that of a gardener sowing seeds. "You have to be careful of where the seeds are 

planted. Nothing is going to grow unless the ground is prepared." In Suzanne's view, 

good teaching incorporates the affective and cognitive dimensions of leaming. 

Suzanne also emphasized that adult educators also need to be aware of the skills 

that employen are demanding more-problem solving skills, critical thinking, cooperation. 

"We ais0 need to zero in on facilitating the deveiopment of generai literacy skills." 

Students should be able to take what they have leamed beyond the xhool setting and into 

the workplace: 

I see my responsibility as raising their level of competence that was not there 

previously. With regard to their attitude and insight, they should be able to 

achieve a greater degree of awareness so that their outlook on life has been 

strengthened in a positive way. 

Transfc rmative Educator 

Suzanne defined a transformative educator as"someone who wants to be an 

instrument of change and who wants to transfon the way people think. In this respect, I 

suppose I do see myself as a transfomative educator." She exemplified her intereain 

fostering students' personal and social awareness of difKerent issues by descrîbing a 

successfu1 teaching experience that she had last tenn. Her class had been working on a 

thematic unit on prejudice and discrimination. Suzanne distributed a compilation of shon 

stories, poems, essays, and news articles for the students to read and discuss. Whde some 

of the students admitteci to having racist views and attitudes in the past, they stiU held 



those views. "They still told jokes, and looked down on dinerent ethnic groups, even 

though they knew that this was unfair or unjust. But 1 do believe that f i e r  we completed 

the unit and d e r  we had many discussions, their self-awareness was raised. The students 

went to the library and did research. I did notice an attitude change in the questions the 

students raised, in their writing and in the discussions that we had. When they heard the 

personal expenences of the students in the class who had been victims of discrimination, 

they began to change their perceptions. Their empathy level increased." Suzanne had 

shared some of their writing with me, and the following narrative exemplifies the student's 

ability to express their own voice of what it is like to experience being discrirninated 

against : 

Discrimination against native people, especially native women is arnong us and 

been for many years. The problem is society tends to look down upon us as 

uneducated, lazy, and on welfare, bringing as many children into the world relying 

on a big welfare cheque at the end of each month. We al1 want an education, but 

from past experiences, it is hard to obtain that goal at certain schools. When 1 was 

growing up, my mother wanted us to live in better neighborhoods and that meant 

living in a mostly white cornmunity. I would get taunted at school by the other 

students being called a 'squaw,' 'wagon burner' and other sayings that would 

bother me and bring my self-esteem dom to the point where 1 didn't want to go 

back. 1 dropped out of school at a young age because of the racial durs and the 

teachers not paying attention to the needs 1 had so then 1 became uneducated. 

Everyone one of us has some form of laziness but to judge people because 

of their race, creed, or religion is pure ignorance. Native women work very hard 

to raise their families, and that usually means being both the mother and father. 1 

myself am a single parent raising three children on my own. I work hard at making 

sure my children are well-fed, have clean clothes on their backs and are getting 

enough love and attention. The welfare system is abused by al1 races, not just 

native people. You hear about it in the statistics and newspapers. Being on 

welfare doesn't mean that you don? want to £ind a job. It's sometimes the only 

alternative to take.. . I'm glad to say there are more native women achieving their 



education to become successful role models. We now have doctors, lawyers, 

poiicewornen, and so forth. Perhaps in five to ten years from 

now, we will be looked upon as members of this productive society, instead of 

burdens living off taxpayers money. 

From Suzanne's perspective, narrative forms of writing such as the one above, 

enable adult learners to articulate their feelings and thoughts. The personal narratives 

from Suzanne's class that I reviewed focused on personal joumeys and tuming points such 

as being in jail as a result of political and religious persecution, agreeing to an arranged 

mamage. being saved fiom suicide by a tnend, and so on. The narratives give glimpses 

into the lives of these adults. Suzanne emphasized that the helping leamers "affirm their 

voice" is a step in the process of self-awareness and social awareness. Her transfomative 

approach to teaching English is evident in the way Suzanne integrates criticai reflection 

and personal relevance wit h the content. 

Changes as an Educator 

When I asked Suzanne how she had changed over the years, she said that she had 

become more reflective and critically self-aware of her work as a teacher. She is not as 

sensitive to student criticism. "Sometimes a student will corne up to me and Say how 

much he or she liked the class, but they were bothered by one thing and then they will go 

on to expiain this. I no longer take these cornrnents in a negative or cntical way. One 

should reflect on whether there is any tmth in the students' cornrnents. One shouldn't be 

too quick to dismiss 'negative7 feedback." She also commented on how much she has 

learned about adult learners and their perceptions. Te l l ,  I have learned that as a teacher, 

you have to be very careful not to offend adult students-they are very sensitive." 

Values. Ideals. and Beliefs 

The beliefs that guide Suzanne's practice stem from her education and upbringing 

in Wales. She said that she learned empathy and kindness fiom her grandmother and tiom 

her parents, she learned determination and responsibility. "My father was a hard worker 

and he encouraged me to go to university. He sai.d: 'You don't want to end up working in 

a shop iike me.' It never entered my mind that 1 would not go on to krther education. 1 

believe in a principle of trying one's best and trying to look for the positive and not the 

negative." She reflected on her educational experiences in high school and remembers 



being taught in a very c'instructor orienter way. She learned best fiom teachers who 

were non-conf?ontational. Suzanne also describes herself as being more of a reaiist rather 

than an idealist. 

Suzanne believes that the teacher must possess both personality and academic 

skills. She views teaching as a complex process of decision making, which requires the 

educator to be knowledgeable in areas such as leaming styles, linguistics, leaming and 

personality theories, and testing and evaluation: 

Teachers must also be expert in interpersonal communication. They need to be 

keen observers of the way students are receiving and perceiving information. I 

think that sometimes one can be too involved in transmitting knowledge or in 

atternpting to convey a point without making sure that a firm foundation has been 

laid. Sometimes a teacher will spend too long on a topic or the students have 

missed the point. I think back to my image of the seed sower in the biblical 

parable. If students haven't grasped the point and the teacher does not see this, 

the student like the seed 'falls by the wayside.' 

Effective adult educators, in Suzanne's view, plan the leaming outcomes carefully 

and learning evaluations shouid be both summative and formative. A student's mark at 

the end should not be a surprise. They should be well prepared to write the exam. but it 

starts with clear planning frorn the teacher. The teacher should itemize learning outcomes, 

and the critena fiom getting from point A to point B. Course outlines. assignments, and 

so on are necessary. " Having said this, you need flexibility, but i really beiieve that at the 

heart of good teaching there is good planning. No student should be shocked by their 

mark at the end of the course or on an exam." 

Suzanne attributes her success in teaching ESL to her ability to recognize her 

students' ski11 needs and create lessons around building on those skills. "Also having been 

a Geman teacher and having learned Gemian not as a child but as an adult, 1 found that 1 

understood the problems of second language students better. You also have to keep 

building on your skills by experimenting with other strategies and techniques." 

Suzanne also emphasized that not al1 second language lemers want to be in a 

classroom where too much emphasis is placed on theù 'Yeelings and experiences." 

"Students want to leam gammar and effective writing strategies. They don't want to be 



siaing in a vague discussion group ail day." Suzanne raised an interesting observation 

regarding the discussion around "teacher-centered" and %dent centered" teaching 

(Conti 1985; Pratt, 1998). Traditional teacher centered approaches ( e g  lecture, practice 

and drill, etc) may in fact be meeting more of the stated needs of the students than the so- 

called "student-centered" techniques of group discussion and more informal self-directed 

leaming tasks. 

Leaming and Leamers 

Suzanne described leaming as "achieving a higher degree or level of competence in 

an area that they had prior to the learning experience taking place. This competence may 

dso be in the interpersonal area." She aiso noted that leaming can happen in an 

environment where students don? feel stressed. 

When 1 asked Suzanne to descnbe the leamers that she works with and to explain 

some of the difficulties that they experience in retuming to school, she had commented on 

their %der worid expenences with life" and their perseverance, a quaiity that she admires 

in her students. One of her students was a sixty six year old woman who had been a 

machinist for forty years and now wanted to become a secretary. She spoke about the 

many students that she has taught from diverse cultures who had been professionals and 

trades people and who had to reconstruct their lives. 'Despite the barriers they 

expenenced, they were always very hard working, hopeful and never missed a day." She 

also addressed some of the barriers that may interfere with leaming. Often, in our 

conversations she would contrast the ESL adult iearner with the "regular" adult leamer 

(Canadian boni): 

Adults also tends to be more susceptible to criticism than children; they are afraid 

of making mistakes. Our 'regular' non- ESL students have often had negative past 

experiences. When they were at school, they may not have been focused. School 

was not a priority. Family, dmg, alcohol, and emotional problems seem to be 

comrnon. 1 am always surprised about how candidly my students will write about 

very intimate and oflen traumatic problems and instances in their lives. if'they 

choose to retum, the negative rnemories are still there, and initially, they believe 

that things will be different. It is different for some, but unfortunately, some 

students return when they are not quite ready and they end up dropping out again. 



In contrast, Suzanne noted, the ESL leamer are "relatively well adjusted" and 

seem to have more in tact family lives. They have part time jobs, children at home, and 

yet they rarely miss and appear very motivated. 

Orientation to Curriculum 

Suzanne's approach to teaching English and to cu~culum planning incorporates 

transactional and transfomative components. She sees the value of teaching Iiterature as 

a vehicle for developing personal and social awareness. ' m e n  I teach a play like Arthur 

Miller's Death of a Salesman, we c m  discuss so many issues relating to work, success, 

families, disillusionment in life, and so on. This play works well with students from 

different cultures. We compare different perspectives on success." Suranne emphasized 

the importance of students understanding the elements of style, structure, tone, and theme 

as they apply to teaching works of fiction and non-fiction. With the ESL classes, a greater 

emphasis is placed on integrating grammatical structures and vocabulaxy in the literature. 

Students' writing is evaluated in four areas: content, organization, style, and mechanics. 

Her students' progress is evaluated on a continuous basis and students are aven at least 

twenty five assignments throughout term '20 ensure that they have enough opportunities 

to develop their style." The texts that Suzanne uses contain prose and fiction that cover 

narration, exposition, persuasion, and description. 

One of the texts that Suzanne uses in her Grade 12 ESL class is cailed Across 

Cultures (Smalzer and Lirn, 1994). The text includes selections of short stones, novellas, 

poems, and a short excerpt from a novel. The readings have been selected from the 

literature of countnes where English is a first or second language, including the United 

States, England, Nigeria, Australia, and Ireland. While reading comprehension skills are 

emphasized throughout the text, listening, speaking, and writing ski11 development are also 

integrated throughout the lessons. The approach is experiential rather than literary. 

Students are asked to use their own experience as a basis for understanding the works. 

Rather than focusing on the idiosyncracies of cultural differences, the selections highlight 

universal themes. The editors of the text aate that they "drew upon ideas fiom the 

integrated skiils as well as from the whole-language movement. We wanted to provide 

students with authentic literature which would naturally engage them in the language 

leaniing process as well as af5ord them an opportunity for increased seif-understanding" 



(Smalzer and Lim, 1994, p. ix). The questions and assignments at the end of each 

selection both a developmentai and transfomative perspective. The discussion and 

writing sections help the students explore the relevance of the readings in a larger context: 

to their own Lives or to people in general. The questions touch of psychologicai and 

socioiogicai issues. 

Preferred Teaching and Learning Strateoies 

Suzanne also incorporates roleplays, inte~ews,  and short speeches that encourage 

students to move "beyond the text" to interpret a character's role at another point in time 

or to take a stand on an issue from a different view point. Suzanne emphasizes that she 

wants her students to first relate the text to their pnor leaming experiences but she wants 

them to move beyond a more self-centered perspective. "Initially interpretation is in the 

eye of the beholder so to speak, but 1 try to raise awareness and consciousness so that 

each students brings forth their own views on the subject and then with discussion and 

hearing others' view, their perspectives will be broadened." Suzanne will often begin with 

narrative fonns of writing and then move into persuasive and expository types of writing. 

Dilemmas 

Suzanne made a number of interesting comrnents about the influence the students 

and the program cm have on the teacher's attitude and initiative. 'Teachers bring 

different strengths to their work. We don? al1 teach in the sarne way, and the key is 

finding the right match and context for your skills." Suranne had taught for two years in a 

basic literacy program that was very incongrnous to her own beliefs about adult education 

and approaches to teaching literacy. 

Her observations on individualized programs contrast with other teachers that I 

intewiewed who believe that inâividualized "modular" programs are "the only way to go" 

in terrns of meeting the needs of adult basic education students. Suzanne described herself 

as feeling like the "odd person out." The materials were outdated and the writing tasks 

reflected a mechanical view of teaching Enghsh. " The teachers who did seem to enjoy it 

there were not as focused on academic development 1 suppose as 1 was. Students were 

coming because their social workers told ihem that this is what they should be doing, 

because they had been aaying home on w e k e .  1 couldn't wait to lave teaching there. 



The drop out was high and 1 would say that only about 10% of the students ended up 

completing a Grade 9 standing." 

Suzanne touched on the idea of coercion and leaming. If the intrinsic motivation 

isn't there and if the students are entenng a culture that was very aiien or not persondy 

meaningfbl to them, resistance and drop out are more likely to occur. Quigley's ( 1990) 

study of drop out in adult basic education reinforces this observation. The basic 

assumption is that leaming cannot be forced. On the other hand, if the intrinsic motivation 

is there, but the other problems in the students' lives are too overwhelming, they are at a 

high risk of dropping out. Congruence both w i i h  the participant and beweerr the 

participant and the environment determine participation and persistence. Social, 

psychological, and institutional variables mediate "participation." (see Cross, 198 1; 

Boshier, 1 975; Merriam and Cafàrella, 1990). 

Suzanne's expenence also raised interesting issues around the way that students' 

behavior and attitude can influence the teacher7s outlook and behavior. She described 

feeling "dragged dom" by the magnitude of the emotional problems that her students had: 

Many had alcohol problems, many expenenced abuse-either they were abused or 

were abusers. I would say that they majority had children who had been taken 

away and placed in foster homes. 1 had some students who were in half way 

houses. These students had spent time in jail. Two had been convicted for 

manslaughter. These were individuals who could not seem to get their lives in 

order. One of my students was murdered and I went to his funeral. ho ther  

student who was doing so well (not academically by reguiar standards) and asked 

me to write a letter to the judge to dissuade hirn from going to jail. So I wrote the 

letter indicating the student's progress and his plans to attend Red River College. 

The student attended for two more weeks and then 1 never saw hirn again! The 

last 1 heard was that his wife or girlfnend had kicked hirn out because he had been 

abusive and unfaitffil. I found myself becoming progressiveiy depressed aller a 

day7s work. 

Suzanne's experiences emphasize a reaiity of teaching: students have an impact on 

teacher's perceptions and feelings of efficacy. Suzanne felt at a loss in helping these 

students; the level and the program did not coincide with her own intereas. The self- 



knowledge component in teaching centers on an awareness of the teacher's individual 

talents and then matching these talents with the appropriate setting. 

Surnmary 

Suzanne's approach to teaching English and ESL are consistent with constructivist 

and humanistic approaches to teaching and leaming. The ernphasis on prior knowledge 

and the comprehension of texts being an active an active constructive process and not 

simply "a matter of memorizing or "acquinng" knowledge" is very much a part of 

Suzanne's approach. Constructivisrn is focused on how leamers interpret events and ideas 

and how they "constnict" or build stnictures of meaning. Candy ( 199 1 ) notes that 

"learning entails an interactive relationship between new ideas, experiences, and insights, 

and existing fiames of reference, whe:e each interacts and mutually modifies the other" 

(p.295). Suzanne's emphasis on going beyond a self-centered perspectives to consider the 

opinions of others -whether they be other writers or students- coincides with Belenky and 

associates' (1986) description of the transition from "subject knowledge" where "one 

opinion is just as good as another" to 'connected knowledge" that begins with a more 

empathic understanding of divergent views. Suzanne's description of the changes that she 

observed in her students after they had completed the thematic unit on discrimination 

exemplifies this developmental process. 

Suzanne also provided a rationale that clarified her relatively high score on the 

behavioral p hilosophy with her more humanistic and transfomative focus in teaching. 

She said that when she was answering the questions, she kept thinking of different 

students and the purpose of the lesson: 

1 just don? see the two philosophies (behavioral and radical) as excluding one 

another. They may have opposite intentions? but as a teacher 1 don7t just teach 

with one goal in mind; often 1 am teaching many different things. 1 feel that 

different approaches can cornpiement rather than conflict with one another. My 

responses (to the inventories) depended on the questions being asked. I do see the 

importance of feedback, practice, ddi, and reinforcement when 1 am teaching 

conjunctions and transition words, but we do not do this exclusively! In ESL 

teaching, grammatical foundations and feedback are vital. One could discuss 

forever and the studcnts may be very knowledgeable about world issues but they 



can't express themselves, and their errors become fossilized. 1 would feel that they 

would miss out a lot if they didn't understand the foundations of organization and 

structure in wriùng a paragraph or an essay. Mastering these skills is part of a 

process that cm lead them in the end to entrance in a university or college 

program. We have to balance our approach. 

Profile #4 Bruce 

"Poeîry ailows my students to share their deepest fears.. .srne of the most tragic 

thiitgs in their lives. Many of my shrderzts are burdened &y terrifc emotiom. &y have 

to be iinshackied.. . . . . Wordsworth snid thut poetry is the spontaneotcs overflow ofpowerjbl 

feelirig. 1 think thal the w h l r  idea of teachiiig literattrre ami creative writing is to 

inform, upiij, and serve as a usrfirl pychological and spirituai p ide .  " 

Bac k-mound 

In addition to the WAEC, a number of other high schools in the division offer 

adult education programs. R.B. Russell Vocational School, in the core area of Winnipeg 

also offers courses for adult learners. Bruce, who fonnerly taught at the Winnipeg Adult 

Education Centre, currently works at R.B. Russell as an English and Creative Writing 

teacher. He teaches grades 10- 12; many of his students are in the age range of 18-23. A 

high percentage corne fiom an Abonginal background. Bruce describes himself as "'an 

inner city EnglisWCreative WritingLife Skills/History teacher with a martial arts 

background." 

Bruce has been teaching English for twenty two years. He grew up in Winnipeg 

and completed his Honours degree in English Literanire at The University of Manitoba. 

He also completed his Bachelor of Education and courses toward his Master's degree in 

English fiom the University of Manitoba. He is a published poet whose work has 

appeared in both Manitoba and other Canadian literary joumals. He also has facilitated 

numerous poetry writing workshops for teachers in the city. Bruce also taught for severai 

years in rural Manitoba and at St. John's Ravenscourt, a private school in Winnipeg for 

two years. I met with Bruce three time during June 1997 and January 1998. 



General OveMew of Bruce's Teachine Philosoohy and Persoectives on Teaching Adults 

Bruce's philosophy of teaching ideals most closely coincide with the radical and 

humanistic philosophies. Based on Pratt's ( 1998) model, Bruce's dominant perspectives 

closely parailel the social reform and nurturing perspective. Bruce sees literature and 

creative writing as vehicle for personal and social transformation. His approach to 

teaching Engiish and Creative Writing integrate elements of the deveiopmental perspective 

(Pratt and associates, 1998) with an emphasis on metacognitive strategies. critical 

thinking, and developing ways of ''thinking like a writer." The theme of the joumey and 

the quest for tmth and meaning through literature are cornerstones in Bruce's philosophy 

of teaching. 

Bruce's approach aiso integrates the two perspectives of transformative leamhg 

that Grabove (1  997) refers to. While the first strand emphasizes the rational, analytical, 

and cognitive process of transfomative leanwig, the second highlights the concept that 

transfomative learning is an intuitive, creative, and emotional process. This process often 

incorporates analytical depth psychology with its focus on images, myths, and fantasy. 

Role and Responsibilitv of the Adult Educator 

Bruce emphasizes the therapeutic value of studying literature and creative writing. 

He most identified with the roles: guide, provocateur, CO-leamer, mentor, role model, and 

expert. Bruce focuses on "demystifjmg the language of poetry to make it accessible to 

students from different backgrounds." He describes himself as ' a  cultural guide or priest" 

io introduce students to literature and to their own creative powers. 'The teaching 

context allows individuals a tremendous opportunity to think .... and 1 encourage my 

students to make psychological observations about their world." 

Transformative Educator 

Bruce is passionate in his crusade or mission of using fiterature and creative 

writing as a vehicle for personal understanding and transformation. As an imer city 

teacher for seventeen years, he describes himself as "teaching in the center of pain and 

poveriy" and this suffering, Bruce emphasizes, needs a voice. " A  lot of talented young 

people grow up with poverty, prejudice, and a lack of hope. They don? feel 

accepted ... Lots of students have lost fkiends and relatives through suicide. 1 try to get 



them to explore their feelings and share with others by writing about it." He describes the 

core area of Winnipeg as being fi-agmented and spintuaily desolate: 

When 1 think of the imer city 1 can't help but think of Yeats' discussion of 

civilization in his poem 'The Second Coming" where he points out that 'the center 

will not hold.' I see many of our students who are overwhelrned by their alcohol 

and dmg habits. Students who grew up in parentless homes are now parents 

themselves. Everywhere 1 see the streets pulling at them. Some may have 

committed murder. One of my students told me the other day that he has done 

enough to put him behind bars for iife. As an English teacher, you are in a position 

to teach skills [ for living]. . . .One of the greatest English novelists was Joseph 

Conrad and he wrote in Heart of Darkness the words 'we live in a flicker.' 

Conrad's statement that 'we live in a flicker' suggests Our particular dilemmas in 

this last part of the twentieth century. We seem to lack the self-knowledge and 

knowledge about ourseIves as human beings. We are unenlightened about how to 

change Our individuai and collective warlike nature. 

Bruce suggests that solutions revolve around more discussion to find non-violent 

answers. "'We need more art and more protest and more international communication. 

We need to critically examine the 20m century stress syndrome which would include 

corporate greed solitude, the empty church, starvation, war, sophisticated political 

propaganda, and media dependency." He sees writing and the study of literature as "an 

antidote" to malaise, violence, and apathy. 'There is a strong comection between 

freedom, liberty, and the uplifting of the human spirit and the potential of literature and 

other forms of writing do this. You c m  participate in democracy." He fùnher reflected 

on the meaning of transformation and education: 

Teaching is a humanitaiian act and 1 try to transform lives. 1 try to make my 

students recognize how vital they are and how, in fact, they can move mountains if 

they are willing to realize that their negative experiences in childhood can be a 

resource of tremendous energy and insight. If they can advance that to higher 

education.. .then they can become social workers and al1 sorts of professionals. 



Changes as an Educator 

While huce  believes that he is essentially as committed and passionate about 

teaching diverse groups of students as he was when he started teachhg nearly thirty years 

ago, he comrnented on the way that schools and have changed for the worse; they are 

places that contribute to alienation and "dem~tivation~~ of both teachers and learners. The 

one way that he has changed is in becoming more aware and sensitive to the emotional 

needs of students, and the urgency and need for radical changes in school systems. 

Values. Beliefs. and Ideals 

Bruce reflected on the role models in his own life that inspired and influenced his 

beliefs and values. He referred to his father, an orthopedic surgeon and a professor of 

Medicine at The University of Manitoba. "My father loved ideas and literature. His 

favourite book was Mobv Dick. My dad believed that his interest in readiny helped hirn 

write better medical articles and it also helped him relate to human beings better." Bruce 

also mentioned his university experiences and a very influential English professor frorn 

Ireland. Bruce describes hirn as a "philosopher, sharnan, social critic, and poet" who 

inspired him in his own writing and teaching. "John Moriarty was sharing, cornpassionate. 

and devastatingly honest in his insights." Bruce emphasized that these "mentor figures" 

influenced the way he views his role as a guide and ''cultural priest." He has tried to share 

my expenences in the study of psychology, literature, history, and political science in a 

secondary school context. 

In Bruce's view, the personality and the educationai background of the teacher are 

critical to setting a climate of leamhg. The teacher should be sensitive, compassionate, 

and knowledgeable. Teachen should be familiar with both classical and contemporary 

literature, political history, and social psychology. They must also be more willing to listen 

and leam fiom their students. 'What is wonderfùl about teaching is the discovery of the 

intelligence of your students. Your mission is to help these individuais feel hopefùl about 

themselves." Rather than dismiss or trivialize the problems that students may experience, 

Bruce believes that it is important for the teacher to "honour the pain of racism or abuse." 

Wlodkowski (1995) emphasized the effective adult educators share quaiities of 

enthusiasm, empathy, and excellence. As Bruce spoke, 1 kept relating his ideas to the 

books by writers like Jerold Apps, Raymond Wlodkowski and Stephen Brookfield about 



skillful teachers and teaching. Bruce 'fwdks the talk." He is able to put in practice his 

ide& about the teaching of literature and creative writing in a very challenging 

context-the i ~ e r  city: 

My teaching philosophy is what Picasso talked about-creating enthusiasm. I 

teach with a kind of Dionysian energy. Enthusiasm is contagious. If you are not 

interested in what you are teaching, if you have no detight in d, there is no sense in 

being there. I also teach with a lot of  wit, humour, irony, and absurdity. I 

sometimes think of myseff as an entertainer. 1 become a character in a 

Shakespeare play. Many o f  my students Say that 1 am in the wrong 

profession-that I should be an actor. 

Bruce dso emphasizes the importance of authenticity. He referred indirectly to the 

skills that Rogers ( 196 1 ) identified as being essential to good counsellors----empathy, 

unconditional positive regard, and congruence. Bruce also explained that he can relate to 

the personal anguish that many of his students experience because he has expenenced 

similar feelings: 

17ve had an intimate knowiedge of depression. I share my emotions. My students 

know I've been there. It's a destructive energy. I tell them that it doesn't have to 

be destructive. Depression is inverted rage about the human joumey. You have to 

sort out that inverted rage-redirect it and transform it into creative energy and 

find meaning in hard work and compassionate doing for others. I am like a dog 

with a bone. I won? let go. I won7t give up. I continue to encourage my students 

when they are facing tough times. The teaching act is a celebration of the 

individuaiity of each of your students, and to make those students recognize the 

possibilities of their intelligence. If a student cornes to me says 'I'm feeling temble 

and depressed,'I don? say ' I'm sony, I can't deal with that right now. I'm 

preparing Hamlet's 'To Be or Not To Be" soliloquy.' 1 stop and listen and try to 

understand and work toward a solution. 

Learnina and Leamers 

When 1 asked Bruce to describe what leaniing meant, his definition highhghts the 

radical and humanistic perspectives of understanding 1e-g as a process of intellectual 

and spintual transformation: 



Leaniing is a process of sharing and an atnrmation of our best selves. Learning is 

discovery. Leaming is an act of hope. Learning is something which promotes 

human spirituality. Leaming should promote eniightenrnent and understanding. 

Keats said that beauty is tmth and truth is beauty and that is al1 you need to know. 

What he is saying is that we should not back down from anything because it is 

ugly. We should confront everything that we see with our mind's eye. We have to 

try to understand who we are and the purpose of Our journey. We should try to 

understand what Shakespeare was saying in Harnlet when he said a human being is 

infinitely complex. We have to confront the darkness and the Minotaur in the 

labyrinth. In doing that we don't deny who we are. We have to face what 

happened in Bosnia and other events throughout the 20' century. In my classes 

with Grade 10,11, and 12 students I'll Say: 'Let's look at the world and see what is 

there. Let's look at ourselves and see what's there.' I try to make them reaiize 

that literature is a mirror held up to human nature. 

Bruce has been very vocal in his criticisms of the emphasis placed on 

transactional/Business English in the high schooi cumculum. Transactional English, which 

theorists like James Bnnon (198 1) see as distinct from the expressive and poetic 

dimensions emphasize audience, purpose, distinct voice, and "accurate communication" 

with greater logic. While Bruce does not object to the teaching of transactional English, 

he does object to its overemphasis and the increasing way the business and computer 

technology are shaping and directing the English cumculum. In Bruce's view, English 

teachers are increasingly seen as technicians who will implement the technical directives of 

a cumculum that is being uitluenced by the corporate world. He describes the current 

educational climate in Manitoba as "hostile to leaniing."He further expiained: 

We would be lost if we did not have an intellectual and spinhial conscience, yet we 

are heading for that now with the current goverment. ... tnie collaboration between 

administrators and teachers does not exist. The educational system fhctions in 

the dark seemingly immune to the urgent problems of today. I think that there is 

ment in teaching business communication, but it rerninds me of seMng up a meal 

that is dry and not nutntionaiiy sound for the soul. The beauty of teaching 

literature is that it is soul food. 



Bruce emphasized that the reading and study of technological manual for 

cornputers, business, and other technical trade related areas should be studied separately in 

courses that specifically deal with those disciplines. 'The study of literature (and creative 

writing) should be left alone because literature is an art form that explores the inner and 

outer dynamics of the human psyche and the human condition, something that a 

technological reading manual can never do." 

Orientation to the Cumculum 

Bruce's c~mculum orientation most closely parailels the transfomative 

approaches to teaching literature presented by such theorists as Louise Rosenblan ( 1968), 

Maxime Greene ( 1978; 199 1 ) and Nick Peim ( 1993). Literature is a vehicle for exploration 

other "landscapes of leaniing" and "the human mystery." The specific techniques that he 

uses for teaching creative writing and analyzing literature skillfùlly integrate constructivist 

principles of learning with the criticaYtransformative perspectives of "deconstructingy7 

literature. Bruce maintains that he "plays two games at once". In addition to the study of 

fiction and non-fiction frorn a wide range of sources . students also mate  their own 

literature-poems, short stories, editorials, etc. He explained his approach fùnher: 

1 want students to have exposure to a range of sources and writers-Manitoban, 

Canadian, international, and different histoncai periods. Then 1 believe that it is 

vital for the students to have the opportunity to develop their own literature. That 

is why over the years I have edited four volumes of students writing. 1 want the 

students to realize that they too can enter the literary process. 1 guide them 

through this joumey. Writing is an act of seeing. They leam to be good 

observers. If they are writing about character, they have to look at this person 

with their eyes and their emotions and intellect and create a picture. 1 tell the 

midents that writing is a tremendous communication tool. Hemingway talked 

about writing about what you know, not writing about what you don? know. The 

students in the imer city have lived horrendous khds of lives and you wonder on 

earth how they survived. W.H. Auden writes that poetry is the clear expression of 

moted feeling. 1 want the students to be able to articulate those feelings and in the 

process heal in some way. 



The anthologies of student writing that Bruce has edited over the yean reveal a 

snapshot of the reality of the students' lives and their experience of living in the core area. 

'The students' images are powerful and corne from real life. That is what poetry is. 

Poetry is not simply an academic exercise." Bruce contends that while creative writing 

allows the students to relw think independently and creatively about what is important to 

them, it aiso offers the student an oppominity to becorne involved with language, syntax, 

style, and logic. Reading his own poerns in class and explainhg how he organized them, 

bringing in creative wrïters fiom the community, and guiding his students through the 

study of classical and conternporary texts also give the students an opportunity to study 

and mode1 different techniques and styl~s of writing. 'The key to good writing is 

rewriting," Bruce emphasized. The creative wnting anthologies focused on themes such 

as Awareness: A Quest for World Peace, and Awareness III: A Quest for Hiaher Literac~. 

Selections from well known writers like Car1 Sandburg, William Carlos Williams, and 

Robert Frost are aiternated with the students' own writing. The themes that were more 

prevalent were ones focusing on absent parents, drug and alcohol addiction. time in jail, 

prostitution, and loneliness. 

Bruce ernphasized the importance of integrating contemporary and classical texts 

in class. He will also include Time and Macleans news articles that focus on 

contemporary issues. His students had read and analyzed articles such as 'Television 

Viewing as an Addiction" by Marie Winn, 'The Titanic and the Strange Nlure of 

Disasters" and 'The Endunng Cult of Sherlock Holmes." The materials reflect Bruce's 

love for literature and his very analytical approach to decoding and analyzing literature and 

other prose forms. The questions that he develops represent a sequence from more 

concrete sequential types of questions to more abstract and cntically reflective questions. 

For each unit studied (e.g. short stories, novels, etc.) Bruce prepares written 

sumrnaries, notes on the authors, and samples of answers in response to particular 

question- He wants to give nidents an opportunity to not only understand the socio- 

cultural context of the writer's world but also an insight into the thinking and 

organizational process that writers go through to produce their work. Bruce is helping his 

students develop a systern for understanding and analyzing Iiterary and non-fiction works. 



For instance, his notes on Robert Frost's poem "Design" included an analysis of the 

meaning of "design": 

Design is defined as a plan, purpose, intention, or aim. Some arguments for the 

existence of God are based on the philosophic argument fiom design-that 

because the world shows a systematic order, there rnust be a designer who made it. 

However, the word design c m  aiso mean a secret or sinister scheme-such as we 

attribute to a designing person. Frost's poem raises the question of whether there 

is a designer, or an evil Designer, or not Designer at ail. 

Questions on Arthur Miller's The Crucible challenged the students to consider the 

notion of evil. What is it? Does evil exist or occur in the world? Where and why? What 

is fear? How is fear diflerent from hysteria? The students were also asked t9 research on 

the Salem witch tri& and the conditions that led to them. Bruce weaves in a number of 

metacognitive strategies to heip students develop a deeper understanding of the text. 

Kurfiss(1988) suggests that by encouraging metacognition, educators cm foster critical 

thinking. Effective readers monitor their comprehension using strategies like sumarizhg 

key points, questioning the meaning and implications of the text, clarifjmg the text by 

rereading when a "triggering event" (such as inability to summarize a passage) signals a 

failure in comprehension and predicting what might lie ahead in the text. According to 

Kurfiss, teachers who want to facilitate their students7 ability to reason and become critical 

thinkers can dernonstrate and discuss their approaches to solving tough problems, or 

reading difficult material. They can facilitate class discussions in which students share 

their approaches to assignrnents that require critical thinking. Bruce's approach to 

teaching English incorporates many of these aspects that Kurfiss highlights. 

Preferred Teachina and Leaniinp; Strateaies - 

[t is interesting to noie that Bruce's scores on Zim's (1994) Philosophv of Adult 

Education Inventory reflected a high level of agreement with the four of the five 

philosophies; the highest was in the Behavioral philosophy, a belief system that wodd 

seem to contradict his humanistic and radical ideals. One explanation for his high score in 

the behavioral and in the liberal philosophies is C O M ~ C ~ ~  with his role as an "expert". 

Bruce sees himselfas an expert guide who is there is clarify, explain, analyze, and to some 

extent 'bduect'7 the students' progress. The emphasis that he places on creativity and 



personal exploration is balanced with his belief in developing structure and techniques of 

good writing: 

1 want to focus and go into the depths of one short aory or novel. 1 don? want 

five novels being studied at the same time. 1 don? want to come up with tiny 

group projects. I know the students are learning because they are participating and 

I see their writing and rninds evolving. 1 do lecture sometimes and if we examine a 

biography to get a sense of who Hemingway is, 1 also want the students to 

understand why he writes the way he does. Hemingway developed a code but 

there is also a code to read Hemingway. Through the questions the students ask 

me about Hemingway and his story "The Battler" I know the students are curious, 

and this cunosity motivates them to lem. Again and again, in our discussion, my 

students come up with some marvelous brilliant insights. ideas that 1 hadn't 

thought of 

Bruce is skeptical of "teaching methodology fads" be they "small group exercises" 

or "brain storming techniques." He notes that "the assumption about brainstorming is the 

person's brain has to be activated before any thinking takes place. In reality, people are 

always thinking. It is a naive assumption to think that with techniques and tricks, that 

students will somehow learn better. We have to ask ourselves the question: What is it that 

we want people to l e m  in the first place?" 

Dilemmas 

Bruce's outspoken views have created personal tensions in the workplace. He 

described numerous examples where he was told by the administration not to be vocal in 

his criticism of the school system and to "tone down" his focus on creative writing. He 

mentioned that he ofien feels alone in his quest for an education system that is attuned to 

the creative and spirituai facets of bot h students and teachers: 

Sometimes 1 feel as though 1 am the only English teacher with a degree in English 

in the school. Very few teachers have an understanding of the power of literature. 

It is a arange phenomenon in the system that you can have Physical Education and 

Geography teachers teactiing English. The assumption of middle management is 

that if you can speak English you cm teach it. There is a devaiuing of literature 

throughout the system. if1 could change something in the teaching environment, 1 



would work to change the administrative structure. 1 think that the education 

system has violated the teaching spirit over and over again. 

A number of Bruce's criticism about the education system coincide with criticisms 

that Aronowitz and Girow (1994) have made about a system that is too technical in 

focus; schools are compared to factories and teachers are seen as technicians and not as 

'Yransformative intellectuds". Bruce sees a basic problem in the imbalance of power and 

in the basic ideais and values of administrators who are not really focused on leaniing: 

Institutions have this terrible inclination to try to control the teaching act. The 

rniddle managers in the schools-the vice principals and the principals have too 

much power. The fact that the teachen are not protected by a vibrant union that 

does not have the political will to go vis a vis face to face with administration and 

cal1 to task accountability disturbs me. We as teachers are made to account for 

our actions; we have to be 'evaluated' regularly, yet administrators do have to 

dernonstrate their accountability to use. A fair and democratic civilization 

promotes justice and the celebration of individuality. 1 see the teacher as being 

much closer to the artist, and certainly very distant fiom the autocratie nature and 

tendency of many administrators. 

Bruce tiirther noted that if it would not be for his comrnitment to the students and 

love of teaching, he would find it too stressful to continue. Bruce's dilemma exemplifies 

the conflict that may result when a teacher's personal philosophy clash with institutional 

parameters and administrative agendas. Being "a transfomative educator" in the radical 

sense of what Paulo Freire and Henry Giroux describe is a political act which may result in 

a teacher feeling rnarginalized. 

Sumary 

The image that I had of Bruce &er our conversations was that of a kind and 

talented musical conductor or a master artist encouraging and guiding his students to hone 

their skiiî while developing their own unique style. When 1 asked Bruce what 1 might see 

if 1 came into to visit bis class one day, his response sums up his intentions: 

If you came into my classroom you would see a lot of activities. You would see us 

reading out loud. We might stop and work on how to read or we would have a 

class discussion on what is being said-what the point of view or syrnbolism is. We 



would be working together on interpretation and analysis. We would be 

discussing the themes, the characters, the setting, the sense of philosophy, or the 

intellectual tools that Lawrence or Maupassant or Kathenne Mansfield are using. 

You might see writers like Martha Brooks or Di Brandt speaking to our class. 

What is it that Carol Shields is conveying in The Stone Diaries? Was George nght 

to kill Lennie in Of Mice and Men? I'm not so much a methodologist as I am a 

chef s e ~ n g  up literature. Sometimes teachers get so caught up in methodology 

that they miss the value of reading and exploring literature with students. The 

methodology that I use is to let the literature flow and speak for itself. 

f rofile #5 Yvonne 

"Leaniing a second lunguage as an aditlt 1s probabiy one of the most iritellectually 

demanditg and dm?itirig tasks ewr to be imiertake>i. It shotrld br rio surprise then, that 

a h l t  immigrants who have been awuy from a f o d  rducatîon settirrg over an exteruied 

perid of lime und who may have limited formai edircation in theirjirst lariguage ofieii 

apprwch the ESL ciassrwm with considerable apprehensimr and fear.. .ln additiori to 

k ing  a lucguage teacher, the ESL teacher fills a rok of imparrer of the social, c.ttlr~rul, 

and polihzl aspects of Canadian sociry. Bused mi my experierrce. these two rules are 

also closely corimcted und highly interdepetident with yet amther role-that of cul 

rfjective co~~c~selior. " 

Background 

I met with Yvonne three tirnes dunng February-lune 1998. Y v o ~ e  has been 

teaching for twenty two years. S he is currently the department head for Adult ESL 

prograrnming at The Winnipeg School Division #I .  She has also taught courses in ESL 

Methodotogy at The University of Manitoba. Y v o ~ e  is an ESL researcher and curriculum 

specialist. She has worked with Cù)A(Canadian International Development Agency) and 

has spent time in the Dominican Republic helping develop literacy programs. She has 

written several books on ESL teaching rnethodology and she has had numerous articles 

published in various TESL (Teaching English as a Second Language) jomals in Canada. 

Yvome has been active in giving workshops and presentations at many of the ESL 

conferences in Manitoba and in other parts of Canada. She completed her B. A., B-ED. and 



M. A. degrees at the University of Manitoba. Her studies focused on French, English, and 

Psychology. She later specidized in curriculum development in Adult ESL. 

Yvonne grew up in St. Rose, Manitoba, a small farrning community just outside 

Winnipeg. She is of French Canadian ancestry and her great grandparents immigrated 

from Brittany to Canada in the 1900s. French is her first language and English is her 

second. Y v o ~ e  went to school in the countryside in St. Rose until the end of grade 8 and 

then she was sent to a convent school as a boarder. 'The experience of being placed in a 

strict French convent marked my life tremendously. 1 was the oldest girl in a farnily of 

nine children and I was told overnight that I was going to a convent. I had been put in a 

mother role for my two youngest brothers so when I went to the city, it was almost as 

though 1 was leaving my two sons." She describes henelf as being "a boni teacher." 

' m e n  1 was eight years old, the teacher wouid ask me to help the six year old children to 

do Maths and Reading. I went to a country school, and as you know, al1 these different 

levels are ail in one class. I also used to play teach with rny brothers and sisters until 1 

moved away to a convent school in Winnipeg." 

General Oveniew of Yvome's Educational Philosoph~ and Pers~ectives on Teachiny 

Adults 

Yvonne can be best described as a "humanistic educator" who sees teaching as 

another aspect of leuning; both are in a state of evolution. Based on Pratt's ( 1998) 

model, Yvome's teaching orientation parailels both the nurturing and developmental 

perspectives. Yvonne's humanistic philosophy of education is rooted in the practical 

reality of the students7 lives and goals. 

Role and Responsibilitv of the Adult Educator 

Yvonne maintains that her primary role as an ESL teacher is to be able to 

empower others so that they are able to "give of themselves the talents that they have to 

offer." She sees herself as a supportive non-judgmental person. " I see myself as a 

manager of the classroom but not of leaming. Leaming should not be controlled by me. 

It is a process of discovery. I aiso see myself as equal to rny students. They may be 

leaniing about life in Canada, but 1 am learning about them. 1 am leaming about their 

culture and changing rnyseif in the process." 



Y v o ~ e  sees teaching ESL as being rooted in the senlement process and the ESL 

teacher as a buffer between the culture and language. A good teacher, in Yvome's view 

mua skillfùlly integrate empathy, sensitivity, and perceptiveness with supenor 

organization and content knowledge skills. 'What am I called upon to offer, what are the 

objectives of this program, and what role am I to play in achieving these objectives?" It is 

in the ESL class that the students acquire information about and gain an understanding of 

the social, cultural, and political aspects of Canadian society. Yvonne most identified with 

the roles of the CO-leamer and counsellor. The teacher plays an important role in 'Yilling 

the vacuum that surrounds the aduit who has been transplanted in their adopted country." 

She referred to the class as "a d e  haven7' and "a warm nest" where an individual can gain 

confidence: 

My approach is based on the belief that success breeds success. Every ESL 

student has the nght to expenence success in some way every time he or she 

attends an ESL class. A good ESL teacher is one who can get into the skin of that 

student. The teacher should be connecting with that human being first and 

foremost. The content is secondary. What they leave the classroom with is not so 

much content; students can get so much information fiom computers today. What 

students cannot get fiom the computer is self-image and self-concept. A young 

man of Abonginal background came into my office the other day with a painting 

that he had drawn. 1 sat down with him and told him that I found his painting 

beautifùl. 1 asked him if he could draw me one. I don't care if that student and 

read and wite in a superior way; I let him know in a genuine way that he has a 

gifl. That is what is important. I love to find the strength in a person. Every 

hurnan being brings some gifi to the world, and if 1 can help them find this @fi, that 

is my primary job as teacher. i am not there just to teach thern lessons in reading 

comprehension and grammar. 

Yvome was most critical of the role of the expert in teaching ESL. She associated 

the roles of Manager, Social Reformer, and Expert with an authoritarian stance. She 

views the expert as a person who seems "al1 knowing" or the one with al1 the power. 

There have been too many experts whether they have been in the field of medicine, 

education, or science who have destroyed lives. 1 think of the experience of 



colonialization and the devastating impact that it had on the aboriginal people in 

Manitoba. Religious missionaries came to 'save their souls' and we ended up 

destroying the spirit of these people. 1 have known many 'experts' in my life and 

so often they have little regard for anyone else's opinion except their own. Who 

are the experts in education? They are not the teachers. It is the people with their 

Ph.D. degrees. Does any one question how the Ph. D. developed their expertise? 

We devaiue the experience of teachers. No, 1 don? see myself as an expert. 1 

prefer to think in terms of expertise-the students and my own. 

Transfomative Educator 

Y v o ~ e  was wary of the meanings of 'iransformation" and "transforrnative 

educator." While she acknowiedged that students can undergc significant changes in the 

process of learning, she is cautious of the "directive" role of the educator in triggenng this 

process. "It is not my intention to transfomi lives but I can touch students in a positive 

way that would give the individual an opportunity to see that he or she has choices and is 

not alone." 

Yvonne had been critical of a number of the factors in both Zinn's ( 1 994) 

Philosoph~ of Adult Education Inventorv and Conti's (1990) Teachinn Stvle Inventory. 

On items such as adult educators should "clarifi key social and political issues that affect 

adult leamers" she had circled either "neve?' or b'seldom." When 1 asked her to explain 

her rationale, she said that many students would consider it very threatening to bring up 

political and social issues, unless the students really want to discuss these ideas: 

The teacher should not be manipulating any political ideas in the ciassroom. This 

may be more appropriate with other groups, but it becomes more difficult when 

you have a group of adults from ten different cultures who are already dealing with 

their own personal cnsis. Immigrants are already going through a transformation 

by their very experience of being in a new culture. Their culture is continually 

being challenged in terms of religion, mimiage, child rearing, etc. If you stm 

bringing up these topics, they will Say: 'I can't handle this right now.' I've leamed 

this dong time ago. It is not my role to begin to cnticize a dictator Iike Sadaam 

Hussein. 1 am not going to disaiss politically volatile topics because 1 have 

students ftorn regions that may have been at war with each other. People's 



emotiond attachments are very strong. If a student has lost a parent or sibling or 

child in the war, you cannot be discussing this in class with people giving opinions 

and so on. Students will get very angry with each other and you are not 

necessarily helping jus because you address social issues. If people want to 

discuss those things, there should be opportunities for the students to do so, but I 

don't think you should use the ESL class to do that. 

Chanpes as an Educator 

Throughout the interviews, I noticed the way in which Yvonne would weave her 

own expenences of spiritual transformation with her work as a teacher and the experience 

of her students. Through her teaching, Yvette believes that she has deveioped more 

compassion and understanding for people. The stories of her students' lives have stayed 

with her and have inspired her in her own life: 

1 now understand the Spanish expression to 'struggle with life' instead of 

struggling against it. 1 am a partner with life. I am impressed with the courage 

that so many of my students demonstrate. They have gone through the worst 

traumas, and yet they are willing to start a new life with optimisrn. I've ofien 

recognued that 1 couldn't stop the war in Vietnam or Carnbodia, but 1 could do 

my very best for these people. When people don't have the langage they cm still 

sense that you care. 

Values, Beliefs, and ldeals 

Yvome describes herself as being "sensitized to other people's painy' and that she 

leamed the gift of compassion and empathy fiom her mother, a sensitive and spiritual 

person. The values learned from her mother have remained with her and continue to 

influence Yvome's teaching and research. The empathy that Yvonne has for the ESL 

lemer is expressed in the introduction to an article that she wrote about ESL teaching 

and the settlement process: 

Imagine yourself in the rniddle of Afghanistan, in a class of twenty audents from 

various parts of the world, none of whom speaks English. Four hours a day the 

teacher, who speaks only Dari, does her utmost to have you understand, speak, 

read, and write Dari. You try desperately to apply the background you have in the 

Latin alphabet to Dari script. M e r  one hour of concentration, you are exhausteci. 



M e r  the second hour, you are hstrated. By the third hour you want to scream, 

maybe cry, but most of al1 you want to quit. You have no choice. You must l e m  

Dari because you cannot go back to Canada. You have to live here in 

Afghanistan. You have to work here. Leaming Dari means survival. Sticking it 

out in the Afghan literacy class is the only way to go. Every year adult 

immigrants, most of who corne from China, Afghanistan, El Salvador, Greece, 

Vietnam, Carnbodia, Eritrea, Portugal, Laos, Iran, Iraq, India, and Pakistan find 

themselves in a situation that is more difficult than the one described above. 

(Rampaul, 1998, p. 20) 

Yvome sees language leaming as very much interco~ected with individuals' 

sense of identity and self-worth, and because of this the potential for psychological and 

social damage to students in the teaching-learning process are very great. As I spoke with 

Yvonne, and read the numerous articles that she has wrïtten on the immigrant expenence 

and learning ESL. 1 couldn7t help but make parallels between the tenets of Car1 Roger's 

analysis of "significant l e d n g  in therapy and education." Rogers ( 196 1 ) emphasized that 

many of the goals in counselling and in education are the same. The therapist in a 

counselling relationship should be a congruent and integrated person who is able to "step 

into the client's shoes". Rogers (1977) States that an ernpathic therapist "senses 

accurately the feelings and personal meanings that are being expenenced by the client and 

cornrnunicates this understanding to the client" (p. 78). For Rogers, empathy dissolves 

alienation and the non-evaluative and accepting quality of the empathic climate enables 

individuals to take a prizing and wing attitude toward themselves. The basic idea that 

therapy is a "process of becoming7' and that the therapist is instmmental in helping 

facilitate this process is a theme that resurfaces in the writing of Malcolm Knowles and 

J. Roby Kidd. 

Learninp: and Learners 

Yvome commented on an earlier definition that she had of leamhg as a change of 

attitude and behavior; now, she sees learning as more of a process of interaction and a 

process of amving at s h a d  understandings: 

1 have a lot more focus on understanding as an important part of leaming now. 

We can only be at peace when we understand. in the classroom context, if the 



students are participating in the process, the more meaning it will have for them. 

For meaningful and, consequently, effective leaming to take place, an atrnosphere 

of sincere caring for the student and of respect and acceptance for hislher 

background must be present. By being parachuted into a new country, a new 

culture, a new society, the adult leamer feels their own identity is being attacked. 

Students will often Say to me that they feel like 'a fish out of water.' The student 

may or rnay not have tndy chosen this country; he or she may have known very 

little about this country and how it operates. We have to give these students an 

opportunity to express their perceptions and feelings of isolation and 

uprootedness. 

From Yvonne's perspective, the teacher should be able to convey an interest in 

the students' former occupations, educational and family background, hobbies, and 

interests. S he mentioned how she would keep a journal of events in students' lives. S he 

would keep track of their experiences, interests, and progress. In preparing worksheets or 

in presenting a lesson on the board, she would then try to build in these experiences that 

were relevant to their lives. 

Orientation to Cumculum 

In our discussions of ESL learners and the process of learning, Yvonne 

emphasized the important interrelationship between the cognitive and affective dimensions 

of leaming. In our conversations and in the articles she has written, she made references 

to David Ausubel, Jerome Bruner, and Albert Bandura. These learning theorists have 

influenced the development of constructivist approaches to learning with an emphasis on 

ptior learning experiences, role modeling, and the spiral nature of learning (Candy, 199 1 ). 

'Tlavid Ausubel said that the greatest asset of learners is the knowledge and skills that 

they bring to the leaming situation. Through the use of clear pictures, translations, and 

translators during the first stages of language learning, the adult can maximize on al1 that 

has been learned through their tife experiences." 

Yvome's book Enalish for Life has a " settlement- focusy7 and was developed as a 

resource source for the beginning and intermediate stages of ESL leaming. Y v o ~ e  

emphasizes an eclectic methodology that is aimed at developing students' listening, 

speaking, reachg, and writing skills. The workbooks that Yvonne developed focus on 



themes such as personal information, numbers, colors, calendar, famiiy, money, 

accomodation, emergency, occupations, clothing,etc. A vocabulary is listed alphabetically 

in the Appendix. Chinese, French, Spanish and Vietnarnese translations of the workbook 

provide an additional resource for the students. The use of cassettes dso provides an 

opportunity for the students to practice their listening and pronunciation skills. The use of 

pictures and images of objects and events with the corresponding English equivalents 

facilitates understanding and retention. 'This gives the leamer a sense of ernpowennent 

and control over the leaming process," Yvonne explained. 

Yvonne also touched on the importance of mastery learning, and the importance of 

adult learners having effective role models for correct pronunciation patterns and 

intonations. She also discussed the importance cf understanding the individual background 

of the aduh ESL leamer. Not al1 adults leam alike, and adult leamers from different 

cultures with varying levels of literacy in their first language will approach the leaming of 

a second language with different leaming styles, expectations, and perspectives. Gender, 

age, occupations, years of schooling completed, and country of origin are variables that 

affect the leaniing of a second language. The distance between English and the first 

language, the degree of stress being experienced by the students, natural aptitude for 

language leaming, level of motivation and previous experience in leamhg English, level of 

self-confidence, and language leaming strategies are al1 important factors that the teacher 

must consider. 

Yvonne maintains that a lemer's literacy history varies not ody according to the 

level and nature of their formal education, but also according to the literacy activities in 

their society of origin. She shared a recent study that she had just completed with two 

other researchers 6om The University of Winnipeg. The congnience between the 

leamer's native culturelliteracy and Canadian culture can infiuence the leamer's ability to 

leam English. In their study, the Bosnian refugees tended to l e m  English skills more 

quickly than the Kurdish students. The Bosnian culture is European and closer to 

rnainstrearn Canadian culture than the Kurdish culture which is more eastern. The Bosnian 

participants came fkom a more urban environment, whereas the Kurds came ffom remote 

mountain villages, although some bad spend time in refbgee camps in larger towns and 

cities. The Bosnian hhstmchire, institutions, and strategies for coping with the demands 



of modem life would prepare them better than the Kurds for North Arnerican city life 

(Gardner, Polyzio, and Rampaul, 1996). Y v o ~ e  and her colleagues also found that the 

Bosnian leamers were able to transfer their previous work experience more readily to the 

Canadian context, while many of the Kurds were focusing on developing their Basic 

English skills. An implication of this research is that it is cntical in the initial assessrnent 

stage to first investigate the leamers' first language skills and their prior laquage leaming 

experiences; it is from this basis that cumculum planning and classroom teaching and 

leaming strategies should evolve. 

Preferred Teachine and Leamino Stratepies 

Yvonne emphasized that in teaching ESL students , a more structured a 

"'transmission" approach to teaching basic English skills is needed. As the students 

advance their competencies, she becomes more of a facilitator. She does not think that 

being more transmission focused, especially at the begiming stages of ESL leamhg is 

contradiction to her "leamer-centered" philosop hy . The grammar is taught wit hin a 

"settlement focused" context. Correct English usage and the ability to apply the correct 

structurai forms is a type of empowerment, fiom Yvonne's perspective. Language learning 

is also focused on learning patterns and application of logical thinking. The ability to learn 

and apply correct structures does invoive practice, drill, and repetition: 

Once students pick up language that is not mastered correctly they may be stuck 

with these bad habits and errors become fossilized. Then how do you correct the 

problem? You have paralyzed the students if you don? focus on grammatical 

accuracy, but the grammar must be taught in context. To me we need to refocus 

ourselves and make the student the center of this whole process of ESL. I don't 

see skill acquisition ( rnastery of correct English usage) as contrary to social 

awareness and personal development. I think that when you are teaching 

language, you are teaching social and personal awareness and problern solving 

skik You cannot cornpartmentalize one skill from the other. Language is the key 

to everythng in We--thinking independently and cntically, meeting people, 

finding a job, and so on. The snident needs to know that he/she can leam sorne 

basic structures correctly, or hdshe wiU continue to leam broken English. I would 

like to make an analogy between the doctor and the tacher. The doctor should be 



listening very carefully to what the patient is telhg him. As a professional, we 

have to be able to recognize the needs and then find the tools to make it possible 

for students to meet their needs. Why else do we c d  ourselves professionais? The 

professional still has a job beyond listening. We must plan strategies to help our 

students improve. Just as a doctor cannot force a patient to take a particular 

course of therapy, 1 cannot force an adult to do practice and drill exercises in 

leaniing the correct pronunciation. A student must make choices in the end. 

Dilemmas 

Yvonne touched on numerous cnticisms about the evaluative and competitive 

nature of society and how this has translated into the classroom. Like Bruce, she believes 

that the school system lacks cnticai insight, and is too willing to accept the technocratie 

directives of the business sector. She is ais0 skeptical of the emphasis placed on the 

cument popularity of Multiple Intelligence theory and on Learning Styles. While on the 

one hand, these theories can help teachers to think of leaming in a more holistic way, it 

becomes problematic when teachers and counsellors begin to pigeon hole and "evaluate" 

intelligence and learning style: 

We are too product onented in life and in education. We evaluate on the product 

rather than reflect on the process and we rarely reflect on the question: What are 

the implications of this product orientation in teaching? A school should be a 

place of discovery and affirmation. It should be a place that opens with the 

assumption: You are a valuable human being. Let us discover what it is that you 

cm contribute to the world. This valuing of the person is at the fundamental of 

spirituality. It would be interesting to study how many people failed to succeed in 

life because fundamentally somewhere in their childhood, their ego was under 

attack and the person felt crushed. This child then has to spend al1 their energies 

trying to defend their ego and then there is no energy lefl to leam new ideas. It is 

an abuse of the spirit and the sou1 that contributes to people not being able to 

leam. 

Sumrnary 

In sum, Yvome's overall teaching philosophy is rooted in existentid and humanist 

perspectives. A final comment by Yvonne crystalizes her beliefs about the goals of adult 



education and indeed, education in general: 'We have to start looking at the human 

being-the human being has a body, spirit, and rnind that already has experience. We 

have to access that potential and tiee it in some way." 

Summarv of the School Division Teacher's Perspectives 

The perspectives and teaching orientations of the adult educators fiom the 

Winnipeg School Division # 1 were most consistent with the nurturing and developmental 

conceptualizations outlined by Pratt and associates ( 1998). The role of the facilitator was 

most frequently used by the teachers to describe their relationship with the students and 

their work in the classroom. Their key aim is to facilitate and guide leaming rather than to 

direct it. Other roles that the teachers identified most with included the CO-learner, the 

counsellor, the resource person, and the reflective practitioner. Other constmcts ehcited 

included the teacher as artist and the anaiogy that Yvome used to compare the teacher to 

a doctor. The teachers from the school division integrated a vanety of teaching and 

learning strategies that included group discussions, oral presentations, and more 

individualized work. The content and the assignrnents that 1 reviewed from each of the 

teachers integrated the development of crÎtical thinking skills and deeper level thinking 

with the development of foundational skills in reading comprehension and writing. An 

emphasis was also placed on highlighting key contemporary issues focusing on justice, the 

environment, discrimination, and relationships. The teachers from the school division aiso 

had an insight into the rnany barriers that adult leamers have when they retum to school. 

Recurrent themes related to the barriers that adult leamers experience included: drug and 

alcohol problems, financial stresses, and personal and farnily crisis. Many of the bamers 

that the adult learners experience cm be interpreted using Mezirow's ( 1990) theory of 

perspective transformation. The beliefs, theones, and psychological assumptions that 

these learners have establish "habits of expectation" that can limit or distort their 

perceptions. The educators in this study differed in their opinion of how and to what 

extent an educator should intervene to ''critically challenge" leamers' perceptions. 

Teachen like Y v o ~ e  see a potential danger in trying to cntically challenge ESL leamers 

who are already in a process of change. She sees her role as more of a gentle guide and 

CO-leamer. In contrast, Bruce wiU use creative writing as a vehicle for his students to 

express their anxieties and fears. He takes a more direct role in challenging their beliefs 



and presuppositions. His role is similar to D ~ o z '  (1986) description of the mentor who 

challenges students to "'let go of old conceptualizations of self and their world and 

embrace new underaandings" (p. 48). While the teaching orientations of these teachers is 

consistent with the collaborative mode of teaching described by Knowles ( 1  980) and Conti 

(1985), the educators held more behavioral orientations in relation to evaluation standards 

and assessrnent procedures. 

While most of the adult educators had not heard of the tenn transformative 

educator and transformative leaming, their views and some of the teaching and learning 

strategies employed were consistent with ways of fostering transfomative learning 

(Clark, 1993; Cranton, 1994; Green, 1990). Clark (1993) States that 'transforrnative 

learning shapes people; they are different aftenvards, in ways that they and others c m  

recognize" (p.47). The educators ditfered in their understanding of transformative 

leaming and in their role of fostenng a deeper level of consciousness and understanding of 

oneself and the world. Most believe that as an educator, you can foster a climate for 

change but the type and degree of change resides within the learner. This view would 

support Cranton's ( 1994) assertion that individuals with diferent personalities, past 

expenences, interests, and leanùng styles will experience transfomative learning 

differently. A fundamental concept in transfonnative learning theory ( Mezirow, 198 1 ) is 

that individuais need to be open to alternative perspectives in order to transfonn their 

own. This process may be rational, practical, intuitive, or emotionai (Cranton, 1994). 

Interestingly, the educators associated transformation with different types of changes: 

skill, knowledge, attitudes, beliefs, and behaviors. Their view of transformation was not 

solely the rationai and anaiytical process that Mezirow describes where the educator 

critically challenges "the distorted" perceptions of the learners. The educators in this 

study were critical of an "manipulative" or reformist type of person who would presume 

to know "what's best" for the leamer. Transformation is conceptualized a gradua1 

process of "smailer" changes in skills, cornpetencies, and perhaps perceptions of the world 

that occurs in a unique way to each person. The educator is more of a guide rather than a 

more forceful provocateur. 

The next chapter Fresents the profiles of the cornrnunity coileges English teachers 

fiom Red River Community Coliege in W'ipeg and Vancouver Comunity Coiiege in 



Vancouver, British Columbia. A more detailed analysis and cornparison of the different 

perspectives of the educators is presented in chapter six. 



Table 2: 

Summaw of the Terichers' Pers~ectives from the Winnipeg School Division #1 

Teacher : 

Rob 

Perspectives of 

Teaching: 

Nurturing and 

Deveiopmental 

Philosophv of Adult 

Education 

Hurnanistic=95 

Radica1=93 

Progressive=90 

Liberal=86 

Behavioral=86 

Roie and 

Responsibi titv 

* Facilitator-guide 

*Reflective 

p ractitioner 

*Ceteamer 

*Plmer 

"1 don7.& work in the 

da&, 1 work in the 

context of some h d  

of reflection.. -1 would 

cal1 myself a 

facilitator. 1 am 

somebody who is 

there to point 

directions to cher 

people." 

Metaohors for the 

classroom : "agent for 

social &ange i fwe 

could get beyond the 

necesstty for 

compaition." 

Transfbnnative 

Educator 

"To me a 

transfornntive 

ducator is someone 

who is sincere and 

practicmg what they 

really 

believe.. .somme 

who can provide 

students wrth a 

framework for 

connecting their 

Ieaming experiences 

to the larger worid." 

"1 consider myself a 

reformer only in the 

sense that 1 c m  help 

people find out what 

they want to reform." 

Conception of 

Leaminpl 

"Leaming means a 

chance to explore 

some of one's own 

interests and discover 

elements in one's own 

voca bulary that one 

hasn't been able to 

articulate. Learning 

means developing a 

certain style of Life 

that centers around a 

'joie de vivre. "' 

Reading and Ieaming 

about literature 

involves "tapping 

areas of the 

imagination." 



Suzanne 

PersDeclives of 

Taching: 

Developmental and 

Nuturing 

- - - -- - - 

Role or the Aduit 

Educator 

*Plmer- organizer, 

munager and Iadm 

*Facilitator and guide 

'Motivator: cfirillenger 

and provocateur. 

"1 work in an inner city 

hi& shool hr dults  ;inLi 

keeping that in mind, it is 

part of mv job to 

understand who my 

clientele is. My üpproach 

to teaçhing and the 

eqectauons of I m r n g  

that 1 have for my 

stuJtnts are mo<iificxi by 

the mission of the schooI 

and the rcalitirs of the 

clientele." 

Rolc of the W t  

Educator 

*Facilitator. E-upert, 

~Reflective 

Pnctitioner. and 

Planner 

"The key job of an 

cEective aciuit educator 

is to facilitate leaming 

until the stuâents 

becorne confident 

rnough to be an 

instnunent of their own 

leaming " 

Transfo'orm;Ltive Educator 

"To me a ûansik'ormative 

ducator is somane who 

can a t k t  a positivc 

change in a studcnt. This 

change is related to the 

skills th- may l e m  

. . such as distinguishtng 

persuasive iuid 

argummtative writing 

Gom m t i v e  

f o m  ... They ciid not have 

thcxe shils whcli thcy 

witatd the clriss. and in 

this mse k i r  ski11 lsvcl 

Tnnsformativc 

Educator 

A transfomtive 

eduator is "someone 

who wants to bc an 

instrument of change 

and who wants to 

tnnsform the w q  

people think In this 

r t x q l e a l s u ~ I d 0  

see myself as a 

transfomative 

educator." 

Conmtion of L a m ï q  

~~g means 

uaderstanding how things 

work so that we can go on 

to lead happy and 

productive lives. 

L m i n g  is the 

acquisition of diiferat 

b d s  ol'knonldge. il is 

aiso tid to a p n a l  

unhr in t l i ng  of the 

world around vou.. . Thae 

are p p l c  who have saîk 

and scxure lives but not 

ntxessrinly productive 

livts ~~ the' have 

Jaidtul to stop lcrrrning." 

C o n m o n  of 

Lcrirninp, 

LRaniing involvcs the 

acquisition of general 

litcnq skills. 

mgeration problem 

solving. and cri tical 

thinking. 



Bruce 

Permectives of 

Teachinq: 

Nurturing and Social 

Reform 

Philosophv of-Adult 

Edir cation 

Behavioral=98 

Liberal=96 

Radical=93 

Progressive=9 : 
Humanistic=72 

Role of the Adult 

Educaîor 

*Facilitator: 

cuitural guide or 

mentor 

* Artist-creative 

thinker; poet; 

craftsperson 

* Provocateur- 

challenger; 

transformatjve 

educator;teacher 's 

role involves helping 

leamers develop an 

increased self- 

awareness and 

awareness of society 

*Counsellor- Healer, 

*Nurturer 

* Expert-literary guide 

and expert 

*Co-leamerdialogue 

and exchange of 

ideas; creating new 

meanings 

Metap hor for 

teachmg and 

leammg- journey to 

find new 

understandings about 

seif and Society. 

Transformative 

Educator 

"Teaching is a 

humanitarian act and 

1 try to tranhrm 

lives ... 

1 encourage my 

-dents to rnake 

psychologcal 

observations about 

their world." 

'There is a strong 

corinectionbetween 

fiedom, liberty, and 

the uplifhg of the 

human spint and the 

potential of liîerature 

and &ers fonns of 

writing do this. You 

participate in 

democracy . " 

"wy] mission is to 

help these individuais 

feel hopefùi about 

thernselves ." 

Conception of 

"Leaming is 

discovery. Learning 

is a process of 

sharing and an 

affirmation of our 

best selves. Leaming 

is an act of hope.. We 

have to try to 

understand who we 

are and the purpose 

of our journey." 



Yvonne 

Pemectives of 

Teachmp;: 

N u r t u ~ g  and 

Developmental 

Philosophy of Aduk 

Education 

Hurnanistic=75 

Behavioral=75 

Progressive= 74 

Radical=66 

Liberal=6O 

Role of the Adult 

Educator 

*Counsellor-support 

system; healer; helper 

*Physician- diagnosis 

of language skdi 

ne& 

*Faciiiior-guide 

* Manager-organizer 

of the classroom 

arrangement and 

curriculum materiais, 

rather than a manager 

of leaming. 

*Co-leamer- "[My 

students] may be 

leaming about life in 

Canada, but 1 am 

leaming about them. 

1 am leaming about 

their cuIture and 

chanpg  myseif in 

the process." 

* Reflective 

Practitioner 

T r a n s f O d v e  

Educator 

"It is n d  my intention 

to transform lives but 

1 can touch studeats 

in a positive way that 

would give the 

individual an 

opportunrty to see 

that he or she has 

choices . . . We have to 

give studaits an 

opportunity to 

express their 

percepûons and 

feelings of isolation 

and uprootedness." 

Conception of 

Leaminq 

Leammg is more han 

a change m behavior 

or attitude; learning 

involves a process of 

interaction and a 

process of amving at 

shared 

understandings . 

' 'hming should not 

be controlled by me. 

It is a process of 

discovery ." 



Chapter Five: Aadysis and Results of the Conmunity CoUege Terchers' 

Perspectives 

Chapters five and six present the analysis and discussions resulting from the 

interviews, inventories, and questionnaires completed by the teachers at Red River 

Community College and Vancouver Comrnunity College. The teachers work in a range of 

English progrws: Creative Communications, Academic Development S e ~ c e s ,  English as 

a Second Language, Basic Literacy, and College and Career Access. A cornparison of the 

perspectives held by the cornmunity college teachers and the teachers from the Winnipeg 

School Division group will also be presented. A summary of the findings is presented at 

the end of this chapter. 

Red River Communitv Colle~e 

Red River Community College, located in Winnipeg, Manitoba, is the largest 

business, technical, and trades college in Manitoba. Approximately six thousand full time 

students are enrolled at the college and about twenty five thousand students attend on a 

part time basis (Institutional Research Office, Red River Community College, 1997-98- 

statistics). The college prograrns include Abonginal Education and Institutional Divenity, 

Applied Science, Business and Applied Arts, Developmental and Continuing Education, 

and Industrial Technologies. A number of the programs such as Aerospace Technology 

have partnerships with industry in Manitoba. In addition, prograrns in education and the 

applied sciences are affiliated with the University of Manitoba. The college's 

entrepeurneunal and technical emphasis is reflected in the president's message in the 

information calendar: 

The convergence of cornputing, communications7 and information is creating 

extremely significant changes in the way work and pleasure will be undertaken in 

the tùture. The world is quickiy entering a new economy based on the networking 

of human intelligence. In this digital economy, individuals and enterprises appiy 

knowledge through global networks to create wealth in both manufacturing goods 

and providing customer-onented services. ..Red River Community College is 

committed to providing a a wide range of programming that is constantly 

reviewed by the employers of our graduates so that we can stay abreast in the ever 

changing society of the fbture. The customer- based approach ensures that 



graduates enter the workplace with imrnediate and transferable skills to be able to 

continue to leam and grow throughout their lifetime (Red River Community 

CoUege Calendar, 1 997). 

The English teachers that participated in the current study work in the departments 

of Business and Applied Arts (Creative Communication Division) and in Developmental 

and Continuing Education ( Academic Development Programs and English as a Second 

Language). They teach a range of English and applied English courses that include Adult 

Basic Education (grades 9- 12), English as a Second Language ( Intermediate and 

Advanceci/ College Preparatory Level), and college level English and Journalism. 

Profile #6 Craig 

'2s a teacher for most of my adirlt life, I have few dogmatic beliefs about 

rdrrcatiot~, b<tr a num ber ofiraputic realizatio~~s.. . A large part of the irtstmctor ir role 

is to set gm/s for the class (or to assis1 strrdents in setting hem): to articulate these gmls 

uttd to or~nr>i;-e instmctional processes 10 meet them. Iristn~ctor.~ shotrld also be able to 

explai~r the applicatiori oj classroom activities IO real-world siti~utior~s.. . Orp1i2irtg a d  

seqiencitig irtstrtrction are important, but edirca~ional theories which daim thaï teaching 

cuit rely solely on a step-by-step 'scientific ' process are rnisgrtided The irrstmcbtor 's 

personaiity always plays a role in how stirde~its leam. Rather thnn t~i11g to create a 

ririrtral classrwm persona, then, ir is &ter to hrghlight rhose featires of otw S 

personaIity which make the classrwm a more welcoming place. For me. ïhis means 

m a h g  a place for himotrr in the cla.~moo m.. I think that the aricient conrtectiort betweer~ 

delightirtg md instnictîng (first formd~ted by Pfato, i helieve) is still valid. Throiigh 

himoiw, critical challertge, and practical application I try to achieve this b a l m .  " 

1 inte~ewed Craig four times during January-May 1998. During that time, I had 

the opportunity to explore his perspectives on teaching and leaming as they relate to the 

community college setting. Craig grew up in Liverpool, England, and irnmigrated to 

Canada in the 1960s. He completed in Bachelor of Arts degree in England. He then 

completed a Master's degree in English literature 6om the University of Western Ontario 

and a Ph.D. in English from the University of Manitoba. Craig7s dissertation focused on 

the works of Joseph Conrad. Craig also completed his Certifiate in Adult and Continuing 

Education from The University of Manitoba. 



Craig has worked in the Creative Communications Department at Red River 

Comrnunity Coilege for seventeen years. He teaches courses in Canadian Literature, 

Literary Genres, Multi-Media Studies, Script Writing, Current Events, and Business 

Communication. Pnor to teaching at the college, Craig taught in the department of 

English at the University of Manitoba and at the University of Western Ontario. He also 

taught high school in England for several years. 

General Overview of Crain' Educational Philoso~hv and Perspectives on Teaching. Adults 

Based on Pratt's (1  998) mode], Craig integrates aspects of the developmental and 

apprenticeship teaching orientations. The integration of t hese perspectives is reflected in 

Craig' work of teaching Iiterature and communication skills in a practical department. The 

department of Creative Communications is involved in educating midents to work in 

joumdism, public relations, advertising, and other media related areas. Based on Zinn's 

( 1994) Philosoohv of Adult Education Inventorv, Craig' highest scores were in the liberal. 

progressive, and behavioral philosophies. 

Craig explained that his "relative agreement" with the liberai, progressive, and 

behavioral philosophies is partly related to the specific content and department 

expectations and guidelines of the courses that he teaches. While the aims courses like 

Canadian Literature and Literary Styles reflect more of the humanist and liberai aims, the 

more "transactional" Business Communication and "effective writing" courses reflect 

behaviorist principles of teaching. Craig further emphasized: 

The liberal philosophy I suppose represents my ideals of fostering intellectual, 

aesthetic, and spiritual growth. However, educational programs are not purely a 

matter of developing students' individuai qualities. That may happen, but I cannot 

say that this is my central aim. 1 don't see myself as a behaviorist at ail, as 1 would 

nomally think of the word behaviorist. 1 think of control and Skinnerian 

psychology, and that's not me at dl. But 1 do have to keep reflecting on the 

practical outcornes of studying literature for the students who are in this program. 

The course assignments have to be grounded in the practical experiences of the 

students and the possible jobs that they may hold in the future. I will say to them: 

'Ifyou ever want to do any free lance work for a magazine, you've really got to 

understand and think about what you are doing. You have to be able to read and 



analyze a text carefully.' 1 suppose that the factors linked with the behaviorai 

philosophy represent the hard nosed realities of the training that I provide adult 

learnen who want to be joumalists and copywriters. But 1 am more in agreement 

with the liberal and humanistic philosophies, and 1 think that I also achieve some of 

these goals in my teaching. 

Role and Responsibilitv of the Adult Educator 

Craig compared his teaching role to "a business communications and creative 

writing coach." He most identified with the roles of the facilitator, CO-learner, planner, 

and expert. "My job as an educator is to facilitate a climate where a creative thinking 

process can go on." When 1 asked Craig to think of a metaphor that would best describe 

his role and the dynamics of leanllng in his class, he referred to an on going construction 

project that is being modified in different ways. While he provides the basic tools for his 

students, their own expertise develops dong the way and a process of c'co-creation" 

occurs: 

It seems to me that we're involved in a kind of construction process, and I've got a 

set of rough plans in the wake, but in order to make the project work the collective 

will of the students is needed. 1 may think that my plan is solid but I'm prepared to 

alter my decision depending on the input fiom others. If the project Nms out 

sornewhat different from the initial plans, that's great. That is part of the discovery 

process. 1 see the construction process as having the potential to be irnmensely 

creative. My understanding of post-modern writers is that there are very few 

things in life that are absolute. 1 came across a quotation ffom Brecht the other 

day. He said something to the effect of 'it's not enough to have one theory. You 

have to have a pocketful of theones.' [ When 1 am teaching] 1 think of adding new 

rooms and finding hidden corridors. .. it 's endless.. . you keep adding to it.. . similar to 

the literary world that changes when new ideas are presented and meanings 

change. There are interconnections being made that may seem disjointed and 

haphazard but there is a sense of order being created. 

Although he did not directly refer to constructivist and cognitive theories of 

leaniing, Craig's approach to teachhg and the description of his role is consistent with the 

constructivist approaches to teaching and leamhg detaiied by Candy ( 199 1) and the idea 



of situated cognition (Brown, Collins, and Duguid, 1 989). Teaching and learning are 

intercomected process of construction and meaning making. In constructivist theories, 

depth of coverage rather than breadth of coverage is emphasized. Rather than a recall of 

facts, definitions, and fragmented skills, the activities and assignments incorporate a much 

greater range of tasks ( Good and Brophy, 1995). Skills are taught within the context of 

applying the knowledge content, rather than being practiced in isolation. 

Whiie his own views of literature are rooted in existentid and humanistic values, 

Craig is also very practical in making the literature meaningfùl for the creative 

communications students, many of whom will go on to work as public relations directors, 

advertising copywriters, and joumalists. Craig also noted that his analytical and logical 

teaching style rnay not be shared by dl of his students; as a result, he has learned to be 

flexible in terms of varying the teaching and leaming strategies in the ciassroom: 

Many of the students that 1 teach are not logical and theoretical; they are more 

creative and practical. Their thinking patterns may be totally different From mine, 

and I have to consciously factor this difference into my teaching. These learners 

are applying sets of rules and expectations that they've learned dong the way, and 

part of my job is trying to understand how these individu& think. 

Craig views the effective adult educator as a person who is able to integrate 

expertise in content knowledge with enthusiasm and inspiration. A good educator is 

someone who will challenge the leamers' views and challenge them to use their mind in an 

original and creative way. Craig added that there is "no neat formula for teaching" and 

that while he has known teachers over the years who have had technical flaws, their 

convictions, enthusiasm, and insights inspired him: 

To me there is more to good teaching than having a technical expertise. ..If an 

instructor is sincere, I think that the students leam to accept the eccentricities of 

the instructor. Having said this, I do believe that a teacher has to start with a 

technical understandmg of their subject field or area. This is absolutely basic. 

There is the credibility and authenticity of the instructor. Y w  must start with 

content knowledge. Ifyou don't know it, you can't teach it. I can't understand 

the reasoning behind some educational program where the students are trying to 

l e m  the skills of teaching without having the subject area to reflect on. 



In tems of developing his own teaching expertise, Craig said that he is always 

learning new ways of becorning more proficient nom a technical point of view. While he 

uses a variety of techniques such as critical questioning, discussions, group project work, 

he mentioned that when he is at a workshop and the presenter is doing something that he 

finds interesting, he wili try to emulate that ski11 in his own classroom. 

Transfomative Educator 

Craig and I discussed the concepts of transformation and transforrnative educator, 

and while he stresses the importance of cntical challenge and a sympathetic understanding 

of the individual student's situation, a teacher cannot 'Ml" a person to change into their 

own perception of "a deeper or more enlightened thinker." He further reflected on the 

idea of the transforrnative educator: 

I'm not sure what a transfomative educator means. I think of a dramatic change 

like a chrysalis changing into a butteffly. I think that if someone cails himself a 

transfomative educator, that's a pretty demanding claim. 1 think that if you cm 

help people a few steps dong the road on their journey of Iearning, you're doing 

well. 1 see transformation as having a lot to do with the student, and their own 

readiness, rather than being with the teacher. I am very wary of the role of the 

educator as change agent. 1 have to ask myself : what kind of change? Certainly, 

I cntically challenge the students to examine ideas and the nature of society, but I 

do not think that 1 should be directive in suggesting that they should change either 

their lives or society. 1 am not a moral arbiter. It7s different if someone says, '1 

don? like the way 1 am, and I'd like to change.' The initiative to change is not the 

responsibility of the educator. People will take different meanings fiom the 

literature and it may be that a book or poem cm affect the person at a deeper level, 

but you cannot force someone to relate the literature to their own lives. It7s not 

my role of start counselling people about major life changes. 

Changes as an Educator 

Craig reflected on some of the changes in his perspectives about leamers and in his 

teaching style over the years. When he was teaching at the University of Western Ontario 

and working with first year English students, he found that he did too much lecturing. He 

was c'tehg" them what they shodd see in the Literature. He described a transition firom a 



transmission orientation to a facilitation process and a process of a mutual exploration of 

ideas. He changed his approach as a resuit of his own observations and because of his own 

personal frustration with the limits of lecturing and the "narrowing of views." Craig also 

mentioned the realities of working at the community college and the type of student that 

he works with. 'The students that I teach are often older mature learners who have a great 

deal of learning experiences in life and from the street. They're not willing to sit and listen 

to some self-professed expert on a podium telling them about life. The students will 

demand more. It's better to defuse the tension and the power gradient by shifting the 

power and responsibility fiom the teacher to the student." 

Craig moved toward "opening up questions that we should resolve together." 

While he still does some formal lecturing, it is done more to supply background 

knowledge and context. "I realize that you have to empower people in some ways ... .you 

can't just transmit knowledge. I like to get away fiom lecture models as much as 

possible. While it's not always true, students seem to be more hifilled if they feel part of 

a group, and if they have to report back on their own interpretations and understandings. 

They'll put up with the lecture model for awhile. This is what a lot of people have been 

exposed to, and it may seem very good to them because all they have to do is sit there and 

take notes, but even though some students may groan if I say 'OK let's work in groups', it 

still makes them think more and they end up arguing and discussing with each other 

instead ofjust directing their focus at me." 

Values, Beliefs. and Ideals 

Craig's enthusiasm and interest in the discovery process of reading literature 

relates back to his experiences at home and throughout his educational experiences. He 

spoke of his father, a factory worker, who loved books and encouraged Craig to read and 

hrther his education. "My dad worked hard all his life. He always had a job even though 

the factory where he was working burned down twice. My dad was a very quite, stoic, 

and courageous man. My mother was a dancer and ran a dancing school. I also realized 

later on that there are a lot of households where reading does not go on. These 

households can be materially very privileged but you won't see a book anywhere." 

Craig had also been influenced by some of his English teachers both in high school 

and at university. "The individuals who taught me English seemed to have the most 



sophisticated and enlightened outlook on the world." Teaching English became a realistic 

career possibility for Craig when he was in his early twenties. He had no interest in 

business; instead, he saw himself as being a researcher of sorne kind-"a cultural 

archivistY'-who would be researching personality and social issues. Craig explained that 

studying literature provided him with two types of satisfactions-one related to existentid 

questions and one that involved more discovery and speculation: 

The human question ... who one is and what make other people tick and so on is a 

never ending process. Literature also provides shape and form to life's questions. 

That's what keeps people reading. My approach to teaching involves this 

exploration. I have a desire to make shape out of different facts. Unlike other 

kinds of teaching where the cumculum may be veiy set and specific, there is an 

element of discovery in teaching English. Freud studied literature as a way of 

understanding personality and motivation. There is something bigger than an 

academic discipline in studying literature. We al1 have a narrative to tell. At its 

basic level, literature exists to help people understand themselves and the world. 

Leamine and Leamers 

Craig's definition of learning parallels is consistent with Marton and Saljo's ( 198 1 )  

and Ramsden's ( 1984) understanding of deeper level and transfomative types of learning. 

Craig relates leaming to a process of growth that may be triggered through discussion out 

of class or through the individual relating an idea presented in a novel or poem to a 

personal expenence: 

Leaming means the application of skills that you already have to new situations or 

perhaps more importantly to develop new skills and understandings ...p artly what 

you've got already and partïy from your interactions in the classroom from 

working on a project or whatever ... Leaming is more than an accretion of 

facts ... it's changing the architecture around you. Major leaming to me means a 

paradigm shifi of sorts. The things that I've valued most have always involved a 

recognition that now t see the worked in a different way. 1 can see my students 

learning if they start challenging me and asking me questions. Sometimes 1 see it 

in the assignments where they are applying an activity or skill in a fresh or original 

way. There's not just regurgitating information or saying the same things that I've 



said. They're t a h g  a way of looking a poetry and then they are appiying it to a 

poem. 

The analytical and creative features of Craig's description of leaniing were also 

evident in rnany of the sarnples of student writing that 1 reviewed. One student in Craig's 

class wrote an essay titled "Characteristics of Post Modernism in Robert Kroetsch's "Seed 

Catalogue." The student's writing reflected the core characteristics that characterize 

effective writing: clear organization, a focus on the generai theme of the work and a 

critical attention to analysis and detail; in addition, the student also provided the reader 

with a unique lens with which to interpret Kroetsch's poem and post modernist writers in 

general. 

Preferred Teachin~ and Leamine Strategies 

Part of our discussions revolved around Craig' teaching process and the objectives 

that he has for his different classes. His approach to teaching reflects the constmctivist 

principles outlined by Candy ( 199 1) and Good and Brophy(1995). When new leaming is 

cornplex, the construction of meaning is fostered by clear explanations and modeling from 

the teacher, as weil as opportunities to answer questions about the content. discuss or 

debate its rneaning and apply it in problem solving or decision making. Metacognitive 

strategies include leamers being able to paraphrase information in their own words, 

explore its relationship to ot her knowledge and to paa expenence, appreciate different 

insights, and then identiw its implications for personal decision making(Good and 

Brophy, 1 995; Candy, 199 1 ,Pratt, 1 998). The teacher provides whatever stnicturing and 

scaffolding the students need in order to accomplish the learning goals. Ultimately, the 

students engage in more self-directed learning 

Craig also reflected on the way in which he integrates criticai thinking strategies in 

his teaching. The '%onstmction" metaphor that he used earlier to describe his approach 

to teaching surfaced again in our discussion of critical thinking. Critical thinking means 

questioning assumptions or models," building up rnodels or deconstnicting models and 

theones", Ieaming fiom other models that might explain the point more clearly and 

looking for options. He disagrees with the notion of critical thinking that is too "'Iogical 

and analyticai" and that may narrow possibilities or creative ways of thinking: 



I'm not trying to tell my students that there's a right way and a wrong way to 

interpret a text ... I'rn trying to give them the tools to explore a variety of alternative 

possibilities and models.. ..and some might be better than others. They should be 

asking themselves: Which models or theories are more intemally consistent? We 

may end up with a variety of responses but we have thought through the rationale 

for Our response. We try to negotiate a consensus to see how many of these 

interpretations can be valid. 

Orientation to Curriculum 

Craig's emphasized that his teaching approach revolves around making literature 

accessible rather than mystifjmg it. He tries to demystiQ literature by showing students 

that structures and styles such as satire, allegory, and parody that exist in formal literature 

also exist in television comedies and in other media foms. The archetypes round in formal 

iiterature also exist in post-modem works. 'We are not living in the "Great Books" 

society. Many of the students that 1 teach, even the university graduates, are not 

voluntary readers. You can't begin a conversation by saying: 'Let's talk about Crime and 

Punishrnent.' The students do not have this frame of reference and you can't rely on 

students having read or being farniliar with the works of Shakespeare, Dickens, and 

Dostoevsky." As a result. Craig emphasized that he is forced to look for different kinds 

of narratives that his students can relate to. H i s  students are very much a part of the media 

seneration. He further reflected on this point: 

They know popular film and TV programs like The Simpsons, so I try to make 

connections with the texts that they do know. You've got to give up the idea that 

these students have an understanding of the classics and reach them at a level that 

they are farniliar with and then begin to build tiom there. 1 often make links 

between Poe and Conrad and Twain with the modem shows they are familiar with 

if I'rn introducing concepts l i e  irony, multiple narratives,and so on.. . 

There is a scene in David Sumki's A Planet for the Taking where he talks 

about the bushmen of the Kalahari, and what they do at the end of the day. 1 often 

tell my students this. What do people with no possessions, no radios, no TVs do 

at the end of the day? They sit around the fire and teil stones. Everybody loves a 

good narrative. A narrative is a basic hurnan expenence. Much of what students 



needs in terms of de-coding and deconstructing literature is there at some level. 

The basic paradigrnatic understandings ( knowledge of archetypes for instance) is 

already there. A lot of my job is to supply a tool kit witbout necessarily spec@ng 

how it should be used or how it should be applied. 

When Craig is teaching a novei or short story, he will oflen use the blackboard to 

create diagrarns that would help the students speculate and predict what the characters 

would do and what their motives are. "1'1 start to build something on the blackboard and 

Say, 'This is what 1 see happening, but I canyt figure a,b,and c out.' Rather than 

approaching literature from a transmission perspective and saying, for example, 'This is 

what Poe's short story is about", Craig will take the approach : "Let's explore the 

approach Poe takes in developing tone and narration. Why would he make certain 

decision about the narrator in 'The Tell Tale Head'? What going on here? In the course 

outline for Literarv Stnictures, Craig states that the students will have the opportunity to 

examine eiements such as tone, perspective, and diction in both poetry and short fiction in 

order to reach an understanding not only of the what of a work of literature (its theme or 

content) but also of the how and why behind the content-the conxious or unconscious 

choices made by a writer as she or he attempts to ariiculate a specific image, ide& or 

realization. 

The course outlines, assignments, assessment procedures, and samples of student 

writing were consistent with Craig' overail phiiosophy and perspectives. A balance 

between transactional and literary forms of writing is emphasized. In the Canadian 

Literature course, students are introduced to the major writers in twentieth century 

Canada with an emphasis on the individuai and cultural assumptions that have shaped their 

writing. The students are asked to write a critical review of a Canadian literary magazine 

or a "new" selection of writing fiom a Canadian literary magazine that has never been 

reviewed. The students must be able to apply their understanding of literary style and 

criticism to an original work. In each of the courses, an emphasis is placed on helping 

students to think and write as joumalists and magazine and news editors. 

One of the book review assignments iliustrates Craig' ability to help students who 

have varyîng levels of sophistication in reading and writing. The structure of the question 

is reflective of Craig' constnictivist approach. A foundation based on a clear 



understanding of the "novel basics" and the essential components of a book review is first 

established ( e.g. Ascertain basic facts about the book: What is the content? Write yourself 

a summary. If there's a thesis, write it down. Where does the information corne fiom, 

and does the writer give the impression of having gained and used it honestly? Does the 

book seem to be effective within its own sphere of reference and expected audience?). At 

a deeper level, the students are then challenged to examine the more subtle and abstract 

elements of style, tone, symbolism , and imagery. Craig' "pattern of inquiry" shows a 

developmentd progression from more basic to more complex ways of thinking and 

interpreting. Keeping in line with the transactional focus of the Creative Communications 

department, Craig emphasizes the importance of students being able to write a book 

review, proposal, or film review for a particular audience (e-g. readers of Maclean's 

magazine). Analyzing writing is approached from the lens of a joumalist or cntical 

reviewer who might well work one day for The Winni~e3 Free Press or The Globe and 

Maii. Craig also presents models of booWfilm reviews that other writers (including his - 
own work) have published in literary magazines such as The New Yorker or Prairie Fire, a 

Manitoba literary journal. 

Mile Craig has a very clear idea of learning outcornes and the characteristics that 

make up effective writing, he allows room for new perspectives and direction in students' 

responses. The students are analyring a piece of fiction fiom different literary angle rather 

than by simply responding to the question: 'Did you enjoy reading this poem or story? 

Cm you relate to it?" The snidents leam to analyze literature with "specific tools and 

paradigrns." 

Dilemrnas 

In Our conversations, Craig was cnticai of the technical focus of the college and 

the de-emphasis on the humanities and courses like Literary Structures and Creative 

Writing. He noted that the Board of Governors consists of people who are either 

bureaucrats or techocrats and they are not looking at the consequences of eliminating 

literature courses and the benefit that studying literature may have in helping aduits 

deveiop culturaily or persodly. He mentioned that he had developed a new creative 

program several years ago to fiil in the gap for those adults who didn't want to go to 

university, but who wanted to spend a year or two leaming to become writers: 



There were fie proposais for new courses and programs, and 1 learned through 

the grapevine that mine ranked at the bonom of the fi@ proposais. I was 

competing with people who couldn7t write or who didn't have degrees. The lack 

of interest reflects the Board of Govemor7s preference for ail things technological. 

What 1 learned from this expenence is that many of the things that 1 value in my 

own life and in teaching are not valued here at ail. We have very linle of what 1 

would cal1 a general education at the college. 1 suppose 17m talking about a liberal 

education t hat includes econornic, cultural, and histoncal literacy . The college also 

wants its teachers to be generalists not specialists so that they can shifl from one 

department to another. I'm working in an educationai culture that does not 

encourage intellectual innovation. There is an anti-intellectual bias. 

Craig referred to JO hn Ralston Saul's book The Unconscious Civilization to 

emphasize his concem with the current idealkation of computer literacy. Craig mentioned 

that while the computer can be a liberating tool for individuals who are already 

knowledgeable and sophisticated, the computer may be a cnitch for the more passive and 

less probing individuals. He referred to a recent expenence where one of his students 

came up to him to say that he couldn't do his research project because his Intemet link 

was down: 

What stmck me was his belief that he couldn't do research because he didn't have 

access to the Intemet. There is a by-passing of thinking and the process of research 

through reading, writing, and speaking to people. Plugging into an Intemet Site is 

not my idea of research. They're certainly not leaming critical thinking for the 

most part, and the sad part is that they will have to apply thinking skills in the 

major projects for the Creative Comrnunications programs, and many adults are 

not prepared for this. In my Business Communications course for example, the 

students have to do a lot of inventing. They have to organite the set up of a 

Company and design the advertising carnpaign and so on. Students will have to do 

activities where they cannot rely on intemet sources. 

The clash between Craig' values and the values of the coiiege have forced him to 

develop his professional interests outside the college. He writes reviews for The Winniwq 

Free Press and Prairie Fire. He is also preparing an acadernic paper for a writing 



confierence in Ottawa. Like Bnan and Yvette, Craig feels somewhat demoralized and 

isolated for challenging aspects of the educational system. "1 don? sense much support 

fiom my coleagues around the moral and social issues that concern me most." In sum, the 

sense of fùifillrnent that Craig receives from teaching his students and his success as a 

Creative Communications instnictor outweighs his sense of hstration at the limitations of 

the coilege. He has Ieamed to compromise: ''1 understand the rules of the garne and 1 try 

to create my own interests outside the college." 

Surnrnarv 

As Craig reflected on his own process of teaching, many of these characteristics of 

constructivist teaching and learning paradigms were present. Craig is modeling ways of 

thinking aqd problem solving when he involves his students in explorhg fiction and non- 

fiction. He begins by making links to their own pnor knowledge. "1 try to disclose my 

own thoughts and perspectives, and in some way 1 am a role mode1 for my students. I'm 

encouraging them to do the same thing. What I'd like to see happening is for the students 

to recognize the skills that they already have, but have not been identified and expressed. 

For them to discover that they have many of the skills they need to be analytical and 

critical readers, they have to have de-coding skills." The metaphors of constnicting, 

exploring, and re-building that recur throughout his descriptions of the teaching-learning 

dynamic most consistently reflect Pratt's ( 1998) analysis of the developmental perspective 

of teaching. 

Profile #7 Don 

" When I firsi meet my Jmmaiism srr/dem, I tell them that I c m  't teach 

Jot~ntaiism btct I ca~z faditate co~iditions w h m  thty c m  feanl. The ahlr leaniers t h  

! meet in Creative Commtmications are su bright; tiinety nine percent cf my work 

involves helping them chunnef heir inte ffige~~ce and creativity. I may set the climate for 

change and discovery, blif one thing that 1 consciorrsly do is to find otct as m c h  as I 

possibly c m  about each of my student 's specrfic interests. W2~hen IJnd  out &he stt~detit 's 

interests, I then try tu chminel the assignments andassist them i,, whatever way 1 c m  to 

explore their iriïerests. Ij a person says thal they wurit tu work at the CBC, I'II ny ro 

arrange a workp/acement there. My work is tr@omative in the sense that I'm helping 

strrdents ci@ and refine their vaguely expressed ambitions. '" 



Background 

Don has been teaching in the Creative Communications department at Red River 

Cornmunity College for eight years. Pior to teaching, Don worked at The Winnipeg Sun 

as a general assignment reporter and then became the business editor. He has also worked 

as a legislative reporter and a political columnist. Don still writes a weekiy column in a 

local newspaper. He entered teaching when one of the instructors took a leave and the 

department needed someone with joumalism experience to teach. "1 thought 1 was 

someone who'd be here From industry rotating in for a year. I've been here for eight 

years, and I love my work. The students keep me corning back. I enjoy the process and I 

feel that I have a responsibility to help my students pull through." 

Don grew up in Winnipeg, and later moved to Ottawa to complete a four year 

Joumalism degree at Carlton University. His studies focused on Political Science and 

Economics. He also completed his Master's degree in Canadian Studies at Carlton 

University in Ottawa. Don also worked for several years as a research writedreporter in 

the Prime Minister's Office before retuming to Winnipeg. He also completed his 

Certificate in Adult and Continuing Education from The University of Manitoba. 

Generd O v e ~ e w  of Don's Educational Philoso~hy and Perspectives on Teaching AduIts 

Based on Zinn's (1 994) Philosoohv of Adult Education Inventory, Don's highest 

scores were in the progressive and behavioral philosophies. 

Based on Pratt's (1998) model, Don's perspectives on teaching reflect the 

apprenticeship and developmental conceptualizations of teaching. Don is modelling ways 

of thinking and behaving as a joumalist. His students are being introduced into a culture 

that has specific rules and noms. When I asked hirn what metaphor would most closely 

describe his role and his classroom, he used the analogy of a newsroorn. His compared 

his role to that of a city editor while his students are apprentice joumalists: 

1 try to simulate the reai world of joumalism. A good editor would point out 

areas of improvement and give writing suggestions. My formula is 'go out and do 

the interview, reflect and observe, and then corne back and talk about it.' I can be 

brutal in my criticism of student writing. That's the way editon are. They will 

say: 'This story is really boring. We would never run a story iike this.' Students 

have to know what it's Wce in a newsroom. I fd students for spelling a name 



wrong, or missing the deadline. 'Get the facts right. Get it in on tirne.' A lot of 

what I do is not nurturing at dl. My main objective is that 1 want students to be 

able to write stones that will be published in a recognized market. That's the 

standard 1 set for them. 

Don's apprenticeship approach reflects the ideas presented in the learning theory 

of situated cognition ( Brown, Collins, and Duguid, 1989; Lave and Wenger, 199 1 ). 

Leaming involves a process of "entering a cultural meaning system" ( Brown, Collins, and 

Duguid, 1989). Knowledge developed in the context in which it is used, and not apart 

from the context. Lave and Wenger (199 1) view leaming as essentially "the process by 

which newcomers become part of a community of practice"(p.29). Through his 

facilitation, Don's students are discovering the "rules, noms, and practices" of journalists. 

Role and Responsibilitv of the Adult Educator 

Don identified most with the roles of facilitator, researcher, CO-lemer, mentor, 

and reflective practitioner. He doesn't see himself as a planner. Don emphasized that 

being organized is not the sarne thing as planning. Spontaneity, flexibility. and practical 

application are valued more highly: 

A facilitator is very much how I see and define my role. 1 create opportunities for 

my students to leam. I'rn a vev practical person. If something is happening at the 

legislature, my nudents and I will go down there, observe, take notes, and corne 

back and discuss what happened. We leam together. We might be readiny the 

same newspaper, but we're finding out new facts and information. My students 

may have a very different take on an issue than 1 would. We do a lot of issues 

oriented articles. 1 also want my students to reflect on journalism's role and 

responsibility. What is our place in society? What is Our ethical responsibility? 

This year we looked at the Diana story and the Clinton scandai. From a critical 

perspective, why was there so much coverage on Diana? Why has the emphasis on 

Clinton been on the sex scandal and not on the issue of subornation of pe jury by a 

lawyer and the chef executive? Why are some issues covered while others are 

not? We look at these questions. 

Don emphasizes learning through practical experience. The students perform the 

skiil first and then see what is hvolved. '7 aart with the experience first. This may be the 



opposite of some educational theories that emphasize the instnictor demonstrating the 

skill, giving the students an opportunity to practice the skill, and then evaluating it." On 

the very first day, Don's students interview each other. Based on this interview, they 

wnte their first story. 

Don also sees his role as someone who fosters critical awareness of social issues. 

Each term, he requires his students to write one article that deals with a group in society 

that has been marginalized in some way. "1 try to foster an awareness of society and its 

structures. We also examine words and the "politically correct" usage of them. What do 

words do to people's self-image and how does this affect their ability to interact with 

others in the community? Students will Say: ' m a t  should we cal1 someone of native 

ancestry? Native? Cree? Aboriginal?" 1'11 Say 'Let's talk to some native people and see 

what they Say. "' 

An effective adult educator, in Don's view, is someone who has to like students. 

"It 's not just acadernic knowledge. If you don't like students, you shouldn't be a teacher. 

You've got to be willing to listen to them and advise them. You have to be approachable. 

They learn how to apply their skills in a more refined way. 1 help sort out their skills. 1 

suppose I am like a mentor and role mode1 for some of my students. Sometimes I've 

thought about retuming to industry on a full time basis but I enjoy teaching here too much 

to leave." 

Transfomative Educator 

Like Craig, Don sees his primary role as a facilitator of leaming rather than a 

reformer or transfomative educator. He sees transformational or deeper level types of 

leaming as being centered more in the readiness of the leamer and in the complex 

dynarnics of personality and experience that may trigger change. He explained that 

personai development and social awareness are not really his aims but rather they may be 

learning outcornes that occur without any conscious intent on his pari to 9rigger" them: 

A leamer may develop an increased social awareness of issues as a result of 

working on a particular project, but 1 certainly don't set our to teach this. 1 don? 

start off the course saying: 'Hi, I'm Don, and you are going to leam a lot about 

yourself and society in this course!' Frankly, 1 wouldn't know where to begin! 

Having said that, I know that I've worked with students who were hairdressers or 



who worked as waiters and waitresses and who are now successful joumalists. 

I've seen people shift careers and discover their own writing talents. I recently met 

a former students who is working in public relations. She said that 1 changed her 

life! 1 never set out to 'change' my students, but it is their expenences and 

perceptions of me and of other students in the classroom that can influence their 

outlook. That student changed her own life; in reality, 1 rnay have helped her dong 

the way. 1 am not thinking that if 1 bring in a popular news anchor, maybe 

someone will be inspired or transformed in some way. 1 could not be so 

manipulative. People see special qualities in others, and it's hard to pinpoint why 

people are more influenced by one person or one book or whatever than another. 

Changes as a .  Adult Educator 

Don mentioned that while he had a lot of practical experience to offer his students, 

he learned more about instructional strategies and teaching and leaming styles in the 

courses that he took in the Certificate of Adult Education Program. He describes himself 

as an "abstract randorn learner" and his spontaneity and emphasis on "doing" rnight 

alienate some of his students who are more concrete sequential. He recalled one 

instnictor in the certificate program who kept giving the students "lists and lists" and a 

constant barrage of articles to read. "1 couldn't stand the way he was teaching! But then, 

1 began to see how my own students might see me, especially if they7re the more 

structured concrete sequentiai types. What must they be thinking when I say: 'Go out and 

do this and good luck! ' or 'There is a rally at the legislature.. .1711 rneet you there at 1 2 

noon.' 1 never write anything down. There's nothing that I do that might help the 

concrete sequential learner." 

Based on Kolb's (1985) le am in^ Style Inventon: Don's learning style was in the 

assimilator quadrant ( an integration of reflective observation and abstract 

conceptualization). It is interesting to note that Kolb's analysis of the learning styles in the 

professions connects the divergent learning style to joumalists and people in the arts and 

entertainment fields. Don and 1 discussed his leamhg style, and he said that while he is 

very practical and experienced based, he is also analytical. He has a Master's in Canadian 

Studies and part of his thesis involved critiquing difTerent systems of govemment. The 

description of the assimilator that Kolb(1984) presents is consistent with Don's ability to 



take information and make it accessible to diverse reading audiences. Kolb maintains that 

people with the assimilator leaming style are best at understanding a wide range of 

information and putting it into concise logicai fom. People with assimilator leaniing 

styles are less focused on people and more interested in abstract ideas and concepts. The 

part of the description that does not coincide with Don's perspective is in the statement 

"people with this leaming style find it more important that a theory have logical soundness 

than practical value." In contrast, Don's emphasis as a joumalist is very practicai-he 

emphasizes the importance of good joumalists being able to produce work that is readable 

to a given audience. Moreover, his teaching style and the strategies that he prefers are 

based more in the diverger category: practicai examples, field work, observations, and 

discussion. Don felt that a combination of both the diverger and assimilator leaniing styles 

best reflect his approach to teaching and leaming. 

Values. BeiietS. and Ideals 

Don emphasized that as a joumalist, integrity and honesty are important values; he 

traced these values back to his farnily upbringing. 

We discussed the power of the media to distort information; 1 mentioned Donald 

Macedo's (1997) book Literacies of Power, and his premise that a critical understanding 

of the world should precede an understanding of the word. Don believes that it is the 

media's responsibility to point out the "double speak and the propaganda. He thought 

about the contradictions and ironies of the media fùrther: 

It's like the phrase the soldier was killed by 'fnendly fire.' What it means is that 

you were killed by one of your own people. Don't hide the fact by using 'friendly 

fire.' The only refuge for joumalists is be more aware of the hidden reality. A 

journalia could say to herhimself T m  not going to use the term 'collateral 

damage.' I'm going to say: 'a lot of people were killed.' Having said that, being 

honest may result in lower ratings and in the end, your job. But I emphasize 

integrity and accuracy of information tirst. 

Don was also critical of the assumptions that Macedo was making about 

individuais and the way their belief system is infiuenced by their social and culturai milieu. 

He values independence of thought and the power of individuals to challenge the status 

quo: 



I don't like theoretical assumptions that suggest that individuals are naive enough 

to absorb the social-cultural world around them. It seems to be saying: 'You're a 

white man who was born in Canada, so you'il have to think this way.' Not only 

that. you're incapable of thinking any other way because of the culture you were 

bom into. It resembles a racist mind set. If that 's tme, I'd still be homophobic and 

racist and sexist because that was the world that 1 was born into in 1954! The 

world that 1 was bom into had not even gone through Brown vs. the School 

Board. 1 can't even imagine a world like that anymore where little biack children 

couldn't drink at the same water fountain as white children or that any of the 

barriers that 17ve seen broken down in other areas that we've taiked about. If 

everything were culturally determined and everyone would have the sarne attitude, 

there would be no debate, no growth, no change. 

The values and beliefs that Don holds are reflected in the relationship he has with 

the students in his classes and in the expectations and leaniing goals for his courses. His 

sense ofintegrity and optimism that individual students have the potentid to think 

independently and cntically without "direct intervention" on his part became very evident 

in our conversations and in the time that 1 spent in his class. 

Learninq and Leamers 

Don views leaming at one level as acquiring the skills of writing good news 

aories. "1 emphasize the importance of the journalist to convey quality information. A 

good news story is vital to democracy and the future of citizenship." Don said that while 

he could identify with the transmission 1 behavioral orientation in terms of writing 

technique and mechanical accuracy in writing, he also wants them to develop problem 

solving and decision making. 

Don challenges students to "cut through" the propaganda and presents the facts. 

He mentioned that many of his students are very bnght and creative, they are not infonned 

enough about history and current events. He tries to encourage his students to read more 

in the areas of political science, history, and sociology. Don explained that a lot of poor 

joumalism is linked to a lack of understanding on the part of the joumalists about the 

context. The person may know how to write a news story but the content has no 

substance. " There is not nearly as much critical thinking going on in the newsroom as 



there should be. So 1 believe that it is my responsibility to say to these students: 'Think 

about the real story here. Don't get caught in the media fienzy.'" 

Orientation to Curriculum 

Don's orientation to the cumculum in his joumalism courses is rooted in practical 

experience. Students leam by doing. He encourages his students to explore and research, 

but he does not teach directly. He does not use notes, overheads, nor does he give hand 

outs. The process is focused on the students. They discover an area of interest and 

develop their own questions. The "power" in teaching, from Don's perspective, is viewed 

in terms of the students' own discovery and learning. Don believes that once the students 

discovet that they are capable of writing a good story, they wiU feel more confident. 

While he will set the standards for "good witing" in terms of technical and content ment. 

his process of facilitation is very student directed. 

The focus of one of Don's classes that 1 observed was on writing a current event 

story with a hurnan interest focus. The class was highly participatory, and 1 could see how 

involved and enthusiastic the students were. There were twenty five students in the class 

ranging in age (approximately) from twenty to forty five years oid. Each of the students 

presented a bnef summation of the story that they were working on. The students also 

identified any problems that they were having in finding sources and resources. Rather 

than "elling" or "directing" the students, Don opened up the class by questioning: " C m  

anyone help Margaret find a source? What does she need to do? You need to help each 

other. As a joumalist, you cannot subpoena people to the bench like a judge, so al1 you 

have is your honesty and integrity and reputation. Credibility is everything. How can this 

story that Margaret is working on about gangs be more credible?" could see how the 

students worked collaboratively, giving suggestions, and phone numbers of contact people 

that would provide an important source base for their article. The hurnan interest stories 

that the students were working on addressed a range of topics: Youth Gang Violence, 

Obsessive Compulsive Disorder, Legalization of Marihuana for Medical Use, Literacy 

Education, the Value of a Liberal Arts Education, Discrimination Against People with 

Mental Disorders, and Living with Hemophilia. One student interesteci in the Literacy 

Program West the Streets" arrangeci to interview me about my experience working in 

literacy education. Another student was writing about the dangers of VLTs. His story 



focused on the recent suicide of a man who was addicted to garnbling machines. His 

article raised ethical questions regarding the profit vs. compassion dilemmas related to 

gaming laws in Manitoba. The students were ''thinking as journalists", and that while Don 

provided a basic structure for writing human interest stories, the students chose their topic 

and worked collaboratively on the process of finding ' h o  sources" to back up their 

theme. 

~ 
The basic fiamework for Don's approach to article writing is to put the irnponant 

information first, open with a provocative sentence, get the names and the spelling nght, 

be concise, and use two key sources to build your story. The students are also 

encouraged to think of who their audience is. Don explained: 

As a joumalist, you've always got to think of your audience. You can be the best 

writer in the world, but if no one can read or understand your work, it's not 

journalism. Joumaiism has to have an audience. You might be having fun writing, 

but you are hoping that your work will be read. I also emphasize the importance 

of being able to back up your story. .. 1 also thought of a recent article in 

Dallas Mornine. News that retracted a story about the trooper's involvement in 

Clinton's escapades. Then they issued a second story standing by their first story 

saying that it was essentially correct! I asked myseif what does essrnria([v correct 

mean? In my opinion, a aory is either correct or it's not! That's the bottom line. 

The process of learning that Don's students are involved in rnirror Kolb's (1984) 

leaming cycle. As Don poimed out, the students start with a concrete 

experience-interviewing, researching, and making observations. They reflect on these 

observations and then develop a "conceptual modemat explains and clarifies why the 

circumstances or events occur. The "active experimentation" mode is practiced when the 

apprentice joumalist decides to interview further. Rather than approaching a topic like 

"Youth Gang Violence" fiom a theoretical or sociological perspective, for thisassignrnent, 

Don asked the students to vurite from a human interest perspective. This would involve 

intewiewing the people directly involved (e.g. gang members, police, etç.) . student 

writing excerpts that foilow are consistent with Don's intentions and his eqwctation of the 

'Vinal product" of their writing. Another student's stoiy titied Treedom to Read 



centered around a wornan who decided to retum to school. His article describes the 

woman's background and the baniers that prevented her fkom continuing her education 

when she was younger. The student also included comment fiom literacy practitioners 

and administrators of literacy programs. The atmosphere of reflection and active 

questioning that Don fosters is reflected in his students' writing. Learning is a process of 

discovery and expanding perspectives. The students are researching diferent facets of 

contemporary issues that impact Our lives. At the sarne time, the students are also leaniing 

to refine their writing skills: style and substance are emphasized. 

The apprenticeship approach is also reveaied in other projects that the students 

are working on. They create and produce the college monthly newspaper 'The 

Projector". The paper is organized into sections such as Editorids, Entenainment, Health, 

News, Diversions, and Opinions. This paper gives the students the practical experience of 

working for a newspaper, writing the stories, adhering to deadlines, and collaborating with 

students from different departments such as the Graphic and Applied Cornputer Design 

Program. As the students go through the program, they often choose to specialize in a 

pariicular area such as Health, Politics, or Sports. 

Sumrnary 

Don enjoys his work and there is high degree of congruence between his values, 

beliefs. and ideals, and his experience teaching at the college. He feels that he has Ieamed 

from his students and that his skills as a joumalist are valued. His approach to teaching is 

most consistent with Pratt's ( 1998) description of the apprenticeship and developmental 

teaching perspectives. 

The Academic Development SeMces Department (formerly cailed Adult Basic 

Education) focuses on helping adults upgrade their academic skills in Mathematics, 

English, and Physical Science. The courses designed to help prepare students for 

'benbanced education or employment opportunities" ( Red River College Brochure). The 

courses, for the most part, are tdored to meet the entrance requirements and skill 

expectations ofthe trades and technical programs at the college. There are about 200-300 

students enrolled in the prograrn. Many of the courses are individualized and competency 

based, with entrance and eat examinations to evaluate the academic skills of the -dents. 



The English programs that 1 reviewed reflect the 'machine metaphor" that 

McEwan ( 1992) describes. The Grade 10 program is organized in leaming modules, and 

the method of instruction is individualized. Tach student works independently and 

progresses at his/her own rate. Group instruction is used in some situations, but the 

emphasis is on the individualized approach to learning" (Academic Development Services 

Brochure). in contrast to the academic upgrading programs offered at the Winnipeg 

Adult Education Centre, the English courses in the Academic Development SeMces 

Department do not include the study of literature. The Grade 10 course called 

"Communications" emphasizes the development of skills in spelling, grammar, usage and 

mechanics, sentence and paragraph construction and expository paragraph writing. At the 

end of each unit, the students write a test. Upon passing that test, they begin work on the 

next unit. The teacher functions as a guide and a resource person. The current focus is on 

Functional literacy as it relates to the expectations of the trades and technology programs. 

While the Grade 1 1 courses focus on the development of English skills in Business 

Administration and Creative Communications, the Grade 12 "Pre-Technology" prograrn 

are generally science and technology based. 

Profile #8 Rachel 

" b my cmrscs, [ ask the studenis to reject on their paî t  fearni~ig experirnce, 

and tell me whar worked and what didn 't. I have a few basic guiding prirtciples: I r ry  to 

mate a comfortabk ciîmaie fur lemning; i try to make sire that what they arr Iraming 

is relevut~t und I try to demonslrate my own cotIfiJence in my .ssi~dents ' abiiity IO Iean~." 

Background 

Rachel has been teaching in the Academic Development Services department for 

eight years. She teaches in both the Grade 10 and 1 1 English programs. The Grade 1 1 

English course that she teaches integrates 'job market preparation skills" and study skills. 

Pnor to working at Red River, she worked as a reading resource teacher in an elementary 

school for ten years. Rachel grew up in Winnipeg and Ottawa, and cornpleted her 

Bachelor of Arts Degree, m a j o ~ g  in Sociology and Art History, a Bachelor of Education 

Degree, and her Certificate in Adult Education f+om the University of Manitoba. 



Overview of Rachel's Educational Philosoohy and Persuectives on Teaching Adults 

Based on Zinn's (1994) Philoso~hv of Adult Education Inventow, Rachel had 

relatively high scores in the behavioral, progressive, and humanistic philosophies. Based 

on Pratt's (1 998) model, Rachel's perspectives on teaching and learning coincide with the 

numiring and transmission orientation. Rachel's sense of compassion and understanding 

for adult leamers CO-exists with the more behavioral orientation of the department. She 

told me that although she recognizes that a number of the Enghsh courses in the 

department lack "a creative and literary dimension," she has considerable &dom in the 

Grade 1 1 program to be more innovative. She fùrther explained that: 

The courses that 1 teach are so different from each other ... .each requires a 

different rnind set. Sometimes I do find it difficult to teach courses that are so 

fùndamentally different h m  each other, but the course determines my approach to 

teaching. The controlled environment, and the rote and repetition of the Grade 10 

course are very different from the discovery approach that I take with the Grade 

I 1 English courses. 

Role and Responsibilitv of the Adult Educator 

Rachel identified with the roies of counsellor, fnend, CO-Ieamer, facilitator, and 

care giver. She prefers the word facilitator more than teacher. "1 think that I am helping 

them rather than instructing. I am helping them leam rather than telling them what to 

leam." Rachel mentioned that being a good facilitator includes being a &end, CO-leamer, 

and counsellor. She also compared herself to a mother who is there ?O boost confidence 

and be there when you're needed." While she describes her learners as being "extremely 

needy" she also emphasized that "you have to tell students that they can fly on their own. 

Sometimes you have to be careful. The students can be very manipulative. Children are 

iike that too." 

Mutual respect and empathy are valued by Rachel. She spoke about the 

internalized labelling of adults in her classes who perceive themselves as "stupid and 

illiterate." As an adult educator, she feels that part of her role is to help her students see 

themselves in more positive ways. Several times, she referred to the work of Car1 Rogers 

and Abraham Maslow and their emphasis on looking at the emotiond aspects of leamhg 

and the way in which s&esteem and selfiimage influence motivation and leaming: 



I want to take away labels. 1 aiso tutor students fiom the educational support 

program and these adults have serious learning problems ... So many of them have 

been labelled and 1 don't want to reinforce the negative way they may feel about 

thernselves. Of course you are aware of theû problerns, but I try not to 

differentiate between them. 1 try to give everyone an equal opportunity. I suppose 

this sense of faimess and belief in mutual respect cornes fiom my work with special 

needs chiIdren. 1 worked with kids who had attention deficit disorder and other 

emotional problems. You have to be patient but you also have to treat them fairly 

and as individuals, not as a label. 

When we reviewed the Kolb (1985) Leanùng Style Inventory, Rachel said that she 

identified more with the Divergent Learning Style and not what her score had 

suggested-the assimilator learning style. She could identiw with the creative and 

intuitive characteristics of the Divergent Leamhg Style Type. When I asked her how her 

learning style preferences might influence her teaching style, she said that she is very 

flexible. "In ternis of my teaching, 1 adapt to the course. 1 can be very concrete when 1 

need to be and then 1 can be very reflective and abstract. I'm open to new ideas and 1 

adapt to the course and to who the students in my class are." Based on Conti's ( 1 990) 

Princioles of Adult Leamina Scale, the factors that Rachel ranked high were consistent 

with a learner centered approach which emphasized a positive learning climate, 

encouraging problem solving and personal development, and relating the materials taught 

in class to the experience of the students. 

Rachel compares her work, especially in the tutoriais sessions, to the work of a 

counselor. She explained that many of her students haven't been in an educational 

institution for ten or even twenty years; it would be important for the teacher to be warm 

and approachable, so as to minimize alienating or intirnidating the student. Rachel aiso 

reflected on the way that some adult leamers rnay project their own fea .  and anxieties 

ont0 the teacher. "Even though the student may not know me, he or she rnay assume that 

I'm the reincarnation of the terrible teacher that he had in school twenty years ago." She 

describes some of her students as having 'Yemble hang ups7' and that while as a teacher, 

she can't becorne over involved, part of her work is "knocking down those negative walls 

and helping [students] see life more positively and realistically." Rachel fiuther explained: 



The teacher cannot be a distant and detached figure. 1 am not an authoritarian 

figure at dl. 1 like the process of getting to know the student individually; 1 prefer 

tutorials rather than a group. 1 just feel that 1 have more of a handle of the 

student's problem, programs, and goals when 1 meet with them individually. 1 feel 

more like a counsellor. 1 get very involved with the projects that they are working 

on. One of my students is working on a project on Schizophrenia. I'rn leaming as 

much as she is about the topic. 

The empathy that Rachel feels for many of her students can be traced back to her 

own experiences in schooi and in retuming to university as a mature student. She 

reflected on how her own lack of self-confidence and "math anxiety" prevented her from 

pursuing her education when she was younger: 

1 can identify with what our students are going through. Family obligations, time, 

juggling homework with taking care of the children are huge responsibilities. I 

went through it myself I'rn a role mode1 when 1 say to my students: 'If l can do it, 

so can you. ' 1 also tell them that 1 wasn't good at Math but that didn't stop me 

fiom studying Art History and Sociology. Don't let prior negative leaming 

experiences from twenty years ago stop you from pursuing your goal. Now is now 

and then was then ...y ou're a different person now, so don? be hung up by a bad 

mark that you had in Grade Seven. I really emphasize this a lot. In talking about 

rny own experiences, 1 feel that the students are less threatened and more willing to 

open up and disclose their own fears. 

Leamino and Learners 

Rachel co~ected  learning to a life long search for new knowledge and skills. 

' leamhg is never saying "I've learned enough. My brain is full. 1 emphasize life long 

leaniing to rny snidents. 1 Say: 'Don't think that when you finish this, your leaming will be 

over. You are going to be out in the work force and you will have to adapt to new 

methods, oew situations, and the need to acquire new knowledge will aiways be there. "' 

When 1 asked Rachel what the terni transfomative leamhg rneant to her, she co~ec ted  it 

with problem solving and being able to keep up with the changing needs of society and 

technology. She also linked learning to motivation and attitude; iffear, anxiety, or a lack 

of initiative are not there, the student will have difficulties learning. " 1 make it a point to 



tell my classes that attiîude is the most important factor that influences progress. You can 

be bright and have the best skills but if you have a poor attitude, you won? be successful." 

Rachel reflected on two students who exemplified her point. She recalled a young man 

who had been to university but because his writing skills were very weak, he was advised 

to attend the upgrading program at Red River in combination with an electronics course. 

While his major responsibility was being a student ( he did not have any part time jobs), he 

couldn't focus his attention. He felt apathetic and demotivated.. His parents were very 

demanding and they expected their succeed to ""at least succeed in an easier program than 

Engineering: 

This young man was a bit of a Walter Mitty type. He really wasn't interested in 

studying about circuit breakers or anything else for that matter. He wanted to 

travel to Austraiia but he didnyt have the money, and he felt pushed to be here by 

his father. His parents were 60m the former Yugoslavia and they saw the world in 

a very different way from their son. Education and security were important. I 

worked a lot with this young man on study skills, time management, how he 

should study, when he shouid study, what he should study. I consulted with 

another tutor who would help him with Physics but nothing seemed to help. I 

haven't seen him around for months. This proves rny point about attitude and 

leaming. This young man didn't have so rnany of the barriers that affect our 

students-money, famil y responsibility, part tirne job, etc., but his heart wasn't in his 

studies. 

Rachel contrasted this example with a mature student of 40 who managed to 

complete dl of her courses in the upgrading program under multiple stresses in her life. 

"'Her husband wasn't supportive and yet she was never discouraged. She also had a pan 

time job at the post office. Her work was always done exceptionally well, not rushed but 

thorough and polished." 

Orientation to Cumculum 

Rachel teaches the individualued Grade 10 and the two Grade 1 1 English courses 

(Business Engiish and Job Market Preparation). She feels that the Grade 10 program is 

too focused on ""drills and contract work". She explained that the rationale for the %ack 

to basics" courses on a number of factors. Literature is not really thought of as necessary 



by many members of her department when you are going into Automotive Technoiogy or 

the Aerospace program. The English courses are geared to the requirements of the 

existhg trades and technical programs. Students don't see the lack of literature as a 

weakness. In their view, they don't have as much reading to do. Rachel emphasized that 

the students see the program from a practical side: 

To some extent they provide security for students if they've been out ofschool for 

a long time. The modules are very predictable and when your life has been very 

erratic and unpredictable, this is a source of security. Students can work at their 

own pace. They don? have to compete with anyone. Nothing is tluown at the 

student. The student doesn't have to give a presentation or write an essay. It's dl 

prepackaged and linear. It is for the concrete sequential leamer. In contrast, 

someone who is a dreamer or who rnight be a good writer may find it very arduous 

to do pages and pages of exercises and drills on nouns, verbs, and subordinate 

clauses. They are not competing with anyone. 1s it an ideal learning situation? No. 

certainly, not for everyone. 

In the study skills unit, Rachel covers topics such as leamhg styles, time 

management, note taking, memory strategies, skimrning and scanning, and coping with 

stress. The texts includes excerpts from articles and essays that emphasize finding the main 

ideas, and scanning for information: 

1 try to make the Study Skills course interesting by focusing on factors that affect 

students' learning. 1 want the students to know that 1 am genuinely interested in 

their learning. 1 am perhaps too interested in their background! Maybe I'm a bit 

too curious. 1 ask them to write a biography of themselves on the fira day of 

class. I do this as a starting point. They can disclose as much or as Iittle as they 

want. This opens the door and when I find out more about their interests 1 will 

bring in articles or 1 will ask them questions based on their autobiography. 

Preferred Teachina and Learninp; Strateaies 

Rachel has used Learning Styles Inventories with her students identiS, their 

learning strengths. "1 try to bring in as many of the senses into learning as 1 can. I try to 

use visual, hand on , auditory, and so on to reach as many students as I can. For exarnple, 

if 1 were to teach a class on tirne management, 1 would explain why it would be important 



to be a good t h e  manager. 1 would ask questions, give examples, and then 1 would use 

some overheads to show the students to set up a schedule. Then 1 would ask them to 

develop their own schedule. Lecture, discussion, visuals, and practical experience should 

al1 be part of the lesson. 1 also just ask the students to tell me what works best for them 

and what doesn't." Rachel reflected on a lob Preparation Course that she developed for 

the Grade 1 1 Communications English program. She developed the course in as a result 

of her observation that many adults retuming to upgrading have vague or unrealistic 

career aspirations. She considered the course to be a success because of the positive 

feedback that she received tiom the students. Teaching and leaniing approaches such as 

lecture, speeches, group discussion, individual field work, guest speakers, videos, and 

handouts were used to reach students with different leaming styles. Rachel also 

emphasized that the students enjoyed the course because they could appiy the knowledge; 

they were interested in finding out ways of identifjmg a career choice and the skills that 

they needed to enter that career avenue. 

Both the job preparation and study skiils courses that Rachel teach reflect her 

insights into adult leamers and the diverse needs that they have. Interestingly, they do not 

resemble a "traditional English course" but are more sirnilar to a values clarification 

workshop course for adult learners. The content and goals of the course are consistent 

with Rachel's identification with her role as more of "a counsellor" rather than an English 

teacher. While she does not incorporate literature as a vehicle for explorhg values and 

ideas in the way that some of the others teachers such as Brian, Sheila, and Rob do in their 

courses at the same level, Rachel does address the values and needs of the adult learner in 

a dflerent context. In the Job Market Preparation course, the students are required to 

investigate and write about a job or career field that they are interested in. She reflected 

fùrther on her approach to helping her students: 

1 start with asking the students to idente their strengths and interests. What am 1 

good at? Do 1 want to work inside or outside? Do I want to work with numbers? 

Do 1 want to work with people? Do I want to work with machines? Do 1 want to 

work with things, animds, or ideas? Some of Our students come here and have no 

idea of where the are going. About 1B of the students have not idea what they 

want to do. 1 tel the students: 'Lf you tel the employer that you are a good 



organizer or that you enjoy working with people, what have you got to be able to 

back those staternents up?' 

The Grade 1 1 courses that Rachel has developed are rooted in personal and 

practical skills developrnent. If students are interested in a career, they are required to 

i n t e ~ e w  two people in the field, conduct tibrary research on the profession or trade and 

write a research paper on this. They are also required to present a speech based on their 

research. Through this process, students are clarifjmg their vaguely expressed interests. 

Dilemmas 

The dilemmas that Rachel identified focus on the courses that she teaches. While 

on the one hand, she can see the practical value of leaming the basics and in an indirect 

way, students are leaming organization and structure in their own lives by having to meet 

deadlines and adhering to a routine, the course would be more well rounded if it contained 

a literary and creative writing component. "Their ability to understand grammar 

detemines whether or not they pass the course, and then this affects their ability to enter 

programs at the college. 1 feel that a student can write very well without knowing what a 

relative pronoun is but the student's ability to pass the course will be dependent on 

recognizing the cornponent parts of gramrnar." 

Rachel descnbed her role in the modular program as "someone who keeps score" 

and checks the student7s progress or helps to explain an exercise in the learning contract: 

The idea behind the cumculum is that students have to walk before they can run. 

The teachers who developed these modules believe that before you can write 

creatively you have to know the technical parts. If 1 had a choice, 1 would teach 

the prograrn in a very different way. These bookiets were written in the 1970s and 

they've been updated a Iittle, but they are basically the same. I think that including 

literature would make the prograrn more baianced. 

While Rachel finds the Grade 10 program too regimented she is able to use more 

group work and experiment with different ideas in the Grade 1 1 courses. Both the Grade 

I 1 A and Grade 1 1 B are business communications based with students leaming letter 

writing, mernos, research papers, and inte~ewing techniques. These courses are 

prerequisites for students who want to enter Business Administration and Creative 



Communications. Paragraphs, memos, reports, and letter writing are emphasized but in 

addition to these topics, additional units are added. 

Sumrnary 

Rachel's approach integrates the humanistic, behavioral, and progressive 

philosophies of education. Her interest in helping adult learning gain confidence and 

cia@ their goals and values reflects her interest in being more of a "counsellor" rather 

than an "instructor" with her students. 

Profile #8 Catherine 

"lfind the studetits whu h m  realiy îow self-stem and ihink that they cari 'r do 

anyihing the most chalienging. The bemty of teachirg in the A h l t  ELhmtioir program 

h m  is that you set. su rnzrch change. Oiice a st11dent sees fhat he or she cati do 

something correct, their conjideiice begim zo brrild. I rnjoy my rde  in heipi~ig stiidents 

ser that they can accomplr:h something " 

Catherine has been teaching in the Academic Deveiopment SeMces department at 

Red River Community College for twenty five years. She described her expenences 

teaching at the college as being wonderful because 'iou are getting so much back from 

what you put in. In spite of the fact of al1 the changes and cut backs, the college is still an 

exciting place to be. I love my work." Catherine grew up near Thunder Bay Ontario and 

Winnipeg. She completed her Bachelor of Arts degree majoring in English and 

Geography from the University of Manitoba. She has her teaching certificate and has 

completed courses toward her certificate in Adult and Continuing Education from The 

University of Manitoba. I met with Catherine three times during January-April 1998. 

General Overview of Catherine's Educational Philosooh~ and Teachin~ Perspectives 

Based on Zim's ( 1994) Philoso~hy of Adult Education Inventory, Catherine's 

highest scores were in the progressive, behavioral, and humanistic philosophical 

orientations. Based on Pratt's model, Catherine's perspectives are consistent with the 

nurturing and transmission orientations. She believes that the individualized prograrns ( 

leaming contracts) have been very successful in meeting adult lemers' needs. In contrast 

to Rachel, she does not find the Grade 10 program lacking in creativity. 'To teach a 

group of students is not the way to go in Adult Basic Education. In a group, you will bore 

some students and be over the heads of others. The students are so different that the oniy 



way to truly meet their needs is through an individualized programs where the students 

can work at their own pace." 

Catherine's humanistic focus in understanding adult leamers and the barriers that 

they may bring with them to the learning situation rnay seem to contradict her belief that 

the "transmission7' oriented approach to cumculum content best meets the needs of the 

adult leamer who is retuniing to cornplete acadernic upgrading. When I asked Catherine if 

she saw any contradictions between her emphasis on respect and valuing the uniqueness of 

the individual and the more regimented smcture of the leaming contraas, she said that 

her values were in fact very compatible with the program: 

It may not appear so, but the programmed instruction is very compatible with my 

beliefs. In an individualized situation, you cannot avoid being close to the student. 

You end up getting to know them very well. This closeness would not occur in a 

group setting. In an individualized program, you are listening and talking, and you 

are in an environment where you have to connect. 

Role and Responsibilitv of the Adult Educator 

When we were discussing the different roles of adult educators, Catherine was 

candid in her statement: "1 don't analyze my role. 1 just enjoy it. I have a very 

mathematical perspective. "1 have a kind of 1 + 1 way of thinking and 1 don't reflect much 

on things like that." She also believes that good teaching skills are something that you are 

bom with. 'The really taiented teachen seem to have a natural flair. It is something that 

they are boni with. I could take lessons and lessons in oil painting and I could never be an 

artist. It7s the same in teaching. Special teachers have a quality that cannot be learned 

from the text book. I reaily believe this. You c m  l e m  al1 the content, the strategies, and 

the methodology and you cm l e m  to cope, but ifyou haven't got that quality that makes 

you connect with students, you will not be a great success." 

Catherine attributes her success as a basic literacy instructor to her insight, 

empathy, and tolerance. The "mathematical" metaphor that Catherine used to describe her 

perspectives on teaching surfaceci in her analysis of the tacher-student relationship: 

You have to reach dom ro the level of the student and understand where they are 

at. It's really quite simple: If the student does their part of the equation and the 

teacher does her part, things should work out. I don't thuik that there is any magic 



to it. You have to have insight and you have to be perceptive. Through 

assessment tests and through the interviews, the teacher should know what kind of 

skills the leamer will bring to the situation and what they need to develop. 

Everyday you cm keep track of what the student can lem. 

Catherine also descnbed some of her work as "informal counselling". She 

emphasized the importance of Iistening to the problems that students may have and 

referring them to more formal counselling if the problems are more serious. One of the 

other teachen in the department mentioned that otten "difficult" Iearners are sent to 

Catherine because she has "the most patience and empathy." Catherine mentioned that her 

students are "not penalized for being late or not attending nor are they competing with 

anyone". For the student who is insecure and hasn't been in a formai educational setting 

For many years, Catherine's emphasizes that her style and approach would be effective. 

Chanaes as an Aduit Educator 

Catherine feels more confident as an educator today. At the start of her career, 

she was an elementary teacher and she didn't really enjoy this. She felt that she had to be 

more of a manager and disciplinarian and this ran contrary to her values. Catherine said 

that she hadn't really reflected on her career choice at that point in her life. "In those days 

women went into either Nursing or Teaching and if you didn't, you stayed home and had 

children. Times were so different then. You didn't question anything. Your options 

seemed to be closed. 1 wanted to be in the RCMP but they didn't accept wornen at the 

time." When she had the opportunity to work a tenn at Red River, she 'Yound her cailing" 

and has been here ever since. Catherine said that she is better at really listening to the 

-dents7 perceptions of their needs and goals and her ability to "develop a battery of 

strategies that fit with each student's situation." Despite the fact that the cumculum 

content (the leaniing modules) remain the same, if a student is h a h g  difficulty 

understanding a concept such as a subordinate clause or a conjunction, Catherine is able to 

Vary her style of explaining the concept to each student "stightly differently." 

Leamina and Leamers 

in our discussions, two different concephializations that Catherine has of learning 

emerged. At one level, Catherine connects leamhg with the development of basic skills. 

in her view, adult Iearners need to go through the process of deconstructing component 



parts in language (nounq verbs, objects, etc) in order to understanding and apply "higher 

levei" skills. "It's like leaming the times table in Math. You have to know this before you 

begin to do complex equations." Group discussions, cntical thinking, explonng values 

and ide& are not part of this 'Tnstrumentai" view of leaming. Catherine noted that she 

rareiy has class discussions with lier students. 'The topic has to be something really 

special. It has to be a topic that everyone has the skills and information and background 

to discuss, but that doesn't happen ofien." On the Conti(1990) Princi~les of Adult 

Leamine Scale, she expressed a high level of agreement with factors such as "1 avoid 

discussion of controversial subjects that involve value judgments" and "1 use methods that 

foster quiet productive desk-work." What may appear to be "controlling the environment" 

is an attempt on her part to make the leamhg environment safe and secure. The criterion 

for evaluating students, the topics in the curriculum, the tasks, learning objectives and 

learning outcornes are prescribed. Unless English courses where the development of 

writing and reading skills is integrated with the development of criticai insights, 

broadening perspectives, and personal development, this technical view of leamhg is seen 

as a process of acquiring prescribed facts and reproducing the correct information on a 

standardized test at the end of each Ieaming module. The intent of the cumculum does 

not set out to foster cntical thinking and personal development. That is not to say that 

critical awareness and "transformative" types of leamhg will not occur, but Catherine's 

focus from an instrumental literacy perspective is on content master and the reproduction 

of prescribed skills. When 1 asked Cathenne what the term transfonative learning meant 

to her, she connected it with "a change of any kind". 

Catherine explained that the adult leamers in her program gain confidence and self- 

esteem. This personal leaming develops through the individual relationship that she has 

with each student. In communicating with students, she notices changes in their attitude 

and self-confidence: 

When adults retum , so much of what we do with them has nothing at dl to do 

with academics. They don? know how to study, they don? know how to manage 

theu time, and they don? have any confidence. They expect to fail and not to 

pass. As teachers, we really have to deal with selfksteem issues. That is never 

done as 'an exercise in confidence building'; instead, it is part of what 1 do 



everyday in speaking with the students individually. I am more like a counsellor 

than a teacher some days. So many of our students have had negative experiences 

in schooi and that is why they dropped out. When they get a Grade 12 certificate, 

it's a badge that says: T m  not stupid.' It represents to some the fira time that 

they were successfbl. 

Catherine aiso emphasized that the individualized program also enable the adult 

leamer to have the tirne "20 son out their own lives" while they are leaming basic skills. 

Orientation to Curriculum 

The Grade 10 program that Catherine is teaching reflects the behaviorai 

philosophy and is based on the assumption that leaming is sequential and hierarchical; 

basic facts fiom the foundation for learning about more complex tasks. For instance, 

being able to understand what a noun and verb are would be necessary in order to 

understand what a sentence . There is not a literature component and the ten learning 

modules emphasize correct grammatical usage. The grarnmar is not contextualized; rather 

it is presented in its component parts. The units include topics such as : Sentence 

Structure A and B; Punctuation and Capitalization; Subject and Verb Agreement; 

Conjunctions; Sentence Combining; and Paragraph Writing. The paragraph writing section 

required the students to order and combine related sentences based on a sports hero or a 

hiaonc event. Examples, exercises, and unit tests are included for each unit. Students 

can work at their own pace, but as Catherine mentioned, if they want to obtain a Grade 1 O 

"Communicationsy' credit, they have to complete al1 ten units by a specified date each tenn 

Most students who complete the courses, go on to take the Grade 1 1 A(xience 

and technology based) or 1 1 B ( Business Administration and Creative Communications), 

depending on their career interests. The curriculum focus reflects behavioral concepts 

and methods: competency-based, mastery learning, behavioral objectives, feedback, 

reùiforcement, and programmed instruction. The competencies identified in the leaming 

objectives of each unit are presented in task-based terms such as "Students dl be able to 

write a paragraph using transition words."Catherine's role is to c l a .  guide, provide 

feedback, and monitor the students' progress as they work through the booklets. The 

prograrnmed instructional approach is consistent with Cathe~e 's  beliefs about learning 

and beginning with a foundational base and buildiig fkom there. '7 teach English with a 



mathematical approach. I like to have structure and 1 like to have rules and I like to see a 

progression of ideas. The students do not do a lot of generating of their own ideas but 

they learn important basics." 

Dilemmas 

Catherine described her concem with the direction the college is taking to be more 

entrepeumeunal. She said that even the name of the department (Academic 

Developmental SeMces) has more of a business rather than educational connotation to it. 

The board of govemors wanted to 'iipdate the name" to emphasize the technicd job 

focused side of the college. She explained: 

I think that our students are less likely to approach an office or program called 

Academic Development Senices. The students are fnghtened of 'academics. ' 1 

also didn'i like the title that we had a few years ago : Adult Basic Education. Why 

basic? Why not just cal1 the program Adult Education? Titles of programs have 

meaning and they affect the students' perceptions. They are adults and they want 

an education. It's quite straight fonvard to me. 

Catherine sees the trend toward business and professional training that the college 

is emphasizing as 'a tragedy" for those adult learners who just want to l e m  foundational 

reading math skills. " We used to offer hairdressing and food services, and students with 

low level reading and writing skills could enter programs like these, but now these 

programs are gone." The current programs, she notes, are very cornpetitive and the 

message conveyed to the low level leamer is : 'There is no place for you here." She 

added: " What are people who can't get beyond Grade 10 or 1 1 acadernically supposed to 

do? We can help the student now improve their education and help them leam a trade, or 

we can pave a different road that will retum the student to welfare and poverty." 

S u m a r v  

While many of Catherine's insights on adult learners refiect the humanistic focus 

on nunuring the leamer's seKconcept and making the leaniing climate supponive, her 

approach to teaching is rooted in the behavioral adult education phiiosophy. She believes 

that her own encouragement and ability to connect with the students on an individual 

basis is the starting point oflearning. Her orientation to curricuiurn is rooted in the belief 

that leaming '?he basics" through programmed instructional model helps adult learners 



who have been out of school to gradually ease into the comrnunity college systern without 

feeling intimidated or insecure, as they might in a larger group context. 

Profile #10 Laura 

"I think a lot aboiît the phiiosophy of whut 1 m doing, and I tty to leam* my 

mistakes. Y i  may ger along better with some stdiwts because of the& personafittes, bttt 

I really believe r h a l y o ~  have tu gtve all Ieumers the bemfir of the Joirbt and gel to blow 

them. I believe that every person is important and I try tu iive by that valire. " 

Background 

Laura has been teaching English as a Second Language for Nneteen years. She 

taught English for three years in Iapan and for four years at a private college in the United 

States. She grew up in Manitoba and completed her Bachelor of Education degree and 

her Master's degree in Adult Education and Cumculum Development in ESL at The 

University of Manitoba. Laura currently teaches English for Acadernic Purposes and 

advanced ESL to students intending to go on to college and university. Her students 

corne fiom places such as Eastern Europe, China, Korea, Japan, Central and South 

America, Iran, Iraq, Eritrea, and Ethiopia. Laura recently completed research project 

involving the federally funded Benchmarks document to assess its implications on the 

trades and technology programs at Red River College. 1 met with Laura three times 

during Febniary-May 1998. 

General Overview of Laura's Educational Philosoohy and Perspectives on Teachinq 

Adults 

Laura's highest scores based on the Zim (1994) Philosochy of Adult Education 

Inventory were in the progressive and behavioral philosophies. Based on Pratt's (1998) 

rnodel, Laura's perspectives seems to integrate the developmental and transmission 

perspectives: 

So much of what 1 do is a type of transmission of culture and t am also involved in 

helping the students develop social awareness, practical hnowiedge, and problern 

solving skills. 1 think that 1 do need the structure but 1 also give the students a lot 

of control, but once they teii me what they want and need, then 1 think 1 have a 

fairly stmctured way of presenting it. 1 do make decisions about the curriculum 

content and how the material should best be presented. 1 redy take an eclectic 



approach. 1 don't think that it is healthy to look at one theory or theorists as the 

expert who has al1 the answers and explanations. 1 try to draw from rnany sources- 

---my own expenence, the theones that I find interestkg, and some of the current 

research in Learning Styles and Multiple Intelligence Theory. 1 draw the best from 

each one. 

Laura said that while there are a number of good ideas in the radical philosophy 

(e-g. students writing their own texts and leaniing from each other), she was very critical 

of the emphasis on changing society. She thought that the radical philosophy was "very 

controlling" and that there could be "a big hidden agenda" in ternis of c'changing" 

students. She emphasized that when you are an educator of language, the ultimate focus 

should not be to change society. " I think that the ultimate focus should be to teach 

language. You can raise awareness of personai and social issues through language and 

this is something 1 do, but this is not m y  primary goal. 1 think of myself as a language 

student in Japan. I would have resented a "radical" educator who was there to direct me 

in changing society. [The radical] is the philosophy that 1 most disagree with." 

Laura also felt that her score on the Kolb (1985) Leamina Stvie Inventorv was 

consistent with her approach to learning and teaching. The assimilator learning style 

reflects her interest in theory and analysis. As an ESL researcher and curriculum 

specialist. she must apply theories that will have practical relevance for teachers. "1 think 

that 17m very organized and prepared. I aiways try to have an overall plan. When I 

present something in class, I'rn able to break it down into sub-goals. I'm good at 

deconstructing information. I think that this is an important skill for a teacher to have. 

Adult learners have the ability to classi@ and if they can put something into an 

organizational scheme, they can rernember it better rather than if the teacher presents the 

information randomly. " 

Role and Res~onsibiiity of the Adult Educator 

Laura could identify mst with the roles of reflective practitioner, planner, CO- 

leamer, and transfomative educator. Like a number of other teachen in this study, Laura 

believes that at the heart of good teaching is good planning. '4 just can't go in without a 

plan, even if1 don't follow it exactly. 1 have to write down what we're going to be doing. 



I know that I'rn a very organized person. However, sometimes 1 don? know whether this 

is a strength or a weakness." 

Transfomative Educator 

While she hadn't heard of the term transfomative educator, she comected it with 

the teacher's involvement in changing a student's Life in some way. "1 suppose 1 am a 

transfomative educator in the sense that I'm trying to broaden my students' awareness of 

other cultures in the hopes that some of the barriers of ethnocentrism mav be reduced. 

However, 1 do also enjoy teaching grammar which 1 suppose wouldn't be considered 

transformat ive." 

One of the texts that Laura uses called Be~ond Words integrates the acquisition of 

technical language skills while simultaneously fostering personal and social awareness. In 

this context, she feels that her approach to teaching is transfomative. One of the 

exercises that she said the students really like is where they have to make a statement 

about another group and then they have to decide on whether it is a stereotype or 

generalization. Laura emphasized that the audents leam that it is very easy to see other 

people's weaknesses or idiosyncracies but it is more difficuit to see their own. "1 really 

think that it is important for students to be aware of ethnocentrism and the deeper cultural 

issues. I think that students have to think on a deeper level of different rules and these 

rules are related to cultural differences in philosophy and thought. 1 also think that it is 

important to show audents that the organization of writing is somewhat cultural." She 

explained that while the South American writing style is very poetic and flowing, the 

writing is not as structured and orderly North American writing which emphasizes the 

declaration of the thesis fira and then organiring al1 of the sub points to relate to the 

thesis. "1 try to stress to my students that 1 don7t want to make value judgments. 1 tell 

them that if 1 went to their culture and 1 if 1 was learning how to write, 17d have to change 

aspects of my own style that have been infiuenced by Western approaches. If they want to 

be successfùl here, they have to learn 'acceptable style'. 

Changes as an Adult Educator 

Laura explained how over the years she has developed a p a t e r  awareness of the 

potential conflicts and problems that may stem 60m cultural differences. She described 

how she has had to work hard at establishing trust so that Asian students for example, 



who Laura said were reluctant to admit their doubts or true feelings. "Being trusting and 

honest are qualities that some Asian students will leam. With Arabic students, it's the 

opposite. I find that some cm be very forceful. I have to be reaily firm sometimes; when 

it cornes to conflict over a mark 1 have to be very finn. If you try to compromise, the 

conflict just never ends. So with some students, you have to be more direct, while with 

others, you have to encourage them to be more expressive and assertive." 

Vaiues, Ideals, and Beliefs 

For Laura, respect and the values of students are of primas, importance. "Every 

person is important and 1 try to value the culture that each student is tiom." Technical 

expertise as well as specific personality traits such as sensitivity and empathy are essential 

for the ESL teacher of adults. " The leaners' self-concept is vulnerable since leamers are 

trying to cope with multiple dernands-leaming to integrate into a new society, trying to 

make fnends, coping with a lack of financial resources, leaving a family behind, and an 

uncertain future." Laura explained that her empathy, understanding, and expertise in 

teaching ESL began to develop when she learned Japanese and when she taught English in 

Japan for three years. She first Iived in Tokyo, and then moved to a mral area. When 

teaching ESL students, she wili ofien reflect on her experiences as a language leamer: 

1 think just the experience of being a leamer in a foreign setting and trying to 

suMve in that situation was something that 1 drew on in my own teaching. I had to 

relate to a very different Medicai establishment when my daughter was bom there. 

1 didn't know the language and didn't always know what was happening. 1 also 

had to try to raise my daughter in a culture that had very different views on child 

rearing. Boys have more privilege than girls. 1 recall one incident where my 

daughter was playing with building blocks, and this Japanese boy kept knocking 

them over. M e n  1 went to intervene, his mother stood between us, and she would 

not allow me to stop her little boy frorn knocking my daughter's building blocks 

over. There is very lax discipline in the early years, but then the cultural systems 

impose a regimentation. Your Iife revolves around cornpetition in Japan. There 

are very few situations where adults can act as fixe spirits. But my expenences in 

Japan helped me to ünderstand what some of my students go through when they 



have to raise their children and deal with cultural systems that they are not 

accustomed to. 

Laura also emphasized that while she went to Japan volunt~ly and that there was 

a sense of adventure in living there, she realizes that for many of her students who were 

forced to flee political tunnoil, the finality of a move to a new country has different 

psychological affects. "It's a lot harder to adapt if you know you have no choice about 

returning." 

The culture shock and transition process that Laura descnbed had numerous 

parallels with Mezirow's ( 198 1) theory of perspective transformation. Leamhg about a 

new culture is a process of adaptation and a way of expanding horizons or meaning 

perspectives.. The "sense of disorientation" and the fear and anviety that many second 

language leamers expenence may be associated with their efforts to adapt to a new social 

context. As individuals seek new information, and share their expenences with others. 

iheir perspectives rnay begin to shift. Laura's insights also reflect Foster's (1997) 

assertion that the second langage teacher cm be a buffer between the learners and the 

language experience. Foster maintains that ESL instructon mua be knowledgeable about 

the process of transfomative leaming as it relates to language learning. 'The role of the 

instnictor is determined in part by the subject matter and in part by learners' needs and 

motivations. She must be an expert not only in the subject area (grammar, vocabulary, 

pronunciation) but dso in the affective components of langage leaming. She must 

understand how theses two areas -the cognitive and the affective interact" (Foster, 

1997.p.37). Foster maintains that it is at this point that the process breaks dom.  Foster 

assens that many language instructors have difficulties coping with the integration of the 

affective and cognitive aspects of language learning. While not directly referring to 

transfomative learning theories and the concept of situated cognition. many of the ESL 

teachers in this study did convey expertise in integrating both cognitive and affective 

aspects of leaniing. 

Aside from ESL teachers being "expert in linguistics and understanding the 

organizational structure of language7' Laura emphasized that the ESL teacher needs to be 

aware of cross cultural issues and this would include: cultural diierences in leanllng 

styles, personality and culture, gender issues and culture, cultural dflerences in writing 



style, and cultural differences in communication style. She showed me the biography 

books that her students had developed. The biographies included photos of the students 

and descriptions of each of the interests and goals that the students had. The first 

biography was Laura's own. She explained that if she would share something about her 

own life with her students, they might be more willing to disclose something of their own 

li fe: 

Awareness of cross cultural issues is so important. The teachers should be aware 

of how that student perceives the teacher, the learning expectations and the 

content of the lesson. For instance, the Japanese students that I have taught are so 

respectfùl of the 'authority' of the teacher. They would find it hard to address the 

teacher by her first name. As a teacher you want to feel as though you are on an 

equal or at least a fiîendship basis with the students, and I think cultural differences 

are more pronounced if t he students cornes from a rigidly hierarchical society. 

Because rny students are very advanced acadernically, we cm talk about these 

power issues, and I can expiain some of the differences in roles and expectations in 

the learning context. I ask them to use my first name. I feel that the informality is 

sornething that they should l em  about Canadian culture and the ciassroom is a 

place where they can start to leam about that. 

Leamin9 and Leamers 

Laura's definition of leaming reflects the progressive philosophical emphasize on 

practical application. She also emphasizes the important of students being about to 

understand the organization and grammatical structures of English gramar. She also 

emphasized that not al1 adults understand or leam English more effectively by 

understanding the grammatical structure of a language, so she tries to use a variety of 

approaches ( audio tapes, visuals/films, informa1 conversations, role play,etc). For Laura, 

leaming involves being able to demonstrate some type of skill. "You have to be able to 

apply your ski1 and knowledge. If we look at grammar, 1 don't think there is any point in 

learning al1 the rules ifyou are not going to apply them somewhere. M e m o ~ n g  

vocabulary isn7t going to help you unless you can use what you l e m  when you are 

reading or listening ." 



Laura has a formal needs assessment at the start of the class to identify the skills 

that her students need to develop. She has a form identifjmg a list of skills pertaining to 

reading, writing, listening, and speaking. " 1 ask my students to number fiom 1-5 what 

skills that they would like to work on and which skiils they need to develop most. 1 then 

analyze al1 the foms and see which skills the students have most frequently identified. 1 

aiways tell them that we will cover ail the sMls, but more emphasis will be placed on the 

skills that the majority of the class emphasized as important." About eight weeks into the 

course, Laura will have individual conferences with each student and they also have a form 

where they can evaiuate their own progress. She has individual conferences to see if they 

would like to change direction in the class. " 1 also have to balance the input they give me 

with my own expertise and assessment of the skills that they will need in an academic 

setting ." 

Preferred Teaching and Leamina Stratenies 

Laura includes a variety of teaching techniques and leaming strategies in her 

classroom. When we looked at the key concepts and methodologies under the different 

educational philosophies, she said that while she uses more behavioral and liberal 

approaches such as lecturing and formal testing to evaiuate, she will also use group 

investigation and discussion , mord dilemmas, speeches, role playing, and group decision 

making to balance more "teacher centered" approaches. '4  don? use Iearning styles 

formally. I find out about their styles through discussion. I will ask the students questions 

such as : 'When you learn English, what helps you the rnost?' How many of you look at a 

sentence and find the correct answer based on how it sounds to you?"' She encourages 

her students to develop metacognitive strategies to explore how they leam best. 

The course outlines and texts that Laura showed me refiect an integration of 

transactional and transformational approaches to teaching English. The text The 

Lanmage We Share ( Karpinski and Lecompte) integrates grammatical exercises with 

literature and non-fiction. The book is divided into ten units that focus on themes such as 

problems of racism and stereotyping, issues mrrounding education, family, and work, 

attitudes toward gender, tradition, and language, and dilemmas centering around cultural 

mernories and Canadian identity. The editon state that "in preparing the compilation of 

stories poems, and essays we have aied to generate questions, discussions, examples,and 



writing suggestions that focus both on the process of constructing meaning from texts and 

relating insights gained from reading and writing to the reality of Life in Canada" 

(Karpinski and Lecompte, 1995, p. mi). Laura emphasized that the multi cultural scope of 

the readings provide a Framework for empowenng students who themselves corne fiom 

different backgrounds and who are looking for ways to affirm their cultural identity. 

Dilemmas 

Laura identified a number of dilernrnas in her own teaching as well as some of the 

barriers that her students experience. The teaching dilemmas that Laura identified include 

knowing when to encourage students '40 move beyond their cornfort zone without being 

pushed." She explained that when she the students are asked to write their autobiography 

and then share their experiences by having them published in a book form, the students 

have a choice as to whether or not they want their work to be published. If the students 

feel uncomfortable disclosing information about themselves, Laura will give them another 

assignrnent. She also has difficulty knowing how to deal with negative attitudes toward 

Canadian society that often grow out of culture shock. 'The biggest barriers are within 

the students themselves. 1 think that the expectations that some snidents have of 

themselves is too high. Sometimes they have a very narrow idea of what learning is. 

Some students think that if they know the rules, they will be good in English, or the belief 

that the teacher should lecture al1 the time and "transmit" knowledge. Other students 

think that if they are having a group discussion with other ESL learnen, they are wasting 

their time. Students will discredit other ESL students and make up their mind that they 

cannot l e m  from each other." In order to challenge her students' views, Laura will often 

invite a guest speaker fiom the comrnunity to show students what ESL leamers who have 

"made it" went through. Laura and 1 also discussed a recent study by Peirce ( 1995) who 

found that a learner's abiiity to speak is innuenced by relations of power between 

speakers. Stmctural inequalities such as sexism, classism, and racism can limit an 

individual's opportunity to practice Engiish. In her study of immigrant women learning 

English in Canada, Peirce found that the women sometirnes had ambivalent feelings about 

speaking English. The hesitation seemed to result fiom their resistance to being 

stereotyped or labelled as "an immigrant," an identity that she understood to have negative 

connotations. Laura indicated that while "mainstream Canadian society" often 



underestimates ESL learners and will make the assumption (oflen erroneous) that they "do 

not understand what you are saying", the Wence" is also apparent in men. "1 have 

observed that the men are more iikely to hesitate to speak because they have corne fiom 

situations where they were powerfùl or where they had prestige and they don't want to 

look stupid, whereas the women seem more cornfortable speaking about everyday things. 

I do know that a lot of students Say that they are afiaid to speak because of the negative 

reactions of people who will either ignore them or tell them that they can't understand 

them." 

Laura discussed a research project that she directed involving the implications of 

the Canadian Language Benchrnarks Document as it related to programs at the college 

such as Business Administration, Cornputer Analyst Programmer, Aerospace Technology, 

and Restaurant Administration. Through interviewhg students and instnictors and the 

entrance and leaving standards of each course, Laura identified the English skills (based on 

the CLBD) aduit learners would need to successfully enter and proceed in the program. 

The Canadian Language Benchmarks document, published by the Federal govemment in 

1996, presents a set of guidelines that would move toward standardized ESL curriculum 

goals and assessments and evaluation procedures that could be applied through the 

provinces. Its goals is to encourage a unifonnity in the assessment and evaluation of 

beginning, intermediate, and advanced levels of ESL. The focus in the Benchmarks 

document is transactional; the primacy of purpose and meaning in communication suggests 

a focus on language hnction over language forms. (Canadian Language Benchmarks 

Document, 1996, p. vi) 

The assumptions about the process of leaniing that the Benchmark cumculum 

directive highlights is related to the concept of situated cognition (Brown, Collins, and 

Duguid, 1989; Wilson, 1993). Cognition and problem solving are interrelated with the 

context; leaniing is viewed as a process of enculturation. The "authentic" leaming tasks 

outlined in the Benchrnarks document reflect this process of enculturation: the tasks are 

situationally defined, tool dependent, and socially interactive. Laura reflected on her 

concerns about the Benchmarks document: 

The Benchmarks document is very functional. These are the tasks that you have to 

do at each level. I find that troubhg because of my philosophy that emphasizes 



helping students develop a total organization of the language. I believe that if 

students understand the structure an rules of the language, they will be able to 

apply this knowledge to the task. The Benchmarks philosophy works in reverse. 

It is task based, and it tends to by-pass the necessary learning aeps of the 

language. Rather than starting with the task, i think that you have to at least 

combine the structures of the language with the task. The rnost successful learners 

will be the ones who c m  apply the knowledge more quicklv, but to do this thev 

already need to have a foundational knowledge base. 

Laura explained that 'Y the whole language approach" represents the direction of the 

Benchmarks document in that it assumes that the patterns and rules of language will be 

learned by b'osmosis'7 and while some learners rnight leam in this way, many need to leam 

the rules and structures. ''1 do not assume that students will l e m  by osmosis. 1 integrate 

a variety of approaches in my teaching; what my students leam from the whole Ianguage 

approach is fine, but I cannot rely on this. I aiso teach a lot of "straightforward 

grammatical rules and so on. Even though my students will write their own 

autobiographies and stories, I teach them rules for organization and structure." Laura 

emphasized that teachers will have to "make room for deconstruction" if they are 

integrating the Benchmark directives in their English courses. 

Summaq 

Laura7s perspectives on teaching and learning refiect an integration of different 

philosophical orientations and perspectives. The progressive philosophy of adult 

education that she could relate most to centers on helping leamers develop practical 

knowledge and problem solving skills. The interests and experiences of her students are 

integrated into her classes and she very much believes in establish a "democratic climate" 

where individuals can express their views without feeling threatened. Critical thinking and 

personal reflection are integrated with the students' further development of language 

structures. In her classes, Laura's students are also broadening their self-perceptions and 

their awareness of other cultures. There is definitely a "reciprocal" relationship between 

Laura and her students. Paul Bergevin's (1967) emphasis on adult education as having the 

dual goals of personal developrnent and social progress is consistent with Laura' goals. 

While a ski11 baseci education is important, Bergevin States that "equally important is the 



knowledge of what to do culturally and spiritually with Our iives and talentsyy (p.27). 

Laura's goal as an adult educator can best be summed up with a statement Malcolm 

Knowles (1 980) made: "one of the tests of everything the adult educator does.. .is the 

extent to which the participants leave a given expenence with heightened curiosity and 

with an increased ability to carry on their own leaming" ( p. 28). 

Chapter Summarv 

The dominant conceptuaiizations of teaching that the comrnunity colleges teachers 

held were the developmental, transmission, and nurtunng perspectives.( See Table 3) 

Based on Zinn's ( 1994) Philosoohv of Adult Education Inventory the two predominant 

adult education philosophies that the teachers held were the behavioral and progressive 

philosophies. Compared to the English adult education teachers at the Winnipeg School 

Division # 1, there is more of a focus on practical skills and English for a specific focus to 

prepare the learners to enter prograrns in the Appiied Arts, Business, Computer Science, 

and Technicai Trades. Interesting, English is taught with a focus more on "narrowing" 

rather than "broadening" the adult's learners focus. While transactionaVbusiness English 

courses are offered at the Winnipeg Adult Education Centre, there is more of an emphasis 

in teaching literature both at the ESL and college preparatory programs as a vehicle for 

students to explore personal and social issues. The English courses at Red River College 

are designed more specifically to prepare the students to continue at the college and it has 

designated the "preferred skills" to be more hnctional. The next chapter analyzes the 

perspectives of the teachers' from Vancouver Community College. A cornparison of the 

comrnunity college teachers' perspectives is presented at the end of chapter six. 



Table 3: 

9 

Teacher- Craig 
Teaching 
Pers~ective: 
Developmentd 

Philoso~hv of 
Adult Education: 
Liberaf=89 
Behaviorai=83 
Progressive=78 
Radical=54 
Humanistic=52 

Roie of the Adult 
Educator 
*Facikator; 
challenger; mot ivator 
The teacher should 
not impose ideas; 
rather shouId be more 
like a expert guide; 
teaching and l e d g  
is a process 
of CO-creation and 
construction. 
Metaphor for the 
classroom : a 
"construction site" 
that has the potential 
to develop in many 
creative ways. 

Teacher- Don 

Teac hinq 
Perspective: 
Apprenticeship and 
Developmental 
Philosophy of Adult  

Role of the Adult 
Educator 
*Facilitator- 
promotes effective 
conditions for 
leaming; does not 
direct or instruct 
*C O-learner: 
teaching and 
learning are 
reciprocal and 
collaborative 
processes 
* Mentor-guide, 
role mode1 
Metaphor for role: 
news editor ; the 
class is a 
newsroom. 

Transfomative 
Educator 
'T see transformation 
as having a lot to do 
with the student, and 
their own readiness, 
rather than being with 
the teacher. 1 am 
VerY w w  
of the role of the 
teacher as change 
agent.. . 1 do not think 
that 1 should be 
directive in 
suggesting that they 
change either their 
lives or society. 1 am 
not a moral arbiter." 

Transfomative 
Educator 
"'1 never set out to 
'change' my 
students, but it is 
their experiences 
and perceptions of 
me and of other 
students in the 
classroorn that can 
influence their 
outiook." 
"My work is 
transformative in 
the sense that I'm 
helping student s 
clariQ and rehe  
their vaguely 
expressed 
ambitions." 

Conception of 
Leamina 
'2eaming means 
the application of 
skills that you 
already have to 
new situations or 
perhaps more 
importantly to 
develop new 
understandings. 
Leamhg is more 
than an accretion 
of facts A ' s  
changing the 
architecture 
around you." 

-- - 

Conception of 
Leaming 
Leaming involves 
acquiring technique 
and mechanical 
accuracy in writing. 
Leaming ais0 
involves problern 
solving and 
decision making. 
Personal and social 
awareness may be 
leamhg outcornes 
fiom the students' 
experience. 



- - 

Teacher- Rachel 

Teaching 
Perspective- 
Nurturing 

- - 

Role of the Adult 
Educator 
*Counsellor- Care 
Giver, Resource 
Person , Career 
* Counsellor 
* Mother Figure- 
supportive and 
encouraging 
*CO-Ieamer- 
Teaching and 
leaming is a 
partnership where 
mutual leamïng 
takes place. The 
term Facilitator 
incorporates many 
of the above roles. 

-- - 

Transfomative 
Educator 
Rachel sees her 
role as a 
c'transformative 
educator" as being 
more of an "agent" 
of change. Respect 
and compassion are 
criticai qualities in 
helping students see 
themselves in more 
positive ways. "1 
want to take away 
labels.. . I don? want 
to reinforce the 
negative way they 
may feel about 
thernselves." 

Conce~tion of 
Leaniing 
'Ieaming is never 
saying ' 1 've leamed 
enough.' I 
emphasize life long 
leaniing to my 
students. " 
Leaming is 
connected to 
"'adapting to new 
methods, new 
situations, and 
acquiring new 
knowledge." Rachel 
connected 
tramformat ive 
leaniing is 
connected to 
problem solving 
and keeping up 
with the changing 
needs of society 
and technology. 



Teacher- Catherine 
Teac hing 
Perspectives: 
Numiring and 
Transmission 
Philosophy of Adult 
Education 
Behaviorai=89 
Humanistic=84 
Progressive=81 
Liberak73 
Radical=70 

Role of the Adult 
Educator 
*Counsellor-guide; 
resource person; 
fnend. 

*Manager-rnonitors 
progress; identifies 
ski11 areas that need 
improvement; 
planner. 

* lnstmctor- 
Explains, clarifies, 
and conveys 
information 
accuratel y. 

-The relationship 
between the teacher 
and the Iearner is 
like a " d e  haven." 

Transfomative 
Educator 
"AU change is 
transformation. 
You cannot 
evduate different 
changes ... 1 don't 
analyze my role. I 
enjoy my role in 
helping students see 
that they can 
accomplish 
something." 

"As teachers, we 
redly have to deai 
wit h sel f-est eem 
issues. That is not 
done as an exercise 
in confidence 
building; instead, it 
is part of what 1 do 
every day in 
speaking with 
students." 

Leamine 
Learning is a 
process of 
acquiring different 
skills. Learning 
English is a 
hierarchical and 
Linear process. The 
basics must be 
leamed before 
higher level skills 
are acquired. 



Teacher- Laura 
Teachine, 
Pers~ectives: 
Deveioprnentai and 
Transmission 

Philoso~hv of Adult 
Education: 
Behavioral=80 
Progressive=76 
Liberal=74 
Radical=62 
Humanistic=6 1 

. - 

Role of the Adult 
Educator 
* Planner-manager 
and organizer of 
t eac hing/le&g 
strategies, 
resources, and 
assessrnent tools. 

* Transfomative 
Educator- 
challenges students 
to consider 
different 
perspectives. 

* Reflective 
Practitioner-growt h 
as a teacher 
depends on cntical 
awareness of errors 
and an openness to 
new ideas for 
improvement . 

"esearc her- 
curriculum 
specialist in ESL. 

Transformative 
Educat or 
'When you are an 
educator of 
language, the 
ultimate focus 
should be to teach 
language. You cm 
raise awareness of 
personal and social 
issues througti 
language, and this 
is something I do, 
but this is not my 
p rirnary goal. " 

Conce~tions of 
Leaminq 
Application and 
problem solving are 
linked to Iearning. 
"You have to be 
able to apply your 
skill and 
knowledge. If we 
look at grammar, 1 
don't think there is 
any point in 
learning aü the rules 
if you are not going 
to appiy them 
somew here." 



Cbapter Six: Analysis And Results (Vancouver Community College) 

This chapter will present the profiles of two of the adult educators from 

Vancouver Community Coiiege. A cornparison of the findings between the comrnunity 

college educators and the adult educators from the Winnipeg School Division # 1 will also 

be presented. Tables surnrnarizing the teachers' perspectives are included at the end of 

this chapter ( pp. 245-246). PIease refer to pages 280-287 for fùrther details. 

Deseriution of Vancouver Communitv C o i l a  

Vancouver Community College offers instruction in developmental education, 

Adult Basic Education, English as a second language, special education, vocational, 

career, technical, and academic programs. There are 5,858 full time students attending the 

various programs in at the college and over 16,000 students who attend the codinuing 

education and part time programs (figures reported for 1997-98 Institutional Research, 

VCC). When I spoke with the dean of Academic Studies, she emphasized that the college 

has the largest ESL and Literacy education programs in the province. Access and 

responsiveness to the needs of adults corn diverse socio-cultural and socio-econonic are 

evident in the diversity of ESL and upgrading programs that are offered in various 

locations throughout the city. The mission statement of the college reflects a humanistic 

and progressive stance toward education: 

Vancouver Community College provides adults with qualig student-centered 

educationai opportunities which promote and support lifelong leaming, personal 

development, employability, and responsible citizenship. The college welcomes al1 

members of out diverse and global community irrespective of ability or previous 

education, including those encountering barriers to their full participation in 

society.. . Vancouver Cornmunity College students are given opporhinities to 

develop their personal potential, increase self-esteem, enhance leaming and life 

skills and fùrther their employment opportunities. The college fosten a climate of 

dignity and mutual respect among ail members of the college cornrnunity (Mission 

Statement, Vancouver Comrnunity College, 1995). 



The teachers that I interviewed from Vancouver Community College taught 

various English courses in the Basic Education Department, College and Career Access 

program, and in the English As a Second Language (College Preparatory Program). 

Adult Literacy Educatioa 

The basic literacy program at Vancouver Community College offers reading, 

writing, and mathematics , social sciences, cornputer studies, and science courses 

(beg i~er  to Grade 8) on a full or part tirne basis. Students have a choice of day, 

aftemoon, and evening classes; in addition, students also have a choice to work in small 

groups or self-paced individualized programs. Students who complete the literacy 

program may choose to complete their upgrading (Grades 9- 12) and can earn entrance to 

career, technical, and university programs. 

A major feature of the Vancouver Community College literacy education program 

is that many of its courses and programs are community based; classes are offered at the 

main King Edward Campus, the First United Church, Mount Pleasant Neighborhood 

House, the Vancouver Public Library, and the Vancouver East Community Skills 

Connection Centre. A staff of fifleen literacy instnictors are employed and between 300- 

400 students attend the various courses. 

Students enrolled in the basic education classes have a choice of individualized or 

group instruction. The King Edward Campus classes are ofien group based and the 

students corne at nine in the moming and lave at two. A number of the outreach classes 

and those at the library are more individualized and the student timetables are flexible. 

There are both assessment/placement tests and "exit" tests at the end of each course. 

Profile #11 Sandra 

" We h m  to fight IO keep the word rd14catiot1 in our p r o p s .  So many 

programs are becomitig 'training' nowadhys. The administration keeps asking for key 

prah~ctivity indicators, mand this is partic11IurIyfnistrating w hrn you work in basic 

literacy. ..As much as I c m  .y !bar I 'm flot trait~ing people for jobs, we esk our students 

what they WUW, they say that they want tofînd u goal job. While on the one h d  I clo 

feel that as educators we h m  a repmibil i ty to talk about unemployment figures und 

what tiwy mean, we muy have to fact the fuct t h  full employrnent may not be 

possible ... Many of our students haw bought into a myth an education parantees a job. 



Maybe, if enm~gh peuple question how the economy works, majur changes wotild tuke 

place. When my students corne to rny cfass, 1 'm hoping that they willfind some control 

over thehrir lives il1 some 0 t h  wuy hesides the economic way. '" 

Background 

Sandra has been teaching in the Adult Basic Education program for ten years; 

pnor to working at VCC, she worked as a researcher and coordinator for various literacy 

organizations in British Columbia. She has worked in Central and South Amenca on a 

number of literacy projects where a Freirian approach to literacy education was 

encouraged. In Nicaragua, she worked with local people in the community on a project 

involving p hot0 joumalism and literacy education. 

Sandra grew up in British Columbia and compieted her Bachelor of Arts and 

Bachelor of Education degrees at the University of British Columbia. She also has her 

Certificate in Adult and Continuing Education from the University of British Columbia. In 

addition to teaching basic English courses at the Vancouver Public Library, Sandra is also 

coordinating the peer-tutor literacy program at Vancouver General Hospital. 1 met with 

Sandra four times dunng January 1997 and April 1998. 

General OveMew of Sandra's Educationd Philoso~hv and Perspectives on Teachinq 

Adults 

Based on Zinn's ( 1994) Philosoohy of Adult Education Inventory, Sandra's 

highest scores were in the progressive and behavioral philosophies. Based on Pratt's 

( 1998) model, Sandra's teaching orientation is more consistent with the numiring 

perspective. When we discussed the different philosophies and perspectives in Our last 

interview, Sandra said that she recognized a dilemma between her ideals and the practical 

realities of working with adult leamers: 

You know what t think the tension is? The social reforrn and transformative 

perspectives are what I drearn about when 1 think of my role as a literacy educator. 

These are my ideals. The transformative perspective is where I want to be. The 

behavioral description represents more of the reaiity of life in downtown 

Vancouver and working in a comrnunity coiiege and responding to students' 

needs-practicai knowledge. Working with basic education students requires a lot 

of emphasis on concrete experience. That's what the students are asking for. 1 



don't want to be just an idealist. Idealists and visionaries are often privileged men 

and I'm disillusioned with visionaries. There's a practical side of me, and that's 

OK. I don't mind living in dilemmas. In fact, it's like me living my two iives. I 

have my city life in Vancouver and my country life on Vancouver island. I have 

learned to value mystery and confusion. 

When 1 first met Sandra at the newly built Vancouver Public Library, I was 

irnpressed by the relaxed and friendly atmosphere of the library area where she teaches the 

iiteracy courses. At first, she felt ambivalent about putting a leaming centre in "a posh 

trendy place like the library," but the program is working. "Many people are so impressed 

by the building; they see the light, the shops, the flowers, and the smeil of coffee. We tdk 

to nurses, street workers, and the west end community. I'm amazed at the students who 

corne here. They're curious to learn what's going on in this beautiful building." Part of 

Sandra's work involves making contacts with street and youth workers and senior centres. 

She emphasized that the philosophy of the basic education department is to connect with 

the different communities in Vancouver and find out what their literacy needs are. ''It 

really suited my style to be creating programs that were accessible to people in different 

communities. " 

Students enrolled in the basic education classes have a choice of being in an 

individualized or group context. Many of the literacy classes at the King Edward campus 

are group based. The students begin at nine in the moming and finish at two in the 

aftemoon. The outreach literacy classes in different parts of the city are more 

individualized and the student time tabling is more flexible. The students have 

assessment/placement tests and exit tests when they complete a particular level. 

Role and Responsibilitv of the Adult Educator 

Sandra most identified with the rotes of the facilitator, CO-leamer, and resource 

person. She compareci herself to a wildemess guide 'bointing out where the trails are." 

However, Sandra emphasized that she takes her direction fiom the learnen. 'The starting 

place is the leamer's experience, but they are also coming here for someihing new, and 1 

point out direction to h d  out new routes. 1 point out to my students that they don? have 

to memorize in order to leam and that they don't have to worry about failing." 



Sandra noted that literacy leamers ofien have difficulty setting goals and 

articulating the strategies to met these goals. She said that ofien, institutionai programs 

reinforce a "middle class" goal setting approach. She further explained that when students 

walk into a leaniing center or literacy classroom, the standard question is 'What are your 

goals or what do you want to do?" They might respond by saying: "1 want to be a lawyer 

or a doctor." Sandra further reflected on these responses: 

These responses are often related to the lack of control in their own Lives. Literacy 

lemers often respond with answers that are 'typically middle class' or with 

responses that they think will be acceptable by others. You rnight believe that it's 

crucial to give people an oppominity to express their voices and name their 

experiences. So you give them a piece of paper and ask them to write about their 

experiences. Aren't we asking an enormous task of people to ask them to write 

about their experiences when they've never done that before? The students that I 

work with are not used to taking control and using writing or p h  to express how 

they tmly feel to define themselves. My role is to help them feel cornfortable 

enough to begin to clari@ and define their interests and learning needs. Adult 

literacy learners oflen have difficulty trusting their own knowledge. 

Sandra's recent work in coordinating the peer-tutor partnerships at the hospital 

reflect her role as a facilitator and guide. She explained that the learners in the project are 

at a critical junction in their own lives. These individuals are often immigrants who have 

been in Canada for 25 years and who are doing kitchen and laundry work at the hospital. 

As a result of cutbacks and institutionai changes ( e.g. laundry will be sent to their laundry 

agency and the food will be cooked are prepackaged in another location), their jobs have 

been declared redundant and obsolete. The workers are given two years of basic 

education and training before any layofls. This tirne period will give individuais time to 

upgrade their skills so that they can enter another career path. There is no formal 

cumcuIum and she takes her direction f?om the leamer's skiii needs. She first interviewed 

ail the students and the prospective Nton to find out their expectations and their goals. 

From that information, she develops more of a plan and structure regarding leaming 

resources and materials. " 1 also coordinate a three day training sessions for the tutors. 1 

select the tutors based on their interests and availability of their shifts and the shifts of the 



literacy learners. 1 try to miu people up so that they meet people fiom diserent 

departments. The beauty of this program is that it can become self-directed." Once the 

initial plan is aarted by Sandra, the tutors and learners cm take over fiom there and make 

their own changes. 

Transformative Educator 

Like a number of the adult educators in this study, Sandra felt hesitant to relate her 

role to a "'transfomative" educator. One of the points that Merirow ( 198 1) emphasizes 

in his theory is that the educator should have sutncient psychological knowledge to help 

leamers deal with emotional barriers. Sandra explained that it was important to separate 

the role of the counsellor/ therapist and the teacher. While empathy and awareness of 

problems is critical, she cannot take the place of a therapist. T m  not trained as a 

therapist, and if a student is having serious problems, I try to refer them to one of our 

counsellors." We discussed the dilemma t hat many literacy teachers find t hemselves in 

with respect to their students and the problems that their students are experiencing. How 

much should a teacher intervene? A counselling article that Sandra brought to one of Our 

intemiews centered around the question: To what extent is it the responsibility of literacy 

workers, funders, and others in the field to recognize that ail literacy leamhg must be 

camed out in recognition of the needs of s u ~ v o r s  of trauma and abuse? Sandra 

emphasized that while students will disclose personal experiences, she does not feel that it 

is her responsibility to begin to integrate literacy leaniing with psychological healing. 4 

am more of a life emergency type of person. 1 have resource guides for students who may 

need a shelter or a doctor. 1 can give them names and numbers right away." While the 

traumas that students are experiencing do impact their ability to concentrate and learn, 

Sandra emphasized that 'more time , resources, and education" would be needed if 

literacy workers are expected to become more like therapists. 

Changes as an Adult Educator 

Over her twenty year teaching career, Sandra observed that she has become more 

reflective as an educator. She developed a greater understanding of factors related to 

poverty and illiteracy. Being critically reflective, noted Sandra, was not part of her farnily 

upbringing. 'We never talked or reflected about what was going on in the family. 1 went 

through iXe on a pretty superficial plane. I don7t know if there was one moment that 



changed me, but going to South America and developing fnendships with people involved 

in liberation theory helped me become more reflective. 1 opened my eyes and leamed 

fiom the people around me in the community. I began to see how an education could 

make a difference in a person's life." Sandra mentioned that she had lefi education for a 

number of years because she had become disillusioned. 'When I had a grade six class in a 

First Nation's community on the West Coast of Vancouver island, 1 becarne very 

disillusioned. 1 was bringing my British Eurocentnc bias into everything and the culture 

clash was too great." When she began teaching adults and working with iiteracy 

organizations she felt more optimistic. Sandra said that she has also learned not to expect 

changes too quickly. "1 learned that changes evolve and take tirne. The literacy workers 

that I spoke to last year in Nicaragua expect to struggie for a long tirne. I don? think that 

a person can Say: 'We've done everything. Now we cm stop.' In North America, we 

have a different time frame. We expect immediate changes and people give up or become 

frustrated when they can't see these changes. in my opinion, we have to begin to value 

small victories in literacy education." 

Values. Beliefs, and Ideais 

Sandra is committed to making a difference in literacy education by acknowledging 

the reaiity of the lives of literacy leamers and helping set realistic goals. She values 

respect, hard work, and honesty. Teachers cm make a difference, notes Sandra, but 

lasting changes that result in a better quality in adult leamers who are rnarginalized require 

transformations in the broader social structure. If she could change one thing' Sandra 

said that she would change society . She emphasized that there are covert and overt ways 

that people who are poor and 'bot mainstream are discriminated against. She further 

reflected on this point: 

I'd like to see a value placed on al1 people who want to participate. 1 see a lot of 

people in Vancouver who would like to participate but can't. The biggest barriers 

is that there are people who are not ailowed to participate. It seems iike al1 the 

work that was once available is not availabie now because of machines. Parking 

lot attendants' jobs and pumping gas (my e s t  job) are becoming scarce. Your 

self-worth is tied to your job. A reai tension for me is that 1 feel that society thinks 

that my job as an adult educator is trying to help people fit into the systern. Am I 



teaching them to fit into a society that has contnbuted to their marginaiization? 1 

want to offer students new direction and oppominities, but I have a tension around 

this issue. I'd rather have a society where everyone is welcomed and needed. 

Learners and Leaminq 

Sandra described learning as having the ability to find out what you need to know 

in order to shape your life." When people find that they have the skills to access 

information, this success becomes a great motivator. People aiso retum to school for 

different reasons: 

What makes an adult want to complete their grade 10 at the age of forty? First I 

thought it was jobs, but I've also seen seniors and disabled people who retum and 

tell me that leaming is one of the most wonderhl things in life. I have a student 

who is seventy six years old, and 1 meet her everyday in the library. She told me 

that she didn't learn math when she was young, and it 's something that she has 

always wanted to do. Age doesn't seem to matter if the interest is there. In 

contrast, 1 meet a lot of young men who feel coerced by their social workers and 

even their mothers to 'get an education.' They feel the threat: 'You have to go 

back to school or we'll cut you off welfare.' These individuals often feel angry 

with the system, and will drop out, go out on the streets, or move to another city 

or town and sign up for the welfare roi1 there. You can't force people to go back 

to school. 

Sandra rnentioned that many students also have a hard time "seeing the light at the 

end of the tunnel." Programs like automotive maintenance, the meat cutting program, 

long term health care, building maintenance, and the bakery program ail require Grade 10 

as an entry point, and a student who rnay have a grade 5 or 6 reading level feels that 

completing a grade 10 program is next to impossible. "Students feel hstrated when they 

realize that they have a long road ahead of them." Helping students 'put things into 

perspective and set short range goals" is part of Sandra's work. 

Perhaps the most difiïcult barrier to leaming noted Sandra '7s this complex thing 

called poverty, whether it's not being able to get day care or a bus pass or not eating 

properly or living in a house where everyone is partying aii night, or living in fear." 

Sandra described meeting many women who feel too tnghtened to ride on the bus and go 



home at night. " What does democracy mean when you can't leave the house?' SSe 

referred to Maslow's hierarchy of needs in explaining that for many students "leanùng 

about their potential" was never able to happen because these individuals never felt safe 

and were abused as children and later, in the case of many of the women that she teaches, 

by boyfiends and husbands. "We're talking about food, shelter, safety, and feeling a 

sense of belonging and self-worth. There are a lot of people out there who don't have any 

needs being met and we're increasingly seeing them out on the streets." 

Orientation to Curriculum 

When working with literacy learners, Sandra emphasized that the curriculum has to 

be flexible enough to include the interests of the learners while also being concrete to 

enable the students to lem basic skills in reading and writing. She emphasized creating 

leaming expenences that build confidence and feelings of being successfui using print and 

written word, emphasizing individual pnor knowledge, and sharing knowledge and 

experience with goup work: 

It is important to break d o m  feelings of isolation. Learning should be looked 

upon as a shared adventure, and 1 want to encourage a sense of personai control 

and choice over learning. Right now my students are asking for the basics. They 

want me to give them spelling quines every Monday night. 1 try to balance a 

transmission with a more 'transfomtive' approach. I would hate to think that 

after class has finished in the evening, al1 that the students have learned is to spell a 

word correctly or know what a noun is. We always have a check in and a closure. 

Issues about their life may corne out. Sometimes I ask them how they would rate 

the way they feel on a scale of one to ten or I ask them what colour they feel. 

Some students feel more reluctant than others to disclose. We then move into 

what is going on in the world. 1 think that it is important for me as a teacher not to 

cary ail the knowledge. I make room for students to tel1 me about their views on 

current events. 

Preferred Teachina and Leaniinn Strateaies 

Depending on the students and their skill level, Sandra uses different techniques 

and strategies. She emphasizes the importance of fostering dialogue in her class; this 

dialogue includes helping students reflect more on social issues. For example, one of her 



literacy classes had recentiy completed a unit on heroes and her students had read about 

Martin Luther King and Rosa Parks. 'We read parts of King's "1 Have a Dream" speech 

and we tallced about his dream, and then 1 asked the students to write about their dream." 

She showed me her students' writing and the themes reflected the students' interests in the 

dream of an education as it related to success: "1 want to be able to read and to buy a 

house. My dream is for rny children's education for the future one day. My drearn is also 

to improve my English to have a good job, and to continue my class until 1 finish high 

school.. That's always been my drearn." Sandra noted that when her students tell her that 

they want financial and personal security, and things iike a house, a car, and a good job, 

"ihat's their reality and 1 accept what they tell me." She further noted: " 1 don? feel that 1 

should be cntically challenging their values. I've been privileged. 1 grew up in the 1960s, 

and when i wanted a job, 1 didn't have difficulty finding one. 1 needed money to travel 

and 1 had it. My students' [ives are very different." 

Sandra also reflected on a successfùi lesson that she had on the topic "Recognizing 

and Dealing with Stereotypes." She mentioned that this tesson was in response to a racist 

stereotype that came up in a class discussion. She used a flip chan that she had prepared 

ahead of time with a list of about ten comrnon stereotypes such as '8oys donTt cry," 

"women aren't good at mechanical things," and "Scottish people are stingy." Together 

with her students she read these statements while asking: " Have you heard this? What 

does it mean? What other statements have you heard?" She asked her students to add to 

the list. "I mentioned that these statements were al1 stereotypes. 1 then asked the students 

to break into groups of three or four to discuss the meaning of stereotype and the dangers 

of stereotyping." The groups then reported back and many of the students shared their 

own experiences where they felt like they had been stereotyped. The class then explored 

the themes and surnmarized what they had learned. " It was a great learning experience 

and the students were very involved." 

A consideration of the students' interests is paramount in selecting the short 

reading selections and books. Sandra wiü bring in current news articles and one of the 

college newspapers The WestCoast Reader that has articles for adults who are at different 

literacy levels. Her students read the articles, discuss them, and then write letters to the 

editor. Sandra wiil give each student a mode1 for letter writing, and then they can adapt 



the mode1 accordingly. Sandra also emphasized that a number of the books have quite a 

lot of Canadian content, and that some of the books are written and edited by teachen at 

Vancouver Community College and at Langara Comrnunity College. One of the texts 

entitled Canada: Coast to Coast (Acosta) includes a range of articles such as "Getting to 

Know Canada," 'Toronto's Street Market," "Vikings in Newfoundland," "Dinosaurs 

Lived in Alberta," and "Street Festival in Canada." Another textbook called Vancouver 

Stones, edited by one of Sandra's colleagues in her department is based on Vancouver's 

historical buildings and the history behind each. These books integrate grammar, spelling, 

and vocabulary with reading comprehension. They can be used in both individualized and 

goup based leaming contexts. Sandra emphasized the value of using literature as a 

escape. She encourages them to follow their reading interests: 

1 try to help students broaden their experiences. 1 can think of a recent experience 

where a student became fascinated by Tibet when we were reading a story about a 

woman mountain climber. For one reason or another, this story fascinated her. 

She had never heard of Tibet before. The student took off with the story, and she 

called the Tibet support group in Vancouver, and then she went to the library and 

told al1 her fiends that she was working on a project on Tibet. She found National 

Geographic magazines and other kinds of materials on Tibet. A whole new world 

opened up to her. 

She also encourages her students to keep a reading journal as a record of their 

readings and reflections. Sandra emphasized that it is important as an English literacy 

teacher to use a range of materials and not to select books and stones that "hit too close 

to home" ( e.g. stories that reflect some of the problerns that students may be experiencing 

related to violence or substance abuse). "Otten students don? want to talk about their 

painhl experiences when they come back to school. We7ve had that feedback from 

students who Say: "You know, 1 come here to kind of get away from my life and find out 

about other things and read about something interesting and learn new ideas." 

Summaq 

There is a congruence between Sandra7s own interests in literacy education and the 

progressive and humanistic/nurtu~g perspectives on teaching and learning. Sandra 

connects leamhg with the development of practical skills and personal development. 



While there are elements of the radical and social refonn perspectives that she shares, she 

addressed a number of limitations in applyùig radical ideas in the class. She enjoys her 

work at Vancouver College and finds that the program goals reflect her own interests and 

beliefs about literacy education. On our last meeting, she brought with her a 'Declaration 

on the Right to Read"which she felt best summed up her belief that al1 adults have the 

right to develop fundamental skills in reading and writing in accessible and affordable 

learning contexts. 

Profile #12 Mary 

''My be fief is that I am ahvays learning abour being a g d  teachrr ard  !bar I 

l m  as mirch or mure from any ejicozmfer with a stzrdent as he or she does. i strivr to 

create an atmosphere ojkinJness a d  tnm, but this is ofte,, iilf/iadt, given rny workfmd. 

Of purarnourrr importance is engendering a sense of indivichial worth and fusteritg in 

stirdenfs a belief thut rhey c m  achieve. I likr to share air edt~caiionai aperiencv as mcrch 

as pos.Fible, to reedirce the teacher-strrdem power &namic. " 

Backmound 

Mary has been teaching in British Columbia for twenty years. She has been at 

Vancouver Community College for fifteen years, and for the last ten years has taught in 

the College and Career Access program, an individualized self-paced program that leads 

to Grade 12 completion and university entrance credits. Pnor to teaching she taught 

English, Guidance, and Physical Education at the junior and senior high level. 

Mary has a Honour's degree in English literature and a Master's degree in Adult 

and Higher Education fiom The University of British Columbia. 1 met with Mary four 

times between January 1997- April, 1 998. 

General OveMew of Mary's Educational Philosooh~ and Penoectives on Teachina Adults 

There is an interesting contrast between the humanistic orientation of Mary's 

views of adult leamers and learning and her behavioral orientation in her belief that 

lemers need to develop the basic foundational skiiis of correct grammar, spelling, and 

organization. She further explained: 

I believe strongly teaching skilis. Maybe 17m old fashioned but 1 believe that one 

way that people leam is through practice, drill, and trial and error. Maybe this is 

an anathema to most people but I strongly stand by these points. I also don't 



believe in mystdjmg knowledge. To me knowledge and skiUs are very close. The 

cognitive and affective side of leaming are ofien viewed as separate. 1 try to 

address aii aspects of leaming and ski11 development. Students may have gaps in 

their learning or educational backgrounds. My job is not to judge the student and 

not to make the student feel inferior. 1 have to help that student gain confidence 

through my positive attitude not just toward the content of what 1 am teaching but 

in the way 1 relate to the person individudly. 

Based on Zinn's (1994) Philoso~h~ of Adult Education Inventory, Mary's highest 

scores were in the behavioral and progressive philosophies. Based on Pratt's (1998) 

model, Mary's perspectives on teaching and leaming were more consistent with the 

nurturing and transmission orientations. 

Role and Responsibilitv of the Adult Educator 

Mary feels that a strength that she has as an educator is in working with students 

on a one-to-one basis. She compared herself to one of her colleague who "is a social 

activist and who is able to energize students to discuss ways that they can change their 

environment. " S he emphasized t hat her strengths are different, and that the individualized 

program brings out her '%est qualities." Mary emphasized that whiie many of her beliefs 

rnay fa11 in line with a radical or "reformist" perspective, her personal style of teaching is 

not like this. She sees effective teaching as establishing a positive interpersonal rapport so 

that a productive leaming climate is created: 

1 try to be authentic. 1 don? try to put on airs. If 1 am wrong, 1'11 Say so. If 

something is fumy that the student and I can share, I'll always stop for a moment 

and laugh with the student about some error or funny things. 1 watch my tone of 

voice. I'm very selfkieprecating. Respect and dignity are critical. 

She most identified with the roles of the facilitator, CO-leamer, researcher, and 

resource person. Mary emphasized that her work involves far more than teaching 

English content skills. '1 am aiso a helper and resource person in the sense that 1 am 

showing students how to access dEerent resources regarding program requires, Iegal 

advice, support senrices, and so on." She compared teachuig in the individualized 

program as being Wre 'viate spinnuig." She tùrther explaîned: " Students cannot corne for 

a week because of day care. if we are really ayllig to help disadvantaged adults, we can't 



simply Say: 'These are the hours. Come between 9 and 3 o'clock Monday to Friday.' We 

are very flexible in our department." 

On the one hand she is transmission oriented in her belief that part of her 

responsibility is "directing the student and directing the leaniing outcomes because of the 

prescribed curriculum of our program" but she is also very understanding of students' 

dilemmas and their need to develop confidence and self-esteem as well as academic skills: 

Part of my job is to convey information. I'm going to drill them on punctuation 

and capital letten until they get this. 1 don? see anything wrong with this. The 

business world demands that they know this material. Students also tell me that 

they want to learn to wnte properly. I want students to be able to choose fiom a 

range of novels and enjoy what they read and become more informed about the 

world, but 1 aiso want them to have the foundationd base to comprehend what 

they are reading. The teacher as technician to me is a person who sees the course 

as just content oriented. She might take the stand: 'Here is the information and 

don7t bother me with your problerns.' That is not my style at ail. 

Mary also strongly identified with the role of the researcher. She enjoys 

researching and writing cumculum for the English courses and has written a number of 

supplementary texts for different English courses that help students deveiop their 

vocabulary as well as maintain their interest. When we went over the Kolb (1985) 

Leamino Stvle Inventory together, she agreed with the Assimilator leaming style quadrant 

that her scores fell in. She explained that the reflective observation and abstract 

conceptualization descriptions reflect her work as a cumculum researcher. She enjoys 

reading, researching, and planning. 'Wowever, while 1 do use a lot of abstract reasoning, 

I'm flexible enough to apply more concrete leaming experiences when I'm teaching. The 

concrete experience area is more where are students are coming from." 

Transfomative Educator 

From Mary's perspective, a transfomative educator is someone who can help 

students develop self-esteem and self-confidence. She sees that part of her work is doing 

this: 

Students oflen think of thernselves as losers. We try and reverse that process. 

Some students have been told all their lives they're losen. We try to send them 



away reaily thinking and feeling: T m  a valuable human being and 1 matter.' 

However, i'm not trained as a therapist, and it's policy among us not to work as a 

counsellor. We have to balance our role as a concerned teacher with someone 

helping students develop the practical skills they need to move on with their lives. 

Mary also emphasized that some students feel uncornfortable and even threatened 

when discussing personai issues. "It's also patronizing and condescending to think that as 

a teacher 1 can teach these students about the world in which they live in. I would never 

presume that a student cannot think deeply . I have a problem with the notion of teaching 

life skills and 'anger or emotional management'." 

Mary emphasized that she wants her students to know that they can leam. "I want 

them to feel confident enough to leam poetry and novels. I don? want them to think: T m  

too stupid to leam poetry. ' N'hile we could do more to help students challenge their 

hidden barriers, in our program we try to bend over backwards to help students. If a 

student feels test anxious, we speak to them and offer test taking strategies or we have a 

separate offer where the student can write if he or she doesn't want to write with other 

students." 

Changes as an Educator 

Mary explained that a major change in her own thinking about education and its 

potential to either help or hinder individuals from realizing their potential occurred as a 

result of her expenences both as a teacher and a university student. She noted that often 

educators and educational theorists operate from the assumption that the educationai 

environment is neutral. Curriculum guides will write that respect and the needs of the 

individual leamer must be taken into account. In reality, students may feel disempowered 

by a low mark or they may experience disrespect through peer interactions or dealings the 

student may have with an insensitive teacher. Mary ernphasized that it is difficult to 

assess just how the 'power differentiai" between the teacher and the leamer cm impact 

the process of leaming: 

Just the very fact that 1 am the instmctor and part of my job is assessing a 

student's skills level , attitude, etc and there is nothing that 1 can do to change that. 

Evaluation is a fact and 1 must work under those parameters. 1 am not under any 

illusions. There are so many 'airy fairy' ideas in educational theory about the 'bea 



conditions' for leamhg and the importance of learning styles and the uniqueness of 

the learner. I'm not throwing the value of these ideas out, but I am saying that we 

do not pay enough attention to the politics of learning. 

She further emphasized that most teachers have had advantages in life that their 

students haven't had and may never have. " Our students know that. Right away there's 

a power differential. As a result, I'm constantly trying to be aware of that. There are 

social-economic differentials that many teachers don? seem to think affects the way they 

corne across to their students." 

Mary related this feeling of disempowement to her experiences when she retumed 

to complete her Master's degree at the University of British Columbia. She describes her 

time there as being very unpleasant but it was a valuable leaniing experience in terms of 

raising her own awareness of how knowledge, authority,and pnvilege are interco~ected 

and can result in individuais feels siienced and ostracized. "At first 1 didn't understand 

that it was political. It took me a long time to see this. It was near the near the end of my 

three year program when 1 took a course called Women and Education and we began to 

discuss the different ways that women are silenced in Our society. 1 then started to 

connect my own personal expenences in the department and in my own Life with the 

themes in the course. I also started to think more about how my students experience 

school and how many of them are silenced not because they can't critically think but 

because they don? dare politically speak up." 

Values, Beiiefs, and ldeds 

Mary describes herself as being "politically on the left" and she has a strong belief 

in the egalitarian nature of society and education. As indicated in the previous section, she 

is aiso aware of the power and politics as it relates to education and is reflective of how 

this relates to her own reiationship with her students. One of the factors that led Mary to 

quit teaching in the junior and senior high school system after teaching six years was that 

she was expected to play the role of the disciplinarian, and this clashed with her values. '7 

felt like 1 had to be a police officer. Rules, regulations and bells. I aiso did not like the 

sexism that was rampant in the schools. Teaching in the public schools was too much a 

clash with my values. 1 couldn't bear it d e r  six years." 



Mary believes that there is a tendency especially arnong some educators and 'the 

academic elite" to devalue adult basic education. Throughout her years as an adult 

educator, she has learned to value education from a broader perspective, rather than from 

a "narrow" perspective that reduces education and learning to grade levels, marks, and 

competencies. S he further noted: 

Why is the word basic seen as low level? There is too much stigmatization of 

literacy leamers. There is also the assurnption that adult basic education students 

don't think cntically. 1 see the development of basic skills and cntical thinking as 

two separate areas. In order to survive daily and cope with his or her environment 

a person has to 't hink criticaily . ' 

Learnina and Learners 

From Mary's perspective, "leaming means hard work, time, and drills. Leaniing 

aiso involves readiness and being open to new experiences." Mary described a "self- 

directed" learner that she is working with who energizes her own teaching with his 

enthusiasm " He's corne up with totally original views on Ethel Wilson's Swamp Aneel. 

He also want to know the finer points of documentation regarding quotations and so on. 1 

present my point of view and he disagrees and backs up his argument. 1 have learned so 

much corn Km." Mary emphasized that learning also involves students being able to gain 

contidence and a clearer direction or focus in their lives. Mary's students who responded 

to the Adult Learnina Survev ( see Appendix) also indicated the "personal and practical" 

rewards of retuming to complete their education: 

The special part about the experience of returning to school is that it makes me 

feel part of a group and not an 'outcast' like when I dropped out of high school in 

the early 1982. Everyone here is interested in learning and 1 feel very motivated. 

When teachers ask me how I'm doing and have a fiiendly individual relationship 

with me, l find it easier to concentrate and I believe this is because when 1 am 

relaxed 1 can concentrate better on the task at hand. The teachers are fnendly and 

helpful. They are willing to sit with you and help you until you understand what 

you are doing no rnatter how long it takes. 

**** 



1 learned to have confidence. 1 am surprised at the level of memory and 

concentration that I've attained ... The thing that 1 have found to be the rnost helpful 

to me is developing the right attitude. By this, 1 mean you have to be able to put 

al1 other distractions in your life aside in order to focus on learning. 

**** 

1 always enjoyed reading books, and writing book reports made me feel like 1 was 

the writer of the book except 1 was writing the book over again in my own words. 
**** 

Like Sandra, Mary identified poverty as the "single biggest barrier" to learning. 

Here Mary connected leaming to attaining ui education and being able to enter the 

"middle class" cdturai milieu: 

We make the rnistake in thinking that Our society is democratic and everyone has 

access to things such as a college or university education or cultural venues. 

These venues are very much class structured and Our students do not inhabit this 

milieu. So to suggest that we sit down with students and suggest ways that they 

could manage their money and a o r d  'simple Iwuries' like hard cover books and 

the theater is highly patronizing. Poverty affects every aspect of our students' 

lives. They can't pay for classes, they have problems getting aid or they can't 

fiord to live in a decent apartment in a nice area. Our audents live on the 

margi ns. 

In responses simiiar to students at the Winnipeg Adult Education Centre, the 

students in Mary's class identified finances, family pressures, work, and emotional 

problems as having the greatest negative infiuence on their leaming. One single parent 

explained: ''1 find t h e  management to be constant battle although 1 am getting better at it. 

I also worry about writing tests. 1 have so many obstacles outside the classroom and this 

blocks my memory and concentration." 

Mary emphasized that the diversity of programs and time schedules at the college 

minirnize institutional barriers, and that while teachers and counsellors can help students 

work through some emotional problems and help them develop coping strategies for 

anxiety and so on, if there are multiple buriers, students may drop out. 



Orientation to Cumculum 

The individualized English program in the Coliege and Career Access department 

inciudes a balance and integration of literary and transactional foms of writing. Mary gave 

me numerous curriculum units that had she had used. The bookiets that 1 reviewed 

included new curriculum focusing on feminist and anti-racist pedagogy. Mary emphasized 

that the English courses include a variety of texts to incorporate broader social and 

cultural themes. One of the units that had been recently developed was on women writers 

such as Joy Kagawa, Adrienne Rich, and Margaret Atwood. The questions are designeci 

to guide the from a more concrete toward a deeper level of critical reading and 

interpretive analysis. The themes of the booklets included language and gender, language 

and race, and the novel and the world. Students have a choice of essays, poems, novels, 

plays, and stories to read and answer short and longer more reflective essays. 

In contrast to the grammatical and business communications focus of the English 

courses in the Developmental SeMces Department at Red River Cornrnunity College, the 

English courses at the Grade 9- 12 levels include literature. In this respect, the English 

curriculum content is more sirnilar to the cumculum used at The Winnipeg Adult 

Education Centre. The booklets that 1 reviewed from the College and Career Access 

department were consistent with Peim's (1993) and Davies (1992) idea of helping students 

develop a critical awareness of the interplay of gender, race, socio-economic class and 

language. 

While Mary encourages students to explore their interests and read and write 

about topics that they would find most interesting, she also emphasized her interest in 

helping students see the world in a broader perspective. " I find that our students ody see 

things in terms of themselves and I'm constantly trying to ask them to expand their view. 

Discussing ideas is very important. 1 ask the students why they formed an opinion about a 

character and a them. Most students will have an opinion but what they don? have is a 

supporting argument to back up their opinion." 

Mary emphasized that while the program has 'prescribed units and tests" with 

these parameters there are oppominities for choice. However, there are also constraints. " 

Time is aiso a factor. We can't do everything. These students need foundational skills of 

paragraph and essay writing and distinguishing between exposito ry and narrative types of 



writing. OAen they are not interested in "'exploring and creating." They want the skills to 

pass the GED or their Grade 12 provincial credit. On their feedback forms, they will 

write: '1 don't want to waste my thne with reading journais. What skills can you teach me 

so that i will pass the exam?"' 

Mary also gave me samples of her students' writing on various projects: an issues 

report critiquing an editonals, poetry and novel essays, and film reviews. The samples of 

writing reflect MW's emphasis on organization, style, content, and critical refection. 

The other assignments, resource matenals, and writing samples that Mary showed 

me reflect her emphasis on foundational skills in reading comprehension and critical 

thinking. The questions challenge students to think cntically and more deeply about 

issues and ideas. The questions integrate a variety of cognitive and affective leaniing 

objectives. The Grade 12 unit on Women and Writinq has an initiai section titled 

"Language and Gender". For a first assignment, the students are asked to read Jeanette 

Armstrong's essay " Give Back:First Nations Perspectives on Cultural Practices." The 

questions reflects Peim ( 1993) and Ramsden and HounseIl's (1984) emphasis on critical 

and deeper level rather than surface level thinking. These questions included ones such as: 

"In the beginning of the article, Armstrong discusses an assumption about language. 

What is this assumption? For Armstrong, what roie does Ianguage place in "cultural 

process?'Mary emphasized that while the booklets and units are "prescribed in the 

sense that the adult learners need to complete a specific number of assignments in a given 

format by a specified time, there is an opportunity for learners to choose arnong alternative 

texts and questions. 

Mary's teaching orientation skillfùlly integrates the transmission, developmental, 

and nurturing perspectives of teaching. Her awareness of the differences in power 

dynamics and the "political" dimensions of teaching also reflect aspects of the social 

reform and radical philosophy of adult education. She recognizes that the educationai 

context and the content being presented is not value free, and that a learner's ability to 

understand a given text is dependent on numerous factors. Choice, accessibility, and the 

ccdemystification" of literature are part of her approach to teaching English. She further 

reflected on the importance choice and accessibility: 



Many of our students do not know common 'cultural facts' like the Canadian 

provinces and capital cities in North Amenca and around the world. I'm working 

with a student nght-now who doesn't know where Alaska is or who it belongs to. 

Most of the materials in a typical Grade 10 text assume that a general level of 

knowledge already exists, but in reality, many of our student do not have a 

cornmon cultural literacy.. . . The same goes with their vocabulary. h o t  her 

problern that 1 have is with the assumption that students need to be told what 

novels are 'good' and representative of cultural sophistication. How much of the 

appreciation of literature is class based? We need to include texts that appeal to 

broader social and cultural groups. We need to include more best sellers and 

different popular genres. Many students do not have the vocabulary to understand 

many of the 'classics' and 1 would not like to see them forced to read some 

expert's notion of a sophisticated book. This is why 1 encourage a lot of choice in 

the courses. 

Dilemmas 

Mary explained that an ongoing "major dilemma" is knowing how much weight to 

give to interpersonal factors when marking. '70 what extent should a student's work be 

marked 'objectively' and to what extent do such factors as effort, improvement, or 

hstration play a role? 1 tend to weigh ail these factors and try to 'mark to encourage' but 

this is sometimes difficult." 

Summarv 

The individudized College and Career Access Program that Mary works in is 

congruent with her own identified teaching strengths and interests. Like Catherine, she 

enjoys getting to know adult leamers on a more individual basis. She believes that both 

academic and personal skill development are important and her role is to foster a climate 

where this growth or change can occur. 

Similar to the teachen in the Winnipeg School Division # 1 and the teachers at Red 

River Community College, the role that the teachers at Vancouver Community College 

most identified with was the facilitator. The teachers at VCC also emphasized the 

importance of understanding leamers' pnor learning experiences barriers, and leaming 



goals. Both Sandra and Mary were spoke of problems associated with "social 

reformist" role of the adult educator. Similar to the other teachers, both Sandra and Mary 

also felt reluctant to act as a counsellor to students who are having serious emotional 

problems. They recognized that adult leamers retunüng to school may experience 

barriers that could conarain and hinder a leamer's progress, but they questioned the 

degree of their involvement to counsel or critically challenge the students' views in the 

way that Mezirow (198 1) suggests adult educators should tiinction as a "gentle 

provocateur." Class size, a lack of training in counselling skills, ethical dilemmas, and a 

belief that this role of the "counsellor/provocateur" is not their principle responsibility 

were some of the reasons the educator gave for being cntical of the teacher as counsellor. 

There is ais0 a high degree of congruence between Mary and Sandra's own implicit 

theories and beliefs about adult leaming and their approach to selecting cumculum content 

and in the teaching/leaming strategies that they employed. A detailed synthesis that 

compares the teachers' conceptions with the literature review will be presented in the next 

c hapter. 



Table 4: 

Summary o f  the Teached Perspectives from Vancouver Community C o k e  

Teacher- Sandra 
Teac hine, 
Perspectives- 
Numiring 

Philosophy of Adult 
Education 
Progressive=9 1 
BehavioraH 1 
Radical= 7 8 
Liberak78 
Hurnanistic=7 1 

Role and 
Responsibilitv 
*Facibator, CO- 

leamer, and 
resource 
penodguide. ''1 
am like a wildemess 
guide pointing out 
where the trails 
are ... the starting 
place is the 
learner's 
experience, but they 
are aiso corning 
here for something 
new, and I point 
out direction to find 
out new routes." 

Transformative 
Educator 
A transfomative 
educator is 
someone that can 
help the students 
gain more self- 
confidence and 
insight into the 
barriers they 
experience. 'The 
social reforrn and 
transfomative 
perspectives are 
what 1 drearn about 
when I think of my 
role as a literacy 
educator. These 
are my ideals.. .the 
behavioral 
description 
represents more of 
the reality of life 
working in 
downtown 
Vancouver.. .and 
responding to 
students' needs 
-practical 
knowledge." 

Conceptions of 
Leamina 
Leamhg is "having 
the ability to find 
out what you need 
to know." 



Teacher: Mary 
Pers~ectives of 
Teac hing : 
Numiring and 
Transmission 

Philosoohv of Adult 
Education 
Behaviorak 102 
Liberak89 
RadicaI=72 
Progressivr66 
Humanistic=S 5 

Role and 

the Adult Educator 
* Facilitat or, CO- 

Ieamer, researcher, 
and resource 
person. 

'My  work involves 
fa. more than 
teaching English 
content skills. 1 am 
also a helper and 
resource person in 
the sense that 1 am 
showing students 
how to access 
different resources 
regarding program 
enquiries, legal 
advice, support 
services, etc ." 

Transfonnative 
Educator 
A transfomative 
educator is 
sorneone who c m  
help students 
develop self-esteem 
and self-confidence. 
"Students often 
th& of themselves 
as losers. We try 
and reverse that 
process. We try to 
send them away 
thinking and feeling 
that they are 
valuable." 

Conception of 
Learning 
Learning means 
'bard work, time, 
and ddls. Learning 
also involves 
readiness." There 
is also an affective 
side to leaming 
where students 
view themselves in 
a more positive 
way. They gain 
confidence in their 
ability to make 
decisions and 
accornplish goals. 



Chapter Seven: CompaRsoa of the Findings with the Litenture Review 

This chapter sununarizes the key findings of the data and compares the results to 

the information in the literature review. Sections one, two, and three focus on the views 

that the teachers in this study have regarding the concept of transfomative learning and 

the role of the adult educator in facilitating this process. Section three concentrates on the 

roles that the educators in this study most frequently identified with. Sections four and five 

relates the perspectives of teaching and leamino that teachers in this studv had to their 

personal philosophy of practice. The views of teaching and leaming that the teachers in 

this study held are also compared to the literature review on adult leaming theories and 

perspectives on teaching English. Sections six and seven analyze the leaming and teaching 

styles of the educators in this study and compare the results with their personal teaching 

philosophy, cumculum choices, and preferred teaching and leaming strategies. The 

result s are surnmarized in the tables ( pp.28 1-288). Sections nine and ten presents 

additional findings that emerged fiom the in te~ews  with the teachers in this study. In 

addition, excerpts fiom students' written responses to the Adult Learnina Questionnaire 

(see Appendix) are presented. 

Transformative Leaminn - Theory and the Role of the Adult Educator 

Mezirow (1990) ernphasizes that the transformation of individual perspectives is 

the "business of al1 adult educators" ( p.357) and that a central role of the educator 

involves challenging learners to cl* and critically examine their assumptions and assess 

the vatidity of their presuppositions and sources, and in doing so, help learners refomulate 

t heir perspectives: 

The educator is an ernpathic provocateur and role model, a collaborative learner 

who is cntically self-reflective and encourages others to consider alternative 

perspectives', and a guide who sets and enforces the noms goveming rational 

discourse and encourages the solidarity and group support that is necessary when 

lemers become threatened because cornfortable established beîiefs and values 

have been challenged. The educators help learners iink self-insights with social 

concems and thereby realize t hat t heir dilemmas are shared.. .(p.206). 

Transformative leaming is the process of leamhg through critical self-reflection, 

which results in the individual "advancing developrnentally" toward more "integrated and 



discriminating rneaning perspectivesy7 ( Mezirow, 199 1, p.225). Techniques and learning 

strategies which would challenge, raise consciousness and transform would include 

journal writing, role-playing, problem posing, fiee association, and brainstorming 

(Cranton, 1992; Mezirow, 1990). Similady, Freire (1993) states that "problem-posing 

education bases itself on creativity and stimulates tme reflection and action upon reality, 

thereby responding to the vocation of persons as beings who are authentic only when 

engaged in inquiry and creative transformation" ( p.65). Daloz( 1986) emphasizes that 

"significant leaniing" prornotes personal and cognitive development. For Rogers ( 196 1 ), 

significant learning "is more than just an accumulation of facts. It is leaning which makes 

a difference-in the individual's behavior, in the course of action .... and in [his] attitudes 

and in [his] personality" (p. 280). 

Based on the responses to the Kelly (1955) Reoertorv Grid Exercise, and to 

interview questions centering on leaming, cntical thinking, transformative leaming, and 

the role of the educator, most of the adult educators in this study did not identiS, 

thernselves as b'transfonnative educators." The role that the teachers in this study moa 

frequently identified with was 'Tacilitator." Many of the educators had never heard of the 

terms '7ransformative learning" or "transfomative educator." However, while many of 

the educators had not heard of these terms, they did apply strategies and express views 

that reflected, in essence, transformative themes. For inaance, questioning techniques, 

discussions, and the use of journals and criticaily retlective writing topics that addressed 

current issues such as discrimination, media literacy, relationships, global issues and the 

environment were incorporated into the English cumculum by a number of the teachers in 

this study. The teachers were also able to help their students make cross references to 

other disciplines such as psychology, sociology, and history as well as to their studentsy 

prior leaming experiences . The cumculum content and the teachingflearning strategies 

that many of the teachers in this study applied reflected transformative approaches to 

teaching English presented by theorists like Rosenblatt (1968)- Greene (1994), Fairbanks 

( 1996), and Peim (1 993). The teachers in this study aiso reflected Shulman's ( 1987) 



assertion a skill in teaching rests "in the capacity of the teacher to transfonn the content 

knowledge he or she possesses into forms that are pedagogicaily powerful and yet 

adaptive to the variations in ability and the background presented by the students" (p. 15). 

Moreover, the educators in this study emphasized the importance of teachers 

being facilitators and CO-leamers rather than being managers and experts. Their view of 

their own role is consistent with Freire's (1978) emphasis on the importance of the teacher 

in the role of the CO-learner, particularly to understand and l e m  about the culture and the 

values of the leamers with whom they are working. Some of the techniques that the 

teachers used ( joumals, autobiographies, research based on topics that the leamers had 

choseqetc. ) were consistent with Freire's ( 1 970) emphasis that the thematic topics for 

writing and discussion should "be laden with the meaning of people's existential 

experience, not the teacher 's experiencey' (p. 59). 

Despite the effort of a teacher to reduce the power imbalance between the teachers 

and the students, the educators in this study were realistic in their appraisal of the 

limitations of "power sharing." Educators in this study Iike Yvonne, Sandra, Mary and 

Laura expressed criticisms that were consistent with Ellsworth's (1992) assertion that 

there will always be an imbalance of power when leamers are being "evaluated in some 

way, and that there will always be only 'partial knowings" about the experiences, 

oppressions, and understandings of other participants in the class. The "mythical noms" 

of the "critically challenging teacher," "dialogic discourse" and "conscientization" as part 

of the process of empowerment can, as Ellsworth notes, become flawed if the educator 

does not acknowledge the power dilemnas. The educators in this study seemed to be 

very much aware not only of the barriers that their midents experience, but also of the 

difficult dilemmas involving the imbalance of power and their role in trying to help 

students gain coddence without being manipulative, controlling, or patronizing. 

Mezirow's (199 1) description of the adult educator as an "empathie provocateur" and 

"guide who sets and enfiorces the noms goverring rational discourse" seerns to be more 

of an ideal. The teachers in this study touched on the contradictions between ""edorcing 

noms that govem rational discourse" and their role as a 'cco-learner." Even 

Mezirow( 199 1 ) asks the questions: Do we intentionally stimulate transfomative leamhg 

without the leamer M y  aware that transfomative leaming could result? To what extent 



do we present Our own perspectives? Do we decide on which beliefs and values of the 

leamer should be critically chailenged? The educators in this study raiseci similar 

questions. Most saw their role more as helping leamers make significant "smaller 

changes" that rnay or may not lead to the transfomative changes that Mezirow describes. 

Critical Thinking: A Dimension of Tnnsfonnative Learning 

While not specifically singling out the term "critical thinking'', many of the 

educaton in this study did incorporate cntical thinking strategies consistent with the 

perspectives on criticai thinking presented by theorists such as Brooffield ( 1987), McPeck 

( 198 1)' and Kurfiss ( 1988). Educators differed in their emphasis on the degree to which 

critical thinking strategies were integrated in the context of each class. While most of the 

educators agreed with the importance of creating a supportive atmosphere where 

questioning of assumptions and reflecting on different positions regarding an issue could 

occur, the degree to which this occurred was related to the students, the level of course 

difficulty, and the content of the cumculum. Critical thinking was not seen as a "rationai" 

or logical linear process. The reciprocal dialogue, metacognitive strategies, and active 

questioning that many of the teachers in this study used were more consistent with 

Belenky et ai ( 1986) and Clinchy's ( 1994) conceptuaiization of cbconnected knowing" that 

is aimed at understanding different perspectives fiom an empathic rather than a detatched 

or "separate" way of knowing. Another observation was that as the level of the courses 

became more difficult, the teachers placed a greater emphasis on 'critical thinking" in 

tems of including divergent perspectives in their essays and research reports and backing 

up ideas with clearly formulated explanations and arguments. Teachers at the basic 

literacy level or those who taught ESL at the beginning and intermediate levels were more 

concerned with teachers being able to help the adult learners develop a foundational 

knowledge base of basic English skills. This is consistent with McPeck's (1988) assertion 

t hat a precondition for critical thinking is foundationai knowledge and information. E SL 

teachers in this study Iike Yvonne and Laura highlighted some of the difficulties of critical 

thinking and ESL leamers. Questionhg assumptions and chaiienging other students' ideas 

may be viewed in a threatening way by aduit learners fiom cultures that are highly 

conformist and authoritarian. One ESL learner who responded to a question in the Adult 

Student Leamlliq (distnbuted by the teachers) survey wrote: '7 don? like it when the 



teachers ask us questions or ask us what we want to do. 1 feel like saying 'ma t  is your 

job. Don't ask us. You are the teacher. Do your job." The concems about cntical 

thinking that the ESL teachers in this study raised are consistent with the cnticisms of 

criticai thinking and ESL leamers that researchers like Atkinson (1 997) and Fox ( 1994) 

have made. These researchers assert that opposing conceptions of relations between the 

individual and the social system and the contrasting noms of self-expression between non- 

Westem and Western cultural groups can make it difficult for ESL teachers to incorporate 

critical thinking strategies in the classroom. The teachers in this study emphasized the 

difficulties that they had in trying to help leamers move from "a cornfort zone" to consider 

alternative views and a broader perspective. One of the ESL teachers in the pilot study at 

Vancouver Community College articulated the potential problems that may arise if a 

teacher is too "provocative" in questioning: 

Fostering critical thinking is always a part of our programs. The area where we 

are cautious is discussions in which there are two disparate points of view in 

students from different cultures, religions, or political backgrounds. Our classes 

often include students seated side by side from opposite sides of a country at war. 

Particularly at the beginning or lower levels of ESL literacy, misunderstandings 

and confiicts can abound, and as teachers we must be careful not to infùse more 

tension by their questioning. (Kerry) 

Workine Toward Transformative Lcarning 

Sirnilar to Mezirow7s (198 1) emphasis on personal transformation as a prerequisite 

for larger social transformations, many of the educators in this study emphasized the 

importance of giving individual learners an opportunity to express their views on topics 

through discussion and writing in a supportive environment that encouraged questioning 

and that encouraged students to be more ccself-directing". In a sense, the educators in this 

study were creating a climate that was consistent with Cranton's (1992; 1994) notion of 

%orking toward transfomative learnhg." In examining the educators' responses,the 

word c~ansformation" was ofien C O M ~ C ~ ~  to any type of change in skilis, attitudes, and 

self-perceptions. 

Many of the educators in this study emphasized that transformation could have 

more to do with the student, and their own readiness, rather than being with the teacher. 



A number of the teachers in this study emphasized that it is the beliefs of the leamer and 

their own attitude toward Ieaming that most shapes the learning process. Other educators 

in this study were more critical of roles such as "reformer" and "transformative educator". 

Reform was ofien associated with manipulation, indoctrination, and an imposition of the 

educaton' values ont0 the students. Mary emphasized that "adult educators have no 

business trying to transfomi students." She went on to Say: 'That's a very personal and 

political matter. It's patronizing to thhk that 1 as a teacher can teach these students about 

the world in which they live. 1 would never presume that a student cannot think deeply." 

Don said: "Let's be sure of what it is that we're supposed to be transforrning." In her 

work with adult ESL leamers, Y v o ~ e  sees aspects of transfomative leaming dangerous 

and potentially damaging to students who are already in a process of transformation in 

terms of adapting to a new environment, etc. An educator who tends to be critically 

challenging newly arrived (into Canada) adult learners rnay be perceived as threatening 

and critical rather than supportive and understanding. Educators like Sandra who are 

working with adults who have experienced abuse and trauma feel ambivalent about taking 

on the role of the therapist or counsellor. She also raised questions about Freire's radical 

perspectives on literacy education: 

Freire's paradigm is based on his experiences. It is more of an extreme. In North 

Arnerica we live in a more Buid society; the social classes are not as stratified as 

Marxist theory ivould describe. Many new Canadians, for example, may be defined 

as bcilliterate7' yet in their own community, they are viewed as very successful. 1 

know many students who are willing to work, Save money, and put their children 

through university. They have fùüillment in their lives. There is a certain 

arrogance in Mamist thinking that extols the view that 'we know what a good 

society is . ' 

While many of these educators do not conceptualize their primary role as a 

transformative educator, they do not discount the reality that for many students, their 

educational expenence may be very significant. Indeed, the educators in this study did 

incorporate many of the techniques and strategies that are consistent with transformative 

leaming theories such as cntically reflective discussions, journais, and setting a climate of 

trust and mutual collaboration where significant learning is more likely to occur. AU of the 



educators spoke of students who had experienced "deeper level" changes in attitude and 

self-concept but they questioned the extent of their own involvement with this change. 

Suzanne noticed a change in her students' perspectives about racism and discrimination 

af'ier her class completed research and writing on the topic. The student writing sarnples 

that 1 reviewed showed that many of the students were explorhg new ideas in a critically 

reflective way and in addition, relating these ideas to their own situation. The idea that the 

transformative types of leaming descnbed by Mezirow (1 98 1) may be a by-product of 

many different processes and that transformative changes may lie more in the "readiness" 

of the lemer is consistent with Cranton's (1994) assertion that individuais with different 

personalities and learning styles experience transformative learning differentiy. 

Conceotualizations of Leaming 

The conceptualizations of leaming that the educators in this study presented could 

be categorized in eight qualitatively different ways that include: 

1. Leaming to acquire a specific ski11 (e.g. writing a paragraph, poem, letter, 
editorial, essay, research paper,etc). 
2. Leaming as a process of applying skills in a diferent context (e.g. writing a 
speech for a specific audience, writing an article for a magazine-etc). 
3. Leaming as a process of developing problem solving and decision making skiils. 
4. Learning as a process of building on pnor learning experiences and 
transforming these skills into new forms of knowledge. 
5. Learning as a process of creating new ideas and rneanings (discovery). 
6. Learning as a process of broadening perspectives of oneself and other (e.g. 
perspectives sharing, appreciating cultural dinerences, critically exarnining 
assumptions and beliefs). 
7. Leaming as an exploration of social issues and relating events to one's life. 
8. Leaming as a change in self-perceptions, attitudes, and goals. 

The conceptualizations of leanllng that the teachers expressed reflect Mezirow's 

(1 99 1 )  description of instrumental, cornmunicative, and emancipatory learning. In 

instrumental leaming, knowledge is used to control and manipulate the environment in 

some way. In comrnunicative leaming "the leamer actively and purposefully negotiates his 

or her way through a series of speciîic encounters using language and gesture and by 

anticipating the actions of others" ( p.79). Social noms provide a hime of reference 

where individuais seek to reciprocate experiences and understand perspectives. 'Reaching 

an understanding is the inherent purpose of communicative action" ( Mezirow, 199 1, 

p. 96). Problem solving or learning in the communicative domain involves individuals' 



validity testing their assertions by a continuous process of consensus. In transfomative 

leaming, a critical examination through critically reflective and rational discourse of our 

assumptions cm result in transformed meaning perspectives. 'Reflection involves the 

critique of assumptions about the content or process of problem solving .... The critique of 

premises or presuppositions pertains to problem posing as distinct from problern solving" 

(Mezirow, 199 1, p. 105). Mezirow contends that most sigrilficant learning in adulthood 

falls in the communicative rather than the emancipatory domain. 

Based on the responses to the question 'What is learning?" many of the teachers in 

this study described learning processes that went beyond the instrumental view of learning 

as "an accumulation of facts" and they conceptualize their role as someone who is more 

than a transmitter of information. Leaming was associated with words such as growth, 

problem posing, exploration, insight, self-knowledge, and transformation. Their 

definitions of leaming are also consistent with the conceptuaiizations of learning that 

Marion and Saljo ( 1984) and Beaty, Dall' Aba, and Marton ( 1990) identified in their 

research with university students. Leaming can be viewed as: 

1.  An increase in knowledge 
2. M e m o ~ n g  
3. Acquisition of facts and procedures, which can be accepted in practice 
4. Abstraction of meaning 
5 .  An interpretive process aimed at understanding reaiity 
6. Changing as a person 

Factors such as past experience, motivation, interest level, absence of d e t y .  and 

an individual's perception of the content and the evaluation processes infiuence leanùng. 

The definitions of leaniing presented by Craig, Bruce, and Rob exemplify different 

dimensions of leaming that include instrumentai, constructivist, and transfomative themes 

( see individuals profiles of the teachen presented in Chapters four, five, and six). 

Leaming as a process of developing a ski11 or leanllng as a change in attitude can 

both be perceived as significant changes, and as a number of the adult educators in this 

study emphasized, it is difficult to separate instrumental and communicative or 

transformative types of leaming. For example, "communicative leaniing" may occw in a 

group discussion regarding interpreting a film that the class has seen. A mutual 

understanding of the fiim may be arrived at through discussion. Mezirow (1991) states 



that '?he focus of comunicative leaniing is not in establishing cause-effect relationships 

but increasing insight and attaining common ground through syrnbolic interaction" (p. 80). 

Even if the educators and other students Ui the class "critically question" each other's 

views, a transformation of meaning perspectives may not necessarily occur. Whether or 

not the change is viewed as transformative rnay rest more with the perception of the 

individual leamer rather than with the intent of the teacher to be 'Yransfonnative". Et also 

becomes more dificult to understand how the difTerent domains of leamine interrelate and 

influence each other. Mezirow (199 1) states that emancipatory reflective leaming 

influences both instrumental and communicative learning, but how do instrumental and 

communicative leaming influence emancipatory or transfomative learning? M a t  did 

emerge fiom the interviews with the adult educators who participated in this study is an 

awareness of leaming as a process that is an outcome of a unique dynamic involving the 

leamer's personality, the other students in the class, the characteristics of the teacher, the 

content of the course, and the leamhg context. Educators Iike Bruce who use literature 

and creative writing as a vehicle for personal exploration and transformation ernphasize 

more of the spintual and affective dimensions rather than the rational and cntical 

dimensions of leanllng. The different views of learning presented by the educators 

emphasize Dia's ( 1997) statement that " there is an inherently iliusive and mysterious 

nature of leaming" that takes it beyond the descriptions of critical thinking and analyticai 

thought- 

Grabove (1997) also identifies the two streams of transfomative leaniing that have 

emerged over the years. While Mezirow's (1 98 1; 1990) concepniaiization focuses on the 

rational, anaiytical, and cognitive processes , another Stream involves the intuitive and 

creative processes often incorporating aspects of depth psychology and centering on 

images, myths, and fmtasy. "Although these two stances appear to be distinct, we can see 

common elements: humanism, emancipation, autonomy, cntical refiection, equity, self- 

knowledge, participation, communication, and discourse. We can also see that the two 

stances are htercomected-the rational process moves into the imagination, and the 

creative process incorporates analysis3' ( Grabove, 1997, p. 9 1). 



Bamers to Leaming 

The readiness of the learner to change and the difficulty that the adult educator 

may have in challenging deeply held views is an area that many educators do not feel 

codonable dealing with, and indeed, the role of the adult educator as a transformative 

educator has not been addressed suficiently in the theories of transformative leaming. 

Al1 of the educators in this study identified barriers to leaniing that their students 

experienced. The barriers that the educators mentioned were consistent with Cross' 

( 198 1 ) description of situational, institutional, and dispositionai barriers; they were also 

consistent with the barriers that the adult learners in the teachers' classes identified. The 

following excerpts are from adult students' responses to the question: What barriers have 

most interfered with your learning? 

I came close to withdrawing from school for several reasons. The stigrna of being 

thirty two and going back to finish high school began to bother me. I thought: 'I 

had rny chance and 1 blew it.' Lack of proper work and study habits, combined 

with tirne demands meant ( at first) corresponding grades that did not reflect my 

real potential. Fear of mnning out of money and having to go on welfare 

contributed to the feeling that my life was beginning to resemble a joumey through 

a dark tunnel with no end in sight.. . . . 
****** 

My life is too stressful. 1 have difficulty studying and concentrating. I get home 

about 3 p.m. and 1 have to do the cleaning, cooking, and washing before my kids 

corne home fkom school. By 6 o'clock 1 get so tired. When 1 try to take a nap my 

kids make a lot of noise. 1 think 1 need to have a break from everything! The 

most awful experience was last month when my house was broken into and 

everything was stolen. 1 felt like givhg up school and 1 blamed everything on 

myself but 1 realized that 1 shouldn't. It is taking awhile to cope with this awful 

situation.. - . . 

WMe the educators felt more competent to help their students deal with situational 

and some institutional barriers, they felt more reluctant to help learners who had more 

serious problems like depression, dmg and alcohol dependency. Mezirow (198 1) States 

that educators should have "sufiicient psychologicai Imowledge" to help learners deal with 



'psychic distortionsY7.While some of the barriers that the lemers experienced might be 

classified as 'cpsychic distortions" many of the educators felt that: 1) given the context 

that they were teaching in and their own teaching orientation, it was not their 

responsibility to act like a "rational emotive therapist" to challenge leamers' distortions 

and 2) that they did not have the counselling skills to do this. 

Robertson ( 1996) States that the field of adult education neither adequately 

prepares nor supports adult educators to manage the potential difnculties of 

transfonnative leaniing such as tramference, countertransferene, ethical dilemmas,. 

confidentiality, bumout, supe~sioqetc. More research is needed to understand the 

phrnomenology of facilitation and 'ihe dynamic intersubjective interplay of the lived 

experience of teachers and learners" (p. 47). Lt is important to note that not al1 educators 

see being a transformative educator as theù pnmary role. Moreover, adult leamers, as 

many of the educators in this study point out, may seek out different experiences in an 

educational context which may or rnay not result in transfomative leaniing experiences of 

the kind that Mezirow and Freire describe. Robertson also emphasizes that learner 

readiness and the skills of the adult educators are critical factors in the process of 

transfomat ive leaming : 

Transformative leaming is a complicated, intensely emotional process that takes 

considerable skill and knowledge to facilitate effectively and responsibly. 

Paradigm shifts, whether in individuals or in communities appear to have a clear 

pattern. A new paradigrn emerges only afler the old one becomes overtly 

dy sfùnct ional. Typically, the transfonnative educator orc hestrates experiences that 

purposefuiiy challenge the hnctionality of the learner's current perspective. She 

or he c m  only help the leamer to accomplish a paradigrn shifi if the learner 

perceives the existing paradigm to be significantly inadequate in its ability to 

explain the learner's experience. (p. 45) 

The Role of the Adult Educator 

The adult educators in this study did not idente themselves as exclusively having 

one role-they see their d e s  as being quite fluid and flexible. InterestingIy, the role that 

they identifieci most with was the role of the facüitator who acts to guide rather than direct 

the leaming process. The role of an effective facilitator also encompasses the role of the 



researcher, CO-leamer, counsellor, provocateur, and resource person. They did not see 

one role as excluding the other. Depending on the context, the students, the course, and 

the content to be covered, the educators would lean more toward one role than another. 

While the umbrella term of 'Yacilitatof' could be used to describe the multiple roles that 

the educators oAen piay, the skills thai are needed to effectively play each role rnay be 

quite different and sometimes contradictory in terms of power relations, evaluation, 

teaching style and strategies and other dimensions of teaching. The art or sM1 of teaching 

seems to lie in the ability of the teachers to recognize their teaching strengths while also 

being able to be flexible enough to move into different roles and adapt accordingly. 

Viewed as a complex process of decision making, teachers must consider institutional 

parameters, the characteristics of the students, the nature of the subject area, the methods, 

and the resources. 

This study supports Pratt's ( 1998) assertion that there is "not one best way io 

teach adults" and that rather than posing the question "what is the ideal adult educator?", 

the question should be 'khat is the ideal adult educator for a particular context (e.g. 

course, students, and setting) and for intended outcornes and goais?? The selection of 

teaching methods (e.g. instructor centered, interactive, individualized, and experientiai) in 

addition to materials for instruction are also influenced by the teacher's expertise and 

preference for one method over another. For exarnple, one of the teachers in the 

individualized prograrns said that her bea experiences have corne from solitary 

exploration (e.g. reading and independent research and experimenting). Mary goes on to 

say: "1 have seldom had a pleasurable group leaniing situation. Similarly, i am not as 

good at facilitating groups as I am with students on a one- to- one basis." Based on the 

interviews and other data colected, the seven qualitatively different roles that the 

educators in this study most identified with include: 1. The teacher as a facilitator who is 
there to create a climate for change and discovery. As a facilitator, the educators guides 
rat her t han directs the learning process. 

2. The teacher as a counsellor is there to support, give guidance, and nurture the 
leamer's self-esteem. 
3. The educator as a planner. manager. and decision maker regarding course 
objective evaluation procedures, and leaming/teaching strategies. 
4. The educator as a CO-leamer who is involved in mutual coUaboration and 
construction of new ideas and understandings. 



S. The teacher as a researcher and resource oerson who is there to identifL 
learnersy interests, needs, preferred leaming styles, and then to organite 
instructional processes designed to match the learnersy needs and interests. 
6. The educator as a provocateur who is there to challenge leamers' assumptions 
and conceptualizations of themselves and the larger social world. 
7. The teacher as a content emert who is there to explain, convey, and clan@ 
different concepts, theories, and processes. 

The adult educators in this study see their role as primarily fostering a climate 

where personal empowerment and learning can occur. Yvonne highlights some of the 

different intentions that she has as an educator: 

It is not my intention to transform lives, but I can touch students in a positive way 

that would give the individual an opportunity to see that he or sbe has choices and 

is not alone. 1 see myself as a manager of the classroom but not of leanllng. 

Leaming is not controlled by me. Learning is a process of discovery. 1 also see 

rnyself as equal to my students. They may be leaniing about life in Canada, but I 

am leaniing about them. I am leaniing about their culture and changing rnyself in 

the process. 

The Facilitator Role in the Collaborative Teacbinp-Learninn Mode 

One of the roles that the teachers in this study most frequently identified with was 

the facilitator. The role of the facilitator is also consistent with the collaborative teaching- 

leaming mode emphasized by adult education theorists such as Rogers ( 196 l ) ,  Kidd 

( 1973), Knowles ( 1 980), and Freire ( 1978). The humanistic and progressive education 

philosophies identified by Elias and Memarn ( 198 1) and Pratt's ( 1998) conceptualization 

of the nurtunng perspective emphasize the role of the educator as facilitator. Conti 

( 1978, 1985) summaizes the characteristics of the collaborative teaching-learning mode: 

1. Greater flexibility and variety in procedures and resources are used. 
2. The teacher or leader acts as catalyst, a stimulator, and helper, a guide, or 
coordinator. He or she is not 'the bossy+ 
3. Each individual is a tacher-leamer. 
4. Direct participation by dl, or as many persons as possible is vital. 
5. Sharing ideas, experiences, and information by al1 persons involved is 
necessary . 
6. The content is based on problems and needs expressed by those who are 
involved. 
7. Subject materials are a means. 
8. Some informal education. 



9. We become involved because there is a demand or need put upon us by 
ourselves. Our goals is to satisfi that demand or need, not to get a grade. 
1 0. To an increasing degree, the participants determine the content, the process, 
procedures, and resources. 
1 1. The participants' evaluation is of great importance (Conti, 1978, pp. 26-27) 

Evaluation and Assessrnent 

While the adult educators in this study had views consistent with the collaborative 

mode with regard to the importance of establishing a positive l e d g  climate and in their 

emphasis on the educator having empathy and insight into learner needs and barriers, 

where their views differed fiom the collaborative mode lay in the structure of the course 

and the evaluation process of the students. Conti notes that in the collaborative mode "?O 

an increasing degree the participants determine the content. the process, procedures, and 

resources" ( 1978, p. 26). 

Based on the data collected in this study, it is the educators and not the learners 

who for the most part determine the content, the process, and methods of evaluation. 

Dilemmas arose for the educators when they began to consider interpersonal factors such 

as effort and the sense of discouragement leamers would feel if their marks were 

consistently low. Adult leamers whose fùnding depends on obtaining a certain mark but 

whose performance and academic skiIl is considerably Iower than a required mark 

necessary was another dilemma that a number of the educators spoke about. Mary went 

on to explain: "Focusing on the money is not in the students' best interest, but this 

problem is always on our minds. When we know that a student has no money and a 

failure or 50% means dropping out, there is a temptation to pass the student. We are also 

concemed about how a student perceives a failure and what this does to his or her self- 

esteem. I try to be both realistic and supportive, but it is difficult sometimes when you 

have to give a grade." 

Depending on the course and the nature of the assignment, the aduit leamers have 

more choices. For example, Don, Ron, and Rachel teach courses where the major 

assignment topics are chosen by the students. Likewise, the majority of educators in this 

study select resources and learning formats based on the learners' stated interests. 

Depending on the topic, the role of the educator also shifts ~ o m  a facilitator or CO-learner 

to more of an "expert" or "Uistnictor" conveying information. The program and course 



determînants aiso inûuence the degree to which the teacher will become more of a 

facilitator rather than an instmctor or manager. 

It is interesting to note that even educators who were identified as "nurturing" or 

"social refom", based on Pratt's (1998) model, scored high on the behavioral and 

progressive educational philosophies based on the Zim (1994) inventory. In fact, the two 

philosophies that were ranked most fiequently as the highest were the behaviorai and 

progressive. Eleven out of twelve teachers ranked the behavioral as either the first 

(followed by the progressive philosophy) or second order. When 1 delved more deeply 

into the rationale for the high score and the specific factors that were ranked high and 

categorized as behavioral, the educators emphasized the practical realities of working in a 

public school system or a cornmunity college influences the design and mechanics of the 

course. Moreover,some of the educators believe that direct instruction and 'transmission" 

of information are the best ways to explain a concept or a procedure, and that the 

students' success on a term or provincial exam is dependent on the degree of their ability 

to reproduce certain kinds of "prescribeà" information. One of the aims would be 

integrating people to become more efficient and productive citizens and workers. This 

'YUnctionaï' view of literacy and adult education represents a contrast to the aims of 

education expressed by theoists like Freire (1970) and Kozol(1985). The high rankings 

of the behavioral and progressive philosophies arnong adult educators are also consistent 

with research studies conducted by Zim ( 1983) and Spurgeon ( 1994). Z ~ M  ( 1998, 

personal correspondence) noted that the two most prevalent philosophies of adult 

education were the progressive and behavioral philosophy of education. These 

philosophies reflect the cultural ethos of North Amencan society with its emphasis on self- 

improvement, work experience, %ainingy7, cultural integration, and ski11 development. 

Zim (1994) also noted that the dominant philosophies that an educator holds are more 

likely to be complimentary rather than contradictory ( e.g. progressive and behavioral 

compliment eac h other while radical and behavioral contradict eac h other). However, in 

analyzing the data and cornparhg the educators' responses to questions in the interviews 

to their scores on the Zinn (1994) Philosophv of Adult Education Inventory far more 

contradictions and inconsistencies were evident. For instance, depending on the question, 

a different belief or perspective was revealed, often contradictory. Teachers like Mary or 



Catherine who had very humanistic and numiring conceptions of the adult leamer and the 

barriers that they experience also held '0ehaviord" and "transmission" oriented beliefs in 

their approach to assessrnent or in the specific teaching methodologies that they employed. 

Contradictions in Teachers' Resooases to the Ouestionnaires and Inventories 

The contradictions evident in some of the teachers' responses also reflect the 

contradictions evident in the adult education literature about what constitutes effective 

teaching (Pratt, 1989, Conti, 1990, Kember and Gow, 1993). Praît ( 1989) asserts that in 

adult education, there is an "wusual blend" of humanistic and behaviorai psychology. On 

the one hand there is the emphasis on the facilitator or guide while on the other hand, 

there is the emphasis on "training" adult educators and the importance of the transmission 

of knowledge from the teacher to the leamer. The focus is on the means ( how to teach) 

with little critical reflection or examination of the ends (what will be leamed). While the 

emphasis on technical mastery and procedural knowiedge may be suited to well defined 

areas like mathematics, carpentry, and work safety procedures, it may not be as effective if 

cntical thinking, creative writing, or even second language leming are being taught. 

Citing research studies by Conti (1985), Pratt notes that not al1 ABE and ESL students 

would, for example, leam best in an instructional environment that stresses self-direction. 

Conti ( 1985) found that at the basic literacy and ESL level, a student-centered teaching 

style seemed to be more effective that the teacher- centered style. Conti explains that at 

this level "the students are concemed with the long tenn process of acquiring reading, 

mathematics, and language skills. This process involves the student7s self-concept, and 

the acceptance by a carhg teacher is important" (p.87). In cornparison, Conti found that 

the students who were in the university or college preparatory courses for high school 

equivalency preferred the teacher centered approach which appeared more goal-oriented 

and c u ~ c ~ l u m  driven. In the present study, a clear demarcation between being a caring 

teacher and the tacher's role as a facilitator instnictor or "an expert" transmitting 

information and the level of the course was not evident. The individualized nature of the 

Grade 10 program at Red River Coliege could be Mewed as very "goal oriented" and 

"curriculum driven" yet the instmctor placed a great emphasis on the importance of the 

adult educator being sensitive and caring. Sirniiarly, many of the ESL teachers 

emphasized the importance of a stnictured curriculum with clearly defineci objectives and 



learning outcornes. Laura emphasized: " I try to create a controlled environment that 

attracts and holds the leamers, moving them systematicaliy toward the objectives. 1 try to 

create a clear outline of the content and the concepts to be taught." 

Persocetives of Teechine and Leamian, Imolicit Theories. and Penonal Phüosoohy 

of Practice 

This study found that there are qualitative differences in the way teachers define 

their own role and the dynamic of teaching and leaming. Elbaz7 (198 1) description of the 

three tems to identiw the structure of practical knowledge-nile of practice, practical 

principle, and image reflected the way in which the adult educators in this study descnbed 

their work and their role as an educator. The images of the teacher as artist, guide, care 

giver, craftsperson, and technician were among the images or metaphors that the 

educators associated their role with. The teachers also had practical theories and 

explanations for utilizing different theories and approaches. They were also able to 

describe in detail "exceptions to the rule" that explained why a particular strategy would 

not be applicable with a individual student or group of students. 

There were also similarities between the conceptions of teaching and leaniing that 

the teachers in this study held with Pratt's (1998) five teaching orientations: the 

~rar~~rnissiort, deveiopmerttd, trrurtt~ring, apprettitceship, and social refonn. Pratt ( 1998) 

assens that while instructors oflen hold more than one conception of teaching ( as the 

present study suggests), the fundamental difference between perspectives or 

conceptualizations is based on the assumption that some elements and relationships are 

more important than others. The cornmitment to a particular perspective is revealed 

through the way a person teaches, their intentions, and aatements or explanations of why 

the given actions and intentions are justifiable (rationale). 

In the present study, the two dominant conceptions included the nurturing and 

developrnental, followed by the numiring and transmission conceptions. The teachers' 

implicit theories of teaching and Iearning were evident in the resources and matends that 

they used for teaching and in the specific instnictional techniques use& There was a high 

level of consistency between the teachers' beliefs and the curriculum that they organized 

for their students. For example, a teacher like Suzanne is able to integrate developmentai 

strategies ( e.g. encouraging her students to critically examine a novel or essay focusing on 



discrimination, and encouraging learners to incorporate new ideas and ways of thinking) in 

a numiring environment where the students feel safe enough to disclose their viewpoints. 

The learning outcornes may also be integrated: academic skills in analyzing and critically 

interpreting a literary or prose work may CO-exist with deeper level or transfonative 

leaming processes. Through an integration of al1 skills-listening, reading, speaking, and 

writing, a holistic learning cycle is in process. 

Whiie not directly refemîng to a leaming theorist or theory, the teachers identified 

aspects of their role and the process of learning that were consistent with : 

1. Roger's (1 96 1 ) emphasis on the %ore conditions7' of effective leaming in 
therapy and education. 
2. Maslow's ( 1954,1970) theory of motivation. 
3. Skinner's ( 1968) behavioral view of learning and the emphasis on pnnciples of 
reinforcement. 
4. Constructivist theoies of learning in adult education. (Candy, 199 1 ; Nuthall, 
1995) 
5. Brown and Duguid7s ( 1989) concept of situated cognition. 
6. Mezirow's ( 198 1) theory of perspective transformation. 

A number of the educators emphasized the importance of being aware of 

"metacognitive" strategies and techniques to foster metacognitive awareness among 

individual leamers. One of teachers (in the pilot study) from Vancouver Comrnunity 

College explained that: 

We teachers need to connect with our teacher talk, the vehicle with which we 

convey 'cognitive behaviors' (memorizing7 comprehension monitoring7 problem- 

solving, self- control behaviors, etc.). Because these behaviors are such an 

integral part of our instructional delivery, we generally are no longer aware of 

them. This lack of awareness may compromise the knowledge of leaming 

strategies we are conveying irnplicitly to the leamers. Compromise here means that 

the leamers rnay not gain the expücit knowledge necessary for efficient storage, so 

that the knowledge can become an automatic, routinized part of hisher repertoire 

of learning strategies. ( Warren) 

Educaton such as Craig, Bruce, Ross, and Suzanne utilized teaching and learning 

strategies that fostered this metacognitive awareness. The use ofjomals7 concept 

mapping, and discussions where the learners formulate questions as weii as essay and 



research assignments that encourage critical reflection are consistent with the suggestions 

made by Candy (1991) , Hounsell(1984), Marton and Saljo (1 984) and Biggs (1 987) on 

ways to foster deeper level Ieaming. 

The data also indicated that teachers will often integrate two or more approaches; 

they did not see one type of leaming or knowledge as excluding another. Unlike Fox 

(1  983) who found that teachers had fairly linear perspectives on teaching ( e.g the transfer. 

shaping, and travelling metaphors), most of the educators in this study integrated diEerent 

approaches and changing roles. One of the metaphors that the teachers in this study most 

fiequently used was the growth or travelling metaphor to ernphasize that learning is a 

process of exploration, and that while the teacher or guide may have expertise, together 

with the learner new discovenes wiU be made dong the travels. Fox (1983) associated the 

growth metaphor with more cornplex theories of teaching. In the growth or exploration 

metaphor emphasis is placed on the importance of cultivating both the intellectual and 

emot ional develo pment of learners. 

Com~arison of Teaehers' Views on Teachinn Enelish with the Literature Review 

The teachers in this study aiso conceptualized the process and central aims of 

teaching English and related courses like loumalism in ways that reflected one of the 

above theories and views of learning. The conceptualizations of English included: 

1. Learning English to acquire skill and proficiency in grarnmar, organization, and 

writing structure of sentences, paragraphs, and essays. This conceptualization 

emphasizes a behavioral or transmission approach to teaching (McEwan, 1992). 

Leaming is viewed as a hierarchical structure that could translate into easily recognizable 

cornpetency standards and masures. Practice and drill, standardized testing, and 

quantifiable outcomes are emphasized in this approach. This approach was most evident 

in the adult basic education programs at Red River Comrnunity College. The behavioral 

approach is also consistent with the college's emphasis on 'iraining" and outcomes- based 

education that would result in employment in a specific trade or career. 

2. Leaming English for a specific purpose, as in preparing shidents to enter a 

specific college program such as Business Administration, Computer Technology, or 

Creative Communications. Here, the content of the English course focused on the 

development of skills that can be applied in diffèrent work contexts ( e.g. writing business 



letters, witing a news article or a short story review). This approach integrated 

behavioral leaming theoiy and the concept of situated cognition that stresses the 

importance of learning a sM1 in a specific context. James Brinon's (1978) transactional 

mode1 of teaching English is reflected in this perspective. The content and structure of 

English is rooted in language use and linguistic processes embedded in their social context. 

Nuthal17s (1 995) description of "semiotic apprenticeship" reflect the approach that 

educators iike Don takes in facilitating a course in journalism. A semiotic apprenticeship 

involves the appropriation and mastering of the ways of thinking and understanding 

through activities and representations tnat define each discipline. 

3. Leaming English as a tool for cultural adaptation and settlement. This 

conceptualization integrates behaviorist, constructivist, and humanistic concepts of 

learning and was most evident in the teaching approaches and cumculum content of ESL 

teachers in both the school division and community college teachers. Theorists such as 

Vygotsky ( 198 1 ), Lave ( 199 1 ), Rogoff ( 1 994) and Brown ( 1992) view language as a 

sociocultural tool enabling individuals to enter a specific community or culture where 

"shared ways of knowing" are emphasized. As a cultural artefact, language is viewed as a 

set of discoveries that define or characterize concepts, ways of thinking, acting, and 

valuing in different contexts ( Nuthall, 1995). ESL teachers like Yvonne and Laura see 

their role as a 3Uffef7 between the language and the culture for the students; learning 

English is also leaming about the law, the education system, the work place, and other 

dimensions of Canadian society. 

4. Learning English as a vehicle for personal transformation and personal 

empowennent. 

5. Leanllng English as a vehicle for understanding social and cultural issues, and 

potentially social change. 

The last two conceptualizations reflect more of the humanistic and transfomative 

perspectives on leaming. Rooted in Rosenblatt's (1 938; 1968) reader response theory, the 

emphasis is on the personal interpretation of the text and the interrelationship between a 

literary text and the individual's psychological, social, and cultural worlds. 

interestingly, many of the teachers in this study htegrated approaches so that by 

studying iiterature, for example, individuals could leam about structure and organization. 



Grarnmar and transactionavbusiness assignments would be integrated into a drama or 

novel unit. English s H s  were not cornpartmentalized; rather, the transactional was 

woven into the transformative dimensions. Suzanne, Rob, and Ron were among the 

educators who taught English fiom this integrated perspective. 

The findings of this study also support Larson's (1993) assertion that rather than 

focusing on a final product, more emphasis is being placed upon the process of 

writing-discove~g more about how writers find ideas. thinking about ways of 

organizing them, and imagining ways of expressing them. Bruce's poetry writing classes 

as well as the teaching strategies used by Craig, Laura, and Rob highlight this. Parry's 

( 1996) emphasis on the importance of incorporating "different literacies" that incorporate 

a range of prose and literary forms fiom different sources is also evident in the cumculum 

choices that the educators in this audy organired. 

Teachinn and Learnine Stratenies and Stvles 

While the educators in this study utilized a variety of teaching and learning 

strategies, primarily in the concrete experience and reflective observation mode. it is 

interesting to examine the comection between the educator's own preferred learning style 

and the influence this may have in their teaching. In his research studies applying the 

Kolb's ( 1985) Learning Style Inventorv with students and faculties in university and 

college settings, Koib (1 984) found that the disciplines of the humanities and the social 

sciences are based more in concrete experience and reflective observation (divergent 

learning style mode) while the naturai sciences and mathematics utilize more retlective 

observation and abstract conceptualization (the assidator leaming style mode). 

Professions like engineering fell into the converger leaming style category (abstract 

conceptuaiization and active experimentation) while more professions such as 

administration, banking, and management fell into the concrete experience and active 

experimentation mode (accomodator). 

Seven out of the twelve teachers had learning styles that corresponded to the 

assimilator leaming style, three of the teachers had a divergent leaniing style preference, 

and two showed preferences in the converger and accomodator leaming style. 

Interestingly, while one of the professions in the assimilator learning style was teaching, in 

the diverger leankg style category, counselluig and social work were among the preferred 



professions for people with this leaniing style. One of the characteristics of individuals 

that have an assimilator leaming style is their ability to understand a wide range of 

information and put it into concise logical forni-a ski11 that teachers need to be able to 

do. The seven instructors with this learning style also descnbed themselves as being 

"logical and analytical" and they enjoyed analyzing theories and creating curriculum. Part 

of their work as English teachers involves cornmunicating abstract ideas and concepts into 

a format that can be understood by diverse student groups. The strengths of the 

assimilator that are consistent with the teachers' work include planning, defining problems, 

and organizing information. However, the teachers with the assimilator Iearning style also 

had strengths in interpersonal communication-a characteristic associated with the 

divergent learning style. 

The characteristics of individuals with divergent leaming styies are also consistent 

with the collaborative teaching style ( Conti, 1985; Knowles, 1980, Cranton, 1992) and 

Pratt's ( 1998) numiring teaching orientation. Sensitivity, imaginative ability, open 

rnindedness, and the ability to recognize problems were charactenstics that al1 of the 

educators in this study expressed. With the exception of those educators working in the 

individualized prograrns, the teachers in this study integrated a wide range of teaching and 

leamhg strategies and techniques. Educators like Laura, Sandra, and Rachel make a 

conscious effort to include a range of assignments and instnictional activities that would 

address the different leaming styles of their students. This observation aiso highlights the 

fact that teachers are in a practical profession; they cannot lave their ideas and theories as 

"castles in the air" if they want to engage diverse student groups. Through expenence, 

these educators have leamed that in order to be effective in teachlng, they have had to 

develop the ability to shift from getting involved (concrete experience), to Bstening 

(reflective observation), to creating an idea (abstract conceptualization) to making 

decisions and acting on them (active experimentation). 

Factors Iofluencinn Teachinp Orientation 

One of the factors influencing the curriculum and to some extent the teaching style 

of the adult educator relates to the depariment and institutionai directives and mission. In 

their research study, Kember and Gow (1995) found that the specific guidelines of the 

department have a "a fairly strong influence over the teaching of individual lecturers" 



(p.70). in departments where effective teaching is conceived of as knowledge 

transmission, didactic teaching methods are more likely to be the "preferred" department 

teaching orientation. 'The extent to which a faculty member's conception of teaching is a 

reflection of the individual or the department presumably depends upon the balance of 

individual autonomy and departmental and institutional pressures" (Kember and Gow, 

1995, p. 71). 

In this study, specific differences in the English programs are evident between, the 

Winnipeg School Division #1, Vancouver Cornmunity College, and Red River Community 

College. While the Winnipeg Adult Education Centre and Vancouver Cornmunity College 

still integrated a literary component with in their English courses at the basic, ESL, and 

college preparatory level, no literary component was included in the Academic 

Developmentai SeMces department at Red River Community College. The exception at 

Red River was in the Creative Communications department where courses in Canadian 

Literature and Literary Styles and Structures were offered. In the Acadernic 

Developmental SeMces department at Red River, competency based leaniing and a 

mastery of specific English skills that would prepare students for their programs in 

business and industry are emphasized. A transmission orientation to teaching is 

emphasized and the value of studying literature for the sake of personal development is 

not a pt-iority. At the Grade 10 level, the program is presented in a series of competency 

based program modules that focus on practice and drill and a reproduction of knowledge. 

The facilitation of critical reflection and transfomative learning is not an objective either 

within the department or the institutional mandate of the college. Business and industry 

seem to be influencing the content of the English and ESL programs, and to some degree, 

a "narrowing" rather than a broadening of student learning experiences may be an 

outcome of technical and trades colleges that emphasize a "market driven" program. 

English is seen to be the '%and maid" of the technical and trades programs. The teachers 

in this study emphasized that the trend toward more transactional rather than 

transformational approaches toward teaching English and ESL will in ail likelihood 

increase. 



Coo~ruence Between the Values and Beliefs of the Educator and the Mission of the 

Institution 

The teachers who expressed a high degree of satisfaction with their work had 

either learned to adapt to the constraints within the institution or department or they felt 

that the department that they worked in best reflected their own values and beliefs about 

adult leaming. Although educators like Craig and Bruce enjoyed their work and were very 

successttl in their teachg careers, they expressed a conflict between their own values and 

beliefs and the direction of the institution. Both instmctors were critical of the market 

driven trend of educational institutions and the lack of value placed upon academic and 

liberal education. In contrast, educators like Catherine expressed a high level of 

satisfaction with their work context. The programmed instructional style in the Grade 1 O 

course was congruent with Catherine's belief that adult leamers need to acquire 

foundational grammar skills in an individuaiized setting before they can "advance" to a 

higher level. She separated persona1 development fiom the development of academic or 

technical knowledge in English. Other teachers that I spoke with in the department 

seemed to advocate a transactional (business oriented) rather than a literary based English 

curriculum. Their rationale was that the students would be able to apply skills such as 

letter and memo writing in a business or technical setting more than the ski11 of reading 

and "c~tically analyzing" a book. Educators Iike Rachel experienced a conflict between 

what their ideals as an educator are ( e g  exploring ideas and values, personal 

transformation, etc.) and the limited parameters of the course content prescribed by the 

department. While Rachel would like to incorporate literature as a vehicle for exploring 

personai and social issues, she must cover the grammatical foundations prescribed by the 

department. The behavioral orientation of the course is in conflict with her humanistic 

p hilosop hy. 

It is interesting to note that while the adult education literature emphasizes the 

importance of educaton criticdy challenging learnen and fostering a climate where 

transfomative "deepef7 level leamhg can occur, the trend in educational institutions is 

toward more transmission and apprenticeship orientations that emphasize specific 

cornpetencies and skiiîs --practical or instrumental knowledge has a higher priority than 

emancipatory knowledge. Thus, the practical realities of working in a college or school 



system that emphasizes accountability and performance will continue to influence the 

ability of teachers to foster transfomative leaming if they this is their intention. 

Studies by Ramsden (19881, Biggs (1987), and Kember and Gow (1 995) also 

suggest that learners' approaches to studying may be influenced by the preferred 

orientation to teaching employed by the institution. Kember and Gow (1995) compared 

the "knowledge transmission" and "learning facilitation" orientation with the way in which 

students at a technical coliege approached leanllng tasks. The departments Uwolved in 

theu study included English, Rehabilitation SeMces, Diagnostic Science, Accountancy, 

Design, and Applied Social Sciences. Correlations between student approaches to 

leaming and either the learning facilitation and the knowledge transmission orientation 

were compared. The learning facilitation orientation is similar to Pratt's ( 1998) 

"numiring" teaching perspective and Conti's ( 198 5) learner-centered teaching style. The 

five sub scales of the learning facilitation orientation include: problem solving, interactive 

teaching, facilitative teaching, pastoral interest, and motivator of students. The knowledge 

transmission orientation includes the sub d e s :  training for specific jobs, use of media, 

reponing information, and knowledge of subject. The qudity of student learning was 

analyzed with the Biggs ( 1  987) Study Process Questionnaire (SPQ). The questionnaire 

examines students' approach to study on two distinct dimensions: a deep and surface level 

approach to studying. A "deep approach" is utilized by students who have an intrinsic 

interest in their subject. Personai meaning in leaming is emphasized. In contrast, the 

students who preferred a "surface approach" seemed more extrinsically motivated. These 

leamers focused on the study tasks defined by the lecturers. Memorization of facts 

highlighted by the lecturers or in books was emphasized. Kember and Gow (1995) found 

a clear relationship between the knowledge transmission orientation to teaching and 

surface level approaches to studying while the leamhg facilitation orientation to teaching 

was associateci with deeper level approaches to studying. Studies like this emphasize that 

students' approaches to ieaniing are a function of the learners' prior experience, the 

teachers' orientations, the assessrnent demands made, and the guidelines estabiished in the 

department. 

While in the adult education iiterature, topics such as criticai thinking, deeper level 

approaches to studying, intrinsic motivation, and transformative types of learning are 



emphasked as being important goals for educators to a h  for, in actual practice, many 

institutions are increasingly leaning toward a transmission orientation to teaching. 

Partnerships with business, English for a specific purpose, computer literacy, work 

placement, standardized evaiuation and accountability, and mastery learning emphasize a 

transactionaYbusiness focus rather than a transfomational focus on teaching English. 

With this focus, the teacher will continue to be viewed more as a technician and instructor 

rather than a transfomative educator. 

Dilem mas 

An ongoing dilemma that English and ESL teachers faced is in reconciling their 

own ideals, values, and beliefs with the vision of the college, the diverse array of students, 

and the specific curriculum within their departments. While many of the teachers in this 

study have been able to find a balance between their own values and their work at the 

institution, educators like Bruce, Rob, and Craig felt that the trend toward teaching 

English for "technical" purposes is a move away cntical reflection and deeper level 

thinking. Other teachers felt ambivalent about seeing their role as instrumentai in fostenng 

personal and social transformation. Gee ( 1992) notes that English and ESL teachers are 

gatekeepers in the sense that "short of radical social change, there is no access to power in 

society without control over the discourse practices in thought, speech, and writing text 

literacy and its attendant world view" (p.60). He further States that English teachers stand 

""at the very heart of the most crucial educational, cultural, and political issues of our time" 

and that while they can see themselves as 'language teachers" with no comection to 

political and social issues, an alternative is that they can accept their role as persons who 

sociaiize learners into a world view that "must be looked at cntically, comparatively, and 

with a constant sense of the possibilities for change" (p.60). The reality is that teachen 

are increasingly expected to follow guidelines and institutional directives that advocate a 

technical vision that does not acknowledge or promote the role of the educator as "a 

transfonative intellectual" ( Aronowitz and Giroux, 1994). 

Develo~inn Ex~ertise: Changes as an Educator 

Another finding in this study centers around the changes that the adult educators 

describeci with respect to their style of teaching. More than half of the educators in this 

study describeci moving fiom the role of the content expert who is there to transmit 



information to one as a facilitator and CO-leamer. This change was activated in part by the 

confidence that they had gained over the years and their willingness to explore dinerent 

techniques, through feedback from students, and their own critical observations and 

reflections on their "successes and failures" in teaching over the years. This finding is 

consistent with Pratt's (1989) assertion that teacher effectiveness or competence rnay 

transform as teachers move through "developmental stages7' that include: mastery of skills 

and procedures, clinicai problem solving, and critical reflection (p.78). In the eariy stages 

of a teaching career, competence is most often associated with the mastery of teaching, 

skills, and procedure. Content, propositional and procedurai knowledge are aspects of 

assessing competence at this stage. At the second developmentai stage, teachers have 

gained personal and technical expertise, they are more able to respond to individual 

differences in students' personality and learning styles and match a diverse array of 

strategies to the content. The third stage in Pratt's mode1 of teacher development involves 

a critical reflection on knowledge and values. Citing writers like Shor (1983) , Sullivan 

( 1984), and Schon ( l986), Pratt maintains that at this stage the teacher expresses "an 

increased ability and willingness to reflect on elements of the teaching situation as being 

embedded within the dominant culture of one's society7' ( Pratt, 1989, p.8 1). Knowledge 

involves an integration of reflection and action; in addition, teachers at this third stage 

critically question the origin of personal, institutional, and societal goals as well as the 

impact that these goals may have upon both the teacher and leamer. Pratt also stresses 

that these foms of competence are interrelated and to define teaching excellence from 

only one perspective would be lirnited. 

The teachers in this study also identified specific ways that they developed their 

own expertise. These included: 

1. Continuhg their education, either by completing a Master's degree or a 
certificate program. 
2. Independent reading of journals, books, and other Literature relevant to their 
interests in teaching English and ESL. 
3. Observations of snidents in the classroom and through a critical examination of 
the techniques that worked best with particular students. 
4. Attending in-services and conference 
5 .  Discussions with coîîeagues and sharing ideas. 



Dimensions PhPhio~hy: Characteristics of Ef'f'eetive Adult Educators 

and the Aims of Adult Education 

The educators in this study also arûculated charactenstics of an effective adult 

educator, and many of their ideas are supported by research in the area of teaching 

effectiveness in adult and higher education (Gage, 1978; Centra and Bonesteel; 1990; 

Feldman, 1988; Lowman, 1994). The teachers also identified characteristics that would be 

least effective in working with adult leamers. These characteristics include being 

authontarian, insensitivity to leamer barriers, dismissing the lemers' concerns and prior 

leaming experiences, poor organization skills and a lack of repertoire in teaching 

strategies, not keeping up to date with resources and research, lack of expertise in the 

content area, and a tendency to undervalue or underestimate the adult learner's potential. 

The educators' views of teaching support Gage's ( 1978) assessrnent of teaching as "a 

practical art that requires intuition, creativity, improvisation, and expressiveness while 

being flexible to depart from rules, formulas, and dgorithrns" (Gage cited in Centra and 

Bonesteel, 1990, p. 15). Based on the interviews and the other data collected, the 

teachers in this study identified the following dimensions as being important in working 

with adult learnets: 

I .  The teacher's knowledge of the content area (e.g. literature, linguistics, 
business communication forms, etc.). 
2. The teacher's ability to recognize adult learners' needs and skillfully organize 
instructional strategies that would meet these needs. The skilled teacher would be 
able to integrate and apply a variety of instructional strategies rather than relying 
primarily on one (e.g. lecture, group discussion, etc.) strategy. 
3. The personality skiils of the teacher (e-g. enthusiasrn, sensitivity, empathy, 
helpfulness, etc.). 
4. The teacher7s skill in organizing and cornmunicating information with clarity 
and with enough variation so that a range of learners can comprehend the content. 
5. The teacher7s ability to accurately assess and evaluate the lemers' ski11 level. 
6. The teacher's ability to Link the new idormation with leamers' existing 
knowledge paradigms (e.g. building lemhg bridges) and the ability of the teacher 
to iink the subject content to other disciplines or contexts. 

The teachers also emphasized the importance of integrating the cognitive and 

affective domains of leaniing. In addition, they spoke of the importance of continuing to 

leam as a professional and as an individual. Interestingiy, when I asked the teachers 

questions about l e h g  and motivation, they would often relate their own positive and 



negative experiences of leaniing and of "good" teaching. Mary's reflections on teaching 

adults highlight this: 

My belief is that 1 am dways learning about being a good teacher and that 1 l e m  

as much or more from any encounter with a student as he or she does. 1 strive to 

create an atmosphere of kindness and trust but this is oflen difficult, given my 

workload. Of paramount importance is engendering a sense of individual worth 

and fostering belief that they can achieve. 1 like to share an educational 

expenence as much as possible, to reduce the tacher-student power dynamic. 

When I think over my most positive leaming and teaching experiences, they were 

not coerced and these experiences acknowledged my values and dealt with (kindly) 

and challenged (gently) my own assumptions about different issues. 

Another educator at Red River Comrnunity CoUege emphasized that for her the 

ski11 in teaching adults involves integrating ideas from difKerent approaches and theories: 

There is the old argument-what is the best method? The best method is in the 

tmth that you gather fi-om your own experience and fiom what information that 

you gather from different theories and methods. You then rnake up your own 

method. We need to look at Our students' lives and what they are made up of and 

pull the truths from every approach. 1 wouldn't be happy subscribing exclusively to 

a Freirian or a holistic approach to teaching English although I know that each has 

important truths about how adults leam. (Rachel) 

The conceptualizations and beliefs about teaching adults are consistent with 

Lowman's (1 994) research on master teachers who are able to integrate clarity of 

communication, mastery and accuracy of the content with interpersonal sMIs such as 

sensitivity, encouragement, and warmth. Lowman States that while a "competem" teacher 

may excel in one area, a master teacher " is one whose content presentation is extremely 

clear and exciting and whose interpersonal relationships with students are marked by 

warrnth, openness, predictability and student centeredness" (p. 10). 

Students' Peis~ectives on the Qualities of an Effective Adult Educatot 

Interestingly, the qualities that the teachers identifieci as being knportant as an 

effective adult educator were consistent with the students' responses to the question in the 

Adult Student Leamina Survey: What characteristics of teachers have you found were 



most helpful to your leaming? The students who responded to this question identified 

quaiities such as clarity of explanation, treating studems like adults and not children, 

interest in the students and enthusiasm, a sense of humour, compassion, and being 

knowledgeable in the subject area. The following student responses detail these 

characteristics: 

The teachers here are very helpful, open, friendly and encouraging. They are 

understanding and oAen wiliing to be flexible on deadlines if a big problem arises. 

They seem to want to leam as much as we do. To work in a classroom as an 

adult is really not that easy and the teachers' attitudes are that of general 

acceptance. 

I Iike being in a classroom setting with teachers who really want to hear their 

students' opinions. We have had several discussions where students have revealed 

their f'lings about issues like capital punishment and aboriion. I always felt 

cornfortable expressing my views without having to worry if the teacher would 

mark me down. 

***** 

Teachers who involve everyone in their class in a leaming expenence is a 

characteristic 1 admire because people are not only leaming a lesson but they're 

leaming about other people. Aiso teachen who listen to a student's opinion 

instead ofjust telling them the way it helps build the students' knowledge instead 

of telling it to them. Sociai, English, and Business teachers have more 

understanding skills than the Science teachers. They guide you when you get 

stuck on certain assignments. 

***** 

Mr. A. is a wonderful teacher because he is very clear in his explanations of things 

and asks questions that make you think for an answer. He's always in a good 

mood , h y ,  etc. He's very organized and that makes it easier when you have dl 

these other responsibilities k e  children and work. Regarding characteristics that 

have been least helpfbl: When some teachers shift topics three or four times durhg 



9. Each teacher also had a belief about what factors are essential for being an 

"effective" adult educator; as weii, the teachers expressed clear statements of the aims of 

adult education--to empower adult leamers to recognize their potential and achieve their 

goal; to M e r  their quea to find meaning in life and in work, and to gain skills that 

would enable individuals to find employment. 

The personal practical knowledge revealed in the profiles of each educator is 

consistent with Elbaz7 ( 198 1 ) conceptuaiizations of the four dimensions of personal 

knowledge-knowledge of self, knowledge of the subject matter, knowledge of 

instruction, and knowledge of context, including knowledge of the leamers ( see Tables 5- 

7, pp. 280-287). These dimensions are dynamic and are shaped by expenence-particularly 

the teaching experiences that the educators have had in the classroom. Polanyi and 

Prosch's ( 1975) observation that professional expertise and excellence is rooted in 

practical experience and "a massive body of personal knowledge" applies to the 

observations in the present study. 



class 1 can't focus long enough to learn something. Poor communication skills and 

asking questions that can only be answered in a yes or no fashion really bother me. 

The teachers in this study were also open about expressing some of the dilemmas 

that they were experiencing. Teaching was not "a neat picture" but rather a complex 

process of decision making in a context where codicts between the teachers' ideals and 

values and the realities of the institutions that they were working in surfaceci.. For 

example, Rob sees the classroom as having the potential to be an agent of social change. 

but if this is to occur, he believes that a de-ernphasis must be placed on cornpetition, 

evaluation, and the market driven context that many educational institutions are leaning 

toward. 

Summary 

Based on the data collected in this study, the following observations have been 

made: 

1. Although English teachers incorporated elements of the collaborative and 

transfomative approach to teaching descnbed by theorists such as Freire ( 1978), Mezirow 

( 198 1 ), and Daloz ( 1986), most of the adult educators in this study did not i d e n q  

thernselves as being '?ransformative educators". They view the deeper level changes as 

by-products or outcornes of the leaming process that could be iduenced by such factors 

as: the readiness of the student, the other leamers in the classroom (including the teacher), 

the specific content of the course and the connections the student made. An interesting 

observation is that many of the educators did not distinguish between transforrnative 

leaming and other types of learning (e.g. instrumental and communicative). They viewed 

al1 learning as a type of transformation. Educators that held more transmission oriented 

approaches maintain that learning specific skiils such as correct grammatical usage and 

reading strategies are a type of empowennent. With those basic skills, learners have the 

potential to gain entry into programs and future employment. 

2. The dEerent conceptions and beliefs that teachers held about teaching and 

leaming were related to the specific teaching and leaming strategies that they employed in 

the classroom. At the higher levels (grade 12 and coliege level) more of an emphasis was 

placed on critical thinking skills and deeper level approaches to reading that required 

learners to reflect and analyze the content. At the basic and Grade 10 levels and in the 



basic ESL course levels, the teachers emphasùed more of a transmission orientation, 

believing that a foundation in basic skills is needed before "higher level" skills can be 

developed. The teachers in this study were most cntical of the role of the reformer; they 

objected to the potential for manipulation and abuse of power. 

3. Institutions influence the cumculum and to some extent the teaching 

orientation of the individual teachers. In the cornrnunity college setting where an emphasis 

is placed on learning outcornes and competency based performance standards, an emphasis 

is placed on a transmission orientation. 

4. Teachers integrated different approaches, depending on the topic to be 

covered, the level of t he students, and their preferred teaching appraaches. 

5. The particular teaching philosophy of the tacher is influenced by factors such 

as personality, family background, educational experiences, the cultural and institutional 

context that they work in, and their teaching experiences. Many of the teachers expressed 

the opinion that they had changed over the years from a transmission orientation to a 

facilitation orientation. 

6. The teachers were conscious of the barriers that influence their students' 

learning. The themes of violence, trauma, and other emotional and financial stresses or 

barriers were recurrent when the teachers spoke of their students and the problems that 

they experienced. The frequency and complexity of multiple stressors (e.g. financial, 

emotional, family, etc) were more evident with students enrolled in the basic literacy 

programs. The drop out rate of students was also higher among students enrolled in the 

basic literacy programs compared to those students enrolled in the ESL or college level 

English courses. Based on the students' responses to the Adult Student Leamina Survey, 

there was a high degree of consistency between the barriers that the students reported as 

iduencing their learning and the barriers that the teachers identified as affecting their 

students' leaniing. 

7. There were many parallels between the teachers' expressed ideas about 

teaching and leamhg and academic theories about leaming. 

8. Despite the fact that the teachers had expressed concepts and views that were 

related to numerous theories of leanllng and instruction, theory is not Uinuencing practice 

as significantly as the practical experience that the teachers have had. 



Table 5: 

Sumnary of Educator Roles (from Cranton, 1992) 

Summary of Educator Roles ( Cranton, 
19%) 
Expert 
Pt amer 
Lnstnictor 
Facilitator 
Resource Person 
Manager 
Mode1 
Mentor 
Co-lemer 
Reformer 

Researc her 

Maior C haracteristics 
*Transrnits knowledge and expertise 
* Designs 
*Tells what to do and directs, guides 
*Responds to needs; encourages and 
supports 
*Provides materials 
*Keeps records, evaluates, and arranges 
*Models behaviors, and values 
* Advises, guides, and supports 
*Learns and mutually plans with leamer 
*Challenges, stimulates, questions, and 
transforms 
*Examines and questions practice. 
Develops 
philosophy and theory 
*Maices observations; formulates 
hypotheses; develops theory of practice 



Table 6 

Summary of Teachine and Leamine Shrles of Adult Educaton from the Winnioeg 
School Division #1 

Diverger 
-creative and 
artistic 
-enjoys meeting and 
leamhg about 
people from diverse 
cultures 

Student Centered: 
-dimate building, 
choices, personal 
development 
Teacher Centered: - 
evduation and 
aspects of the 
Cuniculum 

Assirnilator 
-strengths in 

organinng and 
analyzing ideas 

Score== 148 
Leamer Centered: 
-encourages choice 
and self-direction 
-positive climate 
building 
Teacher Centered: 
-course objectives, 
evaluation 
standards, and 
classroorn 
structure. 

Assimilator: 
-strengths in 
organizing and 
matchg student 
needs to the 
leaniing/t eaching 
strategies and texts 
-enjoys analyzîng 
theones 
-reflective and 
analyticai 

Score= 152 
Learner Centered : 
-flexibility for 
personal 
development 

to students' prior 
experience 
-positive ciirnate 
building 
Teacher Centered: 
-Course 
expectations and 
selection of 
curriculum 
-tests and 
evaluation criteria 

P referred 

* Readings 
*practical examples 
*discussion 
*thought questions, 
and essays 

* readings 
*practicai examples 
*discussion 
*thought questions 
*research papers 
*field work 
* presentations 

*Reading 
*practical examples 
*discussion 
* thought questions 
*essays 
*speeches and 
presentations 



Bruce Leamine Style: 
Diverger: 
-creative and 
intuitive; 
imaginative ability 
evident in poems 
and innovative 
t eac hing 
approaches 

Diverger: 
-people oriented 
-sensitive and 
intuitive 
-imaginative and 
perceptive 
-sees things tiom 
"an agie's eyen- 
the broader 
panorama 

Teachina Stvle: 
Score=140 
Leamer Centered: 
-positive climate 
building 
- personal 
develo pment 
-relates the content 
to the learners' 
experience 
Teacher Centered: 
-course objectives 
-seiection of rnost 
materials 
-evaluation 

Score= 1 52 
Learner Centered: 
-positive clirnate 
building 
- personal 
development 
-relates content to 
the learners' 
experience 
Teacher Centered: 
-course objectives 
-diagnosis of 
leamers' language 
needs 
-evaluation process 

Preferred Teachinq 
and Learning 
Strate- 
'Creative writing 
workshops 
(poems and stories) 
* readings 
*practical examples 
*jounials 
*discussion 
*thought questions 
*retlective writing 
*essays and 
research ( 
interviewhg etc. 

* Readings 
*practical Examples 
*language Labs 
*games/simulations 
/ role-play 
"practice and drill 
*joumals 
*discussions 
questions 
*proverbs and 
analogies 



Table 7 

Summary of the Community Collcne Teachers' Leamian and Teachine Styles (Red 
River Community CoUege) 

Teacher 

Craig 

Don 

Leaniing Stvle Teache. Style Preferred 
S trategies 

Assirnilator: 
-anal ytical 
-strengths are in 
constructing and 
analying 
rnodels and theories 

Assirnilator: 
-analytical 
-strengths lie in the 
ability to take 
:omplex 
nformation and put 
t into concise form. 

Student Centered: 
-Positive leaming 
climate 
mutual 
collaboration 
-choice and 
participation in 
learning process 
-linking content to 
prior knowledge 
Teac her Centered: 
-criteria for 
evaluation 
-structure and 
objectives of the 
course 

Score= 1 56 
Student Centered 
-Positive Leaming 
Climate 
.mutuai 
:ollaboration 
.linking content to 
>rior knowledge 
choice and 
~articipation in 
eaming process 

ïeacher Centered- 
Evaiuation 
Course objectives 
uid general outline 
)f course 

* Readings 
*Ums 
*practical examples 
*discussion 
'thought questions 
*lecture 
* researc h essay s 
*theory and mode1 
building 
'projects 
* presentations 

*Interviews 
*field work 
'practical examples 
ediscussion 
@thought questions 
@brainstorming 
@projects 
Vesearc h papers 
'models and 
:heories 



Leanhg Style: 
Assimilator 
- identifid more 
with the divergent 
leamhg style mode. 

Converger - 

-good decision 
maker 
and problem solver 
-practical rather 
t han 
theoretical or 
uiaiyticd 

Teac hine. Style: 
Score= 1 S6 
Student Centered: 
-positive learning 
climate 
-personal 
development 
-choice and 
participation in the 
leamhg process 
-recognition of 
leaniing styles 
-tries to incorporate 
a "multiple 
intelligences" 
approach to 
teac hing 
Teacher Centered: 
-evaiuation and 
course expectations 
and some aspects of 
curriculum content 

S tudent Centered: 
-Positive leaming 
vtimate 
-recognition of 
?rior leaniing 
xperiences 
-personal 
ievelopment 
ïeacher Centered: 
dagnosis of ski11 
evel 
 curriculum content 
kaniing objectives 
sevaluation 

Preferred Teachinq 
and Leaniinq 
Strateajes 
* Readings 
*practice and dm 
*problem sets 
*practical examples 
*field work 
*journais 
*brainstorming 
*discussion 
*thought questions 
*presentations and 
speeches 

@ Individual ized 
nstruction 
@practice and drill 
'problem sets 
'practical examples 
"discussion 
Bquestioning 



Laura Learning Style: 
Assimilat or 
-1ogical and 
analytid 
-enjoys reflecting 
on ideas and 
theones 
-enjoys writing and 
developing new 
ideas in 
research/cumculurn 
development . 

Teachine; Stvle: 
Score= 148 
Student Centered: 
-positive leaming 
climate 
-mutual 
collaboration 
-linking content to 
pnor expenence 
and knowledge 
-choice and 
participation in the 
leaniing process 
Teacher Centered : 
-criteria for 
evaluation 
-stmcture of the 
course 
-seiection of 
reading materials 
and resources 

Preferred Teaching 
and Leaniing 
Strategies 
* Readings 
*films 
*practical exarnples 
*discussion 
*thought questions 
*joumals 
'lecture 
*research 
*reports/essays 
and projects 
*presentations 
field work 



Vancouver 
Communitv 
Coiiee Teachers 

Saiiy 

Leamine, 
Style(Koib): 
Accomodator 

-Sally describes 
herself as a "doer"; 
she enjoys 
organizuig projects 
and being involved 
with people( e.g. 
lit eracy project 
coordinator) 
-enjoys challenges 
and 
risks 

Teachg Stvle 
(Conti) 
Score= 148 
Student Centered 
-positive ciimate 
building 
-emphasis is on a 
safe leaming 
chnate; evaluation 
is more informal. 
-marks and grades 
are avoided; 
leamer s concentrate 
on developing skills 
related to personal 
developrnent . 
-the emphasis is on 
adapting the 
cumcuium to 
match the leamers' 
skiil needs and 
interests. 
Teacher centered 
-evaiuation criteria 
for placement of 
students in courses. 

Preferred Learning 
S trateaies 

*Readings 
*simulation and 
garnes 
*films 
*practical examples 
*joumals 
*brainstorming 
activities 
*discussion 
*thought questions 
*creative Wnting 
*fieldwork and 
projects 



Teacher 
(Vancouver 
Comrnunity 
College) 

Leamina Style: 
Assimilator 
-good organizer 
and plamer 
-skilled in 
decip henng 
information 
-reflective and 
analyticai 
-good at applying 
theories and 
translating the ideas 
into practical 
t eac hing/learning 
strategies 
-enjoys creating 
curricuIum units 

Teachina Style 
Score= 148 
Student C entered 
-positive leaming 
climate 
-personalized 
instruction 
-participation and 
choice in leaming 
process 
-8exibility for 
personal 
develo pment 
-relates content to 
students' pnor 
leaming 
Teacher Centered: 
-criteria for 
evaluation 
-course objectives 
and aspects of 
curriculum content 

Preferred Teachinq 
and Learning 
Strateaies 
* Readings 
*films 
* practical examples 
*discussion 
*thought questions 
*research reports 
and essays 
*projects 



Chapter Eight: Summary of  the Findiogs, Research 

Recommendations, Limitations of the Study, and Conclusion 

Overview 

The purpose of this study was to explore the conceptions of teaching and learning 

of twelve adult educators who teach in a range of English programs in the public school 

system and at the cornmunity college level. Their perspectives on teaching and leaming as 

well as their "personal philosophy of practice" were compared with the role of the 

educator and the process of learning, most notably described by Jack Mezirow (198 1; 

1990; 1996) in his theory of transformational leaming. The theoretical model for 

understanding the different perspectives and philosophies that the teachers held was Pratt 

and associates ( 1998) model of five perspectives of teaching in adult and higher education. 

These perspectives included: the tramm~ssioon, rncrtrcring, developmer~td, social refont, 

and a p p r ~ i c e s h i p  model of teaching adults. Of these perspectives, the developing, 

nurturing, and social reform perspectives share many similarities with the process of 

learning and the role of the adult educator more frequently cited in the theories that focus 

on transfomative leaming. In this study, the teachers' perspectives were most consistent 

with the transmission, developmental, and nurturing teaching orientations. Most teachers 

held two "dominant" perspectives. In exploring the personal philosophies of the teachers, 

Elias and Memam' s ( 1 98 0) description of the liberai, h~manistic, radical, progressive, 

and brhmioraiphilosophy was used as an additional base to compare the teachers' 

personal perspectives and philosophy. 

This study suppons the observation that while teachers' knowledge may be 

influenced by their understanding of theoretical knowledge found in philosophy, sociology, 

psychology, and other disciplines, there is also a "personal practical know!edge7' which as 

Clandinin ( 1995) emphasizes nses from 'ccircumstances, actions, and under goings which 

themselves had affective context for the person in question" (p.362). This knowledge is 

revealed 3hrough interpretations of observeci practice over time, and is given 

biographical, persond meaning through reconstruction of the teacher's narrative of 

experience" (p. 363). Because of the unique experiences of the teacher, this knowledge is 

individudistic and unique. This study also shows that as teachers gain experience, they 

develop a "professional artistry." Schon (1987) states that professional artistry "'refers to 



the kinds of competence practitioners sometirnes display in unique, uncenain, and 

confiicted situations of practice" (p.22). There is an art to improvising and decision 

making regarding the use of some strategies over others that changes in response to the 

students' personality characteristics or leamhg needs or institutional changes. This study 

supports Pratt's (1 989) assertion that teachers' decision- making processes must be 

evaluated within a specific context and " while the observable acts of teaching may look 

sirnilar across situations, there may be considerable variation in the underlying rationaie 

that led to the decision to act in a particular way" ( p. 80). This study also supports the 

view that "teaching effectiveness" is multi-dimensional and is influenced by factors such as 

subject matter, course level, characteristics of students, and institutional goals. 

The teaching and leaniing strategies that the English teachers in this study appiied 

took into account adult leamers' language, culture, social class, gender. ability, interests, 

and personality traits. The ability to be flexible with different adult groups and the 

changes that some of the teachen experienced can be understood from Kolb's (1984) 

expenentiai leaming cycle. As teachers gain concrete experience in the classroom, they 

reflect on this experience and develop insights and "heories" about effective teaching, 

reducing barriers that learners experience, and ways of motivating adult learners. These 

ideas are then put into practice and open to further revision depending on the changes in 

the context. Virnially al1 the teachers emphasized that a large pari of their expertise 

resulted fiom o b s e ~ n g  their own behavior and their students, and being able to act on 

these observations. Shulman's ( 1987) mode1 of pedagogical reasoning and action reflects 

the "wisdom of practice" that the educators in this study practice. An assumption that 

Shulrnan makes is that while leaniing ultimately remains the responsibiiity of the students. 

teachers are a pivotal force in conveying and transfonning information in multifaceted 

ways. 

S u n m a n  of the Researcb Findinp 

The research questions which guided this study and the answers to these questions 

are as follows: 

1. Do adult educators' conceptualizations of the teaching-lemming process reflect 

asswnptions about the role of the educator and the process of leaming described in 

transfomational learning theories? 



General Findinq: There were many parallels between the assumptions about the role of 

the educator and the process of leaniing descnbed in transformative learning theories and 

the perspectives of teaching and leaming that the teachers in this study held ( for a more 

detailed answer, see pages 248-254). However, the teachers in this study integrated 

strategies and held views and perspectives that reflected a broader range of different 

philosophies and views of teaching and leaming. The teachers in this study also had 

different perspectives or conceptualizations of the terms 'transformative educator" and 

'transformative leaming." 

2. DO adult educators see themselves as transformative educators? 

General Findinq: While not refemng to themselves as "transformative educators," some of 

the educators in this study held beliefs and views of teaching and learning that were 

consistent with the role of the transfomative educator described in the literature by 

Mezirow ( 198 1 ), Daloz ( 1986), and Freire ( 1970). However, many of the educators in 

this study had many concems and criticisms about the role of the teacher as 'khange 

agent" and "reformer." ( for a more detailed answer, see pages 258-263). 

3. How do the conceptions of teaching and leaniing that individual teachers hold relate to 

their personai teaching philosophy? 

GeneraI Findinq: The conceptions of teaching and leming that the individual teachers 

held reflected the teachers' own personal teaching philosophy or "philosophy of practice." 

This penonal philosophy of practice included the intentions, values, and beliefs that 

guided the decision-making process of the individual teachers. The "implicit theories" of 

leaming and teaching that the teachers in this study had significant parallels with the 

theories of leaming and teaching cited in the literature review. There were also 

inconsistencies between the teachers' own personal philosophy and their scores on the 

Zim (1994) Philosophv of Adult Education Inventory (for a more detailed answer, see 

pages 264-268). 

4. How might individual English teachers' philosophies be reflected in the curriculum 

choices that they make, and in their preferred teaching and learning strategies? 

General Findinq: There was consistency between the teachers' philosophy of practice and 

in the teachers' curriculum choices and in their preferred teaching and leanilng strategies ( 

for a more detaiied answer, see pages 266-270). 



Personal Teachin~ Philosoohv 

This study found that English teachers' practice is influenced by the values, ideais, 

and beliefs that they hold. The persona1 philosophy and perspectives toward teaching and 

leaming that the adult educators in this study held developed over time and was infiuenced 

by a number of personal and social factors. The factors most frequently stated by the 

educators that shaped their personal philosophy included: f d y  and educationai 

expenences, values and beliefs, personality and teaching~leaming style, and past teaching 

experiences. In addition, personal teaching philosophies were influenced by: the specific 

characteristics (e.g. ski11 level, pnor Ieanllng experiences, baniers, learning style 

personality) of their students, the institution and department that the teachers work in, and 

the curriculum objectives set out in the program. The teachers' philosophies were also 

influenced by the opportunities given to experiment with new approaches, professional 

development activities, and individuai learning experiences. In this study, the teachers' 

expressed satisfaction with their work was also related to the support of their colleagues, 

and the congruence between the institution/ department values and objectives and their 

own beliefs and values about education. 

Similar to the observations made by Larsson (1983) and Pratt and Associates 

( 1998), there were qualitative differences in the way that the teachers viewed: a) their roie; 

b) the process of leaming and the dynamics of "effective teaching"; c) their orientation to 

the cumculum; and d) the context that they worked in and the dilemmas that they 

experienced. While there were many similarities among the educators with respect to the 

way they viewed leaming and their role as an educator, the knowledge that they have 

about teaching is very individualized. The teachers also identified different areas of 

strength, in terms of interacting with students, content expertise, and applying different 

teaching and leaming strategies . 

The Role of the Transfornative Educator and the Process of Teaching and Learning 

While most of the educators did not refer to themselves as '?ransformative 

educators" nor did they share a theoretical knowledge of the basic ideas of transformative 

learning theory, signincant paraüels between some of the teachers' intentions, teaching 

behaviors, views on leaniing, course content, and the teaching and leaming strategies used 

were consistent with the role of the transfomative educator and the process of leaniing 



descnbed by theorists such as Mezirow (1 98 1), Daloz(1986), and Freire (1977). Fostering 

personal responsibility, critical awareness, choice, collaboration, and self-direction were 

viewed by many of the teachers as important aspects of adult leaniing. However, the 

teachers also held many reservations about the role of the teacher as change agent and the 

ethical dilemmas that may surface when they are placed in a position to "cntically 

challenge" leamers' perspectives or to see their role as being more of a "social reformer." 

The similarities between their views and those of theorists like Mezirow ( 198 1)  were 

balanced with the "practicai realities" of teaching in an inner city high school for adults 

and at a city comrnunity college. 

While many of the teachers identified with roles such as facilitatm, resource 

person, supporter, fnend and counsellor, they also saw their role as being a manager, 

expert, and planner. The educators who had read theorists such as Paulo Freire and Jack 

Mezirow were critical about the "directive" stance toward critically challenging students. 

Some teachers believe that adult learners, many of whom are expenencing different 

traumas and crises in their own lives, could be hun or alienated ifthe teacher began to 

"critically challenge" their values and beliefs. They emphasized that adult learners differ in 

their background, their leaming goals, their ability to be self-directed, and their readiness 

to be open to critical challenge, and that these factors should be weighed carefilly if a 

teacher is to be more of a "provocateur" rather than a supporter or guide. These teachers 

emphasized that the starting point is with the specific needs of the leamer. Class size is 

another factor iduencing the degree to which the teacher can be more of a 'Tnend rather 

than a "technician" or instructor. ûther teachers maintain that if a perspective 

transformation rnight occur, this would in ail likelihood be an outcorne of numerous 

factors, rather than a direct outcome of the teacher being critically challenging. 

In analyzing the data fiom the interviews, it is apparent that most of the educators 

in this study took a pragmatic approach to their teaching. While they may not have been 

satisfied with particular institutional and prograrn directives that ofien involves setting 

tests and exarns to evaiuate "'leamhg outcomesY7, they Ieamed to adapt to the system and 

'Yind a middle way" where they codd to a greater extent be tme to their ideals and yet 

meet the need of diverse adult leamers and the requirements of the prograrn and 

institution. 



Evaluation and Assessrnent 

This study found that it is in the area of evaluation that one of the key 

discrepancies between Mezirow's (198 1) theory of transformative learning and the 

practical realities of teaching e x h .  Mezirow ( 199 1) w-rites that "if a goal of education is 

to foster transfomative leaniing, dogmatic insistence that leaming outcomes be specified 

in advance of the educational experience in terms of observable changes in 

behavior.. .result in a reduction distortion" (pp. 2 L 9-220). Memarn and CafKarella ( 1 99 1) 

fùrther note: 

The evaluation of leaming is an ethical dilemma in the teaching and leaniing 

process. Decisions about who and what will be judged, which methods are to be 

used, and who has access to results are difficult.. ..The educator has the expertise 

to judge the qudity of the learners' work and is also in a position to control the 

rewards for quality. (Memam and Caffarella cited in Cranton, 1994, p. 149) 

While at the basic literacy and ESL level, evaluation is more informal and less 

"mark based," as the level of the course became more difficult, evaluation procedures 

became more fixed, and the teachers had to assign grades and administer tests and exarns. 

The teachers in this study were also very much aware of the contradictions, conflicts, and 

power differentials that surface when the topic of evaluation was addressed, While 

'technical accuracy" in English can be tested through criterion referenced testing and 

other "objective" measures, the learning outcomes descnbed by Mezirow ( 198 1)  as being 

indicate of "transformative change" cannot be "measured or "evaiuated." Moreover, 

changes in beliefs, values, and perspectives do not follow a set time limit of a five month 

or a one year course. The leaming process that Mezîrow describes is a complex and 

difficult one, and the stages that an individual may experience are not linear. 

The Educationai Context 

Educationd institutions differ in their purpose and mission, and this difference 

influences the specific focus and form that a program wiil take. In this study, specific 

differences in Engiish programs were noted between Red River College, Vancouver 

Comunity College and the Winnipeg School Division # 1. While the Wuuiipeg Adult 

Education Centre and Vancouver Community CoUege integrated a iiterary component 

their upgrading and college and career preparatory courses, no literary component was 



included in similar courses offered at Red River College in Winnipeg. The exception at 

Red River College was in the Creative Communications department where college level 

courses in Canadian Literature and Literary Styles and Structures were offered. The trend 

toward more transactional fonns of English was certainly evident in programming at both 

Vancouver Coilege and the Winnipeg Adult Education Centre, and the teachers expressed 

concern that the benefits of studying literature for its "transformative" potential may 

become secondary to the teaching of technical forms of English. A number of the teachers 

in this study suggested that business and industry seem to be influencing the content and 

measured leaming outcomes of many of the English and ESL programs. 

At the ESL level, concem was raised by the teachers that the " settlement- 

focused" and outcomes- based Canadian Language Benchmarks directives for developing 

ESL cumculum is too politicaily directed. The specific skills and leaming outcomes 

identified in the document seem beyond the reach of many new Canadians. Concem was 

raised by the ESL teachers that the Benchmarks assessrnent procedures could be used as a 

screening device that would enable only the most skilled in English to gain entry into 

programs that would lead to employment and career advancement. 

Relationshio between Teachine Persweiives. Personal Phüoso~hv of Practice and 

Teachinp and Learninn Stratenies 

There was consistency between the perspectives and personai philosophy of 

practice that teachers held about teaching and leaming and the teaching and leaming 

strategies that they used in the classroom. The integration of the different roles that the 

teachers identified with is reflected in the cumculum choices and in the teaching and 

leaming strategies that they use. The humanistic or numiring perspective was moa 

evident in the way the teachers established the classroom climaie to be one where the adult 

learners would feel secure and comfortable. Building trust and establishing a positive 

rapport with students was a condition for leaming that was cited by al1 of the teachers. 

The arategies that many of the teachers used encouraged snident choice in selecting 

topics to write on and oflen, part of the writing task asked the students to relate the topic 

to theu own experiences. The curriculum content included reading, reflecting and writing 

on current issues in politics, culture, sociology, and psychology. The study of literature 

that included plays by Shakespeare and novels by authors such as Dostoevsky, Joseph 



Conrad, and Jane Austen touched on themes that have relevance to current personai and 

social issues. 

The nurtunng and social reform perspective that some of the teachers in this study 

held was expressed in their emphasis in encouraging students to write poerns, essays, and 

stories as a vehicle for expressing their emotions. Through questioning techniques, 

individual and group projects, and creative dting, these teachers hoped to raise "critical 

awareness" about social and personal issues. Some teachers see their role as being more of 

a counsellor and resource person, and this perspective is revealed more in the exercises 

and assignments that ask the students to clarify their interests, values, and goals. Learning 

is more individuaiized, and the students have a choice in cornpleting a terni project that 

concentrates on a future career that they may be interesred in pursuing. Many of the 

teachers in this study also incorporated a developmental approach to teaching and 

leaming. The developmental perspective is associated with constructivist principles of 

teaching and learning. These teachers encouraged "metaieaming" ( the specific 

application of metacognition to the area of student leaming). Biggs (1988) notes that 

metaleaming is fostered when teachers help leamers become aware of "their motives and 

intentions, their own cognitive resources, and of the demands of the academic task" ( p. 

187). The assignments and leaming strategies that ihese teachers used provided the adult 

learners to interpret and encode information in their own words, develop questions, and 

"test" themselves to see if they have attained their goals. 

The Role of the Adult Educator as iMananer, Exoert, and Planner 

The role of the teacher as manager, expert, and planner surfaced more when the 

teachers spoke of setting course objectives, evaluating and assessing audent leaming, and 

organizing specific classroom activities. Most of the teachers also differentiated between 

leankg "technical skiiis" such as writing an effective letter or essay and the more personai 

and social types of leaming that would include gaining confidence, becoming more 

crîtically aware, working cooperatively, and developing independence. 

The Role of Facilitator and Reflective Practitioner 

Many of the teachers in this study indicated that they had changed over the years, 

moving from the role of the "expert" to one as a facilitator and a reflective practitioner. 

They also indicated that they were more able to integrate roles and approaches more 



skillfully than they were at the beginning of their career. The changes that they described 

were activated in part, by the confidence they had gained over the years and their 

willingness to explore different techniques, further education and professional 

development, feedback fkom students, and their own observations and reflections on the 

"successes and f'lures" that they had experienced. This finding is consistent with Pratt's 

( 1989) description of competence at three difFerent stages in a teacher7s career ( see 

literature review and Chapter seven). Whiie the teachers in this study emphasized the 

importance of competence in technicai expertise, flexibility and ability to work with adult 

leamers from diverse backgrounds, and being a reflective practitioner, they also 

emphasized that this competence is continually being developed. It is not a 'Yixed point" 

that you reach. 

Com~arison of the Teachers' Conceations of Teachin~ and Leamina with the 

lnventorv and Ouestionnaire Hesaonses 

Similar to the results of Lorraine Zim's studies (1 983, 1994), the predominant 

adult education philosophies as measured by the Zinn (1  994) Philosoohv of Adult 

Education Inventoy, were the progressive and behavioral adult education philosophy. 

Based on the interview data, there were inconsistencies between the teachers' statements 

and their scores on the inventory. While Zim ( personal communication ,1998) States that 

the dominant two philosophies that a teacher may hold are complimeiitary rather than 

contradictory ( e.g. progressive and behavioral compliment each other while radical and 

behavioral tend to contradict each other), in the i n t e ~ e w  data, far more inconsistencies 

arose, so for example, teachers might have a very "hurnani~tic~~ or "numiring" perspective 

regarding the barriers that adult leamen experience and the importance they place on 

establishing trust and a positive rapport with the leamer, but also be very "behaviorally" 

oriented in their approach to assessrnent or in the specific teaching methodology that they 

use to explain a theory or concept. Some of the adult educaton in this study often 

integrated "lecture" and more badiscovery" types of leaming/teachùig strategies. ûther 

teachers beiieve that a more structured educational environment ( e.g. practice and dm, 

leaniing modules, rote leaming, etc.) could help insenire lemers who have been out of 

school for many years gain confidence and security. A nurnber of teachers in iiteracy 

programs emphasized that often these adults fear large groups, and would feel "lost and 



alienated in a classroom. The rationale for choosing a particular approach or 

rnethodology has to be understood in the context of the teaching/leaming situation. Other 

teachers explained that the high scores in the behavioral and progressive philosophies can 

be explained by understanding the reality of the programs that are skills and outcomes 

based. Standardized tests, provincial exams, and other "measurable outcomes" of a 

specific kind of l e d n g  that is more technical (e.g. the ability to write an editorial or 

critique a novel) are realities that they have to prepare the students for a specific program 

of study. 

Compared to the English teachers who taught at the higher level (university 

entrance and college level) in both regular and advanced ESL classes, the teachers who 

worked at the basic literacy and ESL level held more nurturing and humanistic 

conceptions of teaching and leaming. At the begiiwzng literacy level, there is a high drop 

out rate and a major goal of the program is to help leamen "acclimatize" and feel 

cornfort able. The teachers explained t hat often, beginning literacy learners have 

experienced failure in the traditional school system. Some teachers in the basic literacy 

and ESL programs did not use letter grades or marks; instead, personalized comments 

and encouraging feedback to the learners were major parts of the leaming process and 

assessrnent protocol. Experiencing success in a supportive atmosphere wit h a teacher 

who is sensitive and caring take precedence over content and ski11 mastery. 

As the level of course difficulty increased, the teachers in this study tended to 

emphasize more of a transmission orientation with respect to performance standards and 

evaluation procedures. However, the teachers at the higher leveis also referred to the 

importance of critical thinking and the importance of adult learners being able to move 

fiom "dualistic" perspectives to gaining more divergent views. Teachers at the more 

advanced levels held views of leaniing that were consistent with constmctivist theories 

and the application of knowledge to specific contexts. 

The Process of Transfomative Learning 

Many of the educators viewed al1 leaming as a type of transformation and that the 

"deeper level" changes that a learner may experience may have more to do with the 

readiness and personality of the leamer than with any intentionai behavior the teacher may 

do. In gathering the data fiom the inte~ews, questionnaires, and inventories, a richer 



understanding of the diiemmas and limitations of transfomative leaming theory as it 

applied to the practical realities of teaching surfaced. The clash between "theory and 

practice" for most of these educators concemed the process of evaluation, the course 

materiai selection, the diagnosis of leamer needs, the boundary between teaching and 

counselling, and the aims and objectives of the educational institution and the department 

that they worked in. The teachers in this study possessed different patterns of strengths, 

each of which is important, given the context that they work in. Moreover, they 

emphasized the importance of being flexible and being able to effectively apply a range of 

teaching techniques that best match the ski11 level of the adult lemer, the specific course 

and program requirements, and the different learning styles and personality traits of the 

student S. 

The findings of this study tend to support Cranton's ( 1994) analysis that 

transformative leaming rnay be something that teachers rnay work toward rather than a 

universal goal shared by al1 teachers. ( see Cranton, 1992, 1994). The process of 

transformative learning is complex, and if the aim is in helping leamers become more 

critically aware of their self-perceptions, and then change negative or distorted views that 

may be hindenng their progress, they must feel secure, self-confident, and possess a 

certain degree of self-direction. "Embedded in that list of requirements is a prerequisite 

that the Iearner already be empowered to some extent or at least be working in a context 

that is empowering and supportive" (Cranton, p. 144). As learners feel more secure and 

self-confidence, the educator becomes more of a "provocateur" critically chailenging 

learners to questions their assumptions. While the teachers in this study agree that 

creating a positive learning clirnate and being supportive are important, the degree to 

which the teachers become actively invoived in counselling, mentoring, and critically 

chailenging learners becomes more complex and difficult. 

Educaton did not feel equaiiy ready to assume the role of the counsellor and 

provocateur. In this study, this is where more disagreement was noticed. Despite efforts 

made to become a '%O-learner" and fnend, the reality of assessrnent and evaluation make it 

difficult to equaiize the teacher-student relationship. Many of the teachers in this study 

reflected on the power differentials such as educational level, gender, financial status, etc. 

that make it difficult for adult learners to see themseives as "equal." 



Another conclusion is that teaching and learning are cornpiex processes that cannot 

be neatly packaged in btrmsmission" or "social refonn" categones of teaching 

perspectives. In addition, results from inventories and questionnaires should be used with 

caution. While providing a spring board to discuss teachers' views and preferred teaching 

approaches, they fa11 short of identifjmg the complexities and contradictions that are part 

of the teaching-leaming exchange. As 1 looked over each of the inventory responses from 

the teachers, 1 noticed how often a teacher would write comments in the margins of the 

inventories: 'This statement is only partly accurate" or '%¶y response will be different, 

depending on the group or course that I am teaching." 

This study suggests that teachers oflen use a combination of approaches, and 

learning straregies to meet the unique needs of their students and to be 'Yfaithtùl" to their 

own teaching p hiloso phy. 

Images and Metaohors that Reflect Penonal Terchiop Philosoohy 

The images and metaphors that the teachers used to articulate their role and the 

process of teaching and learning can help gain a deeper insight into the conceptions they 

have of their role. Arnong the metaphors and images that the teachers in this study used 

to describe their role were the images of the English teachers as an artist or craflsperson, 

"architect" or builder, "cultural guide", technical expert, and counsellor trying to create 

a "safe haven7' for their students. Some of these images have parallels with the role of the 

transfomative educators as a "supportive fnend and a "gentle provocateur." The 

teacher as artist or craflsperson emphasizes invention, expressiveness, and the importance 

of searching for new ideas. The ariist/craftsperson is more open to uncertainty and will 

welcome cntical challenge. The study of literature is valued, and seen as a planorrn for 

exploring ideas and constructing new ones. The English teacher as "architect" 

demonstrates expertise in planning and designing new opportunities for students to 

learning. Learning is a process of mutual coilaboration. The teacher as a " cultural guide" 

was evident in contexts where the teachers use literature as a vehicle to explore people, 

values, cultures, liestyles, and beliefs. The teacher as counsellor or heaîer is evident in 

contexts where teachers use reading, reflection, and writing to help adult lemers express 

the feelings and beliefs that they have. The English teacher as a 'technical expert" who 

can understand and effectively comunicate rules of grammar and styles of effective 



writing was also seen by many of the teachers as equally important to the roles of 

supportive facilitator. Expertise in teaching English integrated both technical and 

interpersonal skill mastery. 

Recommendations for Theory and Practice 

Researc h Im~lications 

Many teachers expressed ethical concems about the role of teacher as change 

agent and reformer. Although much has been written in the adult education literanire on 

the importance of "transfomative education" and the role that criticai thinking plays in 

leamers' ability to reflect on their own Iives, it is not clear if these goals are agreed upon 

among adult educators and the institutions that they work in. 

The observations fkom this study suggest that Mezirow's ( 198 1 ) theory of 

transformative leanllng could be expanded to consider how factors such as learning style 

and personality type could influence transformative teaching and leaming orientations. It 

may be that personality type may influence teachers' tendency to be more reflective and 

expect this more fiom their students. Robertson's (1996) emphasis that more research is 

needed to investigate the phenomenology of facilitation is a critical point. He asserts that 

with a few exceptions, the adult education literature does not carefully examine the intra 

and inter-personal dynamics of the educational helping relationship. 

This study suggests a need to continue building a scholarly body of literature 

relevant to facilitating adult learning effectively and responsibiiity, with a consideration 

@en to ethical dilemmas, diverse adult education settings, and diverse adult leamers. 

Throughout the adult education literature, there is the image of the exemplary adult 

educator as a person with expertise in facilitating transfomative leaming, yet again, 

throughout the literature, there is a lack of information that suggests guidelines in 

preparing or supporting adult educators who may want to accomplish these goals or 

ideals. Both from the teachers' perspectives and the responses fiom the adult students' to 

the questionnaire, adults have different academic and personal strengths and bamers. The 

barriers that adult leamers experîence could be identified more clearly. Through case 

studies and methods of narrative inqujr, a deeper understanding of Cross's (1 98 1) 

familiar "baniers to adult leanllng" could be examineci fiom the viewpoint of factors such 

as personality, gender, socio-econornic class, age, and educational and Me experiences. 



Moreover, the diversity in adult education be Iimited by a one dimensional perspective that 

elevates the nurtunng or social reform perspective as "supenor" to other perspectives. 

While aspects of the social reform and numiring perspective were evident in many of the 

teachers' views about leaming and leamers, these views changed when they spoke about 

diagnosis of leamer needs and the criteria for evaluation. 

Many of the adults who fiiled out the questionnaire in the adult basic education 

programs descnbed trauma of some kind. Expenences in war, legal problems. drug and 

alcohol addiction, abusive relationships, and serious emotional problems impact the 

process and outcomes of leaniing. There is an absence in the adult education literature to 

address and understand how the severity of these barriers may interfere with any kind of 

leaming, let alone the complex process of transformative l e d n g  that Mezirow ( 1  98 1 ) 

descnbes. The teachers in this study had different views on how these barriers impact 

their own teaching and how skilled they felt in helping the learners cope with and 

overcome these barriers. 

Researchine Links between Adult Education and Counselling 

The close association between counselling and teaching adults was evident in the 

data coming from this study. A number of the teachers saw the role of teacher and 

counsellor as almost inseparable. Further research is needed to explore these parallels, and 

to explore the extent to which "counselling skills" are applied in the teaching context. 

Robertson ( 1996) makes the point that even though education and counselling are closely 

related, adult education and counselling differ dramatically conceniing the preparation of 

practitioners to manage the dynamics of the helping relationship. This study supports 

Robertson's (1996) contention that more needs to be done to explore the implications that 

programs in counselhg would have on adult education programs. Should more emphasis 

be placed on adult educators learning more about adult development, lifestyle and career 

development, and individual and group counselling skills? A code of ethics for the field 

of adult education that hcludes the parameters and guidelines about the educational 

helping relationship could also be considered. Professional consultation for adult educators 

that provides confidential meetings in which to deal with issues related to the dynamics of 

the helping relationship could aiso be organized. More opportunities to discuss practical 

examples of applying transfomative learning theory in dBerent adult education contexts 



could also be provideci in staffdevelopment workshops ( see Mezirow and Associates. 

1991; Boud and Griflin, 1986; and Cranton, 1994). in terms of teaching English from a 

transformative perspective, Peim (1993) suggests that English teachers need to be more 

aware of how cnticai theory, discourse analysis, and serniotics can be applied to the 

analysis of different texts in English. Peim also emphasizes students also need to develop 

these skills in interpreting and decoding literary and non-fiction works. Funher research is 

also needed to explore whether certain subjects lend themselves more to transformative 

leaming. For exampie, English as a content area, touches on the world of culture, values, 

ideas, and persondity and in this respect, but to what extent do other subjects such as 

mathematics, biology, and others sciences iend themselves to transfcrmative learning? 

Further exploration of transformative leaming is also needed in diverse settings 

and across different disciplines. Some of the teachers in this study emphasized that 

transformative leaniing may reside more within the leamer and his or her readiness for 

change. Factors other than the teacher may be instrumental in triggenng this change: 

other students, emotional maturity of the leamer, past experience, the leamers' perception 

of the teacher, the content of the course, and elements of the educational setting. A more 

carefùl analysis of how these factors weigh in the complicated process of transformative 

leaming is necessary. 

This study suggests that rnuch has been taken for granted in the literature that 

"transformative learning" is a normal part of adult developrnent and that it could be aided 

by an educator cornmitted to the goals of transfomative education. In reality, teachers 

have diRerent conceptions of what transfomative learning means and how an educator 

might foster this type of leaming. Mezirow's (198 1) theory is not well known or 

understood by practicing adult educators; in this sense, theory is not driving practice. The 

close parallels between the personaiity characteristics that Mezirow describes as being 

essential for the adult educator and the strategies that many of the teachers employed were 

not an outcome of having read works by Mezirow, Freire, or Daloz, but by the personal 

convictions and beliefs that the teachers held from experience and personal history. 



Recommendations for Institutions 

This study suggests that further exploration by institutions to examine their mission 

statement and compare this with existing cumculwn objectives is needed. Based on the 

observations of this study, educational institutions are becoming increasingly consumer 

oriented and market driven. It might be of benefit for institutions to critically examine the 

congruence between their stated mission and the '%idden agenda7' that rnay be outcomes 

based and test/examination driven. Teachers who hold transformative perspectives rnay be 

hindered in their efforts to put into practice their ideas due to constraints imposed by 

administrators or by the imposition of standardized curriculum and testing programs. If 

standardized testing increasingly becomes a powerful force in shaping classroorns, 

teachers rnay have to alter the focus of their cumculum by teaching "test taking" skills or 

they rnay feel pressured to help their students achieve measurable results. As noted in the 

literature review and in the cornments expressed by the teachers in this study, the emphasis 

on accountabiiity and measurable outcomes cm lead to teachers and students to feel 

disempowered; a restriction of leaming opportunities rnay also result ( see McLoughlin, 

1989, 1992). 

Recommendations for the Professional Certification of Adult Educators 

Aduit education upgrading classes are increasingly being offered in secondary 

schools, yet many of the administraton and teachers working with adults have never 

undertaken a formal study of adult education. The requirements concerning the need for a 

certificate or degree in adult education varies, depending on the province and the 

institution. For exarnple, while teachers at Red River Community College in Winnipeg 

and Vancouver Community College are expected to complete courses and eventuaily a 

certificate in adult education, many secondary schools offering adult upgrading programs 

do not require teachers or administrators to complete specialized courses , certificates, or 

degrees in adult education. In Manitoba, the increase in schools offering day upgrading 

programs to adult lemers is evident in the number of the "advertising carnpaigns" and 

information brochures sent to homes giving information about university entrance courses, 

work training prograrns, and basic literacy offered in a nearby high school. Partnerships 

with business and industry rnay require teachers to work away corn traditional 

classrooms. Many new prograrns that secondary schools in Manitoba, for exarnple, are 



now offering promise to meet the "needs of aduit leamers." If primary and secondary 

school teachers are expected to take specialized courses in elementary and secondary 

school education as part of their "professional" training, it seems reasonable to suggest 

that educators planning to work with adults take specialized courses in, for example, 

adult leaming theory, historical aspects of addt education, program planning, and 

counselling adult leamen either in a certificate or degree program. The gap between 

theory and practice needs to be bndged; in order for practice to be infomed by theory and 

vice versa, educators of adults need to become more farniliar with the body of theoretical 

knowledge in adult education. To continue building a stronger body of scholarly 

knowledge in adult education and to define the field of adult education more clearly, more 

could be done to encourage practitioners in the field of adult education to become familiar 

with adult education theory. 

Recommendations for Teacher Education Pronrams 

The nature of theoretical knowledge in teaching and leaming has also changed in 

recent years. Teachers need to be given more opportunities to read and reflect on these 

changes and examine their own teaching-learning context. In cumcuium design, for 

example. the t eacher must simultaneously consider met hods, the nature of the subject area, 

the characteristics of the student audience, and his or her own "preferred" style of 

teac hing. 

In education faculties, courses could be offered to help future teachers develop 

their personal philosophy of education. In addition, teaching practicum courses could 

encourage teachers to experiment with different strategies and approaches with an 

emphasis on providing a rationale on how these techniques/strategies might be used in 

âifferent contexts. Teacher education programs should not outline "niles" that are 

applicable to every single teacher, nor can teaching as Pratt (1998) emphasizes be reduced 

to a set of %lue neutral skills." Emphasizing the need to encourage fùture teachers to 

develop "practical reasoning" and criticai reflection, Noel ( 1995) States that "tacher 

education should not involve rules that are supposedly applicable to every single teacher. 

Every piece of information will interact with each person's beliefs, desires, experiences, 

and knowledge in unique combinations and sequences before the complete understanding 

is to be formed or the decision to act is undertakeny' (p. 152). McLoughlin (1  989) 



contends that teacher education programs adopt a cognitive developmental framework 

based on Peny's (1970) stages of inteilectual development. Both McLoughlin (1989) and 

Noel (1995) take the view that too often teachers serve to reproduce traditional 

authontarian didactic patterns of instruction because they have not been encouraged to 

conceptualire education as a project of possibility in which teachers and students engage 

in the cntical and social construction of meaning. Curriculum and teaching strategies are 

viewed as skills to be acquired rather than explored or critiqued. These theorists 

emphasize that teacher education programs need to encourage a more transfomative 

approach that integrates aspects of constmctivist theory. For fûrther information on 

teacher education programs that emphasize a constructivist perspective, see: McLoughlin, 

1 989, 1 992; Prawat, 1992; Goodman, 1902; MacKinnon and Erickson, 1 992; Noel, 1995; 

Pratt and associates, 1998; Davis and Sumara, 1997. 

Recommendations for New Directions in Teacher Evaluation 

While there are comrnon links in the approaches to planning and irnplementation 

that the teachers in this study share, their personal philosophy of practice is also unique. 

This study supports Pratt's ( 1998) assertion that there is not "one best way" to teach 

adults. Another recommendation based on this study is that teacher evaluation be more 

open to dialogue, understanding, negotiation, and acknowledgment of the teacher's owrl 

phiiosophy and rationale underlying such rnatters as curriculum choice, teaching 

methodology, leaming strategies, etc. The process of evaluation, as Pratt ( 1998) notes. is 

seldom impartial or balanced in power (p. 258). A "duties-baseâ" and "'technicdly 

focused approach to evaluation undermines the complexity of learning and the diversity 

of approaches inherent in effective teachers. Rather than evaluation being viewed as a 

didactic "one-way" imposition of a set of rules and criterion for "good teaching" 

applicable to al1 teachers, teachers should be given an opportunity to think, reflect, and 

articulate on their beliefs and intentions regarding leaming and leamers, cumculum choice, 

and teaching methodology. How are these beliefs and intentions translatai into actions? 

Creativity, improvement, and innovation in teaching are more likely to emerge if teachers 

feel less threatened and defensive regarding the process of evaluation (see Pratt and 

Associates, 1998; Webb, 1995; Shulrnan and Hutchings, 1995). 



Recommendations for Workshops and Professional Develo~ment Pronrams 

Iudging fiom the interest of the participants in this study to explore their beliefs 

about teaching and leaming, more could be done to help practitionen currently teaching in 

the field develop their personal teaching philosophy. Many of the educators that 1 

inte~ewed in this said that no one had every asked them to express their views on 

teaching and leaniing, or to explain the dilemmas that they experience in terms of their 

intentions and ideals, and the practical realities of teaching adults from diverse 

backgrounds. 

This study supports the ideas presented by research such as Argyris and Schon 

(1974), Shon (1 987), Brookfield ( 1  990,1995) and Pratt ( 1998) who assert that to a large 

extent, teaching perspectives and the strategies that teachers employ are a fbnction of the 

values and beliefs that they hold. Unless these ideas and perspectives are explored, 

existing ineffectual practices could be continued. The perceptions and personal theories 

that individuals can consciously or unconsciously shape their expectations, judgments, and 

behaviors. While these perceptions may be linked to their past expenences, they may be 

linked to social and organizational noms about how they think they should act in the 

situation. Professional development workshops could be conducted to help teachers 

articuiate their "implicit theories" and make them more explicit. Helping teachers develop 

the "tools of effective inquiry" couid enable individuals to broaden their perspective 

through a process of reflection, observation, inference, suggestion, and action. New forrns 

of understanding and action occur when individuais feel the fieedom to experiment with 

and explore different possibilities. Kolb's ( 1985) Learning Style Inventory Conti's ( 1990) 

Princioles of Adult Leamine. Scale and Zinn's (1 994) Philosoohv of Adult Education 

Inventon, have potential use for practitionen. They could be used as tools to help 

increase practitioners7 awareness and understanding of learning styles, adult leanllng 

principles and philosophies professed in the literature. These instruments also have 

potential use in helping practitioners clariQ their own professed views of teaching and 

leafning with their actual practice. Despite the value that these inventories and 

questionnaires may have, this study also points out some of the limitations of relying on an 

inventory or questionnaire to "measure" a person's leaniing style or beliefs. The 

inconsistencies and contradictions that emerged when comparing the i n t e ~ e w  data with 



the teachers' scores on the different inventories suggests that teaching is a complex 

process that is not easily reflected with quantifiable research instruments. 

Professional development workshops could be aimed at helping experienced 

teachers develop "practical reasoning" and critical reflection about how the following 

elements interact with and influence each other in the teaching context: past experiences, 

academic and practical knowledge, emotions, intentions, and the present teaching context . 

Schon's (1992) metaphor of the art studio where apprentices leam their crafl can be 

applied to the professional development of teachers at difTerent stages in their career. In 

"action science" workshops, Schon ( 1987) describes how individuals learn through case 

studies of situations that were problematic or surprising in some way. With the help of 

others, they try to reconstnict the reasoning that is implicit. Schon suggests that when 

people make errors, they do so because they lack the insight or awareness of the values 

that influence their actions. The "reflection-in-action" approach suggested by many of the 

theorists cited in this study reflect the experiential learning mode1 proposed by Kolb 

( 1984). 

Recommendations for Educational Research Based on Teachers' Emerienced 

This study has implications for both theory and practice in its emphasis on giving 

teachers an opportunity to see themselves in the role of CO-researcher involved in a 

process of collaborative planning, data gathering, self-reflection, and responsiveness. 

Researchers like Kvale ( 1983), Van Manen (1997); and Lincoln and Guba ( 1989) 

emphasize that qualitative research methods like the hermeneutic i n t e ~ e w  have the 

potentiai to go beyond a surface understanding of human consciousness to critical 

consciousness raising. The present research study takes the stand that educationai 

knowledge needs to be created "context-specificdly" and that it should involve reflection 

and action by al1 interested participants. ui the criticai research paradigm, teachers are not 

'the observed" but rather they become observers and researchers. Classroom research 

involves a systernatic inquiry by the tacher-researchers themselves. Brooffield ( 1990) 

refers to grounded teaching which involves the ability of teachers to observe and reflect on 

their action and 'cground" their teaching on their observations of the students and the 

context they work in (see ShuIman, 1987; Hunt, 1993). The personai perspectives and 



narratives of teachers could be used to idorm theory. Another advantage of this is that 

more documentation on how educators leam to be educators and how they develop their 

practice would emerge. It may also prove usefûl to understand how a particular teaching 

approach influences student leaming and achievement at various academic levels and in 

different disciplines. 

This study suggests that Pratt's (1998) model of five perspectives of teaching and 

adult and higher education has both theoretical and practical value. Rooted in empirical 

studies of teachers' perspectives in a range of adult education contexts, Pratt's work 

represents a new ground for researchers and practitioners who seek to understand 

teaching and leaniing from a more complex perspective. The present study confirms the 

usefùlness of Pratt's (1998) model of teaching in both the design and interpretation of 

educationai research relating to the understanding of teachers' knowledge. Pratt writes 

that: 

Acknowledging the legitimacy of multiple perspectives, comprehending how to 

analyze those perspectives, and relishing the different ways they approach teaching 

and learning, is after d l ,  still confined to mental exercises. But teaching is visceral. 

It changes and challenges each participant every time the class starts. It is full of 

thought provoking moments; indeed it is one of those rare professions that can 

grow immensely more interesting over time. (p. 280) 

Limitations of the Study 

The teachers who participated in this nudy were willing to disclose their personal 

beliefs, invite me into their classrooms, and allow me to analyze the assignments, tests, and 

responses to questionnaires that they completed. A limitation concems the teachers who 

are "silent"-who are reluctant to speak and express their views. How rnight their 

perspectives compare to the group that participated in this study? How do the majority of 

teachers integrate theoty and practice? The sample size is small, and further studies could 

include a larger population and a cross section of teachers from different disciplines over 

longer periods of time. How might teachers' views ciifFer in other locations in Canada? 

The small sarnple of teachers inte~ewed in Vancouver and Winnipeg makes it difficult to 

understand the expenences of teachers in other parts of eastem and western Canada. 



How might government funding and directives in other provinces influence adult 

education prograrns at both secondary and post secondary institutions? 

While this study focused on teachers of English at dSerent levels and in three 

different educational settings, another possibility would have been to analyze teachers' 

perspectives who work in the sarne school and who teach at the sarne level. What 

sirnilarities and differences might arise? What kind of core beliefs about leaming and 

teaching do school administrators hold and how does this Iimit or enhance the teachers' 

personal philosophy and practice? While this study focused primarily on teachen' 

conceptions of the teaching and Leaniing practice, a closer analysis of the connection 

between the stated beliefs of the teachers and their actual teaching practice over an 

extended penod of time would be usefùl. While I also collected data from the snidents in 

terms of responses to an adult leaniing questionnaire as well as sarnples of their wrinen 

work, the focus of this study concerned the teachers. A future study could include an in- 

depth analysis of the way the adult leamers experience the process of learning. What 

characteristics of teachers do they find most helpful to their learning? To what extent do 

adult leamers in different context experience transfomative learning in the way Mezirow 

( 198 1) describes it? How do specific factors such as age, gender, personality, and 

educational setting influence, limit, or enhance the teaching-learning dynarnic? 

Moreover, do the range of philosophies and perspectives identified by Zim( 1994) and 

Pratt ( 1998) reflect the range of personal philosophies that teachers have? 

Given the emphasis that iiistitutional constraints place on teachers' intentions and 

goals, a closer analysis of the social context of teaching would be helpful. Even if a teacher 

wanted to foster transfomative leaming, this desire may conflict with the ~oals, values. 

expectations, and beliefs with the institution. Another limitation of this study is that it did 

not include feedback from the administrators and how they define or conceptudize the 

mission and purpose of the institution and the role of adult education. Understanding 

their view point would have informed this çnidy further. Derkatz (1994) writes that 

"administrators use their will, power, and ingenuity to jus* advocate, and endorse what 

they believe is valuable over those things other people feel are important." (p..42) The 

administrator is a pivotal person in a position of power who acts to influences others in the 

educational community. In comparing the meanings, experiences, understandings found 



between administrators and teachers and students, we would amve at a richer 

understanding of the diversity and plurality that characterize educational institutions today. 

Conclusion 

This study attempted to understand how adult education teachers who teach in a 

range of EngIish programs conceptualize the process of teaching and leaminp. The 

perspectives that the teachers held about transfomative leaniing and the process of 

teaching were diverse and unique, each arising out of the parûcular expenences of the 

teacher. As a subject, much has been Witten about the role of teaching English as an 

opportunity to explore values, beliefs, and more importantly, to tngger some type of 

critical reflection that may lead to personal and social change. Mezirow's ( 1 98 1 ) 

transformative learning theory integrates key themes from hümanistic and constnictivist 

theories of leaming. His theory continues to be infiuential in adult education. The central 

purpose of perspective transformation is to liberate the individual from personal 

unconscious content, cultural noms, and patterns that block the individual's ability to self- 

actualize ( Boyd and Myers, 1988). The adult educator, according to Mezirow. cm play 

a vital part in fostering this process. This study suggests that more research is needed to 

address the complexities and dilemmas that arise when Mezirow's theory is applied to 

adult education practices. The views of English cumcuium theonsts like Northrop Frye, 

Louise Rosenblatt, Maxime Greene. and Nick Peim al1 highlight the importance of English 

being used as a vehicle to foaer personal and social awareness and change. Greene 

( 1978) States that "it seems clear enough that interpretive encounters with literature c m  

at least to some degree, lead to clarification of modem readers' lives7' (p.38). What seems 

iess cleur, however, is the degree of importance that teachers and educational institutions 

place on the transformative study of EngIish. This study shows that while many English 

teachers do approach Engiish fiom a critically reflective standpoint, they incorporate many 

other approaches that are more ''technical" in nature. Moreover, many educational 

institutions are moving away fiom teaching English as the "study of literature" to a 

technical focus aimed at integrating the business world into the schools. Green's (1986) 

assertion that educators are caught up in " product orientations, credentialing practices, 

and preoccupations with utility" (p.22) is supported by the concems that many of the 

teachers in this study raised. In his book The Unconscious Civilization, John Ralston 



Saul (1995) writes that we are faced by a crisis of conformity and passivity and that the 

increasing aligning of education with the needs of the job market has resulted in narrow 

specialization and a tiacturing of knowledge that undermines the search for ideas and 

understmding? and ultimately, individual participation in building a democratic society. 

He assens that to a great extent, schools and universities have become handmaidens of the 

corporatist system. While the dissolving boundaries between academic institutions and 

industry and business offer new possibilities for creativity and knowledge creation, the 

direction and long t e n  result of this "exchange" or partnership for both individuals and 

society remain unclear. Many of the teachers in this study cornrnented on the tension 

between the trend toward a more technicai emphasis in teaching English courses and their 

belief in the value of teaching English as a vehicle for promoting deeper understanding, 

cntical reflection. and possible transfomative changes. 

Finally, despite the attempts to theorize about the dynamics of teaching and 

leaming, there rernains an inherently illusive quality about the process. This study 

suggeas that a cornplex interaction of variables that include personality and motivational 

characteristics of both the teacher and student, past expenence, culture, content of the 

subject area, and aspects of the educational context or setting seem to influence both the 

quality and experience of teaching and leaming. If the end result of "good teaching" is 

"good leaming," it is vitai for educators to reflect on what it means to lem. In reflecting 

on Our own assumptions about learning, we build a base for understanding, appreciating, 

and incorporating new ideas that may enhance the teaching-leaming exchange. 
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Appendices 

Apoendix A 

Questions fgr the InteMew Schedule (Adapted fiom Pratt and Associates, 1998) 

Date: 

Place of I n t e ~ e w :  

Time: Start: End: -- - 
Teacher: 

Background Information 

1.  Where were you bom? 

2. Where were you raised? 

3. Where did you attend college or university? 

4. What was your undergraduate major? 

5. Have you attended graduate school? 

6. How long have you been teaching? 

7. What schooVcollege systems have you taught in? 

8. Why did you decide to become a teacher? 

Instructor's Role and Res~onsibiiitv 

9. How would you describe your role and responsibility as an adult educator? 

10. How would you describe the purpose of adult education in our society? 

1 1 You have been an adult educator for some time now. Could you tell me what makes 

an adult educator effective? What characteristics are important for an adult educator to 

have? 

12 Have you changed as an educator over the years? How wouid you describe some of 

t hese changes? 

13. What have you Ieamed from your practical experience as a teacher over the years? 

14. 1s there a metaphor or image that best describes your role as a teacher and your 

approach to teaching? 

15. How do you establish your expertise? 



Vaiues, Beliefs, and Ideais 

16. What keeps you teaching? 

17. What key experiences in your own Life influenced your teaching? 

18. Can you idente or describe important beliefs or values that influence your teaching 

and would be important to understand if someone were observing your teaching? 

Leamina and Learners 

19. What does leaniing mean to you? 

20. What does the term "transfomative leaming" mean to you? 

2 1.  How do you know when someone has learned what you are teaching? 

2 1. How would you descnbe your lemers? 

22. What do they bnng to the leaming situation that might influence their leaming and 

your teaching? 

23. What bamers are you aware of that might interfere with your students' learning? 

24. You teach in a setting with students fiom diverse backgrounds. Are cultural 

considerations addressed in your approach to teaching? In what ways? 

25. What kind of learners are the most challenging for you? 

Content 

26. How do you decide what to teach and what should be learned? What are you try to 

accornplish? How do you know when you are successfil? 

27. How do you plan a unit of study on a novel, a play, or a series of articles? Could you 

give some examples? 

28. Which novels, plays stories, etc. do you find most enjoyable to teach? Why do you 

think this is so? How do you think learning literature will affect your students? 

29. What do you want people in your teaching to ieam? What might be difficult about 

that? 

30. How do you engage learners in the content? 

3 1. How do you assess their learning? 

32. What does critical thinking mean to you? Do you apply any strategies to foster 

cntical thinking in your teaching? Could you describe some examples? 

33. Do you have any preferred teaching techniques? Ifyou invited me into your class, 

what kinds of activities might 1 see? 



Context 

34. How would you describe your teaching environment? ( e g  the setting, your schedde, 

characteristics of the institution that you work in, your coiieagues, etc.). 

3 5. What do you like most about the setting? 

36. What do you like least about it? How do the characteristics of the setting influence 

your teaching and your students' learning? 

3 7. Does your work setting provide oppominities for professionai development? Could 

you give some examples? Do you tee1 that you benefit from these opponunities? 

38. Do you feel that you have the opportunity to develop professionally in the institution 

that you work? 

39. What changes would you most like to see in the education system? How realizable 

are these changes? 

40. Do you have any questions that you would like to ask me? 



Reflections and Critical Incident Questionnaire 

1. Please write down any tùrther reflections that you have on your approach to teaching 

adult learners. 

3. Dilemmas are a constant feature of teachers' lives. Please comment on some of the 

dilemmas that you have experienced in your teaching experience ( past or current). 

3. Think back over your protèssional life and choose the most successful educational 

expenence in which you were involved, either as a teacher or a leamer. Why did you 

consider it successfiil? 

What features cm you point to that were present at the time and that rnay not have been 

present in other educational situations in which you were involved? 

Thank you for your participation! 



Ap~endix C 

Teaching Strategis Check List 

ease check off the strategies that you most frequently use in your teaching situation. 

La boratories- 

Observations- 

Prirnary Text Reading 

S irnulation/Garnes- 

Field Work- 

Trigger Films- 

Readings- 

Problem Sets- 

Practical Examples/Demonstrations- 

Reflective Observation 

L w -  

Joumals- 

Discussion- 

Brainstorming 

Thought Questions- 

Rhetokal Questions- 

, . Abstracî Conce~tualitation 

Lecture- 

Research Papers and Essays- 

Theory and Mode1 Builâîn~ 

Projects- 

Analogies 



4. Active Expe~rnentation 

Case Study- 

La boratory- 

Field Work - 
interviews- 

Projecîs 

Speeches- 

Simulations- 

1 .  Are there certain teachingfleaniing strategies that you would like to use more often but 

cannot because of restrictions ( e.g. lack of resources, institutional factors, the nature of 

the cumculum, etc.). 

Thank you! 



Appendix D 

The Philosoohy of Adult Education Inventon, 

(Copyright 1 994 by Lorraine Zinn, Ph. D 

Used with permission of the author.) 



PHILOSOPHY OF ADULT 
EDUCATION INVENTORY@ 

(Revised, 1 994) 

The Philosophy of Adult Education lnventory@ (PAEI) is an 
assessrnent instrument developed to assist the adult educator to 
identify hislher personal philosophy of education and to compare it 
with prevailing philosophies in the field of adult education. The 
PAEI@ was desig ned to be self-administered , self-scored and self- 
interpreted. 

Validity and reliability test data are summarized in Dissertation 
Abstracts lntemational, 44, 1 667A-1668A (Zinn, 1 983). 

Copyright 1994 by Lorraine M. Zinn. All rights reserved. This 
material is not to be copied or disseminated without permission. 
Additional copies may be ordered from Lifelong Learning Options, 
4757 West Moorhead Circle, Boulder, CO 80303-6157 or FAX 303- 
499-7341 . 

L. M. tinn. PAEI(~) Rev. 1994. Lifdono Leamina Ootioris. 4757 W. Moomead Cirele. Boulder. CO 80303-6157 1 



A philosophy of education represents a comprehensive and interrelated set of values and 
beliefs as applied to education-including beliefs about the purpose and nature of human life, the role 
of the individual in society, purposes or goals of learning and education. role(s) of teachen and 
students, important subject matter. and effective teaching approaches. 

Educational philosophy is primarily concemed with why teachers do what they do. whereas 
various methods, techniques and/or stratecries describe and guide what teachers do. An educational 
philosophy is broader than a preference for specific teaching methods, techniques or strategies. 
Preferred teaching methods, techniques andlor strategies are usually consistent with one's 
educational philosophy; however. the skilled teacher may selectiveiy use a wide variety of 
appropnate methods. techniques andlor strategies. Teaching style evolves as a combination of 
one's educational philosophy and preferred teaching methods. techniques andlor strategies. 
Educational philosophies are faiily deeply rooted in people's life values and are unlikely to change 
significantly. Teaching methods. techniques ancüor strategies. on the other hand. may change 
depending on what works best in a particular situation. 

A personal philosophy of education provides an integrated, consistent basis for making choices 
in the practice of education. and offers insight into relationships (a) between teacher and leamer, (b) 
between the learner and leaming contenUactivities. and (c) between leaming contenVactivities and 
the world at large. ldentifying one's personal philosophy of education can enhance the degree of 
congruence between a teacher's beliefs or values and actions in the pradice of teaching, and can 
provide a basis for mutual understanding and acceptance among rnemben of an instructional 
"team," given the great divenity of teachers. program piannen and administraton that comprise the 
field of (adult) education. 

The term adult educator may descnbe anyone who teaches adult leamen, whether in formal or 
informal educational settings; for academic credit or not-for-credit; through individual tutoring, 
classroom teaching andlor infonal discussion groups; helping adult leamers to aquire certain 
knowledge. attitudes andlor skills; for a vanety of purpases. Adult educators may also be called 
trainers, tuton. menton, facilitaton, health educators. religious leaders. cooperative extension 
agents, comrnunity service educators, workshoplseminar presenters, etc. 

Du ring the past decade. the Philosophy of Adult Education lnventory@ (PA€/) has been used 
by hundreds of individuals engaged in teaching or training adults. By all reports, it is considered to 
be a valuable tool for teacher and trainer in-service, staff developrnent for instructional teams, and 
education of graduate students seeking advanced degrees In fields such as AdulUContinuing 
Education and Human Resources. The PA@ has been selected as the datagathering instrument 
for numerous Doctoral dissertations and Masters theses and has been cited in several professional 
publications. (See list of resources "For F urther Information" following the Inventory.) A K-12 version 
of the instrument, the Philosophy of Education lnventory@ (PEI). is also available. 

- Lonaine M. Zinn, 1994 

L. M. Zinn. PAEI@) Rev. 1994. Lifeîona Leaminû Ootions. 4757 W. Moorhead Cirde. Boulder. CO 80303.6157 2 



PHILOSOPHY OF ADULT 
EDUCATION INVENTORY~ 

(Rev. 1894) 

INSTRUCTIONS FOR COMPLETION 

Each of the fifteen (15) items on the lnventory begins with an 
incomplete sentence, followed by five different options that rnight 
complete the sentence. Undemeath each option is a scale from 1 to 
7, followed by a small letter in parentheses. For the present, ignore 
the lettets; use only the numbers on the scale. 

To wmplete the Inventory, read each sentence stem and each 
optional phrase that completes il. On the 1-7 scale, CIRCLE the 
number that most dosely indicates how you feel about each option. 
The sa le  goes from 1 (strongly disagree) to 7 (strongly agree), with 
a neutral point (4) if you don't have any opinion or aren't sure about 
a particular option. 

Continue through al1 the items, reading the sentence stem and 
indicating how strongly you agree or disagree with each of the 
options. Please respond to every option, even if you feel neutral 
about it, THERE ARE NO RIGHT OR WRONG ANSWERS! 

As you go through the Inventory, respond according to what you 
most hquently or most likely do. If it helps you to respond more 
easily, you may want to focus on a specific course that you teach. If 
you do focus on a particular course, choose one that you feel most 
cornfortable teaching - one that you think best reflects your preferred 
style of teaching. 

HAVE FUN! 

STRONGLY STRONGLY 
DISAGREE NEUTML AGREE 

1 2 3 4 5 6 7 

1. IN PUNNING AN EDUCATIONAL ACTIVITY, I AM MOST 
LIKELY TO: 

Identify , in conjunction with leamers, significant social, cultural, 
andor political issues and plan leaming activities around them. 

Clearly identify the results I want and develop a program, class, 
workshop, etc. that will achieve those results. 

Begin with a lesson plan that organizes what 1 plan to teach, 
when and how. 

Assess leamers' needs and develop valid learning activities 
based on those needs. 

Consider the areas of greatest interest to the learners and plan 
to deal with them, regardless of what they may be. 



STRONGLY STRONGLY 
OISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

2. PEOPLE LEARN E S T :  

Whm the new knowled~e is presented from a problem-solvlng 
approach. 

1 2 3 4 

When the leaming acüvity is dearly stnrctured and provic 
practlce and repetition. 

Thfouoh discussion with other leamers and a group 
coordinator. 

STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

3, THE PRIMARY PURPOSE OF ADULT EDUCATION IS: 

To facilitate penonal development on the patî of the leanibr. 

les for 
To increase leamers' awareness of the need for social change 
and to enable them to effect such change. 

To increase knowledge and develop conceptual or theoretical 
undentanding. 

When ü w y  are tree to explore, wiîhout the constraints of a 
"system ." 

To establish the leamers' capacity to solve everyday problerns. 

1 2 3 4 5 6 7 (0  

To develop the leamen' mmpetency and mastery of specific 
knowledge and skills. 

From an "expert" who knowr what he or she is talking about. . 
1 2 3 4 5 6 7 ( v )  



STHONGLY STRONGLY 
DlSAGREE NEUTRAC AGREE 

1 2 3 4 5 6 7 

4. MOST Of  WHAT PEOPLE KNOW: 

Is a result of consciously pursuing their goals, solving problerns 
as Oiey go. 

They have learned through critical or reflactive thinking focused 
on important social, cultural, andlor political issues. 

STRONGLV STRONGLY 
OISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

5. OEClSlONS ABOUT WHAT TO INCLUDE IN A LEARNING 
ACTIVITY: 

Should be made mostly by the learner in consultation with a 
facilitator. 

Should be based on what learners know and what the teacher 
believes they should know at the end of the activity. 

They have learnea through a trial-and-feedback process. 

1 2 3 4 5 6 7 ( w )  
Should be based on a consideration of key social, political, 
econornic, andlor cultural situations. 

They have gained through self-discovery rather than some 
"teaching" process. 

Should be based on a consideration of the learners' needs, 
interests, and problems. 

They have acquired through a systematic and comprehensive 
educational process. 

Should be based on careful analysis by the teacher of the 
material to be covered and the concepts to be taught. 



STRONGLY STRONGLY 
DJSAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

6, GOOD AOULT EDUCATORS START PLANNING 
INSTRUCTION: 

By considering the spedfic outcornes they an, looking for and 
îhe most efficient ways of produdng them in leamers 

By identifying everyday problems that can be solved as a result 
of the instruction. 

By clarifying the coritent, concepts. andior theoretical principles 
to be îateu~ht. 

By dadfying key social, cultural, economic, and/or political 
issues that affect the lives of the lear,iers. 

By asking leamers to identify what îhey want to leam and how 
they want to leam it. 

STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 .<! 

7. AS AN ADULT EDUCATORl I AM MOST SUCCESSFUL IN 
SITUATIONS: 

That are unstructureci and flexlble enou~h to follow leamen' 
interests. 

That are fairîy stnictured, with clear leaming objectives end 
built-in feedback to the leamers. 

Where I can locus on pracücal skills and knowledge that can 
be put to use in solving problems. 

Where the scope of the new material is fairly dear and the 
subject matter is logically organized. 

Where the leamen have some awareness of social. cultural, 
economic and political issues and are willing to explore the 
impact of such issues on their daily lives. 



STRONGLY STRONGLY 
DlSAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

8. IN PLANNING AN EDUCATIONAL ACTIVITY, I TRY TO 
CREATE: 

The real world - problems and al1 - and to develop learners' 
capacities for dealing with it. 

A setting in which leamers are encouraged to examine their 
beliefs and values and to raise critical questions. 

A controlled environment that attracts and holds the learners, 
moving them systematically towards the objectives. 

STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

9. THE LEARNERS' FEELINGS DURING THE LEARNING 
PROCESS: 

Must be brought to the surface in order for learners to become 
truly involved in their leaming. 

Provide energy that can be focused on problems or questions. 

1 2 3 4 5 6 7 ( d )  

Will probably have a great deal to do with the way Viey 
approach their learning. 

A cleer outline of the content and the concepts to be taught. 

1 2 3 4 5 6 7 0 )  

A supportive clirnate that facilitates self-discovery and 
interaction. 

Are used by the skillful adult educator to accomplish the 
learning objectives. 

Are likely to get in the way of teaching and leaming by diverting 
the leamers' attention. - - 



STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

I O .  THE TEACHLNG METHODS I PREFER TO USE: 

Focus on probtem-solving and present real challenges to the 
leamer. 

Emphasùe practice and feedback to the leamer. 

1 2 3 4 5 6 7 ( w )  

Are mostly non-diredive, encouraging the leamer to take 
responsibility for himer own kaming. 

STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 z 
11. WHEN LEARNERS ARE UNINTERESTED IN A SUBJECT, IT 

IS PROBABLY BECAUSE: 

They do not realize how sedous the consequerices of not 
understanding or not leaming the subject may be. 

They do not see any benefit for their daily lives. 

1 2 3 4 5 6 7 ( d )  

The teacher does not know enouoh about aie subjed or is 
unable to make it interesthg to the leamer. 

lnvolve learners in discussion and critical examination of 
controversial issues. They are not getting adequate practice or feedback dunng the 

learning process. 

Are detemined pnmanly by the subjed or content to be 
covered. They are not ready to team it or it is not a high priority for them 

personall y. 



STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

12. DIFFERENCES AMONG ADULT LEARNERS: 

Are relatively unimportant as long as the learners gain a 
common base of understanding through the leaming 
experience. 

STRONGLY STRONGLV 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

13. EVALUATION OF LEARNING OUTCOMES: 

Is not of great importance and may not be possible, because 
the impact of learning may not be evident until much later. 

Enable them to leam best on their own time and in their own 
way . 

Are pnmarily due to differences in their life expetiences, and 
will usuatly lead them to make different applications of new 
knowledge and skills to their own situations. 

Should be built into the system, so that leamers will continually 
receive feedback and c m  adjust their pedormance 
accordingly . 

Is best done by the learners themselves, for their own 
purposes. 

Arise from their particular cultural and social situations and 
should be minimized even as they recognize common 
needs and problems. 

Lets the teacher know how much leamers have increased their 
knowledge and conceptual understanding of new material. 

Will not interfere with their tearning if each learner is given 
adequate opportunity for practice and reinforcement. 

Is best accomplished when the leamer encounters a problem, 
either in the leaming setting or the real world, and successfully 
resolves it. 



STRONGCY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

14. MY PRIMARY ROLE AS A TEACHER OF ADULTS IS 10: 

Guide leamers through stnictured leaming activities with well- 
directed feedback. 

Systematically tead leamers in acquiring new information and 
understanding underiying theories and concepts. 

Help leamers identify and solve problems better. 

1 2 3 4 5 6 7 ( x )  

lncrease learners' awareness of social, cultural, economic, 
andfor political issues and help them leam how to have an 
impact on these situations. 

STRONGLY STRONGLY 
DISAGREE NEUTRAL AGREE 

1 2 3 4 5 6 7 

15. IN THE END, IF LEARNERS HAVE NOT LEARNED WHAT 
WAS TAUGHT: 

The teacher has not actually "taught." 

They need to repeat the experience, or a portion of it. 

1 2 3 4 5 6 7 ( C )  

They may have leamed something else Mat they consider just 
as interesting or useful. 

They do not realize how leaming will enable them to 
significantîy influence society. 

It is probably because they are unable to make practical 
application of new knowledge to problems in their daily lives. 

Facilitate, but not to direct, learning activities. 

3 2 3 4 5 6 7 ( Y )  

[GO TO THE NEXT PAGE TO FlND OUT 
HOW TO SCORE YOUR ANSWERS.) 





WHAT YOUR SCORES INDICATE 

L = LIBERAL (ARTS) ADULT EDUCATION 
(Education for Intellectuel Development; 
General Educetion for Life) 

8 = BEHAVIORAL ADULT EDUCATION 
(Educatlon for Cornpetence, BehaMord 
Change, Complianw with Standards) 

P = PROGRESSIVE ADULT EDUCATION 
(Education for Practical Problem Solving) 

H = HUMANISTIC ADULT EDUCATION 
(Education for Individual Self-Actualization) 

R = RADICAL ADULT EDUCATION 
(Education for Transfoming Society) 

WHAT IS A PHLOSOPHY OF EDUCATION? 

A Philosophy of Education represents a comprehensive and 
intemlated set of values and beliefs as applied to education - 
induûing Wiefs about the purpose and nature of human life, the role 
of the individual in society, purposes or goals of education, role(s) of 
teachn and students, important subject matter, and effective 

An educiitional philosophy is much broader than a preference for 
apecific teaching methods - although preliwmd teaching techniques 
m uswlly consistent with the educational philosophy. However, 
archino tachnlques most characteristic of one philosophy may be 
uwd Wecüvdy by a hacher who has a ditbrent educational 
phlkraphy. Educational philosophies are fairty deeply held, closely 
lYpwd with pople's life values, and unlikely to change significantly. 
TlicMng techniQues or teaching style, however, may Vary 
drprndkig on what works best in a particular situation, as long as 
h) bchiq ins  used am not incompatible with basic premises of a 
lmdmtr philosophy of education. 

On the next page, you will find b h f  descriptions of these five 
Philosophies of Adult €ducation.* You may want to write your score 
for eacb Philosophy above the column that describes it. Your 
highest score reflects the Philosophy that is closest to your own 
belids; your lowest score reflects a Philosophy that is least like 
youn. For example, a score of 90-105 indicates that you very 
strongly agree with that Philosophy; a score of 25 or lower indicates 
that you very strongly disagree with a given Philosophy. NOTE: If 
you find your scores fairly equal among al1 of the Philosophies, or 
spread among three or more, you may want to spend some lime 
further clarifying your beliefs and values and looking for possible 
contradictions among them. 

Most Adult Educators have a clear primary philosophical 
orientation, or share two that are stronger than others. Typical 
combinations are: LIBERAL (ARTS) and BEHAVIORAL, 
PROGRESSWE and HUMANISTIC, PROGRESSlVE and RADICAL, 
or HUMANISTlC and RADICAL. On the other hand, it is quite 
unlikelv that you would have high scores in both Liberal (ARTS) and 
RADICAL, or BEHAVIORAL and HUMANISTlC Philosophies. These 
philosophies have key underlying assumptions that are inherently 
contradictory. (For example, the pnrnary purpose of Behavioral 
Education is to ensure cornpliance with expectations or standards 
set by others; while Humanistic Education is intended to enhance 
individual self-development - which may or rnay not rneet anyone 
else's expectations or standards.) 

Then is no rlght or wmng Philosophy of Adult Education. 
The Philosophy of Adult Education InventoryO is designed to reflect 
back to you some of your own beliefs, not to make judgments about 
those beliefs. It is up to you to decide how your beliefs may 
influence your decisions and actions as an educator, and how your 
personal educational philosophy may be well-suited, or perhaps not 
the best match, for the educational setting in which you work. 

~escriptions adapted from J. Elias and S. Merriam (1995), 
Philosophical Foundations of Adulf Educatlon (2nd. ed. ), Krieger. 

L. M. mkin. PAEI(~) Rw. 1994. Lifelong Learning Options, 4757 W. Moorhead Circle, Boulder. CO 80303-6157 1 :! 



FIVE PHILOSOPHIES OF ADULT EDUCATION 

B =  

BEHAVIORAL 
ADULT EDUCATION 

LIBERAL (ARTS) 
ADULT EOUCATION 

PROGRESSIVE 
ADULT EDUCATION 

HUMANISTJC 
ADULT EDUCATION 

RADICAL 
ADULT EDUCATION 

To develip intelledual 
powers of the mind; to 
enhance the broadest 
sense of learning; to 
provide a general, "welî- 
rounded" education, 

To prornote cornpetence, 
sktli developrnent and 
behavioral change; ensure 
compliance with 
standards and societal 
expectatlons. 

To support responslble 
parttcipatfon ln society; to 
give learners practical 
knowledge and problem- 
solving skills. 

To enhance personal 
growth and development; 
to facilitate individual self- 
actualization. 

To bring about, through 
education, fundamental 
social, cultural, political, 
and ecoriomic changes in 
society. 

"Renaissance person"; 
always a iearner; seeks 
knowledge; expected to 
gain and conceptuai and 
theoretical understanding. 

Learners not invotved in 
settlng objectives; master 
one step before another; 
practice behaviords kills 
to get them right. 

Learner needs, interests, and 
experiences are valued and 
become part of learning 
process; learner takes an 
active role in learning. 

Learner 1s highly rnotivated 
and self-directed; assumes 
responsibility for learning; 
very involved in planning 
learning projects. 

Learner and 'teac h e f  are 
equal in learning process; 
persona1 autonomy; 
learner is empowered; 
voluntary participant.. 

TEACHER 
ROLE 

The "expert"; transmitter of 
knowledge; teaches 
students to thlnk; clearly 
directs learning process. 

Manager, controller; 
authorltative; sets 
expectatlons; predicts and 
directs learning outcomes. 

Organizer, guides learning 
process; provides real-life 
learning applications; helps 
learners work cooperatlvely. 

Facilitator; helper; mutual 
participant in teaching- 
learning exchange; 
supports learning process. 

Coordinator; convener; 
equal partner with learner; 
suggests but does not 
determine directions. 

CONCEPTS1 
KEY WORDS 

Llberal arts; learning for its 
own sake; general and 
comprehensive education; 
critical thinklng; traditional 
knowledge; academic 
excellence, 

Standards-based; 
mastery learning; 
cornpetence; behavioral 
objectives; performance; 
practice, 
feedbacklrelnforcement; 
accountability. 

Problem-solving; practical 
learning; experience-based; 
needs assessment; transfer 
of learning; active inquiry; 
collaboration; soclal 
responslbility. 

Freedom; autonomy; 
individuality; teaching- 
learning exchange; self- 
directedness; interpersonal 
comrnuntcation; openness; 
authenticity; feelings. 

Consciousness-raising; 
praxis; noncompulsory 
learning; autonomy; social 
action; empowerrnent; 
social justlce; 
cornmitment; 
transformation. 

METHODS . . Lecture; readlng and 
critlcal analysis; questlon- 
andanswer; hacher-led 
discussion; lndivldual 
study; standardized 
testlng. 

Cornputer-based 
Instruction, lock-step 
currlculurn, skill training, 
derno 8 practice, 
criterion-referenced 
testlng. 

Projects; scientific or 
experirnenial method; 
simulations; group 
investigation; cooperative 
learn hg; portfolios. 

Experiential learning; 
discovery learning; open 
discussion; individual 
projects; collaborat ive 
learning; independent 
study; self-assessment. 

Critical discussion and 
reflection; problem-posing; 
analysis of media output; 
soclal action theater. 

PEOPLE L 
PRACTICES 

Aristotle, Plato, Adler, 
Rousseau, Piaget, Houle, 
Great Books Society, 
Paldeia Program, Center 
for the Study of Llberal 
Educatlon, Chautauqua, 
Elderhostel. 

Thorndi ke, Watson, 
Skinner, Tyler, Ma~er,  
vocatlonal training, 
management-by- 
objectives, certification 
exams, milltary training, 
rellglous indoctrlnation. 

Dewey, Whitehead, 
Llndernan, comrnunity 
college developmental 
studies, citizenship 
educatlon, cooperative 
extension, univsrsity wit hout 
walls, community schools. 

Rogers, Maslow, Knowles, 
Tough, group dynamlcs, 
self-directed learnlng, tom 
OK, You're OK; diversity 
education, credit for prtor 
learning. 

Holt, Freire, Illich, Kozol, 
Shor, Ohllger, Perelman, 
free school movement, 
Afro-centrism, voter 
registration/education, 
social justice education. 

L. M. Zinn. PAEI(~) Rev. 1904. Lifelong Learnlng Options, 4757 W. Moorhead Circle, Boulder, CO 80303-6157 13 



Appendix E 

Conti's ( 1990) PnncipIes of  Adult Leamine Scale 

(Copyright 1990 by Gary Conti, Ed.D.) 

Used with the permission of publisher 

Repnnted as  it appean in Adult Leamina - Methods, 

Michael J.  Galbraith ( Ed.)., Kneger Publishing Company. 



PRINCIPLES OF ADULT 
LEARNINQ SCALE 

Directions: The following survcy contains several thingr that a 
tcachcr of adults rnight do in a clarsroom. You may personally find 
somc of them dcsirable and find othcrs undcsirablc. For cach item 
plcase rcspond to the way you most frcqutntly practicc the action 
describcd in the item. Your choices arc Always, Almost Always. 
Oftcn, Seldom, Almost Ncvcr, and Ncvcr. On your answcr shecr, 
circlc O i f  you dwoys do  the evcnt; circlc number 1 if you almort 
always do the evcnt; circle numbcr 2 if you often do  the cvent; 
circle number 3 i f  you seldom do the cvrnr; circle numbcr 4 if you 
dmost ncver do  the cvent; and circle number 5 il you nevcr do the 
evcnr. If the item docr not apply to you, circlc number 5 for ncvcr. 

Always Almost Oftcn Scldom Alrnost Never. 
Always Ncvcr 

1. 1 allow studcnts to participate in dcvcloping the critcria for 
cvalyating thcir pcrformancc in class. 
i - 

2. 1 use disciplinary action whcn it is nccdcd. 

3. I dlow oldcr rtudcnts more tirne CO complet; asrignments when 
thcy necd it. 

4. 1 encourage srudenrs to adopt middle class values. 
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5. 1 help studcnts Jingnuse the gaps betwccn thcir goals and their 
prcscnt levcl of performance. 

6. 1 providc knowledgc rnthcr than serve 3s a rcsourçc pcrson. 

7, l stick to thc iiistructionnl obicctives that I writrt 3t the begin- 
iiiiig of ri program. 

il. 1 1wiicip:itc il, thc iiiforrnil ciwwling of stiiilents. 

Y. I i tsr  Iccturing 3s the best rncthod for prcscniing nly subjcct 
niiitcrial to ridiilt students, 

10. 1 arrangr the classrooin so that it is easy for stiidenis to interxt. 

I 1 ,  1 dcicriiiiiie ihc rdriçationd objcciivcs lot eacli of niy studcnts. 

II. I plan uiiits whiçh differ 3s widely as possible from nly studcnts' 
srxio-ccsiiciinic hackgrouiids. 

1 .!. I art ;I st idc i i t  to ii~otivarc hiinwlf/hersïlf 11y soi~froiiti~ig himl 
hrr in ttic prcsencc of clrssm~tcs during groiip discussions. 

IJ. I plmi Icarniiig cpisodcs to takc into account i i ty studcnts' prior 
ecpcriences. 

15. 1 allow students to porticipatc in making dccisions about thc 
iupics that will bc covcrcd in class. 

16. 1 use onc basic tciching mcthod bccausc 1 have found that most 
odults have a similar style of Icarning. 

17. 1 usc differenr tcchniqucs dcpcnding on rhc students being 
raught. 

18. 1 cncouragc dialogue among my studcnts. 

19. 1 usc writtcn tests to asscss the degrcc of ncademic growth 
rathcr thîn to indiclte ncw directions for lcarning. 

1 P 
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20. I utilizc shc many competencics that most adults already possess 
to achievc cducational objectives. 

21. 1 use what history has proven ihat adults need to learn as rny 
chiel criteria for planning lcarning episodcs. 

22. 1 acccpt errors as a natural part of the lcarning proccss. 

23. 1 have individual confcrences to help studcnts idcntity th& 
cducational necds. 

24. 1 Ict cîch student work at hislher own rate rcgardless of the 
amount OC timc it takcs him/hcr to lcarn a ncw concept. 

2s. 1 help rny rtudcntr dcvclop short-range as well as lon&mge 
objcctivcs. 

26. 1 rnaintoin a well-disciplincd classroom to reducc intcrfcrenccs 
to lcarning. 

27. 1 avoid discussion of controvcrsial subjccts that involvc value 
judgmcn ts. 

28. 1 îllow my students to takc pcriodic brcnks during class. . . . 
29. 1 use rncthods thit foster quiet, productive dcsk-work. ' +, 

30. 1 usc tests as my chief method of cvaluating students. 

3 1. I plan activitics thar wil l  encourage cach studcnt's growth from 
dcpcndence on othcn to grcatcr independence. 

32. 1 gear my instructional objcctivcs to match the individual abiL 
i t ies and nceds of the students. 

33. 1 avoid issues that relate ro the studcnt's concept of himself/ 
hcrself. 

34. 1 encourage my studcnts to ask questions about the nature of 
rheir society. 
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35. 1 allow ri stwdcrit's niotivcs for participating in coiitiiiuing cdu- 
cation ro bc ri major determinant in the planning of Icarning 
ohjcctivcs. 

36. 1 trlivr i i i y  stiiclcnts iclrntify thcir own probleiiis that n ç d  to 
hc solvcd. 

' I V C I I  37. 1 givc dl studçnts in i i i y  class the samc assigiiiiiçrit on a b' 
topic. 

.M. I iisc iiiatcrids tlmt wcrc originally drsigiicil fur stiirlcnts in 
dciiicntary iiid scwndary school~. 

39. I urganizr adult Icarning episodcs accarding tu tIic problcrns 
thrit i i i y  stiidcnts cncountcr in cvcryday lifc. 

40. 1 mcasure a student's long tcrm cducational growrh by com- 
paring histhcr tard achicvcmcnt in class io hislher cxpcctrd 
pcrfurmancc as measurcd by national norms froin standardizcd 
rcsts. 

4 1, I encourage conipctition rimong my students. 

42. I use diflttrent nr;ircrials with difkrcnt srudcnts. 

43. 1 hclp stuclcnts relate new Icarning to thcir prior cxpcricnces. 

44. 1 tcwh r i r i i is  nhuut problçins uf cvcryday liviiig. 

SCORINC PALS 

I'ositiue 1 terris 

Itcms numbtr 1, 3, 5, 8, 10, 14, 15, 17, 18, 20, 22, 23, 24, 25, 
28, 31, 32, 34, 35, 36, 39, 42, 43, and 44 arc positivc itcms. For 
positivc itcms, assign the following values: Always = 5, Alrnost Al- 
ways = 4, Oftcn = 3, Scldom = 2, Almost Nevcr = 1, and Never = 0. 

1 den iify ing 

Negat iue 

Your Teoching Style 

1 tems 

Items numbcr 2, 4, 6, 7, 9, 11, 12, 13, 16, 19, 21, 26, 27, 29, 
30, 33, 37, 38, 40, and 41 are ncgativc itcms. For ncgativc itcrns, 
cissign thc following values: Always=O, Almost A l w a y s ~ l ,  
Often = 2, Scldom = 3, Almost Ncvcr = 4, and Ncvcr =S. 

Missirtg Items 

Omittcd ircms arc assigncd a ncurral vnlue of 2.5. 

Factor J 

Factor I contains itcms number 2,4, 11, 12, 13, 16, 19, 21,29, 
30, 38, and 40. 

Factor 2 

Factor 2 contains items 3, 9, 17, 24, 32, 35, 37, 41, and 42. 

Factor 3 

I 

4. ' " : - , C i  Factor 3 contains ircms 14, 31, 34, 39, 43, and 44. 
4 

* L 
L Factor 4 

# 

b +,. . &O ,& Factor 4 contains items 5 ,  8, 23, and 25. 

Factor 5 

Factor 5 contains itcms 18, 20, 22, and 28. 

Factor 6 

Factor 6 contains items 1, 10, 15, and 36. 

Factor 7 contains items 6,7, 26,27, and 33, 

Computing Scores 

An individual's total score on the instrument i s  calculatcd by 
sgmming the valui of < h e u t a .  Factor scores arc 
calculated by summing the value of the rcsponscs Tor clch Lw in - -- --- . -  -...,-, - .. . --- .- i 
the -. factor, - ---- - 
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The Learning-Style hventory (LSI) evaluates the way you leam and how you deal with ideas and day-to-day situations 
in your Me. We all have a sense that people leam in different ways, but this inventory will help you appreciate what 
"learning style" can mean to you. It will help you to better understand: 

how you make career choices 

how you solve problem 

how you set goals 

how you manage others 

how you deal with new situations 

On the next page vou will be asked to complete 12 sentences. Each has four endings. Rank the endings for each sentence 
according to how well you think each one fits with how yuu would go about learning sarnething. Try to recall some 
recent situations where you had to leam something new, perhaps in your job. Then, using the spaces provided, rank a 
"4" for the sentence ending that describes how you learn best, down to a "1" for the sentence ending that seems lcast like 
the way you leam. Be sure to rank al1 the endings for each sentence unit. Please do not make ties. 

Example of completed sentence set: 

1. When I learn: 2 1 am happy. \ 1 am fast. 

Remember: 4 = nrclst ljke vou 

3 = second most like you 
2 = tliird most like you 

1 = f m t  like you 

Copyright O 1981 David A. Kolb, revised 1985. Ail rights reserved. No part of this publication may be reproduced or 
transmitted in any t o m  or by any means, electronic or mechanical, induding photocopy, xerography, recording, or any 
information storage and retrieval system, without permission in writing from McBer & Company. 

- * - - -  -_ - -_..-- - -  -- 
Self-Scoring LSI 



1. M e n  1 Ieam: 1 like to deal 1 like to watch 1 like to think 1 like to be 
with my and kten about ideas doing things 
feelings 

2. Ileam best 1 trust my 1 iisten and I rely on logical I work hard to 
when: hundies and watch carefully thinking - get things done 

feelings 

3. When I am 1 have strong 1 am quiet and 1 tend to I am 
leaming: feelings and reserved reason things responsi ble 

reactions out about things 

4. I learn by: feeling watching thinking doing 

5. When 1 Iearn: 1 am open to I look at al1 I like to analyze 1 like to try 
new expenences sides of issues things, break things out 

them down into 
their parts 

6. M e n  I am 1 am an intuitive 1 am an 1 am a logical 1 am an active 
learning: person observing person person 

person 

7. 1 learn best persona1 - observation rational theories - a chance to 
from: rela tionships t ry out and 

practice 

8. When 1 learn: I feel personally 1 take my time I iike ideas and 1 like to see 
involved in before acting theories resdts from 
things mrwork 

9. Ilearnbest - I rety on my - 1 rely on my - 1 rely on my - c m  trv things 
when: feelings observations ideas out tor-mvsrlf 

10. When 1 am - 1 am an I am a reserved I am a rational Iama 
learning: accep ting person person responsible 

persan person 

11. When 1 learn: 1 get involved I li  ke to observe 1 evaluate things I like to be 
active 

12, I Iearn best 1 am receptive 1 am careful - 1 analyze ideas 1 am practical 
when: and open- 

minded 

TOTAL the scores - r - - 
from each column Column 1 'A Column 2 ; Column3 - Column4 

McBer & Company 



The four columns that you have just totaled relate to the four stages in the Cyde of Leaming from Experience. There are 
four leaming modes in this cyde: Concrete Experience (CE), Reflective Observation (RO), Abstract Conceptualkation 
(AC), and Active Experimentation (AE). Enter your total scores from each column: 

in the diagram below, put a dot on each of the lines to correspond with your CE, RO, AC. and AE scores. Then comect 
the dots with a line so that you get a "kite-like" shape. The shape and placement of this kite will show you which 
learning modes you tend to use most and which you use least. 

The LSI is a simple test that helps you understand your strengths and weaknesses as a learner. It measures how much 
you reIy on four different leaming modes that are part of afiilr-stoyr cycle ~! f  lrtlrni~iy. Different leamers start at different 
pIaces in this cycle. Effective learning uses each stage. You can see bv the shape of your profile (above) which of the four 
Iearning modes you tend to prefer in a leaming situation. l 

On the next page are explanations of the different learning modes. 

1 One way to understand the meaning of your LSI scores better is to compare them with the scores of others. The prof le above gives 
n o m  on the four basic scales (CE, RO, AC, AE) for 1,446 adults ranging from 18 to 60 years of age. The sample group containcd 
slightly more women than men, with an average of two years beyond high school in formal education. A wide range ot occupations 
and educational backgrounds is represented. The raw scores for each of the tour basic scales are listed on the crossed lines of the 
target. The concentric circles on the target represent percentilti scores for the normative group. in cornparison to the normative group, 
the shape of your profile indicates which of the four basic modes you tend to ernphasize most and which you emphasize least. 



The Four Stages of the Leaming Cvcle and Your Leaniing Çtrenpths 

CONCRETE EXPERIENCE (CE) 
This stage of the learning cycle emphasizes personal 
involvement with people in everyday situations. in this stage, 
you would tend to rely more on your feelings than on a 
systematic approach to problems and situations. in a leaming 
situation, you would rely on your ability ta be open-muided 
and adaptable to change. 

REFLECTIW OBSERVATION (ROI 
in this stage of the Iéaming cycle, people undentand ideas and 
situations from different points of view. In a learning situation 
you would rely on patience, objectivity, and careful judgment 
but would not necessarily take any action. You would rely on 
your own thoughts and feelings in forrning opinions. 

in this stage, leaming involves using logic and ideas, rather 
than feelings, to understand problems or situations. Typica lly, 
you would rely on systematic planning and develop theories 
and ideas to solve probtems. 

ACTIVE EXPERIMENTATION (AE) 
Leaming in this stage takcs an active form-experimenting with 
influencing or changing situations. You would take a practical 
approach and be concerned with what really works, as opposed 
to simply watching a situation. You value getting things done 
and seeing the results of your influence and ingenuitv. 

Leaming from feeling 
Leaming from speafc experiences 

Relating to people 

Being sensitive to feelings and people 

Learning by watdiing and listening 
Carefuily observing before making judgments 

Viewing issues from different perspectives 

Looking for the meaning of ihings 

Learning by thinking 
Logically analyzing ideas 

Systema tic planning 
Acting on an intellectual understanding of a 
situation 

Leaming by doing 
Abiiity to get things done 

Risk-taking 

hfluencing people and evenis through action 

Remember: 
1. The LSI gives you a general idea of how yoic view yourself a s  a leamer. 
2. Because Iearning is a cycle, the four stages occur time after time. While vou're Ieaming, vourll probablv repcat 

the cycle severai times. 

3. The LSI does not measure vour learning skills with 100% accuracy. You can find out more about how vou learn 
bv gathering information from other sources-vour fricnds. instructors, and co-workers. 

From the preceding descriptions of Concrete Experience, Reflective Observation. Abstract Conceptualization, and Acti\pe 
Experimentation, you may have discovered that no single mode rntirely describes your learning style. This is hecstiw 
each person's leaming style is a cunrbinntion of the four basic learning modes. Because of this, we are often pulled in 
several directions in a leaming situation. By combining your scores. you can see which of four It.nntirr~-rlylc t!/ptPs best 
describes you. They are narned as follows: 

Accommoda tor 
Diverger 
Converger 
AssirniIa tor 

Understanding your learning-style t-ype-its strengths and weaknesses-is a major step toward increasing your learning 
power and getting the most from vour learning experiences. 

* 



Take your scores for the four leaming modes, AC, CE, AE, and RO, listed on page 4, and subtract as foiiows to get your 
two combination scores: 

AC CE AC-CE AE AE-RO 

A positive xore on the ACCE gale uidicates that your score is more abstract. A negative xore on the AC-CE xale 
indicates that your score is more concrete. Likewise, a positive or negative xore on the AE-RO scale indicates that your 
scores are either more active or more reflective. 

By markhg your two combination scores, ACCE and AE-RO, on the two h e s  of the following grid and plottùig their 
point of interception, or data point, you can find which of the four learning styles you faii into. These four quadrants, 
labded Accommodator, Diverger, Converger, and Assimilator, represent the four dominant learning styles. 

The quadrant of the Learning-Style Type grîd into which your data point falls shows your preferred leaming style. For 
example: If your A C C E  score was -8 and your AE-RO xore was +15, your style would fall into the Accornmodator 
quadrant. A n  ACCE score of +7 and AE-RO score of +10 would fa11 into the Converger quadrant. The closer the data 
point is to the center cf the grid, the more balanced your learning style. If the data point falls near any of the far corners 
of the grid, you tend to rely heavily on one pcirticular leaming style. 

Self-Scoring LSI 



The Four Learning-Style Types: 

CONVERGER 

Combines leaming steps of Abstract Conceptuabation and Active Expehenhtion 

People with this leaming style are best at fincihg practid uses for ideas and theona. 
If ihis is your preferred learning style, you have the ability to solve problems and make 
decisions based on finding solutions to questions or problems. You would rather deal 
with technicai tasks and problems than with social and interpersonal i s s U e ~ . ~ T h ~  
learning skills are important for effectivmess in speaalist and teduiology ciireers. 

------_-_*. -- - --- __ 

Combines learning steps of Concrete Experience and Reflective Observation 

People with tfüs leaminp; style are k s t  at viewing concrete situations from many 
diff&ent   oints of view.vThéir a ~ ~ r o a c h  to situatLns is to observe rather than take 

L L 

action. If 'bis is yo- enjov dtuations that c a r n i a  wide 
range of ideas, as in brainstorming sessions. You probablv have broad culsral interests 
and like to gather idCiai ion.  i his imaginative ahiiityand s e n s i ~ ~ ~ e e l i n g s  is 
needed for effectiveness in arts, entertainment, and service careers. 

Combines learning steps of Abstnct Conceptualization and Reflecüve Observation 

People with this leaming style are best at understanding a wide range of information 
and putting it into concise, logical fom. If ihis is your Iearning style, you probably are 
l a s  focused on people and more interested in abstract ideas and concepts. Generdy, 
peopIe with tfüs learning styie find it more important that a theory have logical 
ioukhess  than practicd value. This learning Style is important for effectiveness in 
information and science careers. 

ACCOMMODATOR 

Combines iearning steps of Concrete Experience and Active Experimentation 

People with this learning style have the ability to leam primarily from "hands-on" 
experience. If this is your style, you probably enjoy carrying out plans and involving 
yourself in new and chdllenging experiences. Your tendency may be to act on "gut" 
feelings rather than on logical ana1ysKTn s o l v i n ~ j b l e m s ,  you may reiy more 
heavily on people for information than on your owntèCnnica1 analysis. This learning 
style is important for effectiveness m action-orientednreers such as marketing or sales. 

The Learning-Style Inventory is based on several tested thmries oi thinking and creativity. The ideas behind rrssinrilntioir and 
~îccornrnohtiorz originate in Jean Piaget's definition of intelligence as the balance between the process of adapting concepts to fit the 
extemal world (accommodation) and the prpcess of fitting observations of the world into existing conce ts (assimilation). Çorrverg-genir 
and divergence are the two essential ~ ~ e _ a t i v e w e - -  dentifid by ].P. Luiltord's stmcture-of-intellect rnodel. 



The ability to leam is the most important skill you can acquire. We are often confronted with new experiences or 
leaming situations in life, in our careers, or on the job. In order to be an effective leamer you have to sh8-from getting 
involved (CE), to Listening (RO), to aeating an idea (AC), to making deusions (AE). As an adult, you have probably 
become better at some of these leaming skilis than others. You tend to rely on Mme skius and steps in the leaming 
process more than others. As a result, you have developed a learning style. 

Understanding your learning style helps you become aware of your strengths in some steps of the leaming cycle. One 
way you can improve your leaming effectiveness is to use those strengths when you are c d e d  upon to leam. More 
importantly, you can increase your effectiveness as a learner by irnproving your use of the steps you underuse. 

Another way of understanding your learning style is to s e  how closely related it is to: 

choosing careers 

problem-solving 

managing people 

working as part of a team 

On the tollowing pages, you will: 

see how pro blem-solving relates to learning styles 

leam how to improve your leaming skills 

iind out which careers are closely related to certain learning styles 

Understanding your learning style can make you an effective problem solver. Nearly every problem that vou encounter 
on the job or in vour life involvcs the foilowing skills: 

identiiy ing the probltim 

selccting the problcm to solve 

seeing di tfç'rent solutions 

evaluating possible results 

implrrnenting the solution 

Different pieces oi the problem must be approached in different ways. Look back at your strengths and weaknesses in 
the four leaming modes. Compare them with the problem-solving mode1 iilustrated below. If you rely heavily on 
Concrete Experience, you rnav find that you can easily identify problems that need to be worked on or solved. However, 
you may need to increase voir abüity to evaluate possible solutions, as in Abstract Conceptualization. Or you may find 
that your strong points re& with carrying out or implementing solutions, as in Active Experimentûtion. If this is so, you 
may need to work on carefully selecting the problem, as in Reflective Observation. 

Self-Scoiing LSI 



The next section contains strategies to help you develop your learning skills. 

McBer & Company 



You can improve your ability to leam and solve problems in three ways: 

1. Develop learning and work relationships with people whose learning strengths and weaknesses are opposite to 
yous.  

2. improve the fit between your learnùig-style strengths and the kinds of leamhg and problem-solving experiences 
you face. 

e L' 

3. Practice and develop learning skills in your areas of weakness. 

RRST STRATEGY 

Develop supportive relationships. This is the easiest way to improve your leaming skills. Recognize your own learning-style 
strengths and buiid on them. At the same t h e ,  value other people's difernt learning styles. Ako, don't assume that you 
have to solve problems alone. Leamhg power is increased by working with others. Although you may be drawn to 
people who have similar leaming skills, youll learn more and experience the learning cyde more fuiiy with friends and 
co-workers who have opposite learning skilis. 

How? If you have an abstract learning style, like a Converger, you can learn to communicate ideas more effectively bv 
associating with people who are more concrete and people-oriented-like Divergers. A person with a more reflective 
style can benefit from observing the risk-taking and active experimentation of someone who is more active-like an 
Accommoda tor. 

SECOND STRATEGY 

Improve the match orfit between yoiu learning style and your [ifé situation. This is a more difficult way to achieve better 
iearning performance and iife satisfaction. 

How? There are a number of ways to do this. For some people, this may mean a diange of career or job to a new field 
where they feel more at home with the values and skills required of them. Most people, however, can improve the 
match between their learning style and task by reorganizing their pnorities and activities. They can concentrate on those 
tasks and activities that lie in their areas of learning strength and relv on other people in their areas of lcarning 
weakness. 

THIRD STRATEGY 

Brconw s jlxiblr Im+ner. You can do this b y strengthening the leaming skills in which you are weak. This strategy is the 
most challenging, but is also the most rewarding. By becoming flexible, you wiil be able to cope with problems oi al1 
kinds. And, you wîii be more adaptable in changing situations. Because this is more difficult, it involves more time and 
tolerance for your own mistakes and failure. 

How? 

1. Develop a long-term plan. Look for improvements and payoffs over months and years, rather than right away. 

2. Look for saie opportunities to practice new skills. Find situations that test your new skills but will not punish 
you for failure. 

3. Reward yourself-becoming a flexible learner is hard work. 

Self-Scoring LSI 



Strengths: Getting things done 
Leadership 
Risk-iaking 

Not enough: Work not completed on t h e  
Irnpracticai plans 
Not direded to goals 

To develop your Accomrnodative learning skills, 
practice: 

Committing yourself to objectives 
Seeking new opportunities - 
influencing and leading others A 

Being personally involveci 
Dealing with people 

Strengths: Problem-solving 
Deasion-making 
Deductive reasoning 
Defining problems 

Too much: Solving the wrong problem 
Hasty decision-making 

Not enough: La& of focus 
No shifting of ideas 
Sca ttered thoughts 

To develop your Convergent leaming skills, 
practice: 

Creating new ways of thinking and doîng 
Experimenting with new ideas 
Choosing the best solution 
Setting goals 
Makingdecisions 

Abstract 

DIVERGER 

Strengths: Imaginative ability 
Unders tanding people 
Recognizing pro bIems 
Brainstorming 

T m  much: Paralyzed by alternatives 
Can't make decisions 

Not enough: No ideas 
Can't recognize problems and 
opportunities 

To develop your Divergent learning skills, 
practice: 

Being sensitive to people's feelings 
king sensitive to values 
Listening with an open mùid 
Gathering information 
Imagining the implications of uncertain situations 

Reflective 
Obsentation 

Strcng ths: Planning 
Crea ting models 
Defining problems 
Developing theories 

Too much: Casties in the air 
No practical application 

Not enough: Unable to leam from mistakes 
Na sound basis for work 
No systematic approach 

To develop your Assimilative leaming skills, 
p ractice: 

Organizing information 
Building concep tua1 models 
Testing theories and ideas 
Designhg experiments 

* Analyzing quantitative data 

lira tio n 

McBer & Company 



Concrete 

Careers in Organizations 

Fields: Management 
Public Administration 
Educa tional Administration 
Banking 

Jobs: Accountan t 
Manager /Supervisor 
Administra to r 

Careers in Business and Promotion 

Fields: Marketing 
Govement  
Business 
Re tail 

Jobs: Salesperson/ Retailer 
Politician 
Public Relations Specialist 
General Manager 

Active 
Experimenta tion 

CONVERGER 

Careers as  Specialists 

Fields: Mining Forestry 
Farming Economics 

Jobs: Civil Engineer 
Chernical Engineer 
Production Supervisor 

Careers in Technology 

Fields: Engineering Cornputer Science 
Medicine Physical Science 

Jobs: Physician 
Engineer 
Computer Programmer 
Medical Techniaan 
Applîed Scientist 
Industrial Salesperson 
Manager 

DIVERGER 

Careets in Arts and Entertainment 

Fieids: Li tera hue 
Thea ter 
Television 
Journalism 

Jobs: Acîor / Actress Musician 
Athlete Artist 
Designer 

Careers in Semce Organizations 

Fields: W a l  Work 
Ps ychology 
Police 
Nursing 

Jobs: Counselor /Therapist 
Social Worker 
Personnel Manager 
Plamer 
Management Consul tant 

Reflectiue 
Obsemn tion 

ASSIMILATOR 

Careers in Information 

Fields: Educa tion Çoaology 
Ministry Law 

Jobs: Teacher 
Writer 
Libranan 
Minis t er 
Coiiege Professor 

Careers in Science 

Fields: Ma thema tics 
Physical Science 
Biology 

Jobs: Planner 
R & D Scientist - 
Academic Physiaan 
Researcher 
Fuianaer 

Abstract ~ o n c e ~ t u a f i z a t i o n  

--. . . . - . .--, . 
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Expetientiat Learning: Experience as the Source of Learning and Dmelopment 
by David A. Kolb. Englewood Cliffs, NJ: Prentice-Hall, 1984. 
The the0 y of experiential learning, with applications to education, work, and personal development. 
Contains information on the validity of the Learningstyle Inventory. 

User Guide for the Learning Style Inventory 
by DOM~ Smith and David A. Kolb. Boston: McBer & Company, 1985. 
A manual for teachers and trainers. 

Prrso~rll Leurning Guide 
by Richard Baker, Nancy Dixon, and David A. Kolb. Boston: McBer & Company, 1985. 
A practical guide to using training programs to increase learnhg. 

Adaptive Leanring Style 
by Experience Based Learning, David A. Kolb and Richard Boyatzis. 
Distributed by McBer & Company, Boston, MA 021 16. 
An inventory to assess your adaptability in different learning situations. 

Learnirrg Skills Profile 
by  Experience Based Learning, David A. Kolb and Richard Boyatzis. 
Distributed bv McBer & Company, Boston, MA 021 16. 
An instrument to compare your learning skills to your job skill demands. 

d 
Bibliography of Research on Experiential Learning and the Learning-Style Inuentory 
Boston: McBer & Company, upd ted 1992. 
References to recent studie~. 
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Adult Leaninp; Questionnaire 

1. Why did you decide to retum to school? 

2. Are you pleased with your decision to retum? 

3 .  What have you ieamed that has been most helpful to you? 

4. What have you liked most about the courses and the program that you are in? 



5. What have you liked least about the courses and program that you are in? 

6 .  What characteristics of teachers did you find most helpful? 

7. What charactenstics of teachers did you find least helpful? 

8. What difficulties or problems most înterfere with your ability to leam and concentrate 

on your studies ? ( e.g. financial problems, worry, t h e  management, etc.). 



9. Please add any further comment if you wish. 

Thank you for compieting this questionnaire! 



Appendix H 

Letters to Teachers and Consent Form 

To Interested Participants: 

1 am a doctoral student in Adult Education at the Ontario Institute for Studies in 

Education at the University of Toronto. My research focuses on English and ESL 

teachers' views of teaching and leaming and "personal philosophy of practice'' in adult 

education contexts. Hopefully, your involvement in this study can help you explore the 

way your own beliefs and values idluence your teaching style and your snidents' learning. 

1 would like to meet with each teacher three times. If possible, 1 would like to sit 

in on one class that you are teaching. The interviews will last for about one-two hours. 

Each teacher will also be asked to complete: 

1.  The Zim Philosoohv of Adult Education Inventory. 

2. Kolb's Leamino Style Inventow. 

3. Conti's Princides of Adult Leamina Scale. 

4. A Questionnaire 

5 .  Teaching Strategies Check List 

*Each inventory/questionnaire takes approxirnately fifieen minutes to complete. Each 

teacher also has the option of diaributing an adult learning questionnaire to the students in 

his or her class. 

Al1 information wiii be confidentid, and I would be very pleased to meet with you 

to discuss the research study in more detail. Thank you so much for your cooperation. 

Sincerely, 

Karen M. Magro 



Consent Forrn 

1 am agreeing to participate in Karen Magro's doctoral study: 

Emlorinn Endish and ESL Teachers' Conce~tions of Teaching 

and Leaniing; in Adult Education Contexts 

I understand that 1 can withdraw fiom the study at any time. 1 also understand that 

al1 information that 1 provide will be confidentid and that my name wiU not appear in any 

pu biication. 

Signature of Partici~ant: 

Simature of Researcher: 

Date: - 



Letters fiom PublisherslPermission Forms 



Lifelong Learning Options 
Ms. Karen Magro 
4-847 McMillan Avenue 
Winnipeg, Manitoba, Canada R3MOT1 

March 20, 1998 

This letter will verify that you have my permission to use the Philosophy of Adult Education 
Inventor@ (Rev. 1994) in your doctoral study at the Ontario lnstitute for Studies in Education 
(The University of Toronto). A clean copy of the Inventory, suitable for reproduction. is 
enclosed. (1 recommend double-sided printing to Save on paper and costs.) 

Normally, I request a $2.00 copyright fee for each individual use of the PAEI@. However, that 
fee is waived for graduate students. What I do ask is that you agree to the following conditions: 

Do not change anvthinq on the Inventory, the Scoring Instructions or Scoring Matrix, or 
the "Five Philosophies of Adult Educationn interpretation sheet. (As a researcher, I'm 
sure you share my commitment to quoting materials exactly and leaving validated 
instruments intact.) 

At minimum, photocopy and send to research subjects PD- 3-1 1 of the 1994 revision of 
the PAEP (copy enclosed). I recommend that you also include pp. 1-2 (Cover Sheet 
and Foreword). If you choose not to include pp. 1-2, you may want to use sorne of the 
language from the Foreword (with proper citation) in your own cover letter. A particularly 
helpful section would be the paragraph that suggests many different terms that may be 
substituted for the descriptive phrase "Adult Educator." I suggest that you do not include 
pp. 12-14 in your initial mailing. 

As an incentive for your research subjects, please offer to send them some interpretive 
information after they retum the completed PAEP (or you rnay only request their PA€/@ 
scores). Remind thern to keep a copy of their TOTAL SCORES; then arrange for a way 
that they can identify themselves for mailing purposes yet still maintain anonymity as 
research subjects. CODY RD. 12-1 3 of the enclosed materials to send back to 
res~ondents who reauest the interpretation. 

Unless you are given alternate guidelines, cite the reference to the PAEP in the 
following way: 
Zinn , L. M. (1 994.) Phrïosophy of aduit education inventoly, with fore word 

(Rev. ed.). Boulder, CO: Lifelong Leaming Options. 
Please send me a brief svnoosis of your dissertation proposal before you begin the 
research study, and a copy of your abstract and reference citation for the dissertation 
when completed. 

Since I work entirely independently, without benefit of univenity support, I would 
appreciate your sending a $20.00 courtesy fee to cover permission letter(s), carnera- 
ready copy of the Inventory, and miscellaneous correspondence or phone calls. 

Please let me know if I can help you in some other way. I wish you the best as you work 
through your dissertation research. 

Sincerely, 

Lorraine M. Zinn, Ph.D. 

4757 West Moorhead Circle Phone: 303-499-0864 
Boulder, CO 80303-61 57 (llozinn@ecentral.com) FAX: 303-499-7341 



Hay Mc8er 
1 16 Hurilingron Aven i i e  
Bosron. h1A 02 1 16-5712 
Tel (6: 7: &$&%U 7ZCi 8 c . - 1 7  
F ~ x  (6  1 7 )  425-0073 

Hay McBer 

15 March 1999 

185 Cordova Street 
Winnipeg MB R3N 1A2 
Canada 

Dear Karen Magro: 

You may have permission to include a copy of the 14 page Leaming Style Inventory by 
David A. Kolb, in the appendix of your dissertation. Please make sure that the existing 
copyright is also included as it appears in the booklet. 

By purchasing the 10 copies of the Learning Style Inventory fiom us in December of 
1996, you automatically were granted permission to use them for research purposes. 

However, if you plan to include the paper and appendix in any electronic media such as 
microfiche or internet, you may not include the above mentioned booklet or inventory 
pages, please replace them with a listing of our contact information. Thanks very much 
and feel free to contact me with any questions. 

Regards, 

K &  
Krista Jones 
Senior Customer Service and Sales Representative 



March 1 S. 1999 

Karen Magro 
185 Cordova Street 
Winnipeg, Manitoba R3N 1 A2 

RE: Your copynght permission request of 15 March 

AUTHOR: John Elias and Sharan Memam 
T [TL E : Philosophical Folin dations of A diilf EJlrccltiorl 
[SBN: 0-88275-97 1 -X 
PAGES: 9-1 1 

Dear Ms. Mago: 

Permission to dupiicate the above-referenced material for your dissertation is granted. 
There will be no charge for use of this information as long as the paper is not sold. 

Please credit your matenal as follows: 

Elias, JO hn and Memam, S haran. P hilosophicul Fou~idations of Adult Edi~cntion, 1 9 80, 
1984, Krieger Publishing Company, Malabar, Florida. 

Sincerely, 

EuIa Schutte 
Administrative Assistant 



E R X E C G t E R  w-INQ COMPANY 

addmss: P.O.Box9542, Melboume,FL32902 U.SA 
p m  (407) 724-9542 
cable a d d m :  Kdegpub, Malabar Floride 
FAX I: (407) 951 -3671 

January 26 ,  1998 

Karen Magro 
4-847 HcNillan Ave. 
Winnipeg, Manitoba 
CANADA R3M OT1 

lZE r Permission Reques t 
ADULT LEARNING METHODS, Edited by Michael Galbraith 
Pages 91-96, P r i n c i p l e s  o f  Adult Learning Scale ,  by Gary J .  
Conti 

Dear M s .  Magro: 

Permission to d u p l i c a t e  the  above information, as stated in your 
letter of January 16 ,  1998, is hereby granted. Please b e  advised 
w e  w i l l  waive the permission charge a s  long as your doctoral 
thesis is for non commercial purposes. 

Please credit your material properly citing author ,  t i t l e  and 
publisher.  

Sincerely, 

Cheryl S tant on 
Rights & Permissions 

CLS 




