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GREETINGS FROM THE PRESIDENT AND PRESIDENT ELECT OF
CASAE/ ACEEA (2019-20)

Dr Susan M Brigham?, Dr Hongxia Shan?

I Mount Saint Vincent University (Canada)
2University of British Columbia (Canada)

On behalf of CASAE/ACEEA board, we offer greetings to all readers of the conference
proceedings. The 2020 annual conference will be remembered as the conference that
never was. At the time of writing this, most of us have been living under nearly 3
months of a state of emergency due to the COVID-19 pandemic. Up until we cancelled
the annual conference, the Adult Education in Global Times (AEGT) that was to have
occurred in Vancouver at University of British Columbia (UBC) was shaping up to be one
of the most exciting conferences ever, with preconferences, keynote speakers, panels,
symposia, posters, hundred of presentations, a banquet and other social activities, book
launches, and displays.

Along with CASAE, the AEGT involved eight partnering organizations: the Adult
Education Research Conference (AERC), Adult Learning Australia (ALA), American
Association for Adult and Continuing Education (AAACE), European Society for Research
in the Education of Adults (ESREA), Indian Adult Education Association (IAEA),
International Society for Comparative Adult Education (ISCAE), and the Standing
Conference on University Teaching and Research in the Education of Adults (SCUTREA).

The AEGT co-conference co-chairs were Dr Tom Sork, and both of us. Tom took the
lead on this larger than normal undertaking. Tom was continuously collaborative and
transparent in his approach and kept all lines of communication open with the
CASAE/ACEEA board and the partnering organization executives. We are grateful to
Tom and to all UBC staff who were involved.

Even though the AEGT 2020 was cancelled, there was tremendous interest in the
proceedings. It is a hefty document, as you can see. Dr John Egan undertook this heavy
task. Kia ora, John.

We want to thank the adjudication committee that reviewed the conference proposals,
Dr Patricia Gouthro (Chair), Dr Kapil Regmi, Dr Jingzhou Liu, and Dr Jennifer Sumner.
Additionally, our thanks go to the Alan Thomas Student Paper Award Committee
chaired by Dr Roula Hawa (although because this award is linked with the conference,
we did not open the competition this year) and the Lifetime Achievement (LTA) Award
Committee consisting of Dr Arpi Hamalian (Chair), Dr Maurice Taylor and Dr Shauna
Butterwick. Congratulations to the esteemed winners of the 2020 LTA: Dr Shahrzad
Mojab and Dr Bill Fallis!

We say merci beaucoup to the 2019-20 CASAE/ ACEEA board members for their
support and hard work over the year: Adam Perry, Secretary; Jim Sharpe, Treasurer;
and all the regional representatives on the board: Robin Neustaeter and Cindy Russell,
Atlantic; Marlon Sanches and Ghada Sfeir, Québec; Bill Fallis and Catherine Déri,




Ontario; “Welly” José Sousa, Prairies; Cortney Baldwin, B.C.; Jennifer Waterhouse,
North; and two Graduate Student reps -- Jérome Lafitte and Jingzhou (Jo) Liu. Sincere
thanks go to Tim Howard, Secretariat, and Barb Ford, membership services.

Please check out the CASAE/ ACEEA website for news of upcoming webinars, regional
events, the next annual conference, and to renew your membership.

Stay healthy and safe. Enjoy reading the proceedings!




ABOUT CASAE

CASAE is a vibrant and energetic organization that provides a supportive network for
graduate students, faculty members, researchers, practitioners, and policy makers who
are engaged or interested in adult education scholarship

A PROPOS DE L’ACEEA

L’ACEEA est un organisme dynamique qui offre un réseau de soutien aux étudiants
diplomés, aux membres des corps professoraux, aux praticiens, aux chercheurs et aux
décideurs qui jouent un rble a jouer dans la quéte du savoir en éducation des adultes
ou qui s'intéressent a ce domaine.
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TRANSFORMATIVE LEARNING APPROACH AND TRANSFORMATIONAL
LEARNING OF OLDER WOMEN IN NIGERIA

Elizabeth Aanuoluwapo Ajayi!, Labayo Kolawole Kazeem?

1 Adekunle Ajasin University, Akungba-Akoko, Ondo State (Nigeria)
2 University of Ibadan, Oyo State (Nigeria)

ABSTRACT

Changes are imperative, and Adult Learning and Education (ALE) should provide for this
through transformational learning towards personal improvement and societal development.
However, from observation older women tend to have issues with these, may be a result of
the regular facilitation approaches adopted in ALE. Therefore, this study assessed the impact
of Transformative Learning Approach (TLA) on the transformational learning of Nigerian older
women using Ondo state as a case study. This study was guided by three research questions
and one hypothesis. Two groups were used for the study adopting sequential explanatory
mixed method of research (quasi-experimental design and case study design for the
quantitative phase and qualitative phase respectively). The population of consisted of women
who are 55 years and above, residing in Ondo state. Multistage sampling procedure was used
to select 154 and 36 participants for the quantitative phase and qualitative phase
respectively. Transformative Learning Questionnaire (TLQ) and follow up Focus Group
Discussion (FGD) were used as instruments to obtain data. The quantitative data were
analysed using descriptive and inferential statistics, while themes and narratives were used
for the qualitative data. Findings revealed among others that TLA is an effective and efficient
learning procedure for achieving improved transformational learning toward personal
improvement and societal development. It was recommended among others that ALE
facilitators should be trained to constantly use TLA; and a paradigm shift in TLA will be
appropriate to have recount of experiences, dialogue, planned or purposive action leading to
improved individual improvement and social development.

Keywords: Transformative learning, Adult learning and education, Older women, Adult
teaching-learning approach.

INTRODUCTION

The advancement in age and life in general comes with divergent demands in terms of
health, finance, and socialization pattern. These have implications for individuals and the
society, throwing up the need for devising means to cope with emerging issues. Traditionally,
the African society, catered for these through the indigenous system which provided for
communal living through effective age grade system among others to promote indigenous
education for all age groups. This afforded every citizen opportunity to cope with the
developmental tasks in terms of individual improvement and societal development relevant to
their ages. Older women as members of the society had tasks such as being surrogate
parents, acting as custodians and transmitter of culture and traditional wisdom to the
younger ones. Aside that, they were solely responsible for teaching younger females the
ideals of making good homes. These roles earned them respect and continual support from
the young ones in addition to indigenous education which helped to cope with the demands
old age as well as contribution to societal development.




However, modernization and civilization is gradually eroding these inculcation of indigenous
education and ability to cope with old age demands. This shift also brought reduction in the
roles of older women vis-a-vis the support they receive, thereby limiting their contributions to
societal development. This is reflected in some older women’s disposition towards value and
quality of life, purpose achievements and the nation’s posterity (Ajayi, 2020). Whereas, these
are dispositions that can be enhanced through learning and education. For older women,
Adult Learning and Education (ALE) is expected to build on the indigenous form of inculcating
education by providing continuous organized or non-organized education plans for skill and
knowledge to meet relevant life situations according to the Nigerian national policy on
education (Federal Government of Nigeria, 2013). In Nigeria, ALE include activities ranging
from literacy to vocational and technical education, recurrent education, and civic-oriented
education (Ajayi, 2018).

The method often used in Nigeria to facilitate these activities includes role play,
demonstration, synthetic, analytic, each-one-teach-one, seminars, and lecture among others.
However, the application of these methods have been faulted to be pedagogical, that is, not
utilizing the experiences of the adult learners effectively to ensure mental construct for
desired changes (Simeon-Fayomi, Ajayi, Koruga & Baswani, 2017; Ajayi 2019). This affects
the positive changes expected from ALE for older women towards self-improvement and
societal development. An ideal method for older women should take cognizance that they are
versatile in wisdom but faced with the challenges of aging in a modern world. The method
used should also make provision for critical reflection in terms of what has happened to them,
how they can handle their situation with information, and how they can reconstruct their
situation for the best outcome. It should not leave out their ability to discuss issues with
others having similar challenges, in other to find coping techniques. This is assumed to be
achievable through Transformative Learning Approach (TLA).

Therefore, this study assessed the impact of TLA on the transformational learning of older
women towards personal improvement and societal development. Specifically the following
questions were raised:

1. Is there a difference in the pre-test and post-test transformational learning mean score
of people exposed to TLA and those not exposed to it?

2. What impact does TLA have on the transformational learning of older women?

3. What aspect/s of TLA improved the transformational learning of older women?

A null hypothesis was also generated:

1. There is no significant difference in the post-test transformational learning mean score
of older women exposed to TLA and those not exposed to it.

THEORETICAL FRAMEWORK

Transformative Learning Theory (TLT) was propounded by Jack Meizrow in 1978 based on
Kuhn’s paradigm shift, Freire’s critical pedagogy, and Habermas’s domains of learning.
According to Franz (2007), TLT is the use of meaningful perspectives or mind-sets to be
inclusive, open and emotional in such a way that it is capable of changing to be more true
and justifiable for guided actions. This entail elements such as disorienting dilemma, critical
reflection and rational discourse which may be combined to yield to transformational learning.




TLT form bases for any learning process expected to yield perspective transformation in older
women for this 21t century.

LITERATURE REVIEW

Concept of transformative learning approach

The elements and tenets of TLT has been utilized by numerous scholars to form
Transformative Learning Approach (TLA) which according to Khabanyene, Maimane, and
Ramabenyane (2014) is a process that depicts learning as a dynamic in promoting
inclusiveness and self-direction. Ajayi and Olatumile (2018) also noted that it is an articulation
of the past, serving as an enhancement to present knowledge, skills and abilities. A review of
Scoffham and Barnes (2009), Merten (2014), and Moedzakir and Mappiare (2015) expressed
TLA as a linear four-stage process of: construct of experiences, critical reflection/cognitive
dissonance, development of action/deep learning, and implementation of action. This process
is depicted in fig. 1.

Figure 1. Transformative learning approach adapted from Scoftham and Barnes (2009);
Merten (2014), Moedzakir and Mappiare (2015).

This process is believed to be important to yield perspective transformation for older women
in terms of personal improvement and societal development in this 215 century.

Transformational learning and older women

According to Vitman, Iecovich, and Alfasi (2013), the negative attitude towards older people
challenge their integration and contribution to the society. Whereas, the feminine nature of
ageing have become one of the factors responsible for the impoverishment of older women
and coping skills (Thekkedath & Joseph, 2009). However, World Health Organization (WHO)
cited in Boulton-Lewis, Pike, Tam, and Buys (2017) expressed that continuous learning at old
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age give knowledge and skills to manage their health, maintain identity and interest in life,
keep abreast with changes in the society, and adjust to ageing. Transformative learning for
these purposes involve deep structural shift in the basic premises of thought, feelings and
actions. Rivero (2013) attested that transformational learning allows older women accept
their situation but reject the circumstances leading to it. Hence, transformational learning is
key to coping at old age and contributing to development.

METHODOLOGY

The population consists of women who are 55 years and above, residing in Ondo state,
Nigeria. For the qualitative phase of the study, simple random sampling technique by
balloting was used to select two Local Government Areas (LGAS) in each of the three
senatorial districts in the State. The same technique was used to select one area for the
control and another area for the experimental in the identified LGAs giving a total of 12
learning centers. Inclusion criteria was then used to select 154 participants who scored mean
less than 2.5 in the transformative learning pre-test and are willing to participate in the study.
For the qualitative phase, balloting was used to select 4 centers among the experimental
group, then purposive sampling technique was used to select 36 participants who
experienced transformation and were willing to participate in the Focus Group Discussion
(FGD).

Transformative Learning Questionnaire (TLQ) and follow up FGD were used as instruments.
TLQ consisted of 16 items. The FGD consisted of 4 groups after the treatment using 5-guide
questions. TLQ obtained content and face validity, while its reliability coefficient of 0.703 was
obtained through Cronbach-alpha statistics. The credibility of the FGD data was obtained
through reflectivity while its” trustworthiness was attained through replication logic. Question
one was answered using frequency count, mean and standard deviation; questions two and
three were answered using themes and narratives; while the hypothesis was tested using
Analysis of Variance (ANOVA) at a significance level of 0.05.

RESULTS AND DISCUSSION OF FINDINGS

Question 1

Table 1. Descriptive analyses of transformational learning mean score of participants.

Group Pre-test Post-test Mean difference
Mean 47.08 48.54
Experiment Frequency 79 79 1.46
Std. Deviation 6.110 7.992
Mean 48.27 45.67
Control Frequency 75 75 -2.6
Std. Deviation 4.746 4.766

Data in table 1 reveal a positive difference of 1.46 in the mean score for those exposed to
TLA and a negative difference of -2.6 for those exposed to the regular facilitation approaches.




This affirms the findings of Wright (2016) that ALE facilitation approaches that includes
enjoyment, curiosity, information seeking and desiring communication can maintain personal
independence and useful practical outcome for development. Also it aligns with Simeon-
Fayomi, et.al. (2017) that most regular approaches used for ALE are not in line with the
tenets for an effective and efficient approach towards transformational learning.

Question 2

Data from table 2 show that participants who experienced transformational learning had
disoriented dilemma issues with their self-improvement and contribution to the society.
During the period of treatment, they had critical reflections on how to use these issues to
their advantage. In addition they were better off hearing their opinions as women among
their co-participants and even in the community. This is in line with the research of Heur and
King (2008) that participants who initially faced obstacles around communication and trust
later enjoyed group work and built communities for present and future needs when they are
exposed to TLA. It also supports Lindsay-smith, O'Sullivan, Eime, Harvey, and Van Uffelen
(2019) finding that older adults who develop their capacities and take advantage of the
opportunities offered by institutions can face their latter stage of life favourably.

Table 2. Themes and summary of narratives for impact of TLA.

Summary of Narrative

Theme Self-improvement Societal development
Disoriented - Idea that nothing can be achieved |~ Feelings of been left out of
dilemma at old age. societal activities.

- Finance, health and social - Loss of hope in the future of the

interaction among other things country. _
cannot be progressive at old age. - Old age not been relatively valued
in the country

Critical - Learning is vital to cope with and - Participation in the development
reflection control challenges at every stage of of ~ Nigeria politically ~ and
life. economically is important for
- Learning at old age is not just for older people.
basic literacy its’ for personal |~ Socialization is important for
improvement. morals to be instilled in the
- Goals and aspiration can still be younger generation. _
achieved - There is a better way to improve
- Life is full of opportunities if contributions to the society
experiences are appraised | - Individuals make up the nation
continuously. and all age groups contributes
- Situations should be challenged to their quota
achieve improvement.
Rational - Learning period is an opportunity to |~  The learning activities provides
Discourse bear mind on disturbing issues. avenue to relax and share views
- Socializing and having activities of national interest with others.
together improves understanding of |~  Participation is now effective at

associations seemingly
dominated by men and personal
opinions are shared there.

life challenges




Question 3

Data in table 3 show that recount of experiences, dialogue on lesson content and the process
of taking action leads to the implementation of action towards improvement and
development. The result corroborates the findings Berner, Lobo, and Silva (2013) that
learning which requires learners to accept and question themselves is the beginning of a
transformational learning journey. These procedural findings is similar to that of Scoffham
and Barnes (2009) which encompass powerful experiences, cognitive disturbance, deep
learning and long term impact. It is also similar to the findings of Moedzakir and Mappiare
(2015) which includes dilemmatic problems, reflection on root problems and solutions,
transformational actions, and transformational impacts. It also relates to Merten's (2014)
findings that show mental construct of experiences, critical reflection, development of action
and implementation of the action. However, it differ from all these especially at the second
stage because participants implied that being in groups during the stage of
reflection/disturbance and dialoguing their experiences aided their transformation. Also, it did
not reveal that TLA leaves room for learners to reject the new idea before moving to the next
stage, rather it suggests the addition of continuous learning as an element to the procedure
of TLA.

Table 3. Themes and summary of narratives on process of TLA.

Theme Summary of Narrative
Recount of - Starting each lesson with the sharing of personal experiences based on the
experiences lesson to be learnt helped in the realization of how negative some experiences
are.

- Expressions about unpleasant experiences encourages interest in learning to
avoid such in the future.

Dialogue about |- Discussions about experiences shared gives a sense of belonging because

lessons others might have had such experiences in the past and there is joint effort
towards finding a solution.

- Relevant ideas shared and deliberated upon by everyone, some meant to be
discarded are redefined to fit into individuals’ situation.

- Dialoguing based on lesson content and experiences delineate fresh ideas,
values and perceptions.

Taking action - After discussion, knowledge is gained, some starts implementing
immediately while some do later.

- Some clearly state their plans for improvement, while some do not state it.
However, reviews done at next meetings ensures everyone state the
activities practice.

- Practicing activities is vital and done to serve as source of self-evaluation.

Continuous - Reuvisiting lessons and forums where previous learning activities are discussed
learning would ensure identification of knowledge that needs revising to suit currents
situation, since life revolves.




Hypothesis

Table 4. One-way ANOVA of transformational learning post-test mean for groups.

Sum of squares Df Mean square F Sig.
Between groups 318.596 1 318.596
Within groups 6662.262 153 43.831 7.269 .008
Total 6980.857 154

a=0.05

With reference to table 1, the significant difference in the post test transformational learning
mean score for the experimental and control group in table 4 reveals F (1,153) = 7.269,
p<0.05. Therefore, the null hypothesis is rejected. This means there is a significant difference
in the post-test transformational learning mean score of older women exposed to TLA and
those not exposed to it. This affirms the finding of Fleming (2000) that TLA helps adults to
integrate the new arrays of worldview to enlarge their development and worldview. It also
collaborates the findings of Heuer and Kings (2008) that TLA is a valid and valuable approach
to be used because it provides more comprehensive results than what traditional instructional
approaches offer.

CONCLUSION AND RECOMMENDATIONS

Older women have issues around self-improvement as well as their contributions towards
societal development. However, TLA is an effective and efficient learning process vital in
alleviating these issues and attaining the dual-aims of ALE. Since the participants treated with
TLA were able to develop new positive perspective towards themselves and the society.
Therefore, to increase development in Nigeria, learning is important for older adults using a
process that ensures full participation of experience, with an ultimate decision of
improvement through personal plans. It was therefore recommended that:

1. There should be deliberate effort and support for the improvement of older women
through information and education;

2. Facilitators of ALE programmes should be trained and encouraged to utilize TLA for
the benefit of older adults,

3. ALE lessons facilitation through TLA should include follow-up activity to assess and
review content constantly to be situational relevance within a flexible environment.

IMPLICATION FOR ADULT LEARNING AND EDUCATION PRACTICE

This study produced a paradigm shift in TLA developed as a new model to serve as a guide
for ALE facilitators. The new model depicted that achieving the dual-aim of ALE (personal
improvement and societal development) requires a process that utilizes the full participation
of learners through their conscious and concerted efforts of group learning. The new model
(fig. 2) advocates that adult educators must allow learner recount their experiences on
personal improvement and societal development; then a dialogue should occur among
learners based on the experiences shared and age-relevant content. This dialogue is expected
to lead to either learners taking purposive and instant actions or they end up planning
towards the action, which will eventually lead to its implementation and positive outcome.
The paradigm notes that learning does not end at the outcome, rather the outcome is




accessed and issues that emanate from it are treated as new issues continuously. This is
because constant changes may invalidate the ways of addressing those issues.

Figure 2. New paradigm of transformative learning approach.

The new model can be adapted or adopted for any ALE situational context irrespective of age
or gender. Juxtaposing fig. 1 and fig. 2, the shift observed are as follow:

1.

The first stage of the previous model starts with construct of experiences based on previous
experiences while the new model starts with recount of experiences which new knowledge
can rectify;

The previous model deals with cognitive dissonance that can make learners accept or reject
new knowledge based on their perception. The new model deals with dialogue based on
age-relevant content among learner with support from facilitator. In the new model there
is lower tendency of outright rejection because learners have opportunity to discuss, and
have a clear view of new knowledge based on the opinion shared by others who have similar
disorienting dilemma;

The new model clearly depicts that learners may convert their new knowledge to immediate
implemented action for change or they may engage in plans towards future actions, unlike
the former which only regarded that learners develop action plans;

Learning is cyclic in the new model and not linear like the previous model which ends at
outcome. The new model demands that adult learners in any learning activity are expected
to continuously check and improve themselves and the society through learning, unlearning
and re-learning.
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ANDRAGOGY IN SECONDARY SCHOOL LEADERSHIP: REFLECTIONS OF
A NIGERIAN SCHOOL LEADER
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ABSTRACT

The emphasis on learner-centered content and environment permeates most literature that
focuses on learner empowerment. The arguments of such literature are premised on the
thesis that learners are the most important factor in the teaching/learning environment. Most
of these literature and methods argue for a learning process and environment that allow
democratic participation of learners in the learning environment. The dialogue on the need to
make the learning environment a democratic learning process also has implications for the
school leader as an instructional leader. This paper draws from the secondary school
leadership experience of one of the authors and connects it to appropriate literature to argue
in favour of andragogy. Using the example of Andragogy for school leadership, it argues that
some adult education methods and models may be vital in contemporary secondary school
education especially in classroom management, teachers’ professional development and
general learner engagement.

Keywords: Andragogy, classroom management, Nigeria, school leadership, teachers’
professional development, learner engagement, experiences, democratic process.

BACKGROUND

The key dimension of a successful school leader is seen by the ability to define the vision and
values of the school. Redesigning the school system from the traditional methods to a more
effective one that defines what is expected in the 215t century requires a 215 century
mindset. A school with a focus on raising innovative leaders for the 21t century must
subscribe to a leadership style that aligns with the realities of student-centered education.
Such a leader must subscribe to and understand leadership beyond the pedagogical and
didactic boundaries (Akintola &Adekanmi 2019). The school leader sets the instructional and
over-all climate of the school through regular professional development opportunities and
providing examples for teachers in the classroom. It is in this sense that the school leader is
essentially a lifelong learner.

Literature and research now show that Andragogy as a process model is applicable in all
levels of education depending on context and content(Avoseh 2007).0One of these authors
has employed andragogy as part of her leadership style to influence the climate and learning
environment in the Secondary (high) School where she serves as Principal. The secondary
school that she leads has a unique focus on unifying classroom learning with real world
situations through local and international entrepreneurship. This paper borrows from the lead
author's experiences as a school leader in Nigeria. Her experience adopts andragogy as a
process of leadership that empower teachers to make learning a democratic process. It
further helps teachers recognize students’ roles as active participants in the learning
environment.
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It is expected that secondary school leadership is framed in the didactic pedagogy. The
pedagogical method is often used to facilitate staff learning (both academic staff and non-
academic staff), professional development, trainings, taking staff through the vision and
mission of the school, and ensuring that school goals are met. As true as this is, it is not
always the case that the pedagogical method alone has been found to be totally effective in
accomplishing school leadership tasks. The need for balanced teaching and learning requires
innovation and it has been argued that there can be no meaningful innovation in this
situation without the use of Andragogy (White Jr. 2000). “The two models do not represent
good/bad or child/adult dichotomies but rather a continuum of assumptions to be checked
out in terms of their rightness for particular learners in particular situations”. (Henschke 2016,
p. 12). Arguably, the use of andragogy has aided the process of teaching and learning in this
school where flipped classroom system is practiced, this method allows for students to
research the next topic for each subject, bring their revelations and experiences into the
classroom for discussions, interactions, presentations and projects. This process aligns with
one of the mantras of the school which is that students should eventually know more than
the teachers. While andragogy goes beyond discussion but into dialogue, this method permits
the discourse to generate into a dialogue. Incidentally, the history of andragogy
acknowledges a German schoolteacher -Alexander Kapp — as the originator of the concept
Andragogy. It can thus be argued that Andragogy has its roots in the experiences of a
Secondary (K-12) teacher.

CONNECTING ANDRAGOGY

Knowles, Holton III, and Swanson (2005) presented the andragogical model as scientific and
based on assumptions. The authors presented six assumptions that under gird andragogy
and sets it apart as a process model. Knowles, Holton III, and Swanson (2005) list the
following six assumptions as the framework of andragogy: the need to know, the learners’
concept, the role of the learners’ experiences, readiness to learn, orientation to learning, and
motivation (pp. 64-68). The authors further clarified the fact that these assumptions set
andragogy apart from the pedagogical model which the argued has been embellished with
ideology. According to them, it seems that “the pedagogical model has taken on many of the
characteristics of ideology...a systematic body of beliefs that requires loyalty and conformity
by its adherents” (Knowles, Holton III, & Swanson (2005, p. 69).

Andragogy focuses on engaging learners and making the learning environment conducive.
Houle (1996) contends that andragogy reminds educators to engage adult learners in their
learning and to create conducive learning environments that helped them learn their best.

The application of andragogy in the school used for this paper, help teachers become leaders,
they are given leadership roles in turns periodically, this helps in assigning them to duties,
committees, mentees (students) to mentors (teachers) depending on their strength and
attitude to leadership. The nonacademic staff are not left behind in learning, the cooks,
janitors, drivers, are helped to learn how to relate with students, parents and other staff. The
use of dialogue, deliberation in meetings and trainings, where experiences on the road, with
students, parents when students are picked up or dropped off, cooking to meet the taste
buds of children were shared, these staff soon became proactive in problem solving as we
agreed on new sets of rules each time, there were no hard and fast rules on some matters in
order to achieve better results, which was more important than protocol.
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In addition, the focus of andragogy on engaging learners and creating conducive learning
environment have been successfully applied by the school where video, audio, pictures (VAP)
are used in the academic work. Learners learn with most appreciated method making
learning conducive.

With the andragogical leadership style, both the academic and nonacademic staff found the
work environment conducive because they felt respected, valued and included, therefore,
they became stakeholders with ownership mentality enabling them to also be at their best
performances, they were happy enough to make their students happy and commitment and
long service is also ensured. Andragogy is a learning model that has been prominent and cuts
across adult and other layers of education. The Andragogical model allows flexibility of
methods that ensures problems are solved using the resources of all in the learning
environment.

SCHOOL LEADERSHIP AS AN ANDRAGOGICAL PROCESS

In the first author’s first few months of leading the school, manuals and instructions were
handed over to teachers in accordance of the norm of the educational system in the country.
These manuals only stated what should be done in and with certain situations, how their
classrooms should be managed, and how teaching should take place. The manuals also
include methods of teaching and learning, none of the items in the manuals had teachers’
input or flexibility whatsoever. It was soon realized that teachers have more insight to their
classrooms; they have direct knowledge of the uniqueness of each child in their classrooms.
Teachers’ daily real-life experiences in the classrooms and on campus in general became our
first tool to connect to the benefits of andragogy. Drawing from these experiences of teachers
and our understanding of andragogy, it became expedient that teachers be given more
leverage in dealing with their students in classroom arrangement, classroom management,
time management and learning and teaching. This leverage to teachers will especially be
beneficial to academically weaker students who may require different styles to fully embrace
learning. Nuthall(2004, p.278) believes that “the teacher facilitates a sequence of experiences
by requiring a student to engage in classroom activities”, this andragogical approach has
helped to identify the teachers’ abilities, strengths, weaknesses, crisis management and
responses to issues, participation during meetings and their problem solving skills in choosing
the classroom teachers, with the knowledge of teachers who would allow the children
democratically participate actively in the learning environment, these were teachers who
could also help with behavioural management of their students. Bedi (2004) agrees that
“andragogy helps educators understand a learner’s behavior and identify causes of the
learner’s anxiety and encourages learners to search for options to a problem and to become
self-directed learners”.

Teachers developing their content makes it more practicable and relatable, makes learning an
interactive process. Chan (2010) recommended that “active learning is more effective than
passive learning regardless of age” (p. 33).Active involvement was extended to the students
on note formation where they could add their experiences and situation to narrate the subject
matter. This helps them make stronger connection to content and they can demonstrate
better understanding. Chan further affirms that “Andragogy improves communication
between the student and instructor; they work together as partners to design instructional
content and methods to suit the learners’ needs. As a result, the principles promote trust
between the student and the instructor and enhance self-awareness in students”. (p. 39).
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Our efforts in connecting andragogy aligns with Chan'’s assertion and proves some of Chan'’s
assertion.

A school whose focus is on instilling entrepreneurial spirit in every child and building
innovative leaders must embrace problem-solving methods. Entrepreneurial skills allow
insightful thoughts, critical thinking and a readiness to learn. Professional development
according to the norm is about pedagogically doling out resources and only what is known
about the topic. However, with the andragogical approach, professional development time
became “research” and interactive sessions, each member of staff brings what he/she has
gathered on the subject matter, analyses it with us as we actively participate in the discussion
and also contribute to the subject. The extent to which individuals demonstrate the
knowledge of these topics gives insights to how best to handle certain situations in the
school. These experiences by the teachers in turn help students link lessons to real life
experiences from researches or contents into their discussions, presentations, classroom
activities and general school work.

In dialoguing with teachers on consequences for their actions, we used a democratic process
in agreeing on some rewards and consequences in consonance with the school policy. This
dialogue made school environment a warmer place and the teachers were able to adapt this
warmth to their ground rules formation with the students in their various classrooms.

It could be tough using Andragogy in leading adults who are professional teachers and
support staff because they feel that as adults, they would not comply with some school rules
given the cultural influence of the context. Employing dialogue, which is an important aspect
of andragogy, helped in making everyone a vanguard for actions that foster the mission of
the school. The andragogical process was a way of teachers setting guiding rules by
themselves and embracing the consequences for inaction. However, not everyone embraces
the andragogical process. This indicates that the andragogical process is not error-proof. For
those who could not work within the dialogical process, assignments and instructions were
handed down to them through the pedagogical approach. Appropriate discipline was also
handed down to those who violate agreed standards and procedures to ensure that standards
are not compromised and the structure of the school is not affected. In addition, this is to
help maintain a uniform standard in the school.

Our application of andragogy is not absolute. There are situations and areas of content where
administration and teachers must slant towards pedagogy. There are certain content areas
where the school expects teachers to use prescribed method of teaching. For instance, we
are an entrepreneurial and technology-based school where entrepreneurship has to be
blended in each subject. In addition, the use of technology in class and especially on content
delivery are non-negotiable for teachers. Classes are always activity based, interactive and
participatory and filled with individual knowledge where every opinion mattered
(andragogical). This contradicts with the traditional classroom method where teachers would
write notes on the board for students to copy, give regulations, give students ground rules in
their classrooms and the consequences for not obeying (pedagogical).

Convincing teachers to allow students participate in decision making was not an easy one but
once they understood and embraced andragogy, teachers realized that by allowing students
form ground rules together with them helped students be each other’s keeper and be
generally mindful of their behaviours.
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CONCLUSION

According to Zmeyov (1998), “The andragogical principles of learning are widely needed now,
and not only in adult education. Practically all sectors of educational services need these
principles” (p.107).

Although andragogy is an art and science of teaching adult learners, it is recommended that
the approach be applied in the teaching of children and adolescents (Chang 2010)

Putting andragogy in secondary school leadership aligns with adult learning situations where
school leadership, like teaching, can focus more on training teachers to be more productive in
the classrooms. Training or professional development activities can be less formal and the
role of the instructor or school leader shifts from a disseminator of information to a mentor
and guide requiring a greater variety of methods and skills from the instructor-leader.
Effective use of group discussions and group work is common for the andragogical school
leader. The andragogical approach moves the school leader away from the theoretical
knowledge and into practical application of the knowledge (Sanger&Pavlova, 2016).
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ABSTRACT

The paper presents theoretical approaches and selected findings from a current research
project that uses job advertisements as a data source for examining the formation and
historical change of occupational profiles in German Public Adult Education Institutions from
the post-war period to the present. The data set comprises 1314 job advertisements from
two periods (1952-1989; 2013-2019), which were evaluated qualitatively and quantitatively.
The empirical findings provide insights into the historical as well as current process of
professionalization in the field of public adult education as well as to the current discussion
about the change of forms of professional work.

Keywords: Professionalization, occupational profiles, German Public Adult Education
Institutions, job advertisement analysis, historical-comparative analysis

INTRODUCTION

Initial approaches to the professionalization of adult education can already be seen in earlier
historical phases, for example during the time of popular enlightenment in the 18th century.
A comprehensive professionalization in adult education took place during a period of
educational reforms in the 1960s and 1970s. During this phase, the political, legal and
financial conditions were created for the systematic development of organizations and full-
time positions in adult education. This process was accompanied by an academic
professionalization that focused on the full-time planning and managing staff. In the 1980s,
this process of institutionalization stagnated (Nittel 2000). During the 1990s and 2000s, a
comprehensive structural and governance change in public adult education took place based
on concepts of New Public Management. This period was rather characterized by job cuts, so
that little new staff joined the organizations (Gieseke 2009). However, for some years
afterwards, a significant increase in job postings can be observed, indicating the creation of a
new job market in public adult education which had not existed since the expansion phase at
least a generation earlier (WILA Arbeitsmarkt 2017).

Against this background and in the context of a historical-comparative study, the formation
and change of occupational profiles of full-time staff in the adult education sector is currently
being examined on the basis of job advertisements. Although some studies point to changing
requirements or new job profiles, there are no empirical studies on the historical process of
formation and changing of occupational profiles in adult education in Germany.

First, the analysis of job advertisements as a research method and its fields of application in
adult education research are outlined (Chapter 2). Subsequently, the theoretical approach
envisaged in the research project is presented in order to make job advertisements a source
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for historical-comparative analysis (Chapter 3). After a brief overview of the research project
(Chapter 4), selected findings are presented and discussed (Chapter 5). In the last chapter an
outlook is given.

JOB ADVERTISEMENT ANALYSIS AS A RESEARCH METHOD

Job advertisements can be regarded as historical, publicly accessible documents that provide
insight into occupational profiles. They contain extensive information about job and sector-
specific access conditions, necessary requirements and desirable qualifications and skills
expected of future job holders. In addition, current needs and changes in an industry as well
as incentives to retain skilled workers from companies or other employers can be examined.
Although job advertisements primarily formulate ideal-typical requirements for the filling of
jobs, they nevertheless make developments and processes of change in an industry visible at
an early stage. Job advertisement analyses are used primarily in skills development and
recruitment research to investigate qualitative and quantitative forecasts and changes on the
labour market and the crystallization of new occupational profiles (Hermes & Schandock
2016; Sailer 2009). Job advertisement analyses have also been used in adult education
research, for example to examine the demands on adult educational professions (Peters-
Tatusch 1981) or to investigate changed job profiles on the adult education labour market in
the wake of the European Bologna reforms (Hoffmann et al. 2018).

THEORETICAL APPROACHES FOR HISTORICAL-COMPARATIVE ANALYSIS

In order to use job advertisements as a historical source, the question arises as to how they
can be constituted as an object of research from a theoretical and methodological point of
view. Most studies in which job advertisement analyses are carried out use competence-
theoretical approaches, since (changed) requirement and activity profiles are often of
interest. With regard to the historical professionalization process of public adult education,
competence-theoretical embedding is equally obvious, for example, in order to explore more
precisely how professional tasks and requirements for professionalism have developed and
possibly changed over time. In view of the fact that job advertisements are usually
formulated or posted by the recruiting organizations, they also offer points of contact from an
organizational theory perspective. Thus, job advertisements can be examined as documents
of organizational self-presentation, as they mostly contain statements about the organization
and its range of services, but also other organization-related information, such as
compensation, organizational culture or incentives to retain employees. In this way, job
advertisements can be seen as a "facade" or "showcase" of organizations, "so that the public
can be given some insight into the inside" (Kiihl 2011, p.90f.). In this way job advertisements
can be analysed from a neo-institutionalist perspective under the aspect of securing
legitimacy in the organizational environment (DiMaggio & Powell 1991).

In addition to these theoretical approaches, the research project has in particular drawn on
theoretical concepts and methodological standpoints from pragmatic (economic) sociology,
which are now brought together under the heading of the 'sociology of conventions' (Diaz-
Bone 2011; 2015; Diaz-Bone & Favereau 2019). Conventions are generally understood to be
historically grown, socio-culturally anchored logics of action that enable actors to "coordinate
their actions in situations and under conditions of uncertainty and to realize a common
intention. Conventions serve actors in situations as a collective interpretative framework for
evaluating the appropriateness and value of actions, persons, objects and conditions" (Diaz-
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Bone, 2011 p. 23). In the sociology of conventions, special attention is also paid to the world
of objects: Thus, the specific values of a convention are stabilized and generalized by means
of objects, but also technologies, standards or procedures (Diaz-Bone, 2015, p.155ff.).
Building on this, job advertisements were used as historical documents in the context of
socio-historical analyses to form occupational groups and classifications (overview: Diaz-Bone
2015). From the perspective of conventional theory, they can be defined as "form
investments" (Boltanski & Thévenot 2006), which fix and reproduce recognized conventions
as well as standards and classifications. In this way, job advertisements contribute to the
stabilization of classifications and job profiles in specific (organizational) fields and produce a
specific "language of the labor market": "Even those who do not apply for advertisements (as
employees) or do not place an advertisement (as employers) can see 'what the market is',
what can be expected here (Diaz-Bone 2015, p.378).

In this respect, job advertisements take on a function that goes beyond their superficial
recruiting function, because they represent conventionally shaped qualification requirements,
job descriptions and job titles that are known and recognised by all actors in the field. In this
way, job advertisements as forms of representation of social occupational groups can be used
to investigate the historical development, construction and reproduction of occupational
profiles based on socially established conventions.

OVERVIEW OF THE RESEARCH PROJECT

Against the background of these preliminary theoretical and methodological considerations,
the research project aims to obtain empirical insights into the historical as well as current
process of professionalization in the field of public adult education as well as to the current
discussion about the change of forms of professional work (Seitter 2011). Subsequently, the
following questions are examined:

e What requirements are placed on the professional work of the full-time staff and how
has this changed over time?

e Which new fields of activity are visible and how are these reflected in changed
occupational profiles?

e Which occupational profiles and classifications prevail over the course of time?

e Which conventions are established in occupational profiles in public adult education
and how do these possibly change over time?

For the empirical investigation more than 1.200 job advertisements for full-time staff at Public
Adult Education Institutions (Volkshochschulen) are examined: There are 713 historical job
advertisements from the period from 1949 to 1989, stemming from journals of the National
German Associations of Adult Education Institutions in West Germany. In addition, there are
601 job advertisements from the years 2013 to 2019, taken from websites of the National
German Associations of Public Adult Education Institutions and online job boards. Currently,
the existing data corpus is expanding. All job advertisements were digitalised, recorded in a
database and transferred to the MAXQDA text evaluation software for analysis.

A research design was conceived as a qualitative-quantitative longitudinal and cross-sectional
analysis for the study of the available job advertisements. The development of categories is
deductive-inductive, in that on the one hand usual categories from job advertisement
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analyses could be adopted, e.g. job title, remuneration, competence requirements etc. In
addition, further evaluation categories were inductively developed, which mainly refer to the
specifics of the adult education sector, e.g. task and job descriptions, departments,
statements on university studies, federal state of the adult education institutions. In the next
chapter, results are presented for the category of job titles, which have already been
evaluated comparatively for the entire available data material (1952-1989; 2013-2019).
Following on the conventional theoretical framework, this category serves as a first approach
to examining the classification of adult educational occupational profiles.

SELECTED RESULTS

For the historical classification of the category job title, which is evaluated in a longitudinal
section, first the quantitative development of job advertisements is presented on the basis of
existing sources. (cf. Figure 1). Although this development cannot be considered
representative, it does show a clear tendency to expand in the early 1970s. This confirms that
job expansion took place during this period as part of the institutionalisation and
professionalization of the public adult education sector.

Figure 1: Number of job advertisements from available sources from 1952 to 1989 (n = 713)

Historical job titles (1952 to 1989):

In the 713 job advertisements in this period, 66 different designations could be recorded. Of
these, 318 were full-time pedagogical employee (padagogischer Mitarbeiter) and 195 were
heads of adult education institutions directors (Einrichtungsleiter). The term "head of
department” (Fachbereichsleiter) appears for the first time in 1972, but rarely (16), and from
1980 onwards more frequently. On the other hand, the term "officer" (Referent) is used more
frequently, although it is used in many different ways, e.g. youth officer, cultural officer,
pedagogical officer or media officer, which already indicates a specific need for the work of
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adult education institutions. The attribution "scientific" is also used more frequently, e.g.
scientific assistant (17) or scientific-pedagogical assistant (6). In addition, some
advertisements focus on qualifications, e.g. political scientists, social scientists or natural
scientists. This makes it clear that classifications of occupations related to the adult education
sector had not yet become established across the board.

Current job titles (2013 to 2019):

In the 601 job advertisements, 130 different designations could be recorded, far more than in
the historical (much longer) reference period. Here, too, the terms full-time pedagogical
employee (161) or head of adult education institutions director (80) are used most
frequently. Head of department (70) has also become established as a term, as has head of
programme (35) - in the historical period, this term did not yet exist. In contrast, the
attribution "officer" have more or less disappeared. The many variations of similar
designations are also striking, as are the frequent double designations (48). In particular, the
term full-time pedagogical employee is combined in many ways, e.g. pedagogical employee
as head of programme.

Furthermore, the professional profile of organizational-pedagogical staff has become
established, which has already been examined in more detail in other studies (v. Hippel
2010). There are, however, different designations that refer to this professional profile, such
as pedagogical assistant, administrative employee with pedagogical tasks, departmental
assistant, programme assistant. There are also a number of new job titles, such as
counsellor, social worker or coach. Here trends for new professional profiles in the field of
adult education can be seen. Interestingly, attributes such as management and planning have
not established themselves as job classifications. This is interesting in so far as questions of
adult education management, also in contrast to programme planning, have been intensively
discussed in the profession and discipline since the 1990s (Gieseke 2009). In addition, a
number of fundamental problems have become apparent in the current period for the
category of job titles: For example, in connection with other evaluation categories it became
clear quite quickly that the same or similar titles do not necessarily contain similar profiles. It
becomes apparent that these designations refer to different formal-hierarchical positions,
which may be located at different hierarchical levels or organizational areas.

DISCUSSION OF THE FINDINGS

The historical-comparative analysis shows that some terms have established themselves
permanently as central classification concepts. At the same time, there are currently
variations of similar terms and a tendency towards double terms. In addition, new
designations are becoming visible which indicate new occupational profiles, which, however,
do not follow uniform occupational designations. Thus, it becomes clear that the full-time
occupation at adult education institutions has historically been differentiated and will tend to
become more differentiated.

On the one hand, these findings reflect the frequently described structural openness and
flexibility of the field of public adult education, which has often been seen as an advantage.
On the other hand, the variations of similar designations and the many duplicate designations
bear the risk of the diffusity of occupational classifications. This could, for example, be
reflected in the fact that the addressees of the job advertisements (graduates, career
changers, etc.), but also other reference groups for the public adult education sector, cannot
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clearly decipher the occupational classifications that are shown. E.g. in terms of the factual
significance that is to be attributed to them in the formal-hierarchical organizational structure
or what career opportunities are associated with them. In this context, the consequences for
the profession of asserting its interests and gaining visibility and recognition in its reference
systems should also be asked.

CONCLUSION AND OUTLOOK

Along the outlined findings on the category of job title, it was shown that job advertisements
- going beyond the usual competence-theoretical approaches - can serve as a source to
explain the historical formation of professional profiles and classifications. Following the
findings presented, it is now necessary to investigate further which occupational profiles are
stored in the various and in part diversifying job descriptions. More precisely: Which
requirements, tasks and formal-qualificational prerequisites are formulated in each case and
how this may change over time. From a historical point of view, it is of interest which
conventions and standards have developed and established themselves in the adult education
professional profiles.

It can thus be concluded that job advertisements offer access to the study of the history of
the professionalization of public adult education, which, in addition to the question of
continuity and change in occupational profiles, also takes into account aspects of the
reproduction, representation and classification of occupational groups. Depending on the
research question, however, it may appear necessary to supplement other research
approaches. In order to be able to classify and discuss the historical process of formation and
change in adult educational professional profiles from the expansion phase to the present day
in the present research project, additional historical documents, such as educational policy
planning documents, legal texts on adult education or position papers from adult education
associations are suitable for analysis. These documents provide a historical frame of
reference for the discourse on professionalization in public adult education, which makes it
possible to explain the occupational profiles that become visible in job advertisements both
contextually and historically.
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TRANSFERABILITY OF QUALIFICATIONS AND SKILLS ACROSS
COUNTRY BORDERS: COMPARATIVE EMPIRICAL RESULTS FROM A
MIXED METHODS STUDY IN CANADA AND GERMANY

Silvia Annen
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ABSTRACT

Canadian society is characterized by a plurality of immigrants. Canadian migration policy and
corresponding recognition approaches are strongly geared to economic criteria as well as
qualifications and skills. Germany uses comparable criteria to steer its migration policy and
has implemented a law on recognition of foreign qualifications in 2012, which is steered to
facilitate skilled migration and integration of immigrants. This paper addresses the question of
how immigrants to Canada and Germany can use their foreign qualifications and skills in their
current jobs. Qualification and skill mismatch are aspects of deficient integration of
immigrants in the labor market. PIAAC data was used to investigate to what extent
immigrants are affected by those phenomena and if there are significant differences between
natives and immigrants. The results show that immigrants are more often affected by the
problem of over-qualification, while native Canadians and Germans are more often under-
qualified for their job. Skill mismatch occurs to a smaller extent than qualification mismatch
among immigrants and natives in both countries; the problem mainly appears among
immigrants in terms of being under-skilled.

Keywords: Qualification and Skill Match, Recognition of Foreign Qualifications and Skills,
Migration, Labor Market Integration

MOTIVATION AND BACKGROUND

In Canada, several studies document comparatively lower income, unemployment, the risk of
devaluation of immigrant skills, and economic marginalization (Picot and Hou 2003; Picot
2004; Thompson and Worswick 2004; Reitz 2005). Canadian migration policy and
corresponding recognition approaches are strongly geared via a points system to economic
criteria, as well as qualifications, and skills (cf. Walker 2007; Guo/Shan 2013). Germany uses
comparable criteria to steer its migration policy, although currently there is no points system
regulating skilled migration. The German Recognition Act comprising all laws on recognition
of foreign qualifications aims to address skills shortages by fostering qualified migration from
abroad, as well as by improving societal integration and access to the labor market (BMBF
2014, p.22).

This paper aims to investigate the status quo of immigrants’ labor market situation in
Germany and Canada as well as to explain skill under-utilization among immigrants. In
contrast to pay inequity, few studies have addressed the incidence of skill under-utilization
(Leuven and Oosterbeek 2011). Income differences and over-education of immigrants have
been mainly explained by the imperfect transferability of human capital across country
borders, which depends on how closely the country of origin compares to the host country in
terms of the economic situation, educational systems, structures of the industry, institutional
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settings, language, etc. (Li 2008). In this regard, differences in the quality of schooling and
the comparability of human capital (education and work experience) attained abroad are
discussed while considering the host country’s labor market requirements and differences
(Rohrbach-Schmidt and Tiemann 2016; Friedberg 2000).

Qualification and skill mismatch are global issues, which are constantly affected by the state
of economies. All stakeholders in the labor market (governments, employers, and employees)
have to ensure that occupational requirements are matched through adequate education and
training. The extent to which this process is successful strongly influences labor market
outcomes, economic growth, productivity, and competitiveness (see Fig. 1; ILO 20143, 5).

Figure 1: Economic Context and Skill Mismatch (Source: ILO 2013)

While over-education of employees prevents employers from fully utilizing the productive
capacity of their workforce, under-education hinders employers from operating at their
productive frontier as they employ less productive employees than they should. Inefficiencies
in the labor market can arise regarding the relation between demand for and supply of
employee skills, as well as in the interaction between the labor market and the education and
training system. Both cases lead to a qualification or skill mismatch, which imposes costs on
individuals, employers, and society (ILO 2014a, 5; Watt and Bloom 2001; The Conference
Board of Canada 2001, 5).

There is, however, no uniform typology or measurement framework regarding skills mismatch
and related issues (ILO 2014a, 2014b, 2014c). Skill mismatch can be regarded as a broad
term that refers to various types of imbalances between the skill demand and supply in the
labor market. Referring to ILO (2013), Fig. 2 lists some of the more frequently discussed
types of skill mismatch. Although education and qualification are often used as proxies for
skills, it is important to differentiate both terms from each other (ILO 2014a, 5-6). While the
formal qualification and the factual skills of an individual are related to each other, there is
still a difference between the formal qualification an individual holds and the skills they are
capable of performing in a job.
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Figure 2: Frequently Discussed Types of Skill Mismatch (Source: ILO 2013)

This paper compares and analyses qualification and skill mismatch in Germany and Canada
with a special focus on immigrants.

METHODOLOGY, DATA SET, AND OPERATIONALIZATION

The results presented in this paper are part of a larger project, which uses a mixed-method
approach (quantitative analyses, case studies, and expert interviews) to identify approaches
and methods that employers and recognizing bodies use to make decisions regarding foreign
qualification recognition. This paper focuses on quantitative analyses of the PIAAC data
examining the qualification mismatch as well as the skill mismatch of immigrants in
comparison to native-born Germans and Canadians.

The PIAAC data set is an international survey conducted in more than forty countries as part
of the Programme for the International Assessment of Adult Competencies. It measures the
key cognitive and workplace skills needed for individuals to participate in society and for
economies to prosper (OECD 2016). The Canadian data were collected between November
2011 and June 2012 and the German data between August 2011 and March 2012. In Canada,
a representative sample of over 27,000 and in Germany over 5,000 adults aged 16-65 were
interviewed at home using a computer-assisted survey. Both data sets provide a weighting
factor that is used in the calculations.

The data set contains information on sociodemographic characteristics, individuals’
educational attainment, required educational attainment in the current job, work experience,
migration status, and hourly wages in deciles. Besides, the PIAAC survey measures the skills
of adults and provides information of the individual skill level for the three dimensions:
literacy, numeracy, and problem solving. These three dimensions are highly correlated. In the
analyses, the respondents’ score in numeracy is used, because numeracy test items require
reading as well as mathematical and reasoning competencies and therefore represent
broader cognitive skills than both other dimensions (Velten and Ebner 2016). The skill
mismatch is calculated by considering all ten plausible values for numeracy skills. Individuals
between the age of sixteen and nineteen are excluded from the estimation sample, because
they may still be in a period of education and are more likely to be mismatched at the very
beginning of their professional career. Self-employed individuals are also excluded from the
analyzed sample, because their possible mismatch is more self-determined than in the case of
employees (Perry, Wiederhold, and Ackermann-Piek 2014, 153). Furthermore, the analyses
are limited to individuals who work more than thirty hours per week to have a sample of
individuals who have a strong labor-force commitment.

There are two possible options to calculate the qualification mismatch using the PIAAC data:
comparing the required educational level in the current job to the highest level of formal
education an individual obtained (objective comparative measure) or calculating the shares of
self-reported perceived qualification match by the respondents (subjective measure). Using
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both measures, the results are compared to each other. To investigate whether immigrants
with foreign acquired qualifications are affected more heavily by qualification mismatch than
native-born citizens in the analysis the objective comparative measure is used. The
International Standard Classification of Education (ISCED) is used to divide the two variables
into levels. By comparing both variables, the shares of matched and mismatched persons are
calculated.

The PIAAC data set furthermore contains information on the individuals’ skills. Skill mismatch
can be calculated by various measures (Quintini 2011). In the following, the measure
suggested by Perry, Wiederhold, and Ackermann-Piek (2014) is used. First, the mean
proficiency score for each occupation (ISCO 1-digit-level) is calculated, and then 1.5 standard
deviations are added or subtracted to define the corridor of being well-matched. In doing so,
and by repeating this procedure for all plausible values for each individual, all ten plausible
values are taken into account. To calculate the estimates for percentages of workers who are
mismatched the average of the results computed with each plausible value is taken to derive
the final estimates. The application of this procedure provides more reliable estimates of skill
mismatch than previous studies that use the PIAAC data (Perry, Wiederhold, and Ackermann-
Piek 2014, 151-52). Regarding the skill mismatch, immigrants with foreign-acquired
qualifications are compared to native-born citizens to see which group is affected more by the
problem of skill mismatch.

RESULTS

To investigate the question how immigrants to Canada and Germany can use their foreign
qualifications and skills in their current jobs their qualification and skill mismatch in
comparison to native-born people are used as indicators for their labor market integration.
The analyses give answers the question if there are significant differences between natives
and immigrants. All presented results are based on weighted data from the German and
Canadian PIAAC data set 2012 (cf. Annen 2018).

Qualification match

In Canada, the descriptive analysis of the highest level of formal education an individual
obtained in comparison to the educational level required in the current job illustrates a
meaningful discrepancy (see Table 1). The share of employees, who are well-matched,
increases with the educational level. Table 1 refers to ISCED 1997 and the grouping of ISCED
levels is the one used in the PIAAC data file. While on ISCED level 1 or below only 20.15
percent of the respondents are well-matched, the respective share on ISCED level 5A or 6 is
77.63 percent. The correlation between both variables was estimated by calculating the
Spearman coefficient (0.6689), which shows that the two variables correlate positively with
each other.
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Table 1: Crosstab of Highest Obtained Level of Qualification and Educational Level Required in the
Current Job — Canada. Rounding leads to minor inconsistencies

Individuals are categorized as being under-qualified for their job if the required qualification
level is above the one they have achieved. If the required qualification level matches the level
an individual has achieved, this person is categorized as being well-matched. Finally, if the
required qualification level is below the achieved one, this individual is categorized as over-
qualified. This categorization shows that less than half of the respondents are well-matched
(46.86%), while one third is over-qualified (33.73%), and almost every fifth person (19.41%)
is under-qualified for the current job (see Table 2).

The PIAAC data set also contains information about the subjective qualification match of the
respondents. Respondents were asked if their current job requires a lower or a higher
qualification level than the one they have. According to the self-reported data, considerably
more respondents perceive themselves as well-matched (69.03%) compared to the more
objective method. Still, one-fifth of the individuals consider themselves as over-qualified
(20.97%), and every tenth respondent (10.00%) feels under-qualified for his or her job (see
Table 2). The relation between the subjective and the comparative objective qualification
match is checked by a chi-squared test, which shows that both measures differ significantly
from each other (p < 0.01; chi-squared value: 320.0684). It is apparent that the individuals
perceive themselves significantly more often as well-matched than the comparison of the
required and achieved qualification level indicates, which may be explained by the theory of
cognitive dissonance (i.e., to create cognitive consistency, the individuals perceive themselves
as well-matched in their job; Festinger 1957).

Table 2: Shares of Qualification Match Using the Objective Comparative Method vs. the Subjective
Estimation of the Individuals — Canada.

Taking the respondents’ country of birth as criterion to operationalize migration status the
chi-squared test shows that there is a significant difference between immigrants and native-




born Canadians (p < 0.01; chi-squared value: 321.8293). Immigrants are more often over-
qualified than native-born Canadians are. At the same time, they are less often under-
qualified for their job than Canadians are (see Table 3).

Table 3. Shares of Qualification Match Comparing Native-Born Canadians to Immigrants.

The analyses of the German labor market matching lead to the following results. The German
data set contains only a six-level ISCED classification in terms of the qualification required for
the current job. In contrast to Canada, where the proportion of workers who are well-
matched increases with educational level, the German results show particularly good
matching results for people at ISCED 3A-B, C long and for people with a qualification at
ISCED 5A (Master degree) or ISCED 6 level. While at ISCED level 1 or below only 20.06% of
respondents are well-matched, the corresponding proportion at ISCED levels 3A-B, C long is
73.76%, at ISCED level 5A 79.16% cent and at ISCED level 6 even 100%. To estimate the
correlation between the two variables, the Spearman coefficient (0.7246) was calculated,
which shows that the two variables correlate positively.

Table 4: Crosstab of Highest Obtained Level of Qualification and Educational Level Required in the
Current Job — Germany. Rounding leads to minor inconsistencies

Highest level | Educational level required in the current job
of ISCED 2 ISCED 3A- | ISCED 5B | ISCED 5A | ISCED 5A | ISCED 6 | Total
qualification B bachelor master
degree degree
ISCED 1 or less | 34 13 0 0 0 0 46
ISCED 2, 71 69 3 2 1 0 145
ISCED 3C short | (20,06%)
ISCED 3A-B, C | 206 860 99 28 18 0 1.211
long (73,76%)
ISCED 4A-B-C_ | 13 117 21 7 12 0 169
ISCED 5B 19 67 178 33 30 0 328
(52,51%)
ISCED 5A 4 16 11 32 24 0 87
(18,82%)
ISCED 5A or 7 24 28 69 319 15 461
ISCED 6 (40,59%) | (79,16%) | (100%)
Total 354 1.166 339 170 403 15 2.447

The calculated qualification match for each person based on the above table 4 shows for
Germany, that 59.38% of respondents are well-matched, while one quarter are overqualified
(24.61%) and 16.01% are underqualified for the current job (see table 5).

In Germany, when using the subjectively perceived qualification match indicator a
significantly larger share of respondents felt that they were well-matched (74.43%) than
when using the objective calculation method. However, just as in Canada, one-fifth of
respondents in Germany consider themselves to be over-qualified (20.09%). Compared to

27




Canada (10.00%), only half (5.48%) of the respondents consider themselves underqualified
for their job (see table 5).

The chi-square showed that both measures for the subjective and the objective qualification
match differ significantly (p < 0.01; chi-square value: 84.8952). As in Canada, individuals in
Germany assess themselves as well-matched more often than the result of comparing the
required qualification level with the qualification level they have achieved.

Table 5: Shares of Qualification Match Using the Objective Comparative Method vs. the Subjective
Estimation of the Individuals Germany.

Qualification match

Native-born Canadians

Immigrants

Frequency

Percent

Frequency

Percent

Under-qualified

388

16,01

136

5,48

Well matched

1.439

59,38

1.840

74,43

Over-qualified

596

24,61

497

20,09

Total

2.423

100,00

2.472

100,00

Like in the Canadian case, in the following reference is made to the objective-comparative
calculation of qualification matching. The corresponding Chi-square test for comparing the
two groups of natives and immigrants shows that there is no significant difference (p=0.147;
Chi-square value: 3.8352). Overall, immigrants are more often over-qualified or under-
qualified for their jobs than those born in Germany. Accordingly, the proportion of well-
matched immigrants is lower (51.83%) than the corresponding proportion of those born in
Germany (60.39%).

Table 6. Shares of Qualification Match Comparing Native-Born Germans to Immigrants.

Native-born Germans Immigrants
Frequency Percent Frequency Percent

Qualification match

Under-qualified

339

15,60

48

19,11

Well matched

1.313

60,39

129

51,83

Over-qualified

522

24,01

72

29,06

Total

2.174

100,00

249

100,00

Skill match

Besides formal qualifications, the labor market is also supposed to match individuals to jobs
based on their actual skills. In the following, the results of the analyses regarding skill
mismatch are reported.

Based on the above described calculation methodology, Table 7 shows the shares of
respondents who are under-skilled, matched or over-skilled for their actual job in Canada. It
is apparent that the skill match (90.12%) is much better than the qualification match, which
applies for the subjective estimation of the qualification match (69.03%), and to an even
greater extent for the objective calculated qualification match (46.86%).

Table 7: Shares of Skill Match — Canada.
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To answer the question if skill under-utilization is a phenomenon that affects immigrants
more often than native-born employees those two groups are compared. In Canada, this
leads to the result that there is a significant difference between immigrants and natives
regarding their skill match (see Table 8). The chi-squared test for both groups proves this
difference (p < 0.01; chi-squared value: 107.2884). Immigrants are more often under-skilled
and less often over-skilled for their job than native-born Canadians are.

Table 8: Shares of Skill Match Comparing
Native-Born Canadians to Immigrants. N = 12,764

Also in Germany, skill match was analysed based on the respondents' actual skills in relation
to their current job (Table 9). The results clearly show that skill match (89.88%) is also much
better overall than qualification match in Germany is. This applies both to the subjective
assessment of qualification match (74.43%) and even more so to objectively calculated
qualification match (59.38%).

Table 9: Shares of Skill Match — Germany.

Skill match Frequency Percent
Under-skilled 155 6,24
Well matched 2.240 89,88
Over-skilled 97 3,88
Total 2.492 100,00

In order to test the hypothesis whether skill under-utilization affects immigrants in Germany
more frequently than native workers both groups were compared. The results show that
there is a significant difference between immigrants and natives in terms of their skill match
(see Table 10). The chi-square test for both groups confirms this difference (p < 0.01; chi-
square value: 43.3062). Immigrants are more often under-skilled and less often over-skilled
for their jobs than native-born Germans. In addition, there is a clear difference in the
proportion of well-matched respondents between both groups.

Table 10: Shares of Skill Match Comparing Native-Born Germans to Immigrants.

Skill match Native-born Germans Immigrants

Frequency Percent Frequency Percent
Under-skilled 102 4,62 48 17,11
Well matched 2.020 91,26 224 80,62
Over-skilled 91 4,12 6 2,28
Total 2.214 100,00 278 100,00
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CONCLUSION

In both analysed countries, one can state that the situation regarding the occurrence of skill
match is more homogenous between immigrants and natives than regarding qualification
match. However, native-born citizens are better matched regarding their skills and their
qualifications in both countries. Nevertheless, it is apparent that skill mismatch varies
between immigrants and natives less than qualification mismatch. At the same time, in both
countries all groups reach comparatively high shares regarding skill match in comparison to
their qualification match.

The results imply that the transferability of qualifications is limited across country borders,
which can be explained by the fact that qualifications vary between the different nations and
the educational systems in which they are embedded. In contrast, individual skills, which are
apparently connected with varying qualifications in different countries, seem to be
transferable and allow immigrants to get jobs that matches their skill levels relatively well.
Relating these results to the situation of immigrants in the German and the Canadian labor
market, one can state that although their formal qualifications do often not match the
requirements of their actual job well, they are still able to use their individual skills
comparatively well.

In line with Perry, Wiederhold, and Ackermann-Piek (2014), a major disadvantage of direct
skill mismatch measures is that they focus on only one skill domain: here, numeracy. It would
be ideal to extend the scope of skill mismatch to other non-cognitive skills that are
unfortunately not directly assessed in PIAAC (Perry, Wiederhold, and Ackermann-Piek 2014,
163). The results show that the group of immigrants face the problem of qualification
mismatch in the sense of being over-qualified for their job far more often, while the extent to
which skill mismatch affects this group is not that much larger than for native-born
respondents.

Skills mismatch has been linked to incomplete and asymmetric information, transaction costs,
and unresponsive education and training systems (ILO 2014a, 17). The measures of
employers and employees to overcome these information asymmetries were also investigated
by conducting case studies in different companies in the ICT and health sectors. These case
studies theoretically refer to the signaling and screening model (Spence 1973; Stiglitz 1975)
and aim to identify the approaches and methods that employers use to make decisions
regarding foreign qualification and skill recognition.
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ABSTRACT

Like many industries, the sawmills and wood-processing industry experiences the impact of
computerised technology and is encouraged to reorganise workplace management and
promote continuing education and training (CET). Validation and recognition of competences
can help enterprises dealing with these issues. Within this article, I examine the situation in
the Austrian region of Styria. Empirical research suggests a slight divergence from the social
science discourse as concerns the impact of technology, however indicates the potential of
validation in line with the CET perspective and points out how to adjust validation practices to
make them a useful support for workplace management.

Keywords: workplace education, recognition of prior learning, industrial relations,
organisation studies, adult education

INTRODUCTION

The current industrial deployment of computerised technology requires more from employers,
more than ever, validatation and recognitjon of employees’ full potential, making the
workplace a hub for learning and continuous occupational development (Pfeiffer, Ritter,
Schiitt, & Hillebrand-Brem, 2017). In this regard, practices for the validation of competences
are considered a valuable support for workplace management and continuing education and
training (CET) (CEDEFOP, 2014; Dehnbostel, 2018).

This paper presents preliminary findings of a study concerned with computerised technology,
workplace management, CET and validation of competences in the forestry and wood-
processing industries in the Austrian region of Styria. The study applies the strategy of use-
inspired basic research (Schrader & Goeze, 2011) and an embedded mixed-methods design
(Creswell & Plano Clark, 2007) to accomplish two goals: to develop evidence-based practices
for the validation of competences in order to support CET planning, and to generate evidence
to improve theoretical models of validation and CET.

Being aware of the terminological ambiguities of the concept validation of competences
(Bohlinger & Miinchhausen, 2011), within this study it is understood to mean structured
practices for the identification, documentation, assessment and recognition of competences a
person has acquired throughout his/her life regardless of the learning context (CEDEFOP,
2014). Validation of competences is consequently the practice by which individual knowledge,
skills and attitudes are made explicit and provided with an objective and instrumental value,
which then can be utilized to strengthen individual development, to plan CET or to increase
mobility on internal and external labour markets.

In the following, I discuss evidence from industrial sociology to identify tendencies and then,
using documents from interest organisations, statistical data and expert interviews, I address
two questions from the first phase of the study: how do experts describe the workplace
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situation and CET in the sawmills and the industrial wood-processing branch? What do the
findings imply for validation practices?

LITERATURE REVIEW

Computerised technology is changing the composition of labour and consequently the
workplace demands. An improved and more adequately educated workforce is, thus, required
to complete tasks too complex to be taken over by computers (Dorn, 2015). There is much
evidence to corroborate these arguments, however, this evidence needs to be put into
context. Kirchner and Matiaske (2019) candidly admit that despite the massive research effort
of recent years, neither empirical evidence nor theoretical models suffice to provide a clear
picture of how technology is effectively changing work and workplace demands. I discuss
some evidence from three well-known studies. They only account for a very small share of
the discourse, yet, nevertheless, provide a solid foundation.

Frey and Osborne (2017) found that not only rule-based routine tasks — as commonly
presumed — but also more manual and cognitive non-routine tasks are susceptible to
computerisation. They predict that low-skilled jobs in transport, logistics and industrial
production, and even medium-skilled administrative jobs could be replaced by computers.
Regarding education, they claim “that as technology races ahead, low-skill workers will
reallocate to tasks that are non-susceptible to computerisation — i.e., tasks requiring creative
and social intelligence. For workers to win the race, however, they will have to acquire
creative and social skills.” (Frey & Osborne, 2017, p. 269) This study provides important
evidence, however, among others, Hirsch-Kreinsen (2017) argues that it could well be that, in
fact, the very low-skilled tasks will become more important as computerisation races ahead.

Autor (2015) sides with the medium-skilled workforce. He argues computerised technology
replaces labour; but, more importantly, it complements human labour and therefore even
raises its value. He emphasises that while medium-skilled fasks are susceptible to
automation, medium-skilled jobs are not because they involved many different tasks that
could not be unbundled and fully replaced. Autor expects that “middle-skill jobs combining
specific vocational skills with foundational middle-skills levels of literacy, numeracy,
adaptability, problem solving, and common sense will persist in coming decades.” He appears
confident that they “will combine routine technical tasks with the set of nonroutine tasks in
which workers hold comparative advantage: interpersonal interaction, flexibility, adaptability,
and problem solving” (Autor, 2015, p. 27). Both of these studies draw heavily from the Anglo-
American economy. The picture, though, seems to be different in the German-speaking
economies.

Pfeiffer (2018) draws from qualitative research and argues even routine-based tasks of
industrial production include an implicit and, therefore, underestimated degree of complexity.
For this reason, the workplace-based dual-track vocational education in the German speaking
countries prepares workers adequately for complex demands because it builds up “labouring
capacity”. By this, she denotes the implicit capacities of people built up through experience.
“Humans develop labouring capacity constantly through the course of their life, applying
subjectifying action to all environments they encounter and embracing all dimensions of
reality in their everyday life within and beyond what we today call the work place [sic]”
(Pfeiffer, 2018, p. 212). The most important question is, thus, how the specific potential of
workers can be recognised and utilised to meet organizational challenges.

33




34

Altogether, as with Pfeiffer, I agree with Warning and Weber (2017) that the management of
continuing professional development is pivotal in handling challenges related to computerised
technology. Moreover, the potential of validation needs to be emphasised since the more
complex and unpredictable the workplace, the more important it is “to give both the
employee and the employing organisation tools to better match what the employee needs
and what the organisation requires in terms of performance” (Schein & van Maanen, 2016,

p. 165).

METHODOLOGY

Based upon the strategy of use-inspired basic research (Schrader & Goeze, 2011) and the
embedded mixed-methods design (Creswell & Plano Clark, 2007), during the first phase of
the study (Dec. 2019-May 2020), by March 5™ 2020, five interviews were conducted, in which
seven experts (in total) participated. In addition, two 60-minute meetings (Aug. & Dec. 2019)
with the partners from the interest organisation of the Wood Cluster Styria were held to
collect basic information and define the sample of experts according to the following criteria:
the experts have extensive experience, a broad overview of the entire sawmills and industrial
wood-processing branch, and represent the different sub-branches. Four of the interviewees
are members of a Chamber of Commerce committee, which adds to their qualification as
experts (Tablel).

Table 1: Information on the expert interviews

Typ_e O.f Branch Interviewees Duration
organisation
Production and

Industrial construction of Union ,
Int-1 . - ) 35

enterprise prefabricated representative

wooden houses
Chief executive of
the chamber of
Sawmills and commerce branch

Int-2 Chamber of wood-processing | Chairperson of the 54’

Commerce industr sawmills and wood-

y )
processing
industries, owner of
a sawmill
Sawmill, processing

Int-3 Industrial of timber, Chief Executive 347

enterprise production of euro Officer (CEO)

pallets and pellets
University
Int-4 CET provider Continuing CEO 38’
Education




_ Production of Chief Technology
Int-5 Industr_lal parquet, staircases Officer (CTO) 567
enterprise and renewable
energy HR Manager

We asked the experts to talk about four topics: structure of the industry and one’s own sub-
branch; the portfolio, organisational structure and challenges of one’s enterprise; current and
expected future workplace demands in the enterprise; CET and Human Resource (HR)
Management in the enterprise.

Each interview was conducted by two members of the research team, transcribed by a third
team-member and then sent to the interviewees for feedback and finally analysed. For
transcription and analysis, the MaxQDA program was used with application of the qualitative
content analysis according to Mayring (2010) for summarising and coding.

FINDINGS

The following presentation of findings from the first phase of the study, concentrates on five
issues addressed in, and deduced from the expert interviews. They are: structure of the
industry, impact of technology, job and task requirements, participation in, and provision of
CET.

Structure and Computerised Technology

In 2019, the forestry and wood-processing industry in the region of Styria included 5,300
enterprises with roughly 55,000 employees. There are several branches: forestry, sawmills
and wood-processing (production of manufactured board, windows, staircases or parquet),
construction of prefabricated wooden houses, and several trades processing and creating
handcrafted goods. They produce a gross output of nearly 5 billion Euros per year, which
places the forestry and wood-processing industry among the economically most important
industries of the region (Holzcluster Steiermark, n.d., 2019).

Focussing on the sawmills and industrial wood-processing branch, among its major
characteristics is the size of the enterprises. Currently, there are 170 sawmills and 50
enterprises for industrial finishing. Out of these 220 enterprises, 150 have less than 10
employees, while only 15 have less than 100 employees. Regarding computerised technology,
these very small enterprises have experienced significant difficulties resulting from restricted
budgets and non-existent resources for neither machines nor the organisational development
that would be necessary to implement new technology (Int-2).

Computerised technology has, in the last decades, greatly changed the processing of timber
and the use of manufactured wood in the production of goods as well as in the workplace
management. Similarly, the use of raw timber, for instance, has massively declined due to the
increase of manufactured board. The greater demand for manufactured board on the market
is driving out those enterprises that do not offer or process manufactured board. In all of
Austria, manufactured board accounts for an estimated 90% of the total production and this
is operated by less than 5% of the enterprises (Int-2).

Front-runner enterprises appropriate automated technology and consequently start
implementing new forms for the organisation of work in order to compete in the market. For
instance, a parquet producer is currently cooperating with higher education and research
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institutions in the development of prototype wooden materials to be used in cars. Such
cooperation and R&D requires a project-based organisation of work (Int-5). Some
construction companies are experimenting with a module-based assembly line, which brings
together several trades involved in building prefabricated houses in a new work environment.
Also, this type of workplace organisation creates hew demands for employers and workers
particularly regarding the deployment and development of transferable, transversal and
interpersonal competences.

A study by the Austrian Institute of Economic Research suggests that the industrial
processing of wood might be susceptible to computerisation. According to the authors, it is
expected that those working on production lines are at risk of being substituted by automated
machines in a mid-term projection (Peneder, Bock-Schappelwein, Firgo, Fritz, & Streicher,
2016). This result does not fully correspond with the interviews of this study. Workers in
small and very small sized enterprises are, to lesser extent, at risk of being replaced than
those in the larger ones since the smaller ones cannot afford automated technology and
workers still need to do manual craftwork (Int-2 and Int-4). Even in the larger enterprises,
some tasks are too complex or it would be financially inefficient to replace a worker by a
machine (Int-3).

Job and task requirements and continuing education and training

The most recent Continuing Vocational Training Survey (CVTS5) revealed that up to 20% of
the workforce in the Austrian wood-processing industries have completed only the minimum
amount of nine years of schooling and roughly 63% have completed the dual vocational-
education track. Moreover, it was indicated that 80% of the enterprises provide their
employees with non-formal CET courses and just 33% of the employees actively participate in
these courses, accounting for the third lowest rate of all industries surveyed (Statistik Austria,
2018). These figures suggest the Matthew-Effect, saying that participation in CET strongly
correlates with the level of formal initial education. This was already considered a massive
problem for the wood-processing industries some years ago (Tritscher-Archan & Schmid,
2008).

Other than non-formal courses, half of the enterprises encourage conference participation,
41% provide on-the-job-training, 28% quality circles and every fifth uses job rotation. The
vast majority of three quarters of all learning is to improve task-specific competences rather
than transversal competences (Statistik Austria, 2018). The interviews conducted so far
suggest some tendencies concerning the participation in and provision of CET, with some of
them confirming the survey data.

Jobs and work tasks require a mixture of task-specific competences mostly related to the
processing of wood and task-supporting competencies such as, in particular, the handling of
machines. Except for carpenters building wooden-frame houses, who need to be trained
specialists (Int-1), the desired employee would receive a dual specialisation as a wood
technician and as an engineer. Interpersonal and personal competences such as
communication, customer relations or self-sufficiency are considered crucial in almost all
areas of work. What seems to be desired, but not generally required, are entrepreneurial
competences and project management skills. Considered most important across all interviews
are literacy and numeracy as well as a professional attitude and the motivation for continuous
professional development.
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CET Participation is often obligatory since audits or courses on industrial standards have to be
completed. When operating machines or working on the production line, a regular update
concerning the function of the machines and security measures is indispensable. Most of the
other provisions, however, qualify as on-the-job-training in the form of mentoring, job
rotation or project-based learning. In a construction company, it was contended that the
workers would not need much continuing education simply because they learn almost
everything just by doing it (Int-1). While mentoring seems to be the absolute favourite type
of learning arrangement, the other measures appear to depend on the size, branch and the
degree of innovation aspired by the enterprise.

Provision and participation seem to relate to the individual and his or her motivation. It seems
to be the organisational culture and manager’s leadership qualities that regulate how much
and what kind of learning is provided to whom. The CEO of a large sawmill told us that he
organises private English conversation courses at the workplace or provides journals and
books for his executives and line managers (Int-3). Regarding participation, it seems to be a
matter of individual interest in the work and career ambitions that drive the learning and, as
a result, career development. In the same sawmill, the current executive manager of
production previously pursued a dual-track vocational education to become an electrician,
which he quit and instead entered the sawmill as an unskilled worker. After more than 20
years, he re-started and finally finished his vocational education as a wood technician and
successfully became a manager (Int-3).

To conclude, an exemplary case was reported by the CTO and the HR Manager of a parquet
producing enterprise. Right before a sales meeting, they realised that nobody on the team
spoke the client’s language. The CTO, then, remembered a conversation with a line
executive, who had mentioned that one of the line workers could speak this language. This
worker joined this, and several following meetings as a translator and cultural mediator and
eventually received an offer for a job-rotation internship and the opportunity to change from
the production line to the sales department. As the HR manager added, thanks to the
informal communication between the middle management and the upper management, it
was possible to manage this situation. However, if they had had a systematic documentation
of the competences of their employees, they would have been prepared for such a situation
in the first place and could be using the potential of their employees more efficiently (Int-5).

IMPLICATIONS

Based on social science literature, statistics and expert interviews, the following needs to be
considered in the development of validation practices.

Notwithstanding that some enterprises do invest in computerised technology and the
accompanying reorganisation of the workplace, it is to be expected that for the small and
very small enterprises, which account for the major part of the industries, the issue of
technology might not be prevalent. For this reason, the actual workplace demands are likely
to diverge slightly from what is reported in the referenced literature. An exception appears to
be the work by Pfeiffer and colleagues and her concept of “labouring capacity” (Pfeiffer et al.,
2017; Pfeiffer, 2018).

Validation is intended to identify, document, assess and recognise all competences a person
has acquired, regardless of the context of learning (CEDEFOP, 2014). It seems very likely that
the issue of basic competences, such as literacy, numeracy or basic computer skills has to be
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seriously accounted for in any validation practice. Moreover, it must certainly be made
possible for any validation practice to address experiential learning because learning by
doing, whether accompanied by a mentor or done in a self-directed manner is perhaps the
most important source of learning within these industries. On the other hand, gaining the
whole picture of individual competences, formal education, especially the dual-track
vocational education, cannot be neglected. Especially, since, with the exception of obligatory
courses, it seems that non-formal CET is not such a major source of learning.

Lastly, staff responsible for workplace management, CET or HR in the enterprises and
workers themselves must be made aware of the logic and benefit of validation and must be
given tools and methods, which are easily applicable and usable (Dyson & Keating, 2005). It
would certainly be counterproductive to directly transfer existing measures without tailoring
them to the specific needs and organisational resources in the target branches or enterprises.

LIMITATIONS

Due to COVID-19 and the consequent challenges for industries, unfortunately, several
planned interviews with other experts from the sawmills and wood-processing industry and
from HR management had to be cancelled or postponed. Thus, with only five interviews and
viewpoints of seven people, the research presented in this paper is limited in scope and must
be understood as anecdotal. Given that no research of this kind has been conducted in the
forestry and wood-processing industries in Austria over the last decade, however, the findings
are still a valuable starting point. They certainly reveal tendencies to be counter-checked with
the literature and indicate what to look for in the remaining study.
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DERIVING A THEORY OF LEARNING FROM SOCIAL MOVEMENT
PRACTICES: A SYSTEMATIC LITERATURE REVIEW
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ABSTRACT

The purpose of this roundtable is to present preliminary findings from a systematic literature
review (Tight, 2019) of conceptual and empirical studies on social movement learning (SML).

Keywords: social movements, social movement learning (SML), systematic literature review

INTRODUCTION

“activism in itself is the practice of adult education” (Hill, 2004, p. 87)

The field of Adult Education is rich with general theories of learning (e.g., Illeris, 2018;
Merriam & Baumgartner, 2020), but limited in terms of theories of learning within social
movements. In the subfield of what has come to be called social movement learning (SML),
there are a number of conceptualizations of SML (e.g., Hall & Turay, 2006; Holst, 2002;
Niesz, Korora, Burke Walkuski, & Foot, 2018), but little learning theory development based
directly on empirical studies of SML. In an effort to move the field toward a theory for social
movement learning, we are conducting a systematic review (Tight, 2019) of empirical
research studies in adult education across practices from labor movements, environmental
movements, queer movements, social justice advocacy, healthy awareness movements, and
women’s movements.

RESEARCH PURPOSE AND METHODOLOGY

Given the number of empirical studies we found for this literature review, we feel that the
field is ready to begin this theoretical project. We realize that our effort is only a beginning,
and we present it to the field with the hope that others will engage in this long-term project
of theorizing the nature of learning in social movements.

To collect and identify our case studies, we purposely focused on empirical research studies
and did not include works which conceptualize or theorize social movement learning outside
of actual empirical studies of SML. To date, we have identified 60 empirical studies focusing
on adult learning and education within social movements. Coding has consisted in analyzing
the studies based on Engestrém’s (2018) four questions on learning theory: Who are learning
participants? Why do they learn? What do they learn? How do they learn it? To compensate
for what we consider to be a core feature of SML, we added a fifth question: What are they
learning for? This question addresses the issue of directionality of learning and the dialectical
relationship between learning and education in social movements.

FINDINGS

In our initial review of the empirical studies, we have identified five elements we believe are
building blocks for a theory of learning in social movements.
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The Degree of Intentionality of Learning

Learning within movements varies in terms of its degrees of consciousness and intentionality.
Our review has confirmed Schugurensky’s (2000) framework of three forms of informal
learning: self-directed learning (intentional and conscious), incidental unintentional learning
(unintentional but conscious), or social and spontaneous learning (unintentional and
unconscious). Our review has, however, also found evidence for formal and non-formal
instruction (intentional and conscious) as a major part of the pedagogical work of social
movements.

From Event to Experience and Education

Faced with encouraging or frustrating events from social movement participation, activists
cannot help but keep asking questions about their practice, the reason for, and the result of,
their work. Participants of social movements apply a variety of tools to educate and organize
one another, and one of the most common tools is reflecting on events. Members of social
movements witness or participate in events that are not turned into learning experiences
unless and until they revisit and reflect upon them.

Agency and Autonomy

Social movement learning is rooted in a core belief about the agency and autonomy of
members of movements in their community. This agency stems from the idea that individuals
are the creators (subjects) of their own learning rather than mere objects that need to be
educated. The autonomy is built on their willingness to create “counter-hegemonic” learning
which values the knowledge and experience of learners over experts. Additionally, autonomy
is necessary for workers, women, and indigenous people to create their “useful” knowledge
that comes from their very own context. These groups choose to engage and learn from
meaningful activities that reflect the “situation of real people” (Gillespie & Melching, 2010).
Though agency and autonomy can be viewed as individual aspects, they facilitated
community and collective empowerment.

The Collective as Powerful

Another element of SML is the role of the collective as a means to reclaim power. Movement
participants use their group as a source of power from which they feel they matter,
experience solidarity, and actively engage in solving problems that confront their movement.
SML plays an integral part in building and reclaiming power against oppressors.

Learning in Reverse

Finally, our review affirms Baltodano’s et al. (2007) notion of “learning in reverse”. This
element refers to the disappointment or negative learning that can tear movements apart or
weaken them. This learning can be a result of intergroup conflicts or members’ burnout. As
much as SML is about building collective power, agency, and autonomy it can also be learning
that leads individuals to believe their work has no significant impact.

CONCLUSION

Present research tends to focus more on activists’ experiences and explicit educational
activities. Future studies along these lines, should identify the learning process that emerges
from the pedagogical work that turns events into experience through conscious reflection. In
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addition, this focus could help us understand better how people transform and make use of
the knowledge generated from these experiences.

Moving forward, more empirical research efforts are needed to explore ways to capture the
invisible, incidental, and unintentional part of SML. In addition, more focus on the negative
aspects of the learning will certainly provide valuable insights and findings.

As researchers, we are particularly interested in movement pedagogical work that
purposefully creates learning events and revisits and reflects upon them. We believe that this
pedagogical work demonstrates the dialectical relationship between education and learning. It
potentially leads the field to consider the need for a theory of learning and education in social
movements.
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ABSTRACT

This interpretivist study explored how adult education program context interactions,
conceptualized from a dignity framework, afforded and constrained program planner agency.
Fourteen adult education program planners implementing collaborative interventions
participated in semi-structured interviews about their work in underperforming urban schools.
Planners’ dignity was affirmed when they managed to create effective program practices in
the open and fluid context with good evaluative/feedback mechanisms and when they were
given credit for success. Dignity was constrained by vertical gaps in organizational systems,
overly ambitious goals, and interpersonal interactions that inhibited problem solving while
also holding them accountable for those problems. These dimensions of planner dignity
illustrate context demands and planner actions not addressed in Cervero and Wilson's (2006)
conceptualization of planner negotiating as consultations, bargaining, and disputes.

Keywords: program planning, negotiation, dignity

INTRODUCTION

Cervero and Wilson (2006) explained adult education program planning as a “social activity in
which people negotiate with and among common interests at planning tables structured by
socially organized relations of power” (p. 85). In this theoretical framing, planner
competency is associated with the ability to negotiate power and interests while maintaining
a commitment to an inclusive participatory process of planning and implementation.

A number of studies have substantiated that power relations frame and affect how planners
advance their interests and negotiate competing interests (Archie-Booker, Cervero, &
Langone, 1999; Cervero & Wilson, 1994; Mills, Cervero, Langone & Wilson, 1995; Ryu &
Cervero, 2011; Umble, Cervero, & Langone, 2001). However, few adult education studies
have explored the interpersonal dynamics of negotiating interests and power, though social
psychology has a substantial literature (e.g., Savage & Sommer, 2016).

Yang and Cervero’s (2001) study of the relationship between programmers’ approaches and
the politics of the organizational context provides some insight into interpersonal dynamics.
They found that in high conflict contexts, planners employed either a tactic of passive
withdrawing or competitive aggressiveness. While these results suggest that interpersonal
and context dynamics affect what tactic is employed, the concept of negotiating has largely
been presented as an analytical task disconnected from the emotions and motivations that
inevitably underlie planners’ professional practice (Cervero & Wilson, 2006; Sork &
Kapplinger, 2020). Thus, to further refine and develop Cervero and Wilson’s (2006) critical
planning theory, research is needed that informs how setting and interpersonal dynamics
affect AE planners’ capacity and willingness to act.
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PURPOSE

The purpose of this study was to explore how context and interpersonal interactions affect
program planner agency. Interpersonal interactions and setting dynamics were
conceptualized using workplace dignity, which reflects an individual’s inherent value. Dignity
was selected because of its applicability to context defined as power relations (Cervero &
Wilson, 2006, Wilson & Cervero, 2011) including situations where planners’ power varies, and
where they often have low status.

LITERATURE AND THEORETICAL FRAMEWORK
Program Planning Theory

Cervero and Wilson (2006) defined planning as negotiated work structured by social and
organizational power relationships and their theory of AE planning employs the metaphor of a
planning table situated in the technical, political, and ethical domains of a program context.
The table metaphor reflects dynamic actions of planners and stakeholders. As they assert,
planning and implementing a program always involves planners negotiating in a space
characterized by power and interest where they exercise an ethical commitment to represent
stakeholders in service to an educational program.

In Cervero and Wilson's (2006) theory, power is both structural and relational and it both
enables and constrain planners’ capacity to act. Structurally, power may be relatively stable,
but they note that it is continuously negotiated. At the individual level, power is the capacity
to act reflecting that planners and stakeholders can exercise power as they negotiate
between and among political relationships and make judgments about the features and
outcomes of educational programs (Cervero & Wilson, 2006).

Cervero and Wilson (2006) characterize three types of negotiations: consulting, bargaining,
and managing disputes. These lie along a continuum from trust to conflict. Consultative
negotiations are mutual, friendly, noncoercive problem-solving. Bargaining refers to
interactions where individuals have both common and competing interests and therefore
mutuality may not be achieved as participants advance competing interests. Disputes reflect
highly conflictual interactions.

As a planner competency, negotiation reflects using analytical, experiential and intuitive
knowledge to creatively respond to evolving program conditions (Caffarella & Daffron, 2013;
Cervero & Wilson, 2006; Sork, 2000; Wilson & Cervero, 2011). However, as Sork and
Kapplinger (2020) noted, previous research on the Cervero and Wilson (2006) model has
largely shown that planning is affected by power and interests but has provided less insight
into how planners adaptively respond to context dynamics and exercise their power or
change tactics. As they articulated, less is known about how planners deal with conflicts and
dilemmas.

Thus, while Wilson and Cervero’s (1994, 2006) theory situates planner negotiations within
individual and structural power dynamics and multifaceted interests, consulting, bargaining
and managing disputes are largely presented as analytical abilities detached from the stress
and emotionality of asymmetrical power constraints and conflicting interpersonal
relationships. Understanding how planners experience context and interpersonal dynamics
calls for a way to determine what supports and constrains their sense of agency. We suggest
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that dignity is one support and constraint, and we examined the impact of dignity on
planners’ perceptions.

Workplace Dignity

Workplace dignity is a multifaceted concept, but it generally refers to the inherent worth,
intrinsic value, and esteem of all individuals (Bolton, 2007; Hodson, 2001; Lucas, 2015;
2017). It represents human flourishing as it is an essential need of the human spirit
manifesting as one’s innate human potential and sense of agency (Bolton, 2007; Lucas,
2015). As a framework, dignity has been used to study affirmations that support flourishing
and agency as well as problematic workplace procedures, policies, interactions, and power
dynamics that constrain worth and agency (Lucas, 2017).

Dignity has a situated character reflecting the subjective and evaluative experiences of self in
everyday interactions encompassing social vulnerability affected by one’s treatment by others
(Lucas, 2015; Sayer, 2007, 2011). Interactions that affirm one’s dignity positively validate
intrinsic worth and support agency. However, the hierarchical and instrumental nature of
relationships at work means that dignity is characteristically at risk. Thus, interactions that
result in a loss of dignity inhibit sense of worth and agency.

METHOD

A qualitative interpretivist design was selected because of the focus on the interactional
dynamics of power in program planners’ situated practice. The following research question
guided the study: What AE program planning context and interpersonal interactions,
conceptualized from a dignity framework, afford and constrain program planner perceptions
of agency?

The sample was comprised of 14 AE program planning leaders working in five 5 different
collaborative program reform projects in underperforming urban schools. All of the projects
had a collaborative component where planners from multiple agencies worked
interdependently at a school site to advance a specific program reform. Each project was
also supported by an embedded developmental evaluator. Some leaders oversaw the
program across multiple school sites and some of the leaders were school based. All were
engaged in working with other adults as a means to improve services for students.

Data were collected using a semi-structured interview protocol designed to investigate how
interpersonal and contextual power dynamics affect AE planners’ sense of dignity and
professional practice. The data for this study were collected as part of a larger study on
process use in developmental evaluation and were drawn from a set of questions designed to
elicit AE planners’ experiences of dignity affirmation and threat. Planners described times,
situations, or interactions in their work when they felt valued or respected, not valued or
disrespected, and where pressures seemed unrealistic.

Data were analyzed using a constant comparative method beginning with several readings of
the transcripts and then followed by first cycle descriptive open coding assigning basic
content labels (Saldafia, 2016). Data were then structurally analyzed by grouping codes by
the frames of dignity affirmation, dignity threat, and pressures (Saldafia). Finally, an axial
coding strategy was employed to identify dominant themes (Saldafa).
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RESULTS
Dignity Affirmation

Dignity affirmations were associated with individual and team interactions that built shared
and sustained program practices. This process involved the interpersonal work of fostering
collaboration and constructing a shared interest in the program, sometimes from scratch.

On the individual level, an overriding theme for the planners was that dignity affirmation was
experienced when they saw positive program results and when others recognized the
connection to their expertise. As Jake summarized in reflection on his work at a school and
sense of dignity, “we started seeing gains through a concerted effort, that experience is one
where I felt very valued and respected.” Other ways that dignity was affirmed was when
individual expertise was recognized by others through encouragement, feedback, or even the
request to lead an innovative project. Planners felt dignity whenever they were recognized
by stakeholders as a resource with knowledge and skills that advanced the project’s goal.

Another dimension of dignity was the product of practice-focused relationships that were built
over time through work as a team. Dignity was an outgrowth of interactions in which trust
and collaborative ways of work developed and was then sustained. For example, Ian, a
nonprofit partner external to a school, explained how increased understanding by the school
leaders of their work coaching teachers changed their inter-agency working relationship. As
he explained, when he and the coaches were notified by the school leaders that one of their
teachers was struggling, they immediately used that information in the next coaching session.
He described the development of trust occurring through the “coaches being a part of weekly
[school-based] leadership meetings and having an equal voice” and this collaboration was
described as “the best affirmation you can get.” At the group level, sense of planner dignity
was fostered by recognition that practices created were effective.

On another level, dignity affirmation was also associated with effective practices reflective of
the program as an entity, which also fostered other emergent practice changes. As Nathan,
an administrative leader working with a high school explained,
It isn't just one principal who's trying to push this forward but really you have a strong number of adults
now who really want the school to be successful. And, just seeing the difference in the pride of
performance that they have from the first year until now. You can see the difference, even in their
classroom set ups; it's a place of welcoming and they’re being thoughtful about what’s being presented
in the room and how it’s displayed.

It was important that the program be seen as a contributing and important part of the school.
These types of dignity affirmations were accomplishments situated within the contextual
dynamics of the lowest performing schools in an urban school district and the challenges of
inter-agency and interprofessional work. The planners contextualized these practice
developments as an outgrowth of work they described as hard, precarious, messy, and time
pressured.

Dignity Constraint

Loss of dignity was associated with obstacles that inhibited the development of practice-
focused agency and relationships. These derived from: a) numerous layers of vertical and
hierarchical organization, b) unmanageable, daily expectations that prevented planning and
intentional action, c) rigid, inflexible implementation of a program, d) poor evaluation
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practices by outsiders, e) the expectation of collaboration without the means or willingness
on the part of partners, and f) ineffective practices without feedback mechanisms.

The organizational structure of program management was a primary source of dignity threat
and constraint. Organizational dynamics and interpersonal relationships sometimes
undermined a planner’s knowledge and expertise. For example, Esty described being the
content expert and direct supervisor of literacy coaches placed in schools but felt that her
voice was not heard on the hiring committee for coaches. She described an ignorance about
the content of the work and what skill and talent was needed. “I'm not saying there
shouldn’t be a team to interview but I just get out voted when I am the one to work with that
person and know what kind of person it takes.”

Others said that those in the upper level positions lacked understanding of site conditions,
showed misunderstanding of the program, and outrightly excluded planners. Joy, a planner
in a central administrative role indicated that her project was not valued by other
administrators. She described feeling disrespected every day because her project was not
taken seriously and felt that others saw it as a “cute little add on.” As she stated, “no matter
how many times I ask to meet or talk about it or try to invite them to things or ask to be
invited to their things, there is just no overlap.” Despite her attempts to change the
interpersonal dynamics, she was routinely excluded.

Generally, planners noted that time as a resource was limited and that programs had overly
ambitious goals. Thus, they faced unmanageable, daily expectations. These constraints
included practical programming needs like gaining access to key stakeholders to carry out the
work as well as the urgency associated with high stakes implementation. Holly described
being in the second year of a project where she felt influential stakeholders would give up on
the program if they did not have notable improvements in a short amount of time.

Similarly, the constraint of being held to rigid and inflexible implementation of the program
also created an impasse in advancing a program, for example, being held to outcome
measures that were out of line with a program’s status. Brooke described the sense of defeat
when being held to a fast timeline to turnaround results on outcome measures. “When you
are seeing growth even if it's slow, it’s kind of defeating...How do you quantify how kids are
actually moving when you see movement, but it’s not reflected on a computer-based test? I
think that is frustrating.”

Planners described being misunderstood and offended when reporting strategies and
evaluation, generally implemented by outsiders where these were done without a sense of
program conditions. In one case, Emma, a school leader, described using a grant funded
position in @ manner different from other school sites in the project. In the evaluation report,
the practitioner in this position expressed a negative view of how the position was structured
without any ability to offer another perspective. As, Emma, the school leader, explained

I felt kind of offended they put [her claim of feeling like a babysitter] in the report because that’s her

perspective. I had to take a minute to get over that. I was pretty offended by that, saying it nicely.

Because basically, I think she was just bashing the leadership and the at the same time highlighting her

skill level and [claiming that] her skill level wasn't being used to its full capacity and by fault of possibly
me.

The challenges of collaboration were associated with feelings of frustration and lack of
movement on shared program interests. This expectation to collaborate without the means
or willingness stalled program implementation. These constraints were not presented as
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outright disputes but reflected challenging interpersonal dynamics and lack of a sense of
strategy or purpose. Kendra described having “a lot of meetings that felt pointless” and that
“there were a lot of people and a lot of voices and it didn't feel beneficial so more than
anything I just felt like my time wasn't being utilized.”

Like the challenges to collaboration, planners also encountered other ineffective practices and
the constraint on planners’ agency was the lack of any feedback mechanisms. In these
cases, it was unclear how to affect implementation and there was often a void in the space of
implementation or a lack of articulating the need for change. As Allison described, there was
a “fear to change course or direction” noting that if the practices weren't making traction or
gains then they needed to “shift gears.” However, there were few structural feedback loops
for making these types of adaptive changes and not enough discussion of alternatives.

Collectively, threats to dignity were situated in challenging interpersonal and organizational
dynamics that negatively impacted planners’ sense of value, worth and agency, inhibited
interpersonal relationship work that could foster appreciation for one’s contributions,
constrained developing shared understanding and assessment of practices, and stalled the
momentum of program implementation. While some of these dynamics can be interpreted as
evidence of power dynamics conceptualized in Cervero and Wilson’s (2006) model, the
concepts of power and negotiation do not fully capture the range of interpersonal work and
the emotional impact of dignity threats and violations in these relationships.

DISCUSSION AND CONCLUSIONS

This study contributes to understanding how interpersonal and context dynamics support and
constrain AE planners’ sense of dignity affecting their sense of worth and agency. Dignity
manifests as positive experiences of efficacy in a) practices, b) individual interactions, c) team
interactions, and d) collective accomplishments of programs. These results suggest that
planners’ agency is intricately connected to the program work they do, and dignity affirmation
is not limited to advancing their professional interests but a broader collective interest in what
programs achieve.

At the contextual level, planners face two types of challenges: The control of complexity and
control of the time frame for achieving the goals. For the planners in this study, their sense
of dignity was associated with collective interests of fostering learning and practice changes
that improved student learning experiences, bringing hope to distressed urban school
environments, and realizing student engagement and appreciation garnered from their
efforts. Not surprisingly, when planners could influence these collective outcomes, they were
more likely to report experiences of dignity and efficacy. For practitioners with these
experiences, there is both enough time to do the work and the time to effecting the
mechanisms and outcomes is shorter.

Interpersonal threats to dignity were associated with planners’ feeling frustrated,
misunderstood, hesitant, voiceless, pressured, excluded, offended, and defeated. These
findings suggest that planners experience significant emotions that constrain their agency.
Cervero and Wilson (2006) conceptualize agency as individual power and the capacity to act.
However, the findings suggest that the capacity to act is not the same as willingness to act
where willingness is constrained by the impact and emotionality of dignity threats and
violations.
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Finally, this study suggests the need to expand Cervero and Wilson’s (2006) conceptualization
of negotiation as consultation, bargaining, and managing disputes. As the findings show, in
these collaborative programs, even effective consultations were difficult to create, and
bargaining was emotion-laden work. Relatively few disputes were reported, but planners did
describe that interactions in the planning and implementation space were often misaligned
without clear mechanisms for feedback that could inform adaptive actions aimed at resolving
issues and gaps.
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QUESTIONING THE EXISTING AND FIND YOUR OWN WAY: LIFE &
VISION
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ABSTRACT

Diverse social, political and cultural changes offer lifelong opportunities for self-design and life
design, but also require subjects to behave and deal with them. This challenge becomes
particularly important in transitions. At the Johannes Gutenberg University in Mainz, a
concept was developed to accompany students in the transition from study to work. The
focus is on biographical methods that sharpen one's own standpoint through self-reflection.
Our contribution focuses on biographical reflection, in the context of higher education, with
its possibilities of professional pedagogical training and education, as well as the perspective
of using biographical methods of students in their later professional practice.

Keywords: Lifelong Learning, Biographical Methods, Innovation

INTRODUCTION

In life there are moments when you have to reorient yourself. In the course of the
deinstitutionalization of biographies and a growing destandardization of the sequence and
duration of life phases, especially during the transition to work, e.g. the increase in multiple
jobs, the increasing duration of the transition and growing insecurity, this orientation phase
has gained new relevance (v. Felden, 2010). Against this background, the course concept
"Life and Vision" was developed and implemented in multiple courses. The seminars offered
are about rethinking one's own point of view, possibly developing new patterns of thought
and designing an idea for one's individual (professional) future. The course takes place as a
three-day block event, either within one week or in the course of the semester. The course is
offered both in the regular pedagogical course (last Master's semester) and also freely
accessible to all students of the university within the framework of various advanced training
programs. Since early 2019 three courses have been held. The total number of participants
amounts to 43 students.

METHODOLOGY

The concept is following a constructivist didactic. Adult learning resembles the process of
constructing their individual reality. Adults learn solely within the framework of their
"subjective reasons for action" (Holzkamp, 1995), i.e. within the framework of their specially
conceived models that form reality for them. Adult learning is a "systematic, multiple
reflective and self-activity-oriented confrontation of the adult with his own and others'
interpretations”. (Arnold & Siebert, 1995). Self-activity and contextual reference play an
essential role in learning and must therefore be taken into account in didactic action. From a
constructivist point of view, adult education should be less about conveying firmly defined
teaching content than about allowing personal interpretations of existing topics and thereby
enabling one's own access to specialist knowledge - "learning from within" (Arnold & Siebert,
1995). The challenge for teachers here is to enter a "mode of admission" (Lenzen, 1991), not
to anticipate learning content, methods and procedures completely, but to allow learners to




participate in all four partial activities of learning (information processing, learning
organisation, learning coordination, determination of learning objectives) and in deciding on
their viability (Cf. Siebert, 2007). This increases the motivation to learn and thus creates the
basis for the implementation of the learning processes Reich regards as central: Construction,
reconstruction and deconstruction (cf. Reich, 2012). Reich himself describes these three
levels as "basic perspectives" (Reich, 1996) of systemic-constructivist didactics. He argues
that constructivist pedagogy should give all people the opportunity to become
deconstructivists and supports the postulate "It could be quite different!” (Reich, 2012). The
Goal is to question the existing.

Against this theoretical background the seminar development was based on two already
existing concepts. The professors Burnett and Evans of Stanford University transferred the
principles of the innovation method of Design Thinking, which is recognized in the corporate
world, to personal life and career planning and designed an optional subject "Design Your
Life". "Design Thinking is a human-centered, creative, iterative and practical approach to
finding the best ideas and ultimate solutions for people's needs" (Brown, 2008). In Germany,
an equivalent concept exists with "Work-Life-Romance" (Kétter/Kursawe, 2015).

Contents Design Thinking Method

Design Thinking is made up of various steps which build on each other and also reflect the
structure of the event:

o Define individual framework conditions and goals and thus develop concrete
ideas for the future.

o Develop visions and ideas on how the professional and private situation could
look in the future. Implementation of exchange opportunities for participants.

o Develop and try out life plans.

o Plan further steps and start implementing the ideas.

Example exercises:

e Method for self-reflection: Diary entry after energy consumption and fun/flow during
various activities.

e Creation of a life script and a work script (in writing), check for congruence.

e Discussion about different work drafts.

e Survey interviews across the entire breadth of the work field, contact with media
pedagogues and adult educators.

e Small group work on external image and self-image.

As already mentioned, the course takes place as a three-day block event. The first day is
used to observe and understand yourself. The methods are mainly focused on the past and
present. On the second day, perspectives can be defined on this basis and the methods
support the concrete planning of the bigger picture for the future. On the third day the task is
to formulate realistic goals and plan the procedure for the coming weeks and months.

RESULTS

The evaluation was carried out both quantitatively in the form of questionnaires and
qualitatively via free text fields. The evaluation of the last three sessions (April 2019/July
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2019/September 2019) gives a very homogeneous positive feedback. 43 out of 43
participants stated that they would recommend the course without reservation.

Quantitative Evaluation

The quantitative evaluation was carried out using standardized evaluation questionnaires,
which are used in the context of university quality management. The evaluation shows that
the participation helps students to orientate themselves in the process of transition from
study to work. A total of 32 out of 43 participants stated that participation in the course
helped them (very) much in the process of their career finding process (Fig.1).

The workshop helped me in my career
development process.

Strongly agree Agree Neither agree Disagree Strongly disagree
nor disagree

e el )
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Figure 1. Results quantitative evaluation — Career finding process. N=43

The overall rating of the course gives an even more positive feedback. The students rate their
participation as (very) satisfactory (Fig.2).

Overall | was satisfied with the course.
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0 |
Strongly agree Agree Neither agree nor Disagree Strongly disagree
disagree

Figure 2. Results quantitative evaluation — Overall satisfaction. N=43




Qualitative Evaluation

The free text fields of the questionnaires serve as a first qualitative evaluation. A total of 44
statements were made. Above all, the open exchange, the appreciative atmosphere and the
connection to their very own reality of life made the course participation a positive
experience. Students feel inspired, the course content has helped to sharpen career plans
and sharpen their own point of view. The seminar is also rated as the "best" class of their
study program, clearly distinguishing it from other courses. But suggestions for improvement
are also mentioned. On the one hand, some people wished to have a little more time for the
individual tasks. On the other hand, since the focus was based on the practice of reflection,
some theoretical foundations were missing.

Sample quotes free text field:

Quote 1:

This seminar was the best in my entire studies (incl. Bachelor). The framework of the 3 block courses
was absolutely appropriate, the three lecturers were very well coordinated and although I am already
quite sure where I will go (professionally), I was able to learn a lot about myself!

Quote 2:

It is by far the best course of the program, as the focus is on the student's own learning competence in
combination with their own learning biography. We have not had the opportunity to question our
professional focus - lifelong learning - on ourselves. The event should take place in parallel to the
studies in order to actively work on individual and professional decisions and to come to a constructive
exchange with others.

CONCLUSIONS

Diverse social, political and cultural changes offer opportunities for self-design and life design,
but also require subjects to behave and deal with them. This concerns both professional and
private fields in which students operate. In addition, the learning worlds are becoming more
heterogeneous. Increasing individualisation and the fast pace of everyday life form the
context in which adult education work takes place today. In addition to formal and non-
formal learning contexts, informal learning contexts are increasingly coming into focus. These
diverse influences have an impact on the current perception of oneself and the future shaping
of professional and private roles. The challenge of reorientation is an omnipresent component
of life organisation (keyword: "lifelong learning"). For this reason, self-reflection seems to be
a central means of ascertaining one's current and future (professional) situation and gaining a
perspective that helps to see one's own biography as a resource (vgl. Lerch 2019).

One way to support this reflexive process is through biographical work as it is stated here in
the course concept “Life & Vision”. Our teaching experience and evaluation show that the
course can be integrated meaningfully at various points throughout the studies, since all
phases of transition require orientation support measures. This finding is even more
important in times, where there is hardly time for education as "interruption" (Pongratz 2010,
p. 10), as a searching movement (Klingovsky 2019, p. 12). Thus, the transformational
educational process (cf. Jorissen 2014, p. 16), the formation of oneself as the work on one's
own self, on new conditions and environments (Marotzki/Jérissen 2010, p. 8) is often in
contrast to these tendencies. At the same time, however, there is a great potential in the
irritation triggered by biographical work for newly developing discourses and newly opened
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up spheres of activity, which can be made fruitful above all in the context of university
teaching. Accordingly, it is the task of universities to mark and shape an educational space,
where this is possible. “Life & Vision” offers numerous methods of providing and opening up
these educational spaces, particularly for the study of adult education.
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RESUME

Nous présentons des résultats d’'une recherche-action ayant eu lieu a Montréal entre 2017 et
2019 (Bélisle, Roy et Mottais, 2019) ou trois organismes communautaires et un centre
d’éducation des adultes (CEA) ont mis en commun leurs ressources pour soutenir le maintien
et le rehaussement de compétences en lecture et en écriture d'adultes sans études
postsecondaires.

Mots clés : Littératie (/iteracy), lecture (reading), écriture (writing), environnements écrits
dynamiques (dynamic literate environments), organismes communautaires (grassroots
organizations), partenariat (partnership), Québec

INTRODUCTION

Les résultats des enquétes sur les niveaux de littératie de la population québécoise, comme le
Programme pour I'évaluation internationale des compétences des adultes (PEICA)
(Desrosiers, Nanhou, Ducharme, Cloutier-Villeneuve, Gauthier et Labrie, 2015), montrent que
I'environnement des individus et le fait d’avoir des activités de lecture ou d’écriture, réalisées
sur différents supports, dont ceux numériques, au travail, dans le bénévolat et ailleurs
favorisent le maintien des compétences en littératie. Cependant, ces mémes enquétes
indiquent que I'environnement des individus peut aussi contribuer a la perte ou a la
dégradation de ces compétences au fil du temps (ex. : Murat et Rocher, 2016; Willms et
Murray, 2007). On constate que les adultes sans études postsecondaires, surtout ceux sans
diplome, sont ceux qui sont les plus a risque de voir leurs compétences en lecture et en
écriture décliner, puisque plusieurs d’entre eux n‘ont pas une occupation les incitant a lire et
a écrire.

Si les spheres de vie des adultes comportent une variété de situations pouvant faire appel a
de la lecture et de I'écriture, toutes n‘auraient pas le potentiel de favoriser le maintien des
compétences déja développées, voire de les améliorer (ou de les rehausser) (Bélisle, 2007).
La contrainte ou la liberté, ou la perception de contrainte ou de liberté, influencent la
mobilisation ou non de compétences. Ainsi, reprenant la terminologie de Le Boterf (dans
Bélisle, 2007), les situations peuvent relever de demandes externes avec un haut niveau de
contraintes et auxquelles les adultes doivent se conformer (ex. : exécution de consignes,
répondre a un test dans une enquéte sur la littératie) ou plutot a des situations ouvertes
initiées par les adultes eux-mémes et avec un haut niveau de liberté (ex. : initiatives
d’écriture dans la sphére domestique). Entre les deux extrémités de cet axe, on trouve une
variété de situations plus ou moins contraintes ou libres.

A la suite de travaux sur la pluralité de I'acteur du sociologue francais Bernard Lahire (1998),
on constate d'importantes variations dans les dispositions des adultes a I'égard de I'écrit,
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incluant les adultes rencontrant des difficultés face aux écrits scolaires ou administratifs (ex. :
Thériault et Bélisle, 2020). La seule exposition a I'écrit ne permet pas la mobilisation des
compétences (Bélisle, 2007) et le Conseil supérieur de I'éducation (CSE, 2013), un organisme
de I'Etat québécois qui conseille le ministere de I'Education, fait la promotion
d’environnements écrits dynamiques, suscitant la participation des adultes de bas niveau de
littératie, qui concourent a leur investissement positif dans I'écrit. C'est dans cet esprit qu’une
recherche-action a été initiée afin de documenter la création et I'animation d’environnements
écrits dans la communauté qui contribuent a la prévention de la dégradation de compétences
en lecture et écriture des adultes sans études postsecondaires.

METHODOLOGIE

La recherche-action a eu lieu dans deux quartiers limitrophes du sud-ouest de la ville de
Montréal (Québec, Canada) réputés pour leur tissu communautaire (Bélisle, Roy et Mottais,
2019). Elle avait notamment comme objectifs de bonifier et d’animer des activités avec de la
lecture et de I'écriture offertes dans la communauté et a documenter les perceptions des
acteurs concernant l'effet de ces activités sur le maintien et le rehaussement de leurs
compétences en lecture et en écriture, principalement les adultes sans études
postsecondaires (ci-aprés la population cible). Quatre organismes locaux (centre d'éducation
des adultes, bibliothéque publique, organisme communautaire de développement local et
d’aide a I'emploi, organisme communautaire en santé des personnes ainées) ont délégué une
personne mandataire a un comité de pilotage de la recherche-action, auquel s'ajoutaient la
coordonnatrice de terrain (une conseillere pédagogique de la commission scolaire
participante), la chercheuse et une auxiliaire de recherche. Un comité de suivi, constitué
d’organismes interpellés directement par ce type d’activités notamment une représentante du
ministere de I'€ducation, posait un regard externe aux étapes clés du projet. Ce projet a été
approuvé par le Comité d'éthique de la recherche — Education et sciences sociales de
I'Université de Sherbrooke.

Une soixantaine d'adultes (n=62) ont participé a la recherche, dont une quarantaine d'adultes
(n=36) faisant partie de la population cible. Parmi eux, nous avons les données plus précises
pour 33 adultes : 3 adultes ont la scolarité de niveau primaire comme niveau le plus élevé, 6
adultes ont fréquenté le premier cycle du secondaire seulement, 12 ont fréquenté le
deuxiéme cycle sans obtenir de dipldome et 12 ont un dipléme terminal du secondaire. Les
femmes sont majoritaires (3 sur 5 personnes). Parmi les 51 personnes qui nous ont donné
leur age, 30 personnes font partie du groupe des 25 a 64 ans et 20 personnes des 65 ans et
plus.

Les données recueillies I'ont été par observation de 21 activités, la collecte de documents
utilisés par les adultes lors des activités ainsi que des fiches descriptives d’activités préparées
par les mandataires des organismes, des entretiens individuels avec des adultes de la
population cible (n=11), un entretien avec la personne mandataire et une personne
gestionnaire de chacun des quatre organismes locaux, quatre groupes de discussion avec des
adultes (n=20), un groupe de discussion avec les personnes animatrices (n=4) et un
guestionnaire de relance par téléphone (n=26). Il y a eu deux vagues de collecte de
données, la premiere sur des activités régulieres des organismes communautaires, la
deuxiéme sur des activités bonifiées ou créées dans le contexte de la recherche-action. Les
analyses de contenu, réalisées par I'équipe de recherche et la coordonnatrice de terrain, ont
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été discutées et enrichies par les autres membres du comité de pilotage et les gestionnaires
des organismes, puis par les membres du comité de suivi.

La transférabilité des résultats comporte des limites compte tenu de la particularité du
contexte. Parmi les limites identifiées, on note la difficulté de certains organismes de recruter
des adultes sans aucun diplome et parmi eux les moins scolarisés (primaire ou 17 ou 2¢
année du secondaire). Une autre limite est la durée des activités observées qui varie
grandement : d’un atelier d’'une heure sur la prévention des chutes a un programme de
préparation a I'emploi de 16 semaines a raison de quatre jours par semaine et documenté
avec deux groupes différents, en passant par des ateliers de deux heures par semaine
s’étalant sur de 2 a 10 semaines.

RESULTATS

Des réalités et des pratiques diversifiées

Les adultes sans études postsecondaires ayant participé a I'étude ont des réalités
quotidiennes, des pratiques en lecture et en écriture et un sentiment de compétence face a
I"écrit diversifiés. Parmi eux, certains ont déja de riches habitudes de lecture et d'écriture et
un fort sentiment de compétence quand ils lisent ou écrivent. D'autres se sentent tres
compétents dans certaines situations de lecture (ex. : lecture de romans ou d'un journal) et
d’écriture (ex. : écriture de correspondance a des proches ou sur Facebook) et beaucoup
moins dans d’autres (ex. : remplir des documents administratifs). Nous en avons aussi
rencontré qui lisent et écrivent assez peu dans I'ensemble de leurs sphéres de vie.

On constate que le marqueur du sentiment de compétence le plus significatif dans les propos
de ces adultes se rapporte a I'écriture et aux fautes de francais : plus une personne juge faire
des fautes, moins elle se sent compétente, et inversement. Cependant, savoir que I'on fait
des fautes ne freine pas toujours I'écriture, comme chez Arthur qui occupe une grande partie
de son temps libre a écrire des textes de fiction, mais qui demande de I'aide quand il s'agit
d’un formulaire dont les réponses peuvent avoir un poids décisif sur 'obtention ou pas d'une
aide gouvernementale.

Dans des situations ou les personnes sont amenées a mobiliser leurs compétences en lecture
et écriture, par exemple dans un programme de préparation a 'emploi, des personnes
constatent une dégradation de leurs acquis développés a I'école : « Quand tu vas a I'école, tu
es habituée avec ces mots-la. La facilité d’expression. Tes phrases sont plus belles. Les
adjectifs sont comme mieux placés. » (Anne) Des personnes ainées se rendent compte que la
lecture et I'écriture deviennent plus difficiles avec I'dge : « Tu en perds, parce que le cerveau
n‘a pas la capacité de tout emmagasiner. » (Edith) Le manque de taches ou d'occasions de
lire et d'écrire dans la vie professionnelle est souvent mentionné. « Si tu n‘as pas une job
gu’on écrit beaucoup, bien tu perds... » (Léa) « Quand on lache I'école, tu écris plus tellement
apres. » (Gilles) Le manque d’occasion peut étre jumelé au manque de temps pour des
adultes occupant des emplois exigeants physiquement : « J'avais pas beaucoup le temps de
lire ou d'écrire, je travaillais sur la construction, c’était dur. » (Enzo) Bien que la venue d'un
enfant peut agir comme incitatif a un retour aux études ou aux pratiques de I'écrit (Mercier,
2016), l'inverse peut aussi se produire : « Quand j'ai eu mon enfant en 94, j'ai arrété de

lire. » (Agnés) D’autres personnes, au contraire, jugent avoir amélioré leurs compétences
depuis I'école. Le fait d'avoir travaillé dans un milieu qui demandait de lire et d’écrire est mis
de I'avant comme explication au maintien de compétences, voire a leur amélioration.
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Des stratégies qui prennent appui sur I'expérience des gens

Les résultats indiquent que les stratégies utilisées par les personnes animatrices lorsqu’elles
font usage de I'écrit en groupe sont également diversifiées. Une de leurs stratégies
d’animation, centrale pour un environnement écrit suscitant la participation des adultes de la
population cible, est de prendre appui sur I'expérience des gens. Les autres stratégies
repérées sont le soutien aux interactions en grand groupe, la mise en contexte de I'activité,
les jeux et les travaux d'équipe, la lecture a haute voix par les personnes participantes, le
retour sur les activités en grand groupe, I'aide personnalisée en écriture ainsi que la
transmission de renseignements. Quelle que soit la stratégie employée, les attitudes des
personnes animatrices et des collégues a I'égard de I'écrit ont de I'importance dans I'adhésion
aux activités faisant appel a la lecture et I'écriture. Selon une animatrice, il faut faire sa
propre introspection sur son rapport a I'écrit et, pour les personnes intervenantes pour qui
I'écriture est pénible, il faut faire « un effort particulier pour donner le golit aux autres d'en
faire et d'aimer cela » (Emilie).

Prendre appui sur I'expérience des gens est un des principes constituants de I'andragogie et
de I'’éducation populaire qui font de la parole, du vécu et des émotions des personnes qui
apprennent, le matériau principal a partir duguel construire les apprentissages. Dans les
formations structurées en milieux communautaires, I'hétérogénéité du vécu et de la scolarité
est fréquente au sein des groupes. L'un des défis est la gestion du temps, comme animatrice
d’un groupe, alors que certaines personnes peuvent compléter rapidement des activités
demandant de lire et d'écrire et d’autres demandent des explications supplémentaires et plus
de temps pour répondre aux consignes. Un autre défi est qu'il faut éviter que des personnes
dévaluent leurs compétences ou se sentent mises a I'écart si elles sont dans un groupe avec
plusieurs personnes ayant plus d’acquis qu’elles sur un sujet traité ou de compétences en
lecture et en écriture. Le sentiment d'efficacité personnelle (SEP) (Bandura, 1986) se
développe notamment par observation des autres membres d’un groupe et la comparaison
aux autres est constante, avec de risque de dévaluation si la personne animatrice n'intervient
pas. Par ailleurs, si les gens constatent qu'ils arrivent a suivre la méme formation que des
personnes plus scolarisées, le sentiment de compétence peut s’en trouver renforcé.

Un autre constat fait est que I'héritage scolaire est prégnant dans plusieurs des activités
documentées, tant chez les personnes animatrices que chez les adultes participant aux
activités. Le vocabulaire employé par les personnes animatrices reste attaché au contexte
scolaire : on parle de « devoirs » et « d’exercices », parfois de « corriger » ou non « les
fautes » et de trouver « des erreurs ». Pour les adultes aussi, certaines activités avec de la
lecture et de I'écriture rappellent I'expérience scolaire « on dirait qu’on est a la petite école »
dit I'une d’elle. Les nombreux usages de I'écrit dans la vie professionnelle ou citoyenne ne
constituent pas des références pour plusieurs des adultes rencontrés et méme pour des
personnes animatrices. Ce constat fait écho a des travaux sur I'entrée dans I'écrit et le
rapport a I'écrit (ex. : Bélisle, 2006) qui laissent penser que les personnes qui ont été
exposées a la lecture et a I'écriture seulement au moment de leur scolarisation, ou par des
parents ayant de fortes dispositions scolaires, associent souvent encore le lire et I'écrire a
I"école, méme si ce sont des activités centrales dans la vie sociale et le travail.

Etre invité a lire et 3 écrire est bien accueilli

De facon générale, les adultes de la population cible ont apprécié qu’on les invite a lire et a
écrire dans les activités de la recherche-action et plusieurs jugent que c'était trés pertinent de
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le faire. Certains jugent avoir amélioré leurs compétences grace a cela, notamment ceux qui
disent lire ou écrire assez peu dans leur vie courante. D'autres, qui lisent davantage dans la
vie courante, disent aussi avoir amélioré leurs compétences en lecture et en écriture, y
compris en utilisant I'ordinateur. Il s'agit principalement d'adultes qui ont participé a un
programme de plusieurs semaines les amenant a écrire régulierement et a développer du
nouveau vocabulaire. Quant a ceux qui ne constatent pas de changements dans leurs
compétences, il s'agit d'adultes qui disent déja lire et écrire régulierement et qui ont participé
a des ateliers de plus courte durée, avec quelques activités les invitant a lire des textes courts
ou a noter des informations ciblées.

La moitié des personnes répondantes au sondage téléphonique indiquent que depuis leur
participation aux activités documentées par la recherche-action, elles se sentent plus en
confiance face a la lecture et a I'écriture, ainsi que dans la qualité de leur francais écrit. Ces
réponses viennent principalement de personnes inscrites au programme de 16 semaines de
préparation a I'emploi. La majorité des personnes répondantes précisent avoir consulté les
documents remis lors de ces activités. Quelques-unes mentionnent qu’elles aimeraient
participer dans les prochaines semaines a des groupes ou des clubs de lecture ou d'écriture
ou a d’autres ateliers. Chez les personnes retraitées, se familiariser a 'usage de la tablette est
souvent mentionné, alors que chez les parents de jeunes enfants, on indique vouloir
continuer a améliorer ses compétences pour aider son enfant.

Cingq défis rencontrés par les partenaires

Cinq défis semblent au cceur des actions pour collectivement créer et animer des
environnements écrits favorables au maintien et au rehaussement de compétences en lecture
et en écriture des adultes sans études postsecondaires.

Le premier défi, crucial, en est de recrutement. Il s'agit de rejoindre les adultes sans études
postsecondaires, particulierement ceux sans dipléme, ce qui suppose de documenter le
niveau de scolarité des usageres et usagers. Ce défi a été rencontré méme lors de la
deuxieme vague des activités ou les organismes ont tenté de rejoindre plus d’adultes moins
scolarisés. Ce défi n'est pas propre a la présente recherche-action, puisqu’il s'agit d’'une
population parmi laguelle on trouve des personnes isolées qui participent rarement aux
activités de la communauté (ex. : Martin et Boyer, 1995). Cet effort de recrutement ciblé
exige de le conjuguer avec une autre fagon de concevoir la littératie et d'inciter les gens a
améliorer leurs compétences en lecture et en écriture. Plutot que de nourrir un discours
alarmiste sur I'analphabétisme, discours auquel les personnes interviewées ne s'identifient
pas, mettre en valeur leurs acquis, quels gqu'ils soient, et la possibilité de les améliorer dans
sa communauté parait susciter davantage la participation. Ainsi, animer des communautés
actives dans le maintien et rehaussement des compétences en lecture et en écriture demande
de se doter de moyens novateurs pour attirer les personnes aux activités dans la
communauté ou, comme cela a été fait lors de certaines activités de la recherche-action, les
rejoindre directement dans leur milieu de vie (ex. : ateliers dans les habitations a loyer
modique). Une fois ce recrutement ciblé réussi, il faut s'assurer que ces adultes sont soutenus
pour gu'ils se sentent a leur place dans un groupe hétérogene, qu'ils puissent mobiliser leurs
compétences sans géne, qu’on s'intéresse a leur rapport a I'écrit et adapte les activités pour
nourrir le plaisir de lire et d’écrire dans des situations variées. Les activités documentées dans
cette recherche-action permettent d'observer que, lorsque s‘installe la confiance dans le
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groupe, la mixité des parcours (sur le plan de la scolarité notamment) peut étre un facteur
d’avancement et d’inclusion.

Le deuxieme défi identifié lors de la recherche est de dépasser I'héritage scolaire, qui
imprégne fortement les pratiques, les idées et les concepts autour de I'écrit, tout en le
valorisant, et de se rappeler que lire et écrire sont des pratiques importantes dans la vie
courante et au travail. Le troisieme est d'amener les organismes d’autres secteurs que celui
de I'’éducation a travailler dans la perspective d'apprentissage tout au long et au large de la
vie pour devenir des environnements écrits dynamiques. Le quatrieme est de mettre en place
une action territoriale et systémique permettant a des organismes de divers secteurs de
s'engager et de s'interinfluencer. Finalement, le cinquieme défi est de se doter d'une
coordination de projet qui soit sensible a la fois aux réalités des organismes locaux, scolaires
et communautaires, et a celles des adultes, que cette coordination ait déja de I'expérience de
partenariat et qu'elle soit a l'aise avec une approche inclusive.

CONCLUSION

Notre recherche-action (Bélisle et al., 2019) permet, au plan théorique, de bonifier ce qu’on
entend par environnement écrit dynamique (dynamic literate environment) (Hanemann et
Krolak, 2017). Quant aux implications au plan de la pratique de I'’éducation des adultes, elles
concernent par exemple le recrutement, les stratégies pour rejoindre (reaching out) et
soutenir la participation des adultes non diplomés du secondaire aux activités offertes dans la
communauté, la pertinence pour des organismes non scolaires de documenter le niveau de
scolarité des usagéres et usagers pour s'assurer qu’on rejoint les moins scolarisés, le role
crucial des organismes communautaires et d’éducation populaire pour favoriser des pratiques
de lecture et d'écriture des populations marginalisées.
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ABSTRACT

This paper describes an international comparative analysis of how learners are portrayed in
adult literacy education policy research. Although adult learners are rarely referred to directly
in adult literacy education policy or in policy research, a range of assumptions about them
may be inferred through close analysis. In a previous metasynthesis of adult learner
portrayals in qualitative research more generally, Belzer and Pickard (2015), identified a
typology of character types that were predictably employed in descriptions of adult learners
across a large variety of qualitative research texts. They argued that these types are likely to
“drive the action” in terms of further research, policy, and practice just as they drive the plot
in literary narratives (Propp, 1968). Similarly, character types in policy analysis can also be
revealing. Using the previous typology as a “start list” of analytic codes (Miles & Huberman,
1994), a constant comparative method (Glaser & Strauss, 1967) was used to identify policy
character types. Doing so with the adult literacy education policy research literature can
inform thinking about who the policy is really for, what is valued, and who benefits. This, in
turn, can provide researchers with a distinctive lens for policy analysis and critique.

Keywords: adult literacy, comparative policy analysis, international, symbolic policy
interpretation

INTRODUCTION

While demographic characteristics of adult learners and population studies of literacy skill
have been undertaken, they do not and cannot portray the diversity of learners and the
resources, experiences, and challenges they bring to the classroom. A systematic description
of learners’ characteristics has been called for in order to gain a richer and more complex
picture of adult learners as a way to better meet their needs (Comings, Parrella, Soricone, &
National Center for the Study of Adult Learning, and Literacy, 1999; D'Amico, 2003).

In a meta-analysis of the qualitative research literature, Belzer and Pickard (2015) analyzed
and interpreted descriptions of adult learners in response to this identified gap in the
literature. They found that these portrayals could be categorized into five character types
which they called The Heroic Victim; The Needy, Problem Child; the Broken (but repairable)
Cog; the Pawn of Destiny; and Competent Comrade. It is unsurprising that researchers tend
to focus on different aspects of adult literacy learners, not only because the learners are
enormously diverse, but also because researchers are diverse. “The conduct of research is
fundamentally shaped by what a researcher has chosen to pay attention to and the theories
and methods he or she draws upon to gather and interpret evidence. It may also be shaped
by his or her political commitments, social position or identity...Research arguments are
necessarily partial and selective, consisting of abstractions or models that considerably
simplify and smooth over the complexities, contradictions, and ambiguities of reality itself (cf.
Bailey, 2003, pp. 2-10)" (Rosen, 2009, p. 279). For this reason, they argued that it is




important to reflect critically on these types and to ensure that understandings of adult
learners are more complex and well-rounded than these types suggest because, like
characters in fiction, they help shape the plot (Propp, 1968) and, in the case of adult literacy
research, the ongoing formation and design of policy, research, and practice.

In this paper, we turn a similar analytic lens on policy research specifically. In doing so, I
took up a symbolic interpretive stance which looks at policy in terms of tacit meanings,
implicit understandings, and attempts to define, categorize, and interpret an intrinsically
ambiguous reality (Rosen, 2009). As Gale (2001) notes, there is no one shared policy
analysis methodology, but from a symbolic interpretive stance there is an assumption that
there is something to be uncovered that is not explicitly stated in policy texts. I also assume
that “policies are inherently ideological and subject to contestation” (Searle, 2004, p. 82).
Rosen (2009) argues that symbolic policy analysis focuses on “expressive” and “constitutive”
elements of policy discourse. The former unpacks the ways in which policy communicates
cultural values and beliefs; the latter digs down into the ways in which policy constructs
reality. She observes that constitutive processes create categories and labels which often
reinforce existing inequality. It is the category of the low literacy skill adult in policy
documents as described by researchers that I take up here. In so doing, I raise the following
questions: Who are the (imagined) learners in policy documents pertaining to adult literacy
and what is their positionality? The images of adult learners that are implied by policy
documents matter because they, in turn, cause “truths” to be constructed (Taylor, 2008).
These can tend toward a focus on individual deficits rather than the structural barriers that
contribute to low literacy in the first place (Chapin, 1995)

METHODOLOGY

This policy analysis takes a somewhat unusual approach to source material. Rather than
compare actual policies, we drew on researchers’ descriptions of policies. We made this
decision for pragmatic reasons. Because adult education/lifelong learning policies are often
spread across a number of documents and are frequently updated and revised due to social,
political, and economic shifts (e.g., (Gadio, 2011; Kenea, 2014; Sayilan & Yildiz, 2009;
Walter, 2002), it can be difficult to know which policy to focus on in each country and feel
assured that it is the most current and relevant. In keeping with the previous analysis of
researchers’ descriptions of adult learners (Belzer & Pickard, 2015), we therefore focused on
researcher descriptions of policies. However, we very quickly found that there really are no
descriptions of learners in either the policy or researchers’ descriptions of policies. In fact the
learners are imagined, drawing on the symbolic constructions only implied in policies.

I/8A\\

Using the search terms and their variants “adult literacy education”, “adult basic education”,
and “education policy or strategy” in various combination, results returned 45 relevant policy
descriptions from 16 different high, medium, and low income countries (Australia, Botswana,
Canada, Ethiopia, Finland, Mali, Nigeria, Nepal, New Zealand, Pakistan, Sweden, Tanzania,
Thailand, Turkey, United Kingdom, United States) and four transnational studies. Using the
previous typology as a “start list” of analytic codes (Miles and Huberman, 1994), a constant
comparative method (Glaser and Strauss, 1967) was used to identify the policy character
types described below.

RESULTS
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Policy formation is deeply rooted in problem definition (Chapin, 1995). In the policy
documents examined for this analysis, the problem overlaps with the stated impact of the
problem and the target of the policy. However, the causes of the problem are generally
obscured. Specifically, the problem of low literacy skill is blurred with the impact of low
literacy on the national level (and only rarely on the individual or the local community levels).
While the causes of low literacy are not explicitly stated, that the target of the policy is adults
with low skills, the symbolic inference here is that, in some way or another, adults with low
literacy skills are The Problem character in the policy narrative. Given that national adult
literacy policy strategy shifts with different political moments and that adults with low literacy
skills play no role in shaping those strategies, they are also framed as The Pawns of the
policy. In this way, their opportunities for literacy learning are changed with little to no
reference to their needs and at any time; typically they have no agency, but are assumed to
help countries “win"” (e.g. at development or global competitiveness) when properly “moved”.
Adults with low literacy skills in every policy description seem to embody these two character
types. In addition, depending on the context, history, and the time, adults with low literacy
skills are also characterized as The Afterthought, The Engine Gears, The Game Token, The
Competitor, The Competent Citizen, The Equalizer, The Independent Agent, and The
Vulnerable One.

The Problem

In high income countries, adults with low skills are repeatedly held responsible for economic
problems and they are often singled out for services based on the public resources they use
(with the assumption that they would use less of if upskilled). In examining the metaphors
present the U.K.’s Skills for Life policy document, Taylor (2008), for example, noted that low
literacy skills are referred to as “a brake on the economy” (Skills for Life Strategy, 2001,
Foreword). Potential adult literacy learners are also framed as the problem by how they are
identified. They are assumed to be in need (and therefore problematic) of adult literacy
services which are explicitly targeted at welfare recipients, low skilled youth, non-native
speakers and others deemed as disadvantaged (Hodgson, Edward, & Gregson, 2007). The
symbolic communicative and explicit policy discourse encourages those in the U.K with low
skills “to view themselves as the enemy of a productive society or the cause of our economic
problems” (p. 135). St. Clair (2015) had similar observations. He analyzed the U.S. text
“Making Skills Everybody’s Business”. Although not technically a policy document, it is a vision
statement published by the federal office responsible of allocating and overseeing federal
funding for adult literacy education. It is aligned with and responds to key policy documents
and has significant policy implications. He points critically to the statement in the document
“what adults know and can do—not just how many years of education they complete—
strongly affects economic growth” (USDoE, 2015, p.5, as cited in St. Clair, 2015) not only
because it is an empirically questionable claim. It also points to adults with low skills as a
drag on the economy.

Hussain and Salfi (2010) provide perhaps the most evocative version of the The Problem
character among the documents explored. At the same time they illustrate the overlap
between low literacy and low skilled adults as The Problem when they describe the impetus
for literacy policy in their country:

Pakistan falls in the list of developing countries which are facing...similar problems...: population
explosion and lack of basic necessities of life; housing and medical care; poor standard of living...; low
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productivity and high birth rate; primitive modes of agriculture and lack of modern industrial technology;
and shortage of trained manpower which deter socio-economic development... There are many reasons
for these problems but the major cause of all these problems is low literacy...which is an indispensable
means for effective participation in the societies and economies of the twenty first century (UNESCO,
2003). (p. 353)

Here, the authors provide a version of The Problem that is stated in similar terms over and
over across the developing world. While adults with low literacy skills are not named as the
problem, they are its embodiment.

The Pawn

Every policy description that includes a policy history related to adult literacy education
demonstrates that policies shift with the political, economic, and social context (both national
and global). The shifts reflect changing resources, priorities, and ideologies. Sometimes
these shifts are triggered by internal changes in power. For example, Turkey had five
national literacy campaigns between 1928 and 2001. Sayilan and Yildiz (2009) argued that
literacy policies there “have...become tools for different economical and political interests
during different periods of republican history” (p. 736). Each campaign shared some
common goals, but also served unique purposes, from modernization and secularism, to
economic development, to increasing gender equality. Kenea (2014) compares three policy
documents each from a different political period in Ethiopia. The first initiative triggered a
literacy campaign that depended on the initiative and effort of students who were seen as
bringing low skilled adults out of the “darkness” of illiteracy. The next initiative was shaped
by international donors and was grounded in a functional literacy approach but with little
support for building a system for service provision. The third campaign was launched during
a revolutionary period and was understood to be ideological and for the purpose of
indoctrination. When a military socialist government came into power in the 90s, adult
education was not a part of the education policy initiative.

These two examples help illustrate that adult literacy education is often provisional in terms
of funding, systems, approach, and purpose and goals. Even if permanently institutionalized
(for example, in high income countries), it seems that literacy programs can be cut and re-
purposed at will (Ade-Ojo & Duckworth, 2017; Hamilton, M. & Pitt, 2011; Hamilton, Mary,
2014; Hillier, 2009). They also make clear that the policy decisions are in the hands of those
who have the power to move the “pawns” around; the pawns have no say in how their needs
are or are not met.

The Afterthought

This characterization is especially common in low-income countries with extremely scarce
resources. Although the countries who frame adult learners as "The Afterthought” generally
have a lifelong learning strategy in place as signatories of various transnational educational
goal statements, their focus is on basic education for children. Even when systems are put in
place for adults, they replicate primary education systems and structures. Although intended
for adults, they treat learners like children in terms of curriculum and instructional approach.
At best, adult literacy education is marginalized. For example, in Tanzania, Bhalalusesa
(2005) reports that even though the country is a signatory to the Education for All strategy,
“...heavy emphasis is placed on primary education while adult education, as part of basic
education is only partially mentioned [in the national education strategy]” (p. 77). Similarly in
Nigeria, adult education policy is embedded in their so-called Universal Basic Education plan.
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Some have criticized this decision because it makes the policy too oriented toward the
education of children (Kazeem & Oduaran, 2006). The Afterthought is also expressed in high
income countries through already relatively small budgets that are often the first to be cut
during economic downturns.

The Engine Gear, The Game Token, and The Competitor

These three character types are all related as they are each characters who are assumed to
play a role in the economic development and global competitiveness of their countries. In
low-income countries the emphasis is on literacy for development, and in higher income
countries literacy is framed as a key element in winning the global competition for primacy in
the world market. In spite of adult literacy education frequently being an afterthought in
national education policy strategy, literacy skills are frequently touted as a key engine of
development in low-income countries and as an important contributor to the national
economy in more wealthy countries (e.g., Bhalalusesa, 2005; Kazeem & Oduaran, 2006;
Kenea, 2014; Maruatona, 2011; Mpofu & Youngman, 2001). This makes adults who improve
their skills important “gears” that can turn that engine. In high income countries the turn
toward neo-liberalism and human capital development, make adults seeking to improve their
skills out to be game tokens that can be collected and counted as successes (e.g., Black &
Yasukawa, 2016; Hamilton, M. & Pitt, 2011; Hamilton, Mary, 2014; Smythe, 2015). In this
scenario, adult learners are meant to be joining the competition by being self-reliant,
responsible for their own outcomes, and flexible (Loeb & Wass, 2014). This makes them
competitors in the race for resources, opportunities to succeed, and to get ahead, regardless
of their goals, resources, and personal and community contexts.

The Competent Citizen, The Equalizer, and The Independent Agent

These three character types are also related to each other in that they all assume adult
learners to have agency and to be capable of meaningful work on behalf of themselves and
their country. They are competent, contributing members of democratic societies. They also
have ample personal resources they can bring to bear to the task of improving their literacy
skills. In Nigeria, The Competent Citizen is implied by an education system that believes
learning should lead to a “fulfilling life” and contribute to national development. In other
words learners can meet their own needs which in turn will serve the nation as skill levels
rise. There, all levels of society were called upon to join together collectively to reduce or
eradicate mass illiteracy. In describing the Nigerian National Policy on Education Kazeem and
Oduaran (2006) state that “the central philosophy...was the integration of the individual into
a sound and effective citizen” (p. 38). Instructors had a number of directives to enact this
philosophy including “faith in man’s ability to make rational decisions” and “respect for the
worth and dignity of the individual” (Federal Republic of Nigeria, 1977, 1981, 2004 as cited by
Kazeem & Oduaran, 2006, p 39). With a strong hint of neo-liberal expectations because of its
emphasis on individual responsibility, Sweden empowers its adult learners as Independent
Agents to develop individual study plans which assumes that learners can and should be their
own agents of learning, taking responsibility for identifying and pursuing their goals for
literacy and language development.

CONCLUSIONS

It is important to note that policy texts and the research that they engender do not exist in a
vacuum. They are shaped not only by national social, economic, and political conditions, but
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also by external triggers such as international population study findings, policy guidance and
targets from transnational organizations such as UNESCO, and donors and NGOs with their
distinctive agendas and ideologies (Hamilton, Mary, 2014; Smythe, 2015). Despite some
common ideology, ethos, and goals across much of the world, however, each country creates
its own scenery within which the character types are outlined. Unlike most narratives, the
character types in policy texts and research are more talked about in abstractions and
generalizations than with the fine detail of character-driven narratives. It seems that here,
the policy “plot” drives the characters, forming them without their engagement or agency and
with little reference to the reality of who they are, why they are where they are, or what they
themselves truly need.

Policy efforts to improve literacy among the adult population must envision more complex
and “rounded” (Forster, 2010) character types that account for the interrelationship between
improved skill and economic development as well as individuals and their communities in
ways that increase agency, equity, and social justice and decrease poverty. As a contribution
to this effort, Rosen (2009), from a symbolic analysis perspective, suggests that “researchers
should...aim to foster broad-based discussion of how...[policy] problems are constructed or
defined in the first place. To the extent that these efforts provoke or support discussion of
the values, goals, and assumptions involved in such definitions and the consequences of
action on them, policy analysts can play a more constructive, educative role in policy
processes” (p. 281).

Chapin (1995) offers a helpful concluding suggestion to make Rosen’s ideas more pragmatic.
She argues for a “strengths perspective” to policy which builds on the resources and
strengths of the policy targets rather than their struggles and pathologies. This assumes,
however, that policy problems are understood to be socially constructed, have multiple
explanations, contested, and negotiable. Perhaps most importantly, adults with low literacy
skills should be made visible in the policies. They should be portrayed not as an abstract
shadow projected on Plato’s wall or a Godot-like character, talked about but never seen.
When the actual lives, needs, interests, resources, and challenges of adult learners’ lives
animate policy, policy is much more like to successfully meet their needs, increase learning
outcomes, and reap substantive individual and social rewards.
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ETHICS AND INTEGRITY IN A VISUAL RESEARCH PROJECT
INVOLVING REFUGEE YOUTH
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ABSTRACT

We examine the ethics of using visual research methods, mainly participatory photography in
adult educational research, with a focus on a project involving refugee youth in Atlantic
Canada.

Keywords: arts-informed research, participatory photography, refugee youth, ethics.

INTRODUCTION

In this paper, we refer to a SSHRC funded study' in Atlantic Canada involving refugee youth
to discuss complex and challenging ethical dilemmas involved in an art-informed method -
participatory photography - at several stages of the process. The participatory photography
research method is a relatively new but a continuing trend in Adult Education and deserves
careful consideration in our field. We highlight the cultural, social and contextual situatedness
of ethics and provide practical suggestions for ethical research using visual research methods.

Because of the power of photography to arouse emotions, promote deep reflection, and
communicate feelings, ideas, and experiences (Brigham, Baillie Abidi & Calatayud, 2018),
researchers have turned to photography as a research method. Participatory photography
offers valuable opportunities to expand the depth of research participants’ voices as they
share their stories, name their realities, engage in critical dialogue, and promote awareness
of their experiences within a group (Brigham et al, 2018, p. 104). The photos and the
narratives related to the photos lend themselves to creative and engaging knowledge
dissemination, increasing the accessibility of the participants’ stories, broadening the
audience and having potential impact. Ethical considerations related to “the protection of
subjects from harm, the right to privacy, the notion of informed consent, and the issue of
deception” (Merriam, 2009, p. 230) have to be addressed at all stages of the research. We
begin with the preparation stage.

THE PREPARATION STAGE

In our study, as with any research, we had to reckon with issues of power, trust, and
ownership (Castleden, Garvin, & Huu-ay-aht First Nation, 2008). While the benefit of
participatory photography is that it is participatory and the participants are in effect
co-researchers who have control over their representations in the study (Brigham, Baillie
Abidi & Calatayud, 2018, p. 105) as researchers, we had to avoid “parachute research”
(Castleden et al, 2008, p. 1401). That is when a researcher parachutes into a community for
a short time, without taking the required time for the community to know them or for the
researcher to get to know the community in an effort to build trust.

Research projects using participatory photography will usually entail involving established
community partners who have networks in the community and long-term connections with
policy-makers/people in positions of power early on in the research stage. Community
partnerships also allow for a broader reach for recruitment. Our research team' included two
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team members who work with the Nova Scotia settlement association who had an established
relationship through their program with some of the youth who subsequently participated in
our project and the first author has been working in the Halifax community with refugee and
immigrant families for over 15 years. These relationships and positive reputations in the
community helped the team build trust over time.

Participatory photography methods often aim at social change and empowerment, yet this
can sometimes be challenging. We needed to avoid “raising false hopes or unrealistic
expectations amongst the participants of photovoice projects who are positioned to be the
champions for social change in their communities” (Johnson, 2016, p. 799). For this reason,
we recommend that in the early planning stage, researchers seek the support and interest of
community and policy-makers. We involved a community partner (Youth Art Connection) who
has established relationships and networks and whose mission is to work with youth of all
backgrounds to grow a successful career and life (YAC, 2019). Further, we agree with Duffy
(2011), who talks about the polysemic nature of the concept of empowerment, arguing that it
can mean learning a new skill, taking part in political action, and gaining critical awareness of
surrounding social concerns, among other things. The development of those skills and actions
were central to our project.

Once the research had been planned, the ethics review had been approved, and the
participants were recruited and had consented to participate, we began the training and data
collecting stage.

THE DATA COLLECTION STAGE

Taking photographs can be an intrusive activity. Preparing participants for possible negative
responses, such as criticisms and hostility, is important. In addition, regular opportunities to
discuss participants’ needs, concerns and emerging problems throughout the study are
helpful. Prins (2010) reminds us that the camera is not “an accultural, intrinsically liberating
technology that produces similar results in any social cultural setting” (p. 427). She advocates
for a ‘judicious’ and socio-culturally informed approach to photography.

One of the strengths of the participatory photography method is that it allows participants to
express ideas that are not limited or constrained by words and language, yet it is important
to recognize that non-tangible topics to which participants may wish to bring attention to are
not always easily amenable to visual representation. For instance, in my own [Author 1's]
previous study, a participant wanted to convey issues related to her identity through poetry,
so she wrote the poem, typed it up and took a photo of the written poem. This example
shows the creativity of a participant in trying to convey ideas that do not lend themselves
easily to photographic images. It also suggests that in some cases, a process that includes
storytelling or reflective writing that helps to capture narratives and ideas beyond or outside
of photographs contributes to maintaining the integrity of the participants’ stories. Further, it
reminds us that a method that limits the research participants’ ability to share their stories in
a fulsome way becomes an ethical concern in that participants’ voices are partially or fully
restricted unnecessarily.

THE ANALYSIS AND DISSEMINATION STAGE

In our study, the analysis stage mainly occurred with the participants as they prepared for
the dissemination of the project. During group dialogues with facilitators throughout all the
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sessions, each participant had several opportunities to share the meaning of their photos and
talk about the overarching theme of our study: social justice. As each participant shared,
other participants and facilitators asked questions and made comments (e.g. “That reminds
me of a picture I took,” or "That’s the same in my culture!”). Participants also chose,
arranged, and grouped their own and/or other participants’ photos to tell a story or define a
theme. In this way, participants were engaged in thematic analysis on both an individual and
group basis. The participants’ captioning of their photos for the public event, their public
speaking at the event, as well as their songs, dances, and poems reflected their analysis of
their photographs and experiences.

At the dissemination stage, maintaining the rights and dignity of the participants, their
photographs and any identifiable subject in the photographs is complex. Essentially, at this
stage the researcher must consider, “Is my representation of the participants’ stories
respectful?” (Wiersma, 2011, p. 213). Because participants take photos they personally
choose to share and usually are involved in deciding what, where and how to share publically,
“sensitivity to the dignity of participants is implied ... [provided] that they are aware of the
subtleties of how images are interpreted and used” (Langmann & Pick, 2014, p. 711). Group
dialogue helps to draw attention to subtleties. However, dignity is a relative social construct
that is context dependent and what might be considered dignified “in one culture could be
considered an indignity in another” (p. 713). Therefore, researchers and participants need to
develop a heightened sense of awareness and sensitivity towards different cultural norms,
societal traditions and values in the research context. Protecting the dignity of research
participants means, among other things, respecting the participants’ culture and acting in
culturally appropriate ways. It also means doing research in a way that does not “demean or
reduce the person it involves” (p. 713). To this end, Langmann and Pick suggest that
researchers apply what they call a dignity-in-context approach that deals with dignity issues
in their situational context. Such an approach has the potential to sensitize the researchers to
“the relativistic nature of social and cultural norms” (p. 713). In our project, all photographs
that were shared publically, including those published online (e.g., on social media and
websites) were contextualized with descriptions about the purpose of the project and a
caption provided by the participant.

Some photography research projects can pose serious risks to the safety of participants. For
instance, in some communities, publishing photographs of disempowered groups, such as
those from the 2SLGBT communities might jeopardize their physical safety. Hence, the
importance of researchers being aware of the religious and cultural sensitivities underlying
their research contexts.

One school of thought about protecting the dignity of participants is to modify the
photographic images using digital technology to blur faces and disguise identifiable features.
However, this practice has been critiqued by several scholars such as Susan Sontag, Abigail
Solomon-Godeau and Martha Rosler who, in the words of Choi (2018), argue that
photography, “despite its inherent mechanical objectivity, manipulates, distorts, and thus re-
victimizes the subject in its pitiless formal attention” (p. 99). The idea of distortion and
manipulation can be regarded as a form of identity distortion and objectification of
participants (Langmann & Pick, 2014). For Close (2007), “the original, unaltered image is the
one on which interpretation of data rests and to present a defaced image would be no
different from presenting interview data whose language, grammar or syntax had been
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altered” (p. 30). Banks (2001 cited in Close, 2007, p. 30) suggests that the “fuzzy-face effect”
in photographs can carry connotations of criminality especially in the Western context. In our
study, there was only one instance in which one of the participants had to crop the image to
remove the part identifying a person who had not given consent to be photographed, but
other than that we did not have any need to manipulate or distort photographs to protect
confidentiality.

Given the rise in social media and the ubiquitous nature of taking photos that can be easily
and instantly uploaded and shared online, there is an increased chance of unanticipated and
unauthorized dissemination of digital images from the research. While the social web provides
research participants with readily available venues through which they can reach a wider
public, increase the exposure of their stories, and, thereby, extend the potential impact of the
research, publishing research-related visual content online can be ethically challenging. Once
a photograph is shared online it is no longer under the control of the participants or the
researchers. This may lead to psychological harm (including feeling demeaned, embarrassed,
worried or upset) for the participants and possibly to others by extension (such as family
members or any subject in the participants’ photos). Addressing this ethical concern requires
researchers to be clear with participants about this loss of control in perpetuity and having
discussions about the risks over the duration of the project, not just at the dissemination
stage. It is also important to make clear to participants that social media sites store
information on US-based servers, making the content subject to US laws. Participants should
expect that researchers will make every effort to ensure no sensitive, personal information is
included in photos and stories that are posted to these sites, and that all participants will be
given the opportunity to review and approve stories before they are posted.

As a semiotic form of meaning making, photographs can be ambiguous and sometimes hard
to understand. This is mostly due to their context dependence and to the fact that they can
be obscurely polysemic (Peck, 2016). Wang and Burris (1997) add that while photographs are
easy to collect they are “difficult to analyze and summarize because they yield an abundance
of complex data that can be difficult to digest” (p. 375). Related to this is the unpredictability
of the impact they can have on the viewer. Photographs do not represent the world
objectively. They are social constructs whose significance resides in “the way the people
involved with them understand them, use them, and thereby attribute meaning to them”
(Becker, 1998, p. 74). Photos are shaped and controlled by contextual social, cultural, and
political elements. They get meaning (and they can have multiple meanings) from the
conditions surrounding the making of the photographs and the context in which photographs
are viewed (Templin, 1982 cited in Adelman, 1998). They have meanings, which can be
inferred from the political, cultural, and social environments where the image was taken and
viewed. In this way, photos act not just on mechanical and cognitive levels, but also on an
emotional level. From a participatory photography researcher’s perspective this is a powerful
aspect of photography that helps participants visualize and share their experiences, thoughts,
knowledge and beliefs with audiences.

CONCLUSION

Ethical research practice is about producing credible and valid knowledge in an ethical way.
Ethics in photography-based research is a field of landmines. Researchers are required to
exert scrupulous attention and caution in addressing all the ethical issues that might
potentially compromise the safety of participants and undermine the validity and credibility of
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the whole research. The researcher should develop an acute sense of predictability and be
able to deal with ethical problems as they unfold during the research process. If anything, the
discussion of the various ethical issues covered in this paper brings to the surface the primary
fact that ethical conduct of research requires Riessman'’s (2005) “ethics-in-context approach”
(p. 473). Such an approach highlights the cultural, social and contextual situatedness of
ethics and requires visual researchers to address their ethical concerns in the light of the
immediate context of their research. Clark et al. (2010) call it “situated visual ethics” (p. 81)
arguing that “research ethics are contested, contextual, dynamic, and ... best understood in
real, concrete, everyday situations” (p. 82). Ethical research is relativistic and situated in
nature and no “one-size-fits-all ethical policy will emerge for visual research, and indeed,
perhaps nor should it” (p. 89).

Besides ensuring the safety of participants and the integrity of the research process and
always in the context of addressing ethical considerations, real or potential, photography
researchers must strive for a research process where relations of power between the
researcher and participants are levelled to the maximum. There is no such thing as a
complete power-free relation between researcher and participants (Allen, 2012). One way to
address this is through incorporating a participatory and dialogic approach; one that
empowers participants, values their voices and highlights their emic perspective.

We assert that participatory photography is a robust research method with huge potential.
We believe the advantages outweigh the limitations for research such as our project. We
hope that this paper demonstrates the complexity of ethical issues involved in doing
participatory photography research and that it provides insights for researchers interested in
using this method.
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MATURE STUDENTS MATTER IN ART AND DESIGN EDUCATION
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ABSTRACT

The creative practices of five people who had previously studied on an Access to HE course
(art and design) in the United Kingdom were explored through narrative inquiry. All had
participated in higher education after their Access to HE courses. After completing their
studies, the participants set up various Visual Culture Learning Communities (VCLCs) in order
to support people who did not have access to the arts through formal education. The
participants’ stories were analysed in relation to various types of altruism (entrepreneurial,
philanthropic, and selfless). It was found that the Access to HE learning experience stayed
with some of the participants and encouraged them to open up learning spaces for others.
Some of the ‘Access values’ relating to social justice, democratic education, student-
centeredness and community engagement were modelled and developed by the participants.
Their narratives suggested they were acting because of either entrepreneurial, philanthropic
or selfless altruism. This challenged some of the neoliberal discourses around the
individualistic motives of mature students that link access to higher education only to
increased economic rewards and status.

Keywords: Access to HE, art and design, altruism, visual culture learning communities, adult
learning.

INTRODUCTION

This paper considers the wider societal impact an Access to Higher Education (HE) (art and
design) course can bring that lies beyond the benefits to the individual mature student. It is
argued that the altruistic motives of some of the students extend the sphere of influence of
their education beyond themselves and their immediate families to other, wider,
communities. In the United Kingdom Access to HE courses were designed to facilitate
students without conventional qualifications progressing onto a degree course. They are
mostly taught in further education colleges but some are delivered within Universities. They
are similar to the enabling courses taught in Australia (Broadhead, Davies & Hudson, 2019).

By drawing on Nussbaum’s (2017) philosophical discussion about the nature of altruism and
Freedman’s (2015) work on the growth of Visual Culture Learning Communities (VCLCs), it is
proposed that some mature students use their artistic skills and knowledge to help others.
Through narrative inquiry, it can be seen that some students seek to share their skills and
knowledge gleaned from their learning experiences, including those from Access to Higher
Education. After leaving formal education, some mature students established informal
learning communities, in order to provide opportunities for others who wish to learn creative
skills, but are unable to do so in a school, college or university. The examples discussed here
are Sew for Change, Art School/Ilkley and TCL Collective. People who had previously studied
on an Access to HE course set up these learning communities and now they are choosing to
carry out these activities on the margins of mainstream education.

Within the context of neoliberalism, the importance of Access to HE courses is measured in
terms of getting students into highly paid careers (Broadhead, Davies & Hudson, 2019).

75




Universities in the United Kingdom currently collect data about what students do when they
have achieved their degrees through the Destinations of Leavers from Higher Education
(DLHE) survey. However, some students decide to use their skills in ways that may not bring
financial rewards or a stable job, but aim to benefit the wider community. Nussbaum (2017)
points out that altruism is multi-layered and complex; however, from the students’ own
stories it does appear that they are motivated to do good because they see that there is a
lack of opportunities for people to study the arts.

THEORETICAL FRAMEWORK

Two theoretical perspectives are considered in order to analyse the stories of experience
shared by participants who were or are mature art and design students. These are altruism
and Visual Culture Learning Communities (VCLCs). VCLCs are informal groups of people who
come together to learn about their art practices, support one another and share resources
(Freedman, 2015). It has been noticed, through narrative inquiry, that some mature students
have set up VCLCs after leaving formal education. A discussion of altruism may inform
proposed reasons why this has occurred. A critical reading of the literature on VCLCs is also
necessary in order to see how older people can fit into this model.

Nussbaum (2017) informed by the work of sociologist Kristen Monroe has explored altruism
asking if, ultimately, altruism is motivated by a desire to leave something behind after a
person has passed away. She identifies three forms of altruism.

Firstly, altruism practiced by entrepreneurs who seek wealth and influence, but whose actions
also have social benefits. Secondly, philanthropists who appreciate the benefits of their
actions to a particular cause, but still expect some personal gains (these could be in terms of
enhanced personal reputation, reciprocating factors, personal satisfaction. The benefit is
anticipated but may not actually happen.

The third model is that of selfless altruism where people do good because they see the value
of a good deed to the recipients. Nussbaum (2017) conceives selfless altruism as a mundane
matter rather than special behaviours of parents, friends or fellow citizens. Within this third
model, Nussbaum (2017) has identified two forms of selfless altruism. The first is a good
deed done because it will contribute towards the flourishing of human life in an Aristotelian
sense. The person is aware that it is good that they act well.

The second form is slightly different, where the good deed is seen to be necessary, but the
person’s own involvement in producing the action is not significant. It is the end result that is
important, it does not matter which person carries out the action for the greater good.

Nussbaum (2017) recognises that these models can appear as if the individual is rational,
stable and consistent. Altruism could very well be a more fluid phenomenon. Motivations for
doing good are likely to change as people’s experiences and contexts ebb and flow. For
example, Scott, Burns and Cooney (1998) discovered that mature students were more likely
to act with altruism, if they were confident that their families” material needs were being met.

Southan (2014) expressed scepticism that altruism and creativity were ideas that sat
together, claiming that if people were being creative when others were hungry or suffering
then this was not a means of making the world a better place. It could be argued that this
comes from an understanding of creativity as individualistic artistic practice. However,
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Freedman (2015) has argued that learning within the arts is concerned with participation and
collaboration and less to do with self-interested, personal practice.

It has been commented that some adult or mature students, in particular, do have altruistic
motives in returning to study (Davies, Osborne & Williams, 2002; Maguire, 2001; Scott, Burns
& Cooney, 1998). There has been a solid body of research about altruism and medical
education (Hilton & Slotnick, 2005; Bishop & Rees, 2007; Burks & Kobus, 2012). Can altruism
be seen in the actions of those who chose to study art and design subjects when returning to
education?

Freedman (2015) has stated that VCLCs are becoming an important form of pedagogy that lie
outside the academy. She argues that the visual arts should not be conceived as a personal
path to enlightenment but as a form of dedicated communal practice. Many people learn
about art in places other than schools, in museums, community centres or outside institutions
all together. ‘Non-traditional’ or mature students may enter higher education because they
have previously participated in a VCLC. They may continue to be part of such a community
after they have left education or be instrumental in setting up a new VCLC. VCLCs provide a
community of like-minded people, mediating against a lack of opportunities in formal
education. They create a safe space for diverse practitioners to develop their identities as
artists. Diverse practices that are sometimes absent in official sites of learning may be
recognised as legitimate creative activity. People who participate in VCLCs share resources
and skills. The informal structures of VCLCs can facilitate much-needed openings for
dissemination, exhibition and critical review.

Karpati et al., (2017) have described VCLCs comprising groups of adolescents or young
people engaged with expression and creativity outside formal education without adult
supervision. Examples include manga, cosplay, contemporary art, fanart video and graffiti.
They support young people’s identity formation through creative practice and active
citizenship. Freedman et al.’s (2013) research showed that VCLCs are formed because
formal art curricula are too narrow and there is a lack of availability of classes. It was also
found that VCLC members thought that art educators wanted to teach only traditional forms
of art and were not what interested in their practices. Participants thought there was an
adult bias against popular art forms in formal education. Many VCLC members said they were
part of the group to learn.

Freedman et al. (2013) at the same time constructed a binary opposition between young
people and adults. VCLCs are represented as being only for young people, creating learning
spaces that exclude adults. In addition, it is assumed that adults misunderstand VCLCs
believing them to be primarily about entertainment.

This paper argues that VCLCs can be set up by older people and can be places where
intergenerational learning can take place. The reasons people who were once mature
students create VCLCs may be understood in relation to the forms of altruism described by
Nussbaum (2017).

RESEARCH DESIGN

Qualitative research was undertaken based on narrative inquiry. This was because the
students’ experiences were central to this exploration and narrative is an effective way of
documenting life stories. Previous work had utilised narrative inquiry to investigate post-
access students’ experiences in art and design undergraduate education (Broadhead, 2018;
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Broadhead and Gregson, 2018). Narratives do not simply end and this research was partly a
continuation of earlier work, where one participant wanted to continue sharing their stories
after they had left university. Narrative inquiry is a means of seeing the connections between
significant incidents and longer-term impact beyond formal education (Andrews, 2014; Butler-
Kisber, 2010; Clandinin and Connelly, 2004).

The people, who had set up three VCLCs, were contacted and asked if they would like to
contribute to the current research project. One contributor (Eliza) came from Sew for
Change, one (Jake) came from Art school/Ilkley and three (Karen, Angela and Mandy) came
from the 7CL Collective. These people had all, at some point in their lives, been mature
students and all but one had previously studied on an Access to HE course. The participants’
names were changed to protect their identities. They were asked about their VCLCs, why
they had set them up and what impact their work had on other people. They were also asked
how their own life experiences had helped them establish their learning communities. Their
responses were initially collected through email and an informal interview. Afterwards the
participants created a presentation about their work, which was shared with other mature
students at an event called Mature Students Matter in Art, Craft and Design that happened in
November 2019.

FINDINGS

Sew For Change

Eliza, who had previously studied on an Access course completed her undergraduate
education and then went on to postgraduate study where she was able to take part in an
international residency in 2018. This turned out to be a critical event in Eliza’s story leading
her to make the courageous decision to take time off from her paid work to develop her own
creative practice outside the United Kingdom.

As part of an Erasmus+ project with a social design collective (Brave New Alps, 2019) Eliza
travelled to Rovereto, a city and commune in Trentino in northern Italy. Once she had
established herself there, she set up sewing workshops for refugees and migrants. Using her
textile skills Eliza (2019) aimed to, “find out what their future is e.g. stay in country or return
if possible, what they want their future to be and how they can make this happen?”

She sought to, “capture these questions/thoughts through the visual — by writing, mark-
making or drawing on fabric. This would then be embroidered and eventually ‘gifted’ back to
the women.”(Eliza, 2019).

Eliza worked on her project for three months, which has motivated her to develop more
projects that used sewing as a means of instigating social change.

Her presentation revealed how Eliza had also worked with many community groups in the
United Kingdom, where she taught dressmaking skills, and was able to use this to gather
stories from her learners. For example, she worked with a student-led initiative to tackle
Period Poverty internationally by running workshops where people could sew, assemble and
distribute reusable, washable ‘Days for Girls' sanitary kits. (Freedom for Girls, 2019). Eliza
claimed:

Two principal goals of helping: manage problems in living more effectively and develop valued

outcomes/ utilising opportunities. [Participants] become better problem solvers going forward. Sewing is
just another way! (Sew for Change, 2019).
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Eliza saw a need and that her skills could meet that need; she did not do this for financial
gain. Although she was supported in her trip to Italy and this was an opportunity for her to
travel, she did have to contribute a lot to the project herself. She also risked the stability of
her day-to-day existence by taking three months off work.

Art School/Ilkley

Jake was someone who had studied on a part-time Access course in art and design and then,
because of his previous experiential learning was able to undertake postgraduate study,
achieving his Masters in 2016. He then, set up Art School/Ilkley with his partner. Art
School/Ilkley held regular art workshops for young people after school and creative courses
for adults in the evening. In addition, there were regular weekend day courses that explored
drawing through stitch, printmaking and life drawing. Jake (2018) claimed, "My sense is that
the arts in schools are at an all-time low but there is a sea change. Access and undergraduate
study needs to be defended...the only available route for many at the moment.” He
continued:

I have worked on two collaborative projects, which involved residency, response and exhibitions. I am
also project managing new studio and exhibition space as part of the new project. This space will also
house Art School, of which I am joint founder, which runs workshops and classes for the community,
working with 11-18 year olds after school, and adult classes in the evening. This month, under the Art
School banner we have facilitated a Bradford School Trust to celebrate creativity in education. This
involves nine schools coming together for a single day of celebration, music, visual arts, performance
and dance. (Jake, 2018)

Jake went on to talk about how some of the students had used the sessions to prepare a
portfolio so they too could attend an Access course. Thus, a progression route had been
made into formal education for those who needed it.

My life experience has given me entrepreneurial skills, which helped me set up a project that would pay

its way. From the confidence, I have gained from Access and my Masters I have been able to pass it on
to other people. I treat them like professional artists. (Jake, 2019)

Jake founded Art School/Ilkley in order to provide art education for those who could not
access it formally. He is currently working with a wide range of traditional and ‘non-
traditional’ learners who wish to be creative practitioners through sharing his skills and
knowledge.

TCL Collective

The members of TCL Collective had met in higher education and decided that they would set
up an exhibiting group after they completed their Master’s course in Creative Practice. They
had worked together in many places in Ireland and the United Kingdom. “TCL Art Collective
are preparing for their forthcoming trip to Southern Ireland, Kinvara. Fellow artists will be
joining us. Our mission is to respond to place and generate work that will culminate in a pop
up exhibition at the KAVA (Kinvara Area Visual Arts) at the end of the week.” (Karen, TCL
Collective, 2019)

Mandy went on to say, "My work is community orientated, I exhibit in cafes, community
centres, art trails.” She continued to talk about the impact her work had on others:
Through the arts trail, I have worked with other people. I have given some of them confidence. Broken
down barriers and fears. If I can do it, you can do it! It can be overwhelming, for example, I was

working in a community hall where someone had seen my work on Instagram and came rushing over
with enthusiasm, wanting to buy it! (Mandy from TCL Collective, 2019)
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Angela, another member of TCL Collective, reflected on the emotional impact creative work
can have on other people, "Someone bought my work because it contained the colours of
their wedding day, when they told me, at that point it did make me tear up.”

CONCLUSIONS

All three groups worked with people of different ages and backgrounds, these projects gave
an opportunity for intergenerational learning that more conventional forms of education
discourage. The value of learning within a diverse group of people has been noted in previous
research (Broadhead and Garland, 2012).

The Access to HE learning experience stays with some students and encourages them to
open up learning spaces for others. In some cases, the impact or scope of influence does not
just stop at the individual student. Some of the Access values proposed by Broadhead, Davies
and Hudson (2019) such as social justice, democratic education, student-centeredness and
community engagement are modelled and developed by the students. This challenges some
of the neoliberal discourses around the individualistic motives of mature students that link
Access education to increased economic rewards (Burke, 2002).

It is very difficult to say which of Nussbaum’s models of altruism reflects the participants’
actions. Jake did say his entrepreneurial experiences helped him set up his art school project,
however, he was being pragmatic, wanting to create a venture that was sustainable.
Philanthropic and selfless altruism do appear to be relevant. Eliza from Sew for Change and
Jake from Art school/Ilkley identified a need and used their skills to do something about it.
TCL Collective, perhaps, are more entrepreneurial in that their exhibiting activity raises their
profile and reputation. The good it does to others is a positive repercussion of the activity but
not 7CLS§ primary motivation.

Implications for Adult education Theory and Practice

In the United Kingdom mature students have been absent from recent discourses relating to
widening participation where the focus has been on school leavers. When considering the
subject area of art and design, it can be seen that there are examples of mature students
drawing upon their educational experiences to give value to their communities. Mechanisms
that measure the impact of higher education used by the UK government such as
Destinations of Leavers from Higher Education (DLHE) survey are not designed to capture the
impact mature students have after they leave formal education. This is because it focuses on
employment and salaries rather than the creation of small, localised initiatives. Practitioners
need to argue that mature students matter in art and design education, partly due to the
‘ripple effect’ of their participation. The complex area of altruism as a motivation for adults
studying within art and design requires further interrogation.

REFERENCES

Andrews, M. (2014). Narrative imagination and everyaay life. Oxford: Oxford University Press.

Bishop, J., & Rees, C. (2007). Hero or has-been: Is there a future for altruism in medical education? Advances in
Health Sciences Education, 123), 391-399.

Brave New Alps (2019). About. Retrieved from https://www.brave-new-alps.com/about/

Broadhead, S. (2018). Friendship, discourse and belonging in the studio: The experiences of ‘non-traditional’
students in design higher education. In B. Merrill, A. Galimberti, A. Nizinska, & J. Gonzalez-Monteagudo
(Eds.), Continuity and discontinuity in learning careers: Potentials for a learning space in a changing
world (pp. 35-48). Rotterdam: Sense Publishers.

80




Broadhead, S., & Garland S. (2012). The art of surviving and thriving: How well are Access students prepared
for their degrees in art and design? Networks, (17). Retrieved from
http://arts.brighton.ac.uk/projects/networks/issue-17-april-2012/the-art-of-surviving-and-thriving-how-
well-are-access-students-prepared-for-their-degrees-in-art-and-design.

Broadhead, S., & Gregson, M. (2018). Practical wisdom and democratic education: Phronesis, art and non-
traditional students. London: Palgrave Macmillan.

Broadhead, S., Davies, R., & Hudson, A. (2019). Perspectives on access: Practice and research. Bingley: Emerald
Publishing.

Burke, P. J. (2002). Accessing education: Effectively widening participation. Stoke-on-Trent: Trentham.

Burks, D., & Kobus, A. (2012). The legacy of altruism in health care: the promotion of empathy, prosociality
and humanism. Medlical Education, 4&3), 317-325.

Butler-Kisber, L. (2010). Qualitative inquiry: Thematic, narrative and arts-informed perspectives. London: Sage
Publications Ltd.

Clandinin, D. J., & Connelly, F. M. (2004). Narrative inquiry. Experience and story in qualitative research. San
Francisco: Jossey Bass.

Davies, P., Osborne, M., & Williams, 1. (2002). A study of mature students’ decision-making and higher
education (Research Report No. 297). Norwich: DfES, Her Majesty's Stationery Office.

Hilton, S., & Slotnick, H. (2005). Proto-professionalism: How professionalisation occurs across the continuum of
medical education. Medical Education, 3%1), 58-65.

Freedman, K. (2015). Studying art: How institutional change can support contemporary practice. In K. Hatton
(Ed.), Towards and inclusive arts education (pp. 13-22). Stoke-on-Trent: Trentham.

Freedman, K., Heijnen, E., Kallio-Tavin, M., Karpati, A., & Papp, L. (2013). Visual culture learning communities:
How and what students come to know in informal art groups. Studies in Art Education, 542), 103-115.

Freedom for Girls. (2019). Freedom 4 girls: Helping girls, every day. Retrieved from
https://www.freedom4girls.co.uk/

Karpati, A., Freedman, K., Castro, J. C., Kallio-Tavin, M., & Heijnen, E. (2017). Collaboration in visual culture
learning communities: Towards a synergy of individual and collective creative practice. 7he International
Journal and Art & Design Education, 36(20), 164-175.

Maguire, M. (2001, September). 7racing the class(ed) teacher: Inclusion and exclusion in the teaching
profession. Paper presented at the British Educational Research Association [BERA] Annual Conference,
Leeds, UK.

Nussbaum, C. (2017). Aging and altruism. In M. Nussbaum & S. Levmore (Eds.), Aging thoughtfully:
Conversations about retirement, romance, wrinkles and regret (pp. 222-234). Oxford: Oxford University
Press.

Scott, C., Burns, A., & Cooney, G. (1998). Motivation for return to study as a predictor of completion of degree
amongst female mature students with children. Hjgher Education, 3X2), 221-239.

Southan, R. (2014, March). Is it okay to make art? Aeon Magazine. Retrieved from https://aeon.co/essays/art-is-
a-waste-of-time-or-so-effective-altruism-claims.

81




CRITICAL DIGITAL COMPETENCES AS A PREREQUISITE TO NAVIGATE
THROUGH GLOBAL FLOWS OF INFORMATION. FINDINGS FROM A
LARGE-SCALE SURVEY IN GERMANY

Klaus Buddeberg, Gregor Dutz, Christopher Stammer
Hamburg University (Germany)

ABSTRACT

The digitization of daily life requires not only the ability to apply certain digital skills but also
the ability to reflect about the underlying structures and processes in a critical way. This
contribution briefly reports about research regarding the digital divide, about the credibility of
information and about aspect of data capitalism. We draw on data of a representative
household survey conducted in 2018 in Germany. Findings of multivariate analysis show
which socioeconomic and sociodemographic factors influence the ability to judge why
Internet companies gather data of their users. As a central result, we show that the reading
and writing skills of adults also have a statistically significant effect on this self-reported
competence.

Keywords: Digital competences, reading and writing skills, digital divide, credibility of online
information

INTRODUCTION

“Adult Education in Global Times"” suggests that adult education researchers consider
seriously the implications of global flows of information. A growing crisis of credibility in this
information exists in phenomena labelled as fake news, disinformation and data capitalism
(Niesyto, 2017; Staab, 2019) or surveillance capitalism (Zuboff, 2019). Scholars point to
emerging new forms of social and digital exclusion (Noble, 2018). To contend with the
enormous amount of information and its accuracy and credibility and with the economic
interests behind online services, competences of critical reflection appear to be of special
importance.

This contribution addresses the self-reported competences of adults to evaluate the credibility
of information on the Internet, to distinguish between information and advertisement and to
reflect the motives for data gathering by Internet companies. Our goal is to relate these
critical competences to sociodemographic and socioeconomic factors and to reading and
writing skills. We discuss the implications of our findings for adult literacy pedagogy and
policy both in nation-states and globally. In this, we draw on research literature and on
empirical data from a quantitative survey on basic literacy skills and practices of adults in
Germany in 2018 (Grotllischen, Buddeberg, Dutz, Heilmann, & Stammer, 2019).

LITERATURE REVIEW

This section briefly points to research literature regarding the discussion of a digital divide,
credibility of information on the Internet and the process and the consequences of
commercial data gathering.
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Digital divide

Literature related to disinformation and adult education is yet sparse and connects with
existing empirical research that addresses the online activity of different population groups,
discussed as the digital divide. While research on a digital divide or digital inequality in a first
stage mainly referred to physical access (Norris, 2001; Norris & Inglehart, 2013), Hargittai
suggested the term second-level digital divide in order to reflect not only on physical access
but also on the usage of digital technology and the corresponding digital skills (2002). At the
same time aspects influencing digital practices like age (Friemel, 2016), education or
employment (Millard, 2015; van Dijk, 2013) achieved increased attention in the discussion. In
the last years according to van Dijk (2020) a third-level digital divide is being discussed taking
into acount the positive and — more recently — also negative outcomes on Internet use like
“excessive use, cybercrime or abuse and loss of security or privacy” (van Dijk, 2020, p. 96).

One domain assessed in the Programme for the International Assessment of Adult
Competencies (PIAAC) is the proficiency in problem solving in technology-rich environments
(ICT) and measures problem-solving as well as basic computer literacy skills (OECD, 2019,
p.55). PIAAC states, that high-educated and younger adults have higher ICT proficiency,
while the differences between women and men are small (OECD, 2019). It should be noted
that this are generalized results over all participating countries and can vary on a case-by-
case basis.

Credibility of information online

In Germany, the use of social media represents a growing but still small source of
information. Some 34 percent of Internet users retrieve news from social media platforms
(Holig, Hasebrink, & Behre, 2019). This proportion is higher e.g. in the US. According to
Shearer and Gottfried some 47 percent of the US population, at least sometimes (or often)
retrieved news via social media in 2017 (Shearer & Gottfried, 2017, p. 2). Allcott and
Gentzkow refer to this data and highlight the aspect that only a small proportion (34%) trust
information retrieved from social networks compared with far larger proportions of people
trusting information from national (76%) or local (82%) news organizations (Allcott &
Gentzkow, 2017, p. 223). Allcott’s and Gentzkow's interpretation leads to research regarding
the credibility of online information in times of a global flow. McGrew et al. state that if
‘citizens are not prepared to critically evaluate the information that bombards them online,
they are apt to be duped by false claims and misleading arguments’ (McGrew, Breakstone,
Ortega, Smith, & Wineburg, 2018, p. 165). This risk might be seen as one example for
negative outcomes of Internet use mentioned by van Dijk (2020). Nygren and Guath report
from a Swedish study among teenagers showing surprisingly low competences in fact
checking and distinguishing between information and advertisement (Nygren & Guath, 2019).

The aspect of credibility connects to the phenomenon of so-called fake news (Allcott

& Gentzkow, 2017; Humprecht, 2018). Effects of fake news reach from confusing readers to
affecting election results (Tandoc, Lim, & Ling, 2018, p. 138). Websites containing
disinformation are often accessed via social media websites (Allcott & Gentzkow, 2017,

p. 222) and social media platforms appear to be a particularly effective vehicle for
misinformation e.g. because of a confirmation bias (Tandoc, 2019, p. 4). Some sources
synonymously use the terms fake news and disinformation while others rely on disinformation
to discuss these negative effects (European Commission, 2018).
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Datafication / Data gathering

Another aspect of digitization, which appears as a potential source thread against Internet
users, is the process of gathering users’ data in order to facilitate personalized advertisement
thus transferring data into economic capital (Zuboff, 2019). These processes rely on
algorithmic systems. Using algorithmic processes not only effects advertisement but also job
recruitment, crime prevention or bank lending (Zweig, 2019). Among others, O'Neil
emphasizes that in many cases marginalized groups are those who are threatened most by
the power on systems based on algorithms (O'Neil, 2017). Noble even uses the term
algorithms of oppression reflecting effects of data business related to race and gender (Noble
2018).

RESEARCH QUESTIONS

We are guided by the research question: How do self-reported critical digital competences
correlate with digital practices and with reading and writing skills when controlling for
sociodemographic factors?

Based on the state of research and theories our hypothesis are that (1) self-reported digital
skills and digital practices are positively related and (2) self-reported digital skills and reading
and writing skills are positively related as well.

DATA AND METHODOLOGY

The basis for our analysis is the survey LEO — Living with low literacy (in the forthcoming:
LEO 2018), which was conducted in Germany in 2018 (Grotliischen et al., 2019) and funded
by the German Federal Ministry of Education and Research. For this survey, 7,192
respondents between 18-64 years of age were interviewed. The sample is representative for
the German speaking population living in private households.

The survey includes a comprehensive questionnaire (computer assisted personal interview)
and an assessment of reading and writing skills (pen and paper) in German language. Item
response theory (IRT) and plausible values (PVs) are used in order to achieve robust
measurements of reading and writing skills. Based on the measured test scores, so called
Alpha Levels describe the proficiency level of reading and writing skills: Alpha Levels 1 to 3
indicate low reading and writing skills, Alpha Levels 4 and 5 indicate higher reading and
writing skills (Grotlischen et al., 2019).

Besides measuring the reading and writing skills of the German population LEO 2018 pursues
additional research goals. LEO 2018 focuses on literacy related practices and competences
related to several areas of everyday life. These areas include digital literacy, health literacy,
financial literacy, and political literacy - to a lesser extent also workforce literacy, family
literacy and further education. The competences are classified as functional-pragmatic ("I can
do it") and critically-scrutinizing ("I can judge it"). Practices and competences are self-
reported and not tested.

Regression model

According to our research question, we want to focus on how the ability to judge different
aspects of digital literacy is influenced by digital practices and reading and writing skills, when
controlling for several background variables. The analysis is performed using a logistic
regression analysis with a binary dependent variable. We define three different regression
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models, adding additional explanatory variables in each step. All calculations are made with
the statistic software R.

Sample

The total sample size of LEO 2018 is 7,192. The subsample for this analysis excludes 429
cases, who never use a computer or mobile device with internet access. For this group, no
information on their digital literacy skills is available. Further 202 respondents did not answer
to the question used as dependent variable in the analysis (see below). This leaves us with a
sample of 6,561 cases. Using listwise deletion, we removed a few cases with incomplete data,
resulting in slightly different sample sizes for the respective regression models.

Variables

The following section will briefly describe the operationalization of dependent and
independent variables.

Dependent variable

In LEO 2018 six questions concern self-reported digital literacy skills. Of these, three
questions can be classified as critically scrutinizing competences. We use similar regression
models for all three questions, but due to a limited number of pages we will focus on one
question:

Is it easy, rather easy, rather difficult, or difficult for you to judge why free online
services are interested in the personal data of their users? (variable: dig029)

In order to obtain a binary variable for the logistic regression models we collapsed the
variable to two categories: “easy/rather easy” on the one hand and “difficult/rather difficult”
on the other hand. Therefore, all regression coefficients depict the chance of responding with
“easy/rather easy” in comparison to the reference group.

Independent variables

Model 1

For the first regression model, we use several sociodemographic control variables. The
selection of these variables is based on earlier research (van Dijk, 2020; OECD, 2019),
although we excluded variables from the analysis, which have proven not significant in all
regression models over all three questions mentioned above. The sociodemographic control
variables are (variable names and reference categories in parenthesis):

Gender (f001, female)

Age group (altgr5, 18-24 years)

School leaving qualification (schulab, high)

Employment status (f006, employed)

No children in household (generated using sdg006_1, sdg006_2 and sdg006_3)
Non-German first language (erstspr)

Get along with household income (rather) badly (fin026)

Model 2

In addition to the variables in Model 1, in Model 2 we use two further variables,
operationalizing the use of digital practices as follows:
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e How often do you use a computer with Internet access during work or in your free
time? (frequent, dig002)

e How often do you use an internet-enabled mobile phone, a smartphone, or a tablet?
(frequent, dig003)

Here we define frequent use as “at least once a week”, infrequent use as “less often than
once a week”, and never as “no use at all” of that digital practice. Adding these two variables
reflects the correlation between skills and related practices proposed by Reder (1994) and
supported by PIAAC (Reder, 2017).

Model 3

Finally, for Model 3 we add an indicator for low reading and writing skills. This variable is
based on the assessment of reading and writing skills. To dichotomize this variable, we
collapsed Alpha Levels 1 through 3, representing low reading and writing skills, and Alpha
Levels 4 and 5, representing higher skills. The reference group in the regression model is
adults with higher reading and writing skills. Reading and writing skills are seen as
prerequisites for social participation and have been measured in various surveys like PIAAC
(OECD, 2019), the Skills for Life surveys in England (BIS, 2011) and the French IVQ
(Jeantheau, 2015).

RESULTS

Figure 1 shows the results of the three regression models. The coefficients are depicted as
odds; the error bars represent the 95% confidence interval. Therefore coefficients (odds) on
the left side of the vertical line (odds < 1) can be interpreted as a lower chance of the
particular group, in comparison to the reference group, to find it (rather) easy to judge why
free online services are interested in the personal data of their users. Coefficients (odds) on
the right side of the vertical line (odds > 1) indicate a higher chance of the particular group
to find it (rather) easy. Error bars touching the vertical line imply a non-significant coefficient.

Model 1

Model 1 captures the influence of several socioeconomic variables on the ability to judge why
free online services are interested in the personal data of their users.

The results show that men assess their ability more positively than women do. Research
suggests the reason for this lies more in an overestimation of men’s ability and less in a lower
ability of women (McElvany & Schwabe, 2019; Edele, Seuring, & Stanat, 2015). Prior research
generally did not show significant differences in digital skills between men and women (van
Dijk, 2020, p. 73).

Age is negatively related to the self-assessed ability to judge the data collection of free
services: Especially the two oldest age groups (45 to 54 and 55 to 64 years of age) show a
significant lower digital skill compared to the youngest group (18 to 24 years).

The level of school-leaving qualification also shows a clear and expected effect: The lower the
level of education, the lower the chance to assess the own digital skill positively.

Employment status does not show a clear effect on the ability to judge why personal data is
in high demand. This is remarkable, but perhaps effects are moderated by the education level
or the household income. Getting along with the household income (rather) badly is related
to a lower chance of having better digital skills.
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Figure 3. Binary logistic regression results: Is it for you (rather) easy or (rather) difficult to judge why
free online services are interested in the personal data of their users?
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Children in a household do not affect the ability to judge this aspect of digital literacy. Finally,
non-native speakers of German show a lower ability to judge the issue at hand.

Model 2

Model 2 includes two variables indicating the frequency of digital practices. The regression
results show a strong influence of computer use on the self-assessed digital skill: The more
often someone uses a computer, the higher their ability to judge why someone is interested
in their personal data. The effect of using mobile devices is not as clear. One reason is that
the group of respondents who only infrequently use a mobile device is quite small. Another
reason is that the frequent use of mobile devices is more common and has lower
requirements financially and on the digital skills. It can be assumed that digital skills vary
more widely between users of mobile devices than computer users and therefore this
particular variable has a weaker effect on self-assessed digital skills.

The coefficients of the other variables stay roughly the same with no clear overarching trend.
Only “non-German first language” becomes non-significant.

Model 3

Introducing reading and writing skills to the regression in Model 3 shows another distinct and
significant effect on digital skills. Respondents with low reading and writing skills have a lower
chance of assessing their digital skills positively compared to respondents with higher reading
and writing skills. Here, too, “non-German first language” is not significant and even closer to
1 than in Model 2. This is to be expected and implies the reason why non-native speakers
assess their digital skills lower can be attributed to their lower proficiency in reading and
writing German. Like Model 2, other variables are mostly unaffected.

DISCUSSION
The results confirm both of our hypothesis.

Adults with low reading and writing skills show different patterns of many digital practices in
their daily lives (Buddeberg & Grotllischen, 2020). This supports the view of vulnerability to
digital exclusion. However, low literate adults do not make less use of social media. This
implies that low literate adults (despite certain difficulties in reading and writing) nevertheless
are part of a global flow of information.

When asked to self-assess their critical competences in evaluating the credibility of online
information low literate adults report significantly lower competences compared to the higher
literate population. Results of multivariate analysis indicate strong correlations between
critical scrutinizing competences and formal education, employment status, reading and
writing skills, frequency of computer use. Only weak correlations appear regarding age,
gender, native language, frequency of the use of mobile devices. Thus, the observed low
critical digital skills can to a certain extent be traced back to reading and writing skills.

CONCLUSIONS

In the field of adult basic education, not only functional-pragmatic digital skills like making
use of computers and certain digital technologies should be addressed. The aspects of critical
digital competencies (evaluating or judging these technologies) need more attention in adult
basic education or in adult education in general. It appears to be crucial not only to improve
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practical digital skills but also critical digital competences. We need to pay more attention to
how disinformation affects low literate adults and the role of critical literacy in this effort.
However, facing a global flow of information adult education should address not only adults
with low formal education or low literate adults in order to improve their chances to navigate
competently through this informational flow but address the adult public as a whole.
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ABSTRACT

Protectionist and xenophobic worldviews, such as those expressed by some proponents of the
UK Brexit campaign and in Trump’s and some far-right Canadian politicians’ discourse and
policies, create a climate of insecurity and distrust. These conservative perspectives simplify
complex problems into ‘us and them’ binaries. Adult education can play a role in interrupting
this toxicity by creating spaces for those whose stories are seldom heard, so they are told

and listened to, and for exploring ways to create a more life-affirming and inclusive world.
Arts-based practices, particularly community-based theatre, can disrupt the divisive discourse
through processes where more democratic interaction and appreciation of complexity are
supported.

Keywords: toxic discourse, binary thinking, participatory theatre, democratic interaction,
community-based arts

INTRODUCTION

Toxic messages such those uttered by Trump and some conservative Canadian politicians, are
fueled by fear mongering and protectionist agendas. They simplify complex issues and
reinforce binaries of ‘us and them’. Such divisive orientations, it must be noted, are not new
for many communities and groups of people who have for decades and centuries been
disenfranchised by colonial regimes that enabled slavery and the displacement of Indigenous
peoples from their lands and culture. Current policies and actions informed by these
protectionist worldviews, such as deportations, border closings, cutting social programs, and
arrests of Indigenous leaders defending their land, are undermining many hard-won human
rights achievements. Progressive adult educators have a role (and an ethical responsibility) to
create and support activities that counter such anti-democratic messages and policies. To do
that, we need spaces and forms of engagement that are non-reactive, non-divisive, creative,
and healing. Critiquing the injustices fueling these messages and actions is important, but we
also need to spend our energies on finding a clear language to outline what it is we want, not
just what we don’t want. Community-based theatre has much to offer as a way to engage
democratically with excluded communities and to lay claim to a more inclusive and just global
society.

COUNTERING AUTHORITARIAN WORLDVIEWS

Some writers who have helped us understand the underbelly and impact of this toxic
discourse and ways of creating a counter narrative include George Lakoff (2017, 2008),
Rebecca Solnit (2018) and John Hoggan (2019). Lakoff, a professor of cultural linguistics at
Berkeley, has been examining US political messaging for many years, noting how binaries
demonize ‘the other’ as the enemy. In a 2017 interview with Tavis Smiley, Lakoff describes
Trump as a ‘super salesman’ who exercises his power by repeating his ideas over and over
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and dismissing or demonizing those who challenge him. Lakoff notes how such authoritarian
thinking often includes rigid hierarchies where White is better than Black, men are superior to
women, and the U.S. is superior to other nations. This stands in contrast with more inclusive
and democratic views which are respectful of difference, oriented to building solidarity with
others, including and beyond one’s close community. Lakoff is not optimistic that the views of
Trump and other conservatives can be changed. One response is to retreat from the toxicity,
which feels like a safe move. Or we can respond with reactive dismissal of conservative ideas,
using the same binary framework of ‘us and them’. An alternative to retreat or reactivity, for
Lakoff, is to engage with democratically oriented public discourse where we outline
(repeatedly) an alternative.

US journalist and author Rebecca Solnit (2018) also examines Trump’s messages and policies,
describing the current public discourse as a “linguistic mess”. She calls for oppositional
movements to be “careful and precise about language” and to “encourage the beloved
community and the conversations that inculcate hope and visions” (p. 4). Canadian author,
James Hoggan (2019) in his provocatively titled book I'm right, you're an idiot, shares the
concerns of Lakoff and Solnit, lamenting the breakdown in civic/civil discourse because it
“stall[s] our ability to think collectively and solve the many dangerous problems that are
stalking everyone on Earth” (p. xvii). Hoggan shares the results of interviews with thinkers
and practitioners who offer advice, similar to Lakoff and Solnit, on creating more robust
public spheres, outlining the need for non-polarizing and non-divisive dialogue, with
exchanges where people listen and become more thoughtful. Alex Himelfarb, Canadian social
scientist and political pundit, advises against deploying divisive rhetoric, instead, we need to
create opportunities and spaces for people to see “a plausible, feasible alternative to the
status quo” (p. 108). Similarly, for Adam Kahane, we need stories and debate “that enable us
to create new futures” (p. 137). In another chapter, Viethamese monk Thich Nhat Hanh
offers a message of solidarity, stating: “there is suffering, fear, and anger inside of us, and
when we take care of it, we are taking care of the world” (p. 224). As for the role of activists,
the monk cautions against using the same binary thinking as those we oppose. We must
“speak the truth, but not to punish” (p. 231).

THEATRE-MAKING WITH COMMUNITY

What kind of processes support the disenfranchised to speak their truths and these and other
citizens to create clear language about what we want? Community-based participatory
theatre has much potential as a process where a counter-narrative to divisive and toxic
discourse can be created. These forms of engagement can create what Solnit describes as
speaking together to create both hope and a vision for the future. Community-based theatre
is a process where complexity and conflict are explored creatively and where active and
embodied participation are key. Other terms for this kind of work are also used, including
theatre-for-development, applied theatre, and popular theatre. While each of these have
some differences in approach, theory and intentions, they have in common a commitment to
high levels of participation, in their processes and/or their performances. As Prentki and
Selman (2000) describe, this kind of theatre is an embodied art form, used worldwide, to
build community and take action on social issues, particularly on difficult topics including
injustice, personal health, violence, reconciliation, equity, and colonialization (see for example
Bamuturaki, 2016; Chinyowa, 2008; Esmail, 2015; Fink, 2011; Miller, 2018). There are many
approaches to using theatre as a creative and disruptive strategy in community. Several




initiatives illustrate the dynamic aspect of this art form which reflects changing concepts and
approaches in adult education and popular education movements. Play-making tools were
developed to highlight contradictions and inequities (see for example Bappa & Etherton,
1983; Natale, 1985); actors have been placed among underrepresented communities to bring
less-heard stories to public audiences (see for example Barnet, 1987); different forms of
audience participation have been created including Forum (Boal, 1979), Playback (Fox, 2007),
and others (see for example Filewod’s account of Catalyst Theatre’s contributions, 1987);
and, rather than creating finished plays (theatre for), processes have shifted towards
community participation in theatre making (theatre with), using theatre methods for
community building. Many might remember adult educator Ross Kidd (1979, 1985) who
played a central role in shifting away from outsider-owned messaging to community-owned,
insight-building interactions, where theatre in community was reconceived as a process
wherein community members set the agenda for change.

Community-based theatre is all about engaging with and respecting the local context
(Butterwick & Selman, 2003b) and using methods and forms that reflect specific community
conditions. Radical adaptation is required when using methods, developed in one context, for
another. There is no recipe or set of fixed steps and no one size that fits all. Community
theatre takes time, and is all about working wiith community, not foror about community. It
involves collaborative critical examination. Stories are made from personal and group
experiences and examined critically from many angles, with a view to both celebrating and
learning from our experiences, while seeking ways to change injustices. While a wide variety
of theatrical methods are used, at their core, they are all interactive. Lived experience is
explored and actions tested, always from the perspective of the community, not outsiders.
From these processes plays or scenes are created showing complexity and audiences are
invited to explore what lies behind the problems and crises and what actions can deepen
understanding and create life-affirming outcomes. There is risk in this theatre creation;
participants are invited to tell difficult stories. The risks are also not equally shared.
Community-based participatory theatre is about supporting participants’ courage, or what
some have called generating a brave, rather than ‘safe’, space:

Brave space ...implies that there is indeed likely be danger or harm—threats that require bravery on the

part of those who enter. But those who enter the space have the courage to face that danger and to

take risks because they know they will be taken care of—that painful or difficult experiences will be
acknowledged and supported, not avoided or eliminated (Cook-Sather, 2016, p. 1).

Community theatre offers an opportunity to experience a kind of double consciousness, that
is, you see yourself or others in their struggles and the oppressive forces which prevent us
from being fully human and you can engage creatively with discovering different stories,
actions and endings. Community participatory theatre is democracy in action leading to the
creation of counter narratives and alternative futures.

TWO EXAMPLES

Two examples of community-based participatory theatre are briefly outlined below. The first
example comes from a Vancouver-based project called “Transforming Dangerous Spaces” or
TDS, where the methodology of popular theatre was used to explore the politics of feminist
coalitions (Butterwick & Selman, 2006). It is an example of theatre as research as well as
theatre for action. In the second example, we learn about an Edmonton-based initiative

93




called “Private Business” which used interactive theatre to examine and build dialogue around
experiences of the African Immigrant community (Selman et al 2018).

Transforming Dangerous Spaces: Deepening Interventions in Participatory Theatre

In 1998 Jan and Shauna partnered on a community-based theatre project. While Jan had
years of experience in building community theatre, Shauna, an adult educator, had been an
audience member in several local community theatre performances. We had both worked in
feminist coalitions and had faced challenges and conflict particularly in relation to building
solidarity across racial differences. We embarked on a two-year project using popular theatre
methods to explore these experiences and that of 12 other women (Butterwick & Selman
2009, 2006, 2003). We called it 7ransforming Dangerous Spaces (TDS), signaling the risk and
danger of working across difference and in appreciation for how risk-taking is not equally
shared (what is safe enough for one person can be dangerous for another). Our project was
informed by many feminist authors whose explorations of working across difference were
very useful (including Bickford, 1996; Razack, 1998; Young, 1997). During twelve weekly
sessions, several embodied stories with dilemmas related to women'’s differences were
created.

At a day-long workshop, we shared some of these scenes with a wider audience of women
interested in exploring feminist coalition politics. One scene included five characters in a
meeting of a feminist coalition. Shauna played the character of a White woman, *Claire’, who
was a founding member of the collective. At the meeting tensions across racial differences
emerged as the group discussed priorities. The 15-minute scene ended at a point of crisis,
then audience members were asked to meet with one of the characters they connected with
in some way. In small groups the audience talked with each character, exploring their
background and motivations and offering ideas about what that character could do differently
to address the impasse. Other members of the TDS project, out of role, assisted the groups.

After these discussions, the actors (in character) came back together and the scene was
replayed, this time with each character doing or saying something different, something that
their group had recommended. For Shauna, the questions posed by her small group helped
to deepen her understanding of how individuals within coalitions bring different expectations
and experiences to collective efforts, and how these differences should be valued and
recognized in order for the group to function and move forward. Shauna also recalls her
group’s advice: "My character was advised to not look at her watch and to lean towards
others when they were speaking; looking at my watch was interpreted by my small group as
disrespectful and a gesture that interfered with my open listening to others”. Changing these
two simple gestures of Shauna’s character, along with how other actors altered their
approaches to the meeting, shifted the dynamics of the group and the tension eased as all
the characters became more engaged with one another. After this amended replay, in the
larger group discussion, audience and actors noted how changing such simple gestures
opened up a space, sometimes significantly, shifting personal and interpersonal dynamics.
This approach, to have audience members work intensely with a character they identified
with before the scene was replayed, provided opportunities to delve deeply into coalition and
individual dynamics and for interventions to be realistic and complex, as they were informed
by the histories and concerns of each character. This process of exploring and testing out
new actions supported the development of a radical kind of empathy that interrupted
divisions (Butterwick & Selman, 2003a).

94




Private Business: Building Democratic Community Participation to Find Alternative
Narratives

The second example is an account of how a research program used a community-based
theatre approach as a supplementary and alternative way to share findings and engage
community with a research project. “Understanding Gender Relations in African Immigrant
Families” is led by University of Alberta gender studies scholar, Philomena Okeke. Jan was
approached to help animate a community outreach day, meant to engage the wider
community in the research. A survey of the African immigrant community in Alberta had been
conducted and two themes stood out: family isolation and stresses of changing gender roles.
Using a popular theatre approach which built on the survey results and actors’ family and
community experiences, a one-hour participatory theatre event called “Private Business” was
created (see Selman et al, 2018). With four actors of African descent, a fictionalized drama of
a family experiencing these kinds of stresses was presented. The playlet ended with an
explosive outburst; the husband and father smashed his laptop computer to the floor. The
moment was met by shocked silence from the characters and the audience.

Then a supportive (White) next-door neighbor who had overheard these escalating events
from the yard outside turned and spoke with the audience. She did not know what to do and
needed help. After a tentative start, audience members rushed to offer their ideas on what
had happened and ways to intervene. There was much agreement and disagreement. Many
of the audience of 100 wanted to speak, assessing the family encounter and talking about
reversals of gender roles, the shock of cultural change, the desire to ‘make it” without asking
for help, and the generational gap evident in teen and parent perspectives and priorities.
When the family’s mother and wife came out and joined the neighbor, the conversation
shifted to coaching the neighbor on how to support her and how to have an interventionist
discussion. With the actor playing the neighbor animating the audience ‘in role’, the
conversation gradually shifted from the particular experience of this family, expanding to talk
more broadly about how to make neighborhoods and services more culturally aware and
responsive. Later, audience members commented on how the conversation was more open
about challenges in the African-Canadian community than is usually possible and that the
theatre process enabled a shift from private to public exploration of the challenges they
faced.

PARTICIPATORY THEATRE AND INTERRUPTING DIVISIVE DISCOURSE

In these two participatory theatre projects, fictional scenes were created from lived
experiences of the participants and portrayed complex, non-stereotypical characters who had
similarities with the audience. In both of these examples, actors stayed in role as the
audience explored what led to the crises and what to do. This approach helped us to engage
with audiences emotively and avoid tendencies to find easy "solutions". Having opportunities
to interact with characters that “could be me” invited audiences to discover together viable
actions and take on the “whole person” as they looked for ways to help characters move on
or make change. Working in role and with characters very recognizable to the audience
enabled all involved to go deeper and understand better the challenges characters faced,
even when offered “good solutions”. In both examples the participatory process enabled an
exploration of the complexity of the crisis, disrupting divisive and simplistic thinking about ‘us
and them’. This approach created a space where participants could articulate what they
wanted and explore, realistically and in depth, how to get there. As individuals advised

95




characters they offered ways forward to other audience members. Audience and actors
collectively worked towards a more positive narrative by telling stories that, as Hoggan
encourages, “enable us to create new futures” (137).

These community art initiatives are places where civil society is enacted. Central to these
community-based theatre initiatives is a process which includes those who are often not
heard and are excluded from public discussions about things that matter. Hearing their
stories, embracing complexity, and exploring possible interventions are all part of creating a
world we want.
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ABSTRACT

Access to post-secondary education is a pressing public policy problem in many provinces
across Canada. Current access research and initiatives focus on socio-economic barriers,
which presuppose that traditional sociological conceptions of class, understood as financial or
cultural, dictate access to post-secondary education. This panel explores a more intersectional
analysis of post-secondary access, asking how questions such as race, class, and gender
influence post-secondary options for adult learners.

Keywords: Post-secondary education, access, equity, intersectionality, marginalized learners.

INTRODUCTION

In recent years, the demands of a growing knowledge economy have prompted analysts to
see completion of postsecondary education as a prerequisite to competitive labour market
participation, with an increasing emphasis on the necessity of a four year university degree.
Given this context, expanding educational attainment is a pressing problem for education
policy makers, building on a historical project to ‘massify’ higher education as a means of
building a more equitable society. This requires increasing access to postsecondary education
for a broader segment of the population and retention of students who may face particular
challenges in completion. Despite this demand for post-secondary education, groups of adult
learners historically marginalized from post-secondary institutions continue to face barriers in
accessing higher education. Much of the research on post-secondary access focuses on the
traditional ‘barriers’ to access, which have long been understood to be primarily financial
(Finnie, Wismer, & Mueller, 2015), although more recent research examines the diversity of
paths that young people take in enrolling in postsecondary education (Hango, 2011; Mueller
2008) as well as the policy environments that facilitate access (Kirby, 2011). These questions
of transition and access, primarily for young adults, must be developed and informed by the
experiences of diverse groups of young people who seek to access post-secondary
education.

The purpose of this panel is to identify how the lived experience of historically marginalized
groups of adult learners differently informs the types of questions about post-secondary
access that are pursued through research. In a social context in which people face
interrupted educational trajectories for a wide variety of reasons, including migration,
poverty, and violence, the experiences of those who have faced displacement, dispossession,
criminalization, and structural neglect are crucially different from the assumed normality of
‘school-to-work’ transition research. This panel will highlight ongoing research examining the
experiences of refugees, adult literacy learners, and queer and trans black women.
Specifically, the panelists will address how public policies, such as immigration and workforce
development, intersect with social relations of race, gender, sexuality, and class to produce
multiple barriers to post-secondary education for particular populations of adult learners.
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ADULT LITERACY LEARNERS AND ACCESS TO POSTSECONDARY

For adult literacy learners, policy for increased access to learning has been inseparable from
mandates to increase the economic and logistical performance of programs. For example,
2005's Ontario Learns: Strengthening Our Adult Education System, is one legislative shift in
educational policy for more inclusion and increased access to pathways for adults to
participate in learning (Wynn, 2005, p. 9). In adult literacy, this legislation is tied to
subsequent policies that sought both increased access to services and more ‘rigorous’
measures on the performance of adult literacy programs (for example, Government of
Ontario, 2016). Some have described the contrast between policies of access and neoliberal
measures as a misstep in efforts to widen literacy as a right for all (Elfert & Walker, 2020;
Pinsent-Johnson, 2015; Smythe, 2015).

The intimacy between access-oriented and business-driven policy appear in the directives on
program measures, intakes, and structures like Ontario’s Literacy and Basic Skills (LBS)
program. Central to the LBS program is its Performance Management System (PMS), which
outlines three Service Quality Standards (SQS) that constitute the performance score used to
negotiate contracts between the government and literacy service providers (Government of
Ontario, 2016; MTCU, 2013). These measures are one area that illustrate the nature by which
young, racialized and immigrant adult learners are targeted by LBS policy for increased
access to education and/or work.

The first measure of LBS programs, effectiveness, illustrates the improved literacy results and
outcomes for adult learners. Measured by the completion of a standardized assessment (a
‘milestone’), these milestones are often completed by practitioners to meet the reporting
quotas for program delivery rather than respond to the actual lives and genuine learning
needs of adult students (Atkinson, 2015; Elias et al, forthcoming). The milestones offer
limited considerations for cultural difference for deaf, francophone, and indigenous learners,
with practitioners asked to adapt learners’ cultural knowledge adapted to the specific contexts
in education and work (see MTCU, 2011a). In addition, a program is deemed more effective
when they recruit ‘suitable’ adults, including those on social welfare or with no income, with a
history of interrupted education, or with a disability (Government of Ontario, 2016, p. 52-54).

Another measure of LBS service quality is efficiency, measured by the number of targeted
learners served. This measure accounts for the percentage of active learners and ‘closed’
learners: adults who have finished their transition through LBS services and continue with
their goal paths to secondary or postsecondary education. However, while ‘in education’
accounts for the greatest number of learner outcomes in LBS programs (EO Visualizations,
2017), only half of all LBS learners in the postsecondary goal path saw an improved
educational outcome upon exiting the program from 2012 to 2016 (Cathexis, 2016, p.5).

Customer service is the final measure for service quality in LBS programs, documented in
both customer satisfaction reports from adult learners and the amount of service coordination
produced by LBS service providers. The last decade has seen LBS programs expand and
formalize planning committees to promote and recruit adult learners, expanding into
partnerships with service providers like ESL sites (Government of Ontario, 2016, p. 13;
Herrmann & Gris, 2012). Some practitioners have also noticed an increased intake of younger
adult learners (Wyper, 2018). Service coordination also occurs through learning hubs, where
a series of different social services are offered in close proximity to one another, producing
more sources for referrals from between adult learning sites (MTCU, 2011b; Herrmann &
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Gris, 2012). Subsequently, LBS has become both an entry into the pathways system for
accessing postsecondary (Wallace & King, 2015) and has established its own set of pathways
for adult learners transitioning within LBS sites (Government of Ontario, 2013). However,
adult learners have noted that these different routes to access more education have
produced confusion about the best pathways for their respective goals (Herrmann & Gris,
2012, p. 8).

Adult learning policies like Ontario’s LBS program showcases the way access-based policies
are conceived to support both inclusion and economic gains. LBS's PMS framework not only
manages and justifies the existence of adult literacy services, but also responds to
marginalized communities often described as “historically excluded” or “underrepresented” in
the labour market (see Gorman, Tieu, & Cook, 2013; Anisef, Brown, & Robson, 2013). As
Bannerji (2011) analyzes, ideological terms like these separate the social and historical forms
of organization that produce these realities, and instead, function as “empirical bits of de-
grounded ideas ...reconfigured into discursive systems of interpretive devices, which take on
a semblance of independence and substantiveness” (p.53). As one form of policy, PMS
reinforces who adult literacy programs should target — those interpreted as underrepresented
in today’ labour market - and why such an intervention is necessary, further legitimizing
efforts for increased access to education. The standpoint of adult literacy learners, especially
young, racialized, and immigrant adults, can potentially reveal the depth of invisible,
institutional relationships behind policy responses to those reduced to ‘historically
underrepresented’ objects in need of ‘access’.

REFUGEE ACCESS IN POST-SECONDARY EDUCATION IN CANADA

Canada, like many OECD countries, relies on immigration to meet a shortage of skilled labour
(Advisory Council on Economic Growth, 2016; Advisory Council on Economic Growth, 2017;
Akbari, & Aydede, 2013; Chen, et al., 2010; Guo, 2015). Although in recent years, Canada
has resettled a large number of refugees in comparison to other Western counties and
surpassing the United States for the first time in 2018, the economic immigrant class
continues to be the desired class (Radford, & Connor, 2019). Refugees make up just under
14.5% of all immigrant class admitted in Canada (Statistics Canada, 2019). Unlike refugees,
Canada openly welcomes and caters to economic migrants who come to Canada with
education, work experience, and/or financial resources. Therefore, the policies and research
that shape education for newcomers are centered on credential recognition and absorbing
economic/skilled immigrants into the labour force. The discussion shifts to recognizing the
education and work credentials immigrants bring with them, rather than supporting those
with gaps in their postsecondary education or creating pathways for those that do not have
prior education (Guo, 2015; Houle & Yssaad, 2010; Picot, & Lu, 2017; Taylor & Sidhu, 2012).
This is a direct result of Canada’s immigration system that actively recruits highly skilled
immigrants who already have postsecondary education.

The discourse around refugees tends to be from a deficit perspective rather than exploring
the values, skills and knowledge they bring with them (Clifton, 2010; Francis, & Yan, 2016;
Guo, 2015; Lamba, 2003; Taylor & Sidhu, 2012). This is also present in the Canadian
immigration system which views economic immigrants as contributors to Canada’s economy
and refugees as people in crisis and docile form of labour (Lippert, 2006). Therefore, the
Canadian immigration system creates a bifurcated conceptualization of immigrants where
economic immigrants, excluding Temporary Foreign Workers, are viewed as highly skilled and
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highly educated and refugees are low skilled and low educated. This bifurcated
conceptualization is a direct result of the Canadian immigration system. The active
recruitment of economic/skilled immigrants also does not allow the space to conceptualized
and strategized around the complex and diverse needs of refugees particularly around
accessing higher education.

The circumstances under which immigrants and refugees leave their countries of origin create
unique needs for each group. For example, refugees are less likely to be fluent in English or
French prior to their arrival (Bajwa et al., 2017; Ferede, 2018; Koehler, & Schneider, 2019;
Neupane, 2012; Stevenson, & Baker, 2018; Tossutti, 2011; Wilkinson, 2008). The inability to
speak one of the official languages adds an additional barrier for refugees to address before
they are able to access post-secondary education or enter the labour market. In addition,
refugees may have gaps in their education due to the disruption of their lives in their home
country (Ferede, 2018; Shakya et al.,; Sheikh-Mohammed et al., 2006). Their education is
interrupted when they are forced to leave their country of origin. When these young adults
come to Canada, they require specific support and services to address these gaps and ensure
they can meet post-secondary requirements.

Currently, there are limited institutions and programs available to provide these services and
meet these needs. Some programs do exist, such as post-secondary bridging and upgrading
programs, but they are not free, and many refugees cite finances as one barrier to furthering
their education (Deller, & Oldford, 2011). The literature on the transition to postsecondary is
limited to refugee students in the K-12 system (Finnie et al., 2015; Hira-Friesen et al., 2013;
Murdoch et al., 2016; Robson et al., 2018; Schroeter, & James, 2015; Taylor, & Sidhu, 2012;
Wilkinson, 2008). This is because “relatively little is known about refugees’ entry into
Canada’s higher education system” (Ferede, 2010, p.79). When refugees come to Canada as
adults, their educational experience is not captured in any data (Shakya et al., 2012;
Stevenson, & Baker, 2018). Unlike economic migrants, they are assessed on ‘points’ of
vulnerability, not assets (UNHCR, 1979).

Refugees with professional training and experiences, who may or may not have their
documentation, face an uphill battle in the non-regulated occupations. In Canada, about 20%
of jobs (such as doctors, engineers, teachers, and plumbers) are “regulated occupations”
(Elgersma, 2012). For these regulated occupations, appropriate provincial or territorial
regulatory authority determine academic credentials and professional qualifications. The rest
of the occupations, about 80% of the jobs, are non-regulated occupation. The recognition of
credentials and professional experience in these occupations are at the discretion of the
employer, professional association, or apprenticeship organization. For refugees, there are no
guarantees their professional qualifications will be recognized, which can result in negative
initial labour market experiences in their new country. This might be one of the factors why
refugee adults experience higher rates of unemployment and market exclusion in comparison
to their Canadian-born peers and economic immigrants.

UNDERSTANDING SOCIOCULTURAL FACTORS OF CANADIAN NEWCOMER QUEER
AND TRANS YOUNG BLACK WOMEN'S TRANSITION FROM HIGH SCHOOL TO
POSTSECONDARY EDUCATION

In this paper the author reports the findings of interviews and focus groups with a less well-
known population of Black queer youth: Black queer and trans young women (BQTYW). The

101




purpose of the study was to explore BQTYW who are newcomers to Canada and their life
experiences “back home” in their countries of origins as well as their experiences since
migrating and attending Canadian elementary and/or secondary schools. The goal was to
learn more about non-financial barriers that affect postsecondary education (PSE) access for
these newcomer women. Thematic analysis of interview and focus group transcripts revealed
familiar barriers related to anti-Black racism and credentialism. However, the narratives also
provided new insights on the ways violence related to the intersections of race, class, gender,
sexual orientation and migration have affected BQTYW'’s access to postsecondary education.

Race-gender achievement gaps and access to postsecondary education are mainstay topics in
Black studies, educational studies and higher education. However, queer and trans young
Black women continue to be underrepresented in discussions of equity in these areas of study
(Quinn, 2007). Compounding this gap is the underrepresentation of Black students in the
academic literature on LGBTQ youth experiences in schools and North American scholarship
on schooling experiences of Black students in urban communities and schools. Unknown to
many, Black youth in Canada, both hewcomer and multigenerational, have a considerably
lower rate of postsecondary education attendance (James & Turner, 2017; Vaccaro, 2012;).
Conversely, as Black queer or trans young women experiences tend to be different from that
of young men in education, an interplay of multiple sites of advantages, social factors,
problems of exclusion and isolation is highlighted (Robson et al., 2018) and this further
explains the outcomes for many of these young women. As such, the following research
questions guided the study:

A qualitative, multi-case methodology based on focus groups and in-depth interviews with
Black queer and transgender women was used to assess sociocultural factors related to
postsecondary access (Barbour, 2008;Creswell, 2013; Krueger & Casey, 2015). These data
collection methods centered the voices of QTYBW, and provided narrative data to build a
comprehensive understanding of sociocultural factors, including the multiple forms of
discrimination facing BQY, their barriers to PSE access and the dynamic ways they can
negotiate and overcome those barriers through social and cultural capital (resilience).

Description of Cases

This research draws on the cases of two individuals, India and Sasha. India is 24 years old, a
refugee in Canada, born in Jamaica. She identifies as a Black queer woman and lives with her
partner. Her biological family is not part of her life. Her closest family member is her adopted
mother, who is her support system. She describes her mother as “always being there. I am
very close to her.” Educated in Jamaica, her elementary experience was very positive.
Unfortunately, once she started high school she was the victim of bullying because as she
explains it “she was weird.” Her teachers were verbally abusive and did not care about her
learning. She hid her sexuality as she faced issues about her sexual identity, body image, and
family. Sasha was born in Somalia and immigrated to Canada when she was 3 years old with
her parents, her older sister, and a younger brother. Both her parents are from Somalia and
are traditionally Muslim. She no longer communicates with her parents or any of her younger
siblings since transitioning and mentions that her parents’ religious beliefs have been the
main source of this strained relationship. Sasha’s older sister still lives in Canada. While she is
also religious, they do maintain a relationship that is built on mutual respect and an
“unbreakable sibling bond.”
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Crosscutting Themes

The vast majority of participants had negative and traumatic experiences in K-12 schools.
Their narratives reinforced how gender nonconformity and trans identity made them targets
of gender-based violence. Schools were places where they experience degradation, harm,
and psychological violence. This violence often took place on school grounds in interactions
with peers, teachers, and administrators. The Black queer and trans young women (BQTYW)
we interviewed understood the mutual ways in which the discursive and structural elements
of race, gender, class, and sexuality intersected to create a unique schooling experience. One
of the ways in which these young women determined that discrimination was based on their
sexuality was by speaking about what school staff said about their gender. The participants
recounted their painful, bullying, and homophobic experiences in high school, many of whom
felt unsupported. All of the participants singled out their high school years as their most
painful experience and discussed a range of identity management strategies to navigate high
school and relationships with teachers and peers.

Implications for Improving Access to Postsecondary Education

A central theme that emerged from this research was that newcomer Black trans and queer
women face a particular set of barriers in their educational trajectories. It is important to note
that Black queer and trans women are not a monolithic population. Leaving their intersections
invisible, unattended to, and erased allows for the pre-existing assumptions of collective
identities among all Black communities. Intersections of race/ethnicity, gender, and sexual
orientation also revealed important differences in support from family and communities of
origin. Not all members of the Black LGBTQ+ community may have access to the same level
or quality of social support, which leads to many feeling isolated and even struggling with
mental issues, such as depression. Participants described their educational experience as
being traumatic and pursuing post-secondary education became a site of revisiting their
trauma. This demonstrated social and emotional effects of their schooling encounters, which
multiplied when it was extended to lack of support from staff and even family members.
School administrators, curriculum specialists and counsellors should take a proactive role in
facilitating discussions on LGBTQ issues toward creating a climate of safety and inclusion for
students. Particular attention needs to be paid to supporting the safety and well-being of
lesbian and bisexual women youth and trans youth (Taylor et al., 2011).
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ABSTRACT

This paper aims to open up a space of encounter among international perspectives on a
common approach to learning and education and research-related issues: In our research
and practice (andragogical work, teaching in Higher Education), we share — across European
countries and the Atlantic Ocean — a critical-emancipatory view on pedagogical attitude,
methodological approaches and the nature of “learners”. We argue for a de-stigmatizing
understanding of learners and a mutual capacity building between learners and adult
educators, following the landmark works by Freire (1972) on liberating (and not:
domesticating) education and corresponding learning theories. This paper pays particular
attention to the issue of transformation, on the individual and on the collective level, and
aims to contribute to social and environmental justice by means of humanization and
democratization. In so doing, we contribute to the andragogical movement for “globalization
from below” in terms of fostering an alternative discourse rooted in praxis in the sense of a
“counter-hegemonic globalization” (de Sousa Santos, as cited in an interview with Peter Mayo
in Suoranta, 2010, p. 117).

Keywords: Counter-hegemonic globalization, mutual capacity building, critical-emancipatory
adult education, (andragogical) learning theories, social and environmental justice,
international perspectives on liberating education, power-critical research attitude.

INTRODUCTION

This paper intends to enable an international exchange on researching and theorizing
(transformative) adult learning and education in the fields of adult basic education, higher
education, and community-based popular education. We share a common view on the
relevance of discourses that question the single story told by mainstream neoliberal concepts
of education. The authors of this paper have met (in various constellations) in different
conferences on transformative learning, literacy, and numeracy. We share a background,
which argues for a critical-emancipatory understanding of the purpose and reason of
education in pursuit of a “counter-hegemonic globalization” (de Sousa Santos, as cited in an
interview with Peter Mayo in Suoranta, 2010, p. 117).

The authors present brief inputs from their current research and active participation in
educational practice in several research fields, using different methodological approaches and
(innovative) research methods, and exploring their potential and (possible) limitations.

Our intention is to highlight spaces of resistance by presenting research carried out in
different andragogical contexts. An important issue is to present locally relevant topics and
approaches and bring together these research results and experiences in order to discuss
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commonalities of a global perspective. Local approaches often remain undiscovered because
they are scattered, and run at the periphery of the mainstream. Therefore, we see the need
to make them more visible in order to support a globalization from below. Even if a
turnaround of the dominant discourse does not succeed, as scholars, we should see our
responsibility in claiming social and environmental justice and in putting the quest for a
critical positioning to the fore.

Another intention is to argue for de-stigmatizing the understanding of adult learners: the
depiction of adult learners as being ‘in need’ for schooling, and the technocratic and
domesticating nature of education supports an ideology of one size fits all and puts emphasis
on outcomes. It ignores learning processes, preconditions for learning, disadvantages, social
injustice and social structures that exclude individuals and groups.

A third intention is to emphasize pedagogical and andragogical conceptions of learning
(beyond behavioral and cognitivist paradigms) that follow a holistic perspective of learning
and collective transformation towards a more just and critical-enlightened society.

A fourth intention is to align research foci and methodological approaches, for instance
including adults with learning difficulties (also termed intellectual disabilities) in research
activities. Aiming at a liberating research praxis, methods of co-creating knowledge could
transform research and its subjects. Arts-based, creative, and performative research methods
contribute to a counter-hegemonic understanding of human being, living, working, learning
and of adult education.

How to research Locally Relevant Curricula of Popular Adult Education in Global Times,
when they are Off-Radar? (Irene Cennamo)

As Preston (2006) affirmed, “Mis-recognition is an aspect of social control that attaches
different values to the activities of class fractions in non-formal settings” (p. 161). According
to Foley (1993) there is an adult learning that is neglected in the adult education literature,
even though “much adult learning is not acquired in formal courses but is gained through
experience, through participation in an aspect of social life such as work, community action or
family activities” (p. 21). In neo-liberal times, such educational offers are not infrequently
faded out in official surveys (for Austria see Kellner, in press). Referring to Bourdieu,
Grotliischen (2010, p. 78) critically reflects on results of adult participation surveys in
continuing education in Germany and Europe sustaining that there are similar habitual
phenomena in society and in science: Far more than in previous surveys, the question of
abstinence, non-participation or lack of benefit estimation by learners/adults is accompanied
by an impetus of deficit at the time of Grotlischen’s publication. The refusal of (officially
legitimized) further education is latently scandalized by scholars. Against this power-critical
background I aim to make /locally relevant curricula (following O'Cadiz, Wang, & Torres 1998,
p. 536) socially and scientifically visible within the framework of my postdoctoral qualification.

If learning is a prerequisite for becoming human, then the phenomenon of learning must be
of pedagogical (before even economic) interest: from a pedagogical perspective,
understanding learning always means understanding a relationship between the learner and
the world as a possibility for the further development of this relationship (Géhlich, Wulf, &
Zirfas, 2007, p. 7). According to Forneck (1982), the world — in terms of life-word theory — is
for people not the object of knowledge, but the place where we have to survive. The
characteristics of the Lebenswelt (lifeworld) (Husserl, 1970) are not located between the
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poles of "true” or “false’, as it is the case in the (natural) sciences, but between the
categories " life-friendly ” and " life-hostile *. Mainly, our human perceptual apparatus lets us
experience these meanings directly. Whatever we encounter in this world is marked for us
from the outset under this category: It is pleasant or unpleasant, attractive or repulsive, it
pleases or instils fear (Forneck, 1982, pp. 25—-26). These socio-material or performative
ontology (Fenwick, & Edwards, 2013), following Latour (2005 )— and/or the
phenomenological perceptual perspective — following Husserl (1970) and current Meyer-
Drawe (in press) — turned out to be epistemological/ontological relevant for me. My research
is about (a) a deeper understanding of the peculiar wilfulness of adult learning in the context
of community-based popular education, (b) the profounder investigation of /locally relevant
curricula or open curricula created by collectives or communities (Cennamo, 2019).
Furthermore, I aim at exploring (c) which (andragogical) learning theory — critical-pragmatic,
interest-led, phenomenological, transformative or transformational — is most sym-pathetic (in
order to perceive and analytically describe) to study these (socio-material) learning alliances.
It is a further goal to strive for a less unequal production of knowledge in the adult education
research that gives the experiential and lifeworld-oriented knowledge of adults, practitioners
and researchers the same status as theoretical knowledge has. In line with alternative
practice in community-based settings and following the idea of *small narratives’
(Grotlischen, 2010, p. 43), promising research methodology and instruments — i.e.
autoethnography, phenomenology, walking interview, maieutic dialogue (Dolci, 1996;
Cennamo, 2020) — shall be applied.

Transformative Learning for Mid-Career Professionals, but is it Emancipatory? (Catherine
Etmanski)

Liberation is thus a childbirth, and a painful one. The man or woman who emerges is a new person,
viable only as the oppressor-oppressed contradiction is superseded by the humanization of all people.
Or to put it another way, the solution of this contradiction is born in the labor which brings into the
world this new being: no longer the oppressor nor longer oppressed, but human in the process of
achieving freedom. (Freire, 2003, p. 49)

I currently serve as the Director of the School of Leadership Studies at Royal Roads University
(RRU), a special purpose university in British Columbia, Canada, focused primarily on multi-
sectoral and interdisciplinary graduate education for working professionals (Agger-Gupta, &
Etmanski, 2014; Page, Etmanski, & Agger-Gupta, 2016). Most programs are offered in a
blended online and face-to-face format, which enables adult learners to continue in their
professions while they pursue their studies. While one might not expect a primarily distance
education degree to be transformative, feedback from learners consistently points to the
experience of transformative learning (Agger-Gupta, & Etmanski, 2014). In my current
administrative capacity, I do not spend as much time in the classroom as I once did.
However, I maintain a curricular oversight role and work collaboratively with my colleagues to
infuse a critical adult education perspective into our school’s curriculum.

My contribution to this paper focuses on our Master’s of Arts in Leadership (MAL) program
and key features of adult learning that both support and constrain liberation in this context.
As suggested in previous writing about this program (Agger-Gupta, & Etmanski, 2014),
historically there have been at least three elements of the design of this program that
contribute to experiences of transformation. First, RRUs’ Learning, Teaching, and Research
Model (LTRM), which is rooted in adult education, creates a framework that can allow many
learners to /earn how to learnin a new way (Royal Roads University, 2020). Second, the MAL
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program itself has its own competency framework that begins by priming learners to look
inward before they seek to lead others. Third, the first-year two-week residency, completed
after one month of online preparation, provides an embodied experience in what, for many, is
a new way of being. This embodied experience creates an awareness of what is possible for
human relationship and communication, not only in the context of their particular graduate
learning cohort, but also with colleagues, family members, and friends. Taken together, these
create an often unexpectedly, and somewhat paradoxically, transformative experience for
mid-career professionals (Agger-Gupta, & Etmanski, 2014). However, the extent to which this
could be considered emancipatory transformation requires further exploration.

Relationship to Transformative Learning Theory

Over the decades, various authors have proposed “different taxonomies of transformative
learning, but they contain essentially the same kinds of categorizations” (Kucukaydin, &
Cranton, 2012, p. 44). Stevens-Long, Schapiro, and McClintock’s (2012) taxonomy is as
follows:
The cognitive rational approach to changes in meaning perspectives through critical reflection...; the
depth psychology approach to Jungian individuation and spiritual development through dialogue with
the subconscious...; the structural developmental approach to epistemological change through the life

span...; and the social emancipatory approach to education for critical consciousness and social justice.
(p. 183)

Although all four of these streams are relevant to the MAL program described here, the least
emphasis has been placed on consciousness-raising for the purpose of social transformation,
until recently.

In recent years, I have been working collaboratively with colleagues to respond to the Truth
and Reconciliation Commission of Canada’s (TRCC) Calls to Action (Truth & Reconciliation
Commission, 2015) by raising students’ consciousness about Canada’s colonial history while
also fore-fronting an intersectional approach to diversity and inclusion in leadership. In this
multi-sectoral program with adults of all disciplinary backgrounds, these efforts have been
met with varying degrees of gratitude and/or resistance.

The Emancipatory Potential of Acting Out Numeracy: Participatory Research with Adults
with Learning Difficulties (Silke Schreiber-Barsch)

This contribution shifts the focus to participatory research on numeracy practices of adults
with learning difficulties (also termed intellectual disabilities) (Schreiber-Barsch, Curdt, &
Gundlach, 2020). Little scholarly attention has been paid so far to this social group from an
adult’s perspective and using the benefits of a small-scale qualitative approach and principles
of participatory research. In our exploratory qualitative study, we combined the principles of
participatory research (von Unger, 2014) and Grounded Theory Methodology (Strauss, &
Corbin, 1990) and collected data by using shadowing and interviews (both with adults with
learning difficulties) as well as focus groups (with professionals working in these contexts).

Our findings serve to illuminate transformative effects on a range of levels: With regard to
the dominant features of knowledge production, the findings show evidence of numeracy-
related abilities and competencies that yet remain in the blind spot of global and national
testing regimes. Moreover, the persons with disabilities, being part of the research in different
ways, express the transformative effects of being asked — in the role of experts — about their
numeracy-related abilities and strategies in everyday life. Thus, many come to realise their
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own proficiency, which might be often invisible or disguised to themselves. Finally, the
findings elicit the transformative effect of numeracy itself that means the emancipatory
potential of acting out numeracy — in this case under conditions of an impairment. Acting out
numeracy clearly enables adults with learning difficulties to lead their lives as independently,
actively and self-determinately as is possible, and desirable. Becoming and being numerate
through learning thus promises to empower individuals to make informed decisions to take
part in society and community, thereby transforming the world they live in (Craig, 2018, p.
63). This ultimately emphasises the quest to shift the focus not only in German adult basic
education with regard to numeracy (DVV, 2017), but also in society’s view on the abilities
from adults with learning difficulties from a deficit- to a resource-oriented perspective.

About the Transformative Potential of Adult Basic Education (Monika Kastner)

Speaking with Freire (1972), Adult Basic Education (ABE) in Austria was bound to a liberating
(and not: domesticating) tradition. This has recently changed, when a curriculum with pre-
designed learning outcomes was implemented by the responsible Ministry of Education, and
assessment of prescribed learning objectives became mandatory, serving aims of
employability and upskilling, (Cennamo, Kastner, & Schldgl, 2020; Fachgruppe Basisbildung,
2019; Ganglbauer, & Hrubesch, 2019). This made me wonder, if the glory days of ABE in
Austria are over.

In the research literature, there are findings on the transformative potential of basic
education for adults. These narratives and observations tell about profound change in
participants’ relations with themselves and with others, of personal development and growth,
covering cognitive, emotional and social dimensions. In this notion, there are references to
the German concept of “Bildung” to be seen, as conceptualized by Kokemohr (2007) based
on Humboldt.

Wright, Cranton, and Quigley (2007) collected narratives of literacy educators that tell about
overcoming personal, social or situational barriers. King and Heuer (2009) conceptualized
“deep learning”, as expressions of possibility, empowerment, ownership, and new awareness.
Johnson, Duckworth, Apelbaum, and McNamara (2010) reported on ABE as starting point for
lifechanging (educational) journeys. Feeley (2012) developed a concept of “affective power”
and “learning care” offering participants a space for “making new relationships with
themselves, with others and with their past”. Duckworth and Ade-Ojo (2016) described
transformative learning conditions that enable gaining relevant skills and confidence. Walker
(2017) focused on the feelings of shame, embarrassment, and shyness and how supportive
education can offer space for “shame reparation”. Most recently, Tett (2019) focused on
transforming learning identities based on the recognition of learners’ knowledge and
experience, a mode of learning and changing together, of giving and receiving care and of
changing practices that foster and substantiate transforming their (learning) identity.

There is similar evidence for ABE in Austria, based on a study on the interconnectedness of
learning and facilitating (Kastner, 2011), or, more recently, on the evaluation of the national
initiative on adult education that is funding ABE, for the period of 2015 to 2017 (Steiner,
Pessl, Kuschej, Egger-Steiner, & Metzler, 2017).

So, what makes ABE special is its transformative potential that lies within a holistic and
learner-centred approach, based on andragogical principles, and facilitation of learning that is
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tailored and responsive to the learners’ needs and interests and related to their everyday life
and working life.

Even within the economic driven European initiative “upskilling pathways for adults” it was
understood, that it is key to “ensure tailoring of services to individual needs” (CEDEFOP,
2019). Why is the opposite approach being taken now in Austria: with a curriculum that
dictates what participants have to learn, without regard to their needs and interests? How is
it possible to safeguard the liberating tradition? In closing, I would like to draw attention to
the 10 key strategies for resisting neoliberalism and creating resources of hope as suggested
by Tett and Hamilton (2020), where the first central strategy is “to find ways to create
dialogic, emancipatory spaces”. In Austria, this shall be achieved with the “Forum
Basisbildung”, an association of professionals and scholars committed to the liberating
practice founded in February 2020.

IN LIEU OF A CONCLUSION

Following our brief contributions, we would like to draw attention to the need for an ongoing
engagement with counter-hegemonic objectives and approaches. So, we would like to refer
to “the possibilities of using educational research itself as a resource for hope and for making
change”, as described by Tett and Hamilton (2020). For us as scholars taking a critical-
emancipatory stance, it is imperative to pose the pivotal question about the purpose of adult
education: Cui bono? Who is privileged and who is disadvantaged? What structures —
regarding the life span — support privileges and perpetuate disadvantages? What kind of
structures support self-empowerment? And: Whose voices are being heard in the classrooms,
in program planning, in research and development, and finally in policy-making? Referring to
Freire, (adult) education is never neutral (Lange, 1971, pp. 13—17). Questions of power need
to be addressed with regard to the “oppressed” and the “oppressors”.

The following questions arise in relation to our current scientific and/or educational work:
What are alternative conceptions of learning (and living of adults), and how could they
develop to “mainstream” conceptions? We trust that bringing alternative conceptions of adult
learning and education and alternative research approaches to the fore can help strengthen
the awareness of counter-hegemonic approaches. We ask ourselves, which research methods
and instruments are suitable for researching learning processes on individual and collective
levels. And we ask, whose voices are being heard. And we wonder, if a mode of joint
knowledge production can foster and promote a liberating mode of educational research and
if we might need a new understanding of science as such, a “re-thinking science” (Nowotny,
Scott, & Gibbons, 2013).

So, we want to conclude with Tett's and Hamilton’s (2000) recommendations for action as
“resources of hope”:
When we envisage resistance we often think of it as collective, public, political activity but there are
many types of resistance. [...] we argue that the concept has two central dimensions: resistance must
involve action (physical, material or symbolic) and be oppositional in that actors challenge or subvert
dominant discourses and practices in some way. [...] The possible resources and strategies will differ

from context to context but a sense of action and of opposition holds these expressions of resistance
together.

Following these recommendations will allow us to move from feeling stuck in the diagnosis of
problems into action.
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LIFELONG LEARNING IN ASIA AND THE PACIFIC: POLICY
IMPLICATIONS
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ABSTRACT

Lifelong learning is a holistic view of education and embraces all forms of learning, formal,
non-formal, and informal, throughout a life-span of people of all ages in all life-wide contexts,
delivered and undertaken through a variety of modalities which together meet a wide range
of learning needs and demands, and can potentially change society for the better. This paper
aims to analyse lifelong learning policies and practices among selected countries in the Asia-
Pacific region in order to inform policymakers and national experts within the region and
beyond to better provide evidence that the importance of lifelong learning has been widely
recognized in countries in the Asia-Pacific region. However, the outcomes of such initiatives
vary from country to country. To appreciate the diversity of policies for lifelong learning in the
region, it is essential to contextualize the description and analyze in the diversity of the
region. It has been developed using a documentary study as the data collection method and
based on comprehensive education sector reviews, research and other relevant documents
and data from the selected case studies (including Australia, Nepal and Thailand,)
Additionally, it has considered the regional recommendations for action on SDG targets 4.3
and 4.4 of the 4th Asia-Pacific Meeting on Education 2030 (APMED2030), as well as drawing
on experiences of other countries in the region to reshape their education and training
systems to create lifelong learning opportunities for all. While the journey towards the
establishment of a lifelong learning society will continue, each country has more to do in
order to proclaim the achievement of education for all by 2030. Lessons learned from the
preliminary findings and case studies may help to identify key facilitating factors as well as
bottlenecks that can be useful in the formulation of comprehensive and satisfying lifelong
learning opportunities for all.

Keywords: lifelong learning, Asia and the Pacific, lifelong learning policy, policy implications

INTRODUCTION

Today, the world is changing, and with it, education is an imperative for the sustainable
development and well-being of all societies. The Sustainable Development Goals (SDGS)
recognize the urgent need to bridge the worlds of education and employment and ensure a
solid educational and skills foundation for all, including young people, to make that leap to
the world of work and to continue learning as the world of work and wider society changes.

Rooted in many cultures, societies and religions, the notion of lifelong learning has existed
throughout human history. The notion and value of 'lifelong learning for all' is a complex and
multi-faceted process. The individual is at the heart of a lifelong learning system, and the
human-centred realization of lifelong learning depends on both the opportunities which are
available and, most importantly, the capacity and motivation of individuals to take care of
their own learning (Tuijnman & Bostrom, 2002). It requires a coherent and consistent,
coordinated, integrated and multifaceted life-cycle approach to learning. In order to achieve
this, Aspin & Chapman (2007) pointed out that the principles and ideals of social
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inclusiveness, justice and equity; a strong, adaptable and competitive economy, as well as
the provision of a range of lifelong learning opportunities are necessary. To bring this about,
a substantial re-evaluation of the provision, resourcing and goals of education and training,
as well as a major re-orientation of its direction towards the achievement of ‘a learning
society’ is required. Lifelong learning has been highlighted and reaffirmed as a priority for the
achievement of the 2030 Agenda for Sustainable Development of the United Nations as a
whole, as well as for Sustainable Development Goal (SDG) 4, which is a commitment to
‘ensure inclusive and equitable quality education and promote lifelong learning opportunities
for all’ (WEF, 2015; UNESCO, 2015). Today, this re-evaluation and orientation is a major
challenge for governments, policy-makers and educators as they seek to conceptualize
lifelong learning and articulate policies and strategies to realize the aim of creating ‘lifelong
learning opportunities for all’.

Asia and the Pacific is one of the largest and fastest-growing regions in the world in terms of
economic and social development. (The State of Asian and Pacific Cities, 2015). The region
includes large countries such as Indonesia and the Philippines, whose populations exceed 200
million. Fifty-Eight Small Island Developing States (SIDS) are a distinct group of 38 UN
Member States and 20 Non-UN Members or Associate Members of the Regional Commissions
that span various geographic regions: the Caribbean, the Atlantic, Indian Ocean,
Mediterranean and South China Sea (AIMS) (UN, 2018a). While the aggregate population of
all of the SIDS is 65 million, slightly less than 1% of the world’s population, this group faces
unique social, economic, and environmental challenges. The Association of Southeast Asian
Nations (ASEAN), a group of ten-member countries, represent more than 600 million
inhabitants. Home to great diversity and tremendous opportunities, many young people have
managed to benefit from social and economic dynamism in these countries. Adapting to
global economic changes, the APA region is experiencing changes associated with the Fourth
Industrial Revolution. Despite notable achievements in economic growth in recent decades,
equity in growth continues to be elusive, resulting in increasing inequality (Feng, 2011).
According to UN (2018b), the Asia-Pacific region is a fulcrum for international migration -
home to the world’s largest and most important countries of origin, and destination.
Consequently, the Sustainable Development Goals Report 2017 showed that having faced
several challenges, the region has shown impressive progress with the goals (UN, 2017).

The following analyses of lifelong learning implementation specifically address policies and
practices in many countries in Asia and the Pacific. Some countries in the region (e.g., the
Republic of Korea, Japan, Singapore, Australia, Thailand. etc.) have made significant progress
by investing in efforts to make the concept of lifelong learning an integral part of their
education and training systems, aiming to empower people, promote good citizen's
participation, enhance their capacity to solve problems, and attain a high quality of life. The
measures adopted within such initiatives vary from country to country (Yang & Yorozu, 2015;
Warner, 2002). For instance, there can be found equivalency programs in Nepal; skills
recognition in Australia; the National Lifelong Learning Promotion Plan in the Republic of
Korea; potential of learning cities in Thailand; alternative education in Myanmar; teacher
development program through e-learning in the Philippines; etc. There is a clear, shared
recognition across Asia-Pacific countries that the need and demand for lifelong learning will
continue to grow as will the importance of terms such as learning society, learning region,
learning cities and learning communities. While specific policy priorities to support lifelong
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learning are likely to depend on the context, there is a growing consensus about the
importance of developing learning societies.

METHODOLOGY

Qualitative comparative analysis of different policy implications for governments of the broad
approach to lifelong learning in Asia- Pacific is applied to explain lifelong learning policies and
practices among selected countries in the Asia-Pacific region in order to inform policymakers
and national experts within the region and beyond. The study provides evidence that the
importance of lifelong learning has been widely recognized in countries in the Asia-Pacific
region. Australia, Nepal and Thailand, for example, have developed, or are developing
strategies for lifelong learning through education and training system development. However,
the outcomes of such initiatives vary from country to country. By sharing experience of
policies and practices in implementing integrated lifelong learning from different perspectives,
countries can learn from one another and put their visions for lifelong learning fully into
practice.

RESULTS

An overview of the lifelong learning situation in Asia and the Pacific

Lifelong learning has been recognized for many years in Asian culture. Consequently, many
countries and communities in the region, despite differences in education systems and
traditions, have adopted various ways of promoting lifelong learning for all as essential to
their education goals and development frameworks/policies. However, while partial or
sectoral approaches to lifelong learning is seen in some national policies, there is also
evidence of comprehensive lifelong learning systems which integrate all levels of education,
ages and learning modalities. According to the review of countries’ experiences using lifelong
learning as a driver for sustainable development, countries apply different strategies to meet
different learning demands. Quality formal education; Learning cities and community-based
learning; Workplace learning; ICT and e-learning; and Recognizing learning outcomes are
common lessons from Japan, the Republic of Korea and Singapore (UIL, 2015).

The comparative analysis and the challenges for monitoring and evaluation of progress
towards lifelong learning

The implementation levels of lifelong learning programs vary from country to country because
the national emphasis is different. Some countries in Asia and the Pacific focus on certain life
phases, contexts, and modalities of learning and topics. This analysis showed that there is
still need for many countries in the region to focus more on a humanistic, rights-based and
holistic view of education and lifelong learning along the following lines: promoting the
transformation of existing education systems into a structure-based on lifelong learning;
advocating for non-formal and informal learning, especially for youth and adult learning and
education; developing synergies between various learning systems; facilitating the
development of national policies and strategies for lifelong learning for all; developing
capacities for effective lifelong learning policies and practices; facilitating partnerships among
government agencies, civil society organizations and the private sector; promoting the
development of learning cities, learning regions, learning communities, learning villages and
learning families; enhancing the use of modern learning technologies; and supporting
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research in lifelong learning policies and practices. The new perspective requires different
solutions.

Based on the analysis of different countries in the Asia-Pacific region, this paper concludes
that some countries (China, Japan, the Republic of Korea, Australia, Vietham, Thailand, etc.)
are heading in the direction towards the development of lifelong learning societies. However,
their policies, strategies, and approaches in building a learning society are different. While
countries are increasingly accepting the idea of a learning society, there may never be a
single set of formulae for implementation. The concept of ‘lifelong learning’ often alludes to
the learning acquired by individuals throughout their lives, and to the different ways and
spaces in which individuals acquire such learning. In contrast, the concept of ‘learning
society’, alludes to a collective entity (society) that develops (or should develop) institutional
and organizational structures to promote relevant learning opportunities for all members of
that society. Thus, reflecting on the need from different stakeholders between the
government and citizens shall help to translate into appropriate policies, planning strategies,
and funding arrangements. A learning society generates new knowledge and appropriate
knowledge management systems, as well as making the best life decisions for the prosperity
and well-being of its people (Charungkaittikul, 2011). According to Stiglitz and Greenwald
(2014), creating a learning society at the macro-condition, economic stability and continuity
are important to the learning process. It is obvious that to develop comprehensive policies
that address learning in a wide range of spheres using interdisciplinary and intersectoral
knowledge and expertise, encompassing education and training policies and related policy
areas are necessary (UNESCO, 2016).

While national visions and goals for lifelong learning are in tune with the global goal of
promoting lifelong learning for all, the choices countries are making in planning, financing and
implementing education programs and services for lifelong learning differ. Using a system-
wide approach to lifelong learning development, this document identified certain
characteristics of education systems and policy implications for the effective promotion of
lifelong learning. The aim was to develop a deeper understanding of how comprehensive,
lifelong learning systems can be established and maintained to advance sustainable
development. To create effective lifelong learning systems, countries need to make significant
changes to both government and financing of education and training. For instance, the
governments of many countries in the region, namely Australia, Nepal, Thailand, China,
Singapore, Japan, the Republic of Korea, New Zealand, amongst others, are trying to harness
the power, new processes and operations, reengineering learning service systems, and
placing a strong emphasis on outcomes and results. In 2001, the Republic of Korea
government upgraded the Ministry of Education, renaming it the Ministry of Education and
Human Resource Development (MOEHRD). Headed by the Deputy Prime Minister, MOEHRD
coordinates the policies of line ministries (for example, the Ministries of Labour, Science and
Technology, Information and Communication, and Economy and Finance) that have
implications for human resource development and lifelong learning. As another example,
Japan created the Ministry of Education, Culture, Sports, Science and Technology in 2001.
Australia, which had combined education and employment ministries, has now separated
them to ensure that Cabinet-level discussions focus on learning and economic issues (World
Bank, 2003). The roles of private sector and civil society in increasing lifelong learning
opportunities for all are also important. The private sector can provide education in several
ways, such as: owning and operating private schools and providing inputs, such as books,

119




learning materials and equipment, or, operating public schools under contract (World Bank,
2003). Therefore, policymakers need to create a level playing field in education and training
between public and private providers. Taking a holistic and integrated vision, the solutions
require inter-sectoral and cross-sectoral approach to lifelong learning as the guiding
paradigm. Moreover, to promote lifelong learning, quality assurance mechanisms that certify
learners and accredit institutions are needed. Recognition of prior learning (RPL) is a process
that will be used to recognize the skills and knowledge of people, irrespective of whether
such skills and knowledge were achieved formally or informally.

CONCLUSIONS

To be successful and embed lifelong learning in the whole life of the people, Asia- Pacific
region lifelong learning policies must travel vertically from central government downwards
and horizontally through cooperation between local and regional agencies. Implementing a
lifelong learning system is complex, and many aspects should be taken into consideration,
including prerequisites for policymaking, educational tradition, demographic structure,
educational content, economic parameters, and not least, individual choices, preferences and
needs. Under such circumstances, implementing lifelong learning policies is incremental,
which is already happening in a number of countries in this region. The challenge is to ensure
the implementation of an incremental approach within an agreed framework for the long-
term realization of lifelong learning.
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NORTH KOREAN WOMEN ENTREPRENEURS LEARNING FROM FAILURE
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ABSTRACT

Migrants” workplace experiences in their host society shape their social adjustment, yet Aow
migrants learn from failures is under-investigated. This study examined how North Korean
migrants in South Korea sought to learn from failures in their workplaces and everyday life.
The paper draws on nine months of ethnographic research in South Korean social enterprises
(restaurants, cafes) that employ North Korean migrants. Data sources include informal
conversations and loosely structured interviews with five purposefully selected women who
started, or planned to start, their own enterprise. The findings revealed that migrants
experienced failure in five inter-related spheres: financial, relational, physical, psychological,
and professional. Participants developed perspectives to understand failure as an integral part
of learning in a new society and adopting unfamiliar role expectations and responsibilities.
They also applied knowledge from their failures to change their approach to their career and
strengthen their personal and business capacity to obtain a legitimate social position.
Paradoxically, failures that were beyond their control, such as legal problems, created
opportunities to receive practical support from, and increase trust in, South Koreans. These
findings contribute to adult education scholarship on migrants’ situated learning in their host
societies and challenge the discourse that portrays North Korean defectors as deficient.

Keywords: Entrepreneurship, Migration studies, North Korean defectors, North Korean
migrants, Workplace learning

INTRODUCTION

Migrants” workplace experiences in their host society shape their social adjustment, yet Aow
migrants learn from failures is under-investigated. Due to linguistic, cultural, political, and
economic differences between sending and receiving countries, failure is an inherent aspect
of migrants’ learning. In particular, migrants are likely to experience failure in their current or
previous workplaces, sites where they are likely to interact with host citizens. Migrants,
however, can use failure to understand how they can (or cannot) change their thinking,
behavior, and adaptation strategies. Learning from failure is especially crucial for migrants
who are or aspire to be entrepreneurs, since starting a business is a risky endeavor.
Accordingly, the purpose of this study is to explore how five North Korean women migrants in
South Korea sought to learn from failures in their workplaces and everyday life.

RELEVANT LITERATURE AND CONCEPTUAL FRAMEWORK

Some migration scholars (e.g., De Haas, Fokkema, & Fihri, 2015; Wang & Fan, 2006) have
criticized simplistic views that categorize migrants’ adjustment as either integration in the
host society (winners) or return migration (losers). These scholars call for research on the
heterogeneity of migration experiences and perspectives, focusing on individual and
contextual factors that facilitate or hinder adjustment beyond the success-failure dichotomy.

Learning from failure has been examined by scholars and practitioners in leadership and
business management, career and organizational studies, and entrepreneurship. These
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studies suggest that not every failure promotes learning; rather, certain conditions such as
personal characteristics and emotional regulation are needed to catalyze learning (Bennett &
Snyder, 2017; Fang He, Sirén, Singh, Solomon, & von Krogh, 2018). This paper draws upon
entrepreneurship literature that emphasizes how coping with multiple failures can engender
deep learning both about oneself, including core assumptions, and one’s business (Cope,
2011; Shepherd, 2003).

We also build on the few studies that have investigated North Korean migrants who have
transitioned from communist to capitalist economies (e.g., Jung, Dalton, & Willis, 2018;
Lankov, & Kim, 2014). Findings from these studies suggest that North Korean women used
their skills as housewives (e.g., selling household items, sewing) and advanced their
entrepreneurial pursuits in the informal market through trial and error.

Second, this paper uses situated learning (Lave & Wenger, 1991) to identify migrants’
learning as a social practice that begins through legitimate peripheral participation (LPP), or
being a newcomer on the periphery. LLP refers to the development of knowledge and identity
that can be reproduced through participation in a community of practice (CoP) and, in turn,
transform CoP. Before arriving in South Korea, North Korean women have engaged in
informal market economies for personal and family survival from their position on the margins
of North Korean and Chinese societies (Jung, Dalton, & Willis, 2018). Through participation in
illegal and informal markets, they develop new knowledge and skills to expand their business,
such as ability to understand supply-demand, market trends, and profitability. This paper
examines the learning process and outcomes when North Korean women migrants participate
in businesses where they have limited access and are at the periphery of cultural acceptance
due to lack of sociocultural and business knowledge, discrimination, or other factors. In such
instances, they encounter various kinds of failures as a consequence of participating in social
activities.

METHODOLOGY

This paper address the following questions: (1) How have North Korean migrants in South
Korea experienced failure in the workplace and their lives? (2) How do they conceptualize and
articulate their failures? (3) What and how do migrants learn in response to their failure
experiences? The study is based on nine months of ethnographic research (Fetterman, 2010;
Wolcott, 2008) in South Korean service industry workplaces (e.g., restaurants and cafes) that
employ North Korean migrants. The study took place in a large city and included five
workplaces. They were all social enterprises, which means that they aimed to provide
opportunities for North Koreans to integrate into South Korean society.

This paper focuses on five purposefully selected women who started, or planned to start,
their own enterprise. Data sources for this paper include informal conversations and loosely
structured interviews (Patton, 2015). The interviews covered topics like failure due to
differences between North and South Korea, which allowed me to elicit participants’ own
views and definitions of failure. Depending on the participant, they referred explicitly to
failure and/or used related terms (e.g., liquidation, bankruptcy, falling down, betrayal, hitting
bottom). Descriptive phenomenological analysis was used to examine how participants forged
meaning structures (Giorgi, 2009; Zahavi, 2003). Systematic reductions and imaginative
variation were used to identify the essence of learning from failures (Giorgi, 2009).
Participants’ characteristics are described in Table 1.
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Table 1. Participants’ characteristics.

Pseudonym

Arrival
in S.
Korea

Age
(range)

Marital
status

Work experience

Heajin

2002

50-55

Single

N. Korea: Telephone operator

China: Antique sales, medical hub
business

S. Korea: Restaurants, inns, motels,
insurance planning company,
karaoke (business owner, failed),
animal cafe

Jungnam

2014

35-40

Married
(Chinese)

N. Korea: Teacher
China: Housewife (forced marriage)
S. Korea: Restaurants, catering

Kyonghee

2008

50-55

Married
(S. Korean)

N. Korea: Factory worker

China: Tourism business, translator,
restaurant

S. Korea: Sewing factory,
restaurants, Chinese instructor

Songja

2004

55-60

Married
(S. Korean)

N. Korea: Chef
China: Sewing, restaurants

S. Korea: Restaurant, catering
(business owner, failed)

Sunhee

2003

40-45

Married
(S. Korean)

N. Korea: Merchant/trader
China: Housewife

S. Korea: Restaurant, sales, factory,
restaurant (own business, failed),
marriage brokerage (current
business)

RESULTS

This section describes participants’ experiences of failure and explicates how they learned
from and used these failures to change their thinking and behaviors in a new society.

Experiences of Failure

Participants experienced failure in multiple, inter-related domains: financial, relational,
physical, psychological, and professional. Together, these experiences engendered tangible
consequences and losses, including bankruptcy, separation and divorce, iliness, depression,

and isolation, among others.

124




Financial.

All participants experienced some degree of financial failures such as debt and bankruptcy in
South Korea. The reasons for financial failures as stated by participants were fraud,
ignorance, and insufficient understanding of balancing saving and spending. Two participants
were swindled out of their money by other North Koreans: *“Who can defraud North Koreans?
Only North Koreans.” Sunhee became indebted after paying her broker’s fee (money charged
for entering South Korea) and remittance money. Songja closed her restaurants twice
because business was not profitable. Heajin “went completely bankrupt” when she invested in
a foreign stock market, losing her savings, credit, and car: “I went from the floor to the top
[earning money] and then went back to the floor [bankruptcy]. Yet, after falling down to the
ground, I realized ah, money is not everything.” Their financial failures stemmed from
inadequate economic resources, coupled with their ongoing financial support and
commitment for family members (sending remittances) and limited knowledge of financial
systems in South Korea.

Relational.

Participants’ relational failures spanned their previous and new family relationships in North
Korea, China, and South Korea. They felt they had failed and guilty when they could not
connect with or support their parents, siblings, and/or children (Choi, 2018; Ko, Chung & Oh,
2004). For example, Kyonghee felt she had failed to fulfill her family responsibility because
she couldn't financially support her family, and experienced an emotional breakdown as a
result. Four participants also considered that they failed in their forced marriage in China
because their husbands were unfaithful. Jungnam felt she had failed because she could not
afford to bring her daughter from China. The emotional turmoil engendered by these
relational failures also caused physical and psychological problems.

Physical and psychological.

Physical failure was embodied in health problems such as chronic diseases (e.g., heart
problems) and insomnia due to nightmares. All five participants used terms like “losing
heart”, “weakened spirit,” or “suicide symptoms” to describe their experiences with their
mental health status. For example, Heajin and Kyonghee indicated that their relational
failures caused them to suffer from depression for about one year (Ko, Chung & Oh, 2004).
For Jungnam, psychological failure originated from feeling desperate about the present and
lacking hope for the future. The findings indicate that physical and psychological failings were
strongly connected; however, participants considered psychological struggles to be more
serious because they believed their physical health depended on mental health.

Professional.

Professional failure was associated with job-mismatch, insufficient management skills and
knowledge, and limited networking due to different social and legal systems. For instance,
upon entering South Korea, Jungnam did not accredit her high school graduation with the
National Intelligence Service and therefore had limited career choices with her middle school
degree. North Koreans are required to verify their educational credentials, but Jungnam and
Songja withheld this information from South Korean authorities, which later created problems
in their job applications and employment. Heajin, Sunhee, and Songja also experienced
professional failure when they had to close the small businesses (e.g., restaurant, bar,
karaoke) they had opened with other North Korean defectors. Heajin, the owner of a karaoke
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bar, was unable to run a profitable business, and Songja, who co-owned a restaurant, was
forced to close because “our [North Korean] people do not know what to do without orders
[in the workplace].” She realized she should separate social ties with North Koreans from her
business decisions.

Conceptions of Failure

Participants faced being on the socio-cultural periphery due to insufficient knowledge of
credentials, regulations, and networks needed to maintain successful personal and
professional lives. Given the accumulated experiences of marginalization and previous failures
in China and South Korea, the participants considered failure as a natural part of their lives
that they ought to bear and overcome. For example, Sunhee described failure as a familiar
experience that she eventually learned to manage:

Failure was very familiar to me because I always felt I failed. First time when I failed, it was painful and

I didn't want to get up because I know that when I got up, I will fall down again. But finally, I learned
how I could fall down well and about the method to get up.

Sunhee conceptualized her failure as falling down. Her other comments during the interview
suggested that failure accompanied mental and physical pain. Her understanding of failure
was augmented by a two-fold realization: first, accepting failure as an integral part of her life,
and second, knowing the importance of learning from failure. Sunhee was able to reduce and
supplant her emotional turmoil with the understanding of failure as a means of learning.

By contrast, Heajin discussed how she separated herself from failure and resisted labeling
herself a failure:
I separate myself from understanding of my failure. I may fail to perform a role to be successful yet that
does not mean I failed or I am a failure. Because of multiple failure experiences, we [North Koreans]
sometimes consider we are a failure. Yet, failure is natural when we take too much role responsibility
that we cannot perform.
Heajin rejected failure as an essential part of North Korean identity. Rather, she attributed
her failures to the unfamiliar system and culture that made it difficult to fulfill proper role
expectation. This idea helped her to buffer pain from failure and distance her failure from
herself.

Learning in Response to Failure

Failure helped participants to change their perspectives and approach towards the social
world, themselves, and others. They developed knowledge of capitalist society and adjusted
their problem-solving approaches to remain competitive in their businesses. They also
clarified their goals and direction to build social position by maximizing their work capacity.
Lastly, they noted that failure created opportunities to build trust.

"South Korean system is the opposite of North Korea.”

Failure in business helped participants better understand capitalist systems and change their
approach to push their businesses to be successful. Songja, a former North Korean chef who
served North Korean military officials, opened her restaurant and catering service partnering
with other migrants, but had to close her business within six months. Her failure shifted her

understanding of how to run a business in capitalist system:

I closed my business twice in South Korea. At that time, I was ignorant and courageous. Although I did
not know much about South Korea, I was confident about my cooking expertise. I was full of myself; I
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did not listen to others’ opinions. Yet, the South Korean system is the opposite of that in North Korea;
here it's capitalistic and in the North it's communism. I did not know much about competitive market
industry, dividing the role with different expertise. After the closure of my business, I admitted my
ignorance in a capitalistic system and neither did any of my co-workers. I am determined to work with
South Koreans who know about what I do now know. So, I can focus on my expertise, cooking, and let
others care for other tasks.

Songja realized that neither her cooking expertise nor collective labor was sufficient to
guarantee a profitable business because the responsibilities of business owners in South
Korea were more complex. Understanding the concept of the division of labor (the business
owner’s responsibilities and the multiple tasks needed to run a business), she worked with a
South Korean partner who could supplement her lack of local knowledge, communication,
and business expertise (e.g., documentation and networking) in South Korea.

"Maximized my capacity.”
The experiences of failure and loss in overlapping dimensions such as relational and
professional realms inspired participants to maximize their personal capacity by focusing on
recovery and rebuilding. Referring to life without legal protection for family and work,
participants strengthened their new and legitimate social position, for example, by earning
degrees and certificates in South Korea. Kyonghee, for instance, said that failure helped her
to expand her personal potential, using all available resources even from past failures:
When I failed in my forced marriage with Chinese-Korean husband, I fled to South Korea, leaving my
daughter in China. In South Korea, I maximized my capacity: I started my study at 4 a.m. to complete
my cyber university degree program in hotel management, and worked in a restaurant temporarily and
visited my daughter in China. After six years, I acquired a bachelor’s degree and invited my daughter to
live in South Korea. With my Chinese knowledge working in service industry for four years and my

university credentials, I will run a business to serve Chinese tourists in South Korea. Although my life in
China was depressing, it helped me to know two societies and serve both customers with my strength.

Failure motivated Kyonghee to strengthen herself and develop strategies to build a better
career and family life in South Korea. Particularly remembering her illegal status in China, she
did her best not to waste time but rather to improve her socio-economic position through
dedicated work and education. She further applied her insights and knowledge from both
countries to reproduce and transform a service business for Chinese-origin people in South
Korea. Kyonghee was not an exception. Each participant had strong family commitments
toward children in China (Jungnam, Kyonghee) or family and relatives in North Korea (Heajin,
Songja, Sunhee) that, along with a sense of responsibility and the will to improve their lives,
inspired them to increase their work adaptability and remain competitive (Fong, Busch,
Armour, Heffron & Chanmugam, 2007). For these participants, failure provided clear direction
for pursuing success and inspired them to maximize their potential and capacity for their
careers.

"Learn to trust others.”

Sometimes extreme financial failure created opportunities to receive financial, emotional, or
professional support from South Koreans, and in turn, to develop more trust. For instance,
when Heajin worked as insurance planner and consultant for other migrants, she was sued
for stock market losses. At this time, she turned to a South Korean pastor for help:

We [North Koreans] don't trust South Koreans. Yet, when I failed in my investment [and career as a

consultant], I was desperate for help. A pastor, who I knew for three years yet, I never trusted,
connected me to a lawyer [the pastor’s church member] and lent me some money out of his insufficient
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financial conditions. I felt there might be some good South Koreans and his support might be
unconditional. It changed my perspective towards South Koreans and I learned to trust others.

Heajin’s desperate financial situation compelled her turn to a South Korean for help, and an
unintended consequence provided opportunity to trust South Koreans. Similarly, when Songja
failed in her restaurant business and had a recipe stolen by a North Korean, she received a
help from a South Korean partner who helped her obtain a patent on one of her North Korean
recipes. These kinds of failures created opportunities for North Korean migrants to receive
assistance to overcome obstacles that they could not solve on their own.

DISCUSSIONS AND CONCLUSIONS

This study elucidates how North Korean migrants who are or hope to be entrepreneurs
learned from failure in their workplaces and daily life. In particular, this study shows how
these migrants processed and interpreted their failure to be more successful in their current
workplace or future business venture. Findings revealed that migrants experienced failure in
five inter-related spheres: financial, relational, physical, psychological, and professional.
Participants developed perspectives to understand failure as an integral part of learning in a
new society and adopting unfamiliar role expectations and responsibilities. In addition, they
applied knowledge from their failures to change their approach to career and strengthen their
personal and business capacity to obtain a legitimate social position. Paradoxically, failures
that were beyond their control, such as legal problems, created opportunities to receive
practical support from, and increase trust in, South Koreans.

This study builds on migration studies literature (De Haas et al., 2015; Szkudlarek, Nardon,
Osland, Adler & Lee, 2019) by presenting a case of migrants’ learning from failure. In
addition, this study demonstrates how migrants adapt their failures to change own
perceptions and participation in new communities of practice, particularly in the workplace.
These findings challenge the discourse that portrays North Korean defectors (or other
refugees and migrants) as victims or deficient. Future adult education research should further
investigate how other migrant groups convert failure into opportunities for learning and the
conditions that shape their ability to do so.
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ABSTRACT

Integrating three conceptual works (autonomy-supportive teaching, learner autonomy, and
self-directed learning), this paper presents a model of autonomy-supportive instructional
strategies for writing center tutors to incorporate when working with multilingual students.

Keywords: Learner autonomy, self-directed learning, autonomy-supportive teaching,
multilingual students, writing center practice

INTRODUCTION

Whether through one-to-one tutoring or collaborative programs across campus, writing
centers serve as an important academic support resource in higher education institutions.
Writing centers’ prime aim is to help students, regardless of their backgrounds and
disciplines, improve their academic English and writing skills to attain their academic goals
(Greenfield & Rowan, 2011). In the more recent years, however, there has been a growing
need to shift their design of support and practice as the demographics in higher education
shift (Open Doors Report, 2018). More and more multilingual students are visiting the writing
centers, and both the tutors and tutees are experiencing conflicts caused by mismatched
needs and services (Cheatle, 2017; Schneider, 2018).

Cultivating effective and independent writers as the central mission, writing center policies
emphasize providing the writers with tools they can utilize in a self-directed manner in the
future. For example, in one-to-one consultations, tutors are trained to provide reader
feedback for the improvement of the writing process, and providing direct feedback is
discouraged (Tiruchittampalam, Ross, Whitehouse, & Nicholson, 2018). However, without
formal training or a proper understanding of the need of the population of multilingual
students, tutors tend to either make direct edits on the writing products or reject their
requests of grammar and wording help even though it is one of the major needs of the
students (Kim, 2018; Myers, 2003). Such a disconnect has been leaving not only the tutors to
feel somewhat incompetent but also the learners to feel embarrassed as their requests are
made to feel as fraudulent (Cirillo-McCarthy, Russo, & Leahy, 2016).

To our knowledge, there is limited literature, tools, or resources available to writing centers
that help foster autonomy and self-directed learning during tutoring sessions with multilingual
learners. Addressing the gap, in this paper, we explore practical strategies that promote
learner autonomy and self-directed learning when helping multilingual students develop
academic writing skills. Theorizing from the existing literature, as well as reflections on our
teaching experiences serving adult English language learners, we explore the following
research question within the conceptual works of autonomy-supportive teaching (Patall &
Zambrano, 2019; Reeve & Jang, 2006), learner autonomy (Holec, 1981), and self-directed
learning (Knowles, 1975): what are best writing tutoring strategies promoting learner
autonomy and self-directed learning in multilingual adult learners?
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CONCEPTUAL FRAMEWORK

This section reviews relevant literature on the conceptual framework of our topic to provide a
basis for our analysis and organization of our findings. It starts with a review of the concept
of autonomy-supportive teaching, followed by a review of the concepts of learner autonomy
and self-directed learning. Finally, relevant literature supporting the importance of the role of
teachers in the development of learner autonomy is discussed.

Autonomy-Supportive Teaching

Self-determination theory (Ryan & Deci, 2000) emphasizes that individuals’ ideal functioning
requires the fulfillment of three innate and universal psychological needs: competence,
relatedness, and autonomy. Grounded in this theory, numerous studies in various fields
suggest the importance of teacher autonomy-support, specifically how teachers nurture
student’s inner motivational resources (i.e., interests, preferences, and values) to boost their
persistence and motivation for learning (Karimi & Abszedeh, 2017; Kusurkar, Croiset, & Ten
Cat, 2012; Reeve, Bolt, & Cai, 1999). In his study of autonomy-supportive teachers, Reeve
(2006) argues that a central role for teachers is to facilitate students’ autonomy. He
proposes, to be an effective facilitator, teachers ought to structure students’ learning
environments that nurture and expand on student learning experiences. According to Reeve
and Jang (2006), teachers can incorporate the following approaches: (1) allow students to
meaningfully choose learning activities, (2) rely on informational, non-controlling language,
(3) embrace communicative value and providing rationales, and (4) acknowledge and accept
students’ expressions of unpleasant emotions. Corresponding to these approaches, Patall and
Zambrano (2019) also suggest practical strategies such as: provide choice opportunities with
students’ actions, pacing, method, and among other things to enhance interest and built
trust; provide specific and concrete rationales to have students understand the value; and
incorporate student perspectives and curiosities to ensure the students to feel respected and
motivated.

Learner Autonomy

Although the concept of teacher autonomy-supportiveness is underexplored in the field of
ELT, there is a related ELT construct called learner autonomy (Holec, 1981). The concept of
learner autonomy involves learner self-direction and control of the learning process. It
focuses on developing and using cognitive and metacognitive resources to monitor and
evaluate their own learning (Little, 2017). According to Borg and Al-Busaidi (2012), confident
and motivated language learners are more likely to develop learner autonomy, supporting
Reeve and Jang’s (2006) emphasis on teachers serving as facilitators of students’ autonomy.
Sinclair (2002) recommends, however, to reflect on several key elements conceptualizing
learner autonomy with language learners. For example, it is important to be aware that
complete autonomy is an idealistic goal, that autonomy can take place both inside and
outside the classroom, and that autonomy is interpreted and acted differently by different
cultures.

One crucial aspect of learner autonomy is the role of scaffolding. Cotteral and Cohen (2003)
propose key elements of scaffolding in supporting autonomous learning with reading skills:
modeling of expert strategies, providing cues to adopt new strategies, practicing and
discussing the new strategies, and providing immediate feedback on their performance.
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These recommended elements of scaffolding can be used to improve learners’ writing,
speaking, and listening skills as well.

Self-Directed Learning

While learner autonomy primarily focuses on the context of language learning, self-directed
learning focuses on adult learners. Proposed by Knowles (1975), self-directed learning (SDL)
is a concept of learning reflecting the theory of andragogy, specifically the assumption that
adult learners can increasingly direct their own learning as they mature. Learners engaged in
SDL are driven by intrinsic motivation and purpose, and they put forth deliberate efforts to
build knowledge and develop skills and strategies to control their learning (Merriam &
Bierema, 2014). Instructional models of SDL typically involve: creating a climate of mutual
respect and support, identifying learning needs and goals, assessing resources for learning,
choosing and implementing appropriate strategies, evaluating learning outcomes, and
adjusting strategies accordingly (Knowles, 1975; Tough, 1978). In a more practical approach,
Grow (1991) presented a matrix of four SDL stages for educators to use as a tool to promote
self-directed learning through their teaching. For example, the first two stages focus on
providing more introductory material and direct feedback, whereas, the higher-level stages
involve learner-led activities, collaborative learning, and focus on both the process and
product of learning (Merriam, 2002).

Role of Teachers

In the context of English language teaching (ELT), multiple studies have highlighted the
importance of teachers’ role and strategies in developing learner’s autonomy and confidence
over the past decades. For example, a study conducted by Clément, Dornyei, and Noels
(1994) showed that teachers’ rapport with language learners was associated with students’
linguistic self-confidence and anxiety. Noels (2001) further discovered that teachers who
provide language learners with greater choices of learning activities reported higher levels of
intrinsic or internalized motivation. Similarly, Tran and Duong’s (2018) study on EFL learners’
perception of factors influencing learner autonomy development demonstrated that
autonomous-oriented teachers support the development of learner autonomy; whereas,
teachers who took on a more assessor role hindered the development. Tran and Duong
(2018) recommended that teachers should not only act as a facilitator but also well-balance
their objectives between increasing student’s confidence in autonomous learning and helping
them “develop a reflective aspect of autonomous learning” (p. 5).

METHODOLOGY

We systematically reviewed the existing literature encompassing English language teaching
(ELT), writing center practices, and educational psychology to identify, critically evaluate, and
integrate all the knowledge and findings of relevant literature. First, we conducted a search of
published literature in the following databases: EBSCOhost, Google Scholar, and ERIC
databases. The search terms included: writing center practices, English as a second language
writing, teaching writing to ESL/EFL students, learner autonomy in English language learning,
self-directed learning in English language learning, autonomy-supportive instructions, and
peer-tutoring practices. We also attended to the list of references in the sources we reviewed
to expand our search. Once we gathered all relevant literature, we eliminated those that did
not address our research question or our target audience (i.e., adult learners).
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Then, an analysis of the relevant literature was conducted. We started the process by
charting the data (Arksey & O'Malley, 2007, p. 26) on a matrix by sorting through the
complied literature according to key themes. Once the charting step was complete, we
examined the matrix through our reflections on our past teaching/tutoring experiences with
multilingual adult learners. Lastly, we developed a matrix of our themes from relevant
literature and our reflections to triangulate, integrate, and curate our findings.

FINDINGS AND DISCUSSION

Applying the conceptualization of autonomy-support, the ELT construct of learning autonomy,
and self-directed learning, we developed a model of autonomy-supportive tutor instructional
strategies designed for serving multilingual students visiting the writing center. We present a
total of 11 instructional behaviors that promote learner autonomy and self-directed learning
that tutors can incorporate: (1) plan the tutoring session time efficiently, (2) actively ask for
the students’ learning goals, (3) offer opportunities to talk, (4) offer opportunities to process
feedback in their own ways, (5) provide specific rationales, (6) ask students’ intentions, (7)
provide feedback by asking probing questions, (8) offer meaningful encouragement in
conjunction with hints for improvement, (9) praise students for their ideas and efforts, (10)
communicate perspective-taking statements, and (11) be responsive to all types of questions.

Plan the Tutoring Session Time Efficiently

Negotiating the agenda at the beginning provides structure and guidance that builds on
students’ needs (Patall & Zambrano, 2019). It also promotes modeling of expert strategies
and conscious awareness of the learning process, practicing how to identify what resources
they need (Tough, 1978) as well as facilitating the development of skills to actively plan the
writing process with future assignments (Cotteral & Cohen, 2003; Sinclair, 2000). A useful
strategy to effectively negotiate the agenda is to ask students about the specific deadline of
the assignment and their availability to invest more time on the paper after the session.

Actively Ask for the Students’ Learning Goals

Some students directly request to edit or proofread their writing as this is a common
misconception with writing center services (Cheatle, 2017). It is critical to ensure that their
learning goals are achievable under the writing center policy and that they are given choices
to redirect their goals accordingly while also nurturing their interests (Patall & Zambrano,
2019). Also, some students might not come to the sessions with a clear goal. Starting the
session with questions like "What are your goals with this paper?” and “"How can I help you to
achieve those goals?” can, therefore, facilitate the process of formulating learning goals.

Offer Opportunities to Talk

In some cultures, students seldom practice expressing their intentions or thoughts to a
teacher (Blau, Hall, & Sparks, 2002). Taking a culturally specific perspective, offering the
students the time to organize and express their thoughts aloud at their own pace can not
only enhance their sense of autonomy and competency but also help acknowledge their
negative affect in terms of communicating (Patall & Zambrano, 2019; Reeve & Jang, 2006).
Having a light chat, encouraging them to ask questions anytime during the session, or
helping to put their thoughts together can create a non-judgmental environment where they
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can freely communicate their concerns. This strategy will also help create a learning climate
of respect and support (Knowles, 1975).

Offer Opportunities to Process Feedback in Their Own Ways

Given that all cultures have different writing orientation and decision-making process — e.g.,
contrastive rhetoric (Liu & McCabe, 2018), there is a possibility that the given feedback can
potentially conflict with students’ existing knowledge or past learning experiences. To address
such a gap, understanding the way how they process feedback and identifying what
strategies of processing feedback work best for them is important. If students seem to
struggle with following verbal explanations, one method can be to create visual tools such as
concept maps to help them be engaged and understand the key points of the feedback. The
aim is to prevent confusion and sustain their confidence and motivation to learn (Patall &
Zambrano, 2019; Reeve & Jang, 2006).

Provide Specific Rationales

Rather than providing implicit directions (Nan, 2012), explaining precisely why certain
changes need be made can help students understand and consciously reflect on their errors.
This strategy will help them understand the value of feedback and prevent repetitive errors in
the future. Another way is to have them write down their common errors, similar to a lexical
book, so that the student and the tutor can refer back to it on future visits (Rafoth, 2015).
These strategies focus on encouraging critical thinking, reflection on the importance of
understanding both the process and product of learning, and developing and using
metacognitive strategies to monitor and evaluate their own learning (Grow, 1994, Little,
2017).

Ask Students’ Intentions

All students have different cultural schemata, and it can attribute to their errors or mis-choice
of wordings in their writing (Blau, Hall, & Sparks, 2002). Understanding students’ perspectives
and, thus, their intentions behind their choices of words or content organization can help
inform the approach of feedback and make them feel respected and motivated (Patall &
Zambrano, 2019). Asking them questions like “Can you explain what you are trying to say
here?” or “Why is this idea presented here?” can not only help identify their underlying
intentions but also an demonstrate appreciation of the students’ work.

Provide Feedback by Asking Probing Questions

Instead of providing directive local-level feedback (Myers, 2003), ask probing questions to get
the students involved in the process of making the changes. For instance, questions like “"Do
you think a noun is appropriate here?” and “What if we restructure the statement?” can serve
as meaningful feedback while increasing students’ metacognitive awareness with their errors
(Borg & Al-Busaidi, 2012). Besides, this strategy can also facilitate a meaningful discussion
and provide the opportunity for learners to try finding solutions to the challenges on their
own (Grow, 1994), as well as reflect on the process of their autonomy development (Tran &
Duong, 2018). Giving direct feedback or exhibiting answers can, in fact, be perceived as
instructional behaviors that control students’” autonomy (Reeve & Jang, 2006).
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Offer Meaningful Encouragement with Hints for Improvement

“You are almost there! Consider changing A, B, and C before you finalize the paper!”
According to Patall and Zambrano (2019), such an encouragement, especially using words
like “consider,” “could,” or “might,” can not only boost students’ confidence but also guide
them to evaluate and strategize their process. Meaningful encouragement providing direction
to where to go next can make students feel less anxious when working on it alone after the
session.

Praise Students for Their Ideas and Efforts

Instead of assessing their skills, crediting their effort on building a well-thought-out content
can boost their confidence as a writer. Although some literature report that multilingual
students seek more direct or sentence-level feedback for their writing product (Bromley,
Northway, & Schonberg, 2018; Kim, 2018; Myers, 2004), students who want to improve their
writing process and assimilate to the western-oriented writing culture must not be excluded.
Importantly, positive feedback can help create a nhon-threatening learning atmosphere (Tran
& Duong, 2018).

Communicate Perspective-Taking Statements

"I would also struggle writing this paper! The assignment topic is difficult” or “Yeah, English
grammar is very confusing. I also get confused with the rules.” English language learning is a
life-long journey and can often feel isolating. Demonstrating that their challenges are valid
can help them feel less isolated within the English language writing culture and promote a
sense of relatedness (Reeve, 2006; Ryan & Deci, 2000).

Be Responsive to All Types of Questions

Students ask a varying range of questions from grammatical structure to cultural information.
What is key here is that some students may ask questions after some contemplation.
Responses like “that is a good question” or "I never thought of it that way” can make them
feel respected and encouraged to value their effort to seeking help (Patall & Zambrano,
2019).

IMPLICATIONS AND CONCLUSION

Concepts such as autonomy, self-directed learning, and independent learning are being
explored more in higher education contexts. Online writing labs (OWLs), for example,
emerged to promote autonomy and self-directed learning. Ultimately, OWLs serve as a
supportive resource for multilingual students (Paiz, 2018). Interaction between the student
and writing tutor, however, can be more valuable than self-directed learning resources in
student’s success (Chiu, 2012). Therefore, our model of autonomy-supportive instructional
strategies can assist writing center tutors to incorporate them into their sessions with
multilingual students. The proposed model can also help tutors reflect on their current
practice and identify what is hindering/supporting their students to be more independent.

To conclude, we have brought in an interdisciplinary conceptual framework to discover
practical strategies that can benefit writing tutors as well as multilingual adult learners to
work in an environment that promotes life-long learning. This inquiry has illustrated the
importance of adopting different practices to better serve multilingual adult learners.
Researchers should continue to explore the theories and concepts of autonomy-supportive

135




instructions, self-directed learning, and learner autonomy in new contexts and across
disciplines. Moreover, further empirical studies on our proposed model or various strategies to
promote learner autonomy and self-directed learning when working with multilingual students
are necessary as the demographic in higher education shifts rapidly.
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UNEARTHING TESTIMONIAL INJUSTICES IN THE ENGENDERING
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ABSTRACT

Framed by theories of testimonial and hermeneutical injustice and epistemic friction and
resistant imagination, and employing feminist discourse analysis, we explore in this paper
how museums ‘language’ gender and the pedagogical implications. Our readings of scripto-
visual languages in museums illuminates a hidden curriculum of disciplinary practice through
epistemologies of mastery at work that contributing to teachings of a gendered status quo of
masculine power and privilege. Yet responding to calls to become ‘agents of change’ new
discursive practices in museums challenge gendered commonsense making and destabilize
the legitimacy and authority.

Keywords: museums, scripto-visual languages, feminist discourse analysis, gender,
testimonial injustice, resistant imagination

INTRODUCTION

Museums have positioned themselves in society as authoritative, objective and impartial sites
of knowledge creation and are thus highly trusted by the general public (e.g. Gordon-Walker,
2018). From this position of power and legitimacy, these institutions play an active public
pedagogical and epistemic role by moulding and mobilizing how we will understand
everything from history to aesthetics to society. As knowing is intimately tied to identity
(Trinidad Galvan, 2016) these institutions also shape identity and subjectivity.

Most of the focus on the epistemic practices of museums, for both curators and visitors, is
their visuals -- the objects, artworks and dioramas. Often overlooked, however, is the
languages of museums — the curatorial and explanatory statements and labels (texts) but
also the practice of ‘stagecrafting’ (positioning, lighting, et cetera) which are also significant
conveyors, shapers or organizers of meaning, knowledge and subjectivity. Our interest in the
epistemic practices of museums directs us toward what Fricker (2007) calls “epistemological
reading” (p. 147). We therefore take up ‘museum languages’ as a ‘scripto-visual’ public
pedagogy of discursive and spacial practices of power that fix meaning through words and
“modes of proximate display” (Cranfield, 2017, p. 119; see also Giroux, 2004).

This paper shares findings of our study of how museum languages function as engendering
public pedagogies work to reinforce (or challenge) normative gendered codifications and their
implications. Drawing from theories of testimonial and hermeneutical injustice, epistemic
friction and resistant imagination, and employing feminist discourse analysis, we queried what
strategies were being used to discipline and regulate gendered understandings. Equally, we
explored the use of conscious counter strategies of resistance to gendered common sense
making.
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ANALYTICAL FRAMEWORK

Miranda Fricker (2007) argues that there is a “distinctively epistemic kind of injustice” which
she calls “testimonial injustice” (p. 1). Testimonial injustice “occurs when prejudice causes a
hearer (or reader) to give a deflated level of credibility” to certain people’s or groups’ words
(p. 1). This prejudice is the result of a “hermeneutical gap in collective interpretive resources
[that] puts someone at an unfair disadvantage when it comes to making sense of their social
experience” (p. 1). For Fricker, the capacity to share knowledge is so significant in human
beings that it is "no wonder”, in the context of oppression, that the powerful seek ways to
actively “undermine the powerless in just this capacity” (p. 44). Jose Medina (2013) builds on
this, positioning epistemic inequality as “the enemy of knowledge” because it handicaps our
capacities to know, to learn from each other and to engage actively as agents in society” (p.
27). Racist and sexist ‘epistemologies of mastery’ (Code, 2003) hidden within social and
institutional narratives undermine self-confidence, trust, identity and knowledge of oneself by
unfairly depicting non-dominant groups as intellectually, socially and culturally inferior.

Michel Foucault (1982) characterizes these epistemic practices of injustice as ‘disciplinary
powers’ exercised by some people over others through a confidence of "knowing the inside of
people's minds" (p. 124). Gillian Rose (2001) focuses on how “knowledge and power are
imbricated one in the other”, arguing that all “knowledge is discursive and all discourse is
saturated with power” (p. 138). Moreover, discourse related to the social productiveness of
people “depends on assumptions and claims that their knowledge is true” (p. 138), returning
us to testimonial injustice and the hermeneutical gap. When this practice of ‘epistemic
arrogance’ is visited upon people they tend to accept and even participant in their own
silencing and marginalization (Medina, 2013).

When placing museums within the discourse of testimonial injustice, we shift away from
deflation toward inflation. Testimonial injustice is the inflation of the knowledge authority of
museums -- their right to tell particular stories and the unassailable cast of those stories
(Whitehead, 2009). Through epistemic arrogance, museums practice disciplinary pedagogical
powers and epistemologies of mastery that feminists Lorinda Cramer and Andrea Witcomb
(2018) position as “the power to make people see [and know] what they are being taught to
see [and know] and to remain blind to what they are being taught to ignore” (p. 2).
Discursive absence-making practices in museums therefore perform, as noted above, as
hidden curricula to uphold the gendered power relations that impede the sense of possibility
women in all their diversity may feel about themselves and their place and role in society
(Bergsddttir, 2016; Bates, 2018; Bierema, 2003; Janovicek & Nieslon, 2019). Pedagogically
speaking, because museums are active pedagogues, we need to unearth and see how deeply
that create ingrained, socially constructed prejudices that perpetuate the hermeneutical gap
of a damaging gendered status quo.

Yet where there is power, Foucault (1980) reminds us, there is resistance because people are
never simply hostage to dominance and control; they “are never trapped and condemned to
defeat no matter what" (p. 142). In myriad ways, people learn and enact ‘epistemic frictions’
and ‘resistant imaginaries’ (Medina, 2013). These include means of unmasking prejudices and
biases, reacting critically and creatively to ignorance and arrogance, re-imagining, naming
and speaking beyond the imposition of silencing by filling cognitive gaps with alternate
experiences, ways of knowing and conceptions of reality (e.g. Jarvis, 2019).
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RESEARCH QUESTIONS AND FEMINIST DISCOURSE ANALYSIS

MacLulich (1995) once argued that “language, particularly in the form of extended texts,
[was] one of the primary tools available to museums...for creating meaning and
mediating...messages” (p. 106). This makes museum ‘languages’ critical, although they have
been primarily overlooked in terms of their pedagogical roles. The questions that guided our
study of museum languages include: How do museum languages ‘gender? How do they
enact testimonial injustice and perpetuate epistemic and thus social inequality? What
epistemologies of mastery and disciplinary strategies are at work through the diverse
explanatory ‘texts’, including the institution itself as ‘text”? How are meanings fixed in ways
that limit “the possibility of other interpretations”? (Cranfield, 2017, p. 121). Recognizing,
however that epistemic resistances always exist, we also explored how museums enacted
testimonial justice. What practices of epistemic friction and resistant imagination exist?

We employed a critical feminist discourse analysis methodology. We grounded critical
discourse analysis in the hermeneutical gap of how museums are able to operate, and
employed it as an approach to the study of ideology in terms of how language in the museum
structures the way things can or are allowed to be thought and thus known and the
implications for how we will think or act “on the basis of that thinking” (Rose, 2001, p. 136).
Critical feminist discourse analysis allows us to read museum ‘texts’ as political systems of
meaning caught up in “the interrelationships of gender, power and ideology” (Lazar, 2005, p.
5) that carry privilege, assign value, and produce particular kinds of identities and
subjectivities that are never, despite museum pretexts, neutral (e.g. Clover & Williamson,
2019; Sanford & Clover, in press). We also recognize that language in the museum is not
simply what is written or spoken. There exist ‘spacial languages’, stories told through
positioning, lighting or ‘stagecrafting’ objects or exhibits that indicate for visitors the attitudes
of value, status, and legitimacy (e.g. Bergsdottir, 2016). How does the practice of
stagecrafting work to sustain patriarchal social order or power?

FINDINGS

Our feminist analysis of museum ‘texts’ found a variety of strategies including amplification
and superlatives, relationality, euphemisms, juxtaposition, and neutrality used to reinforce the
museum’s narrative authority and maintain problematically gendered understandings of the
world. Using examples from a variety of museums, we outline a few of these and what they
teach us.

Masterclasses in male mythologising and 'female’ diminishment

In exhibitions at the museums in Canada and England, statements about ‘male’ -- we will
return to this adjective -- fashion designers such as Christian Dior and Cristobal Balenciaga
are littered with superlative descriptors including genius, hero, God-like and ‘God-given
talent’. By juxtaposing this with an examination of language about ‘female’ fashion designers
we found a palpable contrast. The use of the term ‘male’ in front of fashion designer is ours
as they are simply termed ‘fashion designers’. Female fashion designers are always
designated by the gender adjective (like sports). This teaches a particular epistemic of
common sense: real fashion designers are men and they were born brilliant. Further, taking
fashion designer Guo Pei’s 2019 exhibition at the Vancouver Art Gallery as an example,
women are seldom (okay, never so far) described as genius nor are they born with talent.
Guo Pei, the labels teach us, became who she is from her *months spent with renowned
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fabric manufacturer Jakob Schlaepfler” and was influenced by “the magnificence of van
Gogh” (Sanford & Clover, in press, emphasis ours). This authoritative social imaginary tells us
that Guo Pei is where she is today because of her relation to and learning from famous and
outstanding men. Language in this case serves the dual purpose of diminishing Pei’s position
in the ranks of other (male) fashion designers despite her works being shown in an art
gallery, and shoring up a hermeneutic prejudice that favours men not simply as designers
and creators but as knowers and teachers. This is a problem on many levels, not least
because “those who grow used to carrying with them the presumption of knowing, of
speaking authoritatively...have but rare opportunities to find out their own limitations”
(Medina, 2013, p. 30).

Pervasive relationality

This languaging practice of ‘relationality’ does not stop with Guo Pei, as ‘female’ painters and
artists (designation always used) are also affixed through relational language. In an art
gallery in Huddersfield, England, for example, texts do not describe a female artist’s
contributions to the art world nor any “brilliance” or “aesthetic vibrancy” as these are
reserved for the ‘real’ artists who are (coincidentally) male. Rather, the labels position female
artists in relation to famous males -- who are not always famous but they get a mention
anyway so we are to assume they must be -- such as a father or husband. Similar to our
example of Pei above, through the hidden agenda of epistemic aesthetic privilege we are
taught that female artists are included in gallery collections not for their talent but through
birth or marriage. Equally, the language re-enforces what Pollock (1988) argued so many
years ago -- “creativity is...a masculine prerogative and that as a consequence, the term
artist automatically refers to man” (p. 29). As Medina (2013) argues, “those in positions of
power tend to be better off...[and] enjoy the cognitive benefits” (p. 30).

Reading stagecrafting

As noted earlier, we read the museum itself as a ‘text’, a strategy of languages including
juxtaposition, placement, and lighting. These stagecrafting practices work separately and
together to reinforce gender power disparities.

Juxtaposition is a commonly used “literary device in which two often disconnected or
contradictory terms (or ideas) are placed together...in close proximity to each other” (Sanford
& Clover, in press). And this literary device is used quite extensively in museums. For
example, juxtaposed in a museum in British Columbia are two dioramas. One uses words
such as ‘potency’, ‘danger’, ‘war’, ‘defence’ and ‘weaponry’ to describe the context for the
very masculine, elevated, and brightly spotlighted red military uniform. As one enters the
gallery, this image draws the eye immediately. Nestled alongside is a much lower, more dimly
lighted woman'’s dressing room, complete with dainty laces and silks, jewels and
daguerreotypes of family members. A similar example is found in a museum in Manitoba,
where the lighting and positioning push the women’s boudoir far into a corner of the gallery,
barely noticed among the many ‘active’ and brightly lighted mining and hunting exhibits. One
instance of this might be an oversight; twice and more as we have witnessed many other
examples of ‘gendered juxtaposition” uncovers Fricker’s (2007) hermeneutic gap of attitudes
deeply rooted in the prejudice of normative masculine gazes and ways of understanding and
thus representing the world.
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Other concerning examples of ‘stagecrafting” are found in various museums in Canada and
England. From 2016 to 2018 celebrations of women’s suffrage were formed a number of
temporary curated exhibitions. However, a visit to six of these showed them to be small and
easily missed, placed in corridors that were almost overlooked as many visitors -- and even
us who were there intentionally to see them -- carried on by without seeing them. In
addition, rather than being placed inside ‘proper’ galleries reserved for temporary exhibitions,
two were placed on lower ground floors adjacent to the washrooms. There are perhaps some
valid space reasons for this placement and we acknowledge that at least the milestone of
some women acquiring the right to vote (married or with property only) was acknowledged
through exhibitions and thus legitimized as having historical ‘memory’ value. However, the
anniversary of the vote should not have come as such a surprise that the exhibitions were
forced to be consistently relegated to ‘non-gallery’ spaces. Not even the language of
‘temporary’ (versus permanent exhibitions) is gender neutral in museums.

Epistemic friction and the resistant imagination

Dominant in museum language used to label and explain is the passive ‘neutral’ tone that
gives weight through the authority claimed as ‘fact’, so dominant that it is normalized and
invisible. This language appears to draw on ‘expert’ knowledge and provides no room for
alternative perspectives, critiques or questions. And while there are, from time to time, labels
in museums that recognize, for example, “the stereotype of male domination” in an artwork,
exhibition or diorama, a critical self-reflective practice that challenges the languaging of the
entire institution by illuminating ingrained epistemic arrogance, practices of testimonial
injustice and the hermeneutical gender gap they perpetuate is rare. To engage in this type of
activity would be to destabilize the penchant for indulging themselves in what Medina (2013)
would see as a “delusional cognitive omnipotence that prevents [them] from learning from
others and improving” (p. 31) by having to admit to the omnipresence of patriarchal
prejudices. However, there are examples of attempts to provide openings for visitors to
interpret exhibits and artefacts. For instance, a British museum recently offered an exhibition
entitled 7 Object — Ian Hislop’ Search for Dissent. However well-meaning, the irony of this
exhibition sponsored by Citi Bank and framed solely through the eyes of a well-known public
male figure provided no gender analysis of difference in how women and men were treated in
the artworks or historical texts.

Yet there was one extraordinary example of a feminist resistant imagination at work in an art
gallery in England called openly, ‘Feminist Revisions’. Outside each of the different galleries
within the museum were large-scale curatorial statements that uses a very typical
authoritative, neutrally passive tone to describe the context of the artworks one was about to
see. Below each of these traditional statements was an alternative statement written, as
noted, from an intentional feminist standpoint. For example, one such curatorial panel is
entitled Grand Tour and Grand Style: The Influence of Travel. The original statement reads:
Improvements in European travel during the 1700s had a wide-ranging impact on British culture. A
particularly significant influence was the Grand Tour, which became almost obligatory for young

gentlemen. Grand Tourists were led across Europe by tutors to study art, history and politics for two or
three years.

The feminist revision reads:

Improvements in European travel during the 1700s had a wide-ranging impact on British culture. A
particularly significant influence was the Grand Tour, which became an almost obligatory part of any
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rich, young fella’s education. Grand Tourists were led across Europe by tutors who were all men. Only in
the later parts of the 1800s did it become (acceptable) fashionable for (barely any) young women and
even then, only when chaperoned by a spinster aunt, or some other ‘safe’ and socially undesirable
female. Divorced women were allowed on the Grand Tour!

This provocative re-writing of curatorial statements calls into question the actual neutrality
and stability of the museum language and story. It renders visible how the language of
history absences women and presences men. The Feminist Revision is at work across this
entire gallery and is therefore an important example of epistemic friction and resistance. On
one hand this practice could be seen simply as what Foucault called (1972, p. 37) “isolated
small islands” of resistance. However, it can be seen equally as a “chain of inference and
interference” (Foucault, 1972, p. 37), a noisy interruption to the legitimacy of past (and long-
standing) descriptive narratives. These revisions, as we witnessed on two occasions, are
perused actively by visitors, giving them a very different lens through which to view the
artworks.

IMPLICATIONS AND CONCLUSIONS

An analysis of the languages of the many museums we have visited over the past 10 years
tells a consistent story of testimonial injustice fed by the hermeneutical gap of structural
gender identity prejudice. The languaging of injustice, sweeping over profoundly important
histories alternative to patriarchal aggrandizing is pervasive although, as Fricker (2007)
reminds us, it is “inevitably hard to detect” (p. 152). Curatorial statements, labels and
dioramas are ‘read’ daily by thousands of visitors who peruse and then accept them as ‘fact’
about the world and ourselves. To borrow from Gramsci (1971), powerful and authoritative
institutions such as museums instruct not through force but through epistemologies of
masterly and disciplinary languages that encourage consent and complicity with the
discursive constructions of, for example, who we be a ‘real’ artist. Women internalize this
“drip, drip, drip” (Bates, 2018, p. 2) of problematic identity-making and it has a profound
impact on how they see themselves and their place in society.

Feminist Revisions, however, give us hope as a resistant imagination. We read things like this
as epistemic frictions to the very fabric of the museum and “women’s imaginary [as]
inexhaustible” (Cixous, 1976, p. 876). With humour and defiance, and in spite of the enormity
of privileging patriarchal discourses that have kept women “in the "dark" (p. 876), forcing
them to accept both absence and arrogance, they provide a space of testimonial and
epistemic justice. If only more museums could engage in similar reflexive awareness practice.
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ABSTRACT

Learning at work has the potential to be an important contributor to employee performance
and professional advancement. Yet, gender inequality is prevalent in many workplaces and
may influence the types and quality of learning to which employees are exposed. This study’s
purpose was to examine the relationship between female- and male-dominated industries and
learning at work as measured by the Program for the International Assessment of Adult
Competencies (PIAAC). For those industry sectors determined to be female- or male-
dominated, we used a linear regression model to determine whether a relationship exists
between gender dominance and learning at work based on the independent variables gender,
education level, and race. Results indicate workers in female-dominated industries engage in
more learning at work than those in male-dominated industries. We conclude gender-
dominance may influence workplace culture and social interactions, thereby affect learning at
work.

Keywords: workforce development, gender, PIAAC, quantitative

INTRODUCTION

The U.S. Bureau of Labor Statistics (2019) reports that women earn 81 cents for every dollar
earned by men. While there is some evidence of closing the gap, gender inequity is persistent
and more acutely experienced by women of color and low-income women. In the workplace,
women must learn from a hidden curriculum that integrates them into a patriarchal workplace
culture, thereby placing them at a developmental disadvantage (Bierema, 2001). This study is
therefore an investigation into gendered workplaces and the learning that occurs in such
workplaces.

LITERATURE REVIEW

Workplace learning scholars have generally reached consensus that employees learn more
about how to do their jobs from informal and incidental learning processes than from formal
education (Kwakman, 2003; Marsick & Watkins, 2018). As a consequence, the job
characteristics and environmental conditions that support a high degree of learning are a key
concern (Eraut, 2011; Marsick & Watkins, 2015; Skule, 2014). Workplace learning research
emphasizes both social and practice-based theories of learning (Olsen & Tikkanen, 2018) and
characterizes workplace learning as self-directed while also leveraging dialogue and
collaboration with others (Tikkanen, 2002). As a result, learning at work is directly related to
workplace context and the ways in which context supports or constrains learning (Billett,
2004; Schwartz, 2019).

Given society’s reliance on work and economic contributions as facets of social equity and
inclusion, work structures and job characteristics can reinforce inequality regimes (Acker,
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2006), reproducing larger patterns of discrimination with respect to gender, race, and class.
Beginning with Acker’s (1990) influential work challenging the assumption of organizations as
gender-neutral spaces, there has been an abundance of research into the cultures, climates,
and experiences of both male-dominated and female-dominated industries and jobs. These
industries make particularly good sites for empirical investigations, as they often represent
opportunities to explore “provocative exceptions” to gendered norms and rules (Collins,
2015). For example, Collins and Rocco (2015) found that, for gay men working in the male-
dominated profession of law enforcement, many often have experiences that subvert the
privileges they otherwise enjoy as men. Similarly, Simpson and Stroh (2004) found men
working in female-dominated occupations such as teaching often intentionally seek ways to
perform and assert their masculinity.

In addition, differences in learning interest and opportunities in the workplace across genders
have been documented (Boeren, 2011; Bancheva & Ivanova, 2015). Of particular interest,
Boeren (2011) found women’s responsibilities outside the workplace may lead to a reduced
number of opportunities for work-related training. This strikes us as a “provocative exception”
of a sort—that the very employees who may benefit most from additional opportunities for
learning and development on the job are not able to access them. Given the polarized
cultures of both male-dominated and female-dominated industries and jobs, we believe these
may be particularly useful sites to explore gendered differences related to learning on the job.

PURPOSE AND RESEARCH QUESTION

By using the Program for the International Assessment of Adult Competencies (PIAAC) data
set to examine these phenomena on a national scale we hope to identify the connections
between single gender-majority industries and learning opportunities. More specifically this
study aims to answer the research question: What is the relationship between learning
opportunities at work and female- and male-dominated industries, while controlling for
gender, race, education level and age?

METHOD

The PIAAC dataset by the Organization for Economic Co-operation and Development (OECD,
2016) is the result of an international survey conducted in nations worldwide. The survey
includes skills-based assessments of respondents’ literacy, numeracy, and problem-solving in
technology rich environments proficiencies and demographic background data, including
various work-related behaviors and information, including learning activities. The present
study used the 2012/2014 United States National Public Data Files from the PIAAC Household
Survey.

Female- and male-dominated industries were defined as having 69% or more of one gender
among PIAAC respondents. These were chosen because of a seemingly natural cut line in the
demographics of PIAAC respondents and because we wanted to focus on industries in which
the gender ratio was at least 2:1. In an effort to further confirm our industry selection we
examined U.S. Bureau of Labor Statistics (BLS) industry profiles (2020). The analysis showed
that the same ten industries met this threshold with Education being the lowest in both at
69.4% and 69.6% in the PIAAC data and BLS, respectively. The seven male-dominated
industries were: agriculture, forestry, and fishing; mining and quarrying; manufacturing;
electricity, gas, steam and air conditioning; water supply, sewerage, waste management, and
remediation; construction; and transportation and storage. The three female-dominated
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industries were: education; human health and social work; and households as employers.
Table 1 presents the gender percentages for each industry and data set.

Analysis

To investigate the relationship between learning opportunities and female- and male-
dominated industries, we ran a linear regression. Learning at work was represented by
LrmgWork which was derived from three questions related to frequency of learning at work:
(a) In your own job, how often do you learn new work-related things from co-workers or
supervisors? (b) How often does your job involve learning-by-doing from the tasks you
perform? and (c) How often does your job involve keeping up to date with new products or
services? LrngWork had a value from 5 to 15. The control variables were gender, race,
education level and age. The following base model was used.

Table 1. Percent of Women in Workforce by Industry and Source

Industry U.S. BLS PIAAC
Agriculture, forestry, and fishing 26.2 28.4
Construction 10.3 8.0
Education 69.6 69.4
Electricity, gas, steam and air conditioning | 20.3 16.3
Households as employers 91.0 82.9
Human health and social work 78.1 79.7
Mining and quarrying 15.8 18.3
Manufacturing 29.4 26.3
Transportation and storage 24.8 26.0
o e w0 e

Bo designated the intercept value, while /ndDom was a binary variable representing male-
dominated and female-dominated industries with male-dominated industry as the reference
category. Gender was included in the model as a binary response choice on the PIAAC survey
with Male as the reference value. The PIAAC survey design used only a binary variable for
gender/sex and did not distinguish between the concepts of gender and sex.

Race was coded with five values with Hispanic being the reference category. Educ reflected
education level derived and coded into three categories: Less than high school, High school
or more (but not a Bachelor’s degree), and Bachelor’s Degree or higher, with Less than high
school as the reference category. Last, Age was a categorical variable based on age groups
24 years or less, 25-34 years, 35-44 years, 45-54 years, and 55-65 years, with 24 years or
less as the reference category. Residual is the error term in the model. The alpha level of .05
determined significance for each variable’s relationship to learning at work.
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Participants

We included only participants who had complete response sets (n=2,139). 1,073 people
worked in male-dominated industries and 1,066 worked in female-dominated industries. All
respondents were between 16 and 65 years old and men comprised approximately 51%
(1,086) of respondents. 185 respondents had less than a high school (HS) education. 1,247
had more than a HS education but not a Bachelor’s degree while 707 had at least a
Bachelor’s degree.

RESULTS

Results show that frequency of learning at work is related to working in a female- or male-
dominated industry. Respondents working in female-dominated industries engage in more
learning at work than those in male-dominated industries. The model showed an increase in
LrngWrk (& = 0.36, £ = 1.98) for those working in female-dominated industries. Table 2
includes the full results.

Table 2. Linear Regression Coefficients of Learning Opportunities

Variable bi SE t
Constant 9.89* 0.42 23.50
Industry Dominance — Female 0.36%* 0.18 1.98
Female (Gender) -0.18 0.16 -1.12
Race
White 0.37 0.25 1.45
Black 0.65 0.35 1.85
Asian/Pacific Islander 0.79 0.43 1.82
Other 0.31 0.59 0.53
Education level
HS, but no college degree 0.51 0.33 1.54
College degree 0.98* 0.33 2.92
Age
25-34 years 0.11 0.29 0.39
35-44 years -0.51 0.27 -1.86
45-54 years -0.73* 0.33 -2.22
55-65 years -0.70%* 0.31 -2.28

Note: * - p < 0.05.

DISCUSSION, IMPLICATIONS, AND CONCLUSIONS

The result that people working in female-dominated industries engage in more learning at
work than those in male-dominated industries may relate to workplace culture and social
interactions, thereby affect learning at work. For example, some gender-dominated
workplaces may exhibit qualities typically associated with masculinity or femininity. An ethos
of care typifies some industries classified as female-dominated, such as education and
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healthcare. Conversely, a male-dominated workplace may function with a culture of
independence or self-reliance, as might be associated with construction or transportation and
storage. Gender-normative behaviors may then impact whether workers seek training or ask
for help. Similarly, learning at work may be connected to such issues as collaboration (Lopes,
Scully-Rus, Zarestky, & Collins, 2019). While Lopes et al. (2019) showed collaboration at work
does not necessarily translate to learning at work, gender-dominance may influence the
structure of jobs and workplace culture, both of which may then impact learning.

As previously indicated, society’s reliance on work and economic status connects directly to
issues of equity and inclusion. As a result, work structures and professional contexts can
serve to reinforce inequality (Acker, 2006), thereby reproducing or reinforcing societal
patterns of bias and discrimination regarding gender, race, and class and humerous other
personal qualities. These results have implications for adult educators who wish to support
learners in the workplace and seek to navigate the particularities of industries with a
dominant gender profile. More work is needed to understand how female- and male-
domination in an industry translates to support for workers in the form of learning and
educational opportunity. An open question remains regarding the role of mandatory
professional development and continuing education. Future studies should explore the role of
a culture of learning derived from continuing education in connection to female- or male-
dominated industries. Adult educators in workplace contexts have new options to foster
individuals’ learning at work and navigate and support learning in varying professional spaces
and cultures, and ultimately facilitate social change by working to challenge systems that
reproduce inequity and bias.
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FORMAL AND INFORMAL LEARNING TRANSFER IN THE WORKPLACE
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ABSTRACT

Both employees and organizations invest significant amounts of time, energy, and funds while
promoting knowledge development as a fulcrum for increasing reflexive transformation,
gaining higher cognitive skills, and achieving both organizational and workforce members’
performance goals. Our paper advocates multi-faceted and interactionist adult learning
approaches designed to stimulate learners’ motivational dispositions as they transition to and
from formal and informal learning environments.

Keywords: Formal learning, informal learning, reflexive transformation, motivational
disposition

INTRODUCTION

Our paper investigates the theoretical conceptual framework associated with formal and
informal learning transfer in the context of workplace and organizational collectives.
Additionally, we seek to add to knowledge regarding learners’ applications of knowledge and
experiences when stimulated by situational interest, societal context, or organizational
climate. The goal of our paper is to investigate theories encompassing adult learners’ self-
regulation of knowledge development while transitioning to and from highly structured,
organizationally supported, formal learning centers, to informal, unstructured, learning
environments. Our focus on workforce transfer of learning adds to adult educators’ and
corporate training officers’ knowledge network in the use of stimuli to spark learners’
dispositions and to improve collective performance. Finally, our paper provides
interpretations for applied research where the conclusions and implications may lead to new
constructs on reflexive transformation and learning transfer.

Why Investigating Formal and Informal Learning Transfer Matters

Ford and Weisbein (1997) stressed the importance of a multifaceted approach where the
analysis of workplace learning transference includes the exploration of several concepts and
theories. The Foundational Science Research Unit (FSRU) (2014) proposed organizations
require an interactionist framework to fully appreciate the vast differences in workforce
members’ formal and informal learning needs. Holton, Chen, and Naquin (2003) highlighted
in order to increase levels of formal and informal workplace learning transference,
organizations needed to develop customizable approaches that stimulate employees’ learning
transference within both stable and static workplaces and unstable and quickly evolving social
constructs.

For action teams operating in unstable constructs such as first responders, military personnel,
and medicals teams, Bourdieu (2012) proposed formal and informal learning transfer as being
unique and essential to the doxa of solidarity. Sweetman (2003) and Taber, Plumb, and
Jolemore (2008) described action team formal and informal learning as situational, where
members faced nonlinear, unstructured tasks requiring them to forego their formal learning
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identities. In order to meet evolving mission tasks, action team members applied a reflexive
transformation approach. Bourdieu (1990) described reflexive transformation as members
gaining a “feel for the game” (p. 52) where individuals’ and teams’ cognitive structures
independently and collectively react and respond to unstable conditions. Taber et al. (2008)
found members undergoing a reflexive transformation approach often gained higher echelons
of proficiencies when they transitioned to an unstructured, informal learning habitat. To
meet the training demands associated with dynamic organizations, educators and training
officers developed gradual formal to informal learning approaches where learners progressed
from a highly structured, regulated, formal learning environment, to an intensive, action-
oriented, informal learning construct.

THEORETICAL CONCEPTUAL FRAMEWORK

Our theoretical framework served as the foundation for understanding the cyclical pattern of
formal and informal learning transference. Our research indicated a lack of consensus in
literature regarding; (@) how workforce members self-regulate their knowledge development
and (b) at what point in the formal/informal learning spectrum do individuals gain the
essential competencies to perform optimally (Decuyper, Dochy, & Van den Bossche, 2010;
Taber et al., 2008; Williams, Gruber, Sutcliffe, Shepherd, & Zhao, 2017). We sought to add
to literature regarding learners’ application of knowledge and experience when stimulated by
situational interest, societal context, or organizational climate.

Classical View of Learning Transfer as a Single-Layered Concept

The classical crux of transfer of learning concluded if learners were taught X, then learners
implicitly applied X when confronted with unstructured tasks or issues (Baldwin & Ford, 1988;
Carraher & Schliemann, 2002; Halpern, 1998; Zohar, 1994). Chatterjee, Pereira, and Sarker
(2018) presented formal learning was founded upon the premise that all individuals
possessed the ability to transfer implicit knowledge from one task to another. Nonaka (1994)
suggested humans’ transference of explicit knowledge to tacit knowledge was a natural,
basic, and cognitive process.

However, Engle (2012) and Halpern (1998) cited flaws associated with traditional theorists
conceptualizing formal learning as the end-all approach to stimulating individuals” and
collective teams’ knowledge development. Halpern presented most training courses focused
on students’ learning content as central to their job descriptions. Billett (2004) argued
confining learning transfer to formal learning implied a causal relationship between structured
learning environments and changes in employees’ performances. This causation failed to
account for nonspurious relationships associated with human agency, social construct,
organizational climate, and learners’ self-motivations. Carraher and Schliemann (2002)
suggested empiricists’ concepts of learning transfer mirrored Piaget’s theory of learning and
the process of assimilation and accommodation.

Recognizing the limitations associated with the classical concept of learning transfer,
investigators sought ways to expand inquiries beyond traditional methodologies and
simplistic, quantitative research designs. As part of their investigations into single-layer
learning, researchers often applied a quantitative research design with the hypothesis where
if the learner demonstrated the “correct” response, then transfer of learning occurred. These
research designs proved inconclusive as studies failed to account for normative or non-
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normative human behavior. Lobato’s (2006) actor-oriented perspective served to fill in gaps
associated with single-layer learning transfer concepts.

Actor oriented perspective

By applying Wagner’s (2010) transfer-in-pieces constructivist approach and Lobato’s (2006)
actor-oriented perspective, researchers gained greater insight into individuals’ interactions
with situational events. Using a time-space continuum, investigators recorded how learners
leveraged their prior experiences, whom and when learners discoursed with other members,
and what ways members executed their tactical implementation plans (Lobato, 2012). Reed
(2012) also highlighted a major distinction between implicit, expert-defined, correct
responses and learners’ explicit, tactical implementation plans. Learner-authored tactical
implementation plans reflected individuals’ learning transference through the lens of social
construction. Investigators broadened their inquiries to mixed methodology designs
recording field notes on the sample populations’ actions regardless of the members’ abilities
to successfully transfer learning (Reed, 2012). Through the use of the actor-oriented
perspective, researchers gained multi-layered perspectives and deeper conceptualizations of
how members’ reflexive transformation became stimulated.

Learning Transfer as a Multi-Layered Social Phenomena

Versus exclusively framing workforce members’ knowledge development to a formal
designated space and time, our research indicated multiple factors influence learners’ formal
and informal learning. These factors included socialization externalization, psychological
state, and motivational dispositions (Barnett & Ceci, 2002; Chatterjee et al., 2018; Engle,
2012; Ford & Weisbein, 1997; Lobato, 2006; Renninger & Hidi, 2016). Smaldino (2014)
emphasized learning transfer was cyclic in nature, shaped and constrained by culture and
language, social interactions within an organization, and experience, timescales. Bourdieu
(1984) and Halpern (1998) presented learner’s’ self-regulation of learning, embodiment, and
experiences within social habitus played instrumental roles in learning transfer. As members
mastered knowledge of lower level processes and situations, they progressed into higher
echelons of learning transfer. Ford and Weisbein (1997) stressed the importance of a
bricoleur approach where the analysis of learning transfer included the incorporation of
conceptual frameworks encompassing inclusion of higher-level tasks and the use of
theoretical and operational methodologies.

FOSTERING LEARNING TRANSFER IN THE WORKPLACE OR SITUATIONAL
ENVIRONMENTS

Brandsford and Schwartz (2001) concluded that workplace or situational context impacted the
degree in which learners manifested principles and demonstrated reflexive transformation.
Fundamentally, adult educators and training officers did not impart knowledge. They
provided the learning environments that fostered workforce knowledge creation. Our paper
focused on three organizational concepts which demonstrated potential for stimulating
employees’ formal and informal learning transfer. We examined literature associated with;
preparation for future learning, action identity theory, and motivational disposition.
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Preparation for future learning

The preparation for learning concept examined how learners actively transcend from
“knowing how"” to “knowing with”. Broudy (1977) presented by “knowing with”, members
applied their knowledge and experiences when confronting new problem sets. Nonaka
(1994) framed organizations’ roles in learning transfer as workplaces amplifying “the
knowledge created by individuals and crystalizes it as a part of the knowledge network of
organization” (p. 17). As the workforce performed tasks or encountered similar
engagements, they demonstrated attributes to “let go” of previous ways of doing and
adopted new applications to accomplish objectives (Goldstone & Day, 2012). Action
identification theory expanded upon the preparation for future learning concept by examining
learners’ behaviors when stimulated by uncertain situational contexts.

Action identification theory

Vallacher and Wegner (1987, 2012) described action identity theory as the interplay between
how learners perceived their role or sensemaking and their reactions to external stimulus.
During unstable situational experiences, workforce members adjusted their frames of
reference in response to the conditions. Members demonstrating a high level of dominant
identity (confident of their mastery) reacted to uncertain conditions using a “knowing with
what effect ™ (Parkin, Jarman, & Vallacher, 2015). Schwartz, Chase, and Bransford (2012)
described this higher level as a positive learning transfer where members “see the old in new”
(p. 205).

In contrast, employees sensing fear of failure or an avoidance approach when confronted
with non-linear problem sets chose to retreat to lower cognitive levels or an over-
generalization of “knowing how” (Schwartz et al., 2012). In their study of firefighters, Taber
et al. (2008) cited the dangers associated with members becoming too reified in the
application of “knowing how” to resolve chaotic situations. The workforces’ rigid adherence
to directive documentation impaired members’ abilities to codify the multiple parameters
surrounding the situation. In turn, “the reifications inhibit dynamic collaborative learning
processes so important for coordinated action” (Taber et al., 2008, p. 283). A key aspect of
both preparation for learning and action identification theory was learners’ motivational
dispositions in actively acquiring new knowledge and cognitive skills.

Motivational disposition

Renninger and Hidi (2016) defined motivation as “the desire or will to do something” (p. 71).
Belenky and Nokes-Malach (2012) presented motivational constructs served as conduits to
understanding situational perspectives, to higher or lower cognitive processes, and to
individuals’ self-concepts. Motivational disposition pertained to learners’ characteristics and
psychological, cognitive, and affective states. Given sufficient triggers of interests, members
engaged or reengaged in knowledge development regardless of whether the information
pertained to their job descriptions or skill sets (Renta-Davids, Jiménez-Gonsalez, Fandos-
Garrido & Gonzalez-Soto, 2014).

Literature indicated that individuals having a high level of motivational disposition presented a
positive correlation to achieving higher levels of knowledge transfer (Applet, Milch,
Handgraaf, & Weber, 2011; Belenky & Nokes-Malach, 2012; Daffron & North, 2006; Tai,
2006; Weissbein, Huang, Ford & Schmidt, 2011). Daffron and North’s (2006) workplace
study on software company professionals posted similar results where employees expressed
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high interest in voluntarily attending company training. The employees’ primary motivations
were to gain additional leadership, communication, and cross-cultural skills sets.

In contrast, Belenky and Nokes-Malach (2012) presented learners with high cognitive abilities
but low motivational disposition often struggled when confronted with unstructured problem
sets. Daffron and North (2006) and Renta-Davids et al. (2014) noted employees
demonstrating lower levels of motivation often required organizational interventions. While
these learners possessed the cognitive skills to recognize new or similar situations, they
lacked the drive and confidence to encode events and to resolve non-linear tasks. Literature
indicated that learners’ motivational disposition was also determined by the members’
motivational interest and learning approaches.

Interest for motivation: Performance and mastery approaches

Scholars described learners’ motivational interests as either performance-approach or
mastery-approach (Deshon & Gillepsie, 2005; Elliott & McGregor, 2001). Ames and Archer
(1988) and Renta-Davids et al. (2014) highlighted the importance of educators and training
officers being attuned to employees’ performance approaches. The authors found employees
scored higher levels of learning transfer if the training pertained to job performance
improvements or if the additional skill sets increased learners’ competitiveness with other
peers.

Alternatively, while some employees communicated motivational interests in performance
approach, they resisted dedicating the time and effort necessary to attend formal learning
events. Members' resistance increased when faced with peer pressure and risks associated
with being unable to apply new learning to non-linear or uncertain tasks. In these cases,
learners demonstrated work avoidance approaches where employees demonstrated minimal
efforts towards participating in formal learning events or seeking new knowledge
(Harackiewicz, Barron, Tauer, & Elliot, 2002).

Learners demonstrated a mastery-approach goal by independently seeking new and higher
levels of competencies. Mastery-approach employees were self-actualized where members
independently pursued knowledge development based on their self-esteem, internal
attributes, and drive to enhance personal cognitive skills (Markus & Kitayama, 1991). They
were dispositioned towards resolving unstructured problem sets, open to possibilities of
failures, and easily shed intimidating criticisms from peers. Mastery-approach learners based
their formal and informal learning choices more upon their self-construal versus being
influenced by their social habitus.

However, Murphy and Alexander (2000), Hidi and Harackiewicz (2000), and Renninger and
Hidi (2016) highlighted that performance and mastery approaches were not necessarily
dichotomous or polarized in nature. Murphy and Alexander (2000) cautioned against
educators or training officers typecasting goal orientations as having positive (mastery-
approach) or negative (performance approach). Both approaches sought to identify learners’
unique and distinct motivational disposition and to serve as an enabler of learning transfer.
To better understand learners’ motivational disposition and behaviors, Deshon and Gillespie
(2005) suggested educators and training officers utilize tools associated with motivation
action theory.
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Motivated action theory

Deshon and Gillespie (2005) defined motivated action theory as a * model of goal-oriented
behavior in achievement contexts” (p. 1105). Similar to concept mapping, mental models,
and course of actions matrices, learners authored implementation plans to stimulate cognitive
thinking. Deshon and Gillespie (2005) highlighted the most important element of motivation
was learners’ pursuits of goal-oriented behavior over time, spatial context, situational
externalization, and habitus. Learners’ implementation plans provided educators and training
officers visual evidence of workforce members’ dispositional intentions (e.g., performance-,
mastery-, and avoidance-approach orientations). Conversely, implementation plans served to
signal negative barriers to growth where learners demonstrated their tolerance for risk.

Tolerance for risk: promotion versus prevention

Scholer, Fujita, Zou, Stroessner, and Higgins (2010) suggested individuals’ tolerances for risks
played an instrumental role in formulating learner’s action identify and motivational
disposition. Scholer et al. (2010) presented individuals were pre-disposed towards either a
promotion focused or a prevention focused motivational disposition. Promotion focused
members resonated towards learning opportunities. Learners exhibited higher levels of
action identities, possessed greater self-efficacy, and readily accepted risks (Bandura, 1997;
Knight, Durham, & Locke, 2001). By aggressively pursuing training and education
opportunities and increasing their knowledge development, promotion focused learners
readily deciphered changes in situational environments, identified similarities to other
situations, collaborated with peers and subordinates, and were more likely to accept risks
when deploying implementations plans.

In contrast, prevention-focused members, when confronted with chronic or situationally
induced events, placed greater emphasis on choices that best maintained the status quo
(Scholer et al., 2010). Fearful of loss in value or negative repercussions from peers and
supervisors, members were hesitant to suggest or to execute competent but risky decisions.
In some cases, personnel manifested signs of impostership anxiety. They perceived their
peers and supervisors idealized them as subject matter experts while the learners themselves
felt underwhelmed and lacked technical competence in their fields (Brookfield, 2018).
Additionally, members may perceive risk seeking actions as being detrimental to their
performance approach motivational goals. Thus, prevention focus individuals retreated to
lower level, “know how ™ approaches as their primary motivational goal. They gravitated
towards conservative, protocol driven responses.

CONCLUSIONS

Adult educators and corporate training officers serve as knowledge enablers charged with
understanding the multiple lanes of learning transfer and being attuned to workforce
members’ motivational dispositions to actively pursue or avoid higher level learning levels.
Ways to enable transfer of learning are predicated upon understanding the societal context of
learners’ needs and habitus and applying an interactionist and multifaceted approach to
knowledge development. Our paper seeks to engage educators, training officers, and
learners in both the awareness and practice of ways to stimulate formal and informal learning
within a variety of stable and unstable environments.
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