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ABSTRACT

In Canada, many undereducated Native adults have not experienced positive
educational climates in formal education systems. In fact, a high percentage of Native people
have dropped out of the educational process prior to the completion of grade twelve to join
the ranks of the undereducated and unemployed. This has created a pressing need to focus
on Native literacy and the creation of positive learning environments which encourage
Native adults to excel in educational settings.

The purpose of this exploratory, qualitative research was to describe and analyze the
salient factors in a Native literacy program which created an optimal educational climate
for Native adult learners. As a research construct, educational climate relates to the total
environmental quality in a learning facility as perceived by the participants. To focus and
guide the data collection and analysis processes, a conceptual framework of educational
climate was developed. Operationally defined, educational climate includes five major
dimensions: learner milieu, instructional environment, social environment, cultural
environment, and learner outcomes.

The Employment Preparation Program, which was delivered by staff of the Grand
River Polytechnical Institute and located on the Six Nations Reserve, was the research site
selected for the study. The program was community based and administered by Native staff
for Native adult learners.

Multiple data collection strategies were employed in the research. They included
participant observations of learner and instructor interactions inside and outside the

classroom context; reactions and reflections of the researcher recorded in a journal; quasi-
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focus group interviews with Native adult learners in levels one and three of the program;
and in-depth semi-structured interviews with individual staff members.

Data were collected at the site over a continuous nine week period which started in
September 1994 and ended in November 1994. Eight program learners participated in level
one and eleven learners participated in level three; level one was six weeks in length while
level three was seven and a half weeks long. A data reduction analysis approach was used
as a means to process research findings. Miles and Huberman (1994) indicated that this
approach 'refers to the process of selecting, focusing, simplitying, abstracting, and
transforming the data that appear in written-up field notes or transcriptions’ (p.10). Data
were analyzed individually and then across participant perspectives. Research findings were
compared to the basic tenets of three alternative adult learning frameworks: andragogy,
proficiency, and whole language.

The findings of the study indicated that the cultural environment of educational
climate was the key dimension which contributed to an optimal learning environment for
Native literacy learners. The cultural environment components which emerged as influential
included values, cooperation, and supportiveness. The findings relating to the learner milieu
and learner outcomes are presented in the form of rich, narrative descriptions using the
words of the Native adult learners. When the results were compared to the humanistic,
holistic, and learner-centred frameworks of andragogy, proficiency, and whole language,
research findings confirmed many of the tenets of these frameworks. Furthermore, the
findings indicated that the program participants perceived the Employment Preparation

Program to be one which was characterized as humanistic, learner-centred, holistic, and




iii
empowering.

Future research needs to replicate the study to examine educational climate in
different settings with participants from the same ethnic group to confirm the findings.
Furthermore, the study may be replicated using different ethnic groups in order to generate
comparative findings. There is also a need to refine the focus of educational climate to
determine how the different components and elements of the social, instructional, and

cultural environments interact to create a quality environment.
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CHAPTER 1
INTRODUCTION
General Problem Statement

In Canada, many Native adults have not experienced positive educational climates
in formal education systems. In fact, a high percentage of Native people have dropped out
of the educational process prior to the completion of grade twelve to join the ranks of the
undereducated and unemployed. The exploratory study is about this group of Native aduits
and their perceptions of educational climate in a Native literacy program. It is about the
salient components in a formal educational environment that impact on the experiences of
learners and affect the outcomes of the learning process. It is about ways to challenge
undereducated Native adults in a formal educational environment to persist and progress
in a literacy learning process. It is about ways to empower these learners to accept
responsibility to acquire knowledge and skills which assist in finding employment and to
continue their personal growth.

To fully comprehend the complexity of the issue and the need for the research,
chapter one presents a variety of perspectives from the literature which highlight the scope
of the problem for this Native population in Canada. This is followed by an overview of the
knowledge base concerning adult education, literacy, and Native literacy. The intent is to
determine what research has been conducted in relation to the learning environment for
adult learners and identify the gaps in the literature which require further study. The
chapter concludes with a definition of educational climate and the purpose and relevance

of the study.



Scope of Problem

To fully explore the scope of the problem, this section begins by providing the reader
with a definition of terms such as status Indian, non-status Indian, aboriginal peoples, and
Native people. Next, the extent of the problem is delineated with statistics which show the
discrepancies between the percentages of status Indians who are undereducated,
unemployed, and employed and the comparative percentages for the Canadian population.
Using information from a number of federal reports, the seriousness of the problem for
Native adults is further described. Finally, to place the problem of undereducated and
unemployed Native adults in a broader perspective, a picture of the societal context within
which they are required to function socially and occupationally is outlined in terms of the
rapidly changing demographic, technological, and economic conditions.

According to the terms of the Indian Act, a registered or status Indian is defined as
"a person who is registered as an Indian in the Indian Register; most registered Indians are
members of an Indian band". (Department of Indian Affairs and Northern Development,
1991, p.3). A non-status Indian is defined as a "person of Indian ancestry who is not
registered as an Indian" (p.3). Furthermore, aboriginal peoples of Canada are defined by the
1982 Constitution as status Indians, non-status Indians, Inuit, and Métis. For the purposes
of the research, reference to Native people includes both status and non-status Indians in
Canada.

The extent of the problem for Native people who are status Indians becomes evident
when comparing relevant statistics of this group with the Canadian population. According

to the Standing Committee on Aboriginal Affairs (1990), the following statistics are taken
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from the 1986 census data provided by the Department of Indian and Northern Affairs

Canada. The percentages of status Indians, fifteen years of age and older, with less than
grade nine education were found to be 28% higher for Indians (45%) living on reserves and
7% higher for Indians (24%) living off reserves when compared to the Canadian population
(17%). Unemployment rates for the same populations were found to be 7% higher for status
Indians (13%) living on reserves and 8% higher for status Indians (14%) living off reserves
when compared to the Canadian population (6%). Employment rates for status Indians
(21%), fifteen years of age and older, with less than grade nine education living on and off
reserves were found to be 139 lower than that of the Canadian population (34%).

While statistics of this nature were not available for non-status Indians, based on this
data, it is evident that status Indians of Canada have a higher percentage of undereducated
adults, higher unemployment rates and fewer opportunities of being employed, as indicated
by lower employment rates, than other Canadians. It is obvious that distinct educational and
employment discrepancies exist between Native and Canadian populations. Clearly, Native
peoples are at a disadvantage.

This disadvantage is explicitly noted in a number of federal reports. According to the
Standing Committee on Aboriginal Affairs (1990), Native youth experience high drop out
rates, second-rate education, and lack exposure to curricula which acknowledge the
contribution of Native cultures and create positive images of Native people. The Committee
indicated that immediate action was absolutely essential in order to improve aboriginal
literacy and employmcnt rates. More recently, the Steering Group on Prosperity (1992)

substantiates this viewpoint by indicating that severe obstacles such as illiteracy and the lack
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of quality education has restricted the ability of Native peoples to fully participate in
Canada’s economy. Action 46 of the Action Plan for Canada’s Prosperity emphasizes the
need to focus on Native literacy by creating positive learning environments that respected
and promoted Native values and encouraged excellence in basic and advanced education.
According to Bruner (1991), 'literacy is linked with virtually all aspects of our national life,
public and private. It is a passport to employment and a key ingredient to a fulfilling life.
And without requisite literacy (a matter still to be defined), we can neither survive as a
democratic nation nor prosper as an economic power"(p.viii). It is therefore clear that the
problem of undereducated and unemployed Native adults becomes a major issue of extreme
importance to Canada as a nation.

To fully gain an appreciation of the complexity and magnitude of this problem, it is
important to note that the Native population in Canada is required to function socially and
occupationally in a societal context which is characterized by rapid, dramatic and ever
accelerating change (PAE Research Associates, 1992; Geis, 1991; Merriam & Caffarella,
1991; Rachal, 1989; Spear & Mocker, 1989; Beder, 1989). PAE Research Associates (1992)
clearly indicate that "social change is now the norm, influencing all institutions and
organizations"(p.i). Three major forces driving this change include demographics, technology,
and economics (Merriam & Caffarella, 1991; Spear & Mocker, 1989).

Demographically, the North American population is changing. The composition of
the population is culturally and ethnically more diverse and this trend is predicted to
continue to escalate. According to Bruce Petries, the Assistant Chief Statistician for Canada,

31% of the Canadian population is of ethnic origin with 16% of this population consisting
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of immigrants (CPAC Broadcast, May 1994). Furthermore, based on information from
Statistics Canada, the Globe and Mail notes that since the early 1970’s, Canadians have not
been bearing enough children to replace themselves and therefore the government has tried
to maintain high levels of immigration. The percentage of immigrants born in Asia rose
from 14% in 1981 to 25% in 1991 with this population comprising almost half of all the
immigrants who came to Canada between 1981 and 1991 (December 9, 1992).

In general, the population consists of more adults who are living longer, have higher
educational levels and higher incomes, therefore, fewer young people are entering the
labour market resulting in greater numbers of older workers (Merriam & Caffarella, 1991;
Spear & Mocker, 1989; Rachal, 1989). While this is true of the Canadian population, this
is not the case for the status Indian population of Canada. According to Loh (1990),
Canada’s status Indian population comprised 1.6% of Canada’s total population in 1986 and
this proportion was projected to increase to 2.3% by 2011. For the 25 year period from 1986
to 2011, the percentage of young status Indians aged between 0-17 is expected to increase
by 37%, the status Indian youth population aged from 18 to 24 could grow by 43%, and the
status Indian working age population (18-64) is expected to double. Thus, with the future
projected growth of the Indian population at a time when Canada will require greater
numbers of young workers, it is crucial that the issue of the undereducated and unemployed
Native adult be addressed immediately.

Spear and Mocker (1989) indicate that the growth of technology has brought societies
around the world into the information age. PAE Research Associates (1992) provide

confirmation of this trend in Canada, "In recent times, Can.. :, along with many other
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countries in the world, has moved from an industrial era into a global age of information
and technology" (p.4). With the invasion of computer and satellite technology,
communication and information have become more available and the social distance among
different nations has narrowed considerably. These advancements have paved the way for
the shift from independent national economies to an interdependent global economy. The
global economy has provided the stimulus for the redefinition of work, the labour force and
productivity. Geis (1991) points out that many publications have written about the changes
in the nature of the organization, workplace, workforce and the work of the future.

The transformation of the workplace from labour intensive work to knowledge work
is deemed essential to compete in a global economy, to achieve greater economic growth
and an enhanced quality of life (The Information Technology Sector Advisory Committee,
1993; Merriam & Caffarella, 1991; Spear & Mocker, 1989). Indeed, according to the Hudson
Institute (1990), "the jobs of the nineties are in service industries, in research, retailing,
business services, engineering, education, government, food services, and other industries
which require a high level of literacy and communication skills" (p.12). Rubenson (1989)
suggests that to remain competitive on the world market a nation depends on the
knowledge, learning, information and skilled intelligence of its resources. This is confirmed
by Hart (1991) who indicates that the key to Canadian competitiveness and economic
success in the future will be provided by training and education.

With these changing environmental conditions, the ability of the workforce to learn
becomes crucial (Rubenson, 1989). According to Merriam and Caffarella (1991), technology

is making learning mandatory and educators, employers, and society at large have placed
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considerable attention on the development of skills required to be productive and informed
members of a fast-changing and highly technical society. PAE Research Associates (1992)
support this finding and state that Canada requires a high-performing and well-educated
labour force in order for businesses to succeed in the light of the many changes in the world
economy. Finally, Beder (1989) indicates that because of the rapid social change occurring
in society, knowledge quickly becomes outdated and irrelevant; thus, what was learned
previously must constantly be updated, revised, and supplemented.

Spear and Mocker (1989) suggest that information era workers will be required to
have technical expertise of the job, the ability to access systems and manipulate large bodies
of information, and the skills of differentiation, recognition, synthesis, and abstraction. "Their
labours will be essentially mental, and educational preparation will be the key to their
participation in the information saciety" (p.646). More recently, this position is substantiated
and promoted by the Information Technology Sector Advisory Committee (1993) in its’
vision of a knowledge-based Canada. Strategies developed to transform the workplace of the
future include the creation of a highly skilled, trained and educated workforce; the
promotion of lifelong learning among all Canadians; the creation of an empowered,
adaptable workforce; a workforce with improved management skills; a workforce with
increased professionalism; and the expansion of the scope of training from functional and
technical skills to include areas of problem-solving, communications, working effectively in
groups, learning to learn, and project team leadership. Thus, as indicated by Taylor (1992),
"knowledgeable adults are key to the social and economic success of our country” (p. 21).

PAE Research Associates (1992) suggest that "low levels of schooling are
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increasingly associated with high unemployment and low skills with poor wages" (p.10). This
is supported by the findings of a national survey conducted by Statistics Canada (1990a,
1990b), in which the completion of high school was found important for the acquisition of
requisite knowledge and skills used to perform daily functions in society and to find
employment. Noteworthy findings indicate that high school completion is key to everyday
reading, writing and numeracy skills; higher income is associated with higher reading skills;
and numeracy skills are found to be closely linked to level of schooling. Using estimates
from Employment and Immigration Canada, the Hudson Institute (1990) indicates that two-
thirds of the new jobs created by the year 2000 will require more than twelve years of
education and nearly half of these will require more than seventeen years of education. It
is clear that previously noted societal changes have and will continue to have a profound
impact on the way undereducated adults function daily in their societal context; accessible
adult learning opportunities may prove to be the stepping stone necessary to enter the job
market, find better employment opportunities, and enhance personal growth. Jones (1991)
supports this notion: “The empowerment provided by literacy is the best hope for breaking
out of the vicious cycle of poverty and dependence..literacy training may be the critical step
toward a solution” (p.40).

In summary, statistics found in the literature highlight the disadvantaged position of
the Native population in Canada. This population has a higher percentage of undereducated
adults and higher unemployment rates which are coupled with lower employment rates. This
situation is exacerbated by societal demands for higher levels of education to obtain

employment: the completin_q of grade twelve has been described as a "passport” to find




9

employment, to perform daily functions in society, and to lead a fulfilling life. Furthermore,
by the year 2000, two-thirds of the new jobs created will require more than twelve years of
education. It is clear that literacy training becomes an important stepping stone towards a
solution for this population. Furthermore, as indicated in the literature, there is a need to
focus on Native literacy by creating positive learning environments that respect and promote
Native values and encourage excellence in basic and advanced education.

An examination of the literature relating to adult education and literacy was
undertaken to determine what research had been conducted in relation to the learning
environment in the education of adult learners. Thus, a brief overview of the knowledge
base of the literature reviewed is delineated next.

Overview of Knowledge Base

The knowledge base pertaining to undereducated Native adults and learning
environments falls within the purview of three specific areas: (1) adult education; (2)
literacy, which is a specialized field within adult education; and (3) Native literacy, which
is an area of concentration within literacy.

Reviews of the adult education literature relating to adult learning are provided by
Merriam and Caffarella (1987, 1988, 1991). These authors indicate that theory building
attempts have focused on self-direction in learning, explaining and predicting participation
in adult education, and perspectives of adult learning based on adult characteristics, the life
situation of adults, and changes in consciousness. Merriam (1987) notes that theory building
in adult learning is in its infancy, takiug the form of tentative formulations which lack

empirical testing and the support of a substantial body of research.
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According to Merriam and Caffarella (1991), the predominant models of adult

learning in formal settings were found to be highly structured and set in a systems
framework. In this context, learning fell within the behaviourist paradigm. Being
characterized as behaviourally oriented, the learning process focused on the attainment of
observable, quantified, performance objectives; learner performance was measured against
standard performance. Furthermore, problem solving was procedural and rational; and
instructors took responsibility for designing and directing the learning process. Thus, adult
learning in these types of environments has a very narrow focus; training in this paradigm
involves changing the behaviour of the learners in very specific, pre-determined ways. While
Merriam and Caffarella (1991) highlight the work of authors who present alternative
conceptions to conduct adult learning, they note that, for the most part in actual practice,
adult learning remains instructor designed and directed.

Future research in adult learning, as indicated by these same authors, should take
into consideration the perspectives of the learners in the learning process and the
sociocultural context within which the learning takes place. Furthermore, they indicate that,
"few researchers have seriously addressed the issue of what constitutes a positive
environment for learning. Certainly more attention needs to be given to delineating just how
people, structure, and culture interact to shape the formal learning context...An awareness
of context can lead to a better understanding of the learning that does occur, which in turn
will improve the practice of adult education in this setting" (Merriam & Caffarella, 1991,
p.40). The need for research that investigates the factors which constitute a positive learning

environment and which considers the views of the learners points to a gap in the knowledge
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base. It is this gap that is addressed in the study.

Anderson (1982), who conducted an intensive review of the research on school
climate, tells us that as a broad concept, school climate "includes the total environmental
quality within a given school building" (p.369). This focus provides a holistic view which
more closely approximates reality. Findings from the review show that the construct of
climate is influenced by the characteristics of the learners and the learning processes.
Anderson says that students experience multiple outcomes as a result of the learning
process. Those that are affected by climate include cognitive behaviour, affective behaviour,
values, personal growth, and learner satisfaction. Thus, an understanding of climate will
enhance the understanding of learner behaviour.

Anderson states that there are "many gaps in our knowledge of school climate"
(p411). Therefore, future research needs to examine "how the dimensions of an
environment interact to create school climate and how the total system operates to produce
student outcomes” (p.404). Anderson also describes design alternatives for the study of
educational climate. Some of these include the use of a wide range of variables which apply
to students as a whole and those which involve "doing"; the use of multiple outcomes and
ways to measure them; and the use of in-depth observation and interviews since survey data
provides "fragmentary evidence" of the environment. Highlighting the importance of the total
environmental quality, the construct of educational climate provides the mechanism with
which to explore the characteristics of the learners, the learning processes, and the learner
outcomes within the teaching-learning context.

According to Ennis and others (1989), “only two studies were found which
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investigated social climate in adult education settings" (pp: 76-77). Most of the research has
focused on the elementary and secondary learning environments. These authors defined
educational climate as "the social and contextual qualities of an organization as perceived
by the participants” (p.76). They used an ethnographic design to examine the dimensions of
educational climate with adult participants within a university setting. Focusing on the
perceptions of the participants involved in the university classes investigated, the social
system category emerged as influential in contributing to a positive learning experience. The
results of the study indicated that shared decision making and communication were found
to be the most influential factors. These authors suggest that the educational construct can
be used to study climate in a variety of adult education settings. Furthermore, they indicate
that "adult education programs which monitor both instructional and climate variables can
provide a holistic experience which addresses the lifelong learning goals of students" (p.87).
This study also referred to the lack of research regarding the construct of climate in adult
education settings, therefore, further inquiry in this area would make an important
contribution to the knowledge base in cdult education.

Several authors provide comments on the limited amount of research that has been
conducted in the field of adult literacy. While describing literacy as an area that was poorly
researched, Hautecoeur (1991) suggests that it is now timely to conduct program-based
research since literacy has become a national priority. Chang Barker (1992) supports this
position by asserting that there is a lack of research in the field of adult literacy. She
identifies the need to investigate the nature and effectiveness of various literacy programs

and training methods. She calls for research to substantiate claims of program success and
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to develop more and better materials and methodologies for literacy. She finds the need to
conduct research essential to legitimize and professionalize the field with credibility.

Finding that much attention has been given to the number of undereducated adults,
literacy programs, and people attending those programs, Taylor (1992) expresses the need
to build on this information by shifting our attention to the effectiveness and quality of
literacy services being provided. He indicates that one commonly held goal of literacy
intervention is to help adults develop the power and freedom to control their own lives and
meet the demands of a changing society. How effective a literacy intervention is in meeting
this goal may be determined by focusing on the facilitation of adult learning and how the
special needs of learners are met in relation to self-esteem issues, the enhancement of
individual literacy proficiencies, the provision of supportive and challenging learning
environments, and the significance of action and reflection.

Draper (1986) identifies that it is important to study specific programs to determine
why they are successful or unsuccessful and the extent to which the results are influenced
by instructional methodologies and learning environments. In addition, Draper (1989a)
provides an overview of the adult literacy research process, the research spectrum in literacy
education, principles and outcomes of research, examples of literacy research, dissemination
of research findings and support of research through universities. While he describes the
topics for research as limitless, some of the possibilities that he delineates for future
investigation include the factors in learner motivation; the relationships between literacy and
employment, health, poverty, and crime; a profile of adult learners, their perspectives,

aspirations, and life-styles; the role models that are most beneficial to learners; and the
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creation of the optimum climate for learning (p.338).

The overview of the knowledge base in the area of literacy, clearly highlights the lack
of research in the field; many literacy authors promote the need to examine the quality,
effectiveness, and success of literacy programs and services. Research investigating the
influence of factors such as instructional methodologies, learning environments, learner
profiles, learner proficiencies, and optimum climate has been suggested in the literature. It
is evident there are many gaps in the knowledge base of adult literacy, therefore, research
which explores the factors which create an optimum educational climate within the context
of adult literacy program would make a meaningful contribution to the field.

The literature reviewed in the area of Native literacy was extremely limited. Again,
there was a paucity of information in this area. The available literature was descriptive in
nature and based on perceptions of literacy practitioners and administrators. Research
regarding the perceptions of Native adult learners enrolled in literacy programs could not
be found. Thus, it is evident that there is a knowledge gap in the literature relating to the
perceptions of Native learners and the learning climate in a Native literacy context.

In summary, the overview of the literature in the areas of adult education, literacy,
and Native literacy highlighted the need to conduct research that explores the total learning
environment from the perspectives of adult learners. Within this context, it would be
possible to examine the characteristics of adult learners, the instructional processes, the
sociocultural teaching-learning context, and multiple learner outcomes. The study of
educationa) climate includes all of these elements. Moreover, suggestions from the literature

include the use of in-depth observations and interviews for research investigating educational
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climate. This would ensure a comprehensive understanding of the environment that is not
readily obtained from survey data. It is the intent of the research to conduct a study of this
nature in 2 Native literacy context with Native adult learners. For the purpose of the study,
educational climate is defined as "the social and contextual qualities of an organization as
perceived by the participants" (Ennis et al., 1989, p.76).
The Purpose of the Study
The purpose of the study is to describe and analyze salient factors in a Native literacy

program which create an optimal educational climate for Native adult learners. The research

addresses the following questions.

1. What are the characteristics of the Native adult learners participating in the
program?
2. What instructional, social, and cultural factors in the teaching-learning context

provide an optimum educational climate for Native adult learners?

3. How will the learner outcomes be described upon completion of the program?

Relevance of the Study

The study contributes to the existing knowledge base by providing a total picture of
awide ranée of variables to capture the educatioral climate in a Native literacy context. The
framework developed for the study may prove useful for future research. The findings of the
research will contribute to the knowledge base of adult education by providing empirical
support for tenets of the andragogical, proficiency, and whole language frameworks.
Furthermore, the results provide evidence of an alternative way of approaching literacy

training using a humanist paradigm. Therefore, Native literacy communities, programs, and
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practitioners may find many aspects of the program findings useful for application. Finally,
knowledge gained about the characteristics, learning needs, learning processes, and learner
outcomes provided from the perspectives of Native adult learners offer valuable insights
which will help literacy practitioners and educators create meaningful learning experiences
for similar popuiations.

Chapter one of the study outlines the focus of the research by describing the general
problem that the research hopes to address, the scope of the problem, a general overview
of the knowledge base, the purpose and relevance of the study.

In chapter two a review of the literature is presented. It begins by outlining the
knowledge-based perspectives of adult education, literacy, and Native literacy. This includes
the definitions of each area and the purposes of adult education. In addition, the conceptual
frameworks of andragogy, proficiency, and whole language are described. These frameworks
show an alternative way to approach adult education. This is followed by a review of the
field of practice in relation to the programs found in adult education, literacy, and Native
literacy. This part of the review includes studies of educational climate in teaching-learning
contexts which highlight the different elements that have been investigated such as the
learners, instructors, and teaching-learning environments. Then the conceptual framework
developed for the study of educational climate is explained. The chapter ends with a
restatement of the research questions.

The design and methodology for the study is presented in chapter three. This includes
a description of the design of the study, the research site, the role of the researchér,

sampling strategies, data collection strategies, and data analysis strategies. Data collection
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strategies include participant observation of the learners, quasi-focus group interviews with
learners, in-depth semi-structured interviews with program staff, document review, and
researcher journal. The chapter ends with a description of the confirmation of findings.

In chapter four, the research findings are delineated in three parts. The first part
provides the results for research question one which relates to learner milieu. The second
part outlines the findings for research question two which relates to the environmental
dimensions of educational climate: instructional, social, and cultural environments. The third
part provides the results for research question three which relates to the learner outcomes.
The perspectives of the learners, program staff, and researcher are presented in relation to
each research question.

A discussion of the emerging themes which relate to the five dimensions of
educational climate is presented in chapter five. The components which emerged for each
dimension are examined in relation to the relevant literature.

In chapter six, a summary of the key findings is presented along with sections on the
contributions to the knowledge-base, the implications for practitioners, and

recommendations for future research.
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CHAPTER II

REVIEW OF THE LITERATURE
Introduction

The review of the literature is presented in this chapter. It begins with a review of
the knowledge-based perspectives for adult education, literacy, and Native literacy. The
reader is introduced to the broad scope of the field of adult education and the background
information which helped bring the research design into focus. A review of relevant
conceptual frameworks found in the adult education literature highlights possible alternative
ways to approach adult learning: ways that place the learner at the centre of the learning
process. This is followed by a review of the field of practice for adult education, literacy, and
Native literacy. This gives the reader a glimpse of reality, of what is actually being done and
how what is being done fits with the knowledge-based perspectives. Then, a description of
the conceptual framework developed to investigate specific dimensions and components of
educational climate is provided. The chapter ends by restating the research questions which
guide the study.

Knowledge-Based Perspectives

The review of the knowledge-based perspectives, as illustrated in Figure 1, covers
three specific areas which include adult education, literacy, and Native literacy. Within the
area of adult education, the researcher describes the general state of the field, the many
ways adult education has been defined, and the many purposes of adult education. In
addition, three conceptual frameworks of adult learning, which include andragogy,

proficiency, and whole language, are reviewed because they offer different ways to approach
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ADULT EDUCATION

Definitions
Purposes

Figure 1. Review of knowledge-based perspectives.
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adult learning which may be more effective with undereducated, Native adult learners.
Definitions are then provided for literacy and Native literacy.
Adult Education

While adult education is considered an academic discipline and a broad field of
practice, it is also characterized as a young, emerging field which continues ‘-tc evolve and
change (Merriam & Cunningham, 1989; Long, 1983; Darkenwald & Merriam, 1982; Boshier,
1978). For a comprehensive overview of this professional field of practice refer to Merriam
and Caffarella (1991), Merriam and Cunningham (1989), Merriam (1989, 1988, 1987), Long
(1987, 1983), Jarvis (1983), and Darkenwald and Merriam (1982).
Definitions

Darkenwald and Merriam (1982) indicate that a universally acceptable definition of
adult education is not possible because the specific, context-based assumptions and value
judgements brought to the practice would not be acceptable to everyone. As suggested by
Rachal (1989), it is important to understand that adult education is a changing, dynamic,
responsive and proactive field which reflects the society of which it is a part (p.12); "adult
education both responds to societal change and tends to feed further change" (p.3). Thus,
there are multiple definitions and terminologies depicting the vast field of adult education.
Long (1983) prefers to use adult education as a general lexicon which includes different
types of activities (informal, formal, or nonformal) at different grade, content, and purpose
levels.

According to Courtney (1989), five basic perspectives have been used historically to

define adult education and these definitions still apply. First of all, adult education has been
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defined in association with the work of different special interest institutions and what they
do. Secondly, adult education "has been described as a special kind of relationship, as in the
concept of andragogy or as in the distinction between adult education and the education of
adults” (p.17). Reference to adult learning as a formal activity, an informal activity, and a
nonformal activity were thought to be included in this definition. Thirdly, it has been
perceived as a profession or a scientific discipline; as such it focuses on organized learning,
the development of a body of knowledge which explains how to best facilitate learning, and
the competencies associated with an ideal adult educator. Fourthly, it has been associated
with spontaneous social movements which have been defined by practitioners. Lastly, adult
education has been defined in terms of goals and functions based on the needs of the
individual, group, organization, or society.
Purposes

It should not be surprising to find that adult education has a diverse array of
purposes, orientations, programs, clientele and delivery systems (Merriam & Cunningham,
1989; Reed, 1988; Long, 1987 & 1983; Darkenwald & Merriam, 1982). Based on
philosophical perspectives, Long (1987) categorizes the purposes of adult education into
three general areas which include education for self-improvement, social change, or
corporate or national goals. From a historical perspective which explains how education has
been used, he developed five categories which describe the purposes of adult education as
education for Americanization, application, enlightenment or personal liberation, social

improvement or liberation, and literacy.

Reviewing the literature, Beder (1989) found that the functions and purposes of adult
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education could be collapsed into four major categories which were interrelated. In the first
category, the purpose of adult education has been to facilitate change in a dynamic society.
It is viewed as a vital social function used continuously to upgrade, retrain and provide
requisite knowledge so that people can adequately perform specialized tasks. It is also
perceived as an important force in helping adults change their attitudes in order to view
learning as a lifelong process and to make the role behaviour changes required to function
appropriately.

In the second category, the purpose of adult education has been to support and
maintain the good social order. This means that adult education has the function of
promoting democracy by informing citizens about the democratic process, by developing
citizens who are critical thinkers, by encouraging citizens to participate intelligently in the
democratic process, by helping citizens to build groups within communities for the
identification and resolution of problems, and by providing adult literacy as a2 means to
equal economic opportunity.

In the third category, the purpose of adult education has been to promote
productivity at both the organizational and societal level. This means that individuals within
an organization are trained in order to enhance their individual job performance and thus
increase organizational effectiveness. At the societal level, the human capital theory is used
as the dominant rationale for public subsidy of adult education since the knowledge and
skills attained by individuals who participate in these programs enhance the productivity of
the general economy and benefit society.

In the fourth and final category, the purpose of adult education has been to enhance
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personal growth. Personal growth has been described in a number of ways. It may refer to
the lifelong development of the whole person intellectually, aesthetically, morally and
physically. It may refer to the process of maturity in which an individual grows and develops
towards wholeness in achieving spiritual, vocational, physical, political, and cultural goals.
It may refer io the process of helping individuals learn how to make decisions or the process
of self-actualization where individuals strive to become all that they are capable of
becoming. It may also refer to the process of undergoing shifts in consciousness in which
individuals perceive themselves and society in completely new ways.
Conceptual Frameworks of Adult Yearning

In the literature reviewed, a number of conceptual frameworks of adult learning
provide important indicators of positive conditions for learning and effective practice in
adult teaching-learning contexts. They include the andragogical framework, the proficiency
framework, and the whole language framework. These selected frameworks are different
from those found within the behaviourist paradigm. They do not focus on the modification
of behaviour of all learners towards specific, predetermined goals. They do not promote
teacher-directed learning, They do not ignore the previous experiences of the learners.
Instead, these frameworks provide alternative ways to approach adult learning in formal
settings and they are firmly rooted in the humanist paradigm. In this paradigm, the learner
is at the centre of the learning process which is characterized as holistic, democratic, and
collaborative. The purpose of adult education, within this context, is to promote personal
growth and self actualization; learners are encouraged to explore their feelings, build self-

concept, and value each human life (Draper, 1992).
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Advocates of the andragogical, proficiency, and whole language frameworks prescribe
optimal conditions and basic tenets for adult learning in relation to the setting, the learning
process, the adult learners, and the facilitators. These frameworks are important to the
research because the researcher expects to find an alternative approach to learning in a
teaching-learning context with undereducated, Native adult learners. Thus, these frameworks
provide conceptually ideal or optimal ways to view adult learning; they provide a reference
point from which to compare practice. These conceptual frameworks are presented next.

Andragogical framework. Andragogy is a term which Malcolm Knowles (1970, 1984,
1992) introduced into American literature in April, 1968. At this time, he contrasted
andragogy, which he defines as the "art and science of helping adults learn", with pedagogy,
which he defines as "the art and science of teaching children" (Knowles, 1970, pp.37-38).
"Thus, pedagogy and andragogy, in their initial conceptualization by Knowles, were presented
as two antithetical models of teaching. Pedagogy was a teacher-directed, content-centred
mode! to be used with children and andragogy was a self-directed, learner-centred model
to be used with adults.

Basing the andragogical model of adult education on the unique characteristics of
adult learners, Knowles places the focus of learning on the learner as opposed to the
content or teacher. He says that the purpose of education is to facilitate the development
of the competencies required for performance in life situations; the process of learning is
a lifelong process which is highly individualized and involves active inquiry and interaction
with other learners.

Knowles (1970) initially advocated the following five key assumptions about



andragogy and adult learners.

1 Adults change their self-concept from one of dependence towards one of
increasing self-directedness with maturity. Perceiving themselves to be autonomous, adults
desire respect, the ability to make their own decisions and to be perceived as unique
individuals.

2, Adults are rich resources for learning because they have accumulated different
kinds and a greater number of experiences. With richer and broader bases of experience
against which to relate new experiences and larger numbers of fixed habits, adults tend to
be less open minded in the learning process.

3. The readiness of adults to learn is increasingly associated with the
developmental tasks of their social roles. This means that they become ready to learn those
things that they need to know in order to cope with real-life situations and to become more
competent socially and occupationally. Moving from early adulthood, middle age, and later
maturity, adults are ready to learn different developmental tasks.

4, The orientation of adults to learning is centred on their perépective of time.
With maturity, adults tend to focus on the immediate application of learning rather than the
future application of learning. This means that adults enter a learning activity in a problem-
centred frame of mind rather than a subject-centred frame of mind. Thus they engage in
learning to improve their ability to deal with life issues, to perform tasks and to resolve
problems. Having a perspective of immediacy of application and a problem-centred focus,
adults require learning activities which are learner centred, start with the needs of the

learners, and help learners learn.
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5. Adults are motivated to learn when they are stimulated by internal incentives
such as self-esteem, job satisfaction, or curiosity rather than external rewards and
punishments. Knowles says that learning is an internal process which engages the whole
being (intellect, emotions, and physiology) of the learners. Controlling this process, learners
identify their needs, set their goals, and strive to achieve these goals. Furthermore, he
indicates that learning is influenced by the interaction between the learners and their
environment and the educative pofency of that environment. Therefore, techniques which
enable learners to become deeply involved in self-directed inquiry will produce the greatest
learning,

Using these assumptions as a guide for the design of adult learning activities,
Knowles (1970, 1984, 1988) advocated the implementation of superior conditions for
effective practice in the teaching-learning context. These superior conditions for adult
learning involved climate setting, the role of the learners, the role of the teacher, and
instructional techniques. Each of these conditions are further explained below.

According to Knowles, climate setting involves consideration of both the physical and
psychological environments. It is important to create a comfortable physical environment in
which learners feel at ease. This can be done by arranging the classroom informally to
facilitate small group interaction, providing comfortable chairs, using round or oval tables
to encourage learner interaction, using appropriate decor, providing adequate lighting,
ensuring the acoustics are good, and ensuring that the temperature and ventilation are
adequate. It is also important to create a psychological environment in which learners feel

accepted, respected, supported and valued as unique individuals. The atmosphere is one
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which is informal, open, friendly, collaborative, pleasurable, flexible, and human. The
environment is one in which learners feel nonthreatened, accepted, and free to express
themselves. Mutual trust and mutual helpfulness is cultivated between learners and teachers.
Knowles (1984) indicates that climate setting is the key factor in the developmental process:
"In my own andragogical model, climate setting is probably the most crucial element in the
whole process of human resource development" ( p.121).

Learners are actively involved in the learning process; they help establish a climate
conducive to learning. They participate in the planning process for learning by mutually
diagnosing their learning needs with program staff. They assist in the formulation of learning
objectives and the design and conduct of learning plans. They also take part in the
evaluation of learning outcomes and the re-diagnosis of their learning needs.

The andragogical teacher is a resource persom, co-inquirer, guide, facilitator,
consultant, and change agent. The teacher provides opportunities to assist learners to
become aware of unknown needs. Teachers help learners clarify their individual aspirations
for improved behaviour; diagnose the gaps between their aspirations and their present level
of performance; identify the life problems they experience because of the gaps in their
personal equipment; and organize themselves to share responsibility in the process of mutual
inquiry. Knowles indicates that "the behaviour of the teacher probably influences the
character of the learning climate more than any other single factor” (1970, p.41).
Furthermore, Knowles states that the most critical competency that schools should be
helping people acquire is that of becoming self-directed learners.

Within the teaching-learning context, Knowles advocates the following practices and
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instructional techniques to ensure the design and delivery of effective learning. He suggests
that access to rich human and material resources is crucial to effective learning. He
promotes the use of experiential techniques such as group discussion, case method, critical-
incident process, simulation exercise, role playing, skill practice exercise, field projects,
action projects, demonstration, counselling, and group therapy. Learner participation is
highly valued: more active learners tend to increase the probability of learning. Practical
application is also highly valued; this involves using examples from the experiences of the
learners to illustrate new concepts and providiﬁg opportunities for learners to plan and
rehearse how they are going to apply their learning in their daily lives. It is also important
to provide opportunities for learners to look at themselves objectively, engage in activities
which help them free their minds from preconceptions, learn collaboratively with the help
of colleagues, and learn Low to receive feedback on their behaviour. Learning activities
need to be provided at the appropriate time and sequenced to match the developmental
tasks of the learner; they need to address the real life concerns of the learners. Finally; the
grouping of learners needs to be varied to give learners flexibility of choice.

Over the years, the andragogical model attracted a lot of attention and generated
both supporters and opponents. Feuer and Geber (1988) state that the andragogical model
advocated by Knowles "sparked a revolution in adult education and training' (p.31).
Presented as a theory of adult learning, the key assumptions of the andragogical model were
challenged. This caused an overwhelming amount of controversy and philosophical debate
which far exceeded the attention received by any other proposed model in the field of adult

education, According to Merriam and Caffarella (1991), andragogy did not qualify as a
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theory of adult learning because it was not unique to adults and it appeared to be situation-
specific. The only andragogical assumption which was well grounded as truly characteristic
of adult learners was the quality and quantity of experience (Feuer & Geber, 1988;
Brookfield, 1986). For a more detailed coverage of the issues involved in the debate, refer
to Merriam (1987), Feuer and Geber (1988), and Merriam and Caffarella (1991).

Knowles eventually revised his original position regarding the assumptions of
andragogy. He acknowledged that children as well as adults could be self-directed, task-
centred, internally motivated, and problem centred learners. Thus andragogy and pedagogy
shifted from dichotomous models to parallel sets of assumptions along a continuum which
could be used by both adults or children depending on the situational requirements of the
learners in a particular learning context (Knowles, 1992). With these modifications, Knowles
now refers to andragogy as a situational model of human learning rather than a theory of
adult learning. It is noteworthy to mention that even with these changes, much of the
training world still proclaims andragogical methods to be superior to pedagogical methods
on the grounds that aduit learners are distinctly different from children (Feuer & Geber,
1988).

The andragogical model continues to focus on the learning process g@djjg__goncemed
with the provision of procedures and resources which help learners ofqll ages acquire
information and skills. Pedagogical assumptions and methodologies are considered useful
when adults come to the teaching-learning context as dependent learners. This may happell\.
when adults: enter a totally new content area; lack experience in a content area; lack an

understanding of the relevance of a content area to their life; need to learn specific content
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to perform a task; and do not see a need to learn content that may be helpful to them
(Knowles, 1984). In addition, Feuer and Geber (1988) suggest that pedagogical methods are
useful to apply when the topic is technical, when there are established ways to perform
certain tasks and when dealing with learners who are accustomed to and prefer structured
formal school methods.

Rooted in humanism, andragogy provides an alternate way of structuring practice,
however, there is very little research indicating how the assumptions of andragogy are

applied in the real world of practice (Merriam & Caffarella, 1991; Feuer & Geber, 1988).

Proficiency framework, Writings by Knox (1986, 1980) provide comprehensive
descriptions of ways instructors in all types of educational programs can increase their
effectiveness in helping adults learn. Focusing on the life situations of adults, Knox (1980)
advocates an adult learning framework which is based on the notion of proficiency. This is
defined as "the capability to perform effectively if given the opportunity" (p.78). With most
proficiences consisting of a combination of knowledge, skills, and attitudes, a discrepancy
between current proficiency levels and desired proficiency levels, creates the educational
need to engage in learning activities.

In addition, the readiness of adults to learn is influenced by the personal and
situational circumstances in an adult’s life such as changes in role performance. Knox says
that one of the most common reasons adults give for engaging in learning activities is to
achieve goals that benefit the individual and others. Therefore, adults participate in the
learning process to enhance their proficiencies in order to improve their performances.

Furthermore, the desire to enhance their proficiencies encourages adult learners to persist
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in learning activities until the desired performance is achieved.

Adult learning is assumed to be developmental and transactional. According to Knox
(1986), the proficiency levels of adults change developmentally over the years, unused
proficiences diminish, and past characteristics influence current proficiencies which influence
future choices. Learning is transactional because it results from the social interaction of
individuals.

General characteristics associated with proficiency-oriented adult learning include the
variability of the backgrounds and expectations of adult learners. Knox (1980, 1986) notes
that individual differences and learning abilities become more variable with age, and with
sufficient time and assistance, most learners can learn almost anything. An emphasis is
placed on the clear specification of objectives, achievement of optimal standards of
proficiency related to adult life roles, and the evaluation of learner achievement of
objectives. Persistence is encouraged by helping learners clarify their purposes, agree on
objectives, and understand how these experiences can be applied to role performance in
family, work, and community.

A general goal of instruction is the self-actualization of learners which is achieved
by using a holistic approach toward enhancing a range of proficiencies related to various life
roles. Program planning and implementation are presented as highly significant
responsibilities which involve learners, specialists and instructors prior to and throughout the
duration of the program. Components involved in program planning include needs
assessment, context analysis, objective setting, learning activities, program evaluation, and

additional program arrangements.
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The teaching-learning transaction is described by Knox in terms of the educational
climate of the situation and the dynamics of the learning process. While Knox doesn’t
provide a definition for educational climate, he does indicate that objectives should be
achieved in such a way that learners are sufficiently satisfied to persist in the learning
endeavour; that learning activities should be learning and problem centred; and that both
the instructor and learners should be actively involved in the teaching-learning transaction.

Beneficial learning-centred climates can be established by providing comfortable
physical facilities: which are hospitable; which include areas for recreation, groups, eating,
and informal conversation; which are decorated in a way that reduces distraction; and which
include seating arrangements which encourage learner interaction, informal conversationand
sharing. A climate conducive to learning is supportive, learner-centred, friendly,
spontaneous, informal, open, and challenging without being threatening or condescending.
Supportive and challenging climates for learning are established by providing warm up
activities to help learners get acquainted; providing an overview of the program and
clarifying procedures and logistics; and setting a tone of mutual respect. Learners are
encouraged to become actively involved in sharing information about their backgrounds,
expectations, experiences and insights. They participate in the formulation and modification
of goals and objectives. They persist with their learning activities when they are worthwhile,
meaningful, and relevant experiences. Receiving learner feedback about their reactions to
sessions is essential for making required revisions which will enhance the learning process.

The dynamics of learning within the teaching-learning transaction provide ways in

which teachers can help adults learn. Knox describes ways to select, organize, and sequence
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learning activities; different instructional methodologies available to instructors; ways to
assist learners with the application of the learning; and the importance of practice,
reinforcement, feedback and evaluation. Effective learning dynamics are fostered when
learners find the content of the program relevant to their life concerns; when familiar and
challenging examples, problems, and issues are provided; when a variety of instructional
methodologies are used; and when learners are provided with sufficient opportunities to
practice new knowledge, attitudes and skills. Knox says that practice activities which are
more realistic are more likely to encourage the learner to persist and apply what is learned.
Finally, it is important to provide the opportunity to practice or apply what is learned as
soon after presentation as possible.

Adults learn best when they are given feedback and reinforcement on their progress.
Knox indicates that feedback includes all ways that learners receive information about their
efforts and abilities to perform learning activities. It may include the use of self-assessments,
reactions of the instructor, peers, or others, and it may be provided orally, in writing or
through observation. While reinforcement is a form of positive feedback, Knox says that it
can also take the form of praise or rewards. Feedback and reinforcement should be
provided on an irregular basis, some of the time.

Adults also learn best when they are encouraged to take an active part in the
learning process. This means that they clarify their preferences, make their own choices, ask
questions, seek answers, select activities, practice procedures, provide feedback on progress

and satisfaction, and evaluate learning activities.

Knox suggests that learners may need to engage in the process of "unlearning"
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obsolete or dysfunctional prior learning to clear up misunderstandings, extinguish minor
fears, or correct bad habits. This is done by noting the differences between the old and new,
reinforcing aspects common to the old and new proficiency, extinguishing nunwanted aspects
of the old proficiency, and replacing them with preferred aspects of the new proficiency.

According to Knox, effective instructors exhibit self-confidence, emotional stability,
enthusiasm, humour, creativity, flexibility, imagination, cultural awareness, clarity of
explanation, empathy, sensitivity, cooperativeness, responsiveness, and patience. They are
willing to devote time and effort to use a diverse array of methods to help adults learn. They
possess areas of expertise and content mastery. Instructors respect learners as mature
persons; they encourage learners to select learning tasks that fit their interests and
backgrounds; they model desirable attitudes and performance; they use active questioning
and inquiry; they use the expert viewpoints of learners as a major resource for learning; and
they provide evaluation review and feedback frequently.

While research relating to this conceptual framework has not been conducted,
Merriam (1987) suggests that Knox’s proficiency framework offers research possibilities
relating to the total teaching-learning transaction. Basic tenets of the proficiency framework
are considered in the study in order to determine those which are supported by the findings
of the research.

Whole language framework, Literature regarding the whole language framework was
reviewed because it provides a holistic perspective of learners in relation to the educational
climate in a teaching-learning context. This is one of the key frameworks that Native

educators recommended for use with undereducated Native adults (Georgé, 1993b;
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Rodriguez & Sawyer, 1990; Standing Committee on Aboriginal Affairs, 1990).

In the literature reviewed, whole language is described in a variety of ways. Edelsky
(1992) refers to whole language as "a theoretical, philosophical, and political perspective-in-
practice” (p.325). Newman and Church (1990) see it as a philosophy of learning and
teaching based on a number of fundamental assumptions; a practice theory; a belief system
in a constant process of evolution and implementation. Watson (1989) calls it a perspective
on education supported by beliefs about learners and learning, teachers and teaching,
language, and curriculum which led to the acceptance of certain strategies, methods,
materials, and techniques.

According to Edelsky (1992), the kinds of activity that take place inside and outside
of the classroom are based on the theoretical positions of whole language. Altwerger,
Edelsky, and Flores (1987) provide confirmation of this notion in the following way, "Like
a liquid, practice takes the shape of whatever belief-container it is in" (p.149). Some of the
essential principles which shape and guide the practice of whole language are presented in
relation to the general approach, the environment, the learning processes, the learner, and
the teacher.

In the whole language framework, the general approach is learner-centred (Freppon
& Dahl, 1991; Goodman, 1986). This approach is embedded in the tradition of humanism
which means that learners are respected and regarded positively regardless of age, ability,
or background (Goodman, 1989). The educational goal is individual growth, therefore,
learners begin learning at their existing level of understanding (Goodman, 1986).

Furthermore, this approach focuses on what learners can do (Edelsky, 1992).
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Learning occurs best in a learning environment which is democratic, rich, literate and
inviting (Goodman, 1989). Learning is expected to be fun, enjoyable, practical, and
successful. The environment is one in which discussion and sharing of knowledge and ideas
is encouraged; learners are encouraged to try new strategies and make mistakes in the
process; and ample opportunities are provided for learners to exchange information and
seek the feedback and help of other learners. A literate setting with literature, bo;ks,
magazines, newspapers, directories, posters and other materials is provided (Altwerger et
al., 1987; Goodman, 1986; Scholastic-Tab, 1985).

The learning process in a whole language framework involves teacher demonstrations
which are meaningful; the active participation of the learners; and the use of thematic units
which provide a focal point for inquiry (Goodman, 1986; Scholastic-Tab, 1985).
Furthermore, multiple sources of information and the use of oral language to read stories
and texts aloud are used to enhance the learning process (Freppon & Dahl, 1991; Fountas
& Hannigan, 1989). The use of whole groups, small groups, and individual learning
situations provides a variety of effective ways to structure the learning process (Scholastic-
Tab, 1985). The purpose of evaluation in whole language is to inform learners of their
progress. Assessment takes the form of constant cbservation and feedback regarding the
performance of learners; and a portfolio of their written work is also a meaningful
evaluation tool illustrating what the learners can do (Newman & Church, 1990; Watson, '
1989; Altwerger et al,, 1987).

Learners in the whole language framework are perceived as "whole learners” who

participate in deciding what will be learned; take ownership and responsibility for their own
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learning; evaluate their own efforts; and develop self-regulating strategies (Watson, 1989;
Fountas & Hannigan, 1989; Goodman, 1986). Learners also feel free to make guesses and
corrections without the fear of criticism.

Teachers of whole language classrooms are co-learners, classroom researchers,
participants, coaches, resource persons, and listeners. They develop curriculum with their
learners. They are advocates and activists for studehts, themselves, and their curriculum
(Watson, 1989). They believe in and respect learners by treating them with love and dignity;
they build learner confidence and self-esteern (Goodman, 1986; Scholastic-Tab, 1985). They
seek to create appropriate social settings and interactions; and they guide, support, monitor,
encourage, and facilitate learning (Goodman, 1986). They create open learning
environments and they observe learners as they engage in learning activities (Newman &
Church, 1990; Fountas & Hannigan, 1989). Practice opportunities are encouraged and
feedback focuses on meaningful communication which helps the learners. Teachers
continuously evaluate themselves and actively model literate behaviour (Fountas &
Hannigan, 1989; Goodman, 1986). How the whole language framework functions in practice
in a Native literacy context has yet to be investigated.

Literacy

The review of the literacy kncwledge base provided an understanding of the diverse
and complex nature of this specialized field of adult education. With the changing demands
of society, literacy thresholds make responsive adaptations and definitions of literacy
continue to evolve. In the late seventies, the United Nations Educational, Scientific and

Cultural Organization (UNESCO) recommended that the following definitions of literacy
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be used for statistical purposes: "A person is literate who can with understanding both read
and write a short simple statement on his everyday life."

A person is functionally literate who can engage in all those activities in which

literacy is required for effective functioning of his group and community and also

enabling him to continue to use reading, writing, and calculation for his own and the

community’s development. (Thomas, 1989, p.6)

These two definitions point out different levels of literacy. The first definition denotes a very
basic level in which an individual has limited reading and writing skills. The second
definition involves a higher level of operation in which an individual is able to use reading,
writing, and math skills to function effectively in the community.

Early attempts to define literacy were simple and included grade level completion
as an indicator of ability. According to MacKeracher (1989), Canadians who had completed
grade four or higher of elementary school were defined as basically literate; those who had
completed grades eight, nine, ten or eleven were defined as functionally literate. Grade level
completion was found to be inadequate for definitional purposes, however, this criterion was
and still is often used in operational definitions of literacy (Jones, 1990; The Hudson
Institute, 1990; Thomas, 1989; Mackeracher, 1989).

In 1989, statistics for literacy skill levels in reading, writing, and numeracy were
gathered by Statistics Canada (1990a, 1990b). Findings indicated that 38% of the Canadian
population possessed reading skill levels which were insufficient to meet most everyday
reading demands; 38% of the Canadian population possessed numeracy skill levels which
were insufficient to perform simple sequences of numerical operations to meet most

everyday demands. These are noteworthy statistics because the focus on skill levels provides

more detailed information about what this population can and cannot do. In addition, these
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figures show much higher percentages of Canadian individuals who are considered deficit
or undereducated. According to statistics presented in chapter one, 17% of the Canadian
population, who were fifteen years of age and older, had less than grade nine years of
education.

It is important to note that the Native population was not included in the survey. The
omission of the Native population in these studies was acknowledged by the Standing

Committee on Aboriginal Affairs (1990).

Functional literacy is a culturally relative concept and literacy statistics based on
grade level achievement are at best rough benchmarks. Recent studies in Canada on
levels of literacy based skills testing have not included aboriginal populations...Grade
level achievements are the only national guide available to estimate the level of
literacy skills among aboriginal people. (pp. 6, 8)
While grade level achievement is not an appropriate measure of literacy levels, it seems that
it is the only existing means to measure the state of literacy for aboriginal peoples at this
time. If the statistics for the general population of Canada reflect higher levels of deficit
when using skill levels to measure literacy levels, one can only speculate that those for the
Native population in Canada would be much higher. Thus, the extent of the problem would
also appear to be much greater; the need for the research then becomes more urgent,
While a common operational definition of literacy is perceived to be unlikely in a
pluralistic society with a broad array of cultural con-:x", many authors clearly state that
literacy involves more than reading, writing, and computation skills (Fingeret, 1991; Courts,
1991; Draper, 1991a; Thomas, 1990, 1989). Draper (1991) indicates that literacy education

also involves learning about educational program goals, improving self-concept as a learner

and as a person, diagnosing one’s own needs, thinking critically and solving problems,
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improving interpersonal relationships, and working as teams of learners. According to Courts
(1991) genuine literacy is all about making meaning through the use of language which
involves reading, writing, speaking, listening, viewing, and creating, Thus, literacy means
more than upgrading skills to become employable or to gain financially; it means being able
fo deal more effectively with life situations, gaining more control over one’s life, and
functioning with greater success in social and personal contexts. It is also clear that the way
literacy is defined will determine the goals, methods, content, and structure of a literacy
program.
Native Literacy

There is a paucity of literature in the area of Native literacy. The Ontario Native
Literacy Coalition (ONCL), formed in 1987, defines Native literacy as "a tool which
empowers the spirit of the Native people. Native literacy fosters and promotes sense of
purpose and achievement, both integral to self-determination" (George, 1993b, p.1).

This definition is different from the generai definitions of literacy which focus on the
levels at which individuals are able to read and write to function effectively in everyday life
of the community to which they belong. These skills are required for the benefit of the
individual and the community. In the definition of Native literacy, literacy is seen as an
instrument that can be used to provide personal growth. Once acquired, this knowledge is
owned and used by the individual to see things from different perspectives, to understand
different viewpoints, to open new pathways, to make decisions, and to solve problems.
Literacy helps individuals find a direction; it helps them feel like they have been successful.

Through this process, individuals build self-esteem and self-confidence. The definition of
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Native literacy is much broader in scope; it places the individual at the centre, fully
connected as one with the spirit of all the Native people in the community.

According to Finney (1993), an empowerment perspective provides students with
motivation to acquire skills, obtain employment, and the opportunity for personal growth.
This is done by deepening students understanding of themselves, others, and the social
world; by increasing students rational abilities; and by strengthening students beliefs in their
abilities to effect social change in the interests of greater social justice.

In summary, a review of the knowledge-based perspectives of adult education,
literacy, and Native literacy highlighted the incredible diversity and complexity that is
characteristic of each of the areas within the discipline of adult education. With multiple
definitions and purposes being the norm for adult education and literacy, the dynamic,
evolving nature of these young, emerging fields were noted.

Within the broad scope of adult education, three conceptual frameworks which
provided indicators of positive conditions for adult learning and effective practice were
identified. The frameworks of andragogy, proficiency, and whole language were found
important because they presented alternative approaches to adult learning which were
rooted in humanism, put the learner at the centre of the learning process, and focused on .
personal and individual growth. The lack of empirical research in relation to these three
frameworks was clearly specified in the literature.

The review of literacy and Native literacy pinpointed the need to take a broader
approach in literacy education, It was suggested that literacy training involved more than

upgrading skills to become employable. It involved gaining control over one’s life,
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functioning more effectively in social and personal contexts, and being able to handle life
situations appropriately. This broader approach was exemplified in the definition of Native
literacy which referred to literacy as a tool which empowered the spirit of Native people.
The Field of Practice

In this part of the literature review, as displayed in Figure 2, the focus is on the field
of practice and the varions programs that exist in adult education, literacy, and Native
literacy. Once these are presented, studies which examined educational climate in teaching-
learning contexts are reviewed. With an understanding of bothuthe types of programs and
educational climate research that had been conducted, a conceptual framework was
developed for the study of educational climate. This framework is explained and the
research questions are restated. Both the research questions and the conceptual framework
of educational climate provide the guideposts for the research design, data collection, and
data analysis.

Adult Education Programs

A broad spectrum of adult education programs are available to the adult learner.
These range from continuing education programs for different professionals who engage in
learning to enrich their knowledge and improve their technical or professional qualifications,
to an extensive array of non-credit programs in special interest areas (bridge, gourmet
cooking), to a complex variety of adult basic education programs for adults who have not
completed high school. These programs are fully outlined in the literature on adult
education. For a more detailed discussion refer to Merriam and Cunnjngham (1'989-), Reed

(1988), Long (1987, 1983), and Darkenwald and Merriam (1982). According to Re:- (1988),
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noteworthy characteristics associated with adult education programs include an hierarchial
organizational structure with top-down decision making by administrators and staff; a
considerable variation in program objectives; a focus on information and skills content; and
an emphasis on individual growth. Furthermore, staff delivering these programs were found
to be elementary or high school teachers or individuals who were not professional teachers.
While the delivery variables for these programs differed to some degree, they were all
strongly influenced by the traditions of formal education.
Literacy Programs

Literacy education in Canada consists of many varied pathways which are
multifaceted, situational, contextual, and characterized by constant change. While literacy
programs are complex and challenging, they purport to provide educational opportunities
which are accessible and available to everyone. Literacy is a universal right and an economic
.imperati\_n;_rather than a privilege or luxury (Ministry of Skills Development, 1990). This is
a position which is global, Draper (1989a) refers to UNESCO’s advocacy for the right to
education in which adult literacy is perceived as a universal necessity.

These many diverse contexts of literacy education provide a multitude of
opportunities available for different purposes and at different ability levels for potential
learners, The major portion of the funding for these programs is provided by the federal or
provincial governments (Anderson, 1989).

Thomas (1989) defines Adult Basic Education (ABE) in the following way.

[ABE is] a field of practice whose target population consists of those persons above

the statutory school-leaving age who, for one reason or another, have, by normative

standards, educational deficits which are to be redressed by a program of instruction
undertaken in a setting recognized by a funding organization. (p.3)
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To add to this, Taylor (1989) describes ABE as follows.
In North America, adult basic education is a generic term used to denote the
building blocks of the lifelong learning structure. Basic education refers to the
fundamental areas of reading, writing, listening, speaking, and mathematics. These
basic areas of communication and computation are the foundation that gives

individuals the power and freedom to control their own lives and to meet the
demands of an ever-changing society. (p.465)

General characteristics and components associated with ABE programs are noted by
a number of authors (Thomas, 1990; Rachlis, 1989; Conger & Cameron, 1989). Rachlis
(1989) indicates that characteristics typical of ABE programs include similar content areas,
a diverse range of learner ability levels, female instructors, part-time teaching positions,
instructors without teacher certification, and counselling as part of the program. Life skills,
as a content area which helps learners interact socially, solve problems and function in
groups, is also found to be an integral component of ABE (Thomas, 1990; Conger &
Cameron, 1989).

ABE is an umbrella term which includes a variety of literacy programs for adult
learners wifh low literacy levels ranging from basic levels (grades 4-8) to functional levels
(grades 9-12). Examples of these programs include adult basic literacy, general educational
development (GED) for grade twelve equivalency or high school equivalency, employment
preparation training, English as a second language, French as a second language, citizenship
training, and community-based programs (Taylor, 1989). Full descriptions of these programs ‘
can be found in Draper and Taylor (1992), Taylor, Lewe, and Draper (1991), and Taylor
and Draper (1989).

Chang Barker (1992) found over 3000 programs listed in the National Adult Literacy

Database in Canada. Of those listed, 63% were offered at or below grade eight level, 41%
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specialized in basic literacy instruction, 38% focused on job search or life skills, 26%
specialized in second language instruction, and 33% included classroom instruction.
Undereducated adults are encouraged to attend programs of this nature in order to
upgrade or improve their knowledge and skills and acquire job experience so that they are
capable of functioning in modern society. To illustrate the diversity of goals and approaches
that is typical of these programs, a brief overview of some of these teaching-learning
contexts such as adult basic literacy, workplace literacy and workforce education is provided
below. For these literacy programs, the goals and the way these goals are accomplished are
intimately interwoven with the context within which the literacy learning takes place.
The goal for adult basic literacy (ABL) programs is to improve performance in low
:skill areas of interest to the learner and to empower the learner. These types of programs
are designed to assist learners with lower skill levels in reading, writing, mathematics,
computers, and life skills; these learners usually have less than a grade nine level of
education. The learning process is learner centred and responsive to the individual needs
of the learner. Learners proceed through the program at their own pace to acquire the skills
that they identify as necessary. Rachlis (1989) indicates that the watchwords of ABE have
always been flexibility and responsiveness, These are non-credit programs which use one-on-
one tutoring, individual work, and small interest groups. Volunteers act as tutors and many
of these programs have counsellors.
The goal of workplace literacy programs is to upgrade or update the basic skills of
adult workers in order to keep pace with changes in the requirements of the workplace and

to improve the work performance of employees and increase workforce productivity. These
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programs encompass a variety of basic skills and instructional programs.

Workplace training may include content areas relating to job-related knowledge and
éldlls or skills such as listening, oral communication, reasoning, problem solving, teamwork,
leadership and self-direction. It is important to keep in mind that the skills required are
based on the needs of each employee and each workplace. According to Waugh (1990), the
kinds of skills needed by employees will depend on the following factors: "industry and
sector, job functions and tasks of employees, management and philosophy, workplace
technology, and changing job requirements” (p.1).

Askov and Aderman (1991) make the distinction between workplace literacy and
workforce education. While workplace literacy tends to provide instructional programs to
employees who need knowledge and skills to keep current with the demands of the job or
to upgrade the performance of specific job tasks, workforce education provides job training
programs which prepare unemployed adults for the workforce or provides retraining to
displaced workers. Thus, the major goal of workforce education would be to provide the
knowledge and skills necessary to prepare learners for future employment.

Literacy educators and authors indicate that the narrow focus on ABE training is
undergoing a fundamental paradigm shift to a broader focus on education, and as a result,
alternative contextualized approaches to literacy instruction are required (Draper, 1991b;
Merriam & Caffarelia, 1991). Empioyers in the world of work substantiate the need for a
more encompassing focus for ABE programs. Based on the perspectives of employers,
Taylor (1991) developed a basic skills profile of the skills that employers found most

desirable: basic literacy and numeracy skills; basic listening and oral communication skills;
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creative thinking and problem solving skills; personal management skills; and teamwork
skills, The Conference Board of Canada (June 1992) drafted an Employability Skills Profile
highlighting critical skills required by the Canadian workforce. Requisite, critical skills
include academic skills (communication, thinking, and learning), personal management skills
(positive attitudes and behaviours, responsibility, and adaptability), and teamwork skills
(work with others). The Conference Board suggests that these skills provide the basic
foundation required to achieve the best results, to get and keep a job and to progress on a
job.
Native Literacy Programs

Most of the Natiire literacy writings reviewed were descriptive in nature and they
consistently identified similar characteristics thought to be associated with successful Native
literacy programs (George, 1993a, 1993b, 1992; Wabano, 1991; Goldgrab, 1991; Rodriguez
) & Sawyer, 1990; Standing Committee on Aboriginal Affairs, 1990; Saskatchewan Indian
| Institute of Technologies, 1990; B.C. Ministry of Education, 1984). According to the
literature cited, positive, effective and successful Native literacy programs are characterized
as those which: are community-based and community controlled; are linked to the economic,
social, political and spiritual development of the community; provide sufficient counselling
services; employ instructors who are culturally sensitive and committed to the community;
incorporate a strong cross-cultural component; and accept the learners’ language.

More specifically, Native literacy programming in Ontario is described in depth by
George (1993a, 1993b, 1992), she indicates that the ONCL was formed as a support agency

for the Aboriginal literacy projects funded through the Ontario Cdmmunity Literacy (OCL)
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grants program of the Ministry of Education. She tells us that thirty-one community-based
Native literacy programs started in 1987 with sixteen projects located in urban-centres,
fourteen located on reserves, and one located in a Metis community. Band councils, local
friendship centres, or training programs are the institutional bodies through which these
projects were implemented and operated in the communities.

Thirty-nine Aboriginal literacy practitioners (31 female and 8 male) from local
communities worked as tutors/instructors in these programs. According to George, the
literacy practitioners in these programs use learner centred and whole language approaches |
and they actively network with other social services and educational programs in the
community. Literacy practitioners in these programs are encouraged to use Prior Learning
Assessment which is a portfolio development process where learners identify and record
prior learning experiences, determine individual strengths, weaknesses, interests and needs,
and share information with instructors and learners. Doéuments which form part of the
portfolio might include resumes, resources, and references from work (George, 1993b).
George (1992) indicates that these Native literacy programs are in a state of evolution and
therefore the methodology and curricula are undergoing constant review and revision.

While practitioners and educators perceive that the program characteristics previously
mentioned provide optimal conditions for Native learners, it was clear that research relating
to Native literacy programs had not been conducted to verify these perceptions. Thus, the
review confirms the need to explore the conditions in a Native literacy program which

contribute to a quality educational climate in the teaching-learning context.
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Educational Climate in Teaching-Learning Contexts

Educational climate as a research construct has received very little attention in the
literature relating to adult education, literacy, and Native literacy. Most of the literature
reviewed in relation to this construct focuses on isolated dimensions of teaching-learning
contexts such as the learners, the instructors, and the teaching-learning environments.
Anderson (1982) tells us that "most climate studies have measured variables from only one
or two dimensions” or "component elements’ rather than concentrating on the total
environment (pp. 404-405). An examination of this literature enabled the researcher to
pinpoint key dimensions and components of climate which provided the information for the
development of a conceptual framework of educational climate. The review is presented
under three headings: learners, instructors, and teaching-learning environments.

rner

The nature and perceptions of learners in teaching-learning contexts and the cultural
and social characteristics that Native learners bring to the teaching-learning context are
delineated by Whelan (1993), Sawyer and Rodriguez (1992, 1990), Steiger & Steiger (1991),
Pepper and Henry (1992, 1986), and Couture (1987) .

Focusing on the learners, Whelan (1993) investigates the factors in an ABE program
that affect the self-esteem of adult learners. Based on the perspectives of the learners, she
examines how the programs at the selected site affect their self-esteem. Using a qualitative
case study, she conducted a series of in-depth, individual interviews with eight learners; she
held a focus group interview with all eight learners; and she made observations throughout

the data collection period of one year.
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She found that a number of factors interact to affect the learning progress and self-
esteem of learners. First, adult learning may not be a joyful experience for learners; it may
be "a perilous" and "painful" experience which is challenging and full of anxiety. Therefore,
educators need to see the ambivalence of new learners as normal; they need to find ways
to help learners alleviate their discomfort through appropriate levels of disclosure about
fears and worries about the learning process. She found that learners want to learn on their
own only when they are sure that they can do so successfully. Moreover, results indicated
that learning takes place when the self-worth of learners is not threatened; when facilitators
are perceived as understanding of the learners; when learners are encouraged to engage in
self-reflection by means of external prompts; and when learners engage in ongoing dialogue
that is collaborative and respects the individuality of the learners.

According to Whelan, the key factor that affects the self-esteem and learning progress
of learners is the manner and frequency in which feedback, relating to personal development
and academic goals is provided. Furthermore, Whelan says that "a“shift in perspective is
needed from viewing feedback as a mere corrective or rewarding process to seeing it as a
tool learners can use to gauge and grow in their social and emotional goals" (p.296).

The results of this study are significant because they give the learners in an ABE
program a voice which expresses their perspectives of the total learning environment and
its impact on their self-esteem. Whelan suggests that educators need to work with learners
to develop strategies for alternative ways of seeing and interpreting the world. The study of
educational climate from the perspectives of learners may shed further light on this issue.

Sawyer and Rodriguez (1992, 1990) examine the perceptions of 56 undereducated
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Native adults who were "potential” literacy learners. Potential learners were defined as
undereducated Native adults who qualified as candidates for literacy education, however,
they had not taken any literacy training. Using trained interviewers and a survey instrument
with open-ended questions to gather qualitative data and forced choice questions to gather
quantitative data, a representative sample of Native adults from seven geographically
representative communities in British Columbia were interviewed. Since little or no
substantial research had focused on the needs and aspirations of this population, the
purpose of the study was to determine the perceptions of Native adults toward literacy.

Data was collected during the months of May through August, 1990 by interviewers
who were mostly Native. Relevant findings from this research indicate that Native adults
would participant in a literacy program in order to be able to perform tasks better, to be
able to find a job and perform better on the job, and to get along better with others. They
said that the personal, cultural, and language barriers prevented them from literacy success.
On a personal level, these barriers include dysfunctional homes and families, poverty and
the struggle to survive, and racism; and on a cultural level this includes the mismatch
between the home and community culture and the school culture. These Native adults
mentioned that the current barriers to participation in a literacy program were attributed
to the lack of appropriate programs in their community; a lack of available information
about programs and knowing where to find out about them; the lack of financial support;
inappropriate instructional approaches; and being self-conscious.

When asked about preferred learning environments, 95% of the Native adults

expressed a preference to learn using a "watch then do" technique; this was described as
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"watching and trying things out" and learning by "watching, listening, and trying" (p.290).

Fifty per cent of the respondents indicated that they would prefer to learn in an all-Native
learning situation; and 45% reported that they would prefer to learn in small group
structures.

The authors suggest that the research findings present the following challenges for
Native adult educators. There is a requirement to understand how Native aduits learn
successfully so that these principles can be applied to academic instruction; a requirement
for more appropriate instructional approaches; and a requirement to consider factors such
as goals, ﬁ:letheds, content, and structure in the creation of effective programs, from the
perspectives of the learners.

This study is important because it provides some insight to the perspectives of
"potential” Native adult learners and it specifies the need for research to examine the factors
which make learning a success from the perspectives of Native literacy learners.

It is essential to understand the cultural characteristics which ;hay shape the values
and attitudes of Native adult learners in a teaching-learning context. Common cuitural and
social characteristics found for Native peoples are described in the literature by Sawyer
(1992), Pepper and Feary (1992, 1986), Steiger and Steiger (1991), Four Worlds
Development Project (1988), and Couture'(1987). Some of those which may be important
for consideration in a teaching-learning context are presented. To learn in a totally whole
and balanced way, learners must involve the four parts of their being in the learning process;
these four parts include the mental, spiritual, emotional, and physical. The concept of "being

and becoming’ focuses on the active involvement of learners in their own personal
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development; this is a process of self-actualization in which learners take responsibility for
developing their full potential and becoming all that they can become. Couture (1987) says
that the traditional Native being-becoming posture requires trust of self and others and a
sense of oneness with all dimensions of the environment. Within the context of learning,
visual learning opportunities are provided in the form of observation, imitation, and practice;
and the use of analogies in teaching were noted.

A strong sense of community exists among Native peoples. Elders are highly
respected and their role is vital in providing Native people with advice, knowledge of the
oral traditions of the tribe, and spiritual guidance. There is a wide spectrum of variation and
diversity exhibited in the behaviour, attitudes, customs, habits, history, social and political
systems, and the degree of acculturation of Native people. Extended family systems
(including parents, grandparents, aunts, uncles, siblings, and cousins) provide Native people
with opportunities to actively engage in social interaction and learn about cooperation,
sharing, and caring for others. Individuals growing up in this setting are given the freedom
to explore, to experiment, to make mistakes, and to make choices and decisions. Cultural
values which are learned and supported include: respect for individual dignity and autonomy,
generosity, sharing, cooperation, group harméhy, placidity and patience, self-reliance,
confrontation avoidance, the use of humour as a form of feedback in place of direct
criticism, and consensus decision making.

Couture (1987) reports the “total absence of systematic and sustained investigation
in all areas of Native educational need" (p.185). He emphasizes the need to find ways to

help teachers, both Native and non-Native, develop an appropriate understanding of Native
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behaviours and customs. He suggests that strategies emphasizing total or whole-mind
development and holistic approaches, such as experiential learning or learning by doing
models, require systematic study and application.

Understanding the learners in the teaching-learning context is of utmost importance,
This takes on special significance when dealing with learners from a minority culture.
Therefore, the need to examine the characteristics of Native adult learners in a Native
teaching-learning context is clear.

Instructors

Authors who focus on the characteristics and the role of the instructor in the
teaching-learning context include Brookfield (1992a, 1992b, 1989, 1986), Ulmer (1980),
Fellenz (1989), and Marlowe, Branson, Childress, and Parker (1991). Brookfield (1989)
provides a comprehensive description of the different roles that facilitators are required to
take when working in different adult education paradigms {behaviourist, humanist, and
critical) and presents the characteristics of good facilitators.

In the b;haviourist paradigm, facilitators focus on competency-based, task-oriented,
instrumental learning to ensure that learners attain previously defined learning objectives.
Facilitators take charge of the learning process by setting the learning objectives and
sequencing the learning activities. Learning activities are deemed successful if learners
demonstrate that they can perform the activities specified in the objectives.

Facilitators working in the humanist paradigm are democratic and collaboratively
negotiate the learning objectives, methods and evaluative criteria with the learners. The

integrity of the learners is respected, facilitators act as partners in the learning process and
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assist learners toward self-actualization.

In the critical paradigm, facilitators encourage learners to critically analyze their
values, beliefs, and assumptions. They help learners realize that their values and beliefs have
been contextually created and serve the purpose of the dominant groups in society.

Brookfield (1989) says that "Different approaches will be called for depending on the
class, ethnicity, cultural conditioning, and personality characteristics of learners. The
demands of the context within which learning is occurring are paramount - in particular, the
subject matter and learning domain involved, the varying levels of expertise and
sophistication in a group, and the conflicting motives of teacher and learners” (p.207). An
awareness of these roles serve to enhance the effectiveness of instructors when working in
different teaching-learning contexts.

Facilitators engage learners in dialogue to help them find alternative ways to
interpret their experiences. According to Brookfield, good facilitators value spontaneity and
encourage risk taking; they focus on learning and help learners learn. They balance
alternative approaches, use a mixture of methods, keep-a range of materials on hand, and
individualize the curricula as appropriate. They are alert to and build on teachable moments
which engage the attention of the learners. Brookfield indicates that facilitators play the role
of a very important guide. He describes facilitators as heroic because they engage in a
process which is extremely complex, ambiguous, and contradicfory.

Five myths and realities concerning the facilitation of adult learning are examined
by Brookfield (1992). These are outlined below.

Myth one: Adult learning is joyful. Brookfield indicates that in reality, significant
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learning involves both joyful and painful elements; the outcome of learning may be
interpreted as positive and productive, while the experience may be described as unsettling
or full of anxiety while immersed in the learning process.

Myth two: Adults are innately self-directed learners. According to Brookfield, in
reality, facilitators find that the learners readiness for self-directed learning varies greatly
according to the learner’s familiarity with the area of self-direction, the nature of the task,
the personality of the learner, the sub-c;ulture of the learner, and the political ethos of the
time and culture.

Myth three: Good teachers meet the felt needs of learners. In reality, the situation
is much more complex and facilitators deal with the diversity of needs in a group of learners
by democratically and mutually negotiating the direction that their energies and talents
should be channelled. Facilitators also present learners with alternative frameworks of
interpretation and encourage them to analyze their experience in different ways to become
aware of the underlying assumptions of their habitual behaviour.

Myth four: There is a uniquely aduit learning style. In reality, Brookfield says that
it is misleading to talk about adult learning as a generically distinct phenomenon. He
suggests that the complexity, fluidity, and ambiguity of learning prevents 5 from saying that
learning styles for children and adults are mutually exclusive.

Myth five: There is a uniquely adult teaching style. Brookfield suggests that in reality
there are more similarities than differences between the characteristics of child and adult
educators from the perspectives of learners across the lifespan.

Characteristics considered essential for successful instruction of adult learners and
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effective practice are noted in articles by Marlowe, Branson, Childress, and Parker (1991),
Fellenz (1989), and Ulmer (1980). Successful adult instructors are knowledgeable about the
characteristics and life circumstances of adult learners and they individualize instruction.
They are knowledgeable in a content area and use appropriate instructional methodologies.
They exhibit human skills such as listening, explaining things clearly, being encouraging,
caring, patience, a sense of humour, and creativity. They are effective interpersonal
communicators and they promote strong, supportive student-teacher relationships. They
create a beneficial classroom climate for learning. They assist learners in effectively
assessing their strengths and weaknesses and participate in meaningful program evaluation.

Without a doubt, an instructor’s characteristics, perceived philosophy and
instructional role are critical and major determinants which greatly influence what happens
in the teaching-learning transaction, Darkenwald (1989) says that what is most important in
teaching-learning contexts is an "awareness by teachers that they and their adult students are
mutually obligated to create optimal conditions for learning" (p.68). Therefore, instructors
must take the appropriate actions to bring these mutual obligations to fruition, whether the
conditions require teacher-centred or learner-centred approaches to learning.

While the research does not specifically focus on the characteristics of instructors in
the teaching-learning context, the significance of the instructor as part of the total teaching-
learning context is acknowledged and examined indirectly. .

Teaching-Learning Environmen |
Relevant articles relating to the educational climate within teaching-learning

environments include those by Ennis and others (1989) and Anderson (1982). At the end
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of this section, a brief overview of the optimal learning conditions in teaching-learning
environments recommended in the literature by educators and practitioners for use with
adult learners in a Native literacy program is included.

Ennis and others (1989) examine the social system and cultural components of the
educational climate in eight physical education courses at a large university. Eight
investigators set out to determine which variables were most influential in providing quality
adult education based on the perceptions of the learners. Using microethnographic studies,
which involve techniques of observation and interviews to collect data over a short and
intense period of time, each of the investigators observed eight class sessions as non-
participant observers. The observed classes ranged in size with 15 to 25 learners in the
different courses. Data were collected in three areas which represent the perspectives of the
instructors, learners and investigators.

Formal and informal interviews were conducted with the instructors and the learners,
while investigators observed classes and recorded extensive field notes. Each investigator
used the constant comparison procedure to analyze data and delimit the emerging theory.
This involved an analysis of the field notes and interview data to identify common elements.
These elements were then rescanned to detect common properties. Finally, to test for the
integrity of grouped patterns, common properties were compared across categories and
perspectives. Data from each investigator were consolidated to determine categories of
climate which emerged across all eight courses, The emerging categories were then
compared with classifications of the Tagiuri model. Tagiuri’s taxonomy of environmental

climate consists of the following four dimensions:
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1. ecology which includes characteristics of the building or classroom;
2. milien which includes the characteristics and morale of the learners and
instructors;

3, social system which includes relationships among key participants and the
variables of communication, rapport, shared decision making and opportunity for
participation; and

4, culture which includes the belief systems and values which hold meaning for
participants; it includes the variables of teacher commitment, cooperation, expectations,
emphasis on academics, and clarity of goals,

The results of the study indicate that the social system dimension from Tagiuri’s
mode! plays an influential role in the quality of adult learning experiences. More specifically,
the two variables of shared decision making and communication were found most influential
across all the courses. Researchers felt that the construct of educational climate could be
used to study climate in different adult education settings.

Anderson (1982) conducted an extensive review of school climate using over two
hundred references from the literature. This article was important because it provided a
comprehensive description of an extensive array of variables used to study educational
climate. Anderson used Tagiuri’s taxonomy, with the four dimensions of ecology, milieu,
social system, and culture, to organize the findings. She lists and explains the components
that had been investigated for these four dimensions. In relation to the milieu dimension,
components listed include teacher’s characteristics, teacher’s morale, student body

characteristics, student morale. In relation to the ecology dimension, the two components
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of building characteristics and building size were included. In relation to the social system
dimension, some of the components investigated include administrative organization,
instructional programs, rapport between teachers and administrators, decision making shared
by the teacher, good communication, teacher-student relationships, opportunities for student
participation, and involvement in instruction. In relation to the dimension of culture, some
of the components examined include teacher commitment, peer norms, cooperative
emphasis, expectations, emphasis‘ on academics, consistency, clear goals, and rewards and
praise. -

Furthermore, Anderson includes sections which describe individual input and
outcome variables found in the climate literature. For input variables she lists elements of
individual ability, background, self-concept, attitude, aspirations, and creativity. For outcome
variables she includes intellectual knowledge, socialization effects, personality, skills,
attitudes, and social behaviour.

In the literature, educators and practitioners of Native literacy programs describe the
optimal conditions which foster effective teaching-learning environments (George, 1993a,
1993b, 1992; Standing Committee on Aboriginal Affairs, 1990; Saskatchewan Indian Institute
of Technologies, 1990; Rodriguez & Sawyer, 1990; B.C. Ministry of Education, 1984).
Effective practice includes an environment which is learner-centred, holistic, and fosters a
whole language approach. Effective learning conditions in an adult literacy context are
created by focusing on the needs, experiences, and background of the learners; by using an
experiential learning approach; by including life skills as a major content area; by using

elders as resources in the learning process; by incorporating a variety of teaching
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methodologies such as group interaction, small group work, cooperative learning and the

watch then do technique; and by using instructional approaches which promote critical

thinking, learning to learn, decision making, and interpersonal communication.
Conceptual Framework of Educational Climate and Research Questions

Educational climate includes a comprehensive range of dimensions and components
taken from a number of researchers in the literature (Tagiuri, 1968; Knowles, 1980 & 1984;
Knox, 1980 & 1986; Darkenwald, 1989; Ennis et al,, 1989; Anderson, 1982), Five dimensions
have been selected to represent educational climate and provide the conceptual framework
for this construct for the purposes of the research study. Figure 3 depicts this conceptual
framework of educational climate.

The five key dimensions include the learner milieu, the instructional environment,
the social environment, the cultural environment and the learner outcomes. The diagram
displays that the learner milieu is viewed as an antecedent condition which is separate and
distinct, these conditions existed prior to the learning process and are brought to the
learning environment. Adult learners come to the literacy program as seasoned
travellers, ready to expand their personal horizons. Thus, learners bring their background
characteristics and experiences and participate in the environmental processes (instructional,
social, and cultural environments) within the teaching-learning context. When the learners
have completed the learning process the impact of the experience is examined in terms of
the learner outcomes; how they have changed and what they leave the process with,

Each dimension and the associated components which make up each are listed below.

1.~ Learner Milieu. This dimension refers to the characteristics of the learners.
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Figure 3. Conceptual framework of educational climate.
(Adapted from Tagiuri, 1968; Anderson, 1982; and Ennis et al., 1989)
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It includes the following components: demographic data, prior knowledge and experience,
reasons for attending the program, learning expectations and goals, and learning interests
and attitudes.

2. Instructional Environment. This dimension refers to the learning process. It
includes components such as: course objectives, content areas of the curriculum, tasks,
instructional methods, application which involves doing and practising, involvement which
includes active participation in activities and sharing ideas, feedback, and evaluation of
learner progress.

3. Social Environment. This dimension refers to the interaction patterns and
social relations which exist among the program participants. These are defined by three
components: communication patterns, types of communication, and social relations. The
communication patterns include the following five interactions: the instructor interacts with
class members in the context of the whole class; the instructor initiates one-to-one
interaction with an individual learner; the learner initiates interaction with class members
in the context of the whole class; the learner initiates one-to-one interaction with the
instructor; and the learner initiates interaction with another learner on a one-to-one basis.
The types of communication include making comments, asking questions, and providing
responses. The social relations component refers to the nature of relationships and includes
friendliness, smiling, being approachable, being available, being receptive to problems and
concerns of others, and getting along with others.

4, Cultural Environment. This dimension refers to the values and beliefs of

program participants. It includes components such as: values, a cooperative emphasis,
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collaboration, respect, and supportiveness. Elements categorized under the values
component include a warm and comfortable atmosphere, openness, a non-threatening
atmosphere, risk taking, making mistakes, the importance of learning and doing well,
consistency in the application of rules, a holistic approach, and an environment which is
challenging, fun, and enjoyable. Elements categorized under the collaboration component
include a learner-centred approach, focus on individual needs of learner, trust, sharing
responsibility, sharing decision making, and working together. Elements categorized under
the supportiveness dimension include caring, encouraging, listening, appreciating feelings,
and accepting.

5. Learner Cutcomes. This dimension refers to the ways learners have changed
as a result of the learning experience. It includes the components of achievement, general
skill development, personal management skills, team skills, personal growth, and future
goals. Elements categorized under the general skill component include skills of
communication, thinking, problem solving, assertiveness, decision making, and resolving
conflict. Elements categorized under the personal management component include being on
time, attendance, and adaptability. Elements categorized under the personal growth
component include self-esteem, self-confidence, positive attitude, life long learning, setting
realistic goals, and new perspectives.

With a clearer understanding of the research focus, it is time to revisit the three

research questions for the study.

1. What are the characteristics of the Native adult learners participating in the

program?
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2. What instructional, social, and cultural factors in the Native literacy program
provide an optimum educational climate for Native adult learners?

3. How will the learner outcomes be described upon completion of the program?

Summary

In summary, the review cf the knowledge base and the field of practice for adult
education, literacy, and Native literacy provided some common patterns that existed across
all three areas. First of all, there is very limited research in relation to positive learning
environments or educational climate for adult learners, in general, and Native
undereducated adults, in particular. There is a need to investigate this issue. Thus, by
addressing the gap which exists in the literature, the study makes a valuable contribution to
adult education and literacy. Within the context of adult education, the study adds to the
body of knowledge by highlighting: the dimensions and components of educational climate
that were found important in providing quality learning conditions for Native adult learners;
and the tenets of andragogy, proficiency, and whole language which were supported by the
findings of the study. Within the context of literacy, the study adds to the body of knowledge
by providing information about quality learning conditions in a community-based literacy
program, characteristics of Native adult literacy learners, and important learner outcomes.

There is a requirement for alternative ways to approach adult learning, These new
approaches need to be broader in focus, holistic, learner-centred, and collaborative. These
approaches fall within the humanistic paradigm which focuses on the personal growth of
learners as opposed to the narrow focus of the behaviourist paradigm which is concerned

with very specific changes in learner behaviour in accordance with pre-determined




67

objectives. It has been suggested adult learning is still behaviourally oriented in practice.
The researcher expects to find an alternative approach to learning in the Native literacy
context. Thus, the study attempts to contribute to the field by providing rich descriptions of
this type of learning environment.

Next, there is a need to understand the perspectives of the learners; for the most
part, the voice of undereducated Native adult learners has been cloaked in silence. The
study meets this need. Native adult learners have the opportunity to express their views
regarding educational climate in a Native literacy program.

Finally, it is important to study educational climate as a total environmental quality.
This necessitates the use of a qualitative design which includes in-depth observations and
interviews with program participants. Moreover, to ensure a thorough understanding of the
total teaching-learning context, the researcher includes five dimensions within the conceptual

framework of educational climate,
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CHAPTER III

DESIGN AND METHODOLOGY

In chapter three, a description of the design and methodology which was used to
investigate the research problem is presented. The chapter begins by presenting the
rationale for the design selected for the study. This is followed by a description of the
research site and the Native literacy program that were chosen for the researci. Next, the
sampling strategies which outline who participates in the study are delineated. Then, the
section on data collection strategies provides a description of the methodologies and how
these methodologies were implemented in the context of the study. They include participant
observation, a researcher journal, quasi-focus group interviews, in-depth semi-structured
interviews, and a document review. The chapter ends with a description of the data analysis
which shows what steps were taken to transform the data into findings and the confirmation
of findings.

Design of Study

To investigate educational climate, it was necessary to select a design which would
fit the requirements of the research problem and the research questions. Researchers of
educational climate recommended that in-depth observations and interviews be used so that
the total environmental quality and the views of program participants could be considered.
Therefore, a literature review was conducted on qualitative design to determine whether this
methodology would meet the requirements of the research focus.

Proponents of quaiitative methods provide criteria that indicate when the use of

qualitative methods is appropriate (Miles & Huberman, 1994; Bogdan & Biklen, 1992;
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Fraenkel & Wallen, 1990; McMillan & Schumacher, 1989; Fetterman, 1989; Popham, 1988,

Patton, 1987). These criteria are discussed in relation to the requirements of the research
questions.

According to proponents of qualitative research, it is oriented toward exploration,
discovery, and inductive logic; the research is guided by questions, issues, observations, and
a search for patterns. There is a fit between these criteria and the research problem. It is
clear, from the literature reviewed, that the perspectives of undereducated Native adults in
a literacy setting have not been researched. It is also clear that educational climate in an
adult literacy setting has received very little attention in the research. Therefore, how
educational climate influences Native literacy learners is not known. Thus, the research
problem is exploratory in nature; the research questions have been posed to gather
information about the learner milieu, the environmental dimensions of the climate, the
participants, the learning process, and the learner outcomes in a Native literacy setting.

Authors of qualitative reszarch suggest that researchers strive to understand programs
and situations as a whole, tryiag to find the unifying nature of particular contexts, its
arrangements and rules. This criterion is very important to the research. As stated
previously, educational climate research needs to include a wide range of variables to
capture the total environmental quality. Therefore, a qualitative design enables to researcher
to look at all five dimensions of educational climate in a Native literacy program.

Proponents of qualitative research tell us that an investigator goes into the field and
conducts the study in the natural environment of the participants; the setting is the direct

source of data. It is assumed that human behaviour is significantly influenced by the setting
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in which it occurs. This is another criterion which is essential to the research problem. To
understand how all the dimensions of educational climate are perceived by program
participants, it is important to observe what happens in the teaching-learning context as
events unfold naturally.

According to qualitative researchers, reality is viewed as multi-layered, interactive,
and a shared social experience based on the perspectives of the participants. This has been
referred to as a phenomenologically oriented approach because it is guided by the views of
the participants being studied (Popham, 1988). It assumes that the reality of the situation
is socially constructed by the individual and collective definitions of program participants
(McMillan & Schumacher, 1989). Therefore, the researcher spends a continuous and
intensive period in the field seeking to understand the thoughts, meanings, feelings and
actions of the participants as they function naturally in the teaching-learning context. The
researcher focuses on the routine and habitual patterns which portray the participants’
everyday experiences in an attempt to address the uncertainty about which variables or
interactions may be most important.: This phenomenological approach provides a criterion
that the current research is_rpost concerned with: all three research questions focus on the
perspectives of program participants in a Native literacy program. A major intent of the
research was to give Native adult learners an opportunity to voice their views.

Two other criteria associated with qualitative methods include: the researcher &s the
key instrument in data collection and analysis; and the use of interactive techniques such as
participant observation and in-depth interviews or non-interactive techniques such as

document review. Both these criteria appropriately meet the requirements of the research
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design. To gain a comprehensive understanding of the dimensions of educational climate,
climate researchers have indicated that it is important to use observation and interview
techniques. In addition, the researcher is the main data collection and analysis instrument
used in the study for reasons associated with accessibility and economy.

Finally, proponents of qualitative design indicate that the research focuses on words
or pictures and rich, verbal descriptions of data. This criterion also meets the needs of the
research problem. Since the views of program participants are a major focus of this research,
descriptions of their perspectives is critical. In addition, it was the intent of the study to give
the Native aduit learners an opportunity to share their views.

In summary, a qualitative design was selected for the study because it was an
appropriate methodology to gather information about the research problem. This is an
exploratory study which uses a naturalistic and phenomenologically oriented approach to
investigate educational climate within a single research site.

The Research Site

The research problem provided the direction needed to select an appropriate
research site. First of all, the research focus on undereducated, unemployed Native adults
narrowed the search to a Native literacy program. Second of all, the research requirement
to examine the dimensions of educational climate in a holistic manner negated the selection
of adult basic literacy programs because many of them used one-on-one tutoring rather than
regularly scheduled classes with a routine number of participants. Thus, the number of
available programs was narrowed considerably.

After further investigation, an appropriate Native literacy program, which offered a
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program curriculum focusing on employment training and which provided classroom based
instruction, was found. It provided the essential elements which would address the research
problem. The program was community based, situated on a Native reserve, and administered
and operated by Native staff for Native adult learners. This program was called the
Employment Preparation Program and it was one of several programs provided at the
Grand River Polytechnical Institute (GRPI) located on the Six Nations Reserve in southern
Ontario.
Facility Description

A. brief description of the facility is provided to give the readers a sense of the
physical environment within which program participants lived and functioned while
participating in the Employment Preparation Program. GRPI is a relatively'n.e;u'i aboriginal
institute which began program delivery in 1993; it is formally recognized by the Miin'stry of
Education and Training and the Department of Indian Affairs and Northern Dévciopment.
The mandate of GRPI is to address Aboriginal learning, issues, and needs; in doing so it
provides a variety of culturally sensitive education and training programs, workshops, and
courses. GRPI is governed by a community-based board of governors and it has a small core
of permanent staff and contract employees.

GRPI is housed in one of the old abandoned school buildings on the reserve. The
facility consists of one permanent building and three portables. Figure 4 is a computer
generated graphic diagram of the GRPI. This diagram wvas created by one of the learners
participating in the Employment Preparation Program. The permanent building is called the

Applied Science Building and it includes administrative offices, the boardroom, an IBM
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Computer generated diagram of GRPL

Figure 4.
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Computer Lab, a MacIntosh Computer Lab and the New Start Program classroom. The
Styres Hall portable includes the offices for the director, counsellor, and program
instructors, the academic classroom, reference library, and a reading area. The West Hall
portable is the classroom used for the Native University Access Program and the East Hall
is the classroom used for Life Skills classes.
Program Description

The Employment Preparation Program was developed to address the training needs
of aboriginal people on social assistance, unemployment insurance, or with no income. The
program was specifically designed to help this population develop skills for finding,
acquiring, and keepihg a job; and to encourage and motivate individuals to pursue life long
learning. It has been described as a flexible program in which learners are given the
opportunity to take what they need, in a timeframe which is flexible within program phases.

The program philosophy is one in which learners are seen in a holistic light. This was
stated as follows on a program brochure, "It is GRPI’s philosophy that one component of
a person’s life does not exist in isolation of another...all aspects of the learner must be
considered in order for them to be successful".

To be eligible to participate in the program, candidates must be at least 18 years of
age, out of high school for one year or more, and functioning at a grade eight level or
higher. Furthermore, every candidate must participate ina screening interview to ensure that
the program is the appropriate one for the candidlate.

The program curriéﬁlum includes five components: Life Skills, Computer Skills,

Academic/Occupational skills study. Native Perspectives, and Work Placements. The work
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placement assignments provide hands on, practical job experience in various establishments
in local and surrounding communities.

‘The program covers a 21 week period and is structured in three levels. Table 1
provides an overview of each level of the program according to the content level of difficulty
of the material, the time period for each level in weeks, and the different classes and

number of hours in each.
Table 1

Description of Program Levels

Program
Level and Level Cne Level Two Level Three
Information
Content Entry level More advanced concepts Most advanced material
Level
Period 6 weeks 7.5 weeks 7.5 weeks
Classes Life Skills (60 hrs) | Life Skills {37 hrs) Life Skills (37 hrs)
Academics (45 hrs) | Academics (56 hrs) Academics (37 hrs)
Computers (30 hrs) | Computers (37 brs) Computers {56 hrs)
Native Native Native
Perspectives (15 hrs) | Perspectives (18 hrs) Perspectives (18 hrs)
Work Work
Placement ( 7 days) Placement { 7 days)

Role of Researcher
In qualitative research, the researcher p]ajs an extremely important role as the
primary conduit for data collection and data analysis. In performing such a role, the
researcher is able to: consider the totality of the context; add depth and richness to the
understanding of the social and environmental influences and therefore expand the

knowledge base; collect and process data simultaneously; clarify, summarize, and respond



76

immediately; and explore atypical responses (Merriam & Simpson, 1989).

In this study, the researcher plays the role of an observer-participant. This is
appropriate when the institution grants permission "to create the role for the sole purpose
of data collection" (McMillan & Schumacher, 1989, p.393). This was the case for the
research study. Social interactions and friendly relations were established with all program
participants throughout the duration of the fieldwork. Bogdan and Biklen (1992) suggest that
establishing good rapport sometimes requires hanging out and just plain socializing with the
participants. The researcher made continuous efforts to blend into the setting and become
a natural part of the scene. According to McMillan and Schumacher (1989), data results are
valid when participants act in typical fashion and events unfold naturally in the presence of
the researcher.

Sampling Strategies

Miles and Huberman (1994) tell us that sampling involves making decisions about
“whom to look at or talk with, where, when, about what, and why" (p.27). In addition,
sampling parameters, regarding decisions about the setting, actors, events, and processes, are
set by the conceptual framework and research questions which guide the research.

According to McMillan and Schumacher (1984), current qualitative researchers use
single-site studies to investigate small, distinct groups such as all the participants in an
innovative school or all the students in a selected classroom. The research study is of that
nature, It is a single site study which focuses on all the learners enrolled in the Employment
Preparation Program and the associated program staff. No attempt is made to generalize

the results of the study to a larger population, the intent of the study is to gain a more
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complete understanding of this particular teaching-learning context.

The five dimensions of educational climate, which addressed the three research
questions of the study, were used as a guide to focus the fieldwork. In this capacity, they
provided the key thrust for coding information during data collection. Table 2 depicts the
sampling matrix which was developed for the study. Column one refers to the kind of
information that was gathered during the data collection process in relation to the
dimensions of educational climate. Column twtj)r-lists the sources that were used to gather
the research data. Information was gathered from all 19 learners enrolled in the program
(8 learners in level one and 11 learners in level three), program staff, researcher, and
progress reports of the learners. Seven staff members were actively involved with various
aspects of the Employment Preparation Program. They included the program director,
program coordinator, counsellor, financial administrator, and three instructors. In column
three, the research questions which are addressed are noted.

The task of deciding what content areas of the literacy program to observe and at
what levels was considered next. According to staff of the Employment Preparation
Program, the program had recently been changed from a period of 15 weeks without levels
to a period of 21 weeks with three levels. This change had been made to accommodate the
needs of the learners. A program with levels would enable learners to enter and exit the
the program more freely without the risk of not completing the entire program. The three
levels of the 21 week program were stand alone learning modﬁles, complete unto

themselves. For example, a learner could successfully complete level one of the program,
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Table 2

Sampling Matrix for Research Focusing on the Educational Climate

Column One Column Two Column Three
Sources of
What Information Information Why Important
* Counsellor
Learner * All learners Answers research question one
Milicu * Researcher
* All Learners
Instructional * Rescarcher
Environment * Instructors
Answers research question two
* All Learners
Social * Researcher
Environment * Program staff
* All Learners
Cultural * Researcher
Environment * Program staff
* All Learners
Learner * Instructors Answers research question three
Outcomes * Reports

* Researcher

take time off, then return to begin level two at the next program offering.

Since the program had just been revamped to the new format, the next offering
would be available to entry level learners starting at level one and to previous course
graduates starting at level three. Two distinct groups of learners were to start classes at the
sarﬁe time: one being a novice grolup with little or no previous content exposure and the
other being an advanced group, graduates of the 15 week program. With research time
constraints taken into consideration, it was decided that both groups of learners would be

observed simultaneously for the duration of one complete level. Both groups of learners
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were of interest to the study because they represented novice and advanced learners. One
group was just starting and the other was in the final phase of the learning process. Both
had valuable perspectives to contribute to the research. Another reason for the observation
of both groups related to the program content. Level one learners were in the classroom five
days a week while level three learners were in the classroom for four days and on a
workplace assignment for the remaining day of the week.

All classes held in the content areas of Life Skills and Native Perspectives were
observed since they best met the requirements of the research problem. These classes
specifically addressed knowledge, skills, and attitudes relating to the preparation of learners
for employment and the perspectives of various community members regarding the history
and culture of the local Native community.

The planned weekly observation schedule for the research is displayed in Table 3.
This schedule was implemented and the researcher observed level one learners for one class
period five times a week, while level three learners were observed for one class period three
times a week.

Since both levels one and three learners were observed for the duration of the
program levels, the researcher spent eight consecutive weeks in the field. In addition, the
researcher spent one week, prior to the commencement of the classes, at the research site.
Thus, a total of nine consecutive weeks were spent at the research site conducting fieldwork.
Classes for level one and level three learners commenced in the month of September, 1994

and finished in November, 1994,

The purpose of the research was fully explained to program learners during the



Table 3

Planned Weekly Observation Scheduie for Level One and Level Three Learners

MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY
o130 | | ooerz3e 9:00-11:30 9:00-11:30
LEVEL 1 LEVEL 3 LEVEL 1 LEVEL i
Life Native Life Life
Skills Perspectives Skills Skills
12:30-15:00 12:30-15:00 12:30-15:00 12:30-15:00
LEVEL 3 LEVEL 1 LEVEL 1 LEVEL 3
Life Native Life Life
I Skills Perspectives Skills Skills

80

program introductions. All learners, instructors, and program staff involved with the
Employment Preparation Program agreed to participate in the study and signed a letter of
consent (Appendix A). This form was read aloud to the participants to ensure that everyone
fully understood what their participation involved.

Data Collection Strategies

In the research, the following multiple data collection strategies were employed.

1 Participant observation was used as a means to observe the formal classroom
interactions and activities of the learners. Observations which took place in classroom
context were recorded in a daily observation journal. Participation observation was also used
to observe the infor;nal interactions and activities of learners outside the classroom context.

2. A journa! containing the researcher’s impressions, reactions, and reflections

regarding all aspects of the program was maintained throughout time spent in the field.
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3. A total of four quasi-focus group interviews were conducted with the learners
near the end of each level of the program. Two sessions were conducted with level one
learners and two sessions were conducted with level three learners. Each session lasted for
approximately two to three hours. These' sessions were recorded on audio-tape.

4. In-depth semi-structured interviews were conducted with program staff
throughout the research process. Each interview ranged from one to two hours in duration.
All interviews were recorded on audio-tape.

5. A document review of curriculum materials and progress reports was
conducted as a means to check other information collected.

Merriam and Simpson (1989) indicate that the five procedures commonly used in
qualitative investigation include the procedures noted above. Each of these methods are
further explained.

Participant Observation

Participant observation is one of the primary data gathering techniques of qualitative
research. The researcher becomes fully immersed in the natural setting of the group or
culture being studied and spends an extensive amount of time conducting fieldwork. While
participant observation is considered a time-consuming and demanding methodology, and
an intense, emotionally draining experience, it is perceived to be crucial to effective
fieldwork (Merriam & Simpson, 1989; Fraenkel & Wallen, 1990; Fetterman, 1989). Patton
(1987) says that the purpose of basic research using field methods is to unveil the basic
complexities and patterns of the social reality in the setting under study in order to generate

and verify theoretical propositions about how cultures or groups function.
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In the research study, the researcher participated in the daily activities of the
program participants in the Employment Preparation Program in order to develop an
insider’s view of what was happening by means of direct experiences of seeing and feeling
in the environment. According to Patton (1987), "The challenge is to combine participation
and observation so as to become capable of understanding the experience as an insider
while describing the experience for outsiders" (p.75).

Balancing the roles of observer and participant in the classroom context proved to
be challenging at the beginning of the research observation period. If the researcher was too
aloof or quiet, learners withdrew and were quiet. If the researcher participated in the
classroom discussions and shared information, then learners were inclined to be more
interactive and expressive. After a number of weeks this seemed to take care of itself and
learners treated the researcher as another program participant.

The central focus in most program observations is on activities and non-verbal and
verbal behaviours of participants at the site. An attempt is made to capture 2 comprehensive
overview of what takes place in t_he observed activity in relation to the full sequence of
events (Patton, 1987). In the study, the researcher tried to maintain a detailed record of the
events that unfolded in the classes observed. Over time, a pattera of note taking evolved
which enabled the researcher to be more thorough in the data recording process. At the end
of each day, summary notes of the daily observitions were written. These included reflective
remarks of noteworthy trends that were emerging or comments on social interactions noted.
Patton (1987) indicates that "thev%ﬁiaressions and feelings of the observer become part of

~ the data to be used in attempting to understand a program and the people in it" (p.74).
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The total observation period for Life Skills and Native Perspectives classes was
continuous and intensive. It covered an eight week timeframe. The specifics of the schedule
are delineated in Table 4. A total of 23 classes were observed for level one learners for a
total of 57.5 observation hours and a total of 20 classes were observed for level three
learners for a total of 50 observation hours.

Extensive field notes were taken throughout the nine week period spent at the site.
Observations of classroom activities were recorded on a daily basis in a classroom
observation journal. Reflective remarks were recorded in the journal during classroom
sessions because this was a convenient way to maintain the flow of events and thoughts as
they unfolded. In addition, after each observation period, a summary sheet outlining the
class activities, methodologies, and the time learners spent listening, discussing, and doing
was drafted. The daily attendance of the learners in each of the classes observed was taken

and drafted on a summary sheet.

Table 4

- Total Observation Time of Designated Classes

Lesrner Levels & Level One Learners Level Three Learners
| * Observed Classes Observation Time Observation Time
Classes Hours Classes Hours
Life Skills
19 415 14 35
Native Perspectives 4 10 6 15
TOTALS 23 5715
ki e— S———————— R S — ——— ——__— |
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Researcher Journal

An important part of qualitative research involves the personal reflections, general
impressions, and ideas of the researcher in the field. This may be done in the form of
reflective remarks which include the observer’s comments written as part of the field notes
(Miles & Huberman, 1994; Bogdan & Biklen, 1992; Fraenkel & Wallen, 1990) or more
traditionally in ethnographies as a separate personal or field diary (Fetterman, Bogdan &
Biklen, 1992). In the study, the researcher used both approaches because they were useful.
Reflective remarks were placed in the daily classroom observation journal because this
provided the easiest means to keep focused on classroom interactions and activities. It was
difficult to switch back and forth between journals in the classroom context. The researcher’s
journal was a tool used to record events that occurred outside of the classroom. It provided
an effective way to record the thoughts and feelings of the researcher.

Fetterman (1989) indicates that speculations, cues, lists and personal comments
should remain separate from observation notes. He suggests that a personal journal is useful
as a working document. It helps guide the research and provides a record of the topics and
tasks which need follow up. The journal is a means to document the research process which
enables the researcher to retrace steps to identify strategies used to uncover specific
meanings. When research is difficult or dangerous, it serves as an effective coping strategy.
The journal allows the researcher to note the mood, attitude, or prejudice being experienced
during specific stages of data collection within specific contexts. It provj_des a quality-control

mechanism for data collection and analysis.
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Quasi-Focus Group Interviews

Conducting group interviews is another methodology used in qualitative research.
One special type of group interview is the focus group. The focus group interview is a
qualitative data collection procedure utilized to collect information from people who interact
in a series of discussions. "The purpose is to uncover factors relating to complex behaviour
or motivation” (Krueger, 1994, p.45). According to Krueger, this methodology is used in
exploratory studies to determine the perceptions, feelings, and attitudes of participants
regarding an experience or event; to promote self-disclosure among participants; and to help
professionals see reality from the client’s point of view.

This method is appropriate for use in this study because it enables the researcher to
gather information about the research problem from the perspectives of the learners; and
because it allows the researcher to keep the discussion focused on the topic of educational
climate. It is also possible to probe for a more in-depth understanding of topics. Rich
descriptions are important in the investigation because the research problem has not been
addressed in previous research; this type of information will make a meaningful contribution
to the knowledge base. Moreover, this procedure was selected for use in the study because
it is socially oriented and places people in natural, real-life situations; and the method has
high face validity due to believability of the participants’ comments.

In the study, quasi-focus group interviews were conducted with level one and level
three learners in order to determine the what and the why of their views regarding
educational climate in the teaching-learning context. Learners were invited to participate

in a carefully planned discussion in which group interaction was promoted. An environment
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which was permissive and nonthreatening was established.

Focus groups are conducted in a series of groups. According to Krueger, a focus
group study will include a minimum of three or more groups with similar participants. This
is done to detect patterns and trends across groups. Furthermore, it is possible to modify the
procedure and use repeated focus groups with the same participants, the same topic, with
a time interval between sessions. This format is helpful when the researcher wishes to note
changes in perceptions over time. For the purposes of the research, quasi-focus group
interviews were conducted. They are termed "quasi” because the researcher was not able to
conduct a minimum of three sessions with different groups. There were only two groups of
learners in the program. In addition, the researcher was restricted by the amount of time
that learners were available to participate in these sessions. The use of the technique was
considered important because it enabled learners to participate as a whole group to share
their ideas; this was a pattern that they were used to. It was an effective tool to use with
them. Furthermore, the restricted use of the methodology is not seen as detrimental to the
results of the research because other methods were used to gain a broader understanding
of the learners’ views,

When using this technique, the researcher moderates, listens, observes, and
encourages participants to provide both positive and negative comments. Care is taken to
avoid judgments about the responses and to control body language that might communicate
approval or disapproval. Different viewpoints and alternative explanations are encouraged.
The researcher conducts the interview to learn from others, as such, the researcher is like

a "sponge, soaking up and absorbing information from the participants" (Krueger, 1994,
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p.84). Furthermore, a skillful moderator requires the ability to listen, mental discipline,
careful preparation, and group interaction skills. The moderator influences quality and
therefore should have a ready smile, a sense of humour, the discipline to listen without
interjecting personal opinions, and the ability to remain detached from the issue.

Focus group interviews can be conducted prior to, during, or after programs, events
or experiences. Two quasi-focus group interviews were conducted for level one and level
three learners. These took place during scheduled class periods near the end of the program
levels for each group of learners. A quasi-focus group interview guide was used to focus
group discussions (Appendix B). During the quasi-interview sessions, learners were given the
opportunity to speak freely and to fully explore their ideas. All quasi-focus group interviews
were audio-taped and converted into written transcriptions; both transcribed notes and field
notes were coded and indexed.

At the end of the quasi-focus group interviews, learners were asked to complete a
questionnaire relating to the background of the learners (Appendix C). All learners were
familiar with filling out questionnaire forms as they had done so regularly in Life Skills
classes. At this point in the program, learners felt comfortable asking for assistance if they
did not understand a question or the meaning of a word. Help was provided upon request
and learners proceeded with this task with little difficulty. The purpose of the questionnaire
was to gather background statistics from each learner and to check the consistency of
comments made about the program by participants in the quasi-focus group interviews.

In-Depth Semi-Structured Interviews

In qualitative research, interviews may be employed as the dominant strategy for data
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collection or in conjunction with other data collection techniques. The interview is "used to
gather descriptive data in the subject’s own words so that the researcher can develop insights
on how the subject interprets some piece of the world" (Bogdan & Biklen, 1992, p.96). Semi-
structured interviews follow an interview guide of questions, hiowever, respondents are given
the opportunity to talk at considerable length. Bogdan and Biklen suggest that "even when
an interview guide is employed, qualitative interviews offer the subject a chance to shape
the content of the interview" (p.97).

When conducting interviews, these authors indicate that it is important for the
researcher to listen carefully, ask for clarification as required, and be as flexible as possible
by trying different techniques, using jokes appropriately, and asking respondents to elaborate
with stories. They also state that "interviewers have to be detectives, fitting bits and pieces
of conversation, personal histories, and experiences together in order to develop an
understanding of the subject’s perspective” (p.101). Finally, if a tape recorder is used during
an interview, the researcher must ask permission to use it.

In the study, the researcher used an interview guide (Appendix D) and conducted in-
depth interviews with staff members during the last few weeks of fieldwork. These interviews
were audio-taped and converted into written transcriptions.

Document Review

Document review is used as research methodology in the study to gain an
understanding of the program and the learners’ progress. Documents reviewed in relation
to the Employment Preparation Program included program and course descriptions, program

pamphlets, minutes of meetings, course curriculum, and progress reports of learners. The
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examination of the learners’ progress reports added valuable information to the study.
Data Analysis

Qualitative data analysis is a continuous, interactive, and iterative process which
consists of three concurrent flows of activity: data reduction, data display, and conclusion
drawing. Data reduction is part of the analysis which "refers to the process of selecting,
focusing, simplifying, abstracting, and transforming the data that appear in written-up field
notes or transcriptions" (Miles & Huberman, 1994, p.10). Data are coded in meaningful
chunks and these chunks are summarized in patterns. Data display is part of the analysis in
which data are organized or compressed into a narrative text, matrix, graph or chart.
Conclusions are drawn from the data by noting patterns and themes, making comparisons
and contrasts, and clustering and counting data of a similar nature. These conclusions are
then verified through the process of triangulation.

The three activities specified by Miles and Huberman are used in the study to
analyze the data collected. Data were gathered from the perspective of the researcher by
means of participant observations; observations were recorded in a journal. Data from the
learners’ perspectives were gathered using quasi-focus group interviews; these were tape
recorded and transcribed. Data were also collected from the learners using questionnaires;
these results were tabulated. Data from the perspectives of staff members were gathered by
means of in-depth interviews; these were tape recorded and transcribed.

All of these field notes were reviewed and coded during and after the data collection
process. The codes were developed in conjunction with the five dimensions (learner milieu;

instructional, social, and cultural environments; learner outcomes) and the associated
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components of educational climate, prior to the conduct of the research. These are listed
in Appendix E. While the five dimensions remained the same throughout the study,
components and elements were revised throughout the data collection period to
accommodate meaning units (Appendices F and G) which emerged from the data.

Miles and Huberman (1994) define codes as "tags or labels for assigning units of
meaning to the descriptive or inferential information compiled during a study" (p.56). For
the most part, codes are attached to chunks of information which have a similar meaning
or go together. For the purpose of the study, codes were structured into a three tiered
system which included element, component and dimensioﬁ codes. The codes at the most
detailed or specific level were referred to as elements. These codes were then grouped
together to form component codes which represented categories at a higher level of
abstraction. Finally, the component codes were grouped together under the most abstract
or general level which included the five dimensions of educational climate. An example of
the code structure is shown in Figure 5. Only one component and some elements are listed.
In this example, three specific elements which involved caring, encouraging, and accepting
were subsumed into the more general component of supportiveness. Then the supportiveness
component was subsumed into the most general level of the cultural environment.

Data across all perspectives were coded as elements and clustered into components
and dimensions. Frequency counts of the number of times component and dimension codes
emerged were calculated. Findings for the three environmental dimensions, which include
the cultural, social, and instructional environments, are displayed in pie charts in chapters

four and five as a means to simplify and enhance the understanding of the results.
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DIMENSION @r&l Envir@

COMPONENT Supportiveness
ELEMENTS ( encouraging )

Figure 5. An example of the code structure illustrating parts of the

cultural environment.

Findings related to the learner milieu and learner outcomes were organized into
narrative text which provided a profile of Native adult learners in the Employment
Preparation Program.

Confirmation of Findings

According to Pattoh (1987), the use of several data collection methods permits a

combination of strengths and a correction of deficiencies of any one source of data. He

suggests that the process of "building checks and balances into a design through multiple
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data collection strategies is called triangulation” (p.60). This process increases the strength
and rigor of the design. Miles and Huberman (1994) add to this by suggesting that
triangulation is a way of life; if an investigator collects and double-checks findings by using
multiple sources and modes of evidence, then the verification process or confirmation of
findings is built into the data collection on an on-going basis.

In the study, the researcher used different research sources which included the
learners, program staff, the researcher, and program documentation; and different research
methodologies which included participant observation, quasi-focus group interviews, in-depth
semi-structured interviews, and document review. Thus, triangulation strategies were buiit
into the research design. While findings for each research perspective are reported in
chapter four, the overali findings presented in chapter five illustrate key themes which
converged across multiple sources and methods. By applying this methed to confirm the
findings, the researcher is confident that the results of the study are valid and that an
authentic portrait of the learning environment and learner profile has been presented. Since
the views included in the study were repeatedly expressed by all participants, the findings
were found plausible thereby augmenting the credibility of the results.

Furthermore, the validity of the study is enhanced because many of the findings
provide confirmation of the basic tenets advocated by conceptual frameworks of adult
education which include andragogy, proficiency, and whole language. These principles and
effective conditions of adult learning helped explain the actions and activities that took place
in the study in a broader context. This is fully explored in chapter five of the study.

In relation to the reliability of the study, questions relating to the consistency and
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stability of the research process and findings were addressed. Great efforts were made to
ensure that the features of the research design were congruent with the research questions.
The five dimensions of educational climate specifically relate to the three research
questions. Learner milieu is addressed by research question one; the instructional, social,
and cultural environments are addressed by research question two; and learner outcomes
are addressed by research question three. The research findings, which are reporfed in
chapter four, are structured according to the research questions. Furthermore, the role of
the researcher, the methods, and the procedures used to collect and analyze data are
described in detail so that they can be followed and replicated.

Findings were found to be consistent across methods and groups; this is one indicator
of reliability. For example, two different groups of learners in different levels of the program
provided similar responses in relation to the environmental dimensions of educational
climate. In addition, findings from the different methodologies used to gather information
from the researcher, learners, and program staff, were similar thereby demonstrating the
consistency of the findings across perspectives.

The generalizability of the findings from the research sample to other Native adult
learners in other settings is a question that must be considered when referring to
representativeness and transferability of research results. To ensure the representativeness
of the findings, the researcher sampied all participants in the Employment Preparation
Program and was on site continuously for the duration of the learning phases for levels one
and three learners. Thus, patterns which emerged in the study were drawn from observations

of routine daily activities which occurred in the learning environment.
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To minimize the effect that the researcher might have on the participants at the
research site, which could confound the natural characteristics of the setting, the investigator
stayed at the site for a continuous period of nine weeks. Within this timeframe, the
researcher was able to become part of the local landscape. At the beginning of the research
period, it was necessary to spend time at breaks and lunch hanging out with the learners at
the designated smoking spot. Within a couple of weeks, the learners treated the investigator
as a regular member of the staff.

As a qualitative, exploratory study which focused on the written descriptions provided
by the participants, the generalizability of findings to other settings or to the larger
population was not intended. Instead, extrapolations regarding the findings were made in
chapter six. Patton (1987) says that "extrapolations are modest speculations on the likely
applicability of findings to other situations under similar, but not identical, conditions.
Extrapolations are logical, thoughtful, and problem-oriented...Extrapolations can be
particularly useful when based on information-rich samples and designs" (p.168).

In summary, researcher bias was carefully controlled in the study by means of the
following measures. Different data sources and methods were used to triangulate the data.
The purpose of the research and the role of the researcher were clearly explained to
participants. The researcher stayed at the site for a continuous period of nine weeks and
became part of the local landscape. Interview guides were used to collect data from learners
and staff, therefore, the same questions were asked in the same order ensuring consistency.
All interview sessions were tape recorded so that the accuracy of participant responses could

be ensured. Data collection instruments and results are included in the appendices.
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CHAPTER IV

RESEARCH FINDINGS

The research findings of the study are presented in three parts. These are delineated
according to the three research questions of the study: part one focuses on the learner
milien of educational climate; part two highlights the environmental dimensions of
educational climate; and part three presents the learner outcomes of educational climate.
Throughout the chapter, research results are supported and illustrated with excerpts of
comments from the research participants. For all three parts of the research findings, the
perspectives of four distinct groups of participants are included: level one learners, level
three learners, program staff, and the researcher. This is done as a means to accurately
portray the views of all participants and to triangulate the data.

Part One: Learner Milieu
Research Question # 1
What are the characteristics of the Native adult learners participating in the program?
Learners’ Perspectives

A profile highlighting the characteristics of the Native adult learners is presented
from the perspectives of the eight learners participating in level one and the eleven learners
participating in level three of the program. The profile includes a description of the
demographic background, prior knowledge and experience, learning expectations, attitudes,
and interests of the Native adult learners. Traits are described in terms of common patterns

of similarities and differences which are characteristic of the majority of the learners.
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Demographic Data

Demographic data for levels one and three learners are illustrated in Table 5. Of the
eight learners in level one, the majority were found to be female, single, and ranging in ages
from 18 to 29. The majority of these learners were parents with one to three children. Of
the eleven learners in level three, the majority were found to be female, single, and ranging
in ages from 21 to 39. The majority were parents with one to five children. All level one and
level three learners were status Indians of the Six Nations Iroquois; they were unemployed
adults on social assistance, unemployment insurance or with no income.

Prior Knowledge and Experience

The majority of level one learners indicated that they had completed grade 9 or
higher of the provincial school system, with three learners completing grade 9, three
completing grade 10 and one completing grade 12, Only one learner in level one had not
completed grade 9. A similar finding was found for level three learners with two completing
grade 9, four completing grade 10, and one completing grade 12. Three of the learners in
level three indicated that they had not completed grade 8.

When asked why they had decided to leave school, learners revealed that they had
left school for personal reasons and for school associated difficulties. Some of the reasons
provided by level one learners included comments such as: "I couldn’t see how it was going
to help me", "I couldn’t think of school respectfully", "I got pregnant” and "I had to take care
of myself”, "I missed too many days", and "I got kicked out". Level three learners provided
comments such as: "I was young and didn’t think I had to go. A lot of my friends dropped

out, so I did too"; "I didn’t feel like I belonged there"; "I wasn’t interested"; "I went to jail
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Demographic Data of Learners
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Demographic Elements

Level One
Learners

Level Three
Learners

GENDER
Male

Female

AGES
18-20

W

=

21-29

30-39

40-49

MARITAL STATUS
Single

| I — e o ———— ——— ————
P_____.__——_——_l—_—

Married

Separated

BAND
Cayuga

Mohawk

NUMBER OF CHILDREN
None

One

Two

Three

Four or More

“ONHNU) | HD—-—‘O\“OU}H-F




98

and then work". One level three learner who had difficulties in school reported, "It was
difficult to understand. I had a speech problem, When someone was talking in class, I
couldn’t keep it in my mind...I was shy and scared".

Referring to the courses or training taken since leaving school, half of level one
learners claimed that they had not taken any additional training, while the other half
indicated that they had been involved in training. The types of courses taken were diverse
in nature and included topics such as small engine repair, accounting, nurse’s aid, welding,
motor vehicle apprenticeship, small business bookkeeping, and holistic awareness. All of the
learners in level three indicated that they had taken courses since leaving school: all had
taken the 15 week Pre-Employment Preparation Program as a prerequisite to enter level
three of the revamped 21 week Employment Preparation Program at GRPIL. Other types of
courses taken by level three learners included topics such as welding, speech therapy, auto
body, hairstyling, office systems operation, computers, and other upgrading programs offered
at different institutions.

When asked about previous work experience, five of the eight learners in level one
indicated that they had been employed in a wide range of jobs. The types of work
experience identified by level one learners included employment as a tour guide, day care
worker, construction worker, taxi dispatcher, office worker, waitress, cook, hostess, barmaid,
baby sitter, cashier, salesperson, nurse’s aid volunteer, scrap yard labourer, building
demolition labourer, welder, and mechanic. Three of the eight learners in level one reported
that they did not have any previous work experience; two of these learners were in the 18-20

age group and the other learner had stayed home to take care of the family.
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All but one of the eleven learners in level three had previous work experience. All
ten learners with previous work experience had worked at threc or more different jobs. The
types of work experience identified varied by gender with male learners working in
construction, carpentry, general labour, welding, carving, pumping gas, lawn maintenance,
general maintenance, and gardening. Some held jobs such as a motel clerk, cab driver,
computer graphic artist, visual aid resource developer, and publishing layout designer.
Female learners listed previous positions such as a waitress, dishwasher, sales clerk, cashier,
office clerk, hair stylist, nursing assistant, canteen truck driver, flower shop attendant, and
camp counsellor.

Reasons for Attending Program

Learners indicated that they had participated in the program for two main reasons:
the first focused on the desire to enhance their personal lives and the second focused on the
desire to improve their knowledge and skills or educational qualifications. Referring to the
desire to enhance their personal lives, level one learners indicated that they had attended
the program “to gain a better understanding of the working world and my place in it", "to
find the career I'm best suited for", "to find out what I want to do with my life", and "to
make a better future for myself". Focusing on the improvement of knowledge and skills,
these learners said that they had come to the program "to better my skills” and "to work
towards my high school diploma”.

Level three learners who provided personal life enhancement reasons for attending
the program made comments such as: "to get over my shyness and being scared", I wanted

to find out what I wanted to do for a job", and "to try and get a steady, full time job and to
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get off general welfare assistance”. Focusing on the improvement of knowledge, skills, and
qualifications, these learners said that they had come to the program to "learn English,
math, and Life Skills"; and "upgrade my skills, learn new material, and get my grade 12
diploma”.
Learning Expectations and Goals

The majority of level one learners indicated that the program met their expectations.
These learners revealed that more was being learned at GRPI than in other places. One
learner stated, "It has helped me a lot in finding out what I wanted to do in school and how

to better cope with my children®. Another said,

It's a lot different than I thought it was going to be. I went to another program for
upgrading in math and English. It was the same old boring stuff. Learners there
worked alone on individual assignments with no sharing, no learner interaction, and
no interest on the part of the coach. There was a feeling of isolation and aloneness.
It was cold. I didn’t learn anything. That program was a waste of my time. But when
I got here, they had all these different things. I was scared at first. I didn’t like Life
Skills. I didn’t like having to take part in activities. But then after we started doing
more things, I started learning more and now I really like the way everything is being
taught. It’s friendlier here. We talk and share ideas all of the time. Everyone here
is caring, interested, and supportive. I have learned so much. There is a lot of
humour and learning is fun. I am thrilled to be here. I really enjoy coming to classes.

Level one learners shared the feelings of fear that they had experienced when they had first
started the program, One learner expressed this in the following manner, "When 1 first
started, I only wanted to work on the academic part of the program. I was scared of the
computers. I didn’t want to do Life Skills. However, as it went on, I realized how much I
was going to need the information that I was learning about". Another learner indicated that

having been out of school for eighteen years, "I was kind of scared to come here...I thought

I'd be too old or something”,
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All of the learners in level three unanimously agreed that the program met their
expectations. Representative comments made by learners include the following remarks:
"This program is very informative. A classroom setting has always been the best way for me
to learn"; and "T’'m learning a lot about computers, Life Skills, myself, my abilities, and things
I need to change about my attitude towards my future”.

When asked about their learning goals, all level one learners indicated that they
needed more education. Four learners said that their learning goal was to finish grade 12
and get their high school diploma. Three learners stated that their immediate goal was to
finish the Employment Preparation Program. The learning goal of another learner was to
attend university. In addition to the completion of high school, two learners expressed the
desire to take more specialized training in areas of Native community care counselling and
mechanical skills upgrading.

The majority of learners in level three indicated that their learning goals revolved
around their need to acquire more education. Eight learners said that their learning goal
was to finish grade 12 and get a high school diploma. One learner expressed the desire to
open a business in the following way: "I would like to open my own business. I feel our
community needs an optical outlet for the families of the reserve".

Learning Interests and Attitudes

To determine the learning interests of the participants, they were asked to identify
the kinds of academic courses that they were working on to earn credits toward their
Ontario Secondary School Diploma (OSSD). The majority of level one learners indicated

that they were working on two academic credit courses. Most of the learners took courses
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in English and math. Of the five learners taking English courses, three were working at the
grade 11 level and two were working at the grade 10 level. Of the five learners taking math,
four were working at the grade 10 level and one was taking a refresher math. Three learners
selected personal life management courses at the grade 11 level in content areas of
parenting, aging, and law. One learner chose a grade 10 drafting course and another
selected a grade 11 accounting course.

The majority of level three learners 2lso indicated that they were working on two
academic credit courses at a time. Five of the learners were taking English and math. Of
these five learners, three worked on grade 11 English, two on grade 12 English, four on
grade 10 math, one on grade 11 math, and one was taking a refresher math. Three learners
selected personal life management courses at the grade 11 level in content areas of
parenting, resource management and law. All learners in level three were required to
complete a personal portfolio which included a resume and information about the learner’s
past experiences, academic qualifications, career goals, personal abilities, skills, and values.

As part of the program, only level three learners were involved in workplace
assignments. When asked to describe the type of work placements that they had been
interested in pursuing, level three learners made the following comments. Learners indicated
that their work placements involved working at: a small video machine repair shop as an
assistant, a youth lodge as a youth worker, a local elementary school as a teacher’s assistant,
the local newspaper as a reporter, GRPI as a computer tutor, social services as a community
development worker, a talent agency as an administrative assistant, the housing office as

part of the maintenance crew, a medical pharmacy as a trainee, and GRP! i.Iping students
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in the night classes work on computers. Eight of the eleven learners said that they liked the
work that they were required to perform on their workplace assignments, while three
learners indicated that they did not. Five learners stated that they would pursue careers in
similar job areas as those of their work placements, while six learners indicated that they
would not.

Another way of assessing the interest of the learners in the learning process was to
note their attendance patterns. An examination of the daily recording of the attendance of
level one learners indicated that the average attendance for classes observed was 80%.
Furthermore, on average, 82% of the learners were on time for classes observed. A review
of the attendance patterns of level three learners revealed that the average attendance for
classes observed was 86%. On average, 84% of level three learners were on time for classes
observed.

To glean insight about the learning attitudes of the learners, they were asked to
indicate what helped them understand and learn the content during the program. The
majority of level one learners emphasized the importance of application as an instructional
strategy in the classroom. In the words of the learners: "It’s about doing it", "Here, we get
to do it and experience it. This way it sticks with you", and "We do it together, the class does
it. You get to know the people better. It’s easier doing it that way". These learners also
mentioned the importance of participation and cooperation as a means to help them learn

the content. One learner reported,

It’s how everybody talks with each other and tells about things that have happened.
That helps a lot. If you hear about a situation that someone else has gone through,
it makes it easier, you know it’s about real life. It's not just out of a book or just
about here. It’s also about doing it. That's how I learn the best.
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Other level one learners indicated that learning was "about participation” and "I get a lot
out of the classes because we are always sharing ideas or sharing something. So it’s not so
hard".

Two major factors which emerged as helpful in the learning processes for level three
learners centred on the quality instructors at GRPI and the comfortable learning
environment. Level three learners indicated that the instructors: "made you feel like a real
being, not like somebody who doesn’t know anything or isn’'t educated”; "let you work at
your own pace. They donm’t put any pressure on you"; "are all open, friendly and
approachable. They really set the mood for the whole place"; and "they are awesome", With
respect to the total learning environment, one learner said, "You're in an environment where
you’re not the only Native in class. You feel comfortable and people are willing to listen to
you". Another learner remarked, "The comfortable environment. It’s easier to talk. You
didn’t feel funny asking questions. That’s what I found hard about going to school before".
In the words of yet another level three learner, "First, the instructors talk to you, not down
to you...They tried to create a comfortable atmosphere. That is the major hurdle for
learning”.

As another indicator of the learning attitudes of learners, they were asked if they
were enjoying the program. The response was unanimous, all level one learners indicated
that they were enjoying level one of the Employment Preparation Program. Level one
learners identified two factors which contributed to their enjoyment of the program: their
personal development and the social environment. Comments regarding personal

development included statements such as: "it changed my perspective on a lot of things", "I



105
realize that I’m smart", and it "eases my fear". Some of the social environment factors which
contributed to the enjoyment of the program included comments like: "T've met a lot of

really nice people”, "I am learning a lot about people in the workplace", "Everyone here is
very supportive and friendly", "The warm feeling that you get from everybody", and "You feel
that you are making progress in the things that you are doing". One learner suggested that
the respect provided by the instructors was one factor that made learning enjoyable. In the
learner’s words, "Here, the instructors never push you to do anything, You're given the
choice of doing it or not doing it".

The response was also unanimous for level three learners, they all indicated that they
were enjoying level three of the Employment Preparation Program. The two main factors
which contributed to their enjoyment of the program included the social environment and
the new design of the program curriculum. Typical comments regarding the social
environment were expressed in the following ways: "Everybody is so friendly and open, it’s
a fun place to be"; "Class discussions help you get to know everyone’s background”; and "The
friendly instructors, classmates, and the instructors’ attitudes towards you and their job make
a difference in learning". With respect to the second factor, the new design of the program,
level three learners repeatedly pointed out the importance of two program changes: the
work placements and the Native Perspectives classes, Learners perceived these two program
additions to be essential and meaningful to their development. Comments provided by the
learners indicated that: “they really liked the job placements"; "You are able to see what you

want to do or you find out what you don’t want to do in a job"; and "I found the Native

Perspectives classes to be the most meaningful, I liked the respect that was given to different
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viewpoints. They cover the majority of residents in this community. To see all the different

community perspectives was very valuable".
Staff Perspectives

The perspectives of program instructors and administrative staff are included in
chapter four as 2 means to triangulate the data and verify the researcher’s understanding
of learners’ views. The researcher wanted to check the validity of what the learners said,
with what the staff said, with what the researcher observed. In relation to the learner milieu,
program staff were asked to describe the entry criteria for learners, the tests used to
determine learner entry levels, typical characteristics of the learners, and the instructional
methods which helped the learners learn most effectively.
Entry Criteria

Program staff highlighted the following requirements typical of the learner
population. Potential learners had to be 18 years of age or older and out of high school for
at least one year or more. They had to be functioning at a grade 8 level or higher. One staff
member indicated that potential learners "have to be functioning academically at a grade
8 level. Anything lower than that starts to interfere with a person’s basic skills". Another

staff member commented,

It seems that some people have come in at a grade 7 or 8 reading level and have still
managed to complete the program. It really depends on the person’s motivation. A
lot of the handouts are geared to people that have grade 10 education. So I thought
that might be a concern. But I find that if I spend a little extra time with those

people who don’t have that literacy level and we do more of a verbal exchange, then
that works well for them.

Another requirement for program entry relates to the employment status of the

potential program candidates. According to program documentation, the goal of the
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Employment Preparation Program was to assist unemployed adults on social assistance,
unemployment insurance, or without an income, gain an understanding of their individual
lifelong goals and provide a channel to start.

Once program candidates have met the minimal entry requirements mentioned
above, they are asked to attend an orientation session. At this time they participate in a
screening interview to determine if the Employment Preparation Program is the program
that will best meet their existing requirements for training and development. A staff member
made the following comment regarding potential learners.

[They need to] have the desire to be involved in a learning environment, the desire

to set goals, and the desire to make plans for their lives..It’s a nurturing or

revitalizing [process which helps] them get back on track with their education. Each
individual is required to determine their own learning needs.

Entry Level Tests
Prior to admission to the program, potential learners are asked to provide an
indication of the existing levels at which they function in reading, writing, and math on the
application form. Then they are given a set of entry tests (the Gates MacGinitie for English
and a math test) during the screening interview process. Comments regarding the testing
process are noted by a staff member in the following way.
When I assess their level of functioning, I use the Gates MacGinitie for vocabulary
and comprehension. The writing component is not so standardized. I have something
that I give them and ask them to give me a sample of their writing....Then I look at
it and based on what I read, I can tell where a person is in writing. Math is a test...
broken down into areas. The first ten questions are at a grade 8 level, the next set
of questions are at a grade 9 level and so on. I can tell by where they’'ve made their
mistakes, roughly at what level that they are functioning at.

Another staff member adds the following remarks regarding the entry level testing.

For the Employment Preparation Program, we found that the Gates MacGinitie test
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was more appropriate. It is encouraging because even if individuals didn’t finish
grade 9, they could perform at a grade 11 level on the test...If they kept up their

reading and if they used math in any way, it shows up. It showed that they had
continued to learn even after they were out of school.

Typical Learner Characteristics

When describing typical characteristics of the Native adult learners, staff members
referred to the many life issues facing this population, the diverse backgrounds of the
individual participants, and the increased awareness of the learners of the requirement for
higher levels of education to obtain employment. One staff member remarked, "These
people have a lot of life issues that have nothing to do with education or training. They may
have a social problem or a family problem. There are all kinds of barriers that they have
been facing all of their lives. It’s just a start here". Being more specific, another staff
member mentioned the problems that learners had which were linked to alcoholism and
sexual abuse. It was suggested that these kinds of personal problems hinder the thinking

processes of the learners. This staff member commented,

I have found that there are a fair number of people who come from problems where
there is alcoholism and sexual abuse...We have a lot of people in this community
who think in black and white and that's related to the alcoholism....But I know that
right and wrong, all or nothing thinking certainly is a big hindrance to many, many
people. Not being able to compromise, not wanting to learn different ways of doing

things, not staying in the present, but instead always looking towards the past or
future.

Furthermore, a staff member expressed the need to acknowledge the courage of entry

level learners in taking the initial steps to start the program.

Some of the people that come to the program are fairly shaky. This is the first time,
or the first time in a long time, in a learning environment. People have a hard time
breaking out of the passive role that they’ve been in for so long....[They] go through
a self discovery process while they are here....People are asked to do a lot of self
analysis and goal setting. For people who are coming from largely dysfunctional




109

families and problem beset families, that’s asking a lot of them. One of the most
important things that I've learned is to have compassion for the courage of the
people that come here.

Referring to the problem of colonialized thinking, one staff member said,

The difficulty we've had is the belief that a lot of our people have, "What's the sense,
even if I do go to school, no one is going to hire me anyway’. It’s the integration into
curselves of that colonialized thinking, We are our own worst enemies when it comes
to that. We've been told for so long, we believe it, we profess it. We don’t act to
change it.

One staff member made reference to the diverse backgrounds of the learners and
how the program was able to assist each individual learner in the learning process because
traditional values of the Native culture allowed for diversity. This staff member explained,

In conventional schools, a great effort is made to group people in like categories and
to create similar types of people with similar types of interests and goals....You end
up learning how to follow instructions more than you learn how to think. Coming
here with a diverse background, we’re forced to think, there’s less following
instructions. There’s more understanding of how things work and how to make them
fit the situation....We have our traditional values of diversity, we allow for diversity.
It enhances the learning of everyone, the total combined diversity. The fact that
everyone has different experiences enriches the course.

Some staff members mentioned that the learners were becoming aware of the need
to have higher credentials to find employment. One staff member said, "Participants are
noticing that they are going out and applying for jobs that they might have obtained before,
but now they can’t get because they don’t have grade 12", Another commented,

Typically, the participants are people who were in school and weren’t too overly
motivated about being in the educational system...Now as the economy is changing,
they see the need to get their grade 12, to start learning how to learn, and...to update
those skills to keep [themselves] employable, to keep them on the path that they
have chosen to improve themselves. Not all of them come here and want to go to
university. Not all of them come here and want to go on and on. They just want to

" be able to continue with what they are doing and realize that what they had before
that was working, is not enough. So they need more.
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Effective Instructional Methods

Commenting on how learners in the program were best able to learn, staff members
indicated that the experiential learning model, role modelling, skill practice, skill application
to real life situations, the use of different classroom teaching methodologies, providing
opportunities for learner interaction, and dealing with learners on an individual basis, were
effective ways to enhance the learning process for Native adult learners. In relation to the

experiential model, a staff member said the following,

They learn best by using the experiential model, role modelling, and practising....I ask
people how they feel about a particular skill or how they've done it in the past, what
their cxperience has been. The next step is to...ask them what they know about doing
the [task]....] then add in anything that they hadn’t covered. Then we would actually
do a simulated experience, a skill practice...I give them feedback on that and ask
them how they thought they could improve. In fact, I often get them to...exchange
work and give each other feedback. Then we go on to the next step which is the skill
application...I would then give them feedback on things that still needed to be
improved. In the evaluation stage, they are asked: Do you feel that there are things
that you still need to practice with this? How could you use this in your daily life?
What situations could you transfer this knowledge to? '

A staff member referred to the use of different methods and made the following comment.

I have basic objectives for them to learn and once they learn them they can enhance
their learning by trying other content areas. I expect that everybody is going to
enhance their learning by picking an area that is of interest to them. I use different
approaches so that they become familiar with [the concepts]. We go through linear,
logical thinking skills when we're doing lotus 123. We go to circular, relational
thinking skills when we’re doing Macintosh or Windows applications. I try to allow
them room for thinking, for coming up with original ideas, to be creative.

Referring to the importance of learner interaction, another staff member revealed,

In academics, there is not a lot of classroom instruction. People work independently.
I allow people 15-20 minutes during each class, to have an informal exchange....For
example, one of the students was having a hard time writing a poem. So we decided
to do it as & group...We are very adaptable and flexible in the class; we have the
ability to interact verbally and this is the best way for people to learn in academics.
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And yet another, focusing on the importance of the individual needs of learners, explained,
We try to create win/win situations and that's what flexibility is about in the learning
environment. Learner individuality is very important and certainly that’s what we
have to deal with....We determine what each learner needs and adapt to meet learner
needs. The program provides information about who we are, where we came from,
why we are where we are, and what we have to be proud of. We have been asked

what this has to do with employment preparation. It has a lot to do with it. If I know
who I am, why I am here, and why I am where I am, then I can work anywhere.

Summary

In summary, an examination of the components of the learner ﬁlieu provided a
profile of the Native adult learners participating in the Employment Preparation Program.
The five components used to determine the characteristics common to the learners included
demographic data, prior knowledge and experience, reasons for attending the program,
learning expectations and goals, and learning interests and attitudes.

Characteristics common to Native adult learners in both levels one and three of the
program were noted. All learners were status Indians from the Mohawlé ‘or Cayuga Bands
of the Iroquois from the Six Nations; all were unemployed. The majority of learners in both
levels were female, single, parents, who had completed grade 9 or higher of the provincial
high school system. Most of these adult learners had left sche >--for personal reasons; they
had taken a diverse array of training in various occupational are;S; and they had previous
work experience in one to three different jobs. In addition, the majority of learners indicated
that they had attended the Employment Preparation Program to enhance their personal lives
and improve their knowledge, skills, and qualifications. Academic courses taken by most of
the learners in both levels of the program included English and math. The average

attendance for learners in both levels was 80% or higher. All learners stated unanimously
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that they enjoyed the program. The key learning goal for all learners in both levels was to
acquire more education.

Some of the differences noted for the majority of Native adult learners in levels one
and three included the following. The majority of learners in level one of the program were
younger, ranging from 18-29 years of age, than the learners in level three who ranged from
21-39 years of age. Most of the learners in level one identified their personal development
as the key element which contributed most to their enjoyment of the program while the
majority of level three learners found the friendly, open social environment within the
teaching-learning context, the key element which most contributed to their enjoyment of the
program, The majority of level one learners indicated that they were best able to learn in
the program because they had ample opportunity to apply or practice the concepts that they
were learning; they learned through interaction and sharing their experiences with others;
and they were given the opportunity to actively participate in the learning activities. Most
of the learners in level three found that the quality instructors and the comfortable learning
environment were the two key factors which best enabled them to learn.

Program staff commented on the entry requirements for program learners and
described the entry level tests used to assess the existing skill levels of program learners. All
learners in both levels one and three were in compliance with the entry requirements of the
program and had written the entry level tests in math and English. Three typical
characteristics ascribed to Native adult learners by program staff were general in nature.
Staff suggested that program learners came from diverse backgrounds; they had many

different life issues or personal problems; and they had an increased awareness of the need
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for higher levels of education to find employment. Furthermore, program staff indicated that
Native adult learners were best able to learn when learning was experiential, when learners
were dealt with on an individual basis, and when instructors acted as role models, used a
variety of instructional methods and provided opportunities for learner interaction, practice,
and involvement.
Part Two: Environmental Dimensions
Research Question # 2

What instructional, social, and cultural dimensions and components in the teaching-
learning context provide an optimum educational climate for Native adult learners?

Learners’ Perspectives

The overall results which emerged from the data regarding the perspectives of level
one and level three learners, in relation to the instructional, social, and cultural dimensions
and components of educational climate are displayed in Figure 6 and Figure 7, respectively.
Findings, based on data from quasi-focus group interviews and questionnaires, revealed that
the cultural environment emerged as the most influential factor affecting the quality of the
educational climate for both levels of learners. Three components of the cultural
environment that were found influential in contributing to a quality learning environment
include values, cooperation, and supportiveness. For learners in levels one and three, the
instructional and social environments emerged as secondary factors which contributed to an
effective learning environment. The instructional components of involvement, curriculum,
and application were recurring themes which were found influential and the social relations
component of the social environment was also perceived to be important, The overall

percentages provided for findings highlighted in Figures 6 and 7 have been calculated by
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‘CULTURAL ENVIRONMENT::!

Components

Values 50%
Cooperation 26%
Supportiveness 14%
Collaboration 7%
Respect 3%

i

Components

Social Relations 100%

Components

Involvement 40%
Curriculum  33%
Application 25%
Feedback 2%

Figure 6. Level one learners' perspectives of the environmental

dimensions and components of educational climate.
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Components

Values 60%
Supportiveness 26%
Cooperation  10%
Respect 2%
Collaboration 2%

Components

Curriculum  83%
Involvement 11%
Application 6%

"SOCIAL
ENVIRONMENT -

Component

Social Relations 100%

Figure 7. Level three learners' perspectives of the environmental

dimensions and components of educational climate.
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tabulating the frequency of occurrence by code across responses from questions posed in the
quasi-focus group interviews and the individual survey questionnaires.

The learners’ perspectives of the three environmental dimensions of educational
climate are presented using excerpts of comments made in response to quasi-focus group
interview questions. References to the specific dimensions and components of the cultural,
instructional, and social environments are made in relation to each quasi-focus group
question. These questions covered five areas: interactions with program participants, most
meaningful parts of the program, description of the learning environment, and why learning
was enjoyable. Subheadings for each area act as signals for a distinct set of findings in
relation to the environmental dimensions and components.

Interactions with Program Participants

Learners were asked to describe their interactions with other learners, instructors,
and program staff. Responses reflected the importance of the values, cooperation, and
supportiveness components of the cultural environment and the social relations component
of the social environment. Comments that were categorized as part of the values component
of the cultural dimension referred to the warm, open, and comfortable atmosphere that
learners enjoyed at the GRPI. Responses categorized within the cooperation component
referred to the help that learners regularly received from other learners, instructors, and
staff. Supportiveness was illustrated by the acceptance, care, and encouragement that
learners experienced. The social relations component of the social environment was
illustrated by references made to other learners who smiled and were friendly, approachable,

and receptive to problems. In the words of the learners, they indicated that they "feel fairly
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comfortable now", "I find it a lot easier to talk", "People are very friendly and you can say
just about anything you want to", "Everybody is really helpfui®, and "Everybody talks to each
other...they're pretty open and honest with each other”.

When commenting about the instructors and staff, learners made statements such as:
"I feel pretty good about the teachers here. They’re not stuffy. They’ll talk to you about
anything...They're really friendly and helpful”, "They have really helped me develop my self-
confidence. It has made me feel better about myself since I've been here", "the instructors
care about you as a person. They’re not just here to do a job", and "They’re always smiling
when I see them in the hallways or when I pass them outside".
Most Meaningful Parts of the Program

Learners were asked to indicate which parts of the Employment Preparation were
most meaningful to them. While level one learners stated that the learning outcomes
dimension was the most meaningful part of the program, they acknowledged the importance
of the instructional environment as a secondary theme. The components of the learner
outcomes that were identified as most meaningfu! include personal growth and general skill
development. With respect to personal growth, level one learners said that they could now
control their emotions, they learned about themselves, and they learned about their feelings.
Reporting on personal growth, level one learners made comments such as: "What has
changed for me is the way I feel about myself", "It's changed my perspective on & lot of
things", "I realize the importance of learning and I like learning”, "T'm smart", and I'm "now
able to handle my fears". In relation to general skill development, they made comments

which indicated that they were able to communicate better and be more assertive. The
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application and involvement components of the instructional environment were mentioned
as secondary themes of importance. Level one learners indicated that in relation to the
application component, content learned could be applied in real life situations and therefore
help them deal more effectively with everyday life. With respect to the involvement
component, they felt that they were now better able to ask questions and share their ideas
with others.

Level three learners indicated that the instructional environment was perceived as
the most meaningful part of the program. The curriculum emerged repeatedly as most
influential. While Native Perspectives was identified as the major content area of
importance, computer classes and workplace assignments emerged as secondary areas which
made the program meaningful for these learners.

Description of Learning Environment

When asked how they would describe the learning environment at GRPI, level one
learners indicated that it was a happy, friendly place that they enjoyed. One learner
expressed this in the following way, "I think of people with happy expressions on their faces,
with their arms outstretched, welcoming new ideas and thoughts”. Another learner said, "I
think about that happy, smiling face".

Level three learners indicated that they saw learning as: "a circle with no beginning
and no end"; "a spiral staircase"; "a tunnel and there’s a light at the end of the tunnel”; “a
sphere. It’s a circle but it’s three dimensional. It has both light and dark. I see this place as
the light"; and "a dreamcatcher. You can only go so far and your dream is still on the other

side of the dream catcher. Once you attain a goal, you set new ones. You move forward
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instead of standing still. There is always another one ahead".
Why Learning was Enjoyable

When asked why learning was enjoyable, level one learners identified the importance
of all three environmental dimensions: the cultural, instructional, and social environments.
Referring to the values component of the cultural dimension, level one learners mentioned
the warm feeling that they experienced within the teaching-learning context and stated that
it was easier to learn in this environment. Highlighting the collaboration component of the
cultural dimension, learners indicated that they were given opportunities to make choices
about the learning goals they wanted to achieve, the courses they wanted to work on in
academics, and the kind of work or career they wanted to pursue. In addition, level one
learners said that the instructors didn’t push them to do things, they engaged in tasks
because they themselves had made the decision to do so.

Both the involvement and application 'components of the instructional dimension
were found important in making the learning process enjoyable for level one learners. With
respect to involvement, learners made frequent reference to the opportunities they had to
share their ideas with the whole class and in small groups with other learners, to actively
participate in the learning process, and to apply their knowledge and skills by "doing
everything” with the whole class, in small groups, and individually.

The social relations component of the social environment emerged as influential for
level one learners; they found that the atmosphere was friendly and people were
approachable, available, and accessible to chat or discuss personal problems or concerns.

Level three learners identified the social environment as the major factor which made
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learning an enjoyable experience. One learner stated, "I have a great time when I'm here,
Everybody is so friendly and open. It’s a fun place to be". Another learner commented, "I
enjoy my time here with my people. I enjoy talking with them, learning, and teaching".

Both the instructional and cultural environments were found to be secondary factors
which helped make the learning experience enjoyable. Learners suggested that the
curriculum areas of the instructional environment which were found most enjoyable were
Native Perspectives, workplace assignments, and computers. Another component of the
instructional environment that was found important was involvement; learners enjoyed class
discussions and sharing ideas.

The components of the cultural environment that were mentioned frequently by level
three learners included supportiveness and cooperation. Learners found that the instructors
were caring and genuinely interested in them; and they found the instructors very helpful
in relation to the learning process and the resolution of personal problems.

Staff Perspectives
Results which emerged from the interview data of program staff regarding the
cultural, social, and instructional environments of the Employment Preparation Program, are
illustrated in Figure 8. The cultural environment emerged as the most influential factor
affecting the quality of the educational climate in the program setting. Two components of
the cultural environment which recurred repeatedly were values and collaboration. The
social environment emerged as a secondary theme of importance.
The perspectives of staff members are presented using excerpts of comments made

in response to interview questions. References to the specific dimensions and components
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of the cultural and social environments are provided in relation to each interview question.
These questions cover four main areas: description of relationships, relevant classroom
experiences, description of the atmosphere, and the climate established for learners.
Description of Relationshi
When asked about relationships with others, comments provided by program staff
highlight the importance of the cultural environment. Staff referred to the importance of
values and pinpointed the following elements which were found influential: independence,
equality, consistency in the application of principles, empowerment, commitment and
dedication. One staff member said, "I think I have a good relationship with other staff. It’s
hard to put it into context because the part I value the most is the part where I don’t have
a lot of interference. What that says to me is that they trust what I'm doing". One staff
member replied, "Everybody comes to work on an even keel so our relationship is very
friendly, very honest, and functional, We get things done". Another stated,
The equality value that is taught in the old ways (traditional teachings), that no-one
is better than anyone else....A lot of people don’t understand that we are equal. I can
choose to do something different with my equality. Whatever that might be. Everyone
is given the same amount of time, sunshine, rain, snow...How we deal with it is very
individual.
Referring to consistency in the application of principles, a staff member commented,
I've got a really good working relationship with everybody here, administrative staff,
instructors and learners. It’s because I use the same principles; I use the same
approach; I use the same attitude and behaviour with all of them. I'm not different
with anyone of them. People respect and like that.
Mentioning program policies and staff empowerment, a staff member made the following

statement.

My relationships with staff are very good....[They] see what is happening and help in
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whatever way they can...They are committed, dedicated and work many extra hours.
If you give them the responsibility, then I believe that you empower them. The more
you empower them, the more they take responsibility and identify with the
organization.

Collaboration was another component of the cultural environment which was found
influential in contributing to effective relationships in the program setting. One staff member
revealed,

I get along very well with everyone...It’s not about agreeing with each other, it’s

about working together as a team. When we have conflicting views..we find a way

to resolve the problem so that is doesn’t interfere with our own individual
differences....We're very cooperative here.
Another staff member commented,

Every one of the staff know that if they have a recommendation for change or if they

think something needs to be changed, they have the responsibility to go with it..I'm

sure that the staff will say, ’I feel like 'm part of the decision making process here.

I feel like I have a voice and I feel that I can change things if I have to’.

With rtespect to the cultural environment, program staff indicated that their
relationships with learners were comfortable and consisted of opportunities to learn, to
share, and to talk. A staff member stated,

My relationship with the learners helps me learn. Sometimes, I get into a conflict

when a person doesn’t understand my approach...What I try to do is help them work

it out. I do what I can to accommodate their needs without changing the guidelines
too much.
Another said,

In this atmosphere, we are much more able to share personal things with learners.

I risk just as much as they risk in the group. I think that sharing between us is very

good. It’s a learning atmosphere, but, it’s learning that happens at a very different

level than what you see in a normal classroom.

With respect to the social environment, program staff consistently mentioned that

they were approachable, friendly, and had good rapport with other staff members and
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learners. A staff member explained,

The most important thing to understand about my relationship with the learners is
that I'm available to talk to them. When I see them in the community, I don’t know
their names, but I know their faces. I smile and say hello. I think it's that kind of
comfort level that they have to have with everybody on staff.

Relevant Classroom Experiences
When asked specifically about classroom experience that would make learning most
relevant for learners, program instructors responded by suggesting that assertiveness training

and application (hands on, doing things) were very important for learners. One instructor

expressed this as follows.

It’s all relevant, it’s all important. But if I was to pick the most important topic that
I'd want people to acquire...I think the assertiveness training..would be most
important. Assertiveness training involves taking responsibility for one’s own feelings,
standing up for one’s self while not stepping on the rights of others.

Another instructor commented,

Hands on doing. It seems, from my experience from many years of teaching many
groups of people, that non-native people who grew up accustomed to conventional
education, had a style of learning where...they had to spend months learning the
reading material, taking the tests, providing answers, and following instructions
[before they even touched the computer]. When they did well on the reading
material, then they were given the chance to do hands on learning, working on the
computer. Here we give them hands on from day one...You can get through this
course without opening a book because what you learn by actually doing is far better.
We as a people learn better that way.

It was also suggested that the flexibility in the presentation of the curriculum helped learners

learn, The instructor said the following.

In other conventional schools, they have a linear course outline which determines
what comes first, what comes second, what comes third. Our language doesn’t have
a procedural order like that. Our language is interchangeable....Our learning can be
interchangeable, it doesn’t have to be procedural...Here, within the first two weeks
of their exposure to lotus, they are doing macros and they love it. Because they
operate best at the higher levels and they aren’t screened from it.
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Description of the Atmospher.

When asked about the atmosphere in the Employment Preparation Program, program
staff highlighted the importance of the cultural environment. They described the atmosphere
as caring, respectful, encouraging, relaxed, open, and comfortable; and they noted the
growth and learning that takes place at GRPL Staff members suggested that the atmosphere
“feels like being at home"; "it's like coming into a nice, friendly, family place where
everybody gets along. It’s welcoming, it’s comfortable. No-one is afraid to ask for anything
because you don’t feel like you are going to be rejected”.

Another commented,

The atmosphere...[is] highly positive. I've heard a lot of positive comments from

people who have gone through the school, who have struggled and had a hard

time....You go through a growth process when you come here...J think that there’s

a big advantage here because a lot of people who have trouble in school, especially

a lot of our own people, have trouble because of the way it’s run, the way it’s set up,

the way it’s presented. By eliminating that, they eliminate many of things that give

them problems.
limate Established for Learner

Instructors were asked to comment on the type of climate that they strived to
establish for learners in the classroom context. Comments provided by the instructors
focused mainly on aspects of the cultural environment such as values and respect. Using
their words, the following quotes express the views of the instructors. One instructor said,
"I try to make it a very relaxed climate. I like to have the background music. Most people
are used to that at home...I like to make it as comfortable as I possibly can". Another

instructor explained,

The first day, I ask people what their expectations are. What they expect to get out
of a program like this...] ask them to write themselves a letter so that they will be
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able to tell themselves at the end if they got what they wanted or not, that’s a self
evaluation tool. I explain that..for any group to be growth enhancing, we need to
have confidentiality, participation, and respect....People like that, that’s an important
thing that we do at the beginning so that they get a sense that this is a place where
[they] can be safe. It’s a safe learning environment.

Another remarked,

I try to establish a friendly climate. One where they can ask questions. One where
they can speak out and aren’t afraid to answer. One where they don’t feel like they
are being penalized for volunteering information. I try to make it...more human
which is a big factor in our culture....I want people to feel comfortable, to dress the
way they want to dress...[to make] their own choices.

Researcher’s Perspectives

Using participant observation as a key methodology to collect data, classroom
activities and patterns which emerged routinely in the daily lives of the learners were noted
by the researcher. Since a total of 83 hours was spent observing the activities and
interactions that took place for learners in both levels of the Life Skills classes, it is
important to portray a picture of a typical class.

Next, a description of the findings relating to the environmental dimensions of
educational climate are presented. Data, based on the researcher’s observations of formal
activities inside the classroom and informal activities outside the classroom, were used te
gain an understandng of how these dimensions functioned within the context of the
Employment Preparation Program.

A Picture of a Typical Cl

A typical Life Skills class for all learners was highly interactive, experiential, and

learner-centred. Learners normally began the class involved in some sort of warm up

activity. This usually occurred as a discussion in which comments were randomly volunteered
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by members of the whole class or a round robin format was used. In round robins, learners
were asked to take turns sharing their views or experiences regarding a specific topic. The
instructor usually began the activity by modelling or demonstrating the appropriate
behaviour. The instructor said that "as a change agent, facilitator, enabler, and role model
within the group...she must build positive supportive relationships with group members by
sharing opinions, beliefs, and experiences that will help the learners know her as a person’.
Class members then engaged in an individual assignment for approximately 10 to 30
minutes in which they completed surveys, questionnaires, or statements regarding specific
content areas. This was followed by discussions with the whole class in which findings were
shared, questions were asked, and different insights and perceptions were entertained.
Introductions to new content areas were normally prefaced with inquiry or
brainstorming sessions in which learners were asked questions about the content or they
shared their views about the content. These ideas were listed on flip charts which were
displayed on the walls for easy reference. Then, the instructor added the required
information in the form of a short lecture. Lectures usually lasted for a period of 10 to 20
minutes; they were rarely longer than 30 minutes at a time. Within the lecture period, the
instructor frequently used personal and culturally relevant examples to illustrate major
teaching points. Handouts relevant to the lesson were usually read aloud in round robin
fashion by the learners, once distributed. The instructor shared the following.
Traditional teachings can help learners to understand the importance and value of
choosing to walk the wellness path. The medicine wheel provides a holistic learning
approach which increases our awarness and appreciation for the four power areas of
life - body, mind, heart, and spirit...In the Mohawk language, the closest translation

for health is our well-being; individual health was a foreign concept to Iroquois
people. Understanding historical cultural differences can help learners to progress
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in the healing process.

Learners were then given a hands-on activity to practice or apply the content that
they were learning about. At times this involved individual work in which learners were
asked to select individual responses which were appropriate from the list that had been
previously generated by the group. However, most often learners were randomly assigned
to small groups ranging in size from two to four members to complete the task. Throughout
the practice activity, the instructor observed the work of the individual learners or groups
of learners and provided appropriate feedback regarding task performance as required.
Once the activity was completed, responses were shared with the whole class. At this time,
learners were asked to provide feedback about their progress in relation to the content area.
The instructor then took the opportunity to provide encouragement, make clarifications or
corrective suggestions. The instructor indicated that "observing behaviour and providing
specific non-judgmental feedback that the learner can understand and build on are key
skills. It is essential for the learners to develop trust and confidence in the coach’s
competence as a helping professional’. Furthermore, the instructor highlighted the
importance of encouraging the learners to apply the skills that they were learning. She said,

Learners are encouraged to internalize and use the skills and knowledge which will

help them to become balanced self-determined individuals. They know that they have

the power to change themselves and become who they choose to be rather than who
they were told they were.

The content unit was then linked to the next content area and the process was
repeated varying methodologies of whole class, small group and individual work with

techniques such as brainstorming, role playing, round robin reading, discussions, lectures,

inquiry, and making presentations. Depending on the complexity of the content, a lesson for

[
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a content unit varied. Therefore, at times, the above process was observed to take one whole
class period, while in other instances, the instructional process was observed to repeat itself
one to three times within one class period.

The instructor made the following comment.

Life Skills training i a highly effective experiential learning process which empowers

individuals to take responsibility for their attitudes, feelings, and behaviour choices.

Participants are in charge of their personal commitment to learning and change.

Building confidence and healthy self-esteem through self-awarenss assessments and

skill practice exercises is essential throughout any program. Assertive communication

skills, problem solving, conflict resolution, stress management, and goal setting are
all integral components that challenge learners to develop skills that can help them
to manage their personal and professional lives more effectively.

Cultural Environment

Figure 9 and Figure 10 depict the overall results of the observations of the researcher
‘regarding the cultural, instructional, and social dimensions and components for level one and
level three learners, respectively.

For learners in both levels, the cultural dimension emerged as a key influential factor
which contributed to the guality of the adult learning experiences. Three components of the
cultural dimension were repeatedly identified as most important: values, cooperation, and
supportiveness.

The values component was a recurrent theme which emerged as an important factor
contributing to effective learning conditions. The researcher repeatedly observed an
environment that was characterized by warmth, comfort, openness and free from threat;
participants felt that they were able to take risks and make mistakes. One learner stated,

"GRPI is a shelter. It represents freedom and mobility. I like coming here. In this

educational setting, you can talk to people without having them freak out. It’s empowerment
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- Figure 9. Researcher's observations of the environmental dimensions and

components of educational climate for level one learners.
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Figure 10. Researcher's observations of the environmental dimensions and

components of educational climate for level three learners.
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from knowing who you are".

Rules regarding the use of the facility, program activities, attendance, student council,
open access times for the computers, and the professional conduct policy for learners were
clearly explained on the first day of classes. These rules were applied with consistency
throughout the observation period; each learner received a handout with this information.

Learning was found to be process oriented, holistic, challenging, fun, enjoyable, and
focused on real life concerns. The use of humour was observed as a typical behaviour
pattern inside and outside of the classroom. Humour was manifested in the form of teasing
and joking among the participants, that is, learners with learners, staff with learners, and
staff with staff. Observations of this type of behaviour were noted frequently throughout the
fieldwork. An example of the kind of humour shared by the staff and learners was provided
in one of Life Skills classes. Learners were discussing their workplace assignments. The
instructor said to the class, "I'm here to answer any questions that you may have regarding
your work placements". One learner responded by asking, "Will you pick up lunches?" The
whole class joined in laughter when the instructor replied, "It depends on how much you tip".

A cooperative emphasis was displayed when program participants willingly helped
each other. Throughout class sessions, learners were observed interacting in cooperative
ways to solve problems, to discuss content issues, and to learn and grow. They asked for
assistance when they didn’t understand concepts, or how to spell a word, or when they
needed clarification regarding an assignment. Instructors provided individual assistance to
learners before, during, and after classes; they made themselves readily available. A typical

pattern noted throughout the observation period was the inordinate amount of time



133

instructors spent working with individual learners to help them meet their learning goals.
Instructors were repeatedly asking learners if they could be of assistance.

A third influential component of the cultural dimension was supportiveness. Learners
in both levels one and three were found to be supportive of other learners, and instructors
were found to be supportive of learners. An example of the supportiveness displayed in the
learning environment occurred when circumstances required one learner to bring a child to
class rather than being absent from the class. The instructor and other learners simply
accepted this and carried on with the learning process. In addition, staff demonstrated
support by arranging potluck lunches for staff and learners, by celebrating Halloween with
costumes and decorating the school, and by organizing a Career Day with input from
learners and various community agencies. Furthermore, being physically housed in an old
school, a lot of renovations were being made to the facility throughout the research period;
it was interesting to note the general acceptance of these conditions by staff and learners.
There were no observations of displeasure or complaints; people would acknowledge the
noise due to construction, smile, nod, and get on with their learning responsibilities.
Social Environment

Two components of the social environment that were observed include
communication patterns and the types of communication within the classroom context. The
communication patterns involved five kinds of interactions: the instructor interacting with
members of the class, the instructor initiating communication with a learner on a one to one
basis, a learner interacting with other members of the class, a learner initiating

communication with the instructor, and a learner interacting with another learner on a one
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to one basis. Three types of communication observed in the classroom context included
asking questions, providing responses, and making comments.

For level three learners, the social environment emerged as equally influential as the
cultural environment. The communication pattern with the highest level of interaction was
observed to occur when individual learners communicated with the whole class. The type
of communication observed most frequently in the classroom context was that of making
comments. Comments were most often initiated by learners when interacting with the whole
class, by learners communicating with other learners on a one to one basis, and by
instructors communicating with the whole class. Throughout the observation period, the
friendliness, the cohesiveness, and the highly interactive nature of level three learners with
other learners and program staff were noted. It was evident that the social relations
component of the social environment played an important role in creating a positive;
learning environment.

The social environment emerged as the dimension with the least amount of influence
for level one learners. However, in keeping with level three learners, similar patterns were
noted for the communication pattern and the type of communication observed for level one
learners. The highest level of interaction was observed to occur when individual learners
communicated with the whole class. The type of communication observed most in the
classroom was that of making comments,

Instructional Environment
The instructional environment emerged as a secondary theme of importance in the

creation of an optimal learning environment for both level one and level three learners. Two
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components of this dimension were found influential: involvement and curriculum.

Classroom activities were observed to be learner-centred with high levels of learner
involvement. One common pattern which emerged regularly in the classrooms was the active
participation of the learners in class activities. Within the component of involvement,
learners listened carefully; they respected the views of others and provided encouragement
to other learners; they took an active part in discussions by sharing their ideas and
experiences; they paid attention in class and stayed alert to the task at hand; and they asked
questions. The different types of learner involvement which were frequently observed
included lively class discussions, brainstorming, asking questions, initiating comments,
reading aloud, and making presentations. Of these, class discussions emerged as the type of
learner involvement used most frequently in the classrooms,

Daily summaries of observations of classroom activities, methodologies, and the
actual amount of time learners spent listening, discussing, and doing, were tabulated.
Results, based on these tabulations, indicated that in the Life Skills classes, level one
learners spent 45% of their time discussing, 42% of their time doing, and 13% of their time
listening, while level three learners spent 61% of their time discussing, 29% of their time
doing, and 10% of their time listening. In the Native Perspectives classes, wliich were taught
by different community members and offered once per week, results indicated that level one
learners spent 58% of their time listening, 21% of their time discussing, and 21% of their
time doing, while level three learners spent 76% of their time listening and 24% of their
time discussing. These percentages are important because they provide an indication of the

amonnt of time that the learners were actively engaged in the learning process.
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A staff member commented on the different methods of teaching and learning used

in the Life Skills and Native Perspectives classes.

If you look at traditional learning...you sat and listened. Traditionally, we have the
orators who plant the seeds for learning. That's what we do in the Native
Perspectives classes. There is very little interaction in these classes. You need to
remember that a lot of the people sitting in these classes have heard these things
before. Many of them do know the stories. Hearing them again is a way of
reinforcing it. The people thai are coming in are not familiar with the Life Skills type
of teaching. In the Life Skills classes, you observe it and then you practice it. This is
also a traditional learning style. You sat, listened, and watched someone else do it.

You didn’t do it until you felt comfortable.

The curriculum component of the instructional environment refers to the different
content courses offered within the context of the Employment Preparation Program. Level
one learners started the program expecting to take credit courses in the academic portion
of the program; they knew this was a requirement to obtain credits toward a grade 12
diploma. Most of level one learners had little previous experience with Life Skills or
computers and were somewhat apprehensive of these curriculum areas at the beginning of
the program, However, with daily exposure to the new content areas, learners became less
fearful and more absorbed in the learning process.

As the weeks went by, the researcher observed a slow transformation in the attitudes
of level one learners toward Life Skills classes. When asked, all of 3<~¢l one learners stated
that the Life Skills course was found especially meaningful in their development. Learners
said that Life Skills helped them "communicate with other people better", "I'm not afraid
to ask questions", "I can say I don’t know what you mean, can you explain it better", "I

learned that nobody controls my feelings except me. If I want to be happy, I'm the only one

who can do that", and "I learned that it's okay to say no and you don’t have to feel bad. It’s
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okay to tell people how you feel".
And yet another learner commented,

When I first started Life Skills, I didn’t know what the purpose of this class was...I

thought we were going to be doing interviews. It’s not like that. It’s about feelings

and assertiveness...it’s a life skill, it helps you with everyday life. I know if I didn’t
understand something, T would just let it go...But now, I can ask more questions
about what is expected. It’s really helping me.

Both levels of learners repeatedly expressed how much they were learning in
computer and Native Perspectives classes. They expressed how much they enjoyed learning
about the local history of their culture from the perspectives of their own people.

Summary

In summary, the key findings regarding the cultural, social, and instructional
environments which emerged from the perspectives of the learners, program staff and the
researcher were presented.

For both level one and level three learners, the findings highlighted identical patterns
of influence in relation to the environmental dimensions of educational climate. All learners
identified the cultural environment as the most important factor which contributed to an
optimum learning environment. Values, cooperation, and supportiveness emerged as
influential components which enhanced the learning conditions for Native adult Jearners.
The warm, open, comfortable, and non-threatening learning atmosphere was consistently
noted by learners in relation to the values component. The amount of help that was received
by learners and the availability and accessibility of the instructors was mentioned repeatedly

in relation to the cooperation component. Learners consistently referred to the acceptance,

care, and encouragement that they experienced in the learning environment in relation to
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the supportiveness component,

The instructional and social environments emerged as dimensions of secondary
importance for both levels of learners. In relation to the instructional dimension, learners
consistently referred to the importance of learner involvement in the learning process and
being able to apply the learning to real life situations. In relation to the curriculum
component, level three learners repeatedly referred to the importance of the Native
Perspectives classes, the workplace assignments, and computer classes, while level one
learners found the Life Skills classes to be of major import. With respect to the social
environment, both levels of learners described the learning environment as a friendly, open,
fun place where people smiled and were available and accessible to talk. All learners found
that learning was enjoyable and meaningful due to these factors.

For staff members, the cultural environment emerged as the major factor which
contributed to the quality of the learning environment. The values component was found to
be very important with repeated reference made to an atmosphere that was safe, positive,
relaxed, comfortable, equal, and empowering. Staff members indicated that they were given
the freedom and responsibility to input to the decision making process, to make necessary
changes, and to do things their way. They stated that they were treated with respect and
trusted to make professional decisions regarding their content area. Furthermore, they
suggested that they got along well with everyone and worked as a team.

In relation to the researcher’s observations of level one and level three learners, the
cultural environment emerged as an influential factor with the components of values,

cooperation, and supportiveness making important contributions to effective learning
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conditions. An atmosphere that was warm, comfortable, non-threatening, and where learners
were able to take risks, was observed on a regular basis. Learning was found to be holistic,
challenging, fun, and focused on real life concerns. The use of humour by learners and staff
was repeatedly noted both inside and outside the classroom context. Learners helped other
learners and instructors helped learners continuously within and outside the classroom
context. The extra-curricular activities and the dedication and commitment of the instructors
and staff provided ample evidence of the supportiveness that existed in the learning
environment.

The researcher noted that level three learners found the social environment equally
important as the cultural environment in providing quality learning conditions. The
communication pattern most frequently observed for both levels of learners involved
individual learners interacting with the whole class. The type of communication used most
often by learners in both levels involved making comments.

The instructional environment was found to be of secondary importarnce for both
levels of learners. The components of involvement and curriculum were found influential
in contributing to effective learning conditions. It was noted that learners spent most of their
time in classes involved in discussions and actively engaged in activities. Level three learners
found the Native Perspectives classes and computer classes most important, while level one
learners identified the Life Skills classes as most important.

Part Three: Learner Outcomes
Research Question # 3

How will the leamer outcomes be described upon completion of the program?
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Learner outcomes were defined broadly to include six dimensions: achievement,
general skills, personal management skills, personal growth, and future goals. Perspectives

regarding learner outcomes are provided by level one and level three learners, program

staff, and the researcher’s views of the progress reports.

Learners’ Perspectives

Learners were asked a variety of questions in the quasi-focus group interviews
regarding the progress that they had made while attending the Employment Preparation
Program. Questions included topics such as: learner changes, successful learning experiences,
information that would help learners find employment, and future goals.

Learner Changes

When asked to describe the ways that they had changed as a result of their learning
experiences at the GRPI, the key theme of personal growth emerged from the data for
learners in levels one and three. Level one learners provided the following comment
regarding personal growth: "I don’t get mad as much. I haven’t hollered at my kids in I don't
know how long"; "I think my personality is coming back...I can see all the good things instead
of the negative things about my kids, myself, and everybody...I feel better about myself since
I've been here". Another learner stated, "what has changed for me is the way I feel about
myself...If [people are] going to like me, they’re going to like me for myself, not for what I
can do for them". And yet another learner reported, "Not being so shy. I didn’t talk to
anybody if I didn’t have to. Now I don’t mind talking to people..I get along with people
better". |

Examples of perceived personal growth are presented in the words of level three
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learners: "It makes me want to keep learning more’; Well, I don’t wear track pants all of
the time now. That says a lot, because when you look at somebody who wears track pants
all the time, it's like you’re saying I give up"; "It helped me become more mature. It helped
me deal with situations in and outside the home"; "T've changed in a lot of ways. I quit
drinking. That allows me to look at things a lot differently. Pm a little more responsible”.
Another component which emerged as equally important in contributing to change
for level three learners was the improvements that they had made in general skills.
Commenting on the development of general skills in the areas of communication, conflict
resolution, and assertiveness, one learner stated,
1 found the class that I liked the least to be the most useful, that was the Life Skills
class...When I was at work, I found out that I had to use what I learned a lot. I
found that it was the only means that people had to be able to talk to you. It was the
~ only means to get things done effectively in the workplace. Like conflict resolution
" and using the broken record or fogging.... This prevents yor fiom blindly being angry
or frustrated....You'll discover that you'll have a lot fewer problems with your co-
workers and other people. All of that stuff was useful to survive in the workplace.
Other level three learners indicated that they were "able to meet people and talk in front
of others™.
1ccessful Learning Experienc
When asked what made the program a successful learning experience, both level one
and level three learners identified the importance of the personal growth component of the
learner outcomes dimension in contributing to their feelings of success. One level one
learner remarked, "When I started the program I was unsure of what I wanted to do, but

this program steered me in the right direction and cleared up what I wanted to do." Other

level one learners indicated that they had "more self-esteem and self-confidence", they were
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able to deal with their children and other people more effectively; they viewed the world
more positively; they found that they were smarter than they thought they were; and they
learned how to manage their emotions. Referring to personal growth, one level three learner
said, "The program helped me open my eyes to see the potential I had within me". Another
learner stated that the program "helped me get over my shyness and learn how to speak
more clearly to someone”. Other level three learners indicated that the program helped
them; "realize what my goals are and how I must strive to achieve them"; I want to learn
more through education and through life experience"; and "feel more confident".

Level three learners perceived the achievement component of the learner outcomes
dimension as another key influential factor- which contributed to their success. Learners
made comments such as:"I was able to acquire more education”; "I gained the knowledge
and skills to use a computer in bookkeeping"; "Having completed my portfolio was a
successful learning _gxperience"; "I started phase three two weeks late and was able to
complete most of the assignments"; and "When you achieve your goals, whether they're
education or job related, it means you have been successful”.

For level one learners, two other dimensions of educational climate which were found
equally important in enhancing their learning experiences included the curriculum
component of the instructional dimension and the components of supportiveness,
cooperation, and collaboration of the cultural dimension. Level one learners indicated that
the Life Skills ciasses were the most influential part of the curriculum which enhanced their
learning experience. Highlighting the importance of the cultural environment, one learner

noted the supportiveness within the program environment by suggesting that the "warm
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feeling of teachers and classmates” made the learning experience successful. Another found
the cooperative emphasis important by saying that the "helpful instructors" contributed to
their successful learning experience. And yet another learner referred to the importance of
collaboration in the learning environment: the learner liked "the way that everyone worked
together as a group to work out problems”.

formation That Would Hel rmers Find Empl n

Learners were asked to comment on the information that they had learned that
would help them find employment. Level one and level three learners highlighted different
components of the learner outcomes dimension as important. Level one learners indicated
that information learned in the general skills component emerged as the major factor of
importance, while achievement in content areas was named as a secondary factor. Learners
identified the general skills of being more assertive and being able to communicate as key
skills which would help them find and keep a job. In addition, learners suggested that
enhanced knowledge and skills in the content areas of Computer Skills and Life Skilis would

,enhance their personal repertoire of skills and assist them in finding employment.

For level three learners, achievement in content areas was described as a key factor
that would assist them in finding and keeping a job, while the component of personal growth
was found important as a secondary factor. Noting the importance of achievement, level
three learners indicated that the information learned from the Life Skills classes and the
development of portfolios for the academics class were very meaningful on a personal level
and useful on a professional level. One learner remarked,

I learned about writing a portfolio. I had to think it through on my own. I wanted to
know what I had to offer an employer. That was what I found most important to me.
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I wanted people to know what my skills were...I didn’t value myself very highly
before. Now it’s changed. I want people to know how valuable I am.

Another level three learner commented,
T've learned about myself, the potential that I have. With the portfolio, it makes you
look at yourself and put it on paper. I've learned how to research for a job. To get
a better paying job you need a grade 12 diploma and then a college diploma....I won’t

find anything without it. Il have to go to school, but this gives me a lot of practice.
Being in school, I want to go back to school.

One learner mentioned the importance of Life Skills and how this class heiped the
participants learn "how to approach everything". Another commented on how important
"working on the computers"” was in acquiring skills that would be useful in finding a job.

Personal growth was perceived as an important secondary factor which would help
level three learners find and keep a job. Participants indicated that they learned the
following: "It is important to display a good attitude and to be on time"; "how to be more
open and ask questions. I also learned that you need an education to get a better job"; and
how to identify goals and "say what I want to say".
Future Goals

Learners were asked to specify their future plans in relation to the kind of work that
they would like to pursue, their level of readiness for work, and the next steps that they
would be taking upon completion of the program. Responses regarding the kind of work that
learners would like to pursue were diverse for both levels of learners. Level one learners
indicated that they would like to find work in the following areas: computer work,
bookkeeping, social work, criminology, office work, banking , drafting, and starting a small
business in auto repair. The majority of level three learners indicated that they would like

to own their own businesses. One learner expressed the desire to open an opticel company
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on the reserve, another wanted to own a lawn maintenance and landscaping business,
another wished to open a computer repair shop, and yet another wanted to have a company
which built houses. The remaining learners indicated that they would like to work in
education or land claims.

All level one learners unanimously agreed that they were not ready to go to work.
Learners indicated that they needed more education before they would be ready to get a
job. One learner stated, "I want to come back for the job placement. I want to see if I'll like
the field I want to go into". Another reported, "I don’t think I'm ready for work. I'm starting
to get confused about what I want to do. I'd like to stay here for all three levels. I think
there’s a lot more to learn". The majority of level three learners stated that they would not
be ready to go to work at the end of the program because they needed to learn more; they
needed to complete grade 12. Even those learners who felt that they were ready for work
indicated that they needed more education.

Upon completion of phase one of the program, all level one learners stated that they
planned to continue learning. Four learners said that they planned to go on and complete
the remaining two phases of the Employment Preparation Program, three learners stated
that they planned to complete grade twelve, and one learner planned to attend the
University Access Program at the GRPL The majority of level three learners said that they
planned to continue their education by taking upgrading courses to complete high school.

Staff Perspectives
Focusing on learner outcomes during the interview process, program staff were asked

to describe the knowledge and skill areas that they thought learners made the most
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improvement, the factors that made the Employment Preparation Program a positive
learning experience for learners, and the readiness of learners to make the transition from
training to employment.
Areas of Most Improvement

When asked about areas in which learners made the most advancement, an instructor
indicated that learners made the most improvement in the outcome area of personal growth.
More specifically, level one learners enhanced their ability to share and participate in the
learning process while leve! three learners became more independent. The instructor

commented,

For level one learners, the area that they develop most in is in their ability to share,

just to participate. That takes some time for them to get into that mode of wanting

to learn. Just being able to figure out what’s going on, to be part of the group, and

to start to get things going. So I think that's the major growth that I've seen so far.

For level three learners, the major growth area is that they are more prepared now

to take the ball themselves, When they leave here they are more independent.
Positive Learning Experiences for Learners

With respect to the factors that make the Employment Preparation Program a
positive learning experience for learners, program staff indicated that the cultural
environment was the most influential factor with the components of values and collaboration
being recurring themes of importance. Examples illustrating the values component include
elements such as: an accepting, relaxed, and comfortable atmosphere; an approach which
empowers learners; confidentiality; background music in the learning environment; a holistic
approach; and providing opportunities for success. One staff member said,

The accepting atmosphere...We don’t set them up for disappointment. We empower

them to make of their lives what they will rather than following our design, our
instruction. We teach them to use their own abilities, their own skills, their own ideas
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to get what they want.
A staff member explained,

I think those things like the respectfulness, the confidentiality, the participation, and
that everybody contributes to the best of their ability. I know that the classroom
environment has to be as pleasant and as relaxed as possible. It needs to be pretty,
it needs to be eye catching. There need to be things around when people are not
able to stay focused on what we are talking about. There needs to be [inspirational]
things in the room that they can focus on for 10 or 15 seconds...Having things
displayed, like the medicine wheel, that constantly reinforce what we’re talking about.
This helps them relate all these different little pieces to what the goal is in their
personal self development...I find that friendly faces are so important...I really
reinforce the importance of smiling and saying hello to everybody.

Another commented,

P'm personally one of the few people who dor’t like to use the word positive. I try

not to use a positive approach. I try to use a holistic approach so that you can see

a full picture. It's more important to me that a person knows why they don’t like

computers and knows why they don’t want a particular job. To me that’s real

important...I'd rather them see the whole story and make their own choice.
And another suggested, "The atmosphere and the teachers help the learners feel more
comfortable. In a casual atmosphere they can learn more". And yet another remarked,

I think their instructor has a lot to do with it. I think they have to feel success right

at the beginning. Even if its in a little way. If they feel successful at something in the

beginning then they are going to continue on and strive to do it again...Learning
needs to be something real, something that they can relate to.

Referring to the component of collaboration, program staff mentioned the
importance of being learner centred, focusing on the needs of each individual learner, and
providing opportunities for learners to share decision making and take responsibility for
learning. One staff member revealed that "the respect for freedom of choice is there. It’s not

like P'm telling you what job you should be looking for. I'm not telling you what direction

you should be going in". Another staff member said,
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They have to be treated as adults. They have to be motivated to learn, they have to
want to learn, they have to see the value in it. A lot of adults, if they can’t see how
they are going to use it in the real world then they can’t see the sense in doing it.

Once you show them, the more likely they are going to understand the concept
behind it.

One yet another expressed the following.

Success and a feeling of accomplishment and achievement...learning has to be set up

for every individual based on individual needs...They have to feel and experience

success first...I really believe the instructors here work hard at that...Once they've

accomplished success, they develop a good self-esteem, confidence and then they can

start working on the harder challenges as they go through.
Work Readiness

Program staff were asked to indicate whether they thought learners were ready to
make the transition to employment upon completion of all three phases of the program. It
is not surprising to find that staff responses were mixed. They indicated that some learners
were work ready while others were not. Staff members suggested that learners had enhanced
their self-esteem and confidence while participating in the program and were ready for more
meaningful challenges which might include more education or training. All staff members

acknowledged that the completion of grade 12 was important for learners. Comments made

by staff are included below. One staff member said,

I think employment preparation helps people get focused. It helps them determine
what they want to do and how they can get there. That's what we are involved with
here. By the end of the program, people have developed a step plan. They realize
that they have to complete grade 12. People who have been in the program

experience a change...They want to go further in their education. It's a start for
them....They build their self-esteem.

Another commented,

Most of the people who leave here aren’t ready for employment. There have been
some who have found positions. Most of them went on to school and more training.
Some have gone on to another program to complete high school or...to university
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from here.

And yet another expressed the following.
There are those who need more training. They don’t know what they really want to
do. They're still not sure if they really want to go to work. Then there are others who
have not followed through with their plans. There are those who still have doubts
about themselves and their abilities. At the end of this program there needs to be
availability in other programs to keep that learning momentum going. Our program

tries to flow into the start dates of other programs. We have people who are ready
to apply to other programs.

Progress Reports and Researcher’s Perspectives

Progress reports for level one and level three learners were reviewed as a means to
determine how well learners were actually performing upon completion of different program
levels. This information provides a picture of what learners actually accomplished; it
provides a means to check what the learners said with what they did. Actual learner
outcomes in terms of the progress reports compiled by the Employment Preparation
Program instructors are presented as a profile for level one and level three learners from
the researcher’s perspectives.

In relation to the review process, one instructor indicated that the three program
instructors completed the appropriate content sections (Life Skills, Computer Skills, and
Academic Skills) of the student reports. Each learner was then given a copy of the report
and asked to review the contents and provide written comments in the Student Feedback
section on the report form. When this was completed, the Counsellor and Life Skills coach
conducted one-on-one interviews with each learner as a means to ensure that the individual
needs of each learner were being addressed within the program. The review process

involved a discussion of the step plan that each learner was required to develop during level
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one of the program. This is perceived as an essential part of the process. One of the

instructors said the following.

The step plan lays out how the [learners] see themselves progressing in the next year

or two or however far they want to go; what their long term goals are. So it’s very

much a goal setting process for them, a support process, a problem solving process.

If they want to go to college in two years, they can see all the steps that have to

happen before they can go. They become aware of all the different agencies and all

the different networking that needs to happen to meet their goals.
Progress reports are compiled three times for each learner: five weeks into level one of the
program and then at the end of levels two and three.

These reports provide a general indication of the performance of the learners in
relation to attendance, punctuality, participation, and progress in the different content areas.
Attendance and punctuality are considered important measures of reliability and
responsibility; the Counsellor for the Employment Preparation Program keeps track of
attendance and punctuality on a daily basis. One instructor said that some people "have
ongoing problems with reliability and employers just won’t put up with that". Furthermore,
it was indicated that learners "are not recommended for employment if their attendance is
below 70%".

A review of the reports for !sarners completing level one of the program indicated
that all eight learners who started the program, successfully completed level one and
progressed to level two. While six out of the eight learners maintained an average
attendance rate of 80% or higher, punctuality was noted as a problem for five of the eight
learners in level one. One instructor made the following comment about attendance and

punctuality.

The thing that I remain concerned about is the punctuality, the attendance, and the
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reliability factor. People have been part of a lifestyle where things are pretty laid
back. They have a hard time being in an environment where much of their learning
is within their own control. It seems like they lack problem solving skills. Ifits a
decision between taking their son to the doctor at one o’clock or being in class at one
o’clock, they choose to take their son to the doctor at one o’clock without thinking
about tzking him to the doctor at four o’clock. People who have strong goal setting
skills are quick to realize that they can’t miss class time to do things like that. They
buy into that very quickly. But people who do not have a clear goal, won’t buy into
that for a long time; those other life events take precedence over the education that
they need to get.

The majority of level one learners were described as active participants in program
activities; they readily volunteered their ideas and shared their experiences. All were
described as neat in appearance, cooperative, helpful, supportive, respectful of other people,
and making progress in developing their self-confidence. In addition, all learners were found
to be productive because they completed assigned tasks willingly and were making progress
in the development of the their personal step plans. In relation to their verbal skills, six of
the eight learners had enhanced their dévelopment in this skill area and were able to
express themselves clearly; two of the learners were still somewhat reluctant to share
information. It was interesting to note that the younger (ages 18 to 20) learners in level one
were the ones with descriptors such as "sometimes preoccupied", "reluctant to share ideas",
"can be distracted by side conversations", "inconsistent ievels of energy" or "hesitant to ask
questions”. Short-term goals listed on the progress reports highlighted two major themes: to
graduate from the Employment Preparation Program and to obtain a grade 12 diploma.
Most of level one learners expressed the desire to go to college as a long-term goal; others
listed a desire to own a business or find a job.

A review of the reports for learners completing level three of the program showed

that all eleven learners who returned to complete the final level did persist with the learning
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process for the duration of the program. Seven of the eleven learners successfully completed
all the requirements of the program. The remaining four learners made progress in certain
content areas and completed many of the required assignments, however, attendance,
punctuality, and reliability factors were below the acceptable levels for the program. It is
interesting to note that the three learners who were having problems with attendance and
punctuality were learners in the younger age range of 20 to 28 years of age.

For the most part, level three learners actively participated in program activities and
were described as cooperative, cheerful, friendly, and very focused. According to the report
data, these learners completed tasks efficiently, possessed strong computer skills, and
produced excellent portfolios. In addition, report comments relating to the performance of
the majority of learners on the workplace assignments were very favourable with employers
providing positive feedback. With respect to the academic credit courses that the learners
were working on, it is noteworthy to mention that seven of the nine learners did not hand
in any assignments during the final phase of the program; this finding is discussed in chapter
five. Furthermore, the academic instructor recommended that the majority of learners would
benefit by taking classroom learning as a means to help them maintain interest while
completing credit courses to earn their grade 12 diploma. For nine of the eleven learners,
future plans involved taking more education: seven learners planned to complete their grade
12 diploma and the remaining two planned to take specialized training in the areas of
income tax preparation and computer skills. One learner planned to open a lawn

maintenance business and another planned to look for a job.
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Summary

In summary, the learning outcomes dimension of educational climate was examined
from the perspectives of the learners, program staff, and the researcher’s views of the
progress reports. The personal growth component emerged as the most influential factor
which contributed to learner changes and successful learning experiences for learners in
levels one and three. Learners indicated that they had changed as a result of the program:
they were better able to control their emotions; they felt better about themselves and had
increased self-esteem and self-confidence; they were able to set and attain goals; they were
able to deal with situations more effectively; they looked at things differently and were more
positive in their approach; and they wanted to keep learning,

With respect to the information that would help them find employment, level one
learners identified the importance of general skills such as assertiveness and communication,
while level three learners suggested that the knowledge and skills acquired from the Life
Skills classes, computer classes, and the portfolio development, would help them find work.
All learners indicated that they needed more education and most expressed the desire to
continue formal learning.

Program staff attributed the positive learning experiences of learners to the warm,
comfortable, and relaxed atmosphere of the cultural environment. They cited elements of
respect, empowerment, physical comfort, a holistic approach, and providing opportunities
for success, as influential in creating positive learning experiences for Native adult learners.
Furthermore, they indicated that the component of collaboration was essential in providing

effective learning conditions which were learner-centred, focused on the needs of individual
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learners, and fostered shared decision making. While staff members had mixed feelings
abont the readiness of learners for employment upon completion of the program, they
indicated that the learners were ready for more learning challenges. They indicated that the
Employment Preparation Program provided the learners with a start in the right direction;
the program helped learners build their self-esteem and self-confidence and the desire for
more education. These learners had yet to complete grade 12 in order to be able to find
employment.

In relation to the researcher’s perspectives of the progress reports, it was found that
the majority of learners in both levels of the program were successful in completing their
respective phases. In addition, the majority of learners in level three received favourable
work placement reports from their employers. All learners indicated that they wanted to
pursue more education. The majority of learners in level one experienced problems with
punctuality. Since the majority of these learners were young, between the ages of 18 and 29,
this may be a factor which needs to be further explored. It is important to note that three
of the four learners in level three who experienced problems with attendance and
punctuality were also younger learners between the ages of 20 and 28. Furthermore, the
majority of level three learners who were working on academic courses, failed to hand in

any assignments.
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CHAPTER V

DISCUSSION OF EMERGING DIMENSIONS

In general, the results of the study have been reported in three separate parts which
address the three research questions relating to the five dimensions of educational climate:
learner milieu, environmental dimensions (instructional, cultural, and social), and learner
outcomes. The perspectives of the learners, program staff, and the researcher were
presented within this framework. The views from these different perspectives provide a
holistic account of what was happening in the total teaching-learning context. The search for
common patterns across the perspectives of different participants enabled the researcher to
portray a complete picture of the environment and the learners.

The conceptual framework of educational climate developed for the purposes of the
study was a useful classification mechanism for the examination of the influential dimensions
and components of the research construct. For the first dimension of learner milieu, the
common characteristics and differences in behaviour of both groups of Native adult learners
are discussed. A summary of the findings across the different perspectives of all participants
for the three dimensions of the instructional, cultural, and social environments are
presented. These results are illustrated in Figure 11. The cultural environment emerged as
the most influential factor in creating an optimum !:arning environment while the social and
instructional environments emerged as secondary factors of influence. With respect to the
last dimension of educational climate, learner outcomes, the components which emerged as
important indicators of effective learning conditions are examined.

The five dimensions of educational climate and their associated components form the
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Components

Values 47%
Cooperation ~ 23%
* Supportiveness 21%

Collaboration 6%
Respect 3%

Components
Social Relations 76%
Communication 24%

5

A
T Ph g e AR T

Components

Curriculum  34%
Involvement 32%
Application  16%
Methodology 10%
Task 8%

Figure 11.  Summary of key findings for the environmental dimensions and

components of educational climate across ali participants' perspectives.
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basis upon which the discussion in this chapter is structured. Those which were most
influential in contributing to a quality learning environment are analyzed in relation to the
relevant literature.

Conti (1989) suggests that the literature in the field of adult education strongly
supports the credos of a learner-centred approach to practice, however, in reality, a teacher-
centred approach is still widely used. Merriam and Caffarella (1991) confirm this by
indicating that adult learning in formal settings was found to be highly structured and set
in a systems framework. In this context, learning was typically behaviorally oriented with
quantified performance outcomes. Instructors designed and directed the learning process and
the performance of learners was measured against standard performance criteria.

Prior to the conduct of the research, it was anticipated that an alternate way of
approaching employment training in a Native context would emerge from the data.
According to Clarke (1989), "There is little question that our dominant paradigm is
inadequate to the challenge of the present and the future...Activities that often act as a
bridge between the ’emerging’ and the ’traditional paradigms are co-operative education
and similar work placement programs" (p.464). The Standing Committee on Aboriginal
Affairs (1990) recommended support for community-based Native adult literacy programs
which provided a holistic, learner-centred approach to learning. Findings from the research
study confirm some of the basic tenets of alternative conceptions of adult learning such as
the andragogical framework, the proficiency framework, and the whole language framework.
These frameworks include a broad focus on education which is learner-centred, experiential,

and holistic. Evidence from the research findings indicates that the Employment Preparation
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Program provides Native adult learners with an alternate, contextualized approach to
literacy instruction which is steeped in humanism and culturally sensitive to the needs of the
Six Nations community.

A major aim of the research was to provide Native adult learners with the
opportunity to voice their views about educational climate and the learning process within
the context of the Employment Preparation Program. Since very little attention has been
given to this minority population in the literature, ihe voices of Native adult learners have
been cloaked in silence. The study addresses this issue, the views of this population shine
through in the various excerpts presented in the previous chapter. These perspectives are
now considered in relation to those advocated in the literature.

Learner Milieu

Two distinct sets of Native adult learners were studied. Level one learners were entry
or beginner learners who had limited exposure to literacy programs; level three learners
were in the final phase of the program and had already completed fifteen weeks of training
in the initial version of the Employment Preparation Program.

All level one and level three learners were from a similar cultural background being
from the Iroquois of the Six Nations. All learners were status Indians from the Cayuga and
Mohawk Bands. Common characteristics noted for both groups of Native adult learners
include the following. The majority of Native learners were female, single, parents who had
completed grade 9 or higher. They had taken various kinds of occupational training and
worked in one to three different types of jobs. Most of these learners had left high school

early for a variety of personal reasons.
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The majority of learners indicated that they had attended the Employment
Preparation Program to enhance their personal lives and improve their knowledge, skills,
and qualifications. This finding provides support for the tenet that adults engage in learning
to improve their ability to deal with personal life issues, resolve problems, and perform tasks
(Knox, 1986; Goodman, 1986; Knowles, 1984). All of the learners identified the need to
acquire more education as their key learning goal. This took the form of finishing the
program, completing credit courses to obtain a grade 12 diploma, or engaging in more
specialized training, This awareness and focus is in line with the literature which advocates
the national requirement for completion of high school and higher levels of education to
find employment (Statistics Canada, 1990; The Hudson Institute, 1990).

The majority of learners in both levels of the program were working on math and
English courses in the academic part of the program. However, according to information in
the progress reports, the majority of level three learners had not submitted any course
assignments for the academics class. This was found surprising since most of the learners
had readily achieved the course requirements of the Life Skills and Computer Skills classes.

One could speculate that the learners were not ready to engage in the type of self-
directed learning that is required in correspondence type courses. Findings in the study by
Whelan (1993) remind us that adult learners only want to learn on their own when they are
sure that they can do so successfully. Brookfield (1992) indicated that the learner’s readiness
for self-directed learning varies greatly according to the learner’s familiarity with the area
of self-direction, the nature of the task, the personality of the learner, and the political ethos

of the time and culture.
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Perhaps the content areas (English and math) of the academic course, reminded
learners of their previous school experiences. Therefore, they may have ur .onsciously
created mental blocks that hindered the learning process. Barer-Stein (1992) tells us that
"All learning is influenced by past experiences and present emotions and concerns"‘ (p.36).
Perhaps these learners are better able to learn when they can work collaboratively and share
ideas abont the content that they are learning. Knowles (1970, 1984) indicates that learning
is enhanced by interaction with other learners and active participation of learners in the
learning process. Whelan (1993) found that learning occurred when adult learners engaged
in ongoing dialogue that was collaborative and respected the individuality of the learners.
All three conceptual frameworks of andragogy, proficiency, and whole language provided
literary support for learning which was cooperative, collaborative, and participatory.
Certainly, the findings of this study support the importance of cooperation and the active
involvement of the learners in the learning processes. Comments made on the progress
reports recommended that classroom based instruction may be required to support these
Jearners. This indeed may be the case, since this was the only part of the program where the
learning process was not of a collaborative, cooperative or participatory nature. This is a
problem area which needs further investigation. '

Differences noted between the learners in the two levels related to learning attitudes
and experiences within the learning setting. Level one learners had not yet had the
opportunity to participate in the work placements and were totally involved in full time
classes at the learning facility. This was reflected in their comments relating to what helped

them learn the most. They mentioned that the application and involvement components
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within the instructional environment and the cooperation component within the cultural
environment were found most important in helping them learn. This finding supports the
tenet found in the literature which states that learning occurs when learners are actively
involved in the learning process and when they are provided the opportunity to apply the
knowledge. Learners learn by doing (Goodman, 1989; Lesgold, 1988; Sternberg, 1988; Knox,
1986; Newman, 1985; Knowles, 1984).

Level three learners reflected the independence and confidence of more advanced
learners. They attended classes four times a week and participated in the world of work one
day a week. They had the opportunity to transfer the knowledge and skills that they had
acquired in the learning environment to the real world of work in a meaningful way. One
learner had commented, "when I was at work, I found out that I had to use what I learned
a lot". In faét, Knowles (1970, 1984) indicates that learners have to rehearse how they are
going to apply their learning in their daily lives. Knox (1980, 1986) recommends that
learners be given practice activities which are realistic because these type of activities are
more likely to encourage learners to apply what is learned. The work placement component
of the Employment Preparation Program provides the opportunity for learners to rehearse
and apply what they are learning in a real work context. This is a unique part of the
program that has enhanced the learning experiences of the Native adult learners.

Level three learners indicated that the two components of the cultural environment
that assisted them the most in the learning process included the comfortable learning
environment and the high quality instructors. The provision of a comfortable learning

environment confirms the importance of climate setting in relation to the physical and
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psychological environments advocated in the andragogical, proficiency, and whole language
frameworks. The importance of the instructors in providing an effective learning
environment supports the literature which highlights the role of the instructor in the learning
process. Knowles (1970) stated that "The behaviour of the teacher probably influences the
character of the learning climate more than any other single factor” (p.41). Whelan (1993)
found that adult learners were able to learn effectively when facilitators were seen as
understanding by the learners and the self-worth of the learners was not threatened.

When asked why they enjoyed attending the program, level one learners attributed
their enjoyment of the program experience to the personal development that they were
undergoing. Level one learners noticed that they were changing their perspectives about
themselves and becoming more confident about their personal abilities. Thus, the major
focus of attention for level one learners revolved around the self discovery process that they
were experiencing as entry level learners. This supports the role of focusing on what is
perceived important by the learner in relation to their personal development. Barer-Stein
(1992) tells us that "It is only when we recognise and accept that learning is an inner
personal experience that we see the validity and the necessity of understanding learning
from the point of view of the learner' (p.36). Level one learners also described the
important roles that the friendly social environment and the supportive cultural environment
played in making the learning experience enjoyable.

The major focus of attention for level three learners was on the teaching-learning
context. Level three learners indicated that the friendly social environment was the number

one reason that they enjoyed the learning experience at the facility. A friendly, pleasurable
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atmosphere where everyone gets along with each other is advocated in the literature by
Knowles (1970, 1984) and Knox (1980, 1986). Level three learners were also quick to point
out that the new design of the curriculum which included work placements and Native
Perspectives classes was almost equally important. Thus, the previous program experience
in the 15 week program enabled level three learners to note and value the added features
of the revised 21 week program. These two features of the Employment Preparation
Program were found to contribute to the quality of the learning environment.

Level one learners used concrete images related to the social and cultural
environments to describe the learning environment; it was described as a place where
people were happy and smiled, where new ideas and thoughts were welcomed, and where
it was a pleasure to be. Level three learners were more abstract and creative in their
descriptions of the learning environment; these learners used the images of a circle, a three
dimensional sphere, a spiral staircase, a tunnel, and a dreamcatcher to describe the
environment.

Cultural Environment

The cultural environment emerged as the most influential environmental dimension
of educational climate in the study. Participants consistently identified the values,
cooperation and supportiveness components as key factors which contributed to the quality
of the learning environment. These findings support many of the basic tenets of the
andragogical, proficiency, and whole language frameworks. Specific details are discussed in

relation to each component of the cultural environment.
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Values

The values component emerged as the major cultural factor which influenced the
quality of the learning environment. Values which were found conducive for creating a
favourable atmosphere for learning in the Employment Preparation Program include the
following seven elements: a psychologically comfortable feeling and a physically comfortable
facility; a nonthreatening environment in which participants were able to take risks and
make mistakes; an environment which placed value on being happy, having fun, the
enjoyment of learning, and the appropriate use of humour; an open and warm environment;
an environment where it was easy to talk, learn, and ask for things; an environment where
learners felt respected as individuals; and an environment in which a philosophy of
empowerment and responsibility for participants were advocated and practised.

The emphasis on the importance of the values component provides empirical
evidence which substantiates beliefs advocated by proponents of andragogy, proficiency, and
whole language (Knowles, 1984; Knox, 1986; Edelsky, 1992; Lehrhan et al., 1992; Keefe &
Meyer, 1991; Newman & Church, 1990). With respect to andragogy, Knowles (1984) says
that "climate setting is probably the most crucial element in the whole process of human
resource development' (p.121). According to Knowles, climate setting takes into
consideration both the physical and psychological environments of the context. For effective
learning conditions, he specifies "the learning environment is characterized by physical
comfort, mutual trust and respect, mutual helpfulness, freedom of expression, and
acceptance of differences” (p.83). Furthermore, Knowles believes that "adults learn best in

informal, comfortable, flexible, nonthreatening settings" (p.52). The majority of these ideas
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have been upheld as influential in the study within the vaiues componeni of the cultural
environment.

Verification of the importance of the empowerment of learners supports two of the
four basic characteristics of an educative environment that Knowles espouses: the
participation of learners in decision making, and the mutual responsibility of the learner and
instructor to plan, assess learning needs, set goals, conduct activities, and evaluate the
learning experience. Results of the study illustrate that learners in the Employment
Preparation Program do indeed participate in these processes. To gain entry to the program,
learners must take an active part in the screening process where they identify their learning
needs with the assistance of the program counsellor. They are required to select the
academic courses that they need to earn their grade 12 diploma. Throughout the program,
learners are required to reflect, evaluate, and discuss what is working and what is not
working. Learners are expected to take responsibility for their learning. They are encouraged
to be assertive, communicative, and actively participate in the learning process. The
development of step plans, which highlight their short-term and long-term goals, and
portfolios, which provide a profile of their learning and work experiences, are key learning
activities which foster growth and empower the learners.

Again, most of the elements of the values component uphold fnany of the principles
advocated by Knox (1980); he suggests that "a climate for learning must be quickly
established that is supportive, friendly, spontaneous, informal, open, and challenging without
being threatening or condescending" (p.89). The importance of comfortable physical facilities

and a learning climate which provides huinour and sets a tone of mutual respect for
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individual learners are noted by Knox. The proficiency framework prescribes the need to
empower learners by involving them in program planning and implementation in relation
to needs assessment, context analysis, objective setting, learning activities, and program
evaluation. Within this framework, learners are encouraged to clarify their preferences and
make their own choices. Furthermore, Knox (1986) proposes that "a supportive physical and
interpersonal setting in which participants feel secure and welcome is especially important
for adults with little formal education or without recent educational experience" (1986,
p-132).

Elements which emerged for the values component corroborate many of the
principles advocated by proponents of the whole language framework. Watson (1989)
indicates that "whole-language classrooms facilitate learning communities in which students
live comfortably and productively" (p.137). Learning within the whole language framework
is a process which encourages learners to take risks to try new strategies, to view mistakes
as an opperiunity for growth, and to have fun (Lehman et al., 1992; Keefe & Meyer, 1991).
The learning environment is one which is open and individual learners are treated with
respect and positive regard. Since instructors are considered co-learners in the learning
process, learners are required to take responsibility for their own learning by making
Jecisions about what is learned and evaluating their own efforts. Edelsky (1992) points out
that "whole language is based on a desire to improve the conditions of education for
students and teachers by giving them more power over their own lives - students over their
learning and teachers over their teaching lives" (p.325).

The eraphasis on an empowerment orientation within the context of the Employment
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Preparation Program was noted across all levels which included both staff and learners. A
program instructor suggested that learners were empowered "to make of their lives what
they will, rather than following our design, our instruction. We teach them to use their own
abilities, their own skills, their own ideas to get what they want", A staff member suggested
that the staff were empowered to take responsibility, make decisions, and make changes;
they have a voice. In addition this staff member said, "the more you empower the staff, the
more they empower the students and the students empower themselves". A learner said,
"GRPI is a shelter. It represents freedom and mobility...In this educational setting you can
talk to people without baving them freak out. It’s also about empowerment - from knowing
who you are". The program focus on empowerment confirms the call for this approach in
the literature. The Standing Committee on Aboriginal Affairs (1990) states that "the purpose
of Native adult education programs should be to empower learners to take greater control
of their lives and become more effective, self-realized individuals" (p.64). Moreover, the
definition of Native literacy specifies that itris "3 tool which empowers the spirit of the
Native people. Native literacy fosters and prorﬁotes sense of purpose and achievement, both
integral to self-determination” (George, 1993b, p.1).
Cooperation

Cooperation, which emerged as a minq; component of the cultural environment,
involves influential elements which include participants who: willingly helped each other;
asked for help when needed; knew where to go for help; found individual assistance
available and accessible when required; and interacted in positive ways to solve problems,

discuss issues, and complete tasks, These findings support the doctrines found in the
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literature which suggest that instructors should be available to help learners learn; they
should use a variety of methods which promote group work and cooperative interaction
(Knowles, 1984; Knox, 1986). These same authors propose that adult learning is problem-
centred and learning activities should be meaningful and help adults deal with life issues.
Being an advocate of whole language, Newman (1985) indicates that learning is enhanced
in a learning environment when learners are given the opportunity to seek the feedback and
help of other learners.
Supportiveness

The supportiveness component of the cultural environment emerged as a minor
factor of influence in the study. The elements repeatedly found important include the caring,
encouraging, and accepting nature of program participants. These results confirm the tenets
of this nature which are promoted by Knox (1986), Knowles (1984), Lehman et al. (1992),
and Keefe and Meyer (1991). Knox recommends that a supportive learning environment be
created for learners through the process of encouragement; instructors should be genuine,
approachable, enthusiastic and available. According to Fellenz (1989), "successful ABE
teachers are marked more by their human skills than by their content expertise...highest
acclamations went to teachers who listen, who explain things clearly, who are supportive and
encouraging, and who care" (p.250). Knowles expresses the need for physical and
psychological environments to provide a learning atmosphere in which learners feel
accepted, respected, and supported. Lehman and others (1992) suggest that learners in a
whole language environment are expected to succeed and they receive encouragement and

feedback for their learning attempts. Keefe and Meyer (1991) state that one condition
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required for adult learning to take place is the "development of warm and caring
relationships" (p.181).

In summary, as the key factor influencing the quality of the learning environment, the
cultural environment and associated components affect learners on both an emotional level
and a physical level. Elements of the values, cooperation, and supportiveness components
reach most learners on an individual basis, in a meaningful way. The creation of this type
of learning environment provides fertile soil which enables learners to take root and
cultivate their growth.

Social Environment

The social environment emerged as a secondary factor of importance across all
perspectives in the study. Within this dimension, the social relations component was found
most influential in contributing to a quality learning environment.

Social Relations

The social relations component of the social environment emerged as an important
factor which enhanced the learning environment within the context of the Employment
Preparation Program. Elements which were repeatedly found important include those in
which program participants were characterized as: friendly, smiling, receptive to problems
and concerns, approachable, interactive, willing to talk to each other, and able to get along
with everybody. These variables validate principles advocated by the andragogical
framework, the proficiency framework, and the whole languag'e: framework., Within the
framework of andragogy, Knowles (1970) tells us that a learner "tends to feel more adult

in an atmosphere that is friendly and informal", the learner is known by name, and "valued
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as a unique individnal” (p.41). The elements of friendliness and active interaction with
others in the learning environment are part of the philosophies of both Knowles (1984) and
Knox (1986). Furthermore, Knowles (1970) states that "the quality and amount of learning
is...clearly influenced by the quality and amount of interaction between the learner” and the
environment (p.51).

These findings provide support for those found by Ennis and others (1989); the
communication patterns within the social system emerged as a key factor cf intluence in the
study of educational climate. The authors of this study suggested that "Communication
patterns were central to the development of a comfortable and supportive social system for
the young adult learners in this study" (p.83). Humour and teasing were elements found
important in interactions with Native adult learners. Ennis and others noted a similar
finding; teacher-learner communications were enhanced with teasing and joking during non-
content related discussions. In addition, expressions of empathy for individual learner
concerns was found influential. Learners indicated that their desire to engage in discussions
with the instructor centred on the openness of the instructor. These informal discussions
were found to enhance the learners understanding of the content and how it was relevant
in their own lives. Furthermore, the authors noted that "Rapport cfeated by open and fluid
communication patterns appeared to be a facilitating factor in shared decision making"
(p.85).

Instructional Environment
The instructional environment was also found to be a factor of secondary importance

across all perspectives. The three components of the instructional environment which made
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important contributions to a quality learning environment include the curriculum, learner
involvement and application,
Curriculum

Within the curriculum component, course content that was influential in providing
an optimum learning environment included three areas: Native Perspectives, Life Skills, and
work placements in the community. The provision of content that was meaningful and
relevant to their personal lives was repeatedly identified as an influential condition for adult
learning. This finding supports the recommendations advocated in the literature. According
to the B.C. Ministry of Education (1984), three content areas suggested for inclusion in
Native literacy programs included Life Skills, Pre-Employment, and Native culture. Life
Skills and content which was relevant to the needs, experiences and background of Native
learners were recommendations made by George (1992), the Standing Committee on
Aboriginal Affairs (1990), and the Saskatchewan Indian Institute of Technologies (1990).

With respect to a learner’s readiness to learn, Knowles tells us that learners are ready
to learn things that they need to know to cope with life; things that will help them become
more competent socially and occupationally. It is essential for learning activities to address
life concerns of learners. He says that "adults are motivated to devote energy to learn
something to the extent that they perceive that it will let them perform tasks or deal with
problems that they confront in their life situations" (Knowles, 1984, p.59). Knox substantiates
the premise that meauingful and relevant learning activities are important elements to
consider when establishing effeétiife learning environments. The results of the study confirm

the importance of these two beliefs expounded by both Knowles and Knox.
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Involvement

Influential elements of the involvement component which had an impact on the
learning environment include: the active participation of learners in the learning process;
the ability of learners to share their ideas and participate in discussions; and the ability of
learners to engage in active inquiry within the learning process. It is not surprising to find
the emergence of the involvement component as an influential factor in creating quality
learning environments. This finding provides support for a tenet which has received much
attention in the literature by Knowles, Knox, and whole language advocates. Knowles (1970)
says it this way, "Indeed, participation and ego-involvement are boldfaced words in the
lexicon of the adult educator, with the assumption often being made that the more active
the learner’s role in the process, the more he is probably learning” (p.45). Another key credo
that was validated by the research was the importance of sharing ideas and participating in
discussions. Newman (1985) suggests the learning environment be structured "in such a way
that students [have] ample opportunity to share with one - another, exchange
information...and sharing ideas as they solve problems" (p.4). Conti (1989) adds the
following, "the key word for working successfully with adults is participation. Ideally the
learner should be an active participant in a learning activity that is a cooperative venture"
(p.5).

Application

Another influential component of the instructional environment which emerged

consistently across all participant perspectives was that of application. The elements of doing

everything, practising, and using knowledge in practical or new situations were highlighted.
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Again confirmation of this principle for learning is not surprising. Knowles, Knox, and whole
language proponents assert the importance of these elements. Knowles (1984) purports that
learners "learn new knowledge, understandings, skills, values, and attitudes most effectively
when they are presented in the context of application to real-life situations” (p.59). Knox
(1980) suggests that "some form of practice, rehearsal, or review is essential for aimost any
type of learning” (P.91). Clarke (1989) says that "programs are best when they provide
students with the opportunity to make practical use of what is being learned" (p.465).
Learner Outcomes

The major component of the learner outcomes dimension that shone through the
data was that of personal growth. General skill development was of secondary importance,
however, still influential because it was noted across all perspectives. The next steps planned
by the learners are also mentioned.

Personal Growth

The most influential elements of personal growth that emerged from the data were
those of enhanced self-esteem and self-confidence. These findings confirm the need for a
broader focus on the multiple outcomes of literacy training. Native adult learners in the
Employment Preparation Program were adamant about the importance of the personal
discovery process in the literacy learning environment. Draper (1992) says that "often the
first task of an educational program is to begin, not with the teaching of content or skills but
to focus on eliminating negative internaiized labels, in order to revive individual self-esteem
and dignity. Only then can education provide an open door to learning” (p.10). Fellenz

(1989) adds to this perspective by stating that "growth in self-confidence frees the learner
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to be and to do..human growth is the main effect that makes other objectives possible"
(p.251). Whelan (1993) found that the key factor that affected the self-esteem and learning
progress of undereducated adult learners was the manner and frequency with which
feedback relating to personal development and academic goals was provided.

Furthermore, it is important to acknowledge how Native adult learners are defining
success. In the Employment Preparation Program, Native adult learners clearly associated
success with the personal growth component of the learner outcome dimension,; this involved
enhanced self-esteem and self-confidence. According to George (1992), "First and foremost
in evaluating the effectiveness of an Aboriginal literacy program is the qualitative changes
in learners" (p.8).

Other elements of personal growth which emerged as influential for Native adult
learners in relation to the learner outcome dimension included an enhanced ability to set
goals, the realization of the importance of learning, the desire to learn more, and the
development of a positive attitude. These findings confirm suggestions made in the
literature. According to Csikszentmihalyi (1991), "A goal is necessary so that we may get
feedback on our actions, so that at any given moment we know how well we are doing in
terms of the goal" (p.129). To make learning enjoyable, he advocates that instructors match
the learning challenge with the skills of the learners, assist learners in the development of
clear goals, and provide immediate feedback which informs learners why performance is
lacking and how it could be improved.

The Information Technology Sector Advisory Committee (1993) called for the

promotion cf lifelong learning among all Canadians and improved management skills.
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Draper (1991) indicated that literacy education involved learning about "the improvement
of an individual's self-concept as a learner and as a person; the self-diagnosing of one’s
needs; the increasing ability to think critically and to solve problems; [and] the improvement
of inter-personal relationships” (p.504). The Conference Board of Canada (1992, June)
drafted an Employability Skills Profile which highlighted the need for personal management
skills which included positive attitudes and behaviours, responsibility, and adaptability;
academic skills which included communication, thinking, and learning; and teamwork skills
which included the ability to work with others. Finney (1993) stated that an empowerment
perspective provided learners with the motivation to acquire skills and the opportunity for
personal growth. This in turn helped learners understand themselves, others, and the social
world.
General Skill Development

The general skill component of the learner outcomes dimension emerged as a
secondary factor of influence for Native adult learners in the Employment Preparation
Program. With increased confidence, learners indicated that they had enhanced their
communication skills. They were more assertive and able to present information in front of
others both in the teaching-learning context and in their personal lives. These findings
support ideas regarding the importance of communication in the literature. According to
Hayes (1989), cooperative communication sfyles are characterized by active support for
group members, by taking turns speaking, and by active listening. Certainly, all of these
elements were promoted within the context of the Employment Preparation Program.

Furthermore, she says that "patterns of cooperative communication reflect respect for others
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and thus support the development of trust and openness to new ideas" (p.61).

In a study of educational climate conducted by Ennis and all (1989), the importance
of communication patterns to the development of a comfortable and supportive social
system for learners was noted. Interactions among the participants in the learning
environment played an important role in the program for adult learners. Sgroi and Cavaliere
(1992) note the power of interaction in the learning process; they indicate that it works
because "people make connections with, challenge, respond to, teach, and learn from other
people" (p.118). In addition, The Conference Board of Canada (1992) indicated that the
acquisition of communication skills provides learners with one tool which will help them
move towards employability.

Next Steps

All learners in level one indicated that their next steps involved the acquisition of
more education or training. Some planned to complete the remaining phases of the
program, some planned to complete their grade 12 diploma, and some planned to go on to
university or take more specialized training.

Seven of the eleven learners in level three planned to continue with their education
by completing their grade 12 diploma, while the remaining four planned to look for work.
Whether their visions were near-sighted or far-sighted, all the learners in both levels were
somehow richer from the learning experience, they had set their sights and focused on
moving forward with renewed self-esteem and seif-confidence.

Program staff indicated that the Employment Preparation Program was a place for

Native adult learners to start the learning process. They suggested that upon completion of
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the program the learners were ready for further learning as opposed to work. This finding
confirms the views that were voiced by the majority of learners.
Summary

A summary of the findings for the five dimensions of educational climate across the
different research perspectives of the learners, program staff, and researcher were discussed
in relation to the relevant literature. The discussion highlighted research findings which
confirmed some of the basic tenets regarding adult learning. The Employment Preparation
Program was found to be an alternate way of approaching Native literacy training which was
learner-centred, holistic, experiential, and culturally sensitive to the needs of the Six Nations
community. A portrait of the learners described in terms of common patterns and
differences in learner milieu for both sets of learners was presented.

The cultural environment emerged as the most influential environmental dimension
of educational climate. The components of values, cooperation, and supportiveness were
found important in contributing to a quality learning environment. These three components
confirmed credos espoused by advocates of andragogy, proficiency, and whole language.

The social and instructional environments were found to be secondary factors which
contributed to effective learning conditions for Native adult learners. The components of
social relations, curriculum, involvement, and application supported ideas advocaied by
proponents in the field of adult education.

Personal growth emerged as the major component of the learner outcomes
dimension. Two key elements which were found important included enhanced self-esteem

and self-confidence. These elements confirmed the requirement for a broader focus for
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literacy training. Other elements of importance included an improved ability of learners to
set goals, the acknowledgement of the importance of learning, the desire to continue
learning, and the development of a positive attitude. These elements provided support for

ideas proposed by various authors.
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CHAPTER VI

SUMMARY AND CONCLUSION
Summary of Key Findings

Concerned with the problem of undereducated and unemployed Native adults, this
qualitative, exploratory study sought to describe the dimensions of educational climate which
were influential in providing optimal learning conditions for Native adult learners in a
Native Employment Preparation Program. Research questions relating to the learner milieu,
dimensions of the cultural, social, and instructional environments, and learner outcomes
were examined from the perspectives of the learners. Two distinct groups of learners were
described in relation to the dimension of learner milieu: they included profiles of level one
and level three learners. Characteristics of Native adult learners which were highlighted in
the study include descriptions of demographic data, prior knowledge and experience, reasons
for attending the program, learning expectations and goals, and learning interests and
attitudes.

The cultural dimension of educational climate emerged as the most influential
environmental factor which contributed to a quality learning environment in this setting. A
detailed examination of the cultural environment révealed the importance of the values,
cooperation, and supportiveness compouents in providing effective learning conditions for
Native adult learners. Both the social and instructionai diméjnmsions emerged as
environmental factors of secondary importance. The social relations comi)onent of the social
environment was fouind influential in contributing to an effective learning environment; and

the instructional components of curriculum, involvement, and application emerged as
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important factors which contributed to a quality environment for learning.

The learner outcomes dimension of educational climate was defined in broad terms.
It included descriptions of learner changes, successful learning experiences, areas of most
improvement, information that would help learners find a job, and the future goals of the
learners. Findings of the study revealed that the personal growth component emerged as the
major area of influence for Native adult learners in the Employment Przparation Program.
While participating in the program, these learners experienced growth associated with
enhanced self-esteem and self-corfidence. They had learned how to set goals. Learners
found that their perspectives had changed; they had become more positive in outlook and
realized the importance of learning. Moreover, they wanted to continue to learn. While
learners identified noted improvement in the dimension of general skill development, it was
secondary in importance. Learners had enhanced their ability to communicate and to be
assertive. The program had provided Native adult learners with the opportunity to open a
door and "start" the learning journey. Along the way they discovered new perspectives which
enabled them to see new possibilities.

Results are further discussed in terms of the implications they have regarding the
knowledge base of adult education. This is followed by a discussion of the implications of
the findings for practitioners. The chapter ends with recommendations for future research
and concluding remarks.

Implications for the Knowledge Base
Findings from the study which are perceived to have implications for adult learning

and contribute to the knowledge base of adult education are considered.
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First of all, the construct of educational climate was found to be a meaningful tool
which enabled the researcher to gather a complete picture about the total teaching-learning
context of a literacy program from the perspectives of program participants. Ennis and
others (1989) indicated that "the educational climate construct can be used to stru~ture and
study climate in a variety of adult education settings” (p.87). This was found important
because very little research existed in the literature in relation to effective learning
environments from the perspectives of adult learners in an adult learning setting (Chang
Barker, 1992; Merriam & Caffarella, 1991; Ennis et al, 1989; Draper, 1986; Anderson,
1982). Even less information was available for the minority population of Native adult
learners (Standing Committee on Aboriginal Affairs, 1990; Rodriguez & Sawyer, 1990;
Couture, 1987). Thus, the need to conduct exploratory, qualitative research which would
provide a detailed description of the teaching-learning context for minority learners was
evident.

The study of educational climate and the findings which emerged for Native adult
learners in the Employment Preparation Program provide rich descriptions of the total
learning environment based on the perspectives of this minority population. The study
provided a vehicle for Native literacy learners to voice their views about learning. This study
addresses gaps in the literature and makes a contribution to the knowledge base of adult
basic education. It provides a baseline, regarding the environmental dimensions of
educational climate, the learner milieu, and learner outcomes for Native adult learners,

upon which other research can build.

The conceptual framework of educational climate developed for the study has been
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an effective and useful way of looking at this construct. The five dimensions of educational
climate which include the learner milieu, cultural environment, social environment,
instructional environment, and learner outcomes, enabled the researcher to examine the
total teaching-learning context in a way which portrayed the learner and the learning process
in a realistic manner. A learner enters a learning environment fully loaded with prior
knowledge and experience, learning expectations, interests, and attitudes, and real life
problems. According to Draper (1986), “in order to deal with the problem of illiteracy in
society, it is important to understand illiterate adults in terms of their personal context or
environment in which they live, their life style, values, and aspirations” (p.3). Thus, in the
examination of learning environments, the learner milieu is an important dimension that
must be entertained.

Furthermore, to gain a thorough understanding of the environmental dimensions of
educational climate, the cultural, instructional, and social environments were included in the
design. Ennis and others (1989) tell us that nadult education programs which monitor both
instructional and climate variables can provide a holistic experience which addresses the
lifelong learning goals of students" (p.87). The findings of the research show that all three
dimensions provided invaluable insights about the quality conditions in the learning
environment. The inclusion of the fifth dimension of educational climate, learner outcomes,
was absolutely essential because it provided the evidence of how the learner had changed
as a result of the learning experience. Anderson (1982) indicated that the dimensions of
educational climate should ideally be linked to multiple learner outcomes. This framework

contributes to the knowledge base by providing a useful structure to examine educational
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climate. The use of this framework is recommended for further research which replicates
this study with adult learners of different ethnic origins, ages, and gender.

Research findings provide empirical evidence for many of the tenets of the
andragogical, proficiency, and whole language frameworks. A list of some of the key findings
snd the associated principles are listed below.

1. The majority of learners from both levels indicated that they had attended the
Employment Preparation Program to enhance their personal lives and improve their
knowledge, skills, and qualifications. This finding provides support for the tenet that adults
engage in learning to improve their ability to deal with personal life issues, resolve
problems, and perform tasks (Knox, 1986; Goodman, 1986; Knowles, 1984).

2. Level one learners indicated that the application and involvement components within
the instructional environment and the cooperation component within the cultural
environment were found most important in helping them learn. This finding supports the
tenet found in the literature which states that learning occurs when learners are a&ively
involved in the learning process and when they are provided the opportunity to apply the
knowledge. Learners learn by doing (Goodman, 1989; Lesgold, 1988; Sternberg, 1988; Knox,
1986; Newman, 1985; Knowles, 1984).

3. Level three learners participated in work placements one day a week; they had the
opportunity to transfer the knowledge and skills that they had acquired in the learning
environment to the real world of work in a meaningful way. Knowles (1970, 1984) indicates
that learners have to rehearse how they are going to apply their learning in their daily lives. |

Knox (1980, 1986) recommends that learners be given practice activities which are realistic
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because these type of activities are more likely to encourage learners to apply what is
~ learned.

4. Level three learners indicated that the two components of the cultural environment
that assisted them the most in the learning process included the comfortable learning
environment and the high quality of the instructors. The provision of a comfortable learning
environment confirms ihe importance of climate setting in relation to the physical and
psychologicai environments advocated in the andragogical, proficiency, and whole language
frameworks. The importance of the instructors in providing an effective learning
environment supports the literature which highlights the role of the instructor in the learning
process (Whelan, 1993; Knox, 1986; Knowles, 1970).

5. The emphasis on the importance of the values component of the cultural dimension
included elements such as a comfortable feeling and a comfortable facility in which learners
felt that they were able to take risks and make mistakes; an environment which placed value
on being happy, having fun, the enjoyment of learning, and the use of humour; and an
environment where warmth, openness, and respect were displayed. These findings support
these tenets advocated by all three frameworks (Lehman et al., 1992; Watson, 1989; Knox,
1986; Knowles, 1984).

6. The importance of the empowerment of learners emerged as an influential factor
within the values component of the cultural dimension. The importance of the participation
of learners in the decision making in relation to the learning process was advocated by
proponents of all three frameworks (Edelsky, 1992; Knox, 1986; Knowles, 1984).

7. The cultural components of cooperation and supportiveness emerged as factors of
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secondary importance. These components supported similar views advocated by proponents
of the three conceptual frameworks (Lehman et al., 1992; Keefe & Meyer, 1991; Knox,
1986; Knowles, 1984; Newman, 1935).

8. The social relations component of the social environment emerged as an influential
factcr which contributed to effective learning conditions. Elements which were repeatedly
found important include references to program participants who were friendly, accessible,
available, and receptive to problems and concerns. This finding confirmed credos advocated
by all three frameworks (Knox, 1986; Goodman, 1986; Knowles, 1984, 1970).

It is clear that findings from the study make important contributions to the knowledge
base. Gaps in the literature relating to the construct of educational climate, positive learning
environments, a community-based literacy program, and the minority population of Native
adult learners have been addressed. In addition, the conceptual framework of educational
climate which includes the learner milieu, cultural environment, instructional environment,
social environment, and learner outcomes provides a meaningful structure from which to
study the total teaching-learning context of any program. Finally, findings of the study
contribute to the knowledge base by providing empirical support which confirms the
importance of many tenets of adult learning found in the frameworks of andragogy,
proficiency, and whole language.

Implications for Practitioners

The findings of the study have a number of implications for practitioners. First of all,

the Employment Preparation Program was found to be an alternative, community-based

literacy program which exhibited many characteristics of the humanist paradigm. The
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learning environment was described as holistic, learner-centred, collaborative, and supportive
of learner and staff empowerment. Decision making regarding learner goals, academic
courses, work placements, and career choices was made by the learners with the assistance
of program staff if needed. The atmosphere was characterized as highly interactive, warm,
open, comfortable, encouraging, and participants felt close to one another. Individuals were
recognized, appreciated, respected and valued as total beings on a spiritual, intellectual,
physical, and emotional level. It was a place for learner renewal and growth. It provided a
positive learning environment for all Native learners, therefore, practitioners who work with
Native adult learners may find it useful to apply some of the elements and techniques that
were employed in this teaching-learning context. Furthermore, the Employment Preparation
Program provides evidence that a program of this nature may be one solution which
addresses the literacy problem of undereducated Native adults. Jones (1991) pointed out
that "The empowerment provided by literacy is the best hope for breaking out of the vicious
cycle of poverty and dependence..literacy training may be the critical step toward a solution”
(p40).

Secondly, findings regarding the dimensions of educational climate may be used by
practitioners to create effective learning conditions with any group of learners in any
teaching-learning context. This would involve the implementation of the following learning
conditions. Establishing a cultural environment characterized as warm, comfortable,
nonthreatening, fun, enjoyable, open, respectful, and empowering is essential for creating
an effective climate for learners to learn. Providing a cooperative cultural environment in

which learners helped each other and instructors were available to provide individual
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assistance is an important condition for learning. Developing a supportive cultural
environment where staff were accepting, caring, and encouraging is another condition which
enhances learning. Promoting effective social relations which include being friendly, smiling,
being available and approachable, being receptive to problems and concerns, and getting
along with everyone are conditions which enhance the social dimension of the learning
environment. Providing relevant and meaningful curriculum contributes to effective learning
conditions in the instructional environment. Actively involving learners in the learning
process and providing ample opportunities for learners to practice and apply content in
practical and new situations are key conditions which also enhance learning i.n the
instructional dimension.

Practitioners working in literacy settings, may find the research results relating to the
multiple kinds of learner outcomes worthy of consideration when looking at the way
achievement and program success are defined. Learner outcomes may not be just about
academic achievement or general skill development. The findings from the study show the
need for a broader perspective which encompasses a multitude of possibilities. In the
research, the major component of the learner outcomes dimension that emerged as most
influential for both sets of learners was that of personal growth. Learners indicated that they
had experienced many personal changes as a result of the learning experience. These
included enhanced self-esteem and self-confidence, being able to set goals, realizing the
importance of learning, the development of a positive attitude, and the desire to learn more.
Therefore, practitioners, stakeholders, and funding agencies in\}olved with literacy programs

need to modify their expectations regarding learner outcomes. They need to clearly define
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the criteria for learner and program success in broader terms which encompass multiple
learner outcomes.

Findings from the research provide ample evidence that all learners in the
Employment Preparation Program thoroughly enjoyed their learning experiences at GRPL
These Native adult learners indicated that they actively engaged in classroom assignments;
they enjoyed working together and sharing their views; and they described program
instructors as "awesome". Within this learning context, it was found that the majority of
Native adult learners taking correspondence courses in the academic ciass did not complete
the assignments. One may speculate that the learners at this stage of the learning and
development process were not ready to work in isolation. It appears that these learners may
need to be in a classroom environment where they can interact, study, and learn as a group.
Practitioners need to be aware of this finding. If this is true of adult learners in other
settings, this issue requires serious consideration on the part of literacy practitioners. New
ways must be found to address the completion of academic course work for literacy learners.
This is essential because these learners need to complete grade 12 in order to increase their
chances of finding future employment. Further research is needed to investigate this issue.

In relation to the learner milieu, the age of the Native adult learners emerged as a
noteworthy finding. Differences were found in the performance of younger learners (18-25)
and older learners (26 years or older) in both levels of the program. It was the younger
learners in the study who had problems associated with attendance and punctuality both
within the program setting and the community work placements. One might speculate that

younger learners may be limited by their lack of experience; they may not be ready to
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change their existing behaviour patterns. Perhaps they do not feel the urgency to change,
they are young. Perhaps, they are more interested in having fun and feel that there is still
plenty of time for iearning in the future. Perhaps they do not have the outside support which
provides the encouragement to engage and persist in the learning process. Perhaps they
simply enjoyed attending the program because it was supportive, friendly, and helped them
experience new ways of relating. This is an important finding because over half the learners
in both levels of the program were young adult learners. Practitioners need to be aware that
the age of the learners might affect the performance of younger adults. This is a research
issue that demands further investigation.
Recommendations for Future Research

As an exploratory study, the findings of the research provide rich descriptions from
the perspectives of Native adult learners about the five dimensions and associated
components of educational climate. This study lays the foundation for future investigations
because very little research of this nature exists in the adult education literature. Many
questions remain. Would the study of educational climate with Native adult learners in other
literacy programs produce similar findings? Would the findings for Native adult learners be
similar for adult learners from different ethnic groups? How successful are adult learners
in completing the academic course work in other literacy programs? How much time does
it take and how does the age of the learners affect learner performance? How is program
success defined in terms of learner outcomes in other literacy programs by aduit learners,
by program staff, and by program funding agencies?

Future research regarding the study of educational climate or positive learning
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environments requires the use of a qualitative design. This is necessary in order to capture
the total teaching-learning context which includes all five dimensions of educational climate.
A qualitative design is also essential in order to portray a comprehensive understanding of
the environment by means of in-depth observations and interviews, to present a
phenomenologically oriented approach, and to study participants in their natural
environment over a continuous and extensive period of time in the field. This type of design
more closely resembles the reality of the situation.

A replication of the research study is recommended with Native adult learners in
other literacy programs to determine the consistency of the findings in relation to the
dimensions and components of educational climate. Furthermore, research replicating the
study of educational climate with adult learners from different ethnic groups, different age
groups, and different gender groups is also recommended.

A more detailed examination of how the different components and elements of the
social, instructional, and cultural dimensions found in the research interact to create quality
learning conditions is also suggested.

Conclusion

In conclusion, a qualitative investigation of five dimensions of educational climate in
a Native literacy program found that the values, cooperation, and supportiveness
components of the cultural environment emerged as the key factors which contributed to
an optimal learning environment for Native literacy learners. Many rich descriptions were
provided by Native program participants in relation to the learner milieu, cultural

environment, social environment, instructional environment, and learner outcomes. These
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descriptions paint an important picture of the total teaching-learning context of the
Employment Preparation Program.

The findings make a valuable contribution to the knowledge base of adult education
because Native literacy learners are given the opportunity to voice their views and describe
the dimensions of educational climate within a Native literacy program which made the most
meaningful contributions in providing a quality learning environment. There is a paucity of
research of this nature. Thus, the findings of the study may lay the foundation for future
research in these areas.

Furthermore, the results provide confirmation of many of the tenets advocated by
proponents of the andragogical, proficiency, and whole language frameworks. Finally, the
findings show that the Native Employment Preparation Program provides an alternative
approach to literacy learning which is humanistic, lenrner-centred, holistic, and empowering.

A replication of the study using Native adult learners in different literacy settings and
adult learners from different ethnic groups, age groups, and gender groups, is recommended
for future research. Efforts to investigate how the components and elements of the
instructional, cultural, and social environments interact to create a quality environment
needs to be undertaken.

In relation to the importance of this research study, I would like to close with a
comment made by one program participant, "The learners have been unacknowledged for

so long that this way of acknowledging them is really exciting. It provides esteem building

and it is powerful".
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APPENDIX A
NATIVE LEARNERS PERSPECTIVES OF EDUCATIONAL CLIMATE

IN A NATIVE EMPLOYMENT PREPARATION PROGRAM

R

LETTER OF CONSENT

When a research project i3 undertaken by a member of the University of
Ottawa, the Ethics Committee of the university requires the written consent of
the participants. The intention is simply to assure the respect and the
confidentiality of the individuals concerned.

This research is conducted by Paulette C. Tremblay, Ph.D, candidate, under
the auspices of the Faculty of Education. The purpose of the research is to
describe the salient factors in a Native Employment Preparation Program that
create an optimum educational climate for learning.

I understand that my participation is voluntary and that my participation has
no effect on the marks I receive for my performance on this course. None of
the information gathered will appear in any program records. All information
will be seen only by the researchers involved in this study und will be used
solely for research purposes.

T understand that I may be present in classroom and other program settings
where the reseurcher is conducting abservations of learner interactions and
muy be usked to comment on activities in which I am participating. [ also
understand that 1 may participate in one focus group interview with other
learners near the end of the program. This focus group interview will last
approximately 90 to 120 minutes, be tape-recorded or video-taped, and take
place on the premises of the program facility.

1 further understand that I am participating in this study anonymously.
Personal and place names as well as any other information which might serve
to identify me in this study will be edited out of the transcripts. I understand
that 1 may withdraw from the study at any time.

I have been given the opportunity to ask any questions regarding the research
and these questions have been answered 1o my satisfaction.

e ey

CONSENT FORM ONE

1 willingly agree to participate in this study on the understanding that my answers will
remain strictly confidential and that I will not be identifiable in the presentation of
the results. I agree not to reveal the results of the focus group discussions and to
rezpect the confidentiality of the individuals conceme,‘d.

Signature of Participunt Dute
Slimnun of Reseurcher Dute
CONSENT FORM TWO

I grant my permission to Paulette C. Tremblay 0 use anonymous extracts of my
comments in written form.

Signature of Participant : Date

S T Nuta
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APPENDIX B

QUASI-FOCUS GROUP INTERVIEW GUIDE FOR LEARNERS
What kinds of things do you enjoy doing in your spare time?

What kinds of previous experiences have you had with life skills, computer skills, and
academic skills? What courses are you working on in academics?

What did you think about this phase of the program?
What parts of the program did you find most meaningful? What did you like most?

What kinds of things at the school and in the classes helped you learn and
understand the content?

How would you describe your interactions with other learners?...the instructors?...the
administrative staff?

What kinds of things at GRPI and in the classes made you feel comfortable?
What made learning an enjoyable experience?
Describe how you have changed as a result of your learning experiences?

As a result of this program, in what areas do you think you have grown or made
improvements?

What have you learned to do that will make it easier to find a job?...to keep a job?

What kind of work would you like to do in the future?

Describe whether you are ready to apply for the work that you wish to pursue?

What metaphor, image, or symbol would you use to describe the learning
environment at the GRPL

What does success mean to you? What made the program a successful experience?
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APPENDIX C
LEARNER BACKGROUND QUESTIONNAIRE

Please read the questions listed below and write the answers in the spaces provided.

BAND: CLAN;: SEX; AGE:
MARITAL NUMBER OF DEPENDENTS/
STATUS: CHILDREN:
1. What was the last grade at school that you completed?

2. Why did you leave school?

3. List any courses or any type of training that you have taken since you have left
school.
4, List the jobs or work. experience that you have had since you have left school.

5. Why did you decide to attend the Employment Preparation Program?
6. What goals have you set for yourself while participating in this program?

7. Is this program what you expected it to be? Are you learning the things that you
wanted to learn?

8. Are you enjoying the time that you are spending in the program? Please explain why.
9. So far, what do you like most about the program?
10.  What would you change to make the program better?

11. What do you plan to do after you finish this phase of the program?
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APPENDIX D
INTERVIEW GUIDE FOR PROGRAM STAFF

What is your job/role at GRPI? Explain your responsibilities and job functions. Explain things you do
to support the Employment Preparation Program. How long have you performed these functions?

Describe your perceptions of the reputations of the GRPI and the Employment Preparation Program.
Describe your relationships with administrative staff, instructors, and learners.

How would you describe the atmosphere at GRPI?

_Describe how you work with other community agencies in relation to the Employment Preparation

Program.

In relation to the Employment Preparation Program:

a. How arc learners recruited?
b. What are the entry criteria for learners?
c. Describe the tests used to determine learner entry levels in reading, writing, and math. Are

these tests suitable for program requirements?

With respect to the Employment Preparation learners:

a, Describe typical characteristics of learners who participate in the program.

b. Describe the instructional methods used to facilitate the learning of adults. How do they learn
best?

c. Describe the kind of climate you try to establish for learners and their response to that climate.

d. What classroom experience seems to be most relevart for learners?

e Describe the evaluations or review process used to determine how well each learner is
performing.

f. Describe the achievement levels of learners in your classes for levels 1 and 3.
Describe the knowledge/skill areas in which learners seem to grow the most or improve the
most. .

h, How many learners in levels 1 and 3 received credit for successful completion of the program
level?

i, Describe how level 3 learners performed in their workplace assignments. How were learners
described by their work supervisors? ,

j Are learners ready for employment by the time they complete level 3 of the program? Explain
why. -

k. What are the next steps for learners?

Describe the factors that make the Employment Preparation Program a positive learning experience for
learners and a successful community program.,
Describe ways that the Employment Preparation Program could be improved.

Why do you like working at the GRPI?
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EDUCATIONAL CLIMATE DIMENSIONS, COMPONENTS, AND ELEMENTS

stays on task
asks questions
reads aloud

Leamer Milieu Instructional Social Cultural Leamer ||
Eavironment Eavironment Environment Outcomes
Demographic Obiectives Communication Program Values Academic
Data class & content Patterns Achievement
openness
gender Curriculutn Instructor-Class non-threatening successful
age content of courses Instructor-Learner able to take risks performance
marital status Learner-Class able to make mistakes in different
# of children Directions Learmner-Instructor promote importance of content arcas
ethnicity instructions Learner-Learner learning & doing well
JI socioeconomic assignments warm & comforiable Improved Skills
status Types of atmosphere
Task Communication rules applied with communication
Prior Knowledge & learner consistency thinking
Experience commitment Asking a question holistic approach leamning
meets deadlines Providing a response deal with real life problem solving
grade completed works in class Making a comment concerns asscriiveness
why left school informal making decisions
courses/training Methods Social Relations challenging resolving contflict
taken lecture fun & cnjoyable
job/work inquiry friendly humour Personal
experience give information smiling Management Skills
explanation approachable Cooperative Emphasis
Reasons for Attending | video available responsibility
Program receptive to problems heiping each other being on time
Feedback & concerns attendance
Learnin reinforcement get along with people Collaboration reliability
expectations praise adaptability
goals Teamer centred
interests Evaluation focus on needs of Team Skills
academics assessment of leamer
attitude learner progress trust work well with
helped learn content sharing responsibility others
Application shared decision making
doing work together Personal Growth
practising
using knowledge/skills Supportiveness self-esteem
in practical or self-confidence
new situations caring positive attitude
apply what is encourage life long learning
learned listen selting realistic
appreciate feclings goals
Involvement accepting new perspectives
active participation
listening Respect JPuture Goals
respect views of others
discusses trust next stepé
shares ideas treat with dignity
pays attention genuine
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APPENDIX F

EDUCATIONAL CLIMATE CODING GRID
COMPARISON OF MEANING UNITS BY DIMENSIONS AND
COMPONENTS ACROSS METHODOLOGIES AND FRAMEWORKS

Mecaning units were chunks of information taken from tape recorded responses and observation notes.
They were then classified by component and dimension and compared across methodologies and the
frameworks of andragogy, proficiency, and whole language. The coding grid has five columns which
iaclude: (1) the meaning units which are classified by dimension and component; (2) the observations
of the researcher, (3) the quasi-focus group interview responses of the learners; (4) the interview
responses of the program staff; and (5) the three frameworks of andragogy, proficiency, and whole
language. When participant responses have been provided for a meaning unit, a star is placed in the
appropriate cell. The abbreviated terms are explained in the key.

KEY: OB = Observations by researcher
FG = Quasi-focus group interview responses of learners
11 = Level one learners
L3 = Level three learners
IS = Individual interview responses of program staff
FW = Conceptual frameworks which provide tenets of effective practice regarding the
meaning unit
AN = Andragogy
PR = Proficiency
WL = Whole Language
1. DIMENSIONS, COMPONENTS, OB FG Fw Il
& MEANING UNITS IS
Lif 3| L1| 13 AN| PR| WL “
Cultural Dimension - Yalues Component
1. comfortable learning environment * * » * . * * *
2. relaxed, casual, at ease, informal * » * * .
3. take risks, make mistakes, nonthreatening N B * L I » »
4. fun, enjoyable, bappy (place & other people) + | = » " * *
" 5. use of humour * | “
6. holistic LI * » * *
7. open, warm atmosphere A * * * * * *
8. casy to learn * . * » b *
9. focused on real life concerns
“ 10. liked being with other Natives
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2, DIMENSIONS, COMPONENTS,
& MEANING UNITS

OB

FG

L1]| L3

L1

IS

PR

Cultural Dimension - Values Component

11. treated like real people, more human

12, positive

13, equality

14, philosophy of empowerment, responsibility &
decision making

15. commitment & dedication of staff

16. flexibility

17. provide opportunity for success

18. challenging

19. promoted importance of learning & doing well

Cultural Dimension - Cooperation Component

20. willingly helped each other

21. interacting to solve problems, discuss issues &
complete tasks

22. asked for help when needed (clarification,
directions, spelling)

23. knew where to go for help

1

24. instructors provided individual assistance as
required

25, staff worked well together

26. everybody is helpful

Cultural Dimension - Supportiveness Component

27. caring

28, encourag'ng

29, accepting
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3. DIMENSIONS, COMPONENTS, OB FG FW
& MEANING UNITS IS
Li| L3| L1 | L3 AN| PR| WL

Cultural Dimension - Respect Component

30. genuine * * * * *

31. trusting * * * * * *

Cultural Dimension - Collaboration Component

32. learner centred * - * *

33. focus cn needs of learner x| » * * " *

34. shared responsibility * * » *

35. shared decision making * » * *

36. work together * * b * . * * *

37. could do things your own way " *

38. learn at own pace * * * *

Social Dimension - Social Relations Component

39, smiling * * . *

40, friendly L B * * * * * *

41. approachable * * * *

42, available * * *

43, casier to talk * * .

44. receptive to problems and concerns * *

45. everybody talks to cach other, interactive * | = * * * o * * |
| 46. honest with each other * . “
“i‘?. get along with everyone, good rapport *| = » * *

Instructional Dimension - Curriculum Component

48. cnjoy computer classes * *

49, enjoy Native Perspectives * *

50. enjoy life skills . * “

51. enjoy work placements * * |I
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4.  DIMENSIONS, COMPONENTS, OB FG FW
& MEANING UNITS IS
L1| 3y 11| L3 AN | PR| WL

Instructional Dimension - Curriculum Component

52. content meaningful * * . * .

53, content relevant to life and learning needs L . * » * . .

Instructional Dimension - Feedback Component

54, reinforcement * * *

55. praise & helpful comments * 1 . - » . » .

Instructional Dimension - Evaluation Component

56. check progress regularly + | » . * . *
57. interim reports * * . l
58. step plans » W
59. portfolios " *

Instructional Dimension - Involvement Component

60. active participation in class activitics * * . » * » * *
61. careful listening * | * 1
62. opportunity to share & discuss ideas * * ) * . " » . “
63. ask questions, active inquiry s | e * * . * . . l
64. respect for views of cthers » * J‘
65. read aloud | | = .

Instructional Dimension - Application Component

66. doing everything U * »
67. practice s ] e . . . * " j
I 68. use knowledge/skill in practical or new situation * . . * * * . “

Component

—

“ Learner Outcomes Dimension - Personal Growth

69. control emotions . .

70. leasrned about myself * > w
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5. DIMENSIONS, COMPONENTS, OB r FG FW
& MEANING UNITS IS
L1 L3} L1 ]| L3 AN| PR| WL
Learner Outcomes Dimension - Personal Growtl:
Component
71. learned about feelings o
12, realized importance of learning & want to learn
more = | = * * ; * * *
73. get along with people better * *
74. changed attitude, view things more positively * * *
75. feel better about self * * *
76. more self-esteem & self-confidence L * * % *
77. know how to set goals * * . *
" 78. morc responsible *
II 79. more outgoing » *
| 80. handle sitvations in and outside home better * *
81. new perspectives * * * |
Learner Qutcomes - General Skills Component
|| 82. better able to communicate “
» | = * " *
“ 83. more assertive * 1o * * * “
" 84. make presentations .
“ 85. respect views of others L
86. recognize differences *
" 87. resolve conflicts * "
" 88. make decisions i
learner Outcomes - Achievement Component
89. computer skills * » *
90, carcer plans » . “
91. personal portfolio * * I
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EDUCATIONAL CLIMATE CODING GRID
MEANING UNITS BY DIMENSIONS & COMPONENTS WITH
EXAMPLES OF DIRECT QUOTES FROM PARTICIPANTS

1. DIMENSIONS, EXAMPLES OF DIRECT QUOTES
COMPONENTS,
& MEANING UNITS
Cultural Dimension - Values OB - Very comfortable atmosphere was noted. Background classical
Component music was played quietly to stimulate the brain (OB32,1).
1. comfortable learning FGL1 - I feel fairly comfortable now (L1-6,28).
environment

FGL3 - They made you feel comfortable (L.3-5,5-6).

IS - 1 try to make the learning environment as comfortable as T can

(117,42-43).
2. relaxed, casual, at ease, OB - The learning atmosphere was warm and relaxed with lcarners
informal working in pairs (OB25,19).
IS - This is my home away from home. It's a very relaxed
atmosphere (17,17-18).
3. take risks, make mistakes, OB - The role play enacted between a learner and the coach
nonthreatening demonstrated that the learning environment was perceived as

nonthreatening. Learners felt that they could take risks (OB195,19).

FGL1 - Before, T would sit in class and just try to do the work. Now,
’m not afraid to ask questions during the lesson. I can say, I don't
know what you mean, can you explain it to me’ (L1-5,10-12).

FGL3 - I was afraid to talk and ask questions. I felt stupid speaking
up in class. Now, I find it easy to talk and I don’t feel funny asking
questions (L3-5,7-10).

IS - Here, you are allowed to make mistakes (522,14).

4. fun, enjoyable, happy (place | OB - It has been suggested by several staff members that learning
& other people) should be fun and enjoyable (J3,17-20).

FGL1 - Being friends with everybody does make you happy. You
enjoy coming to this place (L1-8,34-35).

FGL3 - I enjoyed my time here. 'm not a stranger or an outcast (L3-
11,2-3),

IS - 1 enjoy my job and the people I work with (S22, 9-10).
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2. DIMENSIONS,
COMPONENTS,
& MEANING UNITS

EXAMPLES OF DIRECT QUOTES

Cultural Dimension - Values
Component

5. use of humour

OB - There is a great deal of humour used by program staff and
learners (J3,15-16).

6. holistic

OB - The school staff is considerate of the whole person in the
learning environment. They hold social and career events and have a
counsellor on site daily. Learners and staff have access to the lunch
room (J27,7-10).

IS - 1 try to use a holistic approach so that people can sce a full
picture. They are then able to make their own choices (121, 31-32).

7. open, warm atmosphere

OB - The openness and rapport that exists between the instructor
and learners demonstrated the respect and high level of trust that has
developed between them (337,8-14).

FGL1 - The program was successful because of the warm feelings of
the teachers and classmates (L1-13,16).

FGL3 - 1 find that the atmosphere is more open here (L3-7,8).

IS - The atmosphere is very open here (17,18).

8. easy to learn

OB - It is easy to learn in this environment because the instructors
use a variety of methods in the classroom. They provide relevant
examples and promote active participation in activities, Learners are
encouraged to share their views (J45,18-25).

FGL1 - It’s so much easier to learn here (L1-9,18). }
FGL3 - The instructor’s attitude towards you and their job really

makes a difference in learning. It is easy to learn with the support of
the instructors (P3-5,1-2). l

IS - This is a place where you really can learn (17,10-11).

9, focused on real life concerns

OB - Since some learners found it difficult to be on time for class,
time was spent brainstorming ways for learners to be on time. This
illustrates the concern for real life issues (OB150,23).

FGL1 -The program has helped me find out what I want to do in
school and how to be better with my children (P1-3,16-17).
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3. DIMENSIONS, EXAMPLES OF DIRECT QUOTES
COMPONENTS,
& MEANING UNITS
Cultural Dimension - Yalues FGL3 - We had to go out into the community and do a work
Component placement. You are able to find out what you want to do or what you

don't want to do.
9. focused on real life concerns
1S - If they can't sce how they are going to use the information in the
real world, then they can’t see the sense in doing it (519,10-11).

10. liked being with otber FGLI1 - I felt comfortable because we're all Native here (L1-8,27).
Natives
FGL3 - I was able to learn because you're in an environment where
you're not the only Native in class (L3-5,11).

IS - It’s all Native here. There’s a big difference...By coming here,
they have access to the same knowledge base in the community, plus
they get the support. Learning is explained in a way that they arc

used to hearing (110,43-45).
11. treated like real people, FGL1 - It seems that the instructors care about you as a person.
more human They're not just here to do a job. They want to help you (L1-7,11-
12).

FGL3 - The instructors made you feel like a real being, not like
somebody who doesn’t know anything or isn’t educated, That helped
me (L3-4,25-26).

IS - 1 try to make the class more human...The human factor weighs
higher in our culture than it would in other environments (117,7-9).

12. positive FGL1 - The program was a successful experience because I look at
the world more positively now (L1-13,13).

IS - The feedback from the people who have been in the program is
very positive...Even those who chose not to finish were very pleased
and positive about what’s going on here (13,42-44).

13. equality IS - The equality value where no-one is better than anyone elsc is
important here (59,33-34).

14. philosophy of empowerment, | OB - Learners were responsible for making decisions about their
responsibility & decision making academic courses, work placements, and many class assignments

(162,24-27).
_—L—_——__—ﬂ—#—

— e — — m ]
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4. DIMENSIONS, EXAMPLES OF DIRECT QUOTES
COMFPONENTS,
& MEANING UNITS
Cultural Dimension - Values FGL1- Now, I make choices when someone asks me to do
Component something. Before, I used to miss school to do things for other

people. Now, I think it’'s more important to go to school (L1-9,3-6).
14. philosophy of empowerment,
responsibility & decision making | FGL3-I've learned how to be more responsible. I go to school and I
don’t skip classes. That's a bad habit which is hard to break. I don’t
sleep in now. ¥'ve learned to care morc about my future in relation to
school, a job, and myself (L3-7,1-3).

IS - The more you empower people, the more they take
responsibility for the organization and the more the organization
becomes part of them...The more you empower staff, the more they
empower the students and the students empower themselves (510,25

30).
15. commitment & dedication of | OB - The staff devoted many extra hours outside of the classroom to
staff work with the learners. In addition, they held extra-curricular

activities for the learners (J66,1-3).

IS - The staff is committed and dedicated. They work many extra
hours ($10,23-24).

16. flexibility OB - The instructor was very flexible in the classroom. When
. appropriate suggestions were presented by learners, these were
accepted and implemented immediately (OB11,6-7).

IS - We are very adaptable and flexible in the class (116,15-16).

17. provide opportunity for FGL1 -1 thought that I was successful because I was able to finish
success what I set out to do (L1-13,2).

FGL3 - The program was a successful experience because I was able
to achieve one goal after another (L3-10,23-24).

IS - Learners have to feel and experience success first, then they can
be taken from where they are to the next step in the learning process
(818,21).

18. challenging IS - Once learners have accomplished success, they develop self-
esteem and then they can start working on the harder challenges in

M—L_——__ﬂ——*%
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5. DIMENSIONS,
COMPONENTS,
& MEANING UNITS

EXAMPLES OF DIRECT QUOTES

Cultural Dimension - Values
Component

19. promoted importance of
learning & doing well

FGL1 - I like how everyonc wants people to learn and start new
things (P1-3,37).

IS - Once the students learn the basics in computers, I expect them
to pick an area of interest to enhance (115,40-44).

Cultural Dimension -
Cooperation Component

20. willingly helped cach other

OB - Learners helped each other with spelling and asked cach other
questions while working (OB24,3). ‘

FGL1 - The program was a successful experience due to the way that
everyone worked together as a group to help solve a problem (L1-
13,8-9).

FGL3 - There was always somebody willing to help me when 1
needed it (L.3-5,17-18).

IS - I like the kind of people in this environment. They are
committed to helping others (§21,24-25).

21, interacting to solve
problems, discuss issues &
complete tasks

OB - Interaction between the instructor and learners was observed
repeatedly during this class. Learners were finding ways to rcinforce
positive thinking (OB52,33-35).

FGL1 - I get a lot out of the classes becausc we are always sharing
ideas or sharing something (L1-9,33-34).

FGL3 - I found the interactions that took place among the students
in the life skills classes very meaningful (1.3-4,14).

1S - In this environment, we share ideas and help each other (810,32
33).

22. asked for help when needed

OB - During classes, it is common for the learncrs to ask cach other
and the instructor for help when they need it (J8,10-11).

FGLI - I really feel comfortable here bocause if you ask a question
or say something, no one says, "what did she ask that for?" No onc
says anything (L1-8,25-26).

FGL3 - I have lcarned how to ask questions when you don’t know
how to do something (L3-8,5).

IS - I encourage students to ask questions when they need help and y
they can talk with me after class (117,5-6).

|
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EXAMPLES OF DIRECT QUOTES

Cultural Dimension -
Cooperation Component

23. knew where to go for help

FGL1 - The instructors are really friendly and helpful. If you want to
know something, they'll take the time and talk with you (L1-7,19-21).

FGL3 - I knew where to get help if I nceded it (13-6,2).

24. instructors provide individual
assistance as required

OB - The instructor worked with the learner to help find an
appropriate solution to the problem (37,16-19).

FGL1 - The instructor showed me how to do it but I still didn’t
understand. So I asked him to explain it again, He then showed me
again by drawing a diagram on the board (L1-6,15-20).

FGL3 - The program was a successful experience because the
instructors were there to help me (L3-10,15).

25, staff worked well together

OB - The Life Skills instructor and the counsellor worked together as
a team to conduct formal interviews with each learner regarding their
interim report (J60,7-11).

IS - We all work as a team (S10,35). We all get along really well
(S12,16).

26. everybody is helpful

OB - Staff members helped the learners and each other as required
(350,27-29).

FGL1 - If someone is having a hard time with something, someone
will help (L1-4,36-37).

FGL3 - I find that the instructors here are very helpful (P3-5,6-7).

IS - It doesn’t matter what I ask for, people are willing to help me
out (I5,20-23).

Cultural Dimension -
Supportiveness Component

27. caring

OB - Instructors provide a learning environment which is warm,
nurturing, and caring (J40,6-7).

FGL1 - The instructors care about you as a person (L1-7,33).
FGL3 - The instructors talked to you, not down to you (L3-4,16).

IS - I've got the support and care of people here while I do my job
(125,31-32).

28. encouraging

OB - The instructor encouraged learners by providing positive
comments. She told the learners that she valued every minute that
she had with them, that it was very important (OB41,26-27).
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Cultural Dimension -
Supportiveness Component

28. encouraging

FGL1 - The instructor didn't say that I had to do it, but, she gave me
reasons why I should (L1-9,11-12).

IS - People here are very encouraging (125,35).

29, accepting

OB - To avoid missing class, a learner had to bring her threc year
old to class. This was totally accepted by everyone (OB119-20-21).

FGL1 - Instructors don't try to push you into anything, you make the
choice and the instructors accept your decision (L1-9,12-13).

FGL3 - Instructors don’t put pressure on you (L3-4,22). They help
because they let you be yourself (L3-5,5).

1S - The accepting atmosphere makes the experience a positive one
(818,12).

Cultural Dimersion - Respect
Component

30. genuine

OB - Staff in the learning environment were genuinely intercsted in
the needs of the learners. Learners were asked to clect a
representative to keep staff informed of learner requirements (365,1-
10).

31. trusting

OB - The tone of the class was warm, respectful and trusting
(OB269,1).

IS - I don't have a lot of interference. That says to me that they trust
what I'm doing. They trust that I am a capable individual (14,31-33). |

Cultural Dimension -
Collaboration Component

32, learner centred

IS - We teach the participants to use their own abilities, their own
skills, their own ideas to get what they want. We empower them to
make of their lives, what they will (518,15-17).

33. focus on the needs of
learner

OB - Instructors in the program work very hard to accommodate the
needs of the learners. The instructor willingly revicwed the learner's
request to revise the work agreement forms at the request of the
learner (337,16-25).

IS - Individuals determine their needs and then we help them fulfill
them (514,27-28).

34, shared responsibility

e —

IS - If something needs to be changed, the staff know that they have
the responsibility to go with it (511,19-20).
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Cultural Dimension -
Supportiveness Component

35. shared decision making

IS - T respect their freedom of choice. I don’t tell participants what
direction to take (I122,14-16).

36. work together

OB - The instructor worked with the learners to find ways in which
they could become more committed to their work placements
(OB209,2-3).

FGL1 - Here, you do everything, We do it together, the class does it
(L1-6,1-2).

FGL3 - The group discussions and working together have helped me
become more outgoing (L3-6,27-28).

IS - Staff work together to help in whatever way they can..If
somebody needs to be here in the evening to lock up, every one of
them will volunteer (§10,13-14).

37. could do things your own
way

FGL3 - I do not want somebody to control me, give me orders, or
tell me that this is the way that something is to be done. Instructors
acknowledge that there are many ways to do things and they let you
decide (L3-4,18-21).

IS - Each instructor has control over what is included in the
curriculum in their area..Polytech is very trusting and they trust that
we are all professionals (112,6-9). {

38, learn at your own pacc

OB - Learners in the academic class work on the correspondence |
course work at their own pace (J21,1-2).

FGL3 - They let you work at your own pace (L3-4,22).

IS - Instructors have the flexibility to work with people individually at
their own pace so they can be successful (§19,3-5).

Social Dimension - Social
Relations Component

39, smiling

OB - Learners were observed laughing and smiling while engaged in
classroom discussion {0B49,26-27).

FGLL1 - Staff arc always smiling and they come right out and talk to
you {L1-8,10-11).

IS - 1 reinforce the importance of smiling and saying hello io
everybody (121,28-29).
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Social Dimension - Social
Relations Component

40, friendly

OB - Staff and learners in the program arc friendly and approachable ‘
(J3,23-24),

FGL1 - People are very friendly and you can say just about anything
you want to (L1-6,36-37).

FGL3 - Instructors and staff are approachable, friendly, and outgoing
(L3-6,1).

IS - I try to establish a friendly climatc (117,4).

41. approachable

FGL1 - The instructor told me that if I was having problems that he
would be available to help after class. I went and we worked until
eight o’clock (L1-8,2-4).

FGL3 - Instructors and staff were approachable and fricndly (L3-6,1). H

IS - 1 let them know that they can come to me if they have problems
(812,20-21).

42, available

FGLI1 - Staff members will stop whatever they're doing to talk to you
or to help you (L1-8,17-18).

IS - My door is open so that people feel that they can just walk in
(S13,12-13).

43. easier to talk

FGL1 - I find it really casy to talk to the coaches (L1-7,15).
FGL3 - You can talk with people (L3-5,13).

IS - Students feel comfortable coming in and talking to me (812,33
34

44, receptive to problems &
concerns

FGL3 - You can talk to the instructors and tell them anything -
personal problems. They try to help you as much as they can (L1-
7,22-24).

IS - In this atmosphere, we arc micii more able to share personal
things with people (16,22-23)..

45, everybody talks to each
other, interactive

| ———
e

OB - Throughout the obscrvatit;n period, learners had ample -
opportunity to share and discuss ideas in the classroom context
(360,12-17).

FGL1 - Everybody talks to each other (L1-7,7).
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& MEANING UNITS

EXAMPLES OF DIRECT QUOTES

Social Dimension - Social
Relations Component

45. everybody talks to each
other, interactive

FGL3 - I like all the staff. I could talk to everyone of them (L3-6,7).

IS - Everybody talks to everybody instead of letting someone sit back
and be an outsider ($13,10-11).

46. honest with cach other

FGL1 - Everybody is pretty open and honest with each other. I really l
like that (L1-7,8-9).

1S - Everybody comes to work on an even keel so our relationship is
very friendly, very honest, and functional - we get things done (16,3-

47, get along with everyone,
good rapport

OB - Learners got along reaily welt with each other. There was a lot
of laughter and sharing in the class (OB182,19-20).

FGLI1 - I get along with the people here (L1-7,13-14). [
FGL3 - I get along with everyone really well (L3-5,15).

IS - 1 feel there is good rapport here..I get along with everyone
(812,35).

Instructional Dimension -
Curriculum Component

48. enjoy computer classes

FGL1 - I like the computer part of this program (P1-3,33).

FGL3 - I like the computers and being introduced to the Macintosh
environment (P3-6,11-12).

49, enjoy Native Perspectives

FGL1 - I like Native Perspectives (P1-3,36).

FGL3 - I found the Native Perspectives classes to be the most
meaningful (L3-4,3).

50. enjoy Life Skills

FGL1 - I found Life Skills most meaningful (L1-5,7).

FGL3 - I found Life Skills and how to approach everything most
helpful (L3-8, 2).

51. enjoy work placements

FGL3 -1 like the work placement. It helps you figure out if that type
of job is what you really want to do (P3-6,6-7).

IS - People are finding the work placements very useful because they
find out what they like and don't like (59,17-18).

52. content meaningful

FGL1 - At first, I didn’t want to do Life Skills, however, I soon
realized how much the information was going to help me (L1-4,2-4).
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Instructional Dimension -
Curriculum Component

52. content meaningful

FGL3 - 1 liked the Native Perspectives classes...They opened my cyes. J
Now I want to go on and learn a Native language (L3-3,22-25). T

53. content relevant to life &
learning needs

OB - The content of the Life Skills course which included
assertiveness, communication, problem solving, carcer planning, and
goal setting, was relevant to life and the learning needs of the
participants (J81,22-24).

FGL1 - The Life Skills class has helped with deal with things that are
going on in my life (L.1-4,40-41).

FGL3 - The work placement was a great idea. Even though I don’t
like journalism, my placement was a great experience (P3-6,2-3).

1S - Topics need to be relevant to the daily lives of the participants
(I115,36).

Instructional Dimension -
Feedback Component

54, reinforcement

OB - The instructor reinforced learning by providing relevant and
meaningful examples which the learners could casily relate to
(0B29,7-8).

IS - 1 provide feedback on how learners have done and ask them how
they might improve. I often get them to exchange work and give each
other feedback (115,19-21).

55. praise & helpful comments

OB - While learners worked in pairs, the instructor provided
comments and assistance to each pair (OB307,1-2).

FGL1 - The instructors aren’t here just for the money. They're here
to help you (L1-7,31-32).

FGL3 - The instructors were awesome and the feedback from the
rest of the group was also very helpful (L3-4,23-24).

IS - Instructors work hard at helping the people experience success
and a feeling of accomplishment ($18,18-19).

Instructional Dimension -
Evaluation Component

56, check progress regularly

process (820,36).

OB - The instructor interacted with learners during and after classes
to check their progress and assist their developmental progress
(127,22-25).

IS - We have ongoing and regular sharing and assessment of what's
happening and what needs to be changed. Everybody inputs to this
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Instructional Dimension -
Evaluation Component

57. interim reports

OB - Interim reports for the learners were reviewed. Overall, the
majority of learners were successful in completing the program
(OB366,15-16).

IS - We provide written reports and conduct interviews with the
participants near the end of cach level (I19,33-35).

58. step plans
|

IS - As part of the review process, we go over the step plan that
people have developed. It lays out how they sce themselves
progressing in the next year or two (118,46-49).

59, portfolios

OB - Learner portfolios were very informative and very well
presented (J82,15-16).

FGL3 - We had to produce portfolios and write resumes. It was hard
work to compile all the information (L3-3,19-21).

Il Instructionat Dimension -

Involvement Component

60. active participation in class
activities

OB - Learners actively participated in class activities by engaging in
discussion, brainstorming, asking questions, and working on individual
assignments (J80,18-21).

FGL1 - Here, you participate in everything. You do everything and it
seems casy. I learn a lot just by participating (L1-9,28-30).

FGL3 - I had to produce a portfolio. I had to think it through
carefully. It was important to include information that I wanted
employers to know about me (1.3-7,12-14).

IS - In Life Skills, you observe then you practice (811,7). We
encourage active participation and sharing in class activities (118,27
28).

61. careful listening

OB - The learners listened carefully to the oral presentation of the
Longhouse Chief for the entire class (OB98,26-27).

FGL3 -In this environment people are willing to listen to you (L3-
5,12),

62. opportunity to share &
discuss ideas

OB - Throughout the observation period, learners had ample
opportunity to share and discuss ideas in the classroom context
(960,12-17).

FGL1 - It’s friendly and people are talkative (L1-9,14-15).
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Instructional Dimension -
Involvement Component

62. opportunity to share &
discuss ideas

FGL3 - Group discussions helped me learn to talk more effectively in
front of people (L3-5,4).

IS - People interact verbally and share their ideas in classes, this is
the best way for people to learn (116,16-17).

63. ask questions

OB - Learners were asked questions to find ways in which they could
become more committed to their work placements (OB156,7-8).

FGL1 - Now, I can ask more questions about what is expected (L1-
5,30-31).

FGL3 - I have learned how to be more open and how to ask
questions (L3-8,5).

IS - I provide the opportunities for participants to ask questions
(117,4-5).

|

64. respect for views of others

FGL3 - The Native Perspectives classes bronght in speakers who
represented the different community perspectives. We learned to
respect the different viewpoints (L3-4,3-4).

IS - I want to feel that people here are going to respect what I'm
thinking or feeling (116,44-45).

65. read aloud

OB - Learners took turns reading aloud the information about sclf-
esteem assessment in a round robin fashion (OB40,23-24).

Instructional Dimension -
Application Component

66. doing everything

OB - As a task assignment, learners worked individually to producc
portfolios and display them on Carcer Day {177,14-16).

FGL1 - The actual doing part. In high school they would just give us
information and we’d have to know it. Here, we get to do it,
experience it, and it sticks with you (L1-5,35-38).

IS - Hands on doing...Here, we give them hands on computer
experience from day one...doing it is far better (115,14-16).

67. practice

OB - Learners took turns practising win scripts using sample
situations (OB300,34).

FGLI - Being able to practice what we're learning helps me fcarn
things better (L1-9,31-32).
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Instructional Dimension -
I Application Component

67, practice

IS - T ask participants what they know about the topic and draw from |
their experience. Then we actually do a simulated experience - a skill
practice (IS,14-16).

68. use knowledge/skill in
practical or new situation

OB - Many learners are finding that the information from Life Skills
is useful and meaningful in their personal lives (J35,16-21).

FGL1 - The Life Skills have really helped me. I am able to talk to
my children instead of screaming at them (L1-10,2-4).

FGL3 - While at the work placement, I found that I had to use the
skills that I had learned in Life Skills to be able to get things done
effectively (L3-6,10-14).

1S - The bottom line is that the skills that the participants are
learning need to be transferable and valuable in their daily life. We
discuss how the knowledge can be used to help them (I15, 30-34).

Learner Qutcomes Dimension -
Personal Growth Component

69. control emotions

FGL1 - I found the way we learned to control our emotions in Life
Skills meaningful (L1-5,4-5).

FGL3 - I found the broken record and fogging techniques learned in
Life Skills useful in reducing my frustration and anger when I was on
my work placement (L3-6, 17-20).

70. learned about mysclf

FGL1 - I learned about rayself. I learned that I control my feelings
and if I want to be happy, then I'm the only one who can do that
(L1-5,16-18).

FGL2 - I've learned about the potential that I have (L3-7,31).

71. learned about feclings

FGL1 - 1 lcarned that I control my feelings and if I want to be
happy, then I'm the only one who can do that (L1-5,16-18).

72. realized importance of
learning & wanting to learn
more

OB - Learners stated in their interim reports that they wanted to
pursue more education (J82,18-22).

FGL1 - I still have a lot more to learn (L1-11,28).

FGL3 - P've learned that you need an education to get a better job
(L3-8,3-4).

- The participants want to go further in

their educan S9,2).
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Learner Qutcomes Dimension -
Personal Growth Component

73. get along with people better

FGL1 - I get along with people better. I realize that people have
reasons for doing different things (L1-10,14-15).

FGL3 - I get along with everybody. I like meeting people and T like
seeing people that 1 knew before (L3-5,15-16).

74. changed attitude, view things
mote positively

FGL1 - Before, I didn’t have many nice things to say about anyonc.
Now, T can always find something nice and I can sce the good things
about my kids, about myself, and about everyone (L1-10,16-20).

FGL3 - I've changed in a lot of ways. I quit drinking, That allows me
to look at things differently (L3-7,6-7).

IS - Participants are really encouraged, motivated, and pleascd about
the changes that they've seen in themselves, their attitude and
behaviour (13,39-41). ]

75. feel better about self

FGL1 - I have learned that 1 am a lot smarter than T thought I was. 1 r
feel more confident and a lot better about myself (L1-4,17-18).

FGL3 - I don’t wear track pants all of the time now. That says a lot
because when you look at somebody who wears track pants all the
time, it's like you're saying, "I give up® (L3-7,4-5).

IS - Learners feel better about themselves when they leave. They II
have a better attitude (§20,25).

76. more self-esteem & self-
confidence

OB - Near the end of the program phase, learners exhibited greater
confidence in themselves and the learning process (OB306,1-2).

FGL1 - I have more scif-esteem and self-confidence. I deal with my
children and other people better (L1-13,12-13).

FGL3 - I didn’t value myself before. Now, it’s changed. § want people
to know how valuable 1 am (L3-7,16-17).

IS - By the time learners leave here, they have built up self-esteem
and confidence (§17,15-16).

77. know how to set goals

FGL3 - I am able to identify my goals and this makes me morc
effective (L3-8,8).

IS - Learners have a goal when they leave here. They want to do

something (§20,27).

78. more responsible

;ﬁ

FGL3 - I'm more responsible now. I've oy 7_ . -
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Learner Outcomes Dimension -
Personal Growth Component

79. more outgoing

FGL1 - I have learned how to talk to people (L1-10,36).

FGL3 - I didn't talk to anyone before. Now I talk to people (L3-7,8).

80. handlc situations in &
outside home better

FGL1 - I have an easier time with the way I feel and about what I
think. If T talk about my feelings with my friends, then they are more
honest with me. They tell me how they feel and why they feel that
way (1.1-10,5-10).

FGL3 - Life Skills helped me deal with situations in and outside the
home (L3-6,28-29).

81. new perspectives

FGL1 - By being here, I look at things totally differently. I now look
at my kids future. I never would have thought about that before. I

lived from day to day, I never looked any further than that (L1-4,119- |
21).

FGL3 - The program has been a successful expericnce because it has
opened doors with better opportunities. I have opened my eyes and
am able to see the potential that I have (L3-10,20-21).

IS - Learners go through a growth process when they come here.
They may come with an attitude that was similar to the one they had
in high school. When they get here, it may take awhile to see the
difference, but as soon as they do, they grow. All of a sudden, they
understand and appreciate things differently (16,34-38).

Learner Outcomes Dimension -
General Skills Component

82. better able to communicate

OB - Learners felt comfortable communicating with each other and
the group (OB306,4).

FGL1 - Life Skills helped me learn to communicate better with other
people (L1-5,7-8).

FGL3 - I am now able to meet people and talk in front of others
(L3-6,30).

IS - For level one learners, the area that they develop the most is in
their ability to share ideas (119,36-37).

83. morc assertive

OB - Learners were able to state how they felt and what they needed
upon completion of phase one (OB306,6-7).

FGL1 - In Life Skills, I learned how to say no without feeling bad
and I learned to tell people how I felt (1.1-5,19-20).
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Learner Outcomes Dimension -
Personal Growth Component

83. more assertive

FGL3 - I am now able to say what I want to say (L3-8,8-9).

1S - I think the assertiveness is probably one of the best things that
we do here. My hope is that in having people practice the
assertiveness and problem solving skills, they will have the skills and
the confidence in their ability to approach other people and get what
they want (17,35-40).

84. make presentations

FGLI - T learned how to make a presentation in front of the class
(L1-10,41).

85. respect views of others

FGL3 - 1 learned to respect the different viewpoints in our
community (L3-4,3-4).

IS - We are able to identify and appreciate cultural differences and
blend them into respect for each other (122,28-31).

86. recognize differences

FGL3 - I found that everyone had a different point of view about
everything (L3-5,17). |

87. resolve conflicts

FGL3 - Life Skills helped me learn how to resolve conflicts and I
found this useful when I was at the work placement (L3-6,16-17).

88. make decisions

IS - The program helps learners determine what they want to do and
how they can get there. They make these decisions before they leave
(S5,31-33).

Learner Outcomes Dimension -
Achievement Component

89. computer skills

FGL1 - I learned a lot about computers (L1-16,34).
FGL3 - I learned how to work with computers (L3-8,1).

IS - People who leave here have done very well on the job in the
area of computers (120,43-45).

90. career plans

FGL3 - The program has helped me realize my carecr goals and how
to strive for them, I want to learn more through cducation (L3-10,25-
26).

IS - Learners develop career step plans by the end of level three
(85,33-34).

91. personal portfolio

OB - Portfolios were reviewed; they were extremely well donc.
Participants were very creative in style and presentation (J82,14-16).

FGL3- Complcting my portfolio was a successful experience (L3-11,3-
4).

IS - Level three learners are required to complete portfolios. They
help people assess themselves (12,25-26).






