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Introduction

At the 40th SCUTREA conference we looked back and began to look forward from the perspective of time.  Whilst we remembered designated international conferences we also recognised that over time the networks within adult education have become international and that the opportunities to explore adult education considerations do exist.  The 41st conference provides us with opportunities to create new and sustain existing international collaborations.  
The international context is one that is hard to escape.  Universities are increasingly motivated to internationalise their reputations through research collaborations, their curriculum, student body, and staff.  There are a myriad of drivers including institutional survival based on economic, political and legislative factors influenced by national and international contexts.  For instance, the Bologna Process promoting student mobility and shaping to varying degrees the response to qualifications, the curriculum and shape of higher education.  The economic imperatives influence the relationship between academic and vocational higher education and raise questions about the purpose of adult education.  The response of adult educators working in both a national and international context provides a basis for building on the social justice themes present within adult education as well as responding to equality and human rights legislation.  
As intended papers explore how the international perspective is already shaping how:
· communities of practice within and between universities and their partners help to create and sustain international collaboration;
· local, regional, national and international educational, social, welfare and economic policies impact on adult educator’s teaching and research for equity and access to learning;
· individuals and organisations who participate in the process of creating international connections shape the nature of the connections created;
· international collaborations can lead to more creative understandings about teaching and research;
· information technology and e-learning support or stifle the creation of international collaboration between learners, educators and researchers.

The conference has received papers from across the globe including new contributors that extend the international reach of SCUTREA.  The adult literacy symposium picks up a recurrent theme from past conferences, the papers illustrate the benefits of comparing and contrasting national policy and practice responses to the global challenges associated with literacy.  Overall, the spread of papers cover policy and the influence of international messages on national higher education and vocational programmes of teaching and learning.  Papers discuss the contrasting and evolving roles, remits and freedoms of adult educators working in different countries within the academy and community.  Others consider the needs or better still the entitlement of specific groups of students as well as highlighting the challenges and opportunities a more diverse student body offer educators, the student body and our institutions.  
The role of academic journals in enabling international debate and discussion in the research community interested in aspects of adult and university teaching is covered in several papers.  The impact of our research in an international arena is likely to gain increasing importance within the context of quality audit frameworks such as the UK’s Research Excellence Framework (REF) and the Excellence in Research for Australia (ERA).  

Finally, in common with previous SCUTREA conferences there are papers inviting us to ask questions and consider the possible risks as well as the benefits of internationalisation agenda which seems very apt as we come together to Study Creative Understandings about Teaching and Research for Equity and Access.  
Ann-Marie Houghton 
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Lost in translation:  some methodological reflections on working on a pan-European research project

Paul Armstrong, Leeds Trinity University College

Three issues in doing comparative research

This paper is offering autoethnographical insights (Chang, 2008, Meneley and Young, 2005) through a recent experience of working on a European-funded research project, focusing on ‘access’, ‘retention’, ‘completion’ and ‘drop out’ (RANLHE).  Several papers referring to this project have been presented at previous SCUTREA conferences including two symposia (Johnston, et al., 2009; Field et al., 2010).  In the 2009 symposium, our attention was drawn to the fact that ‘Working transnationally highlights methodological issues particularly in relation to comparing research findings when research traditions and approaches and cultural contexts are different.  These have to be worked through and discussed at team meetings.’ (Johnston et al.  2009; p, 282).  Originally the abstract for this paper was intending to focus on a relatively well-rehearsed debate in doing comparative education research, which now is the first of three methodological issues to be discussed in this paper: ‘are we talking the same language?’  The issues of language have not been substantially discussed at SCUTREA since the 33rd annual conference in Bangor in 2003.  Even then, though the conference – entitled Speaking in Tongues (Davidson et al., 2003) – focused on the power and significance of language in lifelong learning, through a ‘global conversation’, research issues were not offered as a topic for discussion.  But it was accepted that ‘we were speaking in many tongues’.

Shared meanings of key concepts?

As the RANLHE project drew to an end, I realised that we may not have been ‘speaking in many tongues’ nor yet talking the same language.  In the call for papers for the international dissemination conference of RANLHE  in Seville, April 2011, the following were among the key issues identified as areas which the conference was interested in addressing: 

· Access 

· Retention 

· Drop-out 

· Institutional and cultural contexts and perspectives 

· Theoretical and conceptual approaches 

· Issues of inequality (class, gender, race, age, disability, location etc) 

· Methodological research approaches 

· Policy, practice and managerial issues and perspectives 

The three original key concepts that gave focus to the project were: access, retention and dropout, and later ‘completion’ was added.  Each of these concepts are problematic even in English language, let alone finding equivalence in other European languages represented across the project (German, Italian, Polish, Spanish, Swedish).  ‘Drop out’, for example, has negative connotations.  ‘Access’, by contrast, is almost universally considered to have positive connotations.  The value of accessing higher education is rarely considered negatively; higher education is a universal good to which everyone should have equal access.  In the USA, the policy practices are around ‘persistence’, putting the responsibility very much on the students to take the decision to leave or stay.  It is a deficiency model that leads to compensatory strategies to keep students in the university.  The focus is then on what is ‘wrong’ with the student who decides to leave.  One factor that came across very strongly in the student surveys was that for many of those who made the decision to leave, this was a solution, not the cause of ‘the problem’.  The notion of ‘retention’ invites an examination of the systems put in place to keep students (sometimes the data suggest, ‘at all costs’) by the institution.  An element of this which facilitated making sense of data was the use of metaphors, which if not explanatory were certainly illuminative, as I myself discussed at the dissemination conference (Armstrong, 2011).

Another key concept being used within the project was the assumption of a shared understanding that the focus of the project being on ‘non-traditional’ students.  Access is a familiar concept in the UK, although it has become more familiar through being linked to ‘widening participation’ strategies.  It was important to specify in this context, which socio-economic and cultural groups were being targeted for widening participation.  In the UK, there is a recognisable, if not continuously contested, idea of a class structure.  Labelling of social classes often reflect the socio-economic status of the individuals and their families.  In the UK, use is made of the Registrar-General’s classification.  The categories for this have been modified over the past 150 years or so, especially in more recent years to ensure that the socio-economic categories are inclusive and reflect the diversity of the UK population.  The European partner countries will also have been able to identify and categorise their populations by socio-economic status.  However, less tangible dimensions of stratification and classification would make cross-national comparisons difficult.  Much of the literature on retention stems from research in the USA, where their conceptual framework for classifying their populations are framed in terms of social status rather than social class, and differentiation is based on a much wider range of socio-economic and socio-cultural variables, including family origins (indigenous/immigrant, languages spoken, ethnicity, religion, and so on).  To focus the issue, the project agreed to refer to ‘non-traditional students’; that is, students who were entering higher education as the first in their family, from socio-economic groups who had not previously considered going to university, living in what the Higher Educational Funding Council in the UK (HEFCE) called ‘low participation areas’.  In its project brief, in appealing for student volunteers to be interviewed for the project, it was stated that 

‘We are interested in listening to a range of learners, such as:

· the first in your family to go to university

· adult learners and those from the local area

· those caring for children or others while studying

· students from a minority background

· students from another country

· those who have done an Access programme

· students with a disability

· learners who have dropped out

· learners who may have dropped out but have now returned to study.’
‘Non-traditional students’ is a phrase that originated from the United States.  The National Center for Education Statistics did not have a precise definition for non-traditional student, but suggests that part-time status and age are common elements in most definitions.  In a 1996 study the NCES included anyone who satisfies at least one of the following as a non-traditional student:

· defers enrolment (does not enter postsecondary education in the same calendar year that he or she finished high school);

· attends part time for at least part of the academic year;

· works full time (35 hours or more per week) while enrolled;

· is considered financially independent for purposes of determining eligibility for financial aid;

· has dependents other than a spouse (usually children, but sometimes others);

· is a single parent (either not married or married but separated and has dependents); or 

· does not have a high school diploma (completed high school with a GED or other high school completion certificate or did not finish high school).

By this standard, the NCES determined that 73% of all undergraduates in 1999–2000 could be considered non-traditional, therefore comprising the vast majority of total undergraduate students in the United States, and representing the newly ‘typical’ undergraduate.  If we compare this with a UK list, derived from the Harris Report (2001)( which identified the relative under-use of careers services by students from ‘’non-traditional’ backgrounds including:

· mature students;

· those from lower socio-economic backgrounds;

· first generation undergraduates;

· students from ethnic minorities; and

· students with disabilities.

Indicative of the complexities of making such definitions is a report of a research study conducted for the Sutton Trust and Birkbeck, University of London (MORI, 2005).  The typical student at this higher education institution is part-time, in full-time employment, aged between 25 and 45.  For them, a ‘non-traditional student’ would be an 18 year old studying full-time.  Indeed, the need to commission the report was felt necessary to correct the ’widely held (and erroneous) perception that this college of the University of London does not offer undergraduate courses to ‘conventional’ higher educational applicants’.

A more thorough comparative analysis of ‘non-traditional students’ was undertaken by Schuetze and Slowey (2000, 2002).  Although the political and economic context was a little different when they were considering who were to be categorised as ‘non-traditional’, even then they concluded that the term ‘non-traditional student’ was not meaningful., on the grounds that higher education in the USA and Europe was undergoing a process of transformation, and was no longer elitist and was being subject to the processes of massification.  Using ten case studies from across Europe (UK, Austria, Germany, Sweden, Ireland) as well as from Australia, New Zealand, Japan, Canada and the USA,  they noted the growing consensus around the focusing on the concept of lifelong learning rather than higher education.  It is also worth noting their limitation to OECD countries and did not offer the diversity of developing nations in their sample when coming to the conclusion that there was now ‘a different, more hetereogenous, composition of students in terms of previous education, social and family background, gender, age, life-situation, motivation to study, current and future occupational profiles.’ (Schuetze and Slowey, 2002, p.311).   They conclude:

From an internationally comparative perspective, differences between national educational systems and other facts (not least the demographic composition of the population) means that the term ‘non-traditional’ covers both different populations and different models of participation.  Moreover, the meaning of ‘non-traditional’ students and the associated image of an underrepresented, marginal group varies with the general participation level in higher education.  In countries reaching or exceeding a participation rate of – say – fifty percent of the age group, it might be expected that the distinction between traditional and non-traditional students might inevitably become blurred.  (Schuetze and Slowey, 2002, p.  313) 

Disciplinary discourse

The second and third ‘threats to validity’ relate to the data analysis.  The research teams in the European partners agreed that the research would be qualitative and based around biographical data.   In process, the project generated a series of key sensitising concepts to be used in the analysis of the data: habitus (Bourdieu), transitional space (Winnicott) and social recognition and respect (Honneth).  On the face of it, these concepts are strange bedfellows, coming from sociology (Marxist), psychology (psychoanalytic) and social psychology (Frankfurt critical theory).  Whilst the process of generating key sensitising concepts was itself problematic, once agreed there appeared to be few difficulties in applying those concepts in interpreting data in Ireland, Scotland, Germany, Poland, Sweden and Spain and the UK.  This suggests that academic discourse is more easily transferable to different cultural settings in which language is not a barrier, because the meanings of these sociological, psychological and social psychological concepts have been negotiated within a range of different linguistic but academic communities.  The themes to emerge from the data were largely generative, emerging from the research experience.  However, the consensus over the sensitising concepts was a little more restrictive.  Certainly, each of the three concepts was generated through the work of project partners, all of whom were encouraged to consider the application of each of these ‘sensitising concepts’ to the data that were being collected in each partner country.  This consensus was not straightforward, and to some extent felt like an imposed series of analytic frameworks that did not necessarily fit easily together, and data were possibly being forced to fit the framework.

Data analysis and the problem of language

The third threat to validity of the project findings relates to the reporting of the analysis.  The project - drawing on European funding – was contracted  to produce a series of ‘work packages’, including reports on both the student and staff experience of widening participation strategies, and  the factors identified that contributed to staying or leaving their programme or university.  Between the Warwick partners, a framework for the reporting of their experiences had been agreed in terms of a series of subheadings.  For me, this was an autoethnographic issue, because I came into the project late, after much of the data had already been collected, and my responsibility was to produce the reports on the staff and student experiences for the Warwickshire Partnership (Warwick, Kingston and Southampton Solent).  This required me to make sense of someone else’s data collection, and to make the important data fit the report headings.  On the whole, this was not too problematic.  But, with one of the partner institutions, the agreed question on student support had not only no evidence of the effectiveness of the  personal supervision system, but I could find no reference in the  recorded evidence that this university had one at all.  Fortunately, my predecessor was able to shed light on this matter, but it made me realise that using other researchers’ qualitative data, and using  other researchers’ analytic frameworks is problematic, and worth reflecting upon.  .

The data collected were a series of in-depth interviews with staff and students at the three universities over a three-year period.  The transcripts of the interviews were produced by a professional transcriber, not the researcher who collected the data.  It became clear very quickly that this transcriber had little background in higher education or lifelong learning.  Nor was the transcriber familiar with government policies on access and retention.  There were many errors apparent in the transcripts suggesting that the transcriber did not necessarily understand everything that had been recorded.   This was my first ever experience of rigorously analysing someone else’s data from transcripts.  The closest I had come to this before was working with graduate students to help them begin to make sense of their data that they had collected.  In this situation, I was not expecting, nor expected, to undertake the definitive analysis, but merely suggest strategies for undertaking the task.  Now, I was faced with a large amount of interview data from which I had to produce research reports.

Working with other people’s data

The distinctive nature of using qualitative research strategies has been well discussed.  As with any methodologies as social scientists we have to be content with something less than proof, and talk instead of interpretation and understanding, or verstehen.  One of the  commonly perceived advantages of qualitative research is that the stages of research are not treated as sequential nor linear, and feels more like a process of  ‘going around in circles’, though a more accurate metaphor might be that of a helix, given that offers a sense of development, and ‘getting further on’.  In qualitative research, data analysis often takes place alongside data collection to allow questions to be refined and new avenues of inquiry to develop.  Indeed, this often cited as one of the key advantages of taking a qualitative approach to data collection/analysis.  This is quite a complex process of attempting to make sense of data, not merely be identifying themes in the data, but recognising the processes of inter-subjectivity as part of the interpretative processes.  In short, data collection, analysis and interpretation are simultaneous processes, and reflecting on how this is happening during the research processes is essential for constructing methodological discussions.  There are a range of strategies available to the qualitative researcher.  For example, textual data are typically explored inductively using content analysis to generate categories and explanations, and now there are software packages available for help with analysis.  But these can only offer suggestions to consider and reflect upon, and are not to be viewed as short cuts to rigorous and systematic analysis.

In using statistical data, the critically reflective researcher know the necessity for challenging assumptions about how the quantitative data has been constructed.  The data used is often the result of a transparent system of categorisation, classification and enumeration.  It can be explored and have its reliability and validity challenged.  Treating qualitative data in the same way is problematic.  Meta-research procedures requiring interviewing the qualitative researchers about their assumptions, decisions they made during the process, and the iterative processes through which data is constructed and meanings made is far more complex.  And that complexity is compounded when not only is different academic discourse in use, but different languages are being used to communicate those constructed interpretations and meanings.

High quality analysis of qualitative data depends on the skill, vision, and integrity of the researcher.  In this situation where there are at least two researchers involved, artificially separating data collection and data analysis, a more dialogical process is necessary to get behind the construction of the data and the interpretations of its meanings.  The process is always complex, but the complexity is compounded by the fact that the data has been collected through a process of recording the spoken words, and typically this is not simply a series of questions and answers but a dialogue between the researcher and  - in this example – the student or member of the staff who have been selected through a sampling process to offer ‘expert’ insights into issues around ‘access’, ‘retention’ and ‘completion’.  The secondary researcher is required to work not with the audio recordings, but the transcriptions, which is yet another process transforming the nature of the data.  The professional transcriber has had to learn a way of communicating through coding systems to represent talk as a series of words and symbols.  At this point we are getting to the heart of our third ‘threat’ to the validity of communication and meaning construction in the research process.  An essential strategy that is employed in interviewing is, of course listening skills.  In qualitative research, the researcher ‘listens’ to the data, and is not only making sense, but making decisions as how to make sense of the data.   The voice of the person being interviewed is in the head of the researcher.  In reading the transcript, the researcher can ‘hear’ the voice of the person being interviewed, and though this can ignore the transcript codes, and humanise the discourse.  However, in this case, the voice of the person being interviewed is coded, and cannot easily be humanised.  I could not decode the signs and symbols of the processional coding.  I tried reading the transcript aloud, but all I could hear was my voice, my interpretation, and was witnessing my reconstruction of the interviewee’s meanings.

My purpose is not to argue that this invalidates the data that has been collected, constructed and deconstructed, but merely is a hollow echo of the richness of qualitative data.  One further point is worth making.  Not only does this suggest the necessity of the researcher working with their own data, but where professional transcription are used, they are often full of  language ‘errors’, words that are unfamiliar to the transcribe who is having to guess the word or concept, which can sometimes be amusing, but also worrying about the transcription as an accurate record of the conversations that had taken place between the researcher and the student or staff being interviewed.  
We are told in the methodological literature (Davies, 2008; Hammersley and Atkinson, 2007; Pope et al.; Silverman, 2005; Silverman, 2006; West et al.  2007) that there are no ‘hard and fast rules’ concerning transcription.  We know that it is quite time-consuming to have a verbatim transcript of an entire set of interviews from beginning to end, particularly if literally every word is transcribed for every interview.  Typically, the researcher will have an eye on how the data is to be reported.  Inevitably, only a small percentage is likely to be directly reported in the published reports and articles, as the very weight of evidence is more than sufficient, and that which is sufficient is more than is necessary.  And how detailed need the transcription be? If discourse analysis is being employed, then the detail will need to be far greater than if a few ‘typical’ quotes are to be used to support a particular argument.

Epilogue

This paper has only just begun to point to the need to unravel some of the complexities of engaging in comparative research, which requires engagement in the negotiation, if not the construction of, shared meanings across many languages.  It has noted that the comparative issues are not so great where there is shared disciplinary frameworks, using distinctive key concepts that are more often shared.  There are a whole range of ethical issues that need consideration, especially around the student experience for those, maybe from ‘non-traditional students’, who gain access to higher education, but due to a wide range of reasons, not least the unfamiliar culture of higher education into which they are expected to assimilate  increasingly diverse cohorts, whilst the institution takes on its responsibilities for putting in place strategies to accommodate students in what may be for them ‘unfamiliar cultures’ of higher education.  ‘Taster days’, partnership arrangements with schools and further education, and many other strategies used to attract students into higher education, whilst at the same time shifting the financial burden – the debts – to the students will continue to raise questions about the purposes of higher education and/or lifelong learning, as well the ethics of so-called ‘widening participation’.

References

Armstrong, P.  (2011) ‘Has the metaphor of ‘learning journey’ any value in the analysis of research data on access, retention and ‘drop-out’ in higher education?’ Paper delivered to RANLHE Dissemination Conference, University of Seville, April 2011 http://www.ranlhe.dsw.edu.pl/files/Armstrong.pdf 
Chang, H.  (2008) Autoethnography as Method.  Left Coast Press, Walnut Creek, Ca.  
Davidson, I.  Murphy, D.  and Piette, B.  (eds) Speaking in Tongues: Languages of Lifelong Learning.  Proceedings of the 33rd Annual Conference of SCUTREA.  Bangor: 2003

Davies, C.  A.  (2008) Reflexive Ethnography: a guide to researching selves and others.  3rd ed.  London: Routledge

Hammersley, M and Atkinson, P (2007) Ethnography: Principles in Practice.  3rd ed.  London: Routledge
The Harris Report (2001) Higher Education Careers Service Review, Department for Education and Employment (DfEE), 2001
Johnston, R., Merrill, B., Holliday, M., West, L., Fleming, T.  and Finnegan, F.  (2009) ‘Exploring HE retention and drop-out – a European biographical research approach’ in Coare, P.  and Cecil, L.  (eds) Really Useful Research? Critical Perspectives on Evidence-Based Policy and Practice in Lifelong Learning.  Proceedings of the 39th Annual SCUTREA Conference.  Falmer: University of Sussex.  pp.  277-291. http://www.leeds.ac.uk/educol/documents/181975.pdf
Field.  J., Morgan-Klein, N., Fleming, T., Finnegan, F., Holliday, M., West, L., and Merrill, B.  (2010) ‘On structure and subjectivity, reproduction and transformation: understanding non-traditional students in higher education; a trans-European approach’, in Merrill, B. and Armstrong, P. (eds) Looking Back, Looking Forward: Learning, Teaching and Research in Adult Education Past, present and Future.  Proceedings of the 40th Annual SCUTREA Conference, pp.  126-140. Coventry: University of Warwick

http://www.leeds.ac.uk/educol/documents/191546.pdf;

http://www.leeds.ac.uk/educol/documents/191549.pdf;

http://www.leeds.ac.uk/educol/documents/191554.pdf;

Meneley, A.  and Young, D.  J.  (eds) (2005) Autoethnographies: The Anthropology of Academic Practices.  Plymouth, Devon: Broadview Press

Morey, A., Harvey, L., Williams, J., Saldana A., and Mena, P.  with Watson, W.  and MacDonald, M., 2003, HE Careers Services & Diversity: How Careers Advisory Services Can Enhance the Employability of Graduates from Non-traditional Backgrounds, HECSU/AGCAS/Centre for Research into Quality.   http://www.prospects.ac.uk/cms/ShowPage/Home_page/Labour_market_information/Graduate_Market_Trends/HE_Careers_Services___Diversity__Winter_03_/p!efaaam
MORI (2005) Attitudes to Higher Education and Part-time Degrees among 16-18 Year Olds.  Final Qualitative Report Commissioned by The Sutton Trust and Birkbeck College, University of London.
Peräkylä, A.  (2005) ‘Analyzing talk and text’ in N.  K.  Denzin and Y.S.  Lincoln (eds) The Sage Handbook of Qualitative Research.  3rd ed.  London: Sage

Pope, C., Ziebland, S., and Mays, N.  (2000)  ‘Qualitative research in health care: analysing qualitative data’ British Medical Journal, 320, 7227, pp.114 
Silverman, D.  (2005) Doing Qualitative Research.  A practical handbook.  2nd.  ed.  London: Sage

Silverman, D.  (2006) Interpreting Qualitative Data: methods for analysing talk, text and interaction.  3rd ed.  London: Sage

Schuetze, H.  and Slowey, M.  (2000) Higher Education and Lifelong Learners: International Perspectives on Change.  London: Routledge Falmer

Schuetze, H.  and Slowey, M.  (2002) ‘Participation and exclusion: a comparative analysis of non-traditional students and lifelong learners in higher education’,  Higher Education, 44, 309-327

Van Maanen, J.  (1988) Tales of the Field: on writing ethnography.  Chicago: University of Chicago Press

West, L.  Alheit, P., Andersen, S.  A., and Merrill, B.  (eds) (2007) Using Biographical and Life History Approaches in the Study of Adult and Lifelong Learning: European perspectives.  Frankfurt: Peter Lang
Negotiating gaps: adult educators between policy and practices

Tannis Atkinson, Ontario Institute for Studies in Education of the University of Toronto, Canada

Over the past few decades international surveys conducted by the Organization for Economic Cooperation and Development (OECD)—including the Programme for International Student Assessment (PISA), the International Adult Literacy Survey (IALS) and the current Programme for the International Assessment of Adult Competencies (PIAAC)—have been primary mechanisms in constructing a new international consensus which ‘more strongly integrate[s] education into the core of labour market and economic agendas’ (Rubenson, 2008b, p.  257).  Adult literacy policies based on the logic of the OECD surveys reinstate distinctions between vernacular and dominant literacies (Barton & Hamilton, 1998) and occlude processes through which ‘certain literacy practices are supported, controlled and legitimated… [and] others are de-valued’ (Hamilton, 2001, p.  179).  In doing so these policies fail to address firmly ‘entrenched and intractable problems of inequality, social exclusion and social injustice’ (Hillier, 2009, p.  548) correlated to lack of fluency in dominant literacies.  Rubenson (2006, 2008a) argues that the OECD has made an ideological choice in continuing to promote a market-logic story about ‘literacy’; he documents how the OECD has ignored research findings which indicate that countries in which adult education policies are informed by equity concerns have much more equitable outcomes than countries where policies are based on a market model.  Growing evidence suggests that market-oriented policies may be ‘further deepening the gap between social groups whose unequal access to the knowledge economy has nothing to do with an ability to decode the alphabet’ (Hernandez-Zamora, 2010, p.  185).  In this paper I reflect on what these changes mean for adult literacy educators.

Naming the gaps

The notion of a gap between policy and practice was introduced by Kell (2001b) in her description of how adult literacy work was reorganized in post-apartheid South Africa.  Kell notes that informal programs that fostered competences were replaced by formal programs focused on asking learners to perform specific tasks.  The educational middle class sponsors of literacy were supplanted by participants from the economic sector who relied heavily on ‘stale ‘bringing light to the darkness’ metaphors’ (p.  105).  The newly-established ‘hyperpedagogised literacy’ drifted further and further from supporting learning related to ‘what goes on in [adult literacy learners’] everyday lives’ (p.  103), creating a widening gap between learners’ actual literacy practices and those provided for in policy.  Practitioners are caught in this gap.
Similar changes occurred in Canada during the 1990s; educators argue that current policies overlook the range of barriers faced by students attending adult literacy programs (Carpenter & Readman, 2004; Hoddinnott, 1998; Horsman, 1999) and express dismay that current policies seem to place higher priority on accounting and financial tracking than on ‘delivering literacy services’ (Crooks et al., 2008; Woodrow, 2006).  In England and Northern Ireland, Hamilton (2008) asserts that practitioners are frustrated because dominant, institutional definitions of literacy are turning them into technicians and robbing them of agency.  She notes a difference between less experienced tutors, who feel the lack of agency as ‘paperwork overload and contradictory demands,’ and more experienced ones who ‘interpret it as a real ethical undermining of their role which traditionally has been characterized by large amounts of ‘gift-time’ a pride in making the most of resources in a marginalized field and a bedrock commitment to social justice and the human rights of learners’ (p.  5).

Jackson (2005) notes that OECD surveys influenced policy changes in England, Australia the United States and Canada, and focuses on how the gap between policy and practice is being produced.  She uses institutional ethnography to map how ‘literacy work is defined, organized and coordinated’ (p.  770) through reporting processes that give funding bodies ‘a particular ‘slice’ of the lived reality of literacy teaching and learning’ (p.  773).  Jackson argues that the gap between policy and practice is ‘a systematic feature of a textually mediated mode of governance’ that translates ‘the messy details of peoples’ lives and learning…into standardised and objectified categories through which they can be counted and made administerable’ (p.  774).  By ignoring ‘messy reality’, policies and reporting procedures create dilemmas and frustrations for workers who are caught between the ‘competing and sometimes conflicting interests [of]…funders and users of literacy services’ (p.  775).  Perhaps historicising the immense power differentials between vernacular and official literacies can shed light on how systemic inequities, a strong feature of current ‘messy realities’, are reproduced.  
Historicizing the power differential between official and vernacular literacies

I understand literacy as a key technology of processes of ‘modernisation’ and I take the perspective that colonial relations—and the epistemological hierarchies used to justify them—did not end with the formal end of colonialism.  From this theoretical position I understand that literacy education has routinely been implicated in processes whereby dominant practices are imposed upon vernacular ones.  This is not to say that all literacy campaigns operate in this manner: there have been successful campaigns aimed at strengthening and renewing vernacular literacies and language communities.  What I am arguing is that there are suggestive parallels between the OECD literacy surveys and past projects of ‘modernisation’ and ‘development’.  In particular I note that the OECD literacy surveys assume that subjects require qualities similar to those that the civilizing mission aimed to develop in modern subjects, namely ‘hard work, discipline, curiosity, punctuality, honest dealing and taking control’ that can be used for the ‘accumulation and reinvestment of wealth…to anticipate and forecast future trends …[in] the drive for unbounded productivity and the provision of material abundance’ (Adas, 2004, p.  81).  
In Canada, education was a key tool of colonization.  Until the 1960s, indigenous children were removed from their families and communities and sent to residential schools where they were forbidden from speaking their languages and trained to become low-status workers in the emerging industrial economy (Battiste and Barman, 1995; George, 2001; Kempf, 2009).  Dominant society has, very recently, begun to acknowledge the pivotal role of residential schools in colonization but public discussion of this history has not resulted in any structural changes.  While adult educators stress the need to de-colonize understandings of indigenous literacies (Antone, Gamlin, & Provost-Turchetti, 2003; Balanoff & Chambers, 2005; George, 2001) the government continues to assert that too many indigenous people score below Level 3 in IALS terms and that indigenous people lack the ‘essential skills’ to thrive in the emerging knowledge economy.  Analysis of income disparities between indigenous and non-indigenous people continue to focus on whether or not indigenous people are fluent in dominant literacy practices, even as reports acknowledge that close to ‘half of the wage gap’ is due to factors such as discrimination which ‘require further research’ (Kapsalis, 2006, p.  25).  
In Canada, adult literacy policy is a relatively recent phenomenon: no jurisdiction had a strong history of supporting adult literacy work before the 1960s.  Walter’s (2003) study of Frontier College, the longest-standing adult literacy program in Canada, revealed that Social Darwinism was central to its pedagogical approach in the nineteenth century.  Decisions about which men were allowed to attend programs was based on racialized hierarchies of educable and uneducable ‘races’, and Frontier College instructors believed that their role was to ‘Christianize’ and ‘Canadianize’ students.  Canada’s immigration policies historically encouraged immigration of low-status workers, and when immigration from non-European countries was expanded in the mid-twentieth century highly-educated racialized immigrants continued to be relegated to low-status, low-paying jobs.  Current literacy policies based on the OECD survey findings may be operating as ‘racial projects’ (Shore, 2009) by carrying forward epistemological hierarchies from the colonial era and suppressing ‘recognition of the long arm of racialised phenotypes that anchor assumptions of competent citizenship’ (p.  93).

Between the 1960s and 1980s the federal government supported basic education up to secondary school equivalency as part of labour force training, prodded in part by findings that the Canadian labour force had a ‘low average education level…relative to other Western countries’ (Alden, 1982, p.  2).  Support for the program ended in the mid-1970s when it became apparent that ‘training at the literacy level did not reliably lead to people getting jobs or taking further training, and therefore did not serve the federal mandate for job training’ (Darville, 1992, p.  16).  In this period charitable and community organizations scattered around the country became increasingly active in advocating for literacy ‘as a right, and as a means of participation in society (p.  18).  By the late 1980s most provinces had begun to fund adult literacy programs; policies were premised on liberal assumptions that saw ‘illiteracy as a primary cause of poverty and unemployment, and correspondingly, [saw] adult basic education as a particularly effective anti-poverty strategy’ (Alden, 1982, p.  1).  But statistics continue to show that acquisition of dominant literacies does not translate into higher incomes for women (Shalla & Schellenberg, 1998), for indigenous people (Kapsalis, 2006) or for racialized subjects (Arat-Koç, 2010; Colour of Justice, 2007).  Within the OECD discourse of literacy as skills, these systemic inequities are made to disappear.  
The ‘doing good’ trap
Alden (1982) notes that adult educators played key roles in advocating for literacy programs as solutions for poverty and social exclusion; he is critical of the fact that they did not examine the structural causes of marginalization.  I would like to carry forward his findings by asking how a commitment to ‘doing good’ gets constructed, and how that desire to ‘do good’ gets used.  In asking these questions I draw on scholarship about how subjects are formed within networks of power and knowledge, using Spivak’s (1993) suggestion that we consider ourselves as ‘being able to do something—only as you are able to make sense of it’ (p.  34).  
To consider these questions I turn a recent study of white women development workers in Canada.  Heron (2007) builds on critiques of development that foreground global and historical contexts, particularly ‘modernity’s enduring idea of progress as universally valued and the purview of the West/North’ (p.  36).  Heron notes that feeling ‘entitle[d] and oblig[ed] to intervene so as to ameliorate the Earth and the lives of its human inhabitants’ are ‘important, racialized and self-affirming relational aspects of white middle-classness in the late twentieth century’ (p.  37).  She asserts that when white women describe their passion for development work as motivated by social justice, they ‘construct [them]selves as moral subjects’ (p.  134) and turn away from their own position in relations of global domination.  
Between policy and vernacular literacies

Adult literacy workers in Canada tend to be white, middle-class, middle-aged heterosexual women; they are, in most parts of the country, demographically different from students who attend the programs.  What does it mean that they are outsiders to the students’ vernacular practices? The frustration that practitioners feel in inhabiting the gap between policy and practice is quite different from that of colonized subjects whose literacies and languages are erased or occluded by the imposition of dominant literacies and forms of education (Franchetto, 2008; Ho'omanawanui, 2004; Thiong’o, 1986; Thomas, 2007).  As foreigners to the students’ practices, do adult literacy teachers believe their role is to support learners in acquiring the dominant literacy as an additional set of practices? In ESOL training in Canada teachers are expected to consider how language teaching is connected to acquisition of cultural norms; they are asked to think about whether their aim is to assimilate students or to offer language tools the students can use to function within the dominant cultural and linguistic context.  In adult literacy training, on the other hand, these discussions do not occur.  Materials for paid and volunteer practitioners routinely define literacy in terms set by the OECD surveys and reiterate the claims that a quarter of adults ‘do not have the literacy skills they need to meet the demands of modern life’ (Community Literacy of Ontario, 2009).  By asserting that learners’ vernacular literacies are not acceptable, perhaps policies deprive practitioners of language to describe the work they do supporting learners to negotiate diverse literacy practices.  Perhaps if adult literacy workers paid more attention to how the OECD discourse has colonized other ways of knowing and other literacies the field could imagine how to avoid being trapped between vernacular and policy literacies.  
Between policy and structural inequalities

I am curious about what role assumptions about the benefits of ‘progress’ play in the OECD literacy discourse and in ideas that maintain racialised hierarchies.  In the current market model of education, literacy ‘takes on the commodity form, gaining exchange value through equivalences’ (Kell, 2001a, p.  206).  Do policies that treat literacy as a form of currency make it impossible for practitioners, and other social justice advocates, to talk about the fact that this currency does not have equal exchange value for all users? Heron argues that in white settler colonies such as Canada discourses of development occur within a ‘national story…of colonial and imperial innocence’ (Heron, 2007, p.  37).  Her work allows me to ask how Canada’s national story of innocence might make it difficult for white subjects to see how we are implicated in practices of domination, including practices that entrench particular literacy practices as ‘normal’ and more valuable than other practices.  A national story of innocence makes it difficult to examine how social exclusions are produced, and how each of us participates in or benefits from these exclusions.  The national story of innocence may also explain why so many white literacy workers believe that the government would, and should, enact policies that support literacy work as a social justice endeavour.
Naming the traps
To understand how policies reproduce systemic inequalities and reduce the spaces in which adult literacy educators can act, I draw on Foucault’s insights about modern power.  He uses the term bio-power to name processes that ‘brought life and its mechanisms into the realm of explicit calculations and made knowledge-power an agent of transformation of human life’ (Foucault, 1978, p.  143).  He argues that capitalism would not have emerged ‘without the controlled insertion of bodies into the machinery of production and the adjustment of the phenomena of population to economic processes’ (pp.  140-141).  New forms of power emerged that could make optimal productive use of the population; these forms of power relied on norms and hierarchies to ‘distribut[e] the living in the domain of value and utility’ (pp.  144).  
Perhaps measures of literacy, such as the OECD surveys, are being used to articulate norms and to reassert hierarchies among subjects in the interests of maximizing the productive potential of the population as a whole.  Taking this perspective makes it possible to see how market logics have been used over and against effective pedagogy.  It also reveals how policies framed on the level of aggregations cannot but ignore ‘the particular interests and aspirations’ (Foucault, 1991, p.  100) of the individual subjects who struggle with dominant print culture.  
Around the world, adult educators need to find creative new ways to highlight global inequities in ‘economies of literacy’ (Blommaert, 2008) and to unsettle long-standing patterns of dominance and exclusion.  We can start by asking about the origin of our belief that literacy will lead to social inclusion, and that government policies will address inequities.  We can also ask how we ourselves benefit from social relations that privilege specific culture- and class-specific literacy practices.  But perhaps we also need to ask how we can work towards a world in which it is much more common to ask whose literacies are de-valued, and why.  
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HE educators teaching international students: questions of purpose, participation and the need for reflection
Jeannie Daniels, La Trobe University, Australia
Introduction

Internationalisation of higher education is big business, and universities in Australia have become part of this process along with educational institutions in many other English-speaking countries offering a western-style education Guruz, 2008()
.  Yet, despite the growth of this phenomenon and the accompanying body of literature informing its development, challenges remain.  This paper presents a framework for investigating some implications for educators and their practices when international students come to study in an English-language university in Australia.  It discusses the challenges to socially just educational provision in light of the changing purposes of tertiary education and the different expectations and aims of participant groups.  There are four main stakeholder groups involved in developing and sustaining international education collaborations – governments, institutions, educators and students; however the focus here is on educators and some of the difficulties they face in creating mutually beneficial connections within the educational environment, with their students, and for their practices.  
The challenges that accompany internationalisation of the student body and curriculum have wide relevance.  While not all countries pursue or experience internationalisation of education in the same way, there are some commonalities identified in the literature that can be explored positively together, although the eventual outcomes and approaches to them may differ.  While pedagogical and language concerns in the international classroom are addressed in the literature, these are documented from the student perspective 
 ADDIN EN.CITE 

(Bailey, 2006, Peters, 2005, Ramos, 2010)
; what are less known are the challenges faced by the educator in responding to these named issues, including the broader cultural differences that operate within them.
The Australian context
The perceived status of a western-style education and degree, along with a more mobile student population, has attracted many students from countries where English is not the first language, to study in Australia.  While the majority of these students come from mainland China and India, a large number of other, mostly Asian, countries are also represented Guruz, 2008()
.  
Given Australia's claim of being ‘the world’s most diverse multicultural society’ (Victorian Multicultural Commission 2009), welcoming international students into the educational system seems a natural consequence of such diversity.  This phenomenon is actually not a new one, however, having begun in 1950 with the Colombo Plan and its aim of encouraging development across the Asian region.  Since then, an active student recruitment programme in place for over two decades has seen some universities becoming quite financially dependent on the business of educating these students.  
While there are some common aims amongst the various stakeholders, Marginson 2006()
 notes that the priorities informing their positions differ markedly, creating potential conflict on a number of levels.  He explains that ‘doggedly persistent differences’ (2006, p.2) exist between education systems and individual institutions, a situation that can equally be applied to educators and the students they teach (see for example 
 ADDIN EN.CITE 

(Ramos, 2010, Bartram, 2007, 

 ADDIN EN.CITE <EndNote><Cite><Author>Peters</Author><Year>2005</Year><RecNum>6</RecNum><DisplayText>(Peters, 2005)</DisplayText><record><rec-number>6</rec-number><foreign-keys><key app="EN" db-id="pxtvttadm0p0euerf23pxt9ofzs0pv9ppfdt">6</key></foreign-keys><ref-type name="Conference Paper">47</ref-type><contributors><authors><author>Peters, Helen</author></authors></contributors><titles><title>Higher education as a global project: how international students and the lecturers who teach them perceive themselves in one UK university</title><secondary-title>35th Annual SCUTREA Conference</secondary-title></titles><dates><year>2005</year></dates><pub-location>University of Sussex</pub-location><urls></urls></record></Cite></EndNote>
Peters, 2005)
.
Differences in purpose and aim amongst the participant groups impact on the structures and the effectiveness of these international connections.  They impact too, on the confidence of educators to do their work well.  More obvious student needs, such as those relating to language differences, are well understood by educators; less so are the implications to student-teacher relationships of cultural, social and personal levels of loneliness Sawir et al., 2007()
, or Rizvi's (2010) even broader contextual framework of pedagogy, cultures, knowledges and expectations.  
Points of difference in these international exchanges can be complex, yet educators are expected to respond to this complexity of student needs, while already operating within an – at times – unsupportive environment shaped through policy decisions.  They must also contend with institutional expectations of successful participation and completion of their students.  
Educators in the Faculty of Law and Management at La Trobe University in Victoria currently work with substantial numbers of international students.  Of the 6000 undergraduate and 2000 postgraduate students 35% are international – from forty different countries – and comprise 72% of the university’s international student population.  
In my role as Academic Language and Learning lecturer working with both students and staff in this faculty I identified a high level of confusion and frustration amongst teaching staff: one young female lecturer related feeling overwhelmed when, in her first lecture, she found herself looking into ‘a sea of almost completely non-Anglo student faces’.  This educator has a keen sense of cultural differences and of student equity, yet wondered how she would be able to address the expectations and needs of all her students, given her students' non-western educational backgrounds.  
Students’ English language fluency is a major area of contention.  Students currently are admitted with an IELTS (International English Language Testing System) score of 6.5 or 7.0; this is classed as Competent to Good, and is an average of the reading, writing, speaking and listening scores.  The result is that many students may read capably in English, but write at a much lower level than is acceptable for academic work.  Students may also have a good level of aural communication in Standard English, but some teaching staff, too, come from countries other than Australia so that students are exposed to English spoken with many different accents, including Australian, Kenyan, Iraqi and Scottish.  
Many students come from Mainland China to complete their final undergraduate year here after studying in their own country at an affiliated college where only Standard English is spoken and little is taught about western style-educational practices.  These educational cultural differences are evident, with Chinese students tending to congregate in peer groups, their preferred learning style (and probably also a strategy that lessens their linguistic and social isolation).  Educators are baffled when students claim never to have written an essay using citations – these not required in certain educational cultures – or to have presented orally to an audience.  Attitudes of staff to such differences vary, with responses ranging from accommodation: ‘well I do try to allow for their language needs' to complete frustration: 'these Asians...they all sit together in a corner.  They just don't say anything - not in English, anyway’.  
Most educators that I speak with do care about their students, want them to succeed in their studies, and want to teach them effectively.  Many, it seems, are unsure of how to do so.  My impression has been that much of the process of internationalisation of education has happened to the teaching staff.  They have been offered little preparation and support to enable them to accommodate these student characteristics, which can be very different to those of domestic Anglo-Australian students.
As part of my work to develop staff capabilities, I explored ways in which these educators could develop a reflective approach towards addressing their concerns, in order to re-shape their practices in a way that would accommodate the changing environment and satisfy their own professional needs as well as those of their students.  
Educators' perceptions - a small research project
This section describes a two-part research project of which the first part involving collecting data from a questionnaire disseminated to teaching staff.  I formulated a set of questions that emerged from my work-related and less formal discussions with teaching staff, and that I felt responded to the challenges that seemed to be present in their current work environment:

· How do educators re-shape or adjust their practices in response to changing student demographics?  

· How can educators offer an educational experience that responds to international students' desire for a western-style education, yet at the same time address quite pronounced cultural differences within the classroom? 

· How do they respond to/contribute to policy and institutional demands on them to participate in these international collaborations? 

From these questions, the questionnaire was constructed and distributed to twenty-two teaching staff within the Faculty.  (The questionnaire format was selected due to known time constraints of educators during teaching periods; this format would facilitate quick and easy completion and therefore I hoped to obtain a reasonable response).  
I wanted to know what teaching staff thought about teaching international students, and how effective the former felt they were in their teaching.  For example, were they clear about their purpose in teaching international students?  Did they know what their institution’s expectations were?  In addition I aimed to introduce the concept of fairness.  I already knew that some educators felt that institutional and government policy decisions were impacting unfairly on them – did they think about the student perspective?  If so, what were their thoughts?
Finally I felt it would be important for them to consider some consequences and implications of what they had identified.  This reflective aspect is an important one, as it introduces the notion that participants first of all need to engage with their experiences before they can begin to make sense of them Boud, 2001()
.  Reflection is about understanding what is happening or has happened, and taking charge of the experience and feelings that accompany it.  For Boud 2001()
 it means returning to experience, that is, remembering ‘how it was experienced at the time’; recognising the feelings that accompanied the experience; and re-evaluating that experience, and involves:
relating new information to that which is already known, seeking relationships between old and new ideas, determining the authenticity for ourselves of the ideas and feelings that have resulted, and making the resulting knowledge one’s own Boud, 2001(, p.14)
 

From the questionnaire data I identified the four following problematic areas; these were rated significant by more than 50% of the seventeen eventual respondents.  
· lack of common purpose -  feeling isolated, they were acting alone;
· lack of support- no acknowledgment of the difficulties by senior administration;
· lack of clarity of aims - not sure what they were doing, feeling their way, just surviving;
· lack of understanding  - this was about not being able to identify the problems, or not knowing what to do about them.  
Identification of the issues formed the first part of the research project, and the findings will subsequently be used to design Cultural Development in Practice workshops for staff.  
Educators’ concerns: What are we doing, and why are we doing it? 

Although the sample is small, there is enough data to be useful for discussion and to subsequently develop the next stage of the research.  While participants’ observations and opinions of their practices, and of international students, vary, there are clearly a number of issues shared across the teaching staff.  The responses confirmed the existence of some concerns that I had identified in my work with staff; I had not been aware, however, of the unanimity of position regarding some problems, nor of how keenly felt, by some, the sense of isolation.  
Findings from the questionnaire

There is a perception that what happens in the 'classroom' is not well understood at higher administrative levels, while the policies that drive the internationalisation of education are often assumed to be just about making money.  When institutional and pedagogical aims are at odds, such as staff here have asserted, the result is that simplistic assumptions about teaching are made by administrators, resulting in educators receiving little in the way of support to develop new pedagogical approaches that acknowledge cultural differences.  
In this faculty at least, it appears that the demographic change in the student population has far outpaced any opportunity educators have had to come to terms with this, or to undertake professional development aimed at cultural awareness.  There are varying degrees of understanding, amongst these teaching staff, of the problems and of how to address them.  A sense of feeling lost and disempowered is evident.  The consequence of these changes is that educators feel baffled; that they ‘don’t know what [they’re] doing’, and frequently interpret culturally unfamiliar students’ responses to mean that these students are ‘not very bright’ or ‘lacking motivation’.

Most staff members have identified that they often feel isolated from their peers (in the context of their teaching work), and that they are struggling through ‘unknown territory’ on their own.  Many felt that these impositions were unfair, both to themselves, and (for a lesser number) to their students as well.  
From these responses, I have identified that a clear sense of purpose, participation and reflection are missing.  Educators working with international students need to – and have a right to – understand both the purposes of internationalisation (those of governments and their own institution) and their role in the processes.  Given that some educators working in higher education have had internationalisation thrust upon them, how do they start to come to terms with what they are being expected to do?  
Clearly strategies are needed that will enable educators to increase their understanding of the issues confronting them, and also how they might respond in ways that are beneficial to them and to their students.  A process of developing ownership is needed – educators must take back ownership of their practice.  Educators should be participating in developing their practices to respond to changing demands, practices that will address their needs as professionals as well as the needs of their students.  
Planning the workshops
Informed by the results from the questionnaire, notions of purpose, participation and reflection will shape the design of the workshops currently being developed.  Content will focus on exploring educators’ perspectives on, and their responses to, cultural differences they face in their work.  Activities will be based on developing aspects of a reflective practice through journaling, and strengthening peer engagement and support through group activities including sharing of culturally appropriate teaching strategies.  
I decided, in constructing these workshops, to address only what seemed possible to achieve.  Educators are only one group participating in the processes of internationalisation of education, and are thus constrained by both institutional demands and their own sense of responsibility towards students.  And yet it is important for educators to take ownership of both the problems they face and the solutions they adopt.  Once they have identified their own major areas of concern, they can reflect on these difficulties, sharing them with their peers.  This process of reflection on action (Schön 1983) through relating and re-evaluating these experiences, is a first step towards developing a more reflective stance and building awareness, focus and confidence.  
One effective way to facilitate reflection is through journal writing, which, according to Boud (2001, p.12), has ‘a significant role to play’ in shaping a reflective practice that engages practitioners as active participants.  Journal writing will be introduced in the workshops, where journalling activities will be constructed around the following questions:

· what are we aiming to achieve? 

· are we doing it well? 

· is what we are doing fair and equitable? 

· what kind of connections are we making?  

This set of reflective questions, focusing on educators' perceptions about the purpose of their work with international students, will be used to encourage them to reflect on their own understandings about their teaching practices.  Educators can use these reflections as a way of locating and clarifying their position in the growing but still contentious process of internationalising education provision.  
Educators have an important role to play in creating sound, equitable, enduring international connections, but how do they do this if they feel as disempowered as my findings suggest?  To overcome their sense of isolation and frustration, educators need first to clarify their own aims and purpose when they engage in teaching international students, and ask themselves: 'what are we doing, and why are we doing it?' 
Knowing their own needs, and subsequently understanding better the needs of their students, they could more enthusiastically approach the broader issues of policy and institutional aims confident that their needs may at least be acknowledged, if not fully addressed.  
Conclusion

Responding to the requirements of policy, individual institutions and to students, educators can find themselves doubting their capacity to deliver equitable and socially just education.  This paper describes an Australian higher education setting in which educators struggle with the necessary changes to practice required to meet the needs of international students, as well as institutional demands and broader policy expectations.  It suggests a starting point from which educators can confidently begin to reshape their educational practices to provide relevant and informative learning in the internationalised higher education environment.  
A small research project confirmed that educators in one faculty feel frustrated and isolated, but above all confused; they misunderstand or are unsure about how to respond to the challenges they feel have been thrust upon them.  Enabling educators to make sense of what they are doing - and why - through activities that develop reflective practices will go some way to giving back a sense of purpose to their work and to their role in the internationalisation process.  
What is suggested here is only one small step towards addressing the differences in purpose amongst educators, students, institutions and policy-makers in relation to the internationalisation of education.  Perceived differences about the purposes of this phenomenon remain, and yet these perceptions and their implications must be addressed if all stakeholders – educators, students, policy makers and higher education institutions – are to be satisfied.  
It is not, however, the role of educators to teach policy makers and institutional administrators how to do their jobs.  Nevertheless, developing reflective practices in relation to the international students we teach will go a long way towards facilitating constructive and influential participation in the debates around the internationalisation of education.  When educators are confident about their role and have a clear sense of purpose, that is, what they are doing and why they are doing it, they are better equipped to critique and debate those policy and institutional directives that impact on them and their ability to practice.  
Socially just and equitable pedagogical practices are what educators want to provide The educators’ responsibility - and what most would like to be able to do - is participate in developing the international learning environment to provide socially just and equitable learning opportunities to all students.  International students must of course continue to make explicit their cultural, learning and social needs, for researchers and educators are generally keen to understand better their point of view.  What remains is for those concerned with recruitment and constructing policy to become similarly reflective.  
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Full-time adult undergraduates as a new group in Chinese public universities in the 21st century: An intrinsic case

Qun Ding, University of Sheffield, UK
Introduction

This paper explores an adult undergraduate’s educational experiences.  The data form part of my research on the recent new phenomenon of full-time adult students studying at Chinese public universities.  This research addresses a wider range of issues than is reported in this paper, including adult students’ motives for attending higher education, their experiences of being at university and the influence of higher education on them.  
As an intrinsic case, one participant (SG) experienced specific events over a span of 50 years.  He grew up in the Cultural Revolution and worked in several state work units in the 1980s.  He started to run his own business in the early 1990s.  Then, he prepared for his dream of being a full-time university student from 2004 and realised it in 2006.  Thus, his story included two periods: the period of the Cultural Revolution (1966-1976); and the period of the reforms and opening-up (1980s- Present).  Through this case, I explore how social forces have influenced people’s learning lives in a Chinese context in terms of exclusion from and access to learning.

Background: policy changes

During the Cultural Revolution, the Chinese government focused on political mobilisations and campaigns, which disrupted economic and educational progression (Zhou, 2004).  In particular, the Cultural Revolution involved a form of collective violence against teachers and intellectuals (Gong, 2003).  Many schools and colleges were closed while many intellectuals were sent to rural labour camps.  The university entrance exams were suspended from 1967 and instead entrance was based on political criteria favouring students with worker and peasant origins in order to achieve social equality.  Middle school and high school graduates had to have work experience in the rural areas before they could be recommended for entry to university (Hayhoe, 1996).  In this regard, government policies and priorities completely dominated people’s educational and life chances; thus, people had no control over their lives.  In brief, the education system and its expansion based on student demand were brought to a visible halt.  One whole generation, China’s ‘lost generation’, had no education.  
After the Cultural Revolution ended, the government developed a new ‘open door’ policy and initiated Chinese economic reforms in 1978 in order to pursue Chinese modernisation.  Education was viewed as a key element to realise this goal.  As a result, the higher education system was rebuilt in the late 1970s (The World Bank, 1997).  The national university entrance examination was restored in 1977, thus establishing a merit-based system instead of the previous political criterion.  At the beginning of the 1980s, the government also started to seek international support in order to strive for the development of higher education and alleviate the manpower shortage caused by the Cultural Revolution (Hayhoe, 1996).  Under the support of the World Bank, the government was encouraged to expand university enrolment and establish large comprehensive universities through the amalgamation of specialised institutions.  Moreover, the projects of the World bank and Organisation for Economic Cooperation and Development (OECD) offered university staff opportunities to study and do research abroad.  International specialists were also invited to enter Chinese institutions in order to support curriculum and research development.  With the increase of international activities, English became one of the main subjects in the annual university entrance exams (Turner and Acker, 2002).  
With the expansion of Chinese higher education, the Chinese government has adopted new policies to adapt to this tendency.  In particular, the limitations based on marital status and age for national college entrance examinations were abolished in 2001.  That is, Chinese adults have more access to higher education than in the decades before 2000.  They received higher education through informal routes such as night schools until the 1990s.  However, adults who are older than 25 years old or married can currently qualify for entry as full-time students in public higher education sectors on condition that they pass the annual national entrance examinations.  This significant change allows adults to pursue full-time undergraduate programmes at institutions through the formal traditional route.  
Theoretical and methodological basis 

In this paper, regarding the individual’s transition to higher education, Zang’s (2000) work on the children of the Cultural Revolution and Vernon’s (1972) theories on human interaction are quoted frequently to explore how the individual’s life course was greatly shaped and altered by social contexts and state policies in a Chinese context in terms of identity.  To interpret the individual’s perceptions of his own life course, phenomenology was selected as research paradigm as a result of its emphasis on people’s perceptions of what happens.  Thus, the life history interview was also employed to obtain the subjective accounts of the participant.  
The three hour audio-taped interview with the individual focused on his own understanding of his learning journey.  He started to introduce his family background and told his story chronologically.  In narrating, SG reconstructed the connections between events with or without his consciousness so an insight was gained into how policy-induced life events in the Cultural Revolution have affected individuals’ subsequent life courses.  This reflects the special importance of narratives, through which people express their own understanding of events and experiences (Atkinson, 2004).  More importantly, in agreement with Atkinson, SG referred to how his life has been greatly affected by external circumstances.  This provided short cuts to a Chinese context and forged the connections between his life events and political, economic, and social changes.  As a result, these made his experiences meaningful and understandable.  His narrative also contributed to a good understanding of his identity.  In common with Gibbs (2007), SG disclosed what kind of person he thought he was or would like others to think he was.  Especially when talking about key events in his life, he made reference to the instances of how he saw himself.  
Additionally, SG actively provided his informal essays without them being solicited so the method of documentary research was used.  These essays, which he had written in the last few years, included his previous and current experiences, his own feelings about these experiences and his perspectives on Chinese situations.  In agreement with Yin (2009), all of these were adjuncts to his life history interviews.  The essays provided more detailed information about the context of events such as the Cultural Revolution, and supported corroborative evidence of the findings from the life history interview.  His writings also helped to explain and verify the particular vocabulary used in the Cultural Revolution.  Some of the words and terms used in his interviews were unknown to me.  Therefore, the multiple sources of evidence contributed to an in-depth understanding of the intrinsic case.  
Research findings

Programmed life in the Cultural Revolution: exclusion from learning

The Cultural Revolution completely affected SG’s learning and further changed his life.  As the prestigious head of a primary school and a lecturer in a teacher training college, SG’s mother and father were considered to be the old elite and, therefore, ready targets in political campaigns; they were sent to labour camps at the beginning of the turbulent period.  As a consequence, SG was labelled ‘bad class’ (coming from an intellectual family) and he had to stop learning after graduation from primary school.  As he expressed it:
I belonged to the ‘bad’ class during the Cultural Revolution.  Only Children from the families of workers and peasants were permitted to study at that time.  If parents had political problems, their children couldn't learn.  This policy was brought in in the 1960s… My parents were denounced.  Could I study at school? No, I couldn’t.

SG was deprived of educational chances due to his family origins.  This was because the government aimed to redistribute educational opportunities in favour of the youth of the labouring class by restricting or removing the chances of those of other classes (White, 1976).  Under such circumstances, in order to help SG redress his negative class background and build a new positive self image, his mother suggested physical work, saying ‘Now you aren’t eligible for learning.  You’re going to learn how to do manual work and how to be a good person.’ As Zang (2000) suggests, this parental approach contributed to the establishment of a new social identity among disadvantaged children.  This was because at that time, the government also focused on sending urban youth to the rural and mountain areas to do physical work, through which they could learn from peasants and be re-educated (Liu, 2007).  Thus, SG started his programmed life in which he had no choice but to perform physical work in the countryside near his city.  
However, after a gap of six years, SG had an educational opportunity to restart his learning because Deng Xiaoping was rehabilitated and became China’s vice-premier in 1973, with the result that schools opened again (Chang, 1991).  His parents were released and returned to work at school.  However, another political campaign began several months after SG started his studies.  As a consequence, he had to leave school again.  As SG remarked:
Deng Xiaoping returned to work in 1973.  At that time, my mother was already out of the camp and she was later appointed as head teacher in a school.  My mother was very worried that I only finished my studies at primary school.  She tried her best to place me in a junior secondary school and in fact I studied there for some months… Another political campaign started… My mother was sent to a labour camp again.  She didn’t come out of the camp until the Cultural Revolution ended in 1976.  I didn’t attend school until then, so I worked in the countryside for ten years.

Owing to his family origins, he lost another educational opportunity.  During this period of his second exclusion from education, SG clearly realised that he had to do something to strive for the ray of hope of becoming university educated; otherwise he would have no chance to receive such an education as a result of his family origins in the Cultural Revolution.  As Zang (2000) points out, deprivation causes individuals to be sensitive to others’ attitudes and further to seek ways of adapting to threatening situations.  As mentioned previously, the state admissions policy gave priority to workers and peasants.  During this particular period, students were required to participate in productive labour for three years before they applied for universities and colleges or were recommended for admission to these institutions (Chan, 1978).  Accordingly, in order to cross the ‘class line’ in education and strive for eligibility for an educational opportunity, SG decided to go to a remote mountain area and become one of the ‘educated youth’ (Zhou, 2004, p.125) through hard manual labour.  As he commented in his writings:

When I was 18 years old, I insisted on returning to my hometown to be a peasant.  Lots of people around me disapproved of my decision.  I was stubbornly persistent… I left school twice.  My short-term education in a junior school had revived my interest in learning.  If I had continued to work in the countryside, I would never have had any chance to study at school because my parents were victims of political campaigns.  I thought that it was right behaviour if I could gain an opportunity to learn as a result of hard work in the village.  At that time, I tried to seek a ray of hope from extreme disappointment.  This was because I understood that nobody could actually guarantee me an education after I had done physical work.

SG aspired to recoup his impaired education through positive behaviour consistent with the official policy.  However, his dawn-to-dusk work did not create any educational opportunity for him.  As he commented in his writing, ‘I remember that my last wish was to study in a local training college… However, this wish wasn’t fulfilled’.  This evidence supports the findings of Zang (2000) that the deprived children affirmed the official ideology to re-establish their positive perceptions of themselves but failed.  It is thus suggested that society as an invisible hand constrained people’s behaviour and further formed their lives.  They had neither the ability nor space to change their lives during the Cultural Revolution.  Accordingly, SG continued his rural life, which was fully programmed and controlled by the government, with a strong sense of deprivation until the Cultural Revolution ended in 1976.  
Access to learning after the Cultural Revolution

When Deng Xiaoping re-emerged in 1977, he re-introduced the college entrance examination system, which offered SG an educational opportunity and changed his life.  He passed the exam and enrolled to study at a technical school in order to seek employment afterwards.  As he remarked:

My initial idea was that I would go to a high school… My mother told me, ‘You are 23.  Now the first thing is to think about employment.  You could go to study in a technical school first.’ Then I studied at technical school after I passed the exam… I didn’t like this course at technical school very much… But I took the test without thinking.  I didn’t know anything.  It would be OK for me as long as I could learn… At that time… I thought that few people would like to study in that school.  And I didn’t know whether I would be able to compete with high school graduates… I chose this major, which wasn’t the most attractive subject and wouldn’t be popular with many people.  
SG showed an instrumental motive for learning.  The short term goal of having an opportunity to learn took precedence over his long term goal of attending higher education.  As Vernon (1972) points out, to achieve an interest may mean to subordinate other interests; therefore, the justification for motive decisions may change.  However, his initial goal of going to university re-emerged when graduating from technical school.  He said, ‘I burnt all professional books used at technical school when I graduated… I did want to go to university after graduation.’ Nevertheless, owing to his excellent study results, the technical school allocated him a teaching post.  His parents persuaded him to take this good job.  Thus, his academic ambition was delayed until 2001.

While working, SG continued to read works on Chinese traditional culture, written by Chinese gurus who had studied abroad.  This facilitated his in-depth understanding of these works at university.  This supports Gallacher, et al.’s (2002, p.501) points of view that persisting in informal learning can facilitate adults’ return to formal learning.  Informal learning is regarded as a ‘stepping-stone’ to formal learning.  
Life chances in economic transformation: economic capital for learning

Since the late 1980s, the government has aimed to transform the economy from a centralized state-control model into a dynamic market model.  This facilitated new job opportunities for employment in the private sector (Zhou, 2004).  However, the majority still chose to work in the state sector, as it resulted in higher social status and more stable economic resources.  In contrast, SG refused to continue his professional career in a government sector and chose to start his own business in the early 1990s.  Although he had lost welfare benefits (such as health care and housing) provided by the state sector, he was successful in running his business and became a boss, thus gaining high economic payoffs.

In this way, SG started his ‘choice biography’ (Fuller, 2007) with the changes in state policies.  This life choice made it possible for him to become a full-time learner at university 10 years later.  As Gallacher, et al.  (2002, p.504) point out, financial support was ‘important both as an initial incentive that encouraged people to become involved in a learning career, and as a means of support that might enable them to proceed and become more fully engaged with this career’.  
Going to university in the 21st century 

SG aspired to compensate for the missed educational opportunities as a consequence of the Cultural Revolution, and to realise his dream of pursuing studies at university.  When in 2001 a government policy was introduced that relaxed the age limitations for university entrance, his academic ambition began to be realised.  As he remarked:
In the first year when age limitation was cancelled, I went to attend a training class for the university entrance examinations.  I paid tuition fees.  But I had many things to deal with in my business at that time, so I stopped going after a while.  I was very busy.  It wasn’t realistic.  But I have paid less attention to the business since then.

SG’s imagined identity as a university student conflicted with his actual role as a boss of his private factory, which occupied most of his time, thus causing the failure of his first attempt to learn.  However, his second attempt to study at high school in preparation for a university entrance examination was successful.  This was because he chose to be a full-time learner at high school by giving up his actual role as a boss in 2004.  As he commented, ‘I gave the running of my factory to my brother-in-law.  Then I started to learn’.  This shows that adult students’ decision to study causes them to separate from their past lives and identities (Baxter and Britton, 2001).  SG’s escape from his previous role and identity meant that his commitment moved to his new identity as a full-time learner.  He studied at high school for two years, during which he developed an ancillary motive, outside of this paper, for attending higher education.  Later he became a full-time undergraduate in an elite university.  
Summary

Being one of the lost generation in the Cultural Revolution, SG’s experiences of transition to higher education were explored in terms of identity.  Social capital, which was not discussed in this paper, also impacted on his learning experiences.  During the Cultural Revolution, class origins became the determining factor prescribing people’s future.  Thus, SG had a programmed life: he was deprived of educational chances and had to do physical work in the rural areas for the 10 years in which he should have studied at school.  With the changes in the government policies that started in 1978, he had opportunities to learn and further made his life choices; in particular, he became a full-time adult undergraduate through the formal traditional route.  His story illustrates the interaction of government policies, global influences and an individual’s identity, in constructing chances and limitations for the individual’s choice-making process in China.  
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A local case of global learning: critical reflections on leadership education for international community development practitioners

Behrang Foroughi, Catherine Irving & Shelagh Savage Department of Adult Education and Coady International Institute St.  Francis Xavier University, Nova Scotia, Canada
The Coady International Institute works with development practitioners to enhance communities’ knowledge, skills and capacity in the Global South.  This is done through education programs, action research, and in-field work with specific partners.  We bring to this study our interests and struggles with the concept of partnership, transformative learning and leadership for community-based action.  Drawing from critical theories of learning in a globalized world and adult education’s renewed call for social justice, we analyse the struggles of working in a setting that deals daily with the tensions of how knowledge is constructed collaboratively among participants and facilitators from diverse geographic and educational backgrounds.  We consider how we and our participants bridge so called western and non-western concepts of learning.  As equitable development requires intentional collaboration among diverse partners, we examine how a new course on Partnerships in Multi-stakeholder Environments mirrors our reflections on learning in a collaborative and complex environment.  We also integrate observations from an existing research methods course and the library’s participation in programming.
Context

The Coady International Institute is rooted in the Antigonish Movement, a social and economic justice movement in Eastern Canada originating with the Extension Department of St.  Francis Xavier University (St.FX).  The movement brought together two development models popular at the time, adult education and economic co-operation.  Collective activities beginning with mass meetings and study clubs, through to various forms of co-operative organizing led people to identify the obstacles they faced, the resources they could build upon, and the strategies they could employ to confront injustice.  The Institute was established in 1959 to respond to international demand for education programs on the movement’s collective learning and organizing models at the same time as concepts of international development and human rights were emerging.  Thus, the principles guiding the work of Coady integrated both the principles of our own movement, as well as those of the emerging Gandhian, Freirean, African humanist, feminist and ecological social movements (Bean and MacDonald, 1992).  Today, our work also integrates issues tied to globalization, sustainability, democratic citizenship and engagement.  Coady has worked to respond to international social and economic changes, while at the same time preserving our mission of working with grassroots organizations in the Global South.

Each year Coady offers, in addition to a range of short certificate courses, a comprehensive 19-week residential Diploma in Development Leadership program for 50-60 development practitioners primarily from the Global South who are offered scholarships to attend according to their experience and the work of their organization.  They represent community groups, civil society organizations, NGOs, and social movements; or intermediary organizations such as international NGOs, donor or government agencies.  Bean and MacDonald (1992) spoke of our balance of working within a university and in community-based development: ‘Our training purpose is, of course, the formation of development practitioners, not academics, and consequently our rigor is in terms of both analysis and application’ (p.17).  The range of experience among participants contributes to a program that is designed to facilitate analysis through that experience and find commonalities upon which to develop applicable responses.  The program begins with an intensive four-week ‘foundations institute’ to explore concepts of transformative adult education and leadership integrating individual and collective reflection on their own path of learning and leadership.  This is followed by fifteen weeks of elective courses that encompass a range of community development related topics.  
In response to the increasingly complex environment in which our students practice, a new course on Partnerships in Multi-Stakeholder Environments was created in 2010.  This course was designed to explore the dynamics of working in partnership.  Although widely recognized as essential, partnership is complicated by competing or conflicting interests, intricate political socio-economic situations, and differing principles and approaches.  Intentional collaboration to meet mutual goals in a multi-stakeholder environment is a crucial element of development work.  This course aimed to identify, analyse and explore: the key elements of the complexities of collaboration; the skills required for assessing, managing, facilitating and negotiating in multi-party stakeholder settings; and direct application of collaboration and partnerships to participants’ own development practice.

Theoretical Framework 
Critical, postmodern and postcolonial theories are influencing adult educators to examine and challenge dominant western concepts of education, leading to a strengthened understanding of indigenous and other non-western knowledge and learning forms (Merriam and Associates 2007).  At our institute that brings together practitioners from a wide range of educational backgrounds these dynamics vividly play out, though not in easily predictable ways.  Notably, many non-western participants bring very western educational experiences and expectations of knowledge and expertise.  The limitations of dividing learning models into western or non-western categories are quickly revealed.  Such dynamics are magnified by the broader context of development work in an increasingly complex socio-political ‘multi-stakeholder’ environment, where communities contend with unclear structures and relationships of power.  Community leaders and adult educators face the additional challenge of funding their work, and responding to the demands of financial accountability and impact.  This is a stark reality for Coady as we require continuous funding in order to offer scholarships to those who otherwise would not be able to attend our programs.  Educational policies shaped by state or market-led ideologies (Tett 2010) can potentially challenge community values, and ‘evidenced-based’ priorities are re-asserting the prominence of positivism after decades of the growing recognition of diversity and subjective positions in university contexts (West 2010).  
Merriam, Courteney and Cervero (2006) highlight elements of learning in a globalized context that initially seem obvious to community-based adult educators, but that apparently require repeating and reinvigorating.  How elements such as creating space are enacted in our program help us assess what supports breakthroughs in transformative learning, and where the challenges persist.  Policy and partnership strategies identified by Merriam, Courteney and Cervero are reminders of the need for educators to continue to push beyond the classroom when challenging forces that undermine educational models that seek to redress deeply ingrained injustices.  ‘Adult education is at its most effective when it forms alliances with other people, agencies, and institutions with similar goals and objectives… Forging partnerships has many advantages and few drawbacks’ (p.  493).  Yet, drawbacks do exist and need to be understood so their impact is minimized.  The use of power in partnership and how we are ‘disciplined’ in these partnerships (Irving and English 2008) are issues that are often perilously overlooked or actively suppressed in the spirit of collaboration.

Two models of learning together are particularly relevant to the multifaceted context of our education programs.  Preskill and Brookfield (2009) take issue with prevalent management discourses of leadership, and propose a leadership learning model that is attentive to the collaboration and engagement that we see is necessary for effective leadership for social change both in communities and through international networks.  Preskill and Brookfield’s (2009) model of learning leadership helps inform the social justice context of our work, while Pettit’s (2010) ‘multiple faces of learning and power’ is useful to uncover the complex dynamics both in the classroom and at the broader level.  Preskill and Brookfield argue vigorously that learning is central to leadership for social justice.  The work of partnership and collaboration cannot be discussed without a careful exploration of power.  Pettit (2010) notes the growing recognition of the need to study issues of power in development work yet he adds that superficial analyses do little to contribute to any meaningful understanding.  Pettit responds that ‘multiple faces of power call for multiple faces of learning and capacity’ (p 26).  Pettit utilizes a range of transformative adult education practices, combining both practical and creative methods, to facilitate greater understanding of the complexity and impact of power.

The data for our analysis are derived from program evaluations and critical reflections of our practice.  The focus is primarily on one course with additional reflections in related contexts of the library and research methods at Coady.  The intention here is not to provide definitive prescriptions, but invite discussion on issues of partnership, research and collaboration both in the classroom and in the community that requires constant interrogation.  
From a ‘learning for leading’ viewpoint, Preskill and Brookfield (2009) argue that the practice of critical reflection is a process that enables people to act with agency—the ability to challenge power and make change.  From this perspective we have identified a couple of tensions to be examined further—both on the micro and macro level—in order to improve our practice.  The micro is our actual educational program and setting, the participants and facilitators; the macro is on two interconnected levels: the Institute itself as well as the international arena in which we and our participants operate.  Tensions are inevitable, providing not only direction and focus but also a creative push and pull of resources, ideologies, and competing notions of learning for change.  As with most tensions it is a balancing act and we begin a preliminary exploration of a couple.

Analysis

The newly developed Partnerships course was designed as a microcosm on how to learn collaboratively about collaboration and partnerships.  First offered in November 2010, the course was co-designed by facilitators from different development backgrounds and attended by 12 participants from 7 countries associated with a range of community organizations: international agencies; social movements; faith based civil society groups; northern donors and the private sector.  The one week course began with sharing each participant’s partnership experiences—examining commonalities and lessons learned.  We then explored successful and not-so-successful international case-studies of cross-sector collaboration, questioning the intent and purpose of partnerships to better understand the importance of ethical frameworks and power dynamics.  With an emphasis on prevention we then identified tools and approaches to partnership conflict resolution.  The course ended with reflections on immediate application to each participant’s current work.  The course mark was based on a combination of self-and peer assessment along with a critical analysis on which of the course learnings could be best applied to either participants’ existing partnerships or their development of new partnership strategies.  As a result students were actively engaged from the beginning and by the end were reflecting on direct practical application.  
Overall the course was assessed highly as being participatory, relevant to learners’ contexts, and a positive learning environment with an appropriate mix of methodology that balanced existing experience with new insight and tools (90% satisfaction on student evaluations).  As a result of participants’ recommendations aligning with organizational priorities, the course will once again be offered as part of the 2011 Diploma but also re-designed into a stand-alone 2-3 week certificate for offer in 2012.  This provides a timely opportunity for facilitators to critically reflect upon course methodology and intentional design—this paper being part of that initial process.  
The micro push and pull of diversity and commonality

Building on the Coady diploma program’s introductory foundations, subsequent courses attempt to build on the diversity for discussion and learning.  This was particularly true of the Partnerships course.  Far from being an impediment this diversity resulted in creative examination of the traditional notions of partnership as service provision or funding.  In the final course evaluation over 75% of the participants wrote some variation on the following quote: ‘The case studies and sharing of learning from each other has widened my understanding of partnership.  Most significant learnings involve better understanding of the identification & selection of partners, the (inter-sectoral) scope of partnership possibilities and the ethics and power within partnership relationships.’ However we speculate if this would have been the case had the course been earlier in the Diploma program when relationships and trust were just being established.  This is an important consideration for the new stand-alone certificate where participants will meet for the first time at the beginning of the course.  
The Partnerships course was co-designed by two very different facilitators: one with extensive microfinance, private sector experience, the other from a community development, adult education background.  While these differing perspectives occasionally posed a challenge in course design, it was a strength in classroom discussion where a shared commitment to exploring the power dynamics involved with collaboration over-rode any specific sectoral experience.  We were challenged to respect each other’s professional experience and recognized that the differences we resolved working together were a microcosm of what we were encouraging participants to examine: the ‘added value’ of working in partnership and the recognition that truly mutual beneficial cross sector partnerships are a more effective way to challenge development issues at a community level.  Playing out the negotiations of co-facilitation in this context is instructive for application of the very concepts of partnership.
As noted at last year’s conference (Irving 2010) libraries are reviving discussions of their roles in adult learning, both in terms of the activities and use of the physical space, such as ‘learning commons.’ In conjunction with the Communications for Development course, role plays on ‘information activism’ are conducted in the library which illustrates the importance of access to information for activists, the roles that libraries can play to facilitate or impede people’s access to information that they require.  Our participants, as adult learners, bring an equally varied background of experiences on library rules and practices and stereotypes.  Participants often describe libraries with locked cabinets or impenetrable membership requirements.  They quickly begin joking about our ‘rules free’ library.  Among Canadian and international adult learners, there are barriers to be broken down to facilitate the adult learning environment that is necessary in our program if the library is to be an extension of the classroom.  While the average diploma participant annually borrows twice as many books at our library as the StFX undergraduates at the larger university library (this comparative statistic has remained consistent despite the expansion of electronic access), a small group of Coady participants each year rarely use the library, despite the extensive research component of several courses.  It can be surmised those barriers don’t break down for them.  The advent of ever-expanding electronic resources can add extra layers of intimidation by the mass of information available, matched with the frustration of not being able to find what is relevant to their goals.  The critical analysis skills developed in the foundations do not automatically transfer to critical analysis of library resources or websites.  In the upcoming diploma program more specific programming will be developed within the foundations block to see if this can help.

Bridging micro and macro conditions and expectations

The focus on transformative learning is often a very new and exciting approach for participants for although 95% of our students are from the Global South, they are usually graduates of a western-influenced education system which has not encouraged critical thinking.  Yet as they progress to the topical elective courses, there is a tension between trusting in participatory adult learning processes versus the need to return home with what they perceive as practical, applicable skills.  This raises the question of ‘transfer of learning’ for us as pedagogues (Brookfield, 2005), as noted in the previous paragraph.  While we are committed to adult education approaches we have uncertain success in longer-term transformation of participants’ worldviews so that they see links between Freire and the everyday world in which they operate.  We need to examine our courses more deeply to ensure a closer look at the real world context of the participants and the reality of their learning needs.  In the Partnerships course we attempted to balance this with initial exploration of personal experience with partnerships and power relations followed by international case studies and then reflections on immediate application of the newly learned approaches, ethics, models and tools.  
A key aspect of the course was the examination of power relations in partnership in relation to funding partnerships (“those who pay the bills set the rules”) and decision-making.  By exploring ethical frameworks and identifying differing ways to value partners contributions, participants were able to reexamine their own sense of powerlessness—both personally and professionally—and learn new methods to identify ways in which power could be taken back as an active partner in a working or funding relationship.  Immediate course evaluations indicated that this aspect was key (“great course that opened my mind to new ways of looking at partnerships, power within them and tools to navigate”) however it would be useful to follow-up with participants to track those most significant learnings—the personal transformation or the professional application or a balance of the two.
Another example is the research methods course which closely follows the participants’ introduction to transformative adult education and participatory development concepts.  Yet, they enter the research methods class expecting to learn skills in ‘traditional’ (western) research, returning to habituated (Pettit 2010) views and values of valid knowledge—in other words, maintaining assumptions of positivist, quantitative methods being more valid and accurate (no matter how badly done) than qualitative, participatory methods (no matter how rigorous and well designed).  As Pettit (2010) notes, ingrained values of habituation are hard to overcome.  Our program has to address the uneasy situation of breaking down those habits of mind at the same time as acknowledging the very real—and increasingly stringent—externally imposed evaluation criteria for funding.  As much as we wish to push back with transformative learning and participatory research, we are also confronted with those externally prescribed values that Tett (2010) flags.  
Interestingly within the research methods class, a shift occurs when discussions of past research experience reveals participants’ frustrations of being part of research projects in which they were implementing studies designed by others.  Speaking of communities’ ‘research fatigue’ begins to elicit insights on how research could be done differently.  The external context of researching in other peoples’ interests and not their own begins to change their thinking from looking at tools to do research ‘better’ to looking at ways to identify the research priorities of their communities and how they can develop relevant projects.

At the macro level it is an institutional challenge for us to balance learning with results.  We need donors to provide scholarships, which require strategic funding partnerships in an increasingly results-based world.  While we strive to identify funders who are bonafide enablers of growth and progress we come up against complex ethical and market forces requiring constant review and careful decisions.  In the Partnerships course, we used examples of our own institutional funding partnership challenges—how best to find programming synergy and fit with donors—which was a valuable insight for participants and a chance for us to explore from a pedagogical perspective.  A related institutional challenge is the increasing need to show results on how our programs have resulted in positive change at organizational, community and international levels.  There are many logical and not-so-logical frameworks available and we currently strive to identify evaluation methods that go beyond the quantitative and technical.  
Concluding Remarks
The development of a course on partnerships and collaboration led us to reflect on our own styles of collaboration and the partnerships we choose institutionally.  In our hybrid role as an adult education institution working in the development sector, the current multi-stakeholder environment challenges us to promote intentionally collaborative, critically reflexive, and potentially transformative community leadership education balanced with the application of practical, measurable skills and outcomes.  Our continued challenge also is to find measurable ways to justify the central importance of transformative learning and to find ways to ensured its continued funding and support.
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Considering adult literacies education as empowerment or emancipation 

Sarah Galloway, Stirling University, UK
Introduction

Much of the discussion within the field of adult literacies education has taken place across a divide between functional literacies approaches versus social practice models (eg as discussed by Maddox, 2007).  By considering these discussions in the context of what they imply for the purpose of adult literacies education, I will argue that both functional and social practice understandings of literacies education are orientated towards socialising students into society as it stands, where the idea of literacies education for emancipation has been neglected.  When considering purpose, I am drawing upon Biesta’s framework for making judgements about the purpose of education.  Biesta (2010) refers to three overlapping domains of educational purpose: qualification which describes education that allows people do something eg fix leaky pipes or pass exams; secondly, socialisation, referring to education for assimilating people into the traditions and cultures of society; finally subjectification, which is not about fitting into the existing order, but rather, education that creates possibilities for emancipation, that encourages people to be autonomous and independent in their thinking and acting.  These are conceptualised as overlapping domains of purpose, not taken to be mutually exclusive, where educational ideas and practices can be considered in three dimensions.
In this paper I consider how Biesta’s framework characterises the orientation of different approaches to literacy as found in discussions in the field of adult literacies education, showing that there is already a strong tradition of questioning the purpose of adult literacies education that can be found both in its theorising (eg Luke and Freebody, 1997, Lanskshear and McLaren, 1993, New London Group, 1996, Gee, 1996) as well as efforts to understand its historical and policy context (Hamilton and Hillier, 2006, Street, 1984, Lankshear, 1999).  However, I also argue, in line with Biesta (2010), Williams (1993) and Lankshear (1997) that the idea of education that might serve a purpose other than socialisation is in need of attention.  Here I suggest that there is a tradition amongst educators of attempting to develop literacies education that might contribute to the emancipation of students, corresponding with Biesta’s domain of subjectification.  But I also put forward that where emphasis has been placed on linking literacies education to notions of empowerment this has contributed to educational practices that serve the purpose of socialising students into society as it stands, allowing the idea of literacies education for emancipation to be neglected.  
As I have already stated, much of the discussion in the academic field of adult literacies education is concerned with functional and social practice models of education so I shall start by considering these and what they imply for the purpose of adult literacies education.

The purpose of literacies education

By functional approaches to literacies education I am referring to the ideas that underpin early literacies programs internationally, for example those presented by Gray under the auspices of UNESCO in the 1950s (Grey, 1956), or adult literacies policy in England.  Here the purpose of literacies education is to ‘normalise’ people by effecting behaviours and ways of thinking that are taken to be necessary to a well-functioning society (Hamilton and Pitt, 2009, 6).  Early literacy teaching was associated with the circumstances of people regarded as being outside of the normal rules of society, such as teenage mothers or prisoners (Lankshear and Knobel, 2003; 4) where early contexts for teaching were the army and prisons.  
An important notion here is that the learning of reading of writing was expected to have consequences beyond gaining the ability to function in a particular circumstance.  Though the primary purpose of teaching a soldier to read was to improve their ability to follow military orders, there might be other predetermined repercussions.  For example, reading and writing was linked directly to being able to understand abstract concepts, think sequentially, to construct arguments and so on, where the purpose of literacies education was also to achieve such outcomes.  These ideas contributed to the wider understanding that mass literacy education might equate directly to societal progress, where a high literacy rate was considered to be a precondition for economic development (Lankshear and Knobel, 2003; 4)
Emerging academic interest in literacy produced arguments grounded in empirical data or historical investigation suggesting a much more complex linkage between literacies and societal development.  This suggested that the consequences of literacy education can only be understood in the societal context in which literacies are used (see Street, 1984).  Landmark psycho-ethnographic research by Scribner and Cole (1981) suggested no strong linkage between literacy and specific ways of thinking, allowing the development of the first ‘social practice’ understanding of literacies.  The key argument was that reading and writing are only meaningful in the social context in which they are used, weakening the prospect of predetermined functional outcomes for literacies education.  This also implied a need for literacies teachers to understand students’ culture, community and so on if they are to teach in any meaningful way, suggesting that anthropological research methods such as ethnography should be integrated into educational practices.  The emerging academic field of New Literacies Studies (NLS) incorporated these understandings, with its backbone formed by anthropologists such as Brian Street and Shirley Bryce Heath.  But if the definition and consequences of literacy are linked to social practices, what now is the purpose of adult literacies education?

Social practice model and educational purpose
Discussions amongst researchers working within the social practice model suggest a concern to question the purpose of adult literacies education.  Generally, three strands or dimensions are considered, broadly corresponding with Biesta’s framework.  A ‘critical’, ‘emancipatory’ or ‘empowering’ aspect is portrayed as the third of these and I shall return to this after considering the three strands together.  
Scribner (1988) described three overlapping metaphors for literacy.  Literacy as ‘adaption’, refers to the functional skills needed to perform effectively in daily life, whilst another metaphor is literacies as a ‘state of grace’, that relates to liberal notions of education, separate from workplace or economic factors.  Here the written word holds intrinsic virtue where literate people safeguard intellectual traditions and associated knowledge.  Literacy as ‘power’ is a third metaphor, strongly influenced by the ideas of Paulo Freire, where literacy is made a resource for social transformation, allowing communities engage in action for change.  Scribner suggests that these three metaphors are not at odds, implying multiple educational approaches be they for functional skills, self-improvement or social power.
Three dimensions of purpose are found broadly elsewhere.  For example, in their policy history of literacies in England, Hamilton and Hillier (2006: 115-116) who adhere to a social practice model, refer to three main approaches in the English tradition; ‘vocational’, ‘liberal’ and ‘radical’.  Freire is linked to the radical approach, inferring distinct and separate traditions rather than three overlapping dimensions.  Similarly, Freebody and Lo Bianco (Hamilton et al, 2006; 5), influential in the context of Australian literacy policy development, describe three ‘families’ of thought about literacy: ‘skills’ necessary to literate practices, literacies for ‘personal growth and cultural heritage’, and a third ‘critical, cultural’ family, where once again, Freire is mentioned as an influence.  
The development of the practice of literacies education in the England (see Street 1984, Hamilton and Hillier, 2006, Levine, 1986) implies the active championing of three separate and distinct streams of purpose in adult literacies education - the vocational, liberal and radical - but where this third emancipatory tradition is weaker.  This is evident in the 1970s-80s when literacy was established as a significant social problem in need of government attention (Levine, 1986; 150-151).  Vocational literacies education extended in the context of the decline of manufacturing industry in the 1980s, where the jobless were seen to be poorly prepared for working in the emerging service economy (Lankshear and Knobel, 2003; 6) and literacies education was funded through organisations such as the Manpower Services Commission (Hamilton and Hillier, 2006; 10).  In tandem with this, literacies education was championed by organisations with a longer tradition of promoting liberal education.  For example, the British Association of Settlements (BAS) settled middle-class people into working classes areas, aiming to spread the influence of liberal culture, partly driven by an anxiety to tame the possibility of oppositional responses to injustice (Waugh 2009).  The BAS was also instrumental in the lobbying of the UK government that successfully achieved central funding of adult literacies education in England for the first time.  
The third contributor to the development of literacies education could be taken as the advent of the academic field of literacies studies itself and here efforts have been made to develop the third, ‘critical’ strand (e.g.  Lankshear and MacLaren, 1993, Luke and Freebody, 1997, Gee, 1996, New London Group, 1996).  But perhaps this strand originates with teachers and fieldworkers, as the critical history of adult literacies education in England is ultimately driven by grassroots activism and commitments to social justice (Hillier, 2009; 548).  It seems to me that this educational activity asserted against functional models of literacy education before the empirical studies of ethnographers where NLS gained authority.  Here Paulo Freire holds some influence, along with Raymond Williams and others, as found in educational resources for students (eg Frost and Hoy, 1980) and in the activity of the student publishing movement (see Woodin, 2008).  
Empowerment and emancipation

Freire’s theory of education is primarily concerned with the problem of how to distinguish between education that socialises and education that might emancipate.  He assumes that the consequences of education are never neutral and that education contributes typically to the replication of oppression in society (Freire, 1972, Galloway, in press).  In the context of these understandings, Freire attempts to describe how educational practices might contribute to an emancipatory education by encouraging the possibility of innovative ways of thinking and acting socially to transform society.  Going back to Biesta’s framework of qualification, socialisation and subjectification, I would argue, that Freire is primarily concerned with how education that maps onto the domain of subjectification might be understood and practiced.  
However, what’s interesting here is that the concept of emancipation invariably goes unarticulated when the third, critical strand of literacies is discussed by researchers and educators, who prefer to describe Freire in the context of a discussion about empowerment or the expose of power.  Both Scribner (1988) and Hamilton and Hillier (2006) make reference to Freire’s work in this fashion, in their three dimensional descriptions of purposes.  This articulation of Freire’s concerns is also found in the reporting of literacies programmes around the world.  For example, Oughton (2007), Rocha-Schmidt (2010) and Tagoe (2008) all introduce Freire with reference to empowerment and not emancipation.  The same approach is also found in the theoretical underpinning of the Freirian inspired REFLECT projects, where links are made between literacy and power, which is categorised as ‘government power’, ‘economic power’ and so on (Archer, 2003).  Whilst I have no wish to pass lofty judgments about how any of the above examples of literacy education are enacted on the ground, I do raise a concern that when the term ‘empowerment’ is used in this way it seems to weaken any expectation that the projects might serve an emancipatory purpose.  Here I agree with Dale, that the term empowerment is invariably used to name the space where theoretical work is needed, rather than to fill that space (Dale in Lankshear, 1997, 63).  This is found in documentation pertaining to recent adult literacy initiatives coordinated by UNESCO (eg 2006), where ‘empowerment’ is used without definition, suggesting no purpose for education other than to improve individual students’ skills so that they might participate more fully within a globalised economy.  Here the idea of empowerment maps directly onto Biesta’s domain of socialisation, neglecting the possibility of an emancipatory education that might offer opportunities for subjectification.  
The tendency to orientate towards the language of power and empowerment seems to be associated with two interconnected strands of thought amongst academics concerned with the possibility of a ‘critical literacies’.  Firstly, the rise of literacies studies as an academic discipline can be interpreted as a move away from functional interpretations of reading and writing which are rooted in developmental psychology, and towards understandings rooted in sociology (Lankshear, 1999).  Sociological research methods such as ethnography have been useful in revealing power imbalances in education and modelling how the consequences of literacies and literacies education might contribute towards perpetuating societal inequality through hierarchies of power.  Here the ideas of Bourdieu have held great sway (Lankshear, 1999; 65).  Secondly, there have been influences from the field of linguistics, particularly through the work of James Paul Gee (eg 1996) who developed the notion of ‘powerful literacies’.  Informed by post structuralism, Gee presents critical discourse analysis as both a research tool and an educational practice in the understanding that literate practices and their contexts are instrumental in the formation of discourse which reproduces relationships of power and knowledge in society.  Gee describes how literacies education might influence these reproductive processes by encouraging opportunities for students to create new discourses and in so doing author their own identities.  
Academic work that focuses on a concern for a critical purpose for literacy education draws upon these interwoven influences.  For example, in the Scottish tradition, where Government policy enforces social practices, Tett and MacLachlan, (2005; 7) suggest the possibility of incorporating Freire’s emancipatory education into the social practice model itself.  This suggests that the employment of ethnography alongside ‘values of equality and activity’ might contribute to a radical literacies education and ‘cultural action for freedom’.  This type of argument represents a strand of discussion in the academic field of adult literacies education that makes implicit arguments to the effect that social practice models are an all encompassing antidote to functional ones,  short-circuiting discussions about purpose into debates across the ‘functional’ versus ‘social practice’ dichotomy.

As a second example, take the notion of ‘multiliteracies’, of particular influence in Australian policy.  Multiliteracies incorporates and develops Gee’s ideas to describe literacies education with the purpose of creating possibilities for students to design their social futures in an era of so-called ‘fast capitalism’ (New London Group, 1996).  The problem here is that research methods like ethnography and critical discourse analysis (Gee, 1996), arising from the academic disciplines of anthropology, sociology and linguistics do not in of themselves provide a basis upon which to make judgements about the purposes and outcomes of education.  Gee’s work describes a critical literacies education that might empower students by teaching them how to take control over discourse and in so doing effect changes to hierarchies of power in society.  The central issue is that there are no means by which to make judgements about the purpose of differing discourses or whether changes to particular relationships of power are desirable or not, indeed Gee points out this very difficulty himself (Gee, 1993; 292).
To illustrate further, I shall return once again to Freire.  Freire’s theorising of education incorporates a basis upon which to make judgements about the desirability of educational purposes and outcomes.  In Freire’s case, this is a consequence of the theory being underpinned by a definition of equality which provides a basis for oppression to be understood and discussed meaningfully in terms of the lives of students.  These understandings allow Freire to develop the idea of emancipatory education as a social enactment of equality, where students create possibilities to collectively free themselves from oppression (Freire, 1972, Galloway, in press).  Importantly, defining equality and oppression creates a basis upon which judgements may be made as to whether an educational practice is desirable (ie emancipatory) or oppressive, in other words, whether it corresponds to subjectification, or whether it socialises.  Ethnography or critical discourse analysis cannot attempt these judgements.  So, for example, when the ‘multiliteracies’ conceptualisation of literacies education states the purpose of achieving fulfilling employment for students (New London Group, 1996; 60), this could mean individualistic educational practices where a teacher gives a student the ability to function in the global economic system, inferring a form of functional literacies education that maps entirely onto the domain of socialisation.

Conclusion

In this paper I have argued that linking the purpose of adult literacies education toward notions of empowerment has contributed to an emphasis on educational practices that map onto the domain of socialisation, neglecting the possibility of an emancipatory education.  Here I would also say that the association of Freire’s ideas with empowerment rather than emancipation has created fewer possibilities for furthering discussions about what an emancipatory literacies education might consist of.  This is indicated by how Freire continues to be of central importance in the field of adult literacies education.  It seems to me that without Freire, the very idea that literacies education need not always contribute to the socialisation of students into the norms of society might have been lost.  However, Freire’s ideas and educational practice have been much criticised over the last forty years (see Galloway, in press) and Freire cannot be taken as the last word on the question of an emancipatory literacy education.  There are other possibilities and bases for making judgements about literacies and emancipatory purpose, implying alternative educational practices.  
In this paper I have demonstrated that there is a strong tradition of questioning the purpose of adult literacies education by those working in the social practice tradition.  This debate might be furthered by moving discussions away from the functional versus social practice dichotomy and re-orientating towards the question of how educational practice might map on the domain of subjectivity.  Indeed Biesta (2010: 130) has argued that engagement with this question is perhaps the point where we encounter ‘the beginning of education’.
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Creative pedagogical approaches using fiction to prepare educators to work in international and intercultural contexts

Patricia A.  Gouthro, Mount Saint Vincent University, Canada, Susan M.  Holloway, University of Windsor, Canada, Erin Careless, Mount Saint Vincent University, Canada
Introduction
Those of us who teach adult educators and teacher educators need to be attentive to the intercultural context of this work as educators generally work in pluralistic environments.  Our students may be involved in delivering programs in other countries and establishing research networks with partners in various locations across the globe.  Even educators who do not travel or work internationally often find their local classes are increasingly shape by migration and globalization, requiring them to work effectively with students coming from diverse cultural, ethnic, and religious backgrounds.  In addition, knowledge is increasingly derived from research that comes from different parts of the globe.  Today it is commonplace for educators to read about and exchange ideas about teaching practices from different countries and cultures.  
Given that our understanding of effective teaching practices must be shaped with sensitivity to the complexity of lives of our colleagues and learners, we need to develop pedagogical strategies to foster creativity and deeper forms of learning.  It is important to encourage the development of open-minded, critical, and insightful educators who have a strong sense of their own identity and the capacity to appreciate what learners and educators from other cultures have to offer.  
This paper draws upon research from a Social Science and Humanities Research Council of Canada (SSHRC) study on lifelong learning, citizenship and fiction writing to consider how fiction can be used to prepare adult educators to work in international and intercultural contexts.  Our SSHRC study involves interviews with authors and ‘key informants’ such as educators working in writing programs in academic and community-based contexts.  In our discussion we take up some of the themes that have emerged from our research, using quotations from some of the participants as they reflect upon how fiction can shape the way that individuals can come to view themselves and others when living and working within a global context.  
The paper begins by looking at the value of learning connected with fiction writing and reading, discusses how issues of identity are linked with globalization, takes up the concept of cosmopolitanism as defined by Beck (2000), and concludes with a discussion of some practical pedagogical strategies that might be incorporated by adult educators in various contexts to help prepare learners to work in intercultural and international contexts.  
Fiction Reading and Writing

In reading fiction, we enter into the world of another person, exploring their environment, their speech, and taken-for-granted assumptions.  In writing fiction we investigate our understanding of where people are located and how they make sense of the world.  Canadian writers, for example, represent an array of diverse backgrounds, which comes through in their writings that explore the harmonies and tensions of what it is to live in a highly pluralistic society.  
Fiction has the advantage of allowing people to explore different possible visions for what globalization will mean through symbolic representations of change.  Using literature not only broadens perspectives, but allows students to observe patterns of change in society, as documented through literary texts.  Educators may feel uncomfortable addressing certain issues in the classroom, particularly if they are unfamiliar with the subject matter.  Fiction can be used as both an outlet for learners who find it challenging to vocalize thoughts and concerns, and as a forum for raising and discussing sensitive topics.  Analyzing such themes through the experiences and tales of fictional characters can create a safe environment for sharing thoughts and opinions that otherwise would be kept private.  
Fiction may also create identification with characters whose lives and circumstances are markedly different from ours.  The emotional investment this creates opens us to seeing and understanding the perspectives of those we regard as outsiders (Jarvis & Burr, SCUTREA 2010, p.229).

Some authors feel a responsibility for authors to create dialogue around important issues that are addressed by different societies in various ways.  Author Garry Ryan talks about the importance of fiction writers taking up difficult issues: 
But who else is going to talk about these issues? And where else are you going to discuss those issues, and explore those issues, and make people think about those issues?  If you look back at the race issue in North America, there were stories like ‘To Kill a Mockingbird’...  ‘The Crying Game’ explored those issues of not only race but also sexuality...  All of those issues get explored and discussed and people start to think about them, and they argue about them, and they maybe get a different point of view from all of those things.  
Narrative offers portraits of societies affected in both localized and larger systemic ways; characters, and the complicated nuances of their lives, engage readers to discuss complex power relations between individuals and the larger world.  Fiction enables exploration of difficult topics such as social justice, racism, and equity issues.  
In a world which becomes increasingly influenced by technology, arts-based media in general provides a rich source of educational material, and fiction is part of this teaching tool.  In a paper discussing how media can be used within conventional pedagogical situations, Jarvis and Burr (SCUTREA 2010) discuss the educative function of global media.  ‘This includes examining their potential as tools that teachers use to raise awareness of social and political issues and enable students to imagine a range of experiences and possibilities’ (p.227).  Using fiction in the classroom is one aspect of incorporating arts-based media into education.  According to Jarvis and Burr (2010), ‘fiction has the potential to initiate transformative learning because it induces intense vicarious experience’ (p.228).

Tisdell, Sprow, and Williams (SCUTREA 2009) have also researched critical media literacy and its usage in educational contexts.  Some of the benefits they found in teaching using media were ‘people finding alternative narratives about themselves and others; their expanded thinking about marginalized ‘others’ and hegemonic processes through discussion and analysis of media and semiotics; and new insights through facilitated discussion and analysis’ (p.413).

Identity and Globalization

Creating a strong sense of identity as a learner leads to more meaningful learning and understanding of others.  Identity can be thought of as ‘having a sense of one’s self as a force that matters in the world’ (Bracher, 2006, p.6).  Reading and discussing diverse works of fiction which touch on a broad range of topics can help to develop and strengthen one’s identity.  Reading fiction based on the learner’s geographical location can bring to light the social and cultural mores closest to them, while works from intercultural contexts can expand the learner’s global perspective.  Fiction can be a window into society whether that is the most familiar or the most distant from the reader.  As one Canadian author, Christine Walde states: ‘In many ways, books are like mirrors into who we are, who we want to be, who we don't want to be.  They're just incredibly complex and fascinating little things we can hold in our hands, we can open and shut’.  By developing this multicultural perspective and appreciation through reading works of literature, learners may become better equipped to explore global issues such as violence, inequity, social justice, and sustainability.  
At the same time, one cannot assume that using fiction writing and reading will automatically foster critical thinking or the capacity for deeper reflection.  Luke (2000) argues we should move ‘toward an explicit pedagogy of critical vocabularies for talking about what reading and writing and texts and discourses can do in everyday life’ (p.  453).  For adult educators working in international contexts, these kinds of pedagogical approaches to teaching about globalization and its impact, allows for students to have divergent opinions that may well disagree at times, but the underlying premise of such an approach is that all discourses are subject to critique for their vested interests.  
The strategies used to encourage educators to think deeply about the issues raised within fiction are important, as not all individuals are inclined to be empathetic or particularly insightful when considering alternative viewpoints.  Educators must be taught to cultivate a “sociological imagination”; to make linkages between individual troubles with broader social, political, and cultural concerns.  This may involve developing what Beck (2000) terms as a cosmopolitan approach to dealing with globalization.  
Cosmopolitanism

As Johnston (1999) notes, Beck’s (1992) concept of the ‘risk society’ is ‘typified by uncertainty and risk’.  Today, problems are increasingly interconnected, and no one individual or nation-state can resolve these.  Issues such as climate change, terrorism, and economic uncertainty must be addressed on a global level.  ‘To keep multicultural education relevant in the shifting context of the 21st century, multicultural scholars must address globalization as an area of curricular inquiry and a site of socio-political and educational contestation’ (Gibson, 2010, p.135).  
Beck (2009) argues globalization is frequently depicted in a negative way, whereby learners yearning for social justice or a better world often feel incapacitated.  To counter this inertia, we need thinkers who can move beyond local and even national borders, to consider how interconnections can be forged in positive ways to resolve difficult issues.  Students need to think both abstractly and critically, and locally and concretely to be able to make changes.  Beck believes that cosmopolitanism involves having people come from different locales but be able to work across their differences to resolve matters.  ‘The notion of cosmopolitanism is widely discussed in educational theory as, among other things, it concerns the fostering of citizens capable of participating in and taking responsibility for a world increasingly characterized by global interdependencies and risk’ (p.183).  To achieve this, educators must shift from a neoliberal, marketplace focus of education to a more global, critical focus.  According to Tett (SCUTREA 2010), ‘Rather than a narrow conception of learning for the world of work the priority would be learning for citizenship leading to a revitalized sense of democratic and social purpose’ (p.324).  
In his discussion around international migration and learning, Williams (2006) argues that ‘cosmopolitanism facilitates intercultural exchanges’ whereas stereotyping constrains possibilities for learning.  He argues that a ‘willingness to engage’ is a prerequisite for various kinds of learning to occur with individuals working with others from different cultural contexts (p.  598).  Using fiction within educational settings may be a way to encourage this willingness to engage with alternative viewpoints and perspectives.  
Educators must model the type of thinking they wish to develop in their students.  In a discussion on the role of adult educators, Boud and Rooney (SCUTREA 2010) identify the tools in an educator’s toolbox: a critical perspective or ‘multi-faceted ways of engaging with and challenging diverse practices’; a broad perspective to ‘broker understandings of learning between those focused on different sites’; and ‘a new reflexivity that enables us to be aware of both the possibilities and limitations of our own practices as educators’ (p.35).  By teaching and presenting material through this critical, global perspective, educators may strive to create multicultural awareness in their students.  
Practical Pedagogical Approaches
There are a number of practical pedagogical approaches that may be used when working with educators to foster an understanding of how to work in intercultural and international contexts.  Given the space constraints of this paper, we will provide just two different examples.

The ‘fishbowl’ is a student-centered activity that promotes diverse discussion when reading fiction.  Its namesake is due to the fact that after students read a piece of fiction and have had a chance to think through some ideas on their own (ie.  through a free write), then three to five students go in to the centre of two concentric circles – hence, they are in the fishbowl, observable from every angle by their peers.  The peers form the outer circle, sitting in chairs.  For five minutes only those in the centre circle are allowed to speak.  Their job is to analyze the fiction.  The educator may ask them to focus on a specific passage, or s/he might provide a question that is meant to prompt the discussion.  Those in the outer circle are told in advance that their task is to listen and to take notes.  
After approximately five minutes, the educator then invites the people in the outer circle to start responding to what has thus far been discussed.  They are reminded to connect their points to the conversation already in progress (to build listening skills).  Beyond this process of facilitation, the educator does not talk until the conversation has been fully developed by the students.  Instead, the educator is busy taking notes on what everyone says.  Only at that end point, does s/he join in to provide insight on any aspects of the discussion that perhaps have not been delved into or to pose a controversial question.  An advantage of this exercise is that the students volunteering for the centre circle are temporarily given the spotlight, while those in the outer circle have an opportunity to speak as well, but shy or English as Second Language students do not feel pressured to participate immediately (Milner & Milner, 2007).  Generally, peers will almost always correct one another’s misinterpretations of the text.  In the follow up discussion, however, the instructor can build on the conversation to think about how social values explored in the fiction extend larger understandings of what is citizenship in a globalized context.  
The point of this fishbowl strategy is not necessarily deep literary analysis.  Rather, it is to inspire conversations about the complex range of interpersonal and intercultural relations that fiction often opens up.  It involves recognizing fiction as a cultural marker situated in specific political, historical, and social contexts.  If a piece of fiction is interpreted as a social artifact that speaks to issues in current society, a new set of questions gets developed.  How does the text comment upon local or global issues that are difficult to resolve? How does this piece of fiction function as a representation of larger social contexts? How and why do power struggles in this narrative give insight into hegemonic relations between individuals and larger institutions? 
Similarly, fiction writing can be used to encourage students to think critically about issues around identity and relationships within international and intercultural contexts.  An example of this would be to ask students to write a piece of fiction in which they discuss the “First Day” of a teaching situation for either a student or a teacher entering into an educational setting that is from a different cultural or national perspective than this individual is used to being in.  Before students begin to write, the instructor could explain the importance of attending to sensory perception in writing fiction – what sounds does one hear? What is the temperature? What does the locale look like? In addition, good writing involves showing not telling – if it is cold, how would you reveal this? Through dialogue? Through observation? Through the character’s thoughts or movements? In telling the story, the writer has to choose who will be the narrator and think about how this will affect the way that the story will be told.  
Students are then asked to write their piece, taking about twenty minutes to half an hour to write the scene.  If they struggle, they are to put their pen to the page and write, regardless of what comes out.  Then after this, learners can share their writing, either in the larger class or within pairs or small groups.  From this, they will be asked to explain what prompted them to choose to tell this particular story.  They can discuss what information they drew upon to develop their characters – was it from listening to a story from someone they knew, was it related to a personal experience from their past, or did their idea come from a book that they had read or a film or television show that they had watched? In addition, learners may want to discuss the emotions of the characters in the scene(s) they wrote, why they think a person might feel or behave in a particular way, and why would they choose to show these behaviours or include particular details within the story.  Since it is also a piece of fiction, they could be asked what they had to invent, what parts of the story required the use of their imagination, and what led them to develop the scene the way that they did.

In the ensuing discussion, the instructor can encourage students to ask themselves and others if they were perpetuating stereotypes, or trying to make a more empathetic ‘leap’ into what might be the perspective of another person coming from a different kind of background.  They can query their own taken-for granted perceptions of the world and how people should behave or interact with one another.  A critical lens can be used to make connections between how fictional characters and settings are created, and what real life intercultural experiences might entail.  
Controversial topics and experiences can be discussed through reading and writing fiction with the understanding that social justice and issues of inclusion can only be addressed when differences of opinion can be explored in depth and with an eye to critical analysis.  Instead of students simply feeling empathy or dislike for certain characters, they can be asked to think about their own positions as readers, writers, and ultimately, as educators.  What constitutes their own identities in terms of race, ethnicity, class, gender, ability, and culture that affects how they read, write and think about fictive narration? Or, as Freebody, Luke, and Gilbert (1991) in their discussion surrounding critical literacy put it, it is important to critique the ideological underpinnings of any text, and they press for ‘a critical scrutiny that affords multiple reading positions’ (p.  450).  By ‘positions’ they mean that any one individual’s identity is fluid and part of larger systemic structures.  In an age of globalization, it is key that people think critically about how their own personal identities shift in relation to the larger waves of societal forces.  Through fiction reading and writing, educators can explore some of the challenges around understanding complex issues pertaining to identity within an increasingly globalized and intercultural world, for both themselves and their students.  
Conclusion
Creative pedagogical approaches using fiction reading and writing may be useful strategies to adopt in fostering the development of adult learners in terms of international and intercultural understanding.  Guo (2009) argues that one of the challenges facing educators committed to social justice orientation is the need to ‘recognize challenges facing lifelong learning in the context of transnational migration” (p.  150).  He points out the injustice of treating differences in cultural outlooks and experiences from a deficit framework, whereby the knowledge and experience that immigrants bring to a country are often devalued.  Williams (2006) points out that managers who are able to understand and work within international contexts are increasingly valued in a workplace that requires flexibility and an appreciation of diversity.  Those of us who are preparing adult educators need to consider how we will prepare our learners to work effectively in a world increasingly shaped by globalization.  Helping learners to think critically about identity issues and to foster a cosmopolitan approach to education through innovative teaching practices, such as using fiction reading and writing, may be one such strategy.  
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Who learns from international education? Intellectual colonialism or nurturing diversity in teaching and learning
Lyn Hall and Ann Harris, University of Huddersfield

Introduction
Emphasis in the past decade on recruitment of international students to the UK, collaborative partnerships with overseas institutions, and the globalisation and commodification of education have all raised issues with respect to student experience and the tutorial role.  Adult educators both in the UK and overseas who find themselves in an ‘ethnoculturally diverse’ (Guo and Jamal, 2006, p127) context are required to respond to its challenges.  Guo and Jamal (2006, p128) analyse how this can be constructed as a ‘difference as deficit model’ and the implications of this.   For example, the ‘deficits’ of international students studying UK courses (identified as including English language, academic writing, critical thinking and independent learning) have been investigated by various researchers (Chan 1999, Wu 2006, Hyland et al 2008).   This ‘deficit’ discourse is reflected in the range of study skills books for international students that have been published recently e.g.  Reinders (2008), Bailey (2011), Burnapp (2009), McMillan & Weyers (2010).  While these may have value for international students, any possible ‘deficits’ (perceived or real) or differences in the professional practices of teachers of these students have not been similarly scrutinised.  But Badley (2000), investigating the proficiencies required of international university teachers, did focus on the need for such teachers to be ‘globally competent’ and adopt an ‘ethnographic stance’, thus raising the need for reviewing pedagogical practices in international education.
This study explores the professional reflections and perceptions of an experienced team of tutors who have been teaching in China as part of an established collaborative partnership over a number of years.  The partnership between a UK and Chinese government university provides a one year top-up bachelor degree, taught by UK based tutors who travel to China.  It is delivered in English and assessed and quality assured according to British standards.  Over the years, this provision has necessitated accommodation and adjustment by tutors and students to facilitate effective learning and teaching.  Tutors working independently and collaboratively have been confronted with challenges that require them to consider ‘differences’ or ‘deficits’ creatively in order to capitalise on the diversity of students.  
This paper explores through questionnaire and focus group interviews the experiences of these tutors as they seek to create an inclusive learning and teaching environment.  It analyses, how their discourse challenges notions of intellectual colonialism through creative professionalism and constructive pedagogical practice and how we all have something to learn from collaborative international experience.  
Literature Review
Whether the model of international education is transnational education (offshore) (Smith, 2009) as in this paper, or teaching international students in the UK, the expanding globalisation of education demands that we reflect upon embedded beliefs about teaching and learning.   Rather than being value neutral, the notion that teachers carry ‘unexamined assumptions that are often part of the mainstream cultural knowledge’ (Guo and Jamal, 2006, p128) or operate from ‘implicit or explicit beliefs and values about education’ (HEA, 2011) raises issues that challenge teachers in HE.  As reflective practitioners there is a need for us to review what we teach, how we teach and how we assess, and, in doing so, to subject our own values and beliefs  to a level of scrutiny which makes us less vulnerable to accusations of ‘cultural imperialism’ (Ryan, 2000) or ‘intellectual imperialism’ (Badley, 2000).

This re-evaluation of teaching processes and their underpinning values and beliefs is reflected in current research and publications.  Teaching International Students is a PMI2 (Prime Minister’s Initiative) project being conducted by the HEA (HE Academy) and the UKCISA (UK Council for International Student Affairs).  They state their research aims to shift the focus from ‘problematising international students’ to examining the teaching and learning context to see how it can fit the needs of learners (HEA, 2011).  This moves away from any ‘deficits’ of international students and instead focuses on the cultural diversity they bring to UK universities.  Reflecting a similar approach, Trahar (2011, p17) promotes a ‘diversimilarity paradigm’ which emphasises cultural diversity and similarities, rather than ‘teaching as assimilation’ which aims at inculcating international students into a Western model of academic discourse.  In such a context the international student experience would be perceived as a bonus rather than a deficit, a source of cultural enrichment rather than classroom conflict.

Nevertheless, the academic challenges experienced by international students adjusting to UK HE have highlighted ‘deficits’ as outlined above.  A ‘bridge’ to assimilate international students into UK university expectations has often required attendance at pre-sessional language classes and/or academic skills programmes.  These may be part of university strategies to ‘assimilate’ students and resolve academic ‘deficits’, but Hyland et al (2008, p25) stress what students need is ‘content and language integrated learning’.  For international students the ‘language issue’ is complex and not just a matter of vocabulary, but also the academic writing skills to apply language within a critical and integrated argument.   Such ‘assimilation’ courses highlight the ‘deficits’ of students despite, as Trahar (2011, p17) points out, teaching practices in HE ‘rarely (being) subjected to such scrutiny’.   This raises questions not only about the form and content of additional courses, but also the approach and professional responsibilities of those teaching international students.

Robson (2006) identifies three aspects of a professional: knowledge, autonomy and responsibility, noting that in post compulsory education there is still a lingering assumption that if ‘I know my subject, I can, by definition, teach it to others’ (ibid, p14).  Badley (2000, p245) goes further and says that it is often the case that university lecturers are ‘notoriously unreflective about their own approaches to teaching and learning’ and have inherited a model of education where ‘experts’ transmit a ‘non-negotiable curriculum of concepts and facts’ and neglect the learning strategies of students.  While this was not observable in the study being conducted as part of this paper, it does raise questions about whether teachers of international students are adapting their teaching (curriculum, pedagogy and assessment) to take into account the changing circumstances in universities.  Many UK universities have policies for expanding international recruitment, as well as widening participation of home students.  Consequently, it is a strategic time to reflect on and review professional practices in order to critique the inclusivity of learning environments and to develop what Trahar (2011) refers to as ‘cultural capability’.

International students who come to the UK, or in the current case study, study a UK course overseas, may experience a culture shock when they first start their studies.  In terms of Mezirow’s phases of transformative learning it could be regarded as a ‘disorienting dilemma’ (Kitchenham, 2008) that requires them to re-evaluate past experiences and beliefs about learning and ‘transform’ and ‘assimilate in accordance with our definition of what constitutes a good student’ (Bamford, 2008, p7).   Teaching international students could similarly be viewed as a ‘disorienting dilemma’ for tutors.  Smith (2009, p114) goes further and asserts that transnational teaching ‘encourages content, process and premise reflection that can ultimately transform teaching practice’.  Ideally this would mean that professional practices took cognisance of the needs of students and the cultural context of their learning environment.  That change would not be an end product but perhaps a step towards developing pedagogical practices that are more inclusive and creating of cultural capability, both for teachers and students.  
As indicated, the case study in this research is part of a collaborative partnership between a UK and Chinese university.   Values that still underpin Chinese education include tutorial authority, preservation of harmony, a respect for wisdom and knowledge, the preservation of ‘face’ and an historical focus on the collective, rather than the individual (Chan 1999).   Even though globalisation may have affected some of these traditional learner characteristics, teachers of Chinese students still need to appreciate their significance.   Although student-centred learning is common in the ‘Western classroom’, Chan (1999, p298) warns ‘the participative approaches … cause a problem for Chinese learners’.  Such student-centred approaches often include group work and collaborative projects which Hyland et al (2008, p27) warn, especially when formally assessed, need to be approached thoughtfully, confidently and clearly by teachers of international students.  Furthermore, Chan (1999, p301) points out that Chinese students are often reticent in group discussions because they behave according to the ‘social expectations for their roles’ and seek to identify a group leader.  Teachers of Chinese students can facilitate group discussions by clear organisation of roles and explanation of expectations.  Therefore to apply inclusive pedagogical practices, teachers of such students need to be aware of these ‘cultural scripts’.   

Other strategies that are recommended for international students include providing: an overall context at the start of a session which makes connections with previous knowledge and experience to facilitate deeper learning (Ryan, 2000, p24), summaries of discussion (Arkoudis, nd),  simple outlines, definitions, concept maps and other such aids to comprehension (Badley, 2000), building rapport with students (Bamford 2008) and the provision of unambiguous instructions and time for students to think about topics under discussion (Chan, 1999).  Bamford (2008, p3) goes on to say that ‘rapport is seen as one of the most effective learning and teaching techniques for international students’.  The list above includes just a few examples of ‘tips’ listed in the aforementioned publications.  While not doubting the value of any of the strategies identified, to what extent does such a list once again reinforce the notion of difference as deficit for international students?  Might not such examples simply illustrate good educational practices for delivering inclusive teaching and learning? 
With this in mind, and in order to stimulate a reflective professional discussion, we conducted a small research project with international tutors who teach our undergraduate degree in China.  
Research Methodology
It is perhaps necessary to indicate at this stage that the authors of this paper have some responsibility for the programme under review.  Despite this, or perhaps because of it, we sought to conduct and report the research in an objective manner.  The undergraduate top-up course has been taught in the partner institution for over 6 years and most of the tutors involved in this research have been teaching on the programme throughout that time.  They therefore have significant experience of teaching Chinese students and have also had opportunities through shared developmental sessions to reflect and examine their pedagogical approaches.  
Case study strategy applying an interpretivist paradigm was chosen as we wanted to research the situation through the eyes of participants (Cohen et al, 2000).   Therefore a qualitative approach was also selected as it gave flexibility to explore the views and ideas of tutors regarding their professional roles when teaching in China.  Triangulation was applied through using questionnaires and focus group meetings with the team of tutors.  Open questions were included on the questionnaire in order to generate in-depth information and to allow tutors to express themselves freely.  Also, following Kumar’s (2005) advice, we felt this strategy would be suitable in order to minimise any influence of investigator bias.  
We were ‘moderators’ during focus group meetings, but sought to create a ‘permissive atmosphere for the expression of personal and conflicting viewpoints’ (Kvale and Brinkman, 2009, p150).  As indicated, the team is quite established and members are confident in their own professional capabilities and in their relations with each other and the moderators.  With this awareness, we felt this choice of method would enhance the validity of the study and provide an open forum for sharing views.  We thought that the established and trusting relationships would benefit the research and not hinder expression of different opinions.  But as Kvale and Brinkman (2009, p150) indicate, a focus group can lead to lively interaction that can make interview transcripts somewhat chaotic.  That was in fact our experience, but recordings were transcribed and findings triangulated with data from questionnaires.

Findings

The team includes twelve tutors.  All have several years experience of teaching overseas.  Collectively they have taught in China, Middle East, Africa, North and South America and in Europe.  They also include one tutor from Africa and two from China.  All became teachers on this programme because they were keen on transnational teaching.  The findings below reflect data from both the focus groups and questionnaires.

Adjustments to teaching and learning strategies?

Language, culture and pedagogy, and the inter-relationships between these, were key factors that tutors considered in their teaching.  Adjustments included: 

· speaking at a slower pace, 

· emphasising local context during teaching, 

· using exemplars related to China, 

· developing language appropriate teaching materials, but with challenging ideas to extend thinking and learning, 

· varying classroom layout (one tutor commented that s/he had not appreciated how important the layout of furniture was until s/he taught abroad as it affected the learning environment and thus opportunities for student communication), 

· avoidance of idioms/metaphors/jargon, 

· distribution of papers before teaching so students could prepare in advance and check technical language where necessary, and 

· using groups to allow students to share ideas and ‘peer teach’.  
In regard to teaching and learning strategies, tutors had a lively discussion about student language during group activities – Chinese or English.  One expressed a firm view that students should be allowed to discuss in their first language so they could scaffold new concepts onto their existing understanding and vocabulary.  But plenary feedback from groups was to be in English.  During the focus group, some tutors said that the initial level of English of the students was a barrier to learning, while others commented that these barriers were the same as those experienced by UK students.  One said ‘this dual language situation is only a more clear variation of what is integral to any teaching situation’.  In terms of language, one tutor also said that on reflection s/he considered that the steady global ‘march of English’ could be considered linguistic colonisation.  
Other teaching strategies included a tutor doing a mini needs analysis at the start of a module in order to find out from students how they learned and what their previous experiences had taught them about the learning situation.  The tutor then adjusted his/her teaching to meet those needs.  Several tutors commented on ‘personalising the teaching materials’ for the specific group of students and making expectations explicit to guide students in their learning, along with not making assumptions about students understanding of tutor expectations.  One said that s/he ‘would normally adapt (his/her) teaching to give more instruction and guidance while attempting to make learners more independent and confident’.  S/he went on to say that ‘cultural differences in expectations about what a teacher should do always come up … It is, and remains, a difficult one that I constantly think about’.  
While these findings indicate that tutors have made adjustments and considered the cultural context of their learners, they also reflect that the tutors remain ‘critical thinkers’ regarding their pedagogical practices.  
Cultural & professional issues when working in an international context?

The reluctance of students to ask questions and the issue of ‘not losing face’ or ‘exposing’ oneself in front of a large group were raised.  Tutors said that groups were more effective means for enabling students to ask and seek answers during class activities.  As one tutor commented ‘We come from an individualistic society, whereas China is much more collective and one of the ways of getting ideas across is to use that which comes out of their society, to work together, or to work as groups’.  This point is also raised by Trahar (2011, p28) who questions whether ‘cultural traditions of individualism which place the individual firmly at the centre of teaching and learning’ are suitable for more ‘collectivist cultures’.  
Plagiarism is an issue about which the team has had professional discussions on many previous occasions.  During the focus group what is deemed to be cheating was discussed and one tutor questioned whether it was just a reflection of an inability to convert the ideas of others into clear writing in a second language.  The group also explored the cultural issue of students challenging ‘experts’ and critically evaluating or re-explaining their ideas.  As Chan (1999, p298) says ‘education (in China) today still focuses on the acquisition of a vast store of knowledge through rote memorisation, at the expense of creativity’.  Therefore expecting students to adopt critical thinking strategies, and to challenge the views of teachers, can create academic discomfort for Chinese learners.  While this might lead to a ‘transformation’ of their academic thinking strategies, it does require sensitive ‘nurturing’ by tutors.
Other cultural issues raised by tutors included:

· appreciating Chinese culture,

· ensuring the learning of students has an ‘anchor’ within their own culture,

· respect for age and for the teacher,

· being mindful of what might cause offence, and 
· local differences in perceptions about male/female relationships, including those between students and tutors.

Professional issues that the tutors paid particular attention to were:

· establishing good working relations so students could feel at ease to talk about ‘worries or problems’,
· being flexible and establishing good communications so they could pick up on ‘subtle changes’ in the classroom and thus respond accordingly, and
· being relaxed, friendly and approachable.
Thus there is evidence that tutors in this case study are applying many of the ‘tips’ for teachers of international students previously identified.  Thus they are in fact exercising their professional autonomy and responsibility while adjusting their knowledge to provide a more inclusive teaching and learning environment.
Conclusion: So who learns from international education?
UK HE institutions, tutors, home students and international students can all learn from international education.  There are significant benefits to be gained through developing the ’cultural capability’ of all constituents.  In fact, ‘cultural capability’ could be considered an employability skill in our globalised community.  Remaining reflective and flexible practitioners is essential to creating a culturally enriched learning environment that focuses on the benefits, (not deficits), that are inherent in teaching culturally diverse international students.  
This paper has focused on a small study of tutors of international students, and the research evidence also suggests that everyone can learn from international education.  The conclusions of tutors were that international education: broadens professional horizons, creates open-mindedness, generates personal understanding and develops abilities to think rationally and with compassion towards others.  In congruence with Trahar (2011, p17), their professional practices when teaching international students sought not ‘to ‘contain cultural difference’ but to celebrate it’.  
HE needs teachers who are reflective and sufficiently confident to scrutinise any ‘differences’ or ‘deficits’ in their professional practices.  As one of the tutors in this study commented, the internationalisation of HE means we are teaching in ‘a world closer together in time and space, sharing similar and comparable aspirations about the value of education and transforming lives’.  If the outcome of that process is to provide opportunities to maximise the learning of all involved, we need to adopt culturally inclusive practices.  We need to question whether our practices could be construed as ‘intellectual colonialism’, or whether they are part of cross-cultural communications.  With time and self-awareness one of the tutors in this study said s/he hoped s/he had moved towards the cross-cultural communication end of the spectrum.  While international education can be construed as a ‘disorienting dilemma’ for tutors, with creative and constructive pedagogical practices it can also lead to a truly transformative approach that, in terms of Mezirow’s model (Kitchenham, 2008), builds internationally competent and self-confidence teachers.
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Introduction

‘Two roads diverged in a wood, and I – 

I took the one less traveled by,

And that has made all the difference’ (Robert Frost, 1920)

This SCUTREA conference has as one of its themes the purposes of adult continuing education and the relationships between post-secondary sectors.  This paper attempts to illuminate aspects of the relationship between the academic and vocational education sectors, drawing on empirical data from two different international contexts – Australia and Singapore.  These two studies focused on adult ‘worker-learners’ (Fannon, 2004, p.1) who had moved between these two sectors.  The paper offers its contribution to knowledge as: (a) a focus on learner experiences, (b) data from two countries, (c) international collaboration and, most importantly, (d) a study of learner movement between tertiary education sectors, and in particular, of the lesser-known pathway from the academic to the vocational.

The focus of learner movement in education is so often on transition from school to work or school to university.  However, in a knowledge society, and where jobs are being redefined or becoming obsolete and job boundaries are blurring, there is need to consider many other types and directions of movement within and between educational sectors throughout lifetimes.  Recognition of this places learning in a new perspective, with ‘individuals actively interpreting their contexts, managing their work pathway, and their learning needs to equip them with self-management and work-future planning skills’ (Fannon, 2004, p.7).  Opportunities for adults to engage in learning throughout their lifetimes are essential for both economic efficiency and social equity reasons, and access to different forms of post-school education is critical.

Where research does concentrate on movement between tertiary sectors, the focus is almost always on Vocational Education and Training (VET) to Higher Education (HE), the ‘expected’ pathway.  Many studies record the experiences of learners undergoing this transition, fostered by governmental moves to widen participation in HE (e.g.  Pike & Harrison 2011, Barron & D’Annunzio 2009, Scott 2010, Hatt & Baxter 2003).  However, the ‘road less travelled’ is that from HE to VET: far less is known about this pathway.  Prima facie, it appears counter-intuitive: why would one cross the boundary in that direction? There are connotations of ‘going backwards’, fuelled by such concepts as ‘reverse articulation’ and ‘reverse transfer’ with their assumptions about the ‘normal’ direction.  There are assumed to be barriers of various types relating to the practicalities of treading this path, parental pressures, and marked status differences between the sectors.  Yet such movement does occur.  Pike and Harrison (2011) call it ‘crossing the divide’, Hatt and Baxter (2003) ‘transition from vocational to academic’ and Solomon (2005) ‘boundary crossing’, warning that it is ‘neither uncomplicated nor unproblematic’ and that ‘we can’t ignore the complexities’ (p.  105).  Exploration of this somewhat invisible and under-researched phenomenon, therefore, has considerable value, in that it could throw the spotlight on this pathway as a road that could be more travelled, especially as the demand for more educated personnel increases in knowledge economies.  This was the foundational issue underlying this paper.

Background

This paper focuses on two concepts that can help us to understand this movement of learners from the academic to the vocational sectors: ‘boundary crossing’ and ‘career capital’.

Boundary-crossing

We can think of crossing boundaries applying to almost all walks of life, whether national, organisational or disciplinary boundaries.  In the case of learners, boundary-crossing may occur in many ways – here, the focus is limited to movement from the academic to the vocational.

Boundaries are multi-dimensional.  Koeglreiter, Torlina and Smith (2008, pp.  170-1) have identified four types of boundaries with regard to organisations: social, information, structural and communication.  It is the structural category – the physical and geographic aspects, organisational design, and procedures – that is perhaps the most applicable to this analysis.  These authors refer to ‘boundary spanning activities’ (p.  172) that can help to minimise problems of information flow and decision-making.  Thinking of such activities as occurring at both formal and informal levels, it is likely that lecturers and career advisors could be of assistance in the former and fellow learners and social networking in the latter.

Boundaries can be problematic, with connotations of marginality and peripherality.  Wenger (1998, p.  254) warns that they are places where ‘one can anticipate problems of coordination, understand issues of miscommunication, and come to expect transformations as people and objects travel across the social landscape’.  However, for that very reason they are worthy of attention as places of learning where meaning can be negotiated anew:

Boundaries are like fault lines: they are the locus of volcanic activity.  They allow movement, they release tension; they create new mountains; they shake existing structures … they are the likely locus of the production of radically new knowledge (Wenger, 1998, p.  254).

In analyses of sectoral boundary-crossing of learners, the literature reflects a pre-occupation with structural factors.  Commonly, such interest is related to responses to government agendas on widening participation in tertiary education and promoting lifelong learning.  Studies frequently focus on the importance of articulation and curriculum issues between post-compulsory institutions (Knox 2005, Keating 2006), attempts at blurring boundaries between sectors (Grubb 2006, Gallacher 2006) and differences in accreditation arrangements (West 2006).  Other literature focuses on barriers to student movement.  For example, the Australian government (DEST 2002, p.  3) has acknowledged that ‘significant barriers remain … [including] fundamental differences in learning and assessment’ between the sectors.

Other research, with a focus more on individual agency than institutional factors, suggests that it is not simply a matter of smoothing credit transfer and administrative processes.  McMillan, Rothman and Wernert (2005) concluded that ‘interests play a major role’ (p.  32).  Their data emphasised the importance of preferences and interests, such as wanting to get a job, the course not turning out as they wanted or losing interest as common factors for withdrawal, and that the high proportions indicating these reasons ‘suggest a need for students to have better access to course and career guidance prior to entry to tertiary study’ (p.36).  Other research has highlighted concerns over maintaining satisfactory work/life/study balances (Christie et al.  2006; Harris et al.  2005, Lowe & Gayle 2007).  And Saunders (2006, pp.  17-18) has referred to the ‘complex social and cognitive processes’ that take place in crossing boundaries, with individuals ‘struggling to make sense of their circumstances as they move from one set of practices to another’.  This paper contributes to the unveiling of this ‘complex’ process.

Career capital

Adults’ careers are no longer bounded within a single employment situation (Lamb & Sutherland 2010) and are increasingly the responsibility of individuals rather than employers.  Thus, individuals need to keep on learning and reinventing themselves, engaging in what Greller (2006) labels ‘career investment behavior’ and King ‘career self-management’ (2004), so they do not reduce their effectiveness in current work or jeopardise chances of gaining or changing work.  Thus the notion of ‘career capital’ (Parker et al.  2009, Suutari & Makela 2007), and how adults leverage it, is of relevance in this paper.

As global forces make for ‘boundaryless careers’ (Arthur & Rousseau 1996) characterised by uncertainty and flexibility, individuals search for meaning in their continuously changing career trajectories.  In relatively small economies like those in Singapore and Australia, acutely subject to global forces, workers are likely to seek ways forward that will help shield them from the vagaries of economic forces.  The notion of career capital is an individualistic perspective that can contribute to our understanding of how individuals achieve this.  Career capital is concerned with three key dimensions of knowing (Cappellen & Janssens 2005): knowing-why (motivation and personal meaning), knowing-how (occupational skills, knowledge and understanding) and knowing-whom (career-relevant networks and contacts).  The paper illustrates how worker-learners in two countries endeavour to build their career capital through crossing sectoral boundaries.

Research methods

The studies used blended methods: both groups participated first in an online survey and then in an individual interview.  The Singapore respondents (N=101) had moved from formal tertiary education (in universities and polytechnics) into the Workforce Skills Qualifications (WSQ) sector; Australian respondents (N=190) had moved from university into the VET sector.  For the survey, the Singaporean sample was drawn from training providers within six of 25 industry Frameworks selected for their diversity, and respondents were those willing to participate who were graduates within a specified six-month period.  The Australian sample was drawn from public VET institutes in South Australia, with respondents those willing to participate who had university experience.  The Mann-Whitney Test was used to determine significant difference.  The interviewees were drawn from those who responded to the surveys and who agreed to be followed up.  The sample interviewees numbered 30 in Singapore and 22 in Australia.  
There were more males in the Singaporean sample (79%) than in the Australian sample (44%).  The Australian sample was younger, with 23% less than 25 years of age and 36% in the 35-54 age bracket, compared with 61% of the Singaporeans over 40 years of age.  The two groups were similar in employment experience, with 59% of the Singaporeans employed fulltime compared with 55% of the Australians, and 12% of the Singaporeans not employed compared with 18% of the Australians.

The data are to be considered indicative – the main limitation was the relatively low numbers, largely resulting from difficulties encountered in identifying learners who had studied in both sectors.  The surveys were restricted also by the necessity (time and cost) to one State in the Australian study and six frameworks in the Singaporean study.  Moreover, a general qualification on self-report studies is the dependence on participants’ memories.

Crossing the boundary between sectors

1. Why did they choose to transition from academic to vocational programs?

The reasons why these graduates of the academy enrolled in vocational programs varied considerably (Table 1).  The data reveal interesting differences and similarities.  In every case, more Singaporeans agreed with the reasons than Australians, probably a reflection of cultural acceptance.  Intriguingly, ‘personal interest and development’ was top on the Singaporean list (91%) and third on the Australian list (70%) – even though learners were moving to vocational qualifications.  This reason is evidently a strong motivator for those deciding to undertake continuing education.  
Table 1: Respondents’ reasons for choosing to enrol in their vocational program (in percentages)
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It is fascinating that personal development was reported so highly by the respondents, particularly in Singapore given that avowedly the continuing education system’s key focus is providing relevant training that meets industry needs rather than personal development.  Even allowing for the possibility that respondents may feel tempted to report that they are their own career managers, it may well be an instance where there is a disjuncture between political intention and individual motivation.

The reasons that both Singaporeans and Australians agree on in their transition from academic to vocational are to gain or improve their practical skills (Singaporeans 84%, Australians 79%), and to improve employment prospects (Singaporeans 81%, Australians 83%).  The predominance in both samples of vocationally oriented reasons rating highly is clear.  The next three reasons were concerned with skills and career moves, anticipated in a small, economically ‘driven’ society such as Singapore.  The Australians reported significantly less agreement on all three vocational reasons, which may have been because the sample was younger and predominantly female.

An interesting observation from the data is that, while the Singaporeans enrolled for clear vocational reasons, they also reported, albeit to a lesser degree, that they enrolled for educational and status reasons, such as to get a broad education (67%), update their previous qualification (67%) or refresh their study skills after a period out of education (58%).  This highlights the multi-purpose role being played by the WSQ system – to equip people with specialised knowledge and skills, but also to promote the workforce development and status of workers.  In comparison, the lower figures on agreement reported by the Australians perhaps reflects the more instrumental positioning and lower status of the VET sector.

2. How easy or difficult did they find this transition?

Table 2 indicates areas in their transition where respondents reported difficulty.  Considerably higher proportions of Australians than Singaporeans reported difficulty – probably a combination of less experience (they were younger) and cultural difference.  What is important to note is that neither group found the transition particularly difficult.  The area where both groups found the most difficulty was making necessary changes in their lives to be able to study (Australians 53%, Singaporeans 22%).  Difficult also for the Australians were the financial aspects of having sufficient income to study (37%) and paying fees (30%).

Table 2: Respondents’ judgements on the ease or difficulty in moving from the academic to the vocational sector (in percentages)
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The two groups differed significantly on six areas, where Australian learners reported more difficulty with making changes, finance, obtaining careers guidance, confidence to study, and meeting entry requirements.  Finance and course entry are not such important issues in Singapore for WSQ learners where subsidy can be up to 90% of their fees and an open access is a key principle underpinning the WSQ system.  On the other hand, meeting entry requirements, going through application processes, getting adequate information about the program, family’s agreement on taking the course are the main aspects that both groups find easy.

Collectively, these results point to areas where some individuals find difficulties or barriers to undertaking further study.  They centre on issues relating to obtaining careers guidance to help in decision-making, having sufficient financial support to study, having the confidence to attempt further study, and the more general aspect that affects all students of making changes in their lives to have enough time to devote to study.  Thus, we can see that deciding to undertake further study requires not only exploration of personal issues connected with such a move but, importantly, access to careers advice and having sufficient income.  
3. How different or similar did they find the two sectors?

Respondents’ judgements on the similarity or difference of various institutional and programmatic aspects are outlined in Figure 1.
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Figure 1: Respondents’ perceptions of differences between their vocational and academic programs (in percentages)

The striking feature is the high proportion in both samples reporting difference – between six and eight of every ten respondents.  As in the case of difficulties (Table 2), these data on differences (Figure 1) highlight particular areas that are most likely to be stumbling blocks for individuals who have not – unlike these select learners – taken up a vocational qualification.  The second key feature to note is the similarity in the figures for the two groups (there were no significant differences).  Not only are the various items in a similar sequence (assessment processes, study cost and teaching style are at the top and support services and class size are at the bottom), but the proportions of students from each sector tend also to be similar on each item.  That the top area in each case is assessment is hardly surprising, given that both vocational systems are competency-based, in contrast to their traditionally norm-referenced academic study.

Conclusions

Boundary crossing

In crossing the boundary between academic and vocational sectors, taking the road less travelled, the learners in these two studies have had relatively similar experiences.  While the contextual environments of their two countries are quite different, they reported their transitions as relatively easy.  Learners moving in this direction are generally older, and therefore more experienced and settled, than their counterparts transitioning in the other direction.  
While most respondents did not necessarily find moving between sectors difficult, however, they reported that it was different in many respects.  Transition between sectors necessarily involves adjustments to different systems of education.  Learners reported very similar responses.  In both countries, the crossing of the sectoral boundary involved substantial change from content-based, norm-referenced programs to competency-based, criterion-referenced programs, a transition bound to provoke a reaction of difference with respect to such matters as assessment, course structure and teaching style.  The two approaches exhibit marked differences in educational philosophy.

In the process of boundary crossing, therefore, it is likely that program and career guidance could have been of assistance.  In these studies, however, some (albeit a minority) reported that getting such guidance was difficult, with three times more Australians saying this than Singaporeans.  It is also clear that learners had difficulties in getting several other types of help – about their programs, advice from staff, employer support and adequate information about employment prospects.  While these proportions were not in the majority, they do indicate areas where boundary-crossing could have been made even easier, supporting McMillan et al.  (2005) and Koeglreiter et al.  (2008) on the need for ‘boundary-crossing activities’.

Career capital building

The learners in these two studies were building their career capital by undertaking further study in the vocational sector after graduating from academic studies.  They were investing in their careers through the three ways of knowing – knowing-why, knowing-how and knowing-whom.  Their reported reasons for enrolling reflect various combinations of personal interest/development and vocational purposes.  The two groups differed somewhat on these reasons, but it is evident that as individuals they were clear about their motivations in undertaking their vocational studies, that they were studying to expand their educational knowledge and skill (e.g.  ‘to get a broad education’, ‘to get a vocationally specialised education’) and that they were developing friends and contacts in classes and building relationships with teachers.  In studying to improve career prospects or retrain for a different career, a significant proportion of the learners in both countries were signalling that they were investing in career behaviour to create for themselves more of a ‘self-directed career’ or ‘self-designed career’ (Sullivan et al.  1998) than a traditional career.

Individuals need to assume responsibility for their own career management (King 2004) in order to remain employable.  In the contemporary environment, particularly post global financial crisis, psychological contracts centred on job security and loyalty are being replaced by contracts founded on learning and performance.  It is therefore critical that individuals continue to reflect on their careers and engage in continuing learning.  The evidence in these two studies indicates that these learners were indeed doing that.  The numbers graduating from both academic and vocational sectors may not yet be great (especially via the road less travelled).  However, as these sectors become more interconnected over time, oiled by governmental policies striving to promote seamlessness and educational systems characterised by educational choice, we can anticipate more such learners crossing sectoral boundaries and building their career capital in the process.  
While there are important differences between Singapore and Australia in terms of the tightness of the relationship between education and the labour market, such movement is indeed vital, and both countries are exhibiting considerable policy interest in pathways between their academic and vocational sectors.  Within this context, then, opportunities for crossing boundaries between sectors and accumulating career capital act as essential escalators in the pathways of adult learners.  As Tessaring and Wannan (2004, p.  40) at Cedefop have concluded, ‘Flexibility in learning pathways contributes to raising the attractiveness, effectiveness and efficiency of VET, and to making lifelong learning a reality’.
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The European indicator of adult participation in lifelong learning: the significance of interview questions 

John Holford & Agata Mleczko, University of Nottingham 
Indicators in the European Union
The growing salience of indicators and benchmarks in international educational policy-making has been widely noted.  The European Union has been in the vanguard of this process: under the Open Method of Co-ordination (OMC), indicators have been a central feature of EU governance.  The OMC, involves ‘fixing guidelines’ for the EU and ‘specific timetables for achieving the goals’, ‘quantitative and qualitative indicators and benchmarks against the best in the world’, ‘translating’ the guidelines ‘into national and regional policies by setting specific targets and adopting measures, taking into account national and regional differences’, and ‘monitoring, evaluation and peer review organised as mutual learning processes’.  (European Council 2000: §37) 

In the wake of ‘Lisbon’, Hingel (2001) argued the Directorate General for Education (DG-EAC) could ‘contribute to the development of quality education by encouraging co-operation between Member States’.  There was ‘a momentum of deepening co-operation in education’.  Lisbon gave the EU an implicit ‘mandate to develop a “common interest approach” in education going beyond national diversities’, strengthening ‘the European dimension of national educational policies’.  Hingel argued ‘more convergence and more intense interrelationships between educational systems’ went ‘hand in hand with subsidiar[it]y.  (Hingel 2001, pp.  19-20) 

Within DG-EAC, this strategy was advanced in two main ways.  A set of ‘concrete future objectives of education and training systems’ was developed to make ‘learning more attractive’.  (Council of the EU 2001, p.  12)  Second, indicator development was set in train.  ‘Eurostat initiated a Task Force on “measuring lifelong learning”, in which other Commission DGs, EU agencies and networks as well as Member States, OECD and UNESCO have participated’ (CEC 2001a, p.  24).  The Report of the Eurostat Task Force on Measuring Lifelong Learning (CEC 2001b) noted that the Labour Force Survey collected ‘data on participation of adults in education and training, ...  though there is a clear focus on formal education and job-related training’ (p.  7)1.  It noted (Annex 5, p.  1) that a Commission regulation ‘on the organisation of a labour force sample survey’ included a question on ‘education or training received during previous four weeks’, and that questions could not be ‘very detailed’ as ‘the respondent is reporting also on other members of the household (proxy interview)’ (CEC 2001b, p.  19).  
In 2002 an expert Standing Group on Indicators and Benchmarks (SGIB) was established ‘to give advice on the use of indicators as tools for measuring progress towards the common objectives’ (DG-EAC 2003a).  SGIB issued a ‘final list of indicators’ for education and training in July 2003.  It proposed 29, spread across the eight objectives (an average of 3.6 per objective; one objective had a single indicator, one had six).  All were ‘based on already available’ data’, on ‘valid and comparable data’, and had been ‘accepted both by the SGIB and the [specialist] Working Groups responsible for the relevant areas/objectives’ (CEC DG-EAC 2003a).  
Identifying and developing indicators did not prove easy.  In 2004, Council and Commission emphasised ‘the need to improve the quality and comparability of existing indicators’; SGIB and Working Groups were asked to suggest new indicators.  A ‘lack of relevant and comparable data’ caused difficulties in some areas (Council of the EU 2004).  Nearly a year later, the Commission explained indicators had ‘twin roles of monitoring progress towards agreed objectives and functioning as a means for identifying good practice’, should be ‘based on pertinent, valid, and comparable data, and ...  accepted by users as reasonably accurate measures of the matter they address’.  Data ‘already available’ or in ‘forthcoming EU-level surveys’ were most desirable, on efficiency grounds (CEC 2004a, p.  4).  Three schedules were proposed: 

· Short-term activities (up to 1 year) … give priority to using existing data sets available on an international level.  Indicators based on such data can be prepared in the short term and at low cost.  
· Medium-term activities (1 to 3 years): In some cases data is available on a national or other level but … not yet … on an international level.  In other cases medium-term action involves adding questions to already existing survey vehicles or launching pilot projects.  ….

· Long-term activities (3 or more years): If data is needed which is available neither on a national nor an international level, and which cannot be collected administratively, long-term strategies are required: in this case the developmental process will take at least three years.  In most long-term strategies data must be generated via surveys.  (CEC 2004a, p.  4.) 

In May 2003, the European Council agreed: 

to establish a series of reference levels of European average performance, while taking into account the starting point of the individual Member States which will be used as one of the tools for monitoring the implementation of the “Detailed work programme on the follow-up of the objectives of education and training systems in Europe”.  Reference levels of European average performance: 

· should be based on data that are comparable.  
· do not define national targets.  
· do not prescribe decisions to be taken by national governments, however national actions based on national priorities will contribute to their achievement.  (CEU 2003, p.  4.) 

By 2007 the European Council had ‘identified a framework of 16 core indicators for monitoring progress towards the Lisbon objectives’.  These, the Commission argued, 

enable the Commission and the Member States to: 

· underpin key policy messages; 

· analyse progress both at the EU and national levels; 

· identify good performance for peer review and exchange; and 

· compare performance with third countries.  (CEC 2008, p.  10) 

The core indicators ‘cover the whole learning continuum from pre-school to adult education, teachers' professional development and investment in education and training’.  
Since 2004 the Commission has issued substantial annual reports on progress against the Lisbon benchmarks in education.  It clearly feels they are significant for policy-making in the EU and member states.  (In 2008 it also issued a leaflet based on the progress reports.  The leaflet, ‘Five Education Benchmarks for Europe: Trends 2000-2006/07’ sets out the performance of the 27 member states in relation to the five benchmarks using a ‘traffic light’ approach).  
The Adult Participation in Lifelong Learning Benchmark
The reference level (‘benchmark’) introduced for lifelong learning was: 

by 2010, the European Union average level of participation in Lifelong Learning, should be at least 12.5% of the adult working age population (25-64 age group).  (CEU 2003, p.  6)2 

Each benchmark had to be associated with a measure or ‘indicator’.  The measure adopted for lifelong learning was: ‘Percentage of population aged 25-64 participating in education and training in 4 weeks prior to the survey – Source Eurostat; Labour Force Survey.’ A ‘Eurostat taskforce’ was ‘currently undertaking work on a new Adult Education Survey that would yield a better measure of participation’ (CEU 2003, p.  6); the Council’s hope has not yet been realised.  
The Labour Force Survey 

Although co-ordinated by Eurostat, LFS is administered by EU member states (or associate states).  In 2008 the 27 member states, together with three candidate countries and three EFTA countries, provided Eurostat with LFS ‘micro-data for publication’ (Eurostat 2010, p.  2).  From 2005 member states have been conducting a continuous quarterly survey, covering all weeks of each quarter.  Candidate and EFTA countries, except Switzerland and Turkey, also carried out a continuous survey in 2008.  (Eurostat 2010, p.  2) 

Eurostat oversees the comparability of data, but each country conducts its own survey.  Each retains – to a greater or lesser extent – national characteristics.  An annual report outlines the ‘main characteristics of the national practices’ (Eurostat 2010).  This shows national LFSs’ distinct histories.  Some have functioned for several decades: ‘The French Labour Force Survey started in 1950 and was organised in 1954 as an annual survey.  Redesigned in 2003, the survey is a continuous survey providing quarterly results.’ (Eurostat 2010, p.  19) ‘The Finnish Labour Force Survey (LFS) started in 1959’ (p.  43), as did the Swedish (p.  46).  ‘The Spanish Labour Force Survey was launched for the first time in 1964, referencing to some quarters in each year until 1968.  Between 1969 and 1974 it was biannual, but quarterly from 1975.  In 1999 the survey was redesigned as a continuous survey providing quarterly results.’ (p.  17) ‘The [UK] survey started in 1973 as a biennial survey (not using the ILO definition of unemployment).  It was redesigned in 1984 as an annual survey and from 1992 as a continuous, quarterly survey.’ (p.  48) The Belgian survey ‘started in 1983 as an annual survey, but has been continuous since January 1999 providing quarterly and yearly results’ (p.  4); the Greek survey began in 1981 ‘as an annual survey covering all weeks of the second quarter’; it was ‘redesigned as a continuous survey providing quarterly results’ in 1998 (p.  16).  
Others are more recent.  By and large, LFS was introduced in eastern Europe in the 1990s.  In the Czech Republic the ‘has been conducted since December 1992 as a continuous quarterly survey, shifting from seasonal quarters to calendar quarters by the end of 1997.’ (p.  7) LFS was introduced in Hungary and Poland in 1992, in Bulgaria, Romania, Slovakia and Slovenia in 1993, in Latvia in 1995, in Estonia in 1997, and in Lithuania in 1998.  
In each country, the LFS questionnaire is a substantial document, but the approach varies from country to country.  In thirteen countries participation is compulsory; in twenty voluntary (Eurostat 2010, p.  61).  The response rate varies from 32 per cent (Luxembourg) to 97.1 per cent (Germany) (participation is voluntary in both: there seems no particular association between compulsory participation and the response rate.) The average quarterly sample achieved in 2008 varied from 2,700 (Luxembourg) to 131,400 (Germany).  (p.  62) 

Derivation of the Participation of Adults in Lifelong Learning index
Given its policy significance, Commission and Council confidence (since 2003) that LFS provides a ‘pertinent, valid, and comparable’ indicator of participation in lifelong learning demands exploration.  The indicator is now officially defined as follows: 

This indicator refers to persons aged 25 to 64 who stated that they received education or training in the four weeks preceding the survey (numerator).  The denominator consists of the total population of the same age group, excluding those who did not answer to the question ‘participation to education and training’.  Both the numerator and the denominator come from the EU Labour Force Survey.  The information collected relates to all education or training whether or not relevant to the respondent’s current or possible future job.  (p.  178) 

This is not a measure of all adult participation in lifelong learning: it applies only to adults aged 25-64 years.  It excludes many young people, including those in employment, most retired people, and workers over ‘normal’ retirement age.  Within these limits, it claims to reflect all kinds of lifelong learning, non-vocational as well as vocational.  
Findings
From the definition, one might assume a common questionnaire is applied in all countries.  This is not the case.  Survey questions need to be administered in national language(s).  Some adaptation to the national character of educational systems is also appropriate.  The survey questions must therefore vary to some degree.  Nevertheless, the extent of variation is prima facie surprising.  
In the national LFSs, the questions contributing to the indicator are posed in various forms.  We sought to identify the main features of their phrasing.  We used 2009 English versions (published on the Eurostat website for most countries 3): where an English version was available only for an earlier year, we used the most recent.  We reflected on any association between phraseology and reported participation rate.  
In all cases, there is a clear delimitation to cover only the four weeks immediately preceding the survey: there are variations in how this is formulated, but these do not seem likely to influence the response.  
For formal education, the adaptation of questions seems mainly to relate to the variety of schools and qualifications available.  In some countries, such as the UK, questions on formal education are extensive; in others, like Greece, they are rather narrow.  Representing education outside the formal system is much more complex in a comparative perspective; we noticed significant differences in this area.  
Respondents should have ‘stated that they received education or training in the four weeks preceding the survey’.  In the simplest case, Luxemburg asked: ‘Have you participated in educational programmes during the last four weeks?’ In general, however, the question was more complex – so constructing a total for those who had received education or training during the previous four weeks involves combining answers to two or more questions.  The most common type divides education and training into formal and non-formal (or, in a common-used phrase, inside and outside the ‘regular education system’).  Thus in Lithuania ‘Have you been a student in regular education during the last 4 weeks?’ is complemented by ‘Did you attend any courses, seminars, conferences and etc.  during last 4 weeks?’ In Hungary respondents are asked both ‘Did you attend any form of regular education or training during the last four weeks?’ and ‘Did you attend any form of the education or training outside the regular school system during the last four weeks?’ 

Questions often contain some brief, almost implicit, explanation of what education and training comprise.  In Portugal: ‘...  did you attend any courses, seminars, conferences, private lessons or other type of taught learning activities outside the regular education system?’ In Poland: ‘Did you participate in any courses, seminars, conferences or receive private lessons, instructions or participate in other forms of taught activities outside the regular education system during the previous four weeks, including the reference week as the last?’ and: ‘Were you a student (did you attend school) in regular education during the previous four weeks, including the reference week as the last?’ 

Most ‘implicit’ descriptions of education and training use a phrase such as ‘courses, seminars or conferences’.  In some countries, slightly more developed examples are given: thus in Spain: ‘During the last four weeks have you carried out any type of studies or training outside the official syllabus? (Includes: courses imparted by private centres, courses given at the workplace, courses destined to unemployed, seminars, conferences, individual classes, etc.)’ In Ireland, the description is a great deal more sophisticated, including a definition of ‘regular (formal education)’.  In most cases, however, descriptions emphasise job-related and/or academic purposes.  Finally, however, there are several countries where the questions give examples or descriptions of what might constitute education or training which encompass leisure, as well as more vocational, learning.  
We divided the countries into four groups: 

Group A

Group A consists of six countries: Sweden (SE), Finland (FI), the United Kingdom (UK), Slovenia (SI), Austria (AT), and Estonia (EE).  In these, questions on education other than formal are constructed in a comprehensive or inclusive way.  In Sweden, every ‘activity led by a teacher or instructor’ should be reported.  The Finnish question includes examples, and asks whether a participant has ‘attended a course or seminar or received some other training related to e.g.  work, profession or hobbies during the past four weeks.’ In four countries (UK, SI, AT and EE) questions include examples of educational activities: leisure or education classes (UK), sewing, cooking, sports, study circle, instruction, driving exam, religious classes (SI), leisure activities, sports and hobbies (e.g.  art classes, foreign language courses, music classes, sports lessons, driving lessons) (AT), hobby courses, and other taught activities in Estonia (EE).  Countries in Group A all had high or very high participation rates in adult education in 2008: 32.4% (Sweden), 23.1% (Finland), 19.9% (UK), 13.9% (Slovenia), 13.2% (Austria) and 9.8% (Estonia).  
Group B
Group B comprises eleven countries: Spain (ES), Slovakia (SK), France (FR), Cyprus (CY), Ireland (IE), Belgium (BE), Latvia (LV), Portugal (PT), Poland (PL), Bulgaria (BG) and Romania (RO).  These are characterised by usage of a phrase such as ‘outside the syllabus’ or ‘outside the regular system’ to refer to non-formal education.  There is also a very short description of education (e.g., ‘courses, seminars and conferences’) but no examples, and no mention of learning for leisure purposes.  The phrase ‘outside the regular education system’ is used (except LV: ‘not incorporated into the educational system’).  The division between formal and other-than-formal education is therefore attributed to institutional features of the system: participants are told what is ‘formal’ and that activities ‘outside regular education’ are not formal or regular.  However, in this group the national context is absent (except IE, where information about ‘grinds’ is collected).  By and large, the participation rates in this group are medium: between 4% and 9%.  
Group C

Group C comprises just two countries: Hungary and Greece.  In many respects the questions are similar to Group B.  The main difference is a more extensive description of non-‘regular’ education.  Questionnaires give examples of educational activities as follows: driving course, language course, computer (application) course and (in Greece) a list of 20 providers of non-formal education.  Participation rates are low (Hungary: 3.1%, Greece: 1.5%).  The questions imply that educational activities are associated with institutions which also provide formal education (e.g., ‘University program for adults’ in Greece, ‘vocational training after getting G.C.E.’ in Hungary).  Therefore, despite mention of driving courses, the question may imply a more formal definition of education.  Leisure or hobby activities are not mentioned.  
Group D

Group D consists of Luxemburg (LU), the Czech Republic (CZ), and Lithuania (LT) – all relatively small geographically and in population.  The group is characterized by extremely terse questions.  Questionnaires in these countries contain just a single question referring to education which is not formal; in each case it is different.  Participants are asked about ‘educational programmes’ (LU), ‘non-formal education’ (CZ), and ‘any courses, seminars, conferences’ (LT).  Participation rates are moderate (LU: 8.5%, CZ: 7.8%, LT: 4.9%).  It is difficult to say to what extend the definition used is clear to the participants and accurate to their educational experience.  
One country has not been allocated to a group.  In France, the questionnaire shows strong signs of national design.  There was (in 2007) no question relating specifically to education taken in a four week period.  Two questions are strongly related to participation in adult learning (‘During the last three months, have you attended classes or a training course, however short?’ and ‘Are you attending training as part of your work contract?’).  From these, and supplementary questions anent the starting and ending dates of these courses, the participation rate for the four weeks preceding the interview is presumably calculated.  
Conclusion 

There is a broad association between the nature of the question(s) posed about participation and the participation rate reported for each country.  Countries which pose questions in the most comprehensive or inclusive way (giving examples, and explicitly mentioning leisure-related studies) have the highest participation rates.  Of those which divide education into within and outside the ‘regular’ system tend to have medium or low participation rates: of these, those which give only job-related examples of non-‘regular’ education tend to have lower participation rates than those which provide less specific examples.  There appears to be some association between high participation rates and the extent of apparent national contextualisation.  
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Transcending traditional social justice conceptualizations: adult educator activists enacting a fourth way 

Sherri Lawless and Talmadge C.  Guy, The University of Georgia, USA 
Prologue
There’s a homeless day recovery center in New Orleans, Louisiana where those who come may shower, eat, receive medical care, seek legal advice, pursue unpaid wages claims, and even attend mortgage literacy classes if they are on the cusp of getting back on their feet.  The people who work at this center are purposeful, adept, and pragmatic in their approach to social justice.  On a busy morning, a twenty-three year old college graduate will coordinate showers for 90 homeless people.  In practice and in conversation, it seems this worker’s understanding of social justice cannot be easily categorized.  
Introduction
The idea of social justice has been a compelling vision in adult education.  There have been competing, even contrasting, views of what social justice means in practice.  We present this paper as a way to invite discussion on how traditional conceptualizations of social justice inform and relate to adult educator’s activist practice.  The essential question is: how does adult education’s social justice theory square with what it means to those participating in its actual practice? Based on an analysis of the literature, we argue that social justice has been conceptualized in three ways.  However, it seems that adult education activists understand social practice in multiple, layered ways.  In other words, the realities of practice defy the singularity of the field’s theoretical categorizations.  We propose a fourth, transcendent way, of conceptualizing social justice, one that mirrors the understanding of those adult educators— in this case several outside the academy— who engage in activism.

We present three conceptualizations of social justice building on the work of Griffin (1987) and Quigley (2000) whose categorizations of social policy, grounded in economic and political thinking, serve as a frame to put forth and complement the three visions of social justice.  Our interest is in the role of these social justice visions and their relationship to actual practice.  Van Dijk (2006) discusses the ideology-discourse interface and describes ideologies as shared belief systems and ideological collectivities as additionally, communities of practice and communities of discourse.  We then juxtapose social justice and social policy categorizations to social justice discourse as described by Choules (2007) to create a three dimensional matrix.  Drawing on dissertation research, we then conceptualize how adult educators working at a recovery center for homeless people enact social justice in complex, nuanced, and dynamic ways.  Our aim is to engage in conversation about theory and its relationship to front-line practice.

Social Justice and Adult Education

Many adult educators have expressed concern that the field is losing sight of its social justice mission, meanwhile, economic inequality is one of today’s pressing issues.  Observing that our field is increasingly dominated by market-driven technical offerings and also noting the world’s social and economic inequality, Ian Baptiste —in 1999 —called on adult educators to refocus on grave human plights and engage in efforts toward civically responsible change.  Over a decade has passed since Baptiste’s (1999) call to action, yet his message remains relevant to the adult education field and to the world at large.  
Adult Education’s Social Justice Conceptualizations 

The ways social justice in the literature has been conceptualized as conservatism, liberalism, and radicalism (Sleeter, 1995) are, understandably, parallel to how Western scholars (Merriam & Brockett ,1997; Tisdell & Taylor,1999; and Elias & Merriam , 2005) have outlined the field’s philosophies or orientations.  While the specific philosophies used may differ, those philosophies that most clearly inform and interact with social justice as mission are similar and are described as progressive, humanist, and critical.  
However, because elements of various adult education perspectives historically influence others (Elias & Merriam, 2005), these parallels, at least for the conservative and liberal conceptualizations, are neither neat nor clearly demarcated.  Over time, adult education philosophies have evolved and become conflated.  Elias and Merriam suggest that some aspect of progressivism, e.g., Dewey and Lindeman, can be traced to all other forms of adult education as conceived from a Western perspective: learner-centeredness informs humanism, experimentalism informs behaviorism, and social change informs radicalism.  Further, salient characteristics of social policy models are embedded in adult education philosophy.  With this in mind we depict the three vertical columns of our social justice house as conservatism, liberalism, and radicalism and the rows as the social policy models of market, liberal-welfare, and social re-distribution.  Each metaphorical room may be described by its specific location in the house.  
Conservatism
According to conservatism, individuals have the autonomy to work within the prevailing socio-economic system responsible for their success or failure, determined by their actions.  In other words, justice is available for anyone; its attainment is up to the individual but “since individuals differ, inequality results naturally from differences in talent and effort” (Sleeter, 1995, p.  82).  The conservative conceptualization is best aligned with the traditional humanist approach of Malcolm Knowles which emphasizes rationality or individual responsibility in an effort to enhance personal development and has been described as basically devoid of socio-cultural context (Tisdell & Taylor, 1999).  It can also be aligned with the progressive philosophy which emphasizes the relationship between adult education and society while placing responsibility on the individual learner to gain knowledge and skills, promote societal well-being, and ultimately society’s reform (Elias & Merriam, 2005).  Eduard Lindeman (1944), a leading proponent of the progressive philosophy wrote “without a sense of responsibility towards choice-making among adults, there can be no effective democracy” (p.  102).  Conservatism finds the cause for societal equity, be it success or failure, resting with the individual’s ability to make reasonable choices; “conservatives give priority to the individual and minimize the importance of group claims and attachments” (Sleeter, p.82).
Conservatism shares guiding principles with the market models of adult education social policy (Griffin, 1987; Quigley, 2000); these privilege pragmatic rationality with advocates that “see society as a marketplace where incentives, negotiation, individual freedom, and self-reliance can flourish, all based on rational and utilitarian principles” (Quigley, 2000, p.  217).  Informed by economic capitalism principles and emphasizing individualist ideologies such as self-reliance and responsibility, market models are aligned with vocational progressive adult education philosophies (Quigley).  
Liberalism
Liberalism is founded on the principles of John Rawls whose Theory of Justice (1971) outlined a common vision of societal justice based on individuals’ self-interest or treatment preferences were they on society’s lower levels.  For Rawls, this distributive justice principle is not meritocracy, rather those with greater abilities have a social asset that is used for common advantage.  According to Sleeter (1995), liberalism shares the conservative focus on individual competition but it “rejects conservatism’s faith in private institutions and natural aristocracy and takes more seriously collective claims to past and unfair treatment (p.  82).  Stereotypical prejudice may impede individual opportunity but this “can be reduced by teaching people to focus on positive rather than negative characteristics of groups” (p.  82).  Like conservatism, elements of progressivism and humanism exist within this liberal stance.  Rather than emphasizing the progressive role of individual responsibility in societal reform, liberalism considers the societal whole in a way that Rawls’ conceived distributive justice—as a means to effective societal functioning.  The humanist perspective is compatible with democratic values; education develops better individuals who contribute in an interrelated and interdependent way to a just, equitable, and well-functioning society.  The liberal-welfare state model of social policy emphasizes a meritocratic belief in social justice that focuses on the problems associated with “institutional access, systemic barriers, and concerns with quality of life” (Quigley, p.  218).  Griffin (1987) termed this the progressive-liberal-welfare model and emphasized the societal benefits and redistributive elements to it; Quigley aligns it with the liberal-humanistic philosophies.  
Radicalism
Radicalism, with its roots in Marxism, seeks to challenge, disrupt, or change “structural and systemic injustice in which certain groups are singled out for less favorable treatment and others are privileged” (Choules, 2007, p.  463).  The aim is to ensure equality of societal participation without marginalization based on gender, race, socio-economic class, sexual orientation, or ability.  Sleeter (1995) has argued that those supporting this vision reject “the individual as the main unit of analysis and focus on group relations, arguing that most social behavior is structured by groups rather than individuals” (p.  82) and inequality is “structured deeply into society’s institutions, having been constructed by haves in an effort to protect and extend their power and wealth” (p.  82).  This vision corresponds to philosophies described as radical, emancipatory, liberatory, or critical.  Radicalism includes those educators ‘explicitly dedicated to investigating, promoting, and engaging in adult education for progressive, social democratic or socialist transformation’ (Holst 2009).  Emphasizing social transformation, radicalism’s seeks to accomplish political and economic change in society.  As Baumgartner (2006) states, “social justice education exists to challenge societal inequities” (p.  194).

Not only is radicalism conceived of broadly from a theoretical standpoint—that is, having various orientations such as critical, feminist, emancipatory or liberatory (Elias & Merriam, 2005; Tisdell & Taylor, 1999)—it is also considered broadly in terms of practice.  Foley (2001) identifies radical adult educators expansively, as “those who work for emancipatory social change and whose work engages with the learning dimension of social life” (p.  72).  Social activism exists on a wide continuum of activities or actions that may involve inciting social change with verbal discourse through teaching organizing skills to leading a social movement (Baumgartner, 2006).  Radicalism aligns with the social re-distribution policy model, or social control model (Griffin 1987) that emphasizes criticality and grounded in the belief that capitalist democracy creates structural inequalities that require a re-ordering of social systems (Quigley, 2000).  Its Marxist-influenced policies “address inequities, community-based initiatives, and alliances across organizations for social change” (Quigley, p.  218) and parallel liberatory/social reconstruction philosophies.  
Movement across or down our house’s axes illustrate adult education’s philosophical perspectives that can be approximately, though not neatly, aligned with ways of conceptualizing social justice that are both historical and political, along a continuum that begins at a conservative pole of individual/citizen responsibility, continues with collective action for social change and development of human potential and agency, and ends at a radical or emancipatory pole that challenges the dominant systems of power and privilege.  Next, we consider social justice discourse which provides the depth to each of our house’s nine rooms.  
Discourse in Adult Education
Each conceptual framework can be understood as implying a particular social justice discourse that flows from and with it.  Wilson (2009) describes discourse as a problematic concept in the adult education literature, one “meaning many things from langue to parole to structuralism to poststructuralism to talk to meaning to text to context and so on” (p.  8).  Rogers et al (2005) provide useful insight:

discourse has been defined as language use as social practice.  That is, discourse moves back and forth between reflecting and constructing the social world.  Seen in this way, language cannot be considered neutral, because it is caught up in political, social, racial, economic, religious, and cultural formations.  (p.  369)

According to Sandretto et al (2007), “educators operate within multiple discursive fields that position teachers, students and families in particular ways” (p.  310).  Thomas (2006) concurs arguing that ideologies “are not neutral concepts linking beliefs to political and social action but are intrinsically connected to issues of power and domination” (p.  59).  For Thomas, ideologies are discursive constructions; they are used to legitimate points of view, frequently appearing as discursive fragments of common sense (p.  60) that can serve hegemony by promoting dominant ideas as normal or neutral (Pratt & Nesbitt, p 119).  Van Dijk (2006) argues similarly, adding that ideologies can also “articulate resistance in relationships of power” (p.  117).  Drawing from varying aspects of the literature on critical discourse analysis (Fairclough, 2000; Pratt & Nesbitt, 2000; Rogers et al., 2005; Sandretto et al., 2007; Thomas, 2006; Van Dijk, 2006; Wilson, 2009), we consider social justice discourse broadly, that is, how an individual understands, organizes and expresses knowledge related to the construct of social justice.  We interpret expression as Foucault might, that is, by the way knowledge is shared, understood, and practiced by actions.  
Social Justice Discourses

Choules (2007) contends that “how we understand injustice has major implications for the way we see, or don’t see, our own role in maintaining unjust systems” (p.  462).  The social justice discourses she describes are charity, human rights, and privilege.  While Choules offers a robust historical and philosophical information about each discourse, we outline some major attributes and delineate the boundaries between them.  
Charity discourse.  
Charity is one of the two discourses that Choules (2007) indicates  maintains the prevailing power structure.  When injustice is viewed as unrelated and external to us, “it is easy to use individualistic and meritocratic justifications to remain disengaged” (p.  462).  With this discourse, the charity giver fails to examine their own privilege and so underlying causes are not addressed by their charitable acts.  While individual suffering may be alleviated in the short-term, this discourse is paternalistic and patronizing because it “lends itself to an ideological approach which positions those with power in the benevolent and condescending role of protector and the Other as in need of protection” (Choules, p.  466).  Those who fail to examine their privilege as White, middle-class persons may easily turn their focus to the social justice victim—the poor—as cause.  So, while willing to do good work or provide charity to those in need, those situated on the charity discourse do not recognize systemic, societal injustice as underlying causes.  This discourse is aligned with conservatism (Sleeter, 1995) which shares attributes with the market model of social policy (Griffin, 1987; Quigley, 2000).  
Human rights discourse.  
In this discourse, human rights apply to all persons.  Although this discourse notes the need to rectify social problems, Choules (2007) argues that it is typically enacted in a way that leaves unjust structures and systems unexamined; the identified social problem remains located with the marginalized.  There are two alternate positions from which to view this discourse; using the liberal position with its emphasis on individual rights and responsibilities, the privileged do not consider their position or role in the prevailing social structure.  Choules argues that when applying a socialist position of collective responsibility to this discourse, the understanding is close to the privilege discourse in terms of identifying the social problem.  This discourse is aligned with Sleeter’s (1995) liberal vision, sharing some characteristics with the liberal-welfare state social policy model (Griffin, 1987; Quigley, 2000) and supported by elements of progressivism and humanism.  
Privilege discourse.  
Privilege implies an ability to act without consequences as if one had the right to set the rules” (Choules, p.  472).  For the other discourses, complicity lies in not analyzing power relationships and structures that benefit those who are in positions of power, to the detriment of those who are not.  According to the privilege discourse, beneficiaries of privilege acknowledge and understand their implication in systemic injustice and are compelled to take collective responsibility for it.  This discourse is aligned with radicalism (Sleeter, 1995) which is related to the social re-distribution model (Griffin, 1987; Quigley, 2000).  
Enacted Social Justice: Conceptualizing A Fourth Way

So what do practitioners say about social justice when describing their activist work? In our study we find that they have a critical analysis of their practice but one that does not draw on formal theoretical sources.  Essentially they reference power and privilege without explicitly naming it.  Their way of describing practice is peppered with charity and human rights discourses (Choules 2007).  There is a fluidity and transcendence to how these activists articulate and enact their social justice work.  They are unburdened by scholars’  academic discourse and this means that their understanding cannot be neatly categorized.  It is important to recognize that social activism encompasses a broad range of activities as Baumgartner (2006) has noted and includes participating in life’s daily social struggles (Gouin, 2009).  Foley (2001) has argued that “most learning is informal and incidental, embedded in other activities, and tacit” (p.  85).  Although some of the education at this day recovery center is formal, by far most occurs ‘on the fly’.  
Do our theoretical formulations of social justice practice fully grasp the interrelated and fluid nature of those engaged in social justice outside the academy? As Baptiste (1999) observes, ‘most critical pedagogy classrooms focus largely on the behavior of, and consequences to, students, teachers, and staff within that classroom or institution (p.100).’ Likewise, acting on radicalism in a way that challenges societal barriers is difficult when, in the moment, you are faced with someone who is in immediate need of food, shelter, or legal advice.  
Now imagine these practitioners walking freely through our metaphorical social justice house.  Like our actual residences, we each have a favorite room yet we find ourselves in any room at any time for various reasons.  We go to the kitchen for nourishment, to the laundry room for utilitarian purposes, to our den or living room to engage in leisure activities, and to our bedroom to rest.  Sometimes we wander about the house and alight in the place that suits our mood or emotional state while at other times, we do not have a true choice as to room destination, for instance, when we are satisfying a physiological need.  Likewise, these practitioners are aware of societal barriers, understand a need for re-structuring and for acknowledging human dignity but also understand that a charitable act may be required in any moment or for most of a day or week.  The fourth way to conceptualize social justice may be the house these practitioners occupy; it is one with locations but without visible walls.  
Seeing a fourth way to conceptualize social justice becomes possible when our understanding of adult educators activists is broadened beyond the acknowledged spaces of higher education classrooms and organized community activism.  Exploring that quiet or tempered space that some activists occupy could lead to a more complex and nuanced understanding of social justice is practiced.  
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Creating and sustaining international connections: an analysis of the development of an international journal concerned with critical scholarship and equity and access in the field of education and ageing

Keith Percy, Lancaster University, UK

Introduction



Since the mid 1980s, about 15 papers concerned with education and older adults have been presented at SCUTREA conferences.  They do not give the impression of a field of study developing through dialogue over time.  The stronger papers (e.g.  by Findsen, 2010; Gaskell, 2005; Withnall, 1995) do not indicate the presence of a field-wide conceptual coherence or dynamic.  Empirical work, such as there is, is small-scale and disconnected.  There are some non UK papers and they argue, from positions of relative isolation, the importance of the topic and the need for a greater volume of work.

This paper argues that the study of the education and learning of older adults (known academically as educational gerontology in the English-speaking academic world but more popularly as learning in later life), although not a well developed field, offers enormous potential in terms of theoretical discourse and practical relevance.  It is not actually a new field – significant texts have been published in the USA since  Sherron and Lumsden published their Educational Gerontology in 1978.  In the UK there have been sturdy attempts over a couple of decades to define a field of study (see, for example, Glendenning, 2000; Jarvis, 2001; Withnall, 2010) but none have been adopted as authoritative.  Academic conferences, such as those organised by the British Association for Education and Ageing (AEA) still receive proposals for papers in which familiar material is recycled and the same basic questions are asked, but not answered.  Other countries of Europe seem to be behind even the United Kingdom in this matter.  In Germany, it was as late as 2010 before the first comprehensive attempt to define an academic field of study around education and ageing was made under the title Geragogik (Bubolz-Lutz et.  al., 2010)

It is clear why society may want to understand more about learning in later life and why systematic, empirically-derived knowledge, informed by theory, is needed.  Given the imperatives of longer and healthier later life, changing models of retirement, inequalities in access of older people to learning and other resources  and exponential increases worldwide in the over 50s population,  there is scarcely any other field of adult education which merits more attention.  
Quoting the Population Division of the United Nations, Benyon (2010) shows that:

in 1950 across the world there were some 200 million people over 60, by 2000 that had reached 600 million and by 2050 it would be at least 2 billion.

The ageing of societies is a worldwide and simultaneous phenomenon and it is reasonable to suppose that academic interest in learning in later life will become international.  
Origins

The fourth issue of the International Journal of Education and Ageing (IJEA) will be with the printer as the July 2011 SCUTREA conference takes place.  The first issue was published one year before, in June 2010.  It was to be a peer-reviewed journal, published three times each year, with about 80 pages per issue and an annual total of about 240 pages per volume.  It was to be published only in the English language and in printed format.  On-line format was an aspiration.

In one sense, this was a re-launch.  The Association for Education and Ageing (AEA) had been founded (as the Association for Educational Gerontology) in the UK in 1986 and immediately published a new, modest, scholarly, peer-reviewed journal called the Journal of Educational Gerontology.  After a decade, this journal, enlarged and re-titled as Education and Ageing, was taken up by a commercial publisher and enjoyed an increased readership and reasonable success until 2004, when the publisher withdrew.  Subscriptions had started to take a downturn for several reasons – among them, the relative demise of Adult Continuing Education departments in UK universities and the consequent small number of research students engaged in this field of study.  There followed a period during which publication was suspended and AEA considered the feasibility of maintaining a journal at the same time as it reviewed its own future development.  Short-term funding from the Esmee Fairbairn Foundation made it possible for this review to be comprehensive and to include investigation of further funding sources, including those for a re-launch of a journal.

It is important to ask why the existence of a journal concerned with education and ageing remained on the agenda.  The answer is that, even in the first decade of the new millennium, it seemed that the study of later life learning was still an unformed and under-developed field of study.  Moreover, the connections between that field of study and provision and facilitation of learning opportunities for older people remained tenuous and uncertain.  A journal could have a crucial role in developing, reinforcing and re-invigorating the scientific study of learning in later life and in making the necessary connections with policy and practice.  In particular, in the six or so years since Education and Ageing last appeared, the support of the EU through its Grundtvig programme had led to many innovative educational programmes for older people across Europe which deserved attention from researchers.

IJEA’s mission was economically stated:

the Journal will contribute to a better life for all older people by promoting critical knowledge and understanding of education and learning in later life.

In editorials, promotional literature and conference papers, the IJEA’s editors and publishers identified the core of this mission as a concern with equity and access - “a better life for all older people”.  The means were to be not only the publication of “critical knowledge” – new scientific knowledge and critiques of extant knowledge concerned with later life learning – but also the promotion of “understanding” through dissemination to a wide variety of professional and other audiences with the direct goal of informing and improving educational practice, including the points at which it touched, social, health, and medical gerontological practice.  All of this was to be achieved on an ‘international’ basis, with ‘international’ contributors and an ‘international’ readership (see, for example, Editorial, 2010a; Editorial, 2010b; Editorial, 2011).

It was a resounding mission and the editorial interpretations of it were consistent, if somewhat rhetorical.  However, they were probably made more in hope than certainty.  The IJEA began without detailed plans of how the mission was to be operationalised.  
The remainder of this article will be concerned with the three key dimensions in expressions of the IJEA’s mission - research, practice and international mission - and will argue that one of them (the ‘international’ dimension) has not been adequately conceptualised.  If it were, it would provide a unifying and theoretically satisfying framework within which the Journal could create its future.

Research

In their first editorial (Editorial, 2010a), the editors observed that it was unlikely that they would reject any research-based article which was recommended by referees as being publishable.  However, they were going to be particularly interested in theory-based research which could be seen to have possible practical applications and applied research arising from practical needs so long as it was rigorous and generalisable where possible.  They would want to encourage research which took an open approach to methodologies and was based on a willingness to use mixed methods of enquiry as long as there was an adequate discussion of concepts, justification and validity.  
The editors said (ibid.) that they wanted to encourage investigations on issues which concerned older people themselves.  This wish was not motivated by a form of political correctness but by a belief that the scarce human and financial resources available world-wide for research into learning in later life should be systematically focused.  A sensible starting place would be with what the people most concerned said was important.

Practice

It follows that, in IJEA, research and practice were not going to be treated as conceptually and pragmatically separate.  The first editorial (ibid.) argued that policy and practice on learning in later life were not normally systematically evaluated and were certainly not discussed, as often as they should be, in a context which drew upon research-based knowledge.  Governments were increasingly making rhetorical statements in policy papers about the benefits for society from older people being engaged in learning.  Moreover, older people themselves were reasserting a belief in continued education through published testimonies and stories.  All of this material, said the editors (ibid.), needed to be assessed, its significance agreed and its connectivity with accumulating bodies of knowledge and other policy and practice demonstrated.  This suggested an important role for IJEA with a wider audience than that normally targeted by academic publications

International mission

In early 2010, the initial flyer for the new journal announced in a confident, even declamatory tone, that IJEA aimed ‘to bring together the best of international research, scholarship and practice on education, learning and ageing in a critical and accessible manner”.  
It was well- said.  However, the reasons for the IJEA espousing an international mission were also pragmatic.  An international target readership would be potentially bigger than a mainly British readership; there was a need to make a distinction in the Journal’s title from the predecessor journal  (Education and Ageing) formerly published by AEA; and a search for a unique selling point for the Journal had identified an international orientation as critical.

Despite the pragmatism, the editors did not expect the appropriateness of the ‘international’ label to be disputed.  In their second editorial (Editorial, 2010b), they wrote:

as for the insertion of the descriptor ‘International’ into the title, it was thought to be a self-evident requirement.  The IJEA has to be international in both contributions and readership or it will not be worth preserving.  The question is not should it be international but can it achieve and maintain a reputation for publishing quality articles in the English language from across the world and can it secure an international audience.

Beyond this, however, there was no discussion of the implications of being ‘international’.  Over the first year, the IJEA published 18 articles; 7 were by non UK authors.  There was no pattern to these non-UK authored articles.  They were evidently what had been offered and what had reached the standard established by editors and referees.  If any thought had been given to a systematic rationale for the choice and grouping of international articles - say, in terms of seeking a group of internationally authored articles on Third World gerontology, or spirituality and learning in later life, or retirement and learning or some other theme - the practicalities and time-frame of starting a new journal appear to have prevented it.

As an international journal, the IJEA was immediately constrained by the fact that it was an English language journal only; there were no plans to translate it or to publish it, in whole or in part, in other world languages.  Logistical and financial reasons made this inevitable.  It is true that the English language has wide currency, giving access to first language readerships in North America, Australasia and parts of Africa as well as the United Kingdom and Ireland.  Many people world- wide learn English as a second or professional language.  Nevertheless, there is an obvious dissonance in publishing an ‘international’ journal in one language only

A possible framework 

It may be that the IJEA will continue as it is - in essence defining its international mission as little more than publishing articles by non UK authors and seeking a foreign readership content to read the IJEA in English.  Nevertheless, the remainder of this article seeks to articulate an international rationale for the IJEA which would make it more likely to achieve its mission.  The framework is made up from the combination of two conceptual approaches which can be related to international research and practice – perspective contextualisation and communities of practice.  
Perspective contextualisation

Hantrais (1995), writing about international comparative research, identifies the invalidity and inutility of simplistic combination of international perspectives and international data.  She observes that:

linguistic and cultural factors, together with differences in research traditions and administrative structures, cannot be ignored 

and

attempts at cross-national comparisons are still too often rendered ineffectual by the lack of a common understanding of central concepts and the societal contexts within which phenomena are located.

The readership of, say, a journal merits frameworks and contexts if it is to interpret international material adequately.  Demographic and employment statistics from different countries, for example, are socially constructed and may conceal quite different national understandings.  Time-series data can be complicated even by the historic shifting of political and geographic boundaries and the definition of what counts as a particular state or society.

For Hantrais (1995), the IJEA’s use of the English language alone would be an issue.  Language, she says:

is not simply a medium for conveying concepts, but part of the conceptual system, reflecting institutions, thought processes, values and ideology, and implying that the approach to a topic and interpretations of it will differ according to the language of expression.  
Nevertheless, Hantrais (1995; 2008) turns the difficulties and discontinuities of the aspiration for an international mission on their heads and underlines the creative and challenging opportunities for deeper understanding which they provide.  The value of the international dimension lies in the perspective contextualisation which it makes possible, although Hantrais does not use this term.  Building on her views, it can be argued that the international dimension:

increases awareness of possibilities and alternatives.  An international journal such as the IJEA, in effect, brings researchers and practitioners from different backgrounds together.  It should be able to construct a space in which varying experience and different intellectual traditions are compared and evaluated.  
promotes deeper understandings and creative approaches to issues that are of central concern in different countries.  These can lead to identification of knowledge gaps and suggestions for the development of practice to be pursued through international debate and investigation.

encourages intellectual distance: that is, gives the opportunity to step back and to situate a problem in a larger context.  This should promote a valuing of the dynamics of other cultures and new insights into one’s own culture.

However, perspective conceptualisation requires planning.  It should not be a matter of chance what international material is placed together in an issue of a journal such as IJEA.  Such decisions should be made with clear expectations of the kinds of increased awareness, deeper understandings and intellectual distance which the material might usefully generate and these expectations communicated to the readership at the time.

Community of practice

The notion of the community of practice was developed in professional practice literature in the 1990s and belongs to a family of notions including the ‘learning organization’ and the ‘reflexive practitioner’.  Wenger (1998) defined a community of practice in terms of three elements – a shared domain of interest; a grouping of people who develop that domain through regular interaction; and a direct connection between the domain and the improvement of practice.  
Wenger (ibid.) certainly saw that a community of practice might ‘cover the globe’.  He observed that:

members of a community of practice are practitioners.  They develop a shared repertoire of resources: experiences, stories, tools, ways of addressing recurring problems—in short a shared practice …Some are quite small; some are very large, often with a core group and many peripheral members.  Some are local and some cover the globe.

Wesley and Buysse (2001, 114), building on Wenger, emphasised that:

reflection within communities of practice not only extends our own understanding, insight, and command of the situations in which we work, but also holds the potential to advance the field as a whole.

Their claims for the outcomes of a community of practice are extensive.  They considered that:

it stimulates thinking that is divergent and inductive, rather than convergent and deductive… by inviting the ongoing deconstruction and reconstruction of knowledge as a means to interpret new situations and to solve problems with imagination (ibid., 115).

Interestingly, Wesley and Buysse suggested that communities of practice allowed practitioners to collaborate with researchers, other practitioners and clients (in this case, older people) as partners in research.  This collaboration gave an opportunity for multiple perspectives to influence the research agenda, participate in its conduct, interpret data and disseminate findings.  (ibid.,121).  They also suggested that it went some way to the ‘democratisation of the research process’, which they advocated – as did the editors of the IJEA in Editorial, 2011 when they wrote of giving older people a ‘voice’ in what research is undertaken into learning in later life.

Indeed, Wesley and Buysse seemed almost to be talking directly to the editors and publishers of the IJEA when they castigated a ‘theory-to-practice journal’ as contrived and ‘one-dimensional’.  They said that it was far away from:

the ideal community of practice [which] incorporates diverse expertise to bring together research, policy ,and practices in a way that is both meaningful and relevant to all participants -  something that is almost impossible to achieve through more contrived, one-dimensional approaches (e.g.  a theory -to - practice Journal) (op.  cit.,119).

Conclusion

By combining these two conceptual approaches of perspective contextualisation and community of practice, it seems that a framework for the development of the International Journal of Education and Ageing could be constructed that is not ‘one-dimensional’.  The concerns of the IJEA’s editors to relate research to practice on an international basis could be encompassed by the building of an international community of practice, as characterised by Wenger, with a shared interest in learning in later life.  It could possess the vibrancy and creativity identified by Hartrais as the positive outcomes of an international mission, properly conducted.  Such an international community of practice would be sure to contribute to IJEA’s ultimate equity and access aim of the promotion of a better life for older people.  However, an IJEA with international ambitions, but without a clear rationale for them, runs the risk of drift and non- survival.
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Informal learning in older adults – the Doing2Learn journey

Brec’hed Piette, Sheila Hughes and Shan Ashton, Bangor University, Wales, United Kingdom

The focus of this paper is informal learning in adults, especially adults over the age of 50.  We will report on work that was carried out as part of a Grundtvig funded project – Doing2Learn.  The project was a collaborative one between six institutions based in Finland, France, Romania, Slovakia, Italy and Wales who worked together over a period of two years (2008-2010) to develop new approaches in informal learning designed to engage the older learner.  Each institution had their own group of learners, mainly people over fifty with limited educational qualifications and no recent experience of lifelong learning.  The approach developed in working with the Doing2Learn group in North Wales was rooted in community development practice and on work undertaken in a previous Grundtvig older learner’s project (www.cross-cooking.eu) & work done for Carnegie Trust UK’s Rural Action Research Programme (Ashton & Collis 2010).  Work undertaken in a previous project (funded by HEFCW and the ESRC) through the Welsh Education Research Network (WERN) whose aim was to develop and improve approaches to researching and evaluating informal learning (Piette 2009) provides a useful counterpoint around which to further explore informal learning in the older adult.  The WERN project was undertaken by staff working in Lifelong learning units in three different Welsh universities – Bangor, Swansea and Glamorgan.  The main activity of this project was the sharing of experiences, and the building of research capacity in lifelong learning, specifically in relation to informal learning.  
In recent years the educational policy emphasis in the UK has been primarily on vocational and employment related accredited learning, and there is little state funding now available for any other sort of adult learning.  This has led to a diminishing emphasis on informal learning in policy documents, and a lack of awareness (among policy-makers at least) of the links between informal and formal learning.  The situation in Wales is similar to that in the rest of the UK but needs to be considered separately as educational policy and funding in the UK is devolved to the separate administrations of England, Scotland, Wales and Northern Ireland.  In part due to extensive and successful lobbying of Welsh Assembly Government ministers and senior civil servants by NIACE (National Association for Adult and Continuing Education), UALL (University Association of Lifelong Learning) and other organisations, there is somewhat more sympathy to a broader view of lifelong learning in Wales than is perhaps the case in England.  For instance a recent (2010) Welsh Assembly Government publication on adult and community learning indicated that a small proportion of the budget for adult and community learning could be used for non-accredited learning, including informal learning (although it needs to be noted that the budget for adult and community learning is small and has been cut in recent years.  The same document, drawing on research carried out by Schuller and associates (2004) also recognised the wider benefits of learning:

those who take part in learning in adult life are more likely to have flexible attitudes, and are less likely to be intolerant of the views of others or involved in crime.  (2010 p.4)

The importance of learning in later life is also featured in the Welsh Assembly Government’s ‘Strategy for Older People in Wales’ (2008), which says that: 

Older learners are also an integral strand in DCELLS’ work on an adult community learning strategy (ACL).  Recognising barriers faced by some learners including older people in many instances, this work will take account of formal, informal and non-accredited learning offered through the community learning route.

Among researchers, the study of informal learning has generally been at the margins of educational research (Duguid, Slade and Schugurensky 2006).  This is partly because informal learning is often not recognised as learning and may take place away from traditional educational environments.  This is perhaps particularly the case when learning is part of other activities within groups and communities, for example voluntary work or community development activities, and may not in fact be recognised by those participating in it as learning at all.  Research into informal learning has also been bedevilled by problems of definition and identity (Malcolm, Hodkinson and Colley, 2003) For instance, how can informal learning be defined in a way that is inclusive, but not so broad as to be meaningless?  There is in fact no agreement on the definition of informal learning, but an interesting one is offered by Cullen et al (2000):

the active engagement by citizens in the construction, interpretation and often, re-shaping of their own social identity and social reality.

This definition emphasises the transformative and empowering nature of informal learning, and as such is quite an appropriate one to use in the context of the Doing2Learn project.  
However despite these problems, research into informal learning has increased and approaches that use, for example, a ‘learning journeys’ approach have identified the importance of informal learning as a starting point of ‘journeys’ towards accredited learning, employment and voluntary work  (for example, Burke and Jackson 2007, Connolly, Rees and Furlong, 2008).  While this increase in research interest in informal learning is to be welcomed the idea of a ‘learning journey’ is itself potentially problematic in that the idea of a learning journey would seem to presuppose an individualistic approach to learning.  As Harrison (2003) says:

learner as a traveller suggests a certain category of person: an autonomous and enterprising individual, rationally choosing the mode, pace, direction and destination of their learning journey.

Harrison goes on to argue that the ‘learning journey’ approach, particularly when applied to informal learning is potentially appealing to policy makers as it can be fitted into a model of adult learning based on credit accumulation and transfer, targets and learning outcomes.  This approach to informal learning is reflected in the language used in the WAG document on Adult and Commuunity Learning mentioned above which gives as an example of the kind of informal learning it wishes to support, the provision of ‘tasters’, that is as a step (probably a fairly short and cheap one) towards undertaking the main part of an individual’s learning journey’ which it can be assumed is accredited provision and a qualification.  
A different approach to informal learning begins with community, with emphasis on collective reflection, narrative, dialogue, transgression and building resilience (Rahman 1993; Gilligan et al 2006; McNair 2000 – cited in Ashton & Collis 2010).  This approach involves working with groups to develop learning activities that can play a part in the social and economic development and regeneration of a community.  This is known as a ‘community development approach’ which has as a defining feature, the development of programmes of learning in dialogue with communities and participants (Tett 2010, p.25).  These two approaches to looking at the impact of learning, that is the impact on individuals, both in terms of wider benefits of learning, and employability, and the impact on communities and their economic and social regeneration were discussed extensively by participant in the WERN Informal Learning group discussions.  Although there was clearly some tension at a research level in trying to measure both these types of potential impact it was fairly clear that in many instances informal learning has the potential for on the one hand, helping individuals on their ‘learning journeys’, and, on the other, for developing the capacities of communities and community development on the other.  The example of the Doing2Learn project demonstrates this.

Informal and experiential learning, intercultural exchange and understanding and the adoption of new media and ICT skills were key elements of the Doing2learn approach.  It enabled the older people to build confidence and communication skills within an informal atmosphere and to build informal supportive learning networks.  Using the traditional knowledge and practice of the older participants as ‘hooks’ to capture their interests and existing skills and traditions, learners were introduced to the possibilities of using new media and ICT as tools for recording and sharing their content through, for example, podcasting, webcasting, blogging, digital photography and digital film.  Gradually with the support of the mentors and peers, the learners interacted with technology and became more confident and able over the duration of the project in using ICT.  Once the learners felt confident, they then set about creating their own ‘how to’ courses taking an area of their interests.  An e-platform was developed specifically to support the new content and to enable inter-regional learning and mentoring across the partnership.  
Some useful examples of these informal learning courses involved developing innovative approaches to share cultural traditions amongst the different country participants.  When the groups of learners came together at a learning week based in Wales, which took place during the second year of the project, they were keen to exchange and share their different cultural traditions.  Not all of the groups could speak English and recognised that this may be likely to create a barrier.  Some of the learners had brought examples of fine lace making, needlework and traditional costumes.  It was interesting to witness how the learners made efforts to overcome language barriers by ‘acting’ out the processes of the how the needlework was created by making various kinaesthetic gestures in order for the other participants to gain an understanding of the processes involved resulting in such beautiful final products.  The emphasis on experiential learning that had informed their experiences served to help them to develop innovative approaches to barriers in communication.

Even more illuminating was how in an effort to break down these language barriers a learning community was being created.  The Romanian group for example, had prepared in their own country, a demonstration of the lace making process captured on camera and transferred to video clips.  Although this activity may seem almost second nature nowadays to many users of ICT, for this group of older learners who had previously never understood how a mobile phone or video camera worked, or been aware of its further potential, this was a major skills development.  Being able to take photos with either mobile phones or digital cameras and upload them to a web-site then to create the video clips with an accompanying oral commentary in Romanian using English sub-titles (which they explained they had tried to translate for themselves after having informal English lessons) allowed them to create and share a record of what was for that community, a very important tradition.  The effect this had on the individual learners was one of high personal achievement, a sense of pride and bolstered self-esteem, but something more than this took place -  the impact of this knowledge sharing allowed the whole community of participants to benefit and there was a real sense of building social and community capital from this activity and other examples like it.   The activities during the learning week were measured using Participatory Evaluation methods.  This method proved to be a very successful way of capturing and measuring the informal learning process in this situation and can add weight to other methods of research around informal learning which is often regarded as being a difficult concept to measure.  The research approach adopted throughout was participatory action research (PAR) methods which according to McNiff (2002), is at its core, a way to increase understanding of how change in one's actions or practices can mutually benefit a community of practitioners.  It was problematic in use, not because of the learners but because the mentors and project managers had specific views of ‘academic’ research and found adapting to this quite different method difficult.  Nevertheless its use did achieve results (see the project video at www.doing2learn.eu).

Both the learning and application of learning enabled greater social inclusion of older populations.  It also helped to create a useful bank of knowledge, skills and competencies to improve their skills and employability as individuals and also to develop communities of practice.  These learning communities operated both at a local level within each country and through transnational meetings and ICT, they were also developed at a pan-European level.  When discussing community learning, community is too often taken to refer to a geographically located community.  One of the interesting possibilities offered by the Doing2Learn project was that of using ICT to develop learning communities that crossed geographical barriers but which were based on shared interests and experiences.  The trans-national element of the project enabled this to take place at a wider European level, across borders and other boundaries which allowed the participants to explore different approaches and solutions to the same problems.

Such developments are essential as Europe is getting older and there is a need to promote and develop older people’s capacity to continue to work and learn for as long as they want and to make an active contribution once they retire.  The specific knowledge, skills and competencies of older people could be particularly useful in a society striving to attain sustainability and greater social cohesion, although their abilities are often overlooked and ignored by a society intent on the ‘new’.  Older people’s contributions are easy to ignore as they have not adopted the skills and competencies needed to participate fully in modern knowledge economies, in a more or less borderless Europe and its myriad cultures and languages.  That is why it is important to create an environment where such learning is possible, so as to ensure the visibility and accessibility to local and traditional knowledge, to enable the participants to build value in their own knowledge so enabling older populations to overcome barriers to and find the joy in learning and in contributing to the learning of others.  
Another useful example of how informal learning crossed geographic barriers took place during a Learning Week in Wales.  This included a visit to a rural community enterprise  called Cwlwm -  a wedding planning service based in rural North Wales which  is the initiative of six local women from farming households who as well as working on family farms have carved out a successful wedding planning business.  The six women each have experience in their different fields and can offer a range of wedding services - stationery, harpist, dresses and outfits, flowers, wedding cakes, and samplers.  They have adopted an existing but redundant old mill building in their local village and came up with an innovative idea of using the building as a focal showcase where their individual skills and talents are collectively displayed under the same roof.  Being a rural community enterprise the success of the business depends on the women reaching a wide audience.  The Cwlwm group have created a website to promote the wedding service and it is very successful.   The European learners were thus able to witness an example of something they could replicate as they had similar skills and lived in a similar area.  This example is a valuable one of a community initiative that can cross geographical barriers.

In Wales the policy document ‘Delivering Digital inclusion – a strategic Framework for Wales’ (2010) discusses the importance to individuals and communities and the need for them to engage with digital technology.  It points out that older learners are nearly twice as likely not to use the internet as young people.  It recognises also however, there are specific challenges facing older people and particular barriers to overcome including issues around: 

Lack of skills and confidence

Negative attitudes to computers and internet

Lack of appropriate support
On a trans-national level, the EU Policy document ‘Ageing Well in a Digital Society’ (2010) advocates that:

ICT can help the older individuals to improve quality of life, stay healthier and live independently for longer.  Innovative solutions are emerging to help counteract problems related to memory, vision, hearing, and mobility, which are more prevalent with age.  ICT also enables older persons to remain active at work or in their community.  Their accumulated experience and skills is a great asset, especially in the knowledge society.

The Doing2Learn project provides a useful example of how informal learning can bring about change for the better and can be seen to directly support both the Wales and EU policies.  The learners were involved in the creating of digitised ‘how to’ courses which supported and promoted new skills of older learners, built confidence and encouraged positive attitudes towards ITC.  The content of the digitised courses was based on their traditional knowledge, thus giving it space and value in the modern world.

This reinforces the notion that informal learning is of key importance in building individual skills and confidence and promotes the transfer of knowledge between individuals, peers, families and friends and that of the wider communities – local, regional, national and international and by doing so can build and sustain community resilience and capital.  
For researchers and practitioners, it also highlights the importance to continue to build up the bank of evidence of the social and educational benefits taking place within the informal learning arena in order to ensure that such evidence is not always anecdotal.  There is a danger that policy makers when they are aware of the benefits of informal learning may just recognise the value for individuals as a first step on what is seen as a learning journey for individuals to learn new skills and gain qualifications.  The Doing2Learn project demonstrates that informal learning can have a much broader impact than this, and this too is a feature of informal learning that needs to be recognised by policy-makers.
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Geography matters: promoting an international spatial, educational community 

Aideen Quilty, School of Social Justice, University College Dublin, Ireland

Introduction
The issue of the conceptualisation of space is of more than technical interest; it is one of the axes along which we experience and conceptualise the world.  (Massey, 2004, p251)

It is increasingly acknowledged that how we come to know and understand is intimately tied to relational, spatial formations.  Thus, as new, familiar and doggedly old lifelong learning and equity of access issues present themselves for interrogation and explication, the spatial contexts within which such issues emerge take on an even greater significance.  We can interrogate what such ‘spatial formations’ might mean for us, and offer to us, within education by drawing on education’s rich and lengthy tradition of inter-disciplinarity.  Looking beyond what Lawn and Furlong call ‘the four foundation disciplines of the earlier period’ (2009, p550) sociology, philosophy, psychology and history I turn to geography to fuel my interrogative lens.  In short, I take as a starting point the idea that geography matters for education.  I believe that in order to maximise the potential for how we understand the educational world, a world of increasing complexity and elasticity, we must continue to develop a geographical educational spatial landscape.  Speaking to the conference theme of how international collaboration can lead to more creative understandings about teaching and research, this paper explores how we might support the international collaborations and emerging communities of practice within the interdisciplinary space between geography and education.  
In order to promote this position I suggest that ‘storytelling’ or our autoethnographic writings offer much creative potential for how we might come to see, know and understand better the interdisciplinary world.  Stories help us to make connections with other people across cultures, continents and contexts.  Such ‘stories’ can be located broadly within qualitative methodology drawing on the rich tradition of social justice movements of the 1960s.  More specifically we can position them within the context of autoethnography, an emergent method which Hesse-Biber and Leavy argue ‘disrupt traditional ways of knowing, such as positivism, in order to create rich new meanings’ (2006, pxii).  Before exploring the potential for such ‘stories’ I will address briefly the claim that geography matters.  
Geography Matters

A central argument throughout this paper is that our knowledge and understanding of educational access and equity requires us to know something of their spatial realities and characteristics.  And I am not the first person to argue for this particular disciplinary fusion where we actively set out to mine the geographical terrain, its concepts, theories, methods, as it relates to, and impacts upon, education theory and philosophy.  There is much to guide us in this work.  The not insignificant attraction of the spatial within the human sciences, particularly since the 1990s, and the renewed interest in recent years, has resulted in volumes of work being generated on how the spatial might be interpreted in an informed manner beyond the discipline of geography.  As Blunt observes:

More than ever before, scholars working in other disciplines in the humanities are thinking and writing in explicitly spatial terms, most notably in terms of imaginative geographies and the multiple and contested spaces of identity, which are often articulated through spatial images such as mobility, location, borderlands, exile, home.  (Blunt, 2007, pp75-6)

Such thinking can be seen to reflect a broader ‘spatial turn’ or the importation of geographical terms and concepts into, and across, a host of other disciplinary areas (see McDowell, 1999; Blunt, 2007; Crang & Thrift, 2003; Hubbard et al, 2005).  There is evidence too that the ‘spatial turn’ has certainly not bypassed education theorising and scholarship.  The literature surrounding what I term ‘Geographies of Education’ (Quilty, 2010) suggests the emergence, albeit fractured and in process, of an education spatial consciousness across a global landscape of intellectual engagement spanning Australia, America, Europe, Great Britain and Ireland.  There are examples of new and emerging spaces, new rooms, openings and portals as researchers seek to explore and expand this educational spatial landscape.  There are those who, like me especially over the past decade, have been quite charmed by Geography (see Gulson and Symes (2010); Kitchens (2009); Taylor, (2009); Savin-Baden (2008); Edwards and Usher (2008); Burke and Jackson (2007); Gulsen, (2006); Youdell (2006); Armstrong (2003); McConaghy (2006); Gruenewald (2003); Quinn (2003); Burke, (2002).  
This ‘turn’ offers many possibilities associated with the cross-fertilisation of ideas and analysis so characteristic of interdisciplinarity.  As somebody holding a position across the disciplinary worlds of Women’s Studies, Equality Studies, Education and Social Justice, such possibilities take on great significance.  Hesse-Biber and Leavy discuss how inter-disciplinarity pertains to emerging research methods and suggest that the researcher so located may be required to engage at the borders, to work from a multidisciplinary or interdisciplinary position.  They note:

Adopting an interdisciplinary perspective is often a process in which one becomes both an insider and outsider – taking on a multitude of different standpoints and negotiating these identities simultaneously.  (Hesse-Biber and Leavy, 2006, pxii)

William Pinar captures something of this process of disciplinary engagement or fusion through his notion of ‘complicated conversations,’ an idea I find both attractive and in practice extremely demanding.  He suggests that ‘a complicated conversation’ illustrates a curriculum in which academic knowledge, subjectivity and society are inextricably linked’ (2004, p11).  It is my argument that geography has the capacity to do exactly this, to offer educationalists an additional set of tools, ideas and concepts through which knowledge, subjectivity and society can be interrogated in a powerful way.  And yet such collaboration is demanding.  As Taylor argues, despite the spatial turn within education there are very few formal sites of production or dissemination within journals, research networks etc.  as a consequence of which ‘it can be difficult for academic practitioners who work at the interface between education and geography to consider themselves as a coherent community of practice’ (2009, p657).  However, it is clear that, reflecting the broader intellectual and academic landscape, such communities are central to the rigorous and sustained pursuit of these spatial ideas as they apply to, and promote creative understandings of, equity and access issues at the local, national and international levels.  I contend that stories offer a powerful tool to educationalists seeking to establish, and contribute to, existing intellectual communities of interest in the interdisciplinary space between education and geography.

Stories Matter

Your context - your location in the world - shapes your view of the world and therefore what you see as important, as worth knowing; context shapes the theories/stories you concoct of the world to describe and explain it.  (Hanson, cited in Hubbard et al., 2005, p5)

Drawing on my experiences of creating and living ‘in place’, as a woman and feminist, coupled with an academic past immersed in education and influenced by geography, I found myself writing stories.  These stories represent the result of the knowledge gained from the conversation I have been having as an educationalist with geography, with its ideas and concepts, its authors and practitioners.  And yet, as Burke and Jackson remind us, such knowledge is partial:

Academic knowledge is partial because it excludes experiences of marginalised identities, but it is also distorted when those who produce knowledge fail to recognise their own social/cultural/historic locations.  (2007, p113)

Thus, it is important to acknowledge that I as author, am not a neutral participant within any research or writing process, a point succinctly captured by Graham who tells us that ‘theories are imaginaries, creations of the human imagination, and constitutive of the way we understand the world’ (2006, p269).  This is clearly a challenging position.  Within our research and writing, such subjective positioning means that ‘our knowledge of the world is always mediated and interpreted from a particular stance and an available language, and that we should own up to this in explicit ways’ (Cousin, 2010, p10).  I, like all research participants am ‘entrenched in the historical, geographical, political, personal, economic, psychological and social dynamics of the moment, shaping my interpretations, perceptions and ways of knowing’ (Burke, 2002, p40).  Autoethnography offers a methodological approach from which to capture both the subjective influences and constituting factors on my professional experiences as an illuminating and interrogative tool.

Autoethnography

Hesse-Biber and Leavy (2006) offer an excellent, succinct account of autoethnography as having developed out of a tradition of using auto/biographical detail within the qualitative research process.  They   suggest that in general terms we can understand autoethnography as ‘a method of oral history in which the researcher becomes his or her own subject’ where researchers ‘use their own thoughts, feelings and experiences as a means of understanding the social world or some aspect of it’ (2006, pxxii).  Reed-Danahy’s work on autoethnography reflects a similar point.  Commenting on her contribution to the field in the late 1990s she notes she ‘adopted a broad perspective that identifies autoethnography as a genre of writing that, at minimum, places the author’s lived experience within a social and cultural context’ (2009, p30).  Importantly, she identifies autoethnography as an umbrella term that may include three broad areas: the first two she describes as ‘autobiographical narratives about the doing of ethnography’ and ‘anthropologists doing ethnography in their own society.’ However, the third she describes as ‘the work of people without anthropological training or people in other fields like literature who write with an ethnographic sensibility about their own cultural milieu’ (2009, pp30-31).  The latter resonates with the approach I have taken.  And yet these stories are located and presented within a formal academic and intellectual context and thus must address the criticism of autoethnographic writing as ‘self-indulgent, or narcissistic, or lacking in method or validity, or too literary and not theoretical enough’ (Davies et al., 2004, p361).  Acknowledging such criticisms Spry suggests that the writing must be well crafted and respected by literature critics and social scientists.  It must be emotionally engaging as well as critically self-reflexive of one’s socio-political activity.  Finally, she argues that it should not simply be a confessional tale of self-renewal, she says ‘the researcher and text must make a persuasive argument, tell a good story (Spry, 2006, p191).  
Indeed, Spry (2006), speaking to the importance of reflexive, self-narratives, and  the courage required to be vulnerable in rendering scholarship, calls on us ‘to step out from behind the curtain and reveal the individual at the controls of academic-Oz’ (2006, p192).  In my desire to reveal the controls of my personal academic Oz, autoethnography offered much potential, a potential I invite you to share as we encounter a story which comes directly from my subjective, professional, experienced history.  
Story Vignette: ‘Kitchen Choice’

Picture the scene.  Driving, we have just left behind the bamboo planted, award winning, architecturally designed, concrete, campus of UCD, University College Dublin.  Behind, I have left my office, located within the University Library Building, within the School of Social Justice, within the College of Human Sciences.  On my desk a collage of photos of my Father.  Driving South West we soon also leave behind the greenery, the plush and distinctly middle-class aesthetic, representative of much of south county Dublin.  We pass Dundrum Shopping Centre, symbol of all the excesses and consumerism that characterised our Celtic Tiger years.  We drive.  The landscape changes.  Slowly at first, then more obvious changes, reflected in land usage, colours.  The plush greenery replaced with industry, with grey hues.  More change as our destination nears.  Houses, hundreds of houses.  Identical houses.  No real amenities.  There is a Church.  This is our landmark, a key moment in our directions.  We head into one of the housing estates.  We are searching for UCD…We have been told it is out here…  

…We arrive at a house, an ordinary house, one of many semi-detached houses in an estate cul-de-sac.  This house is our destination.  We enter and realise that this is no ordinary house.  It is buzzing with women talking about words, photocopies, essays, spell checks.  It is, we are told, essay deadline for their Women’s Studies programme.  It is filled with excited, purposeful and nervous energy.  Come and have a cup of tea.  We follow and enter the kitchen.  The kitchen, surely not, flip chart, 25 chairs stuffed into this room.  This place feels like a classroom.  It looks like a classroom.  It is a kitchen.  And these women, on this morning, make it a classroom in a kitchen.  They create this by their being in place, this place of UCD and of learning.  We have found it and it feels fantastic to touch something so powerful and positive, that is at the same time about knowledge and learning.  We have found it.  These women, these students have created it.  It is their place.

These are proud women.  They are showing off this place, their ‘learning environment’ which these women simply call ‘The Women’s Studies.’ The women talk about the garden: We are introduced to the smoking shed; A summer bench; a wall mural pained by a former student; a sundial again donated by a Women’s Studies graduate…Human Traces.

I like this place so much.  Like the students I can feel how this place, the kitchen in this moment, is ‘The Women’s Studies.’ It is living, breathing, alive, at once about learning and freedom, at once representative of much that these women want to change in their lives and simultaneously the means by which they can do it.  These women want kitchen choice.  Not to be told to be in the kitchen.  No, they want the right to choose it if, and when, they wish, or to choose other places in its place.  
Their presence in this kitchen is paradoxical.  They love the kitchen, this knowledge kitchen.  In this place women come together to learn and talk and discuss and listen.  They come to be nourished in this kitchen place, to be fed with knowledges, their knowledges.  Certainly the Women’s Studies, the kitchen, the house, these places are capable of multiple identities, all intimately connected to the people within them, their purposes.  It is as if my Education Geographies come directly to and from this house, this learning environment, symbolic of all things traditionally ‘feminine’ the kitchen place, both place of nurturing and sustenance, and for many places of chains, of drudgery and of violence, of choice-less-ness.  
This house is filled with these women’s bodies, their hopes, fears, their desires.  This house is their knowing and questioning and knowledge place.  It is their lecture hall, tutorial room, coffee dock.  It is all of these and more bounded within the walls, a fixed address, a fixed abode yet constantly evolving and creating new manifestations of the potential of what such a place might possibly be.

…And as we get back into the car we leave this University, this UCD behind: this embodied place, I feel certain it is surely a place of which UCD, beyond the hallowed walls, should be eager to celebrate.

Returning to the conference theme, we can pose the question, how might we contextualise this story so as to support international collaborations and emerging communities of practice aimed at exploring learning opportunities for studying creative understandings about teaching and research for equity and access? Lynch has consistently argued that universities have a long history of exclusion and selection, stating that: 
They practised exclusion, not only through their selection procedures for students and staff, but also by maintaining rigorous boundary maintenance procedures within and between disciplines, and between what is defined as legitimate academic and what is not.  (Lynch, 2006, p73) 

This is a strong statement about the spatialised University, or what we can consider more broadly as a spatiality of education, one of boundaries and procedures, impacting not only on who enters but on what is valued.  And these processes of access and participation have traditionally been, and continue to be bound up in gendered relations and reflective of a spatial hierarchy of place within our HE institutions.  It is unsurprising therefore that one of the key objectives of Women’s Studies from its inception in UCD was to provide educational opportunities off campus, for those women who had been persistently excluded.  
Clarke et al.  remind us that ‘there is no inside without an outside’ (2002, p293).  We could perhaps see these outreach students as outsiders within.  However, this should not be seen as a negative interpretation of the ‘outsider’.  On the contrary, the resistive strategies employed by returning adults and students on mature grounds suggest a dynamism, resourcefulness and confidence in negotiating this double pathway, not as limiting, rather as liberating.  It suggests a capacity to navigate both in and out, through and across, in a way that can be potentially empowering (Quinn, 2003; RANALAE, 2010).  One way to imagine this further is to look to Rose’s conceptualisation of paradoxical space, which I appropriate here in terms of putting forward my understanding of the possibility of paradoxical education place: In other words, the reality of how these outreach students are strategically and purposefully outside the campus in order that they can be inside, or within, higher education.  Gillian Rose (1993) almost 20 years ago posits this spatial simultaneity as an opposition to the limiting masculinist tradition of binary distinction, based on rational/emotional or male/female distinction or indeed in/out distinction.  Perhaps such outreach programmes experience some degree of success because their geographies eschew the limitations of the in/out dichotomy? In other words Outreach Students in this kitchen place, as creators of their own, interesting geography in which notions of insider/outsider and belonging can be challenged, manage to reinvent both what notions of inside and outside might come to mean in terms of HE.

Conclusion

I have argued in this paper that by adopting a spatial lens, by starting from the position that geography mattes, we can begin to interrogate and know better issues of equity and access.  I attempted to prompt a moment of collegial recognition in this paper inviting you to explore with me an access geography, through story, drawing from my role as director of a Women’s Studies community/ university outreach programme in Ireland.  Bolton observes that ‘we are embedded and enmeshed within the stories and story structures we have created, and which have been created around us’ (2006, p206).  By capturing our spatial educational geographies through stories, I hope we can set about prompting empathies and fostering intellectual connections which may contribute to, and enhance, the international community of educational spatial thinkers interested in creatively pursuing understandings about teaching and research for equity and access, thinkers for whom geography matters.  
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Exploring Indonesia’s new journalistic identity: Sifting through the complexity of international collaborative teaching and research

Jeffrey A.  Ritchey & Nurhaya Muchtar, Indiana University of Pennsylvania, USA

Introduction

In developing countries like Indonesia, the role of journalists has traditionally been seen as educational in nature.  The authoritarian government that ruled the country for 32 years drastically limited journalistic practice thus creating a unique and powerful identity for the field and its practitioners—mandating a form of 'development journalism' that aimed to support government policies and practices.  The collapse of the Suharto government in 1998 necessitated the emergence of a new form of journalism.  Suddenly, journalists were expected not only to report news and information objectively but also to actively participate in a 'free press' that demanded increasing mastery of contemporary media technologies within a more market-driven professional context.  The ensuing search for a new journalistic identity in Indonesia paralleled a global 'identity crisis' of sorts in the profession (Jensen 2003, p.  1) as journalists struggled to negotiate their role in a field increasingly focused on profit and shaped by broader, technologically-driven levels of participation.  
The initial purpose of this study was to explore and better understand journalists' perceptions of their professional practice (including requisite technological skills and social/civic responsibilities) with a special focus on what might be called 'pre-Reform' versus 'post-Reform' journalistic traditions—-the former grounded in 'development journalism', the later seeing journalists as the public's 'critical watchdog' (Hanitzsch 2005).  Such an examination seemed prudent given the general perception that Indonesia's press was now, for all intents and purposes, 'free'.

From 1997 to 2003, the process of creating a free press had been facilitated by organizations like the United States Agency for International Development (USAID), USAID’s Office of Transition Initiatives (OTI), Voice of America (VOA), and the British Broadcasting Corporation (BBC) who offered assistance to train journalists for entry into the free market.  These projects, however, were primarily for radio journalists, included no plans for sustainability, and often left behind an even greater need for journalism education than existed prior to their inception.  As Western aid began leaving Indonesia in 2000, the formal education of journalists was left to short courses and training at polytechnic institutes.
In summer 2010, we began a series of interviews with 10 Jakarta-based print, radio, and television journalists.  Sessions were conducted primarily in Jakarta with participants drawn from an existing network of contacts assembled in a prior research study.  The sample included men and women of various ages and varying levels of experience.  All interviews were audio taped, conducted in Indonesian, translated into English, and coded (in NVivo) using a constant comparative method (Strauss & Corbin 1998).
From these discussions, it was quickly apparent that more non-formal educational processes were playing a primary role in the creation of journalistic practice and the development of a modern journalistic identity in Indonesia.  As a result, this work shifted its focus to examine these more communal ways of learning and their impact on shaping journalism in contemporary Indonesia.  
Journalistic identity in contemporary Indonesia

The Indonesian government has a long history of enforcing the notion of a Pancasila or 'responsible' press.  The concept was initially adopted by developing countries as a way to reject western ideas as well as to encourage economic, social and cultural progress.  Romano (2003) asserts that this concept is not really different from western journalistic practice, especially in terms of the media providing supports for educational and human development initiatives.  Nevertheless, a Pancasila press takes these activities one step further, establishing as legitimate a 'guided free and responsible press' and framing journalism’s role as that of 'community keeper' not 'community watchdog.'  Romano (2003) described Indonesia’s Pancasila press as having two sides: one teaching modernity, promoting economic development, and encouraging society to be open-minded; the second, protecting the 'authentic' Indonesia through the promotion of family values, an appreciation for spirituality, and an obedience to the country’s rulers.

Romano (2003) argued that 32 years of New Order governance had a profound influence on Indonesian journalists’ collective frame of mind.  Based on her survey of journalists in Java in the late 1990s, she described how government restrictions shaped journalists’ ways of thinking and professional practice.  Her analysis revealed that most journalists saw themselves as a 'keeper' rather than a 'watchdog' of society.  Hanitzsch (2005) affirmed Romano’s analysis, emphasizing that 'During the New Order regime, which ruled the country for three decades, the power elites obviously succeeded in their efforts to systematically depoliticize journalism' (p.  499).  
In contrast, Morrell (2005) notes that Indonesia’s press has also been viewed as a somewhat 'heroic institution' (p.  129).  The field’s connection to the Independence movement and its resistance to New Order controls seemed to set the stage for journalism’s active participation in 'a vibrant and independent' post-Suharto media environment (Kauffman 2010).  
Theoretical framework

This study sought to add richer, more intimate forms of data to the examination of journalistic identity in Indonesia.  For this work, identity formation is perceived as relating to the 'formation of the person' (Wenger, 1998, p.  13) as well as to the 'creation and use of markers of membership, rites of passage and social categories' (p.  13) relevant to such things as professional role.  Furthermore, identity is seen as something that is changing, fluid, and developed as part of human engagement with culture and history (Wenger 1998, p.  13).  
Three interrelated theoretical threads provide the framework for this exploration.  The first is critical theory—specifically, the sociological perspective typically identified with the Institute for Social Research.  Critical theory’s utility as a means to interrogate power and its manifestation in social settings would seem particularly useful for this study.  
The second related thread is cultural imperialism theory, which posits that, 'in a free market, the economically powerful will become more powerful while the poor will get poorer,' and that 'further concentration of media ownership will influence and reduce the variety, plurality, and type of messages in the media' (McPhail 2009, p.  24).  Cultural imperialism asserts that dominant cultures use media as a political tool, colonizing and controlling without the antiquated tactic of physically occupying spaces with military personnel.  
The third thread is communities of practice social learning theory (Wenger 1998).  The notion of 'communities of practice' was first presented by Lave and Wenger (1991) and popularized in the areas of business and industry.  Wenger primarily focuses on learning as social participation—a process that includes engagement in the practices of communities and 'constructing identities in relation to these communities' (Wenger 1998, p.  151).  
Themes 

As noted earlier, the journalists interviewed for this work were based primarily in Jakarta.  Educational attainment and levels of experience varied greatly, as did age.  Nevertheless, these descriptive differences appeared to have little impact on participants' responses and reflections.  In other words, the themes noted below were pervasive in our discussions.
Technological change: Ease and superficiality
Much has been written regarding technology's impact on the field journalism.  The monumental impact of internet-based, participatory forms of information sharing has resulted in a sense of uncertainty as to what really constitutes journalistic competency and practice.  Technological change in general and the Internet in particular were powerful themes in our discussions with contemporary Indonesian journalists.  These themes focused both on the challenges posed by rapidly (and perpetually) changing skill sets as well as the deeper ethical and philosophical shifts these changes were perceived to precipitate.

Technological skill was linked to both the quality of the journalistic product and the speed with which it could be produced.  Regardless of medium (print, radio or television), technology's greatest impact was seen as providing the ability for journalists to rapidly produce engaging, accessible stories.  Reflecting on media's wider impact on consumer attention, one participant (#5) noted that 'the nature of multimedia is fast...reporters also have to follow that style and report things immediately...as fast as possible, ignoring in-depth analysis of the story'.  Said another (#10), 'Today, most journalists use smart phones that allow them to download and upload stories wherever they are.  However, the Blackberry also made them less creative in approaching stories.  In the past, before we interviewed [someone] or reported an event, we came to the site early, found out what was going on, then started our report.  Today, they just access the Internet and maybe change the first part or angle of the story.  Journalists today don't dig as much...Their primary source is Google'.
The complexity of this issue was born out in discussions of widely heralded participatory or social media sites like Twitter and Facebook.  'Many journalists have their own blogs, so if people want to know more—say, for example, they want to get more insights about an event—they can go to other people's blogs and read it or follow people in Twitter.  The blog includes more personal stories which can't be put in the media.  Some journalists still carry their idealism but not through their [work] media...they channel it to different media [sites]' (#3).  These sites not only allow for stories to be elaborated upon, but also provide locations where journalists can share experiences and insights, something that was seen not only as 'cool' and 'hip' but also enormously helpful to young journalists struggling to understand their own professional responsibilities.  'We need to know what's going on', stated one participant (#3), 'So checking Facebook and Twitter is a good way to know what's going on.  For me, it's also a way to create a network.  And the last thing is image...you just have to do what others are doing'.  
Television: Journalist as celebrity

Both print and radio journalists noted what they perceived as a growing interest in television among aspiring, young journalists.  This perceived interest was strongly linked to the 'glamour' of television reporting and announcing in relation to the more mundane work of radio and print journalists.  'There is a booming television industry', stated one participant (#5).  'I think it's amazing that we have ten television stations with capability to cover nationally.  I also think...our people...they tend to listen and watch rather than read.  It's easier to listen and watch for information from television'.  
In such an environment, the image of 'journalist as celebrity' appears to be taking hold.  'I am happy to see the growing interest among young people toward media broadcasting', said one participant (#3), 'although I am pretty sure that they would prefer television over radio.  Television is more glamorous'.  This shift toward an entertainment-focused form of journalism appears intimately connected to the liberating effects of the free market and a loss of cultural capital among Suharto-era print and radio journalists.  As many participants reflected on their professional lives, they noted their perception of journalism as 'cool' or 'adventurous' as a primary factor in career selection.  One participant (#4) stated flatly, 'The idealism is gone'.  Said another (#5), 'During the New Order government, journalists were seen as a symbol of the struggle to fight the status quo or autocracy.  People enjoyed working for the media for that reason.  Today, situations have changed.  In the past, people looked up to this profession, but not anymore.  People might see that media is booming so a lot of opportunities are available.  The consequence of this situation is that people report without thinking ahead or thinking about any consequences.  If you say that media is an agent of change, media is not supposed to follow the public…yes'?

The 'free' press?
The resignation of President Suharto in 1998 offered the hope of a free press actively engaged in the transformation of Indonesian social and political life.  Nevertheless, while providing a more vibrant platform for such transformative events, the press's role in Indonesia has been seen as something of a 'disappointment' (Morrell, 2005, p.  129).  Some of the factors underlying this limited impact have been outlined in previous sections of this work.  Participants in this study, however, repeatedly identified the free market interests of media owners as a powerful force in limiting journalism's capacity to impact Indonesian society.  While alternative, internet-based journalistic activities have, indeed, created spaces to challenge and debate important cultural issues, the mainstream media remains a powerful force in shaping Indonesian journalistic identity.

This force is exerted in both the selection of stories for coverage and in the way events are presented.  'Unlike in the past, we can report cases related to politicians without being afraid of being sued', stated one participant (#3).  'So, that seems to be one aspect of liberation.  On the other hand, most journalists are still afraid to report stories that deal with people who have money'.  Said another (#4), 'They don't dare report cases related to any kinds of conflict such as religious conflict.  They don't want to write stories that can boomerang.  I think it's related to money.  It's related to ownership'.
Coupled with the perceived shift toward a more entertainment-oriented journalism, owner control was clearly implicated in a loss of journalistic power.  'Owners took full control of the media', said one participant (#4).  Stated another (#6), 'It's not so much a code of ethics that influences our work but the management'.
Weak professional associations

Shortly after Suharto's resignation in 1998, the Indonesian government established various press restrictions meant to maintain relative calm during a tempestuous time.  These restrictions were widely supported by the public as necessary to maintain order and limit the possibility of inflammatory or overly partisan news reporting.  
Since that time (as noted above), media owners have played a similar role, albeit to promote their own financial gain.  In response to this, the last dominant theme expressed by the participants in this work was the need for more powerful associations of journalists to both defend professional rights and define professional competencies.  'Let me tell you about TV station owners', said one participant (#9).  'Most of them have no understanding of the media.  They are bankers and entrepreneurs.  Some of them own palm oil companies, others have oil companies.  Their main goal in owning media is to diversify their business'.   The result has been a perceived decline in the quality of journalism and an increased sense of powerlessness among journalists to select and present their stories with authenticity and candor.

More powerful journalistic associations were seen as a means to help establish clearer separation between ownership and news divisions and to develop clear, universal, professional standards for the field.  While associations exist in Indonesia, most prominently Aliansi Jurnalis Independen (AJI), the Alliance of Independent Journalists, they were generally perceived of as weak, peripheral organizations that neither shape journalistic practice nor appeal to younger, aspiring journalists who see 'codes of ethics' and 'competencies' as unimportant.  'All I want to see is that more journalists are involved in organizations', stated one participant (#4).  'I think journalism associations are a way for journalists to get power.  Without them, we will continue to be suppressed by owners'.  
Discussion and conclusion
Civil society in general and democratic governance in particular have long been linked to the development of a vibrant, vigilant free press.  Journalism has typically been regarded as necessary ‘to keep our leaders honest and to arm the powerless with the information they need to protect themselves against the tyranny of the powerful, whether that tyranny is political or commercial’ (Moyers, 2001, para.  11).  Such practice is kindred to (if not part of) the radical, emancipatory traditions so critical to the field of adult education.  That said, exploring the current state of journalistic practice in transitional democratic nations and better understanding ways to enhance and facilitate the resistance of ‘political or commercial’ tyranny seems of great importance.

Recent revolutionary moments throughout the world (e.g., Iran, Egypt, Tunisia) have revealed the power of participatory journalism to both educate and instigate civic action.  Twitter and Facebook, as well as myriad blogging and photo-sharing sites allow people throughout the world to interact with both speed and intensity.  These virtual spaces have become important sites of public pedagogy throughout the world.

Saeed (2009) notes that ‘it is hard to conceive of a strong democracy without placing communication at the centre of things’ (p.  466).  And indeed, media in general and journalism in particular are flourishing in contemporary Indonesia.  Communication, as it were, is alive and well.  Nevertheless, our interviews point out that merely increasing the amount and variety of information, as well as the speed with which it can be attained, does not necessarily promote the kind of critical, rational, political thinking that journalistic practice has historically seen as central to its work.  Indeed, much of the ‘free’ journalistic space created with the resignation of Suharto, has been colonized by corporate interests whose primary concern is in creating ‘more consumers than citizens in the public sphere’ (Saeed 2009, p.  471).  Such a world ‘encourages people to seek private solutions to public problems by purchasing a commodity’ (Murdock as quoted in Saeed, p.  471).  
The reform era that began in 1998 brought enormous change not only in journalistic practice but also in media ownership.  Yet while the number of media outlets increased rapidly, old practices of ownership and oligopoly continued to exist (albeit in less visible ways).  To make the situation worse, cross ownership opportunities increased the potential for business owners to control media as a means for improving their non-media organization’s bottom line.  For example, Bimantara Citra (a company with extensive ties to the Suharto family) owns three national television stations and four radio stations while Kompas Gramedia (the largest media conglomerate in Indonesia) has cross media ownership that ranges from book publication, bookstores, magazines, television, and national private radio to its seven affiliates across the country (Sudibyo 2007).
In addition, the Suharto government limited the number of journalistic associations, giving recognition to only Persatuan Wartawan Indonesia  (PWI), the Indonesian Journalists Association, and pressuring individuals involved with other journalism associations by revoking their professional licenses, terminating their employment, or sending them to jail.  'Freedom' has not resulted in a subsequent groundswell of journalistic organizing sufficient to challenge corporate interests.  
Wenger notes that communities of all kinds are predicated on a process of legitimate peripheral participation--i.e., 'the process by which newcomers become included in a community of practice' (1998, p.  100), including changing patterns of participation and the transformation of identity.  With weak professional associations and relatively limited internet penetration (12.3 percent as of June 30, 2010 [Internet usage in Asia]), consumer-driven, entertainment-focused journalistic practice has asserted itself as a major framework for young journalists' conceptions of their professional roles.

While the limited scope of this study demands prudent 'conclusions', it does point to the potential for journalists to assert their capacity to define their professional field, alter cultural perceptions of their potential social role, and creatively utilize participatory forms of media to engage in an active process of community building.  Such a process is fundamentally educative and a potential site for work by activist adult educators interested in fostering democratic processes.  Part of this will involve facilitating the difficult task of identifying what is 'legitimate' in contemporary journalistic practice, challenging the less identifiable but no less hegemonic structures that currently weaken and limit truly free speech, while remaining sensitive to the cultural distinctions that make Indonesia unique.  It speaks to Crawford's (2001) assertion that press freedom is intimately tied to the creation of a civically-engaged public and the powerful role that adult educators might play in this work.
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Has Australia turned its back on international students?

Erica Smith and Andy Smith, University of Ballarat, Australia.

Introduction

Much of the debate on international students in Australia over the past few years has been negative and critical.  The press has focused on training providers seen as ‘dodgy’, or on the activities of overseas agents of education providers.  There have been racist attacks on Indian students, particularly in Melbourne, which have harmed Australia’s reputation overseas, particularly in the Indian sub-continent.  In recent years the growth in numbers of overseas students in Australia has come mainly from vocational education and training (VET) rather than from higher education (HE) (Ross, 2008: Tran & Nyland, 2009).  
+Spokespeople for the university sector, in attempts to divert negative attention from their own sector, have attacked the growing numbers of students enrolled in VET.  This paper attempts to provide some empirical data about VET and HE for international students, focusing on pedagogical rather than political issues.  

Background and literature review

In the Australian public mind, the provision of education for international students has become linked to immigration issues.  Until recently, those enrolling in courses which were on the ‘skilled migration’ list had preferential access to permanent residency visas on completion of their courses.  While this might seem beneficial and effective (Hawthorne, 2009) many commentators (eg Birrell, Healy & Kinnaird, 2007) presented this as a way to jump the migration queue.  Their arguments applied to HE and VET alike, but focused particularly on VET.  The anti-immigration sentiments have been buttressed in 2010-11 by decisions by professional bodies in teaching and nursing to require very high levels of English proficiency to operate in Australia, higher even that is required to undertake a PhD.  During 2009, two other developments combined to create a ‘perfect storm’ of troubles for the international student sector, with racist attacks on Indian students, primarily in Melbourne, which were handled poorly by the police and governments, and the financial collapse of a small number of private providers of education which catered mainly for international students.  The continued importance of the topic to education providers is reflected in the fact that in Campus Review, a fortnightly magazine covering higher education and VET issues, there were 30 major articles on international students and the international student market between April 2010 and April 2011.

Scholarly literature on overseas students is situated mainly in the higher education area, and focuses on issues such as the effects of teacher attitudes on their work with international students (Arenas, 2009), learning style preferences (Lashley & Barron, 2006), English language proficiency (Arkoudis et al, 2009) and pastoral care (Sawir, Marginson,  Nyland, Ramia & Rawlings-Sanaei,2009).  Tran & Nyland (2009) highlight the lack of available research in the VET sector.  In general it would be reasonable to summarise the available literature as stating that international students, particularly Asian students who form the majority of Australian’s overseas student population, are used to pedagogical practices which emphasise reproduction rather than construction of knowledge, have difficulties with English language, and suffer some challenges in adjusting to living and working life in Australia.  Therefore these students need some additional structured assistance.  Navaratnam & Mountney (1992) found that strategies to increase motivation of TAFE students and to improve their English proficiency were central to students’ satisfaction, and Owens (2011), more recently reports on the success a new for-credit academic subject on learning in the Australian context Central Queensland University, both suggesting that a high degree of structured support is appreciated by overseas students.  

VET students are comparatively neglected in the literature.  Noor (2011) maintains that they also experience a lack of voice as well.  She states that although half of international students in Australia are in VET, they are under-represented in national forums and debates.  She ascribes this partly to the fact that there are fewer student associations in VET compared with HE, and that VET students have longer hours of study and therefore after the hours they need to spend at work they have little spare time.  

The lived experiences of international students has been little addressed in the literature.  Most international students do not come from wealthy backgrounds and need to accept low-standards accommodation and work to support themselves.  Their visas allow only 20 hours work a week.  The Australian dollar has been high against most major currencies for several years, exacerbating students’ poverty.  A major research project by Marginson, Nyland, Sawir & Forbes-Mewett (2010) goes a considerable way towards redressing the lack of empirical research, with a detailed account of international students adjusting to life in Australia.  While some were reportedly very happy, others are reported to feel bewildered, overwhelmed and lonely (Marginson et al, 2010).  They report racist remarks and sometimes physical attacks from local people (Marginson et al, 2010).  They may be open to exploitation in the labour market, sometimes working for very low wages (Marginson et al, 2010).  

Research method

The VET research reported in this paper took place as part of a larger national project on VET teachers and teaching (Smith, Brennan Kemmis, Grace & Payne, 2009).  The findings discussed in this paper are drawn from two sources.  Telephone interviews were undertaken with senior managers in four Registered Training Organisations (RTOs, the Australian term for VET providers) which provided training in hospitality, tourism and events, retail, and hairdressing to large numbers of overseas students.  Two case studies were undertaken in RTOs (one public – ‘TAFE’ -, one private) providing hospitality training to large numbers of overseas students.  The case studies involved a number of interviews, with managers, teachers and students both international and Australian-born, most of which were undertaken on-site during one-day visits.  The HE case study is a descriptive presentation of practices at several private higher education providers which are affiliated with the University of Ballarat, a university which has a high proportion of international students, most of whom are taught in capital cities in Australia through a partnership model.  These practices are gathered together into a collective ‘hypothetical’ case study, which incorporate features of several of the provider.  

Findings and discussion 

VET interviews and case studies

In the RTOs researched via telephone interview, overseas students were drawn from a wide range of countries.  The major groupings were Chinese, Indian, Bangladeshi, Malaysian and Korean, but a number of North American and European students were also enrolled.  Students were mainly young adults.  Students were mostly studying at Certificate III, moving up to Diploma level.  The focus of all of the RTOs in terms of their perceived strength was on their links with industry.  They aimed to produce graduates who were able to meet the needs of industry and find employment.  There were very structured systems in place in the two private RTOs to maintain the quality of training and assessment.  Training materials were detailed, prescriptive and explicit; teaching teams met frequently.  Teachers' performance was monitored to ensure quality was maintained.  The public RTOs tended not to be so prescriptive in their quality systems, but they all offered professional development in cross-cultural issues.  One public provider said that only experienced teachers were allowed to teach international students:  

… because they can identify if they’re struggling or not, compared to a new teacher who we would tend to (give) our Cert II groups or things like that.

The main specific need of the international students in all cases was perceived to be the language barrier.  The limited language skills of some students meant that teachers needed to be careful to use only the level of complexity of language necessary to teach and assess the relevant skills.  As one interviewee said of her teachers:

Yes… I think they just realise that they've just got to have a little bit more time and patience for internationals compared to - sometimes the local students catch on a bit quicker.

Allied to, but separate from, language problems, was the general propensity of overseas students from Asian cultures particularly to be relatively unparticipative in class.  This was generally addressed by two strategies: by modelling participative behaviour and deliberately engaging the overseas students in teacher-student dialogue; and by ‘forcing’ overseas students to mix with Australian students in class.  

Each RTO had additional support staff available to help students with their language and it was noted in all cases that having staff with a multicultural background or that had travelled widely helped to ensure that students felt at home.  As one participant said:

somebody that has come from overseas and has come to Australia can understand the alien-ness of it … particularly if they’re from a non-English speaking background.

The RTOs provided additional services that were available to all, but particularly appreciated by overseas students; for example one provided a ‘common room’ that provided facilities such as quiet reading spaces, a television, and computers, which domestic students were likely to have in their own homes.  It was noted that some students had given up a great deal to attend an RTO in Australia; an example was given of one student who had left a small child in her home country.  Pastoral care arrangements such as assistance in finding accommodation were commonplace, as was the provision of English language conversation classes.  

An important element of teachers’ work was to ensure that students had a good understanding of the cultural requirements of Australian workplaces.  It was reported that students sometimes had difficulty in accessing part-time work in the appropriate industry, partly because of language barriers and more recently due to the economic recession, and partly because small businesses were found not always to be able or willing to devote time to assisting overseas students settle into a workplace.  In the end, despite the special needs of overseas students, good teachers made good teachers of overseas students.  As one manager said, when asked to think about a teacher who was good with overseas students:

there’s one teacher I can think of who is just a very genuine, patient, nurturing, but sort of also a little bit of no nonsense … Whereas someone might have a class and know two or three students, she would know all of them and remember them.

While it was reported that most students went on to work in the industry, there was some indication that future teachers were also being trained.  One RTO manager said one of her international students, after a period in the industry, now worked as a hairdressing teacher; an overseas student from another RTO said that his eventual goal was to become a chef teacher.

Higher education case study

The International College of Business and Technology (ICBT) – the name given to this ‘collective’ case study - commenced operations in Australia in 2000.  The college is a for-profit provider of higher education, mainly in the areas of business and information technology, with premises in Sydney and Melbourne and with a smaller operation in Brisbane.  The college is owned by a wealthy Indian family which made its fortune in the construction and real estate businesses in India and latterly in Australia.  ICBT makes a small profit, which is all re-invested in the college.  
ICBT offers its own, State-accredited higher education Diplomas in Business and Information Technology.  ICBT entered into a partnership with the University of Ballarat (UB) at the same time that it opened its Melbourne operation.  The partnership involves the delivery of UB’s undergraduate degrees and Masters by course work degrees in Business and Information Technology at the Sydney and Melbourne campuses of ICBT under the university’s moderation model.  Most of the students who enrol at ICBT come from a lower and middle class background.  They are students whose families wish them to obtain an overseas degree but who cannot afford the living expenses and fees associated with studying in the USA and the UK.  The families of the students are also concerned that they are educated in a culturally supportive institution.  
The teaching and assessment model adopted by the partnership of UB and ICBT is based on a very close level of engagement between both institutions and their staff to ensure the quality of the degrees through the partnership.  This starts with the selection of partner staff who will teach in the programs, where selection of the staff is carried out to UB staff specifications and interviews conducted by UB staff.  The staff at ICBT are then inducted to the teaching method used in the partnership by UB staff, who conduct professional development sessions for teaching staff at the partner locations.  The heart of the quality control is the moderation process which involves the provision of learning materials designed and created at UB to staff and students at ICBT and the joint design and moderation of all assessment.  .  This involves a high level of communication between staff at UB and ICBT – usually via email and telephone, but also through visits primarily by UB staff to partner locations to ensure the quality of delivery.  Assessment is moderated using a sampling system in which 10 per cent of marked assessment items are submitted electronically using a specially designed moderation website.  
Assessment is designed to allow early intervention processes to occur after an early and lightly weighted first assignment.  This is not common at the parent university, but is important in the partner providers where students often struggle at first with academic requirements in a different language.  The electronic moderation system automatically generates emails to students who score poorly on the first assignment, requesting that they discuss their results with the local subject co-ordinator.  The model is regulated through frequent meetings of teaching and senior academic staff from UB and from ICBT.  At these meetings, statistics on student performance are presented comparing results for ICBT with other UB teaching locations to ensure a consistent level of teaching quality is maintained and any issues discussed.

ICBT provides a variety of pastoral support mechanisms.  As mentioned previously, Indian families are attracted to the idea of their sons and daughters studying at an Indian owned and operated institution in Australia whilst at the same time gaining an Australian qualification.  The teaching fees for programs represent a significant sacrifice for average middle class Indian families.  The families cannot support the substantial living expenses incurred by students on top of their tuition fees.  For this reason, nearly all the students require part-time employment to survive.  ICBT is proactive in helping students find work up to the weekly limit allowed by their visas, and in finding cheap accommodation, usually on the fringes of the city.  Class times are arranged at evenings and weekends to allow students to work during the day and attend classes in non-work time.  
Student academic progression is also closely monitored, more closely than would be the case for Australian students studying at Australian universities.  Despite the availability of on-line materials as supplements to the teaching, ICBT uses face to face teaching as the most culturally appropriate method of teaching and insists on 100 per cent student attendance.  Students who miss a class are immediately contacted by ICBT staff – usually using Facebook or SMS (text messages) – are requested to discuss their progress with the Program Co-ordinator at ICBT.  Early intervention after the first assessment item is taken seriously; with ICBT insisting that students who are not progressing well at this point meet with the Program Co-ordinator.  ICBT run concurrent academic study skills and English language skills programs for students which many attend.  This is the level of student support that, it is reported, Indian families expect when agreeing to send their sons and daughters to ICBT, and the organisation understands that the provision of a high level of support for young Indian students is key to their success.

What works well? 

The findings about issues needing to be addressed with international students did not differ markedly from the literature.  However considering that the literature is primarily situated in higher education and not VET, it is not surprising that the research in RTOs uncovered an additional strand of challenges, which were associated with finding work, finding work placements, and preparing students for the demands of eventual full-time work in Australian workplaces.  

In summary the observed and suggested strategies for dealing effectively with international students can be described as follows.

Teachers can:

· Show that they value different cultures; 

· Mix international with local students in group activities;

· Ask the students easy questions – definitely do not avoid them in questioning;

· Be approachable and friendly; 

· Ensure that domestic students are not disadvantaged while attending to international students;

· Ensure that assessment tasks in VET do not include English language requirements over and above the appropriate level;

· Use visual teaching as much as possible in VET, where students’ English skills are initially poor.  

RTOs and universities can:

· provide English language support;

· forge and maintain good relationships with local employers to ensure the maximum availability of placements and of part-time work;

· ensure that students understand the cultural norms of the industry or profession as well as developing the necessary skills;

· provide pastoral support services and structured early intervention systems to follow up students in danger of dropping out;

· provide very structured teaching materials and assessment regimes.  

· focus on professional development in all areas;

· evaluate teacher/trainer performance with relation to their effectiveness with international students;

· provide a substitute, where necessary, for paid work or work placements for VET students, where work experience is mandatory.  

Conclusion

The pedagogical, curricular and pastoral ‘additions’ provided for international students represent a considerable investment in the success of the students.  With the levels of support and high quality training and education noted in the research reported in this paper, it is likely that these students look favourably on their Australian experience, integrate well, and are disposed to stay in the country and in the industry to which they have been introduced, as has been shown in recent surveys (Australian Education International, 2008).  Recent research by Richardson (2010) with tourism and hospitality students found that international students were more likely to join the industry upon graduation than domestic students, refuting the notion that students enrol in a course that provides immigration benefits but then work in another field.  However a decision was made by the federal government in 2009 to remove chefs and hairdressers from the ‘critical skills’ list used for immigration purposes (Birrell & Perry, 2009).  This was undoubtedly affected by the relentless campaigning by anti-immigration commentators and has left the hospitality industry with even greater labour shortages.

The research in this paper is based on small-scale research.  Some RTOs and some HE providers may deliver less than perfect service to their international students and some students may be less diligent in their application to their qualifications.  However the same criticisms could be levelled at any education provider teaching any cohort of students, yet we do not see suggestions that other sections of the education industry should be closed down or subject to draconian regulation, because a few providers are said be of low quality or because some students lack motivation.  More empirical research is urgently needed to inform Australian public debate so that policy decisions are based on evidence of teaching and learning quality and not prejudice.  
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Improving articulation in education and work transitions in Canada

Alison Taylor and Bonnie Watt-Malcolm, University of Alberta, Canada

Trends in policy discourse

A recent project sponsored by the European Union (EU), the Leonardo project, focuses on the topic of hybrid qualifications (HQ). Hybrid qualifications result from education/training pathways that provide access to both employment and higher education (see http://hq-lll.eu/). They may do this through integrated curriculum in a single program (integrative) or through earning vocational and general qualifications separately (additive) (Helms Jorgensen 2010). The key idea is that there is greater articulation between general and vocational education and training (VET) programs and increased access to higher education programs (see also Raffe, Howieson, Spours and Young 1998). In the Canadian context, the term ‘hybrid qualifications’ is not commonly used, although policy makers have expressed interest in increasing the value of VET and improving mobility across career pathways. Interestingly, while countries like Denmark strive to increase access to higher education (Helms Jorgensen 2010), Canadian policy makers express concern about the low number of youth entering apprenticeship programs vis-à-vis the vast majority who aspire to other forms of post-secondary education (PSE). 

This paper focuses on whether HQs are seen as a solution for policy makers in Canada as well as Europe, and whether institutional arrangements facilitate or oppose their development. We consider two provinces in Canada—Alberta and Ontario—because education is a provincial jurisdiction and there are differences in systems across the country. After providing a brief overview of the most common pathways for youth and institutional arrangements related to education and training in these provinces, we discuss articulation between different levels of education and PSE programs in comparison with European countries.
Pathways for Canadian youth

Forty-seven percent of Canadians (55% in the 25-34 age group) has a tertiary qualification, which is high relative to the OECD average (OECD 2010). Canadian youth also place a high value on educational achievement; the secondary school graduation rate in 2005 was 88% in Alberta and 90.9% in Ontario (the Canadian average was 89.9%) (ibid, p. 34). Findings from the Youth in Transition Survey (YITS) for 18-20 year olds, a longitudinal survey of youth across Canada, suggest that by age 21, nearly 80% of secondary school graduates had enrolled in PSE (ibid, p. 55). For YITS participants overall, 43% attended university, 32% college, and 25% did not attend PSE (ibid, p. 77). Hango and de Broucker (2007, p. 16) add that by age 22-24, approximately 17% of YITS respondents had completed a trade/apprenticeship program. This is in stark contrast to Denmark where around half of an age group take up a vocational education and close to 40% complete an apprenticeship in the dual system (Helms Jorgensen 2010) and Germany where VET is the main route followed by youth (Heinz and Taylor 2005, Deißinger and Heine 2010). 

In general, Canadian youth most likely to experience challenges in employment and earnings tend to be those with the lowest levels of certification. Writers looking at the YITS survey for 18-20 year olds in 2003 (when the oldest were 23) found that, on average, PSE grads earned more than the median, and high school drop outs and PSE leavers earned less (Hango and de Broucker 2007). Similarly, a 2003 study of high school graduates in Alberta seven years after graduation found that study participants with university or trades/technical credentials earned considerably more than those without any PSE credentials, other things being equal (Krahn and Hudson 2006). Women (around age 25) were earning, on average, only two-thirds of what men were earning. Authors also found that almost one-third of all employed respondents felt over-qualified in their current job and almost half felt that they were underpaid (ibid). This is consistent with other research, which suggests that Canada has one of the highest rates of reported over-qualification in the OECD (Saunders 2008). This kind of education-jobs mismatch is seen as a downside of education systems like Canada’s, which emphasize comprehensive general education and lack strong corporatist VET arrangements (Helms Jorgensen 2010, Livingstone 1999).
Analysts have also looked at the relationship between outcome measures for youth and socio-demographic characteristics (Bowlby and McMullen 2002, Hango and de Broucker 2007, OECD 2010). For example, using data from the first cycle of YITS in 2000, Bowlby and McMullen (2002) note that secondary school dropouts were three times more likely than graduates to have parents who did not complete high school. Hango and de Broucker (2007, p. 24) add that 27.3% of Aboriginal youth (not living on reserve) compared to 8.9% of other youth dropped out of high school or delayed going to a PSE program. Also, more males (17%) than females (9%) dropped out of high school. Interestingly, youth born outside of Canada had a higher rate of university participation than those born in Canada (OECD 2010). This finding probably reflects the fact that immigrants’ educational attainment tends to be higher than that of the Canadian-born population. Urban youth were also more likely than rural youth to attend university (48% compared to 32%) (ibid, p. 81). Thus, there continue to be concerns about equal access for some groups to PSE.

Provincial differences are also evident in YITS data. For example, 37% of Alberta participants did not enroll in PSE compared to 20% in Ontario—this has been related in part to labour market differences, with more job opportunities for youth without PSE certification and lower unemployment rates overall in Alberta. In addition, 36% of Alberta youth attended university compared to 50% of Ontario youth (OECD 2010). Hango and de Broucker (2007) also found that youth who attended high school in Alberta were more likely than youth from Ontario to drop out of high school. Krahn and Hudson (2006) acknowledge the uniqueness of Alberta with its younger population, stronger and heavily energy-focused labour market, and more extensive and integrated PSE system.

Education and training in Alberta and Ontario

The compulsory education system

In Alberta, youth are required to attend school to age 16, while Ontario recently increased this to age 18. Compared to Europe, Canada’s schools are more comprehensive. Single-stream schools are rare, and high schools in most provinces offer the same general credential to graduates regardless of course stream. Streaming is by course, not program, and usually occurs as students move into high school, when they are directed toward different levels of core courses based on their grades in the prior year. For example, Ontario students in grades 9 and 10 are offered Academic or Applied courses, while grade 11 and 12 students take Workplace, College, University/College (U/C), or University level courses (Taylor and Krahn 2009). In Alberta, secondary school courses also provide prerequisites for different programs (e.g. Math level 3 is sufficient for trades work, level 2 for PSE programs that do not require calculus, and level 1 for PSE programs requiring calculus) (Government of Alberta 2010, p. 19). High achieving students in both provinces can also enroll in International Baccalaureate or Advanced Placement programs, which articulate with university studies. A study of the course levels taken by 15 year-old students found that 70% in Ontario were taking levels of English, math, and science (core courses) that would provide entry to PSE options that included university, while the figure for Alberta was 63% (Taylor and Krahn 2009, p. 110).
Vocational programs in secondary schools have declined in the past in Canada since the 1970s for a number of reasons including concerns about streaming students too early and a decline in many industrial and commercial occupations and jobs (Smaller, 2003). There also tend to be negative attitudes toward trades training in Canada, which contrasts with the professional identity and social status associated with these programs in European countries like Germany and Denmark (Gunderson 2009). Additional factors include declining enrolments, obsolescence of equipment in many schools, and the tendency to move vocational programs into PSE institutions (Council of Ministers of Canada 1998). According to de Broucker (2005) other barriers to effective vocational education programs include a highly fragmented employer community, jurisdictional debates between provincial and federal governments, and a lack of strategic policy activities to address the issue at a systems level. 

However, provinces have taken recent steps to provide more secondary school options for youth who are unlikely to attend university. In addition to required courses in English, math, science, and social studies, Alberta secondary schools  (grades 10-12) offer optional off-campus education programs such as the Registered Apprenticeship Program (RAP), Green Certificate (to develop knowledge and skills related to the agriculture sector), career internships, work study, and work experience that count toward their high school diploma (Alberta Education 2010). Similarly, in Ontario, secondary schools (grades 9-12) offer off-campus opportunities through the Ontario Youth Apprenticeship Program (OYAP) and cooperative education courses. Usually, apprenticeship programs are favored by youth who do not plan to attend university, while cooperative education courses are taken by a wider range of students. However, enrolments tend to be low in VET courses and programs (Taylor 2007). For example, high school apprenticeship programs tend to enroll less than five percent of secondary school students (ibid). In addition, cooperative education and technology credits only account for between 14 and 17 percent of credits granted.

Post-secondary education
Reflecting a Canadian trend, PSE options in Alberta and Ontario have expanded significantly in the past fifty years. For example, in 1945, public PSE institutions in Alberta included one university, an institute of technology, a school of Fine Arts, two agricultural colleges, and two Normal Schools (for training teachers), whereas by the late 1990s, public PSE institutions included four universities, four private university colleges, more than a dozen public colleges, and two large technical institutes (Krahn and Hudson 2006). The college system in Ontario also expanded in the same period although the two provinces adopted different models for their PSE system (Skolnik 2010). Alberta opted for a model that could combine technical and general education in the same institution (e.g. university-colleges) opening pathways between different types of PSE institution, while Ontario established colleges that focused on the provision of technical education, distinct from universities. However, in recent years, there has been more blurring of lines between institutions characterized as ‘vocational’ and ‘academic,’ for example, as more community colleges in both provinces obtain the authority to award baccalaureate degrees (Skolnik 2009). 
But despite increased flexibility around which institutions are offering which programs, the non-university PSE sector across Canada continues to be characterized by greater responsiveness to the vocational training needs of the labour market (Boothby and Drewes, 2006). While universities also offer a host of programs in professional faculties that respond to labour needs (e.g., engineering, medicine, law, education), the average university program is longer (e.g. four year baccalaureate vs. one year certificate and two year diploma offerings in colleges) and baccalaureate degrees can be followed by graduate study in master’s and doctoral programs. In addition, despite the more comprehensive nature of many colleges, most ‘academic’ programs (associated with university study) continue to be separate from ‘vocational’ programs (associated with colleges and technical institutes) within institutions. For example, some writers argue that needs to be greater articulation of apprenticeship training (which usually occurs as block release in colleges) with college and university programs (Gunderson 2009).
Movement toward hybrid qualification?

A look at initiatives that challenge institutional boundaries in Ontario and Alberta suggests that more blurring of boundaries has occurred between schools and colleges in Ontario and between colleges and universities in Alberta. For example, the School-College-Work Initiative (SCWI) in Ontario aims to build province-wide articulation between secondary schools and community colleges to clarify pathways for youth (Taylor with Watt-Malcolm 2010). Similar to programs in the United States (Hoffman et al 2007), SCWI aims to expand participation by secondary students in dual credit courses, which involve a college credit course team-taught by a secondary school teacher, college teacher, or a certified journeyperson. Credit for courses can be used toward a college certificate or diploma program or apprenticeship as well as a high school diploma. 

Such courses are intended to facilitate youth school-to-college transitions and increase the skills levels of new entrants to the workforce. In the 2008/2009 school year, the SWCI consisted of 171 programs involving secondary schools and colleges and 4,500 high school students (a small proportion of the secondary school population). The main challenges related to dual credit initiatives include an unwillingness on the part of some players to relax boundaries between schools and colleges, college concerns about a potential lowering of their standards, concerns about sustainability of government funding, and concerns on the part of unions about potential reductions in staff and workload changes as lines between secondary schools and colleges blur. 
The Council of Ministers of Education Canada has also urged provinces and territories to improve movement between post-secondary institutions and to develop clear pathways for students by providing timely and accurate information (CMEC 2010). This has been a theme in Alberta government work in recent years towards improving access to the PSE system by continuing to promote the transferability of credits between institutions, by providing financial incentives to PSE institutions to add new programs and to attract students from previously under-represented geographical areas and population sub-groups, and by giving degree-granting status to a number of public and private colleges (Krahn and Hudson, 2006). The Alberta Council on Admissions and Transfers (ACAT) was established in 1974 to develop policies, guidelines, and procedures to facilitate transfer agreements among PSE institutions (Taylor 2007). More recently, Alberta’s 2007 Roles and Mandates Policy Framework for Alberta’s Publicly Funded Advanced Education System calls for ‘seamless transitions’ for learners between educational institutions and between work-to-school transitions. 
While the technical institutes do not have formal university transfer programs, transferring from college to university is common. A 2004 survey of 2001/2002 graduates of PSE institutions in Alberta found that 45% had taken PSE courses (excluding adult upgrading) prior to enrolling at the institution from which they graduated (Alberta Learning 2004). In 2005, 37% of all transfer students moved from public colleges to universities (Taylor 2007). As noted earlier, while it is common for students to complete the first one or two years of a four-year degree program in a college, the challenge of moving from college certificate and diploma programs to university persists and articulation between apprenticeship training and college and university programs is very limited. However, a blurring of institutional boundaries between colleges and universities is quite apparent in Alberta.
Conclusions
The preceding discussion suggests that policy issues in Canada, with particular focus on Ontario and Alberta, are quite different from those in the EU, largely because of differences in compulsory and PSE systems and pathways for youth, and differences in labour market arrangements. In Canada, a market approach to VET is predominant, in contrast to corporatist arrangements involved in dual systems in a number of European countries (Krahn 1996, Heinz and Taylor 2005). While there is streaming by course in Canadian secondary schools, a general comprehensive compulsory education is the norm, compared with countries where youth must choose their pathways involving separate programs in separate institutions around age 14. Differences in VET systems in Canada and countries like Germany have been described in terms of a trade-off between flexibility and transparency (Lehmann 2007). That is, the dual system of apprenticeship in Germany is highly transparent (it provides clear signals to youth about the type of education and training needed to enter an occupation) but lacks flexibility (youth are streamed at an early age with few opportunities to change paths). Canada, on the other hand, is much less transparent (there is greater mismatch between education and jobs and more risk for youth) but is more flexible (allowing youth to consider and pursue alternative paths and shift course more easily).

These differences are reflected in policy discussions where EU countries like Denmark are concerned about creating more bridges between vocational education (e.g. apprenticeship certification) and higher education for the significant proportion of youth who purse the dual system path, while Canadian provinces are more concerned about increasing the match between educational credentials and work, particularly for the large numbers of youth pursuing general PSE. In both cases, policy makers are interested in increasing access for underrepresented groups to PSE, particularly university studies, by breaking down barriers between institutions and programs to facilitate youth transitions.

In Ontario and Alberta, we see this trend reflected in the blurring of boundaries between schools, colleges, and universities. A question that remains is the extent to which boundaries between ‘vocational’ and ‘academic’ courses and programs are also being blurred. For example, while the notion of dual credit challenges school-college boundaries, Ontario colleges are concerned about losing status vis-à-vis universities through such initiatives. Further, while college-university transfer is common for academic programs in Alberta, the articulation of programs like apprenticeship with university studies continues to be very limited. Therefore the Canadian education and training systems are more “linked” than “unified” (Raffe et al 1998) with few programs that provide integrated HQ. More exchange with European countries about policy approaches, recognizing diverse institutional and social contexts, while also acknowledging the roles played by adult education, will provide fruitful insights into how learning systems can contribute to broad social aims in the future.
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Literacy, educational policies, arts and prisons
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Introduction

The dominant international policy discourse in relation to literacy in particular, and lifelong learning in general, assumes that the main purpose of engaging in learning is to increase skills and employability and is based on a human capital approach to education (Biesta, 2006).  However, many participants in education are more likely to be motivated by social rather than economic outcomes.  For example, Tett and colleagues in their survey of literacy programme participants found that many rated helping their children with their homework or making friends considerably above obtaining employment (Tett et al, 2006).  This paper discusses the particular impact that this discourse has in prisons where many prisoners have literacy difficulties (Hurry et al, 2005) and as a consequence are expected to engage in education that is focused on improving their skills.  
Prisoners tend to have lower than average attainment and poor experiences of compulsory education (Morgan & Kett, 2003; Muth, 2006) and most adults that have these experiences have negative attitudes to learning and are very resistant to education that is like school (Barton et al; 2007; Belzer, 2004; Maclachlan et al, 2008).  A specific study of young prisoners (Hurry et al, 2009) found that provision focused only on skills such as spelling tended to promote little learning and a great deal of resentment.  On the other hand, if the learning was more contextualized and active they found that people became engaged and participated in more effective learning.  Research also shows that creating an environment where learning operates from a ‘strengths’, rather than a ‘deficit’, approach to tuition is the most effective (Crowther et al, 2010).  This involves building on and extending the knowledge and skills that people have but this type of approach is very uncommon in prisons (Skills for Scotland, 2009).

The project

This paper draws on data from a project called Inspiring Change that involved a partnership between Creative Scotland, Motherwell College and Learning Centre staff located in prison establishments, five Scottish Prisons, and seven arts organizations that ran a total of 11 distinct projects.  Its overall aims were to stimulate prisoners’ engagement with learning, improve literacy skills, and demonstrate the potential of the arts to support the process of rehabilitation.  
Arts activities often prioritise working together and expect that people will help each other as peers (Palidofsky, 2010).  They also draw on participants’ knowledge and help them to progress in terms of the distance they have travelled themselves rather than operating to a pre-set agenda.  This means that they do not prioritise a human capital approach but rather look to develop participants’ social and cultural capital (Field, 2005).  In addition the arts are often an acceptable medium for learning since participants have more positive associations with such activities than formal education (Hurry et al, 2005).

A wide range of data were collected for the project but this paper is based on the analysis of twenty-six prisoner focus groups at an early stage in, and after the completion of, each project.  It thus focuses on the perceptions of the participants about the impact of the arts projects on their engagement with learning.  In the findings that follow these impacts are illustrated using the prisoners’ own words.  
Findings 

The analysis of the focus group data led to the identification of four themes and these are discussed in turn.
1) Changing negative attitudes to education 

The participants said that school had not provided positive learning experiences for most of them because ‘in school you’ve got too much on your mind and you want to do other things’.  Some people now regretted that they had messed about at school, ‘when I left school and I lost my job I couldnae go back to school cause I was fighting and all that’.  However, many saw that learning in prison offered them second chances and gave a variety of reasons as to why this was the case.  One set related to the contrast between school and the education system in prison that had enabled them to learn in ways they wouldn’t in the past.  For example:

The school system didn't really work for me.  [In] the prison system… I've learned more this time than I did the first time in school.  I was too disruptive in school … [and] I just couldn't get the grasp of it at all.

Another set of reasons was about what it was acceptable to do in life outside the prison.  For example:

When [you] come into prison, everybody’s the same and it’s no big deal learning how to read and write.  … Whereas outside, when they’ve got all the money, the fancy cars, the power, the respect, the last thing they’re going to want is to turn around and say to somebody is, “Oh, I’m going to night school to learn how to read and write.” [In prison] you try to better yourself and it’s not frowned upon whereas outside it would be … because everybody likes to think that they’re big time outside.  
The availability of time in prison was also cited as an advantage ‘because [education] gets you thinking about what you want to do’.  The difficulties in getting tuition because of the embarrassment of people thinking you were ‘a daftie’ were acknowledged but it was suggested that ‘if you offered some kind of clear path with incentives where you start from nothing and there’s an easy first step you can take, which got you started on a process’, then people were more likely to engage.  
Many prisoners reported that accessing education was not that easy as there were delays in getting into the more popular classes, especially in the arts, and discontinuities where subjects they had enjoyed or wanted to develop to a more advanced stage simply disappeared.  Some were also concerned about the timing of classes since ‘if you go one day and then wait a full week to go back again … it’s like starting over again’.  Others pointed out that the emphasis on reading and writing in prison meant that ‘the whole spectrum of different academic levels [isn’t] really addressed’.  
2) Building an active learning culture

Another aspect of changing negative attitudes to education is to build an active learning culture where a balanced programme of opportunities is available (Skills for Scotland, 2009).  Several participants thought that the project was well named as it was ‘inspiring us and trying to see that maybe we’ve got hidden talents we don't know anything about’ and the project also enabled people to see what they were good at and so opened up prospects for the future.  
Participating in the Inspire projects motivated participants to improve their skills through providing engaging and challenging activities.  Prisoners said that the arts projects showed ‘that we're good at something’.  They also suggested that participating:

gives you extra skills …it can open your eyes and you say [to yourself] “I didn’t know I could do that before I came here” and it turns out I can and I’m quite good at it.  
This shows the value of enabling people to learn in the ways that suit them and it also means that ‘It really doesn't matter what your ability is.  It’s about the guys having their say, irrespective of...if your grammar is accurate or not’.  These examples demonstrate that the arts can provide opportunities for learning, but the way in which learning was presented had to be acceptable to the dominant culture.  For example:

some people didn't want to go [to x project] because they don't want to appear stupid so they’d rather say, "I'm not doing it." Rather than give it a try.  
Engaging in the arts could be more acceptable, however, than other educational activities.  
I think [art] is important because people can express themselves.  See, for someone to express themselves in words, sometimes can be [difficult]… say someone is sad and all that, especially in a macho environment like this.  …Lads could say, …“Get a grip on yourself.” Where you can paint something and it can say the same thing.

Participating in projects also motivated people to give it a go, for example ‘I’m not the best at reading and writing but there’s no spelling involved [so I’ll] give it a bash and see how it goes’ 

3) Enabling people to work to their strengths in collaboration with their peers.

Building on and extending the knowledge and skills that prisoners’ already have and helping them to progress was important.  An aspect of this was enthusiastic and encouraging staff that helped because ‘if you’ve got somebody encouraging you to say you can do these things, you're not the bottom of the rung.  You are able to do something’.  Participants in most of the projects also got lots of feedback and this helped them ‘to move on to the next achievement’.  They also learnt that they had new talents and that they could build on what they had already done.  ‘I learnt that if I actually put my mind to it I can do a story and put pictures to it’.  
Another aspect of the projects was that they enabled better communication by creating opportunities for interaction since ‘you very rarely get to speak to anybody’.  Once people learned to express themselves a bit better then they could use a wider range of emotions and ‘let myself go a bit’.  Nearly all the Inspire projects involved people in working together so that the more withdrawn participants were brought out of their shell.  It also meant that ‘the guy that sits at the back of the class and never says anything… [gets] the chance to get his ideas across as well because in prison, to put your point across you’ve got to be pretty confident’.

The arts interventions were particularly effective in encouraging participants to develop their own ideas, although some people found this difficult at first.  In the end, however, this led to a much greater involvement because:

It’s our project isn’t it? The guy’s showing us how to go about it and how to do it, but it’s us that is actually coming up with the story, coming up with the characters… with this group they’re saying, you can be capable.  They’re not just saying, “you do this, you do that.” It’s down to us where we want to go and what we want to do with it.  
Working in this way meant that ‘you had to use your head’ and work out what you wanted to do yourself rather than being told what to do.  The artists ‘wanted to see what we were coming up with [and] to use our own [ideas]’ and this meant participants took more responsibility for the work than they would have done if it had been more structured.  They were also encouraged to do things differently and take a few risks that meant that they made progress because ‘if you only stick to what you know you’re never going to achieve anything’.  
As well as a focus on individual achievement prisoners worked together and supported each other because they had an overall goal.  This meant that they were putting all their different ideas together and learning from each other particularly if ‘you ran out of ideas’.  The artists were particularly effective because ‘they teach you to work together, to be creative and enthusiastic’.  Working together also involved people being aware of their own abilities and taking a back seat if that would help to encourage others.  For example: ‘I know my grammar is good enough to write and I have reasonable ideas but [if someone] is struggling my… responsibility is to shut up and give him a chance’.  
Positive action to support each other was also apparent either through help with specific skills, such as writing clearly, or in terms of building people’s confidence.  For example: 

I had to keep telling x that he could do it and it was sounding good.  And sometimes when he wasn't saying, "Listen, you're a bit nervous.  You gotta relax".  
Prisoners also helped each other to ‘just keep going’ when projects got difficult and their motivation dipped or they were too stressed to think clearly.  In addition the way that many of the projects were set up meant that everyone had to work together and this emphasised the group effort and the importance of being able to rely on each other to do their fair share.  Working together meant that ‘the people you were doing it with became part of your family and kept you going’.

4) Increasing confidence and self-esteem 

Across the whole prisons’ estate people spoke about how participating in Inspire had developed their confidence.  Most referred to the psychological aspects of confidence that related to their growing sense of their potential and ability to achieve.  This took a number of forms.  One aspect was to do with others believing in you and seeming to care about what you did.  For example, ‘when people come in and make you feel you’re worth something…it just builds up your self-esteem seeing people generally care’.  Part of this was about being given a chance by those whose opinions you value; especially when participants felt that they were normally judged as people that ‘should be thrown on the scrap-heap’.

As well as gaining confidence from others’ positive assessment of the work that had been done participants also reported that they had become more able to judge their own work ‘knowing that you done a good thing’.  This feeling was often contrasted with their prior experience of not doing well and being judged as failures.  One aspect of being able to make these judgements was about the intensity of the projects they had been engaged in, which had been so absorbing that they had forgotten their usual anxieties and this in turn had increased their self-esteem.

The projects that had involved working as a team also built confidence because every person mattered and had to participate and this led to ‘better self-esteem’.  This experience also transferred to other parts of the prisoners’ lives, for example, giving confidence ‘to actually participate in working with groups instead of just as an individual’ and to ‘learn to trust others’.  For some too it helped to bring ‘back good memories from the past’ and these good feelings in turn built confidence to participate in other learning activities.  
Participants reported that when they had engaged effectively it opened up ‘other prospects for us… and shows that we’ve got other skills’.  Discovering these skills in turn led to being ‘more focused’ and could help people to ‘break away their shell’ and so open themselves up to other possibilities.  These possibilities were linked to increasing abilities, and the positive feelings these generated made offenders ‘want to do good in here’ and could ‘bring a better side out of you’.  
A final aspect of the ways in which Inspire had built confidence and increased self-esteem was the positive impact of the public performances.  Several things contributed to this.  One was the ability for offenders to link to their families and do something that was ‘going to make them proud’.  Another was being able to give people outside ‘inspiration’ and a final one was the impact on their fellow prisoners who were ‘genuinely jealous’.  
Discussion

How have these arts-based projects in prisons challenged the dominant human capital discourse?  One way is through the pedagogical approaches used that have encouraged personal and social development rather than focusing on building narrow skills.  This is because the participants’ negative perceptions and experience of organized education have been challenged through the creation of an environment where learning can take place in a positive way that builds on and develops people’s existing strengths (Rogers, 2003).  In addition supportive relationships between tutors and learners and amongst peers have been developed where expertise and support are offered within reciprocal relationships through exchanges of skills and knowledge.  Research shows that this approach is highly effective in building social and cultural capital (Crowther et al, 2010).  A further positive pedagogic approach was using peer mentors to encourage each other to recognize and address their own needs in a supportive way.  
Another way in which participation in these arts activities represents a more appropriate form of learning is because adults have ‘spiky’ literacies skills profiles, with areas of strength and weakness according to how, where and when they need to use these skills (St.  Clair et al, 2010).  For example, participants were able to read song lyrics because these were important to them but found reading a novel difficult because it was not relevant to their lives.  Again the range of activities that participating in the Arts develops enables adults to work to their strengths and reach the outcomes that they see as desirable.  This also means that it is the distance travelled by individuals that is the key measure of impact rather than pre-defined changes in the narrowest skills aspects of reading and writing.
More widely it is clear that participating in the arts projects has built an active learning culture and motivated participants to engage in learning in ways that suited them and encouraged them to achieve their goals.  Learning built on the participants’ strengths both in terms of the arts and also in improving the verbal and written skills that were embedded in the work for the projects.  As a result participants learned to work together more effectively and were more trusting and supportive of each other.  Participating also built confidence through participants’ growing sense of their potential and ability to achieve.  This was the result of both outsiders believing in them and an increase in their own abilities to judge themselves more positively.  Growing confidence led to an increase in other skills and a willingness to be open to possibilities that had not been considered before.
This project has clearly achieved its objectives and engaged prisoners in effective and motivating learning.  However, it was a pilot project that operated for a short period and it is not yet possible to evaluate its longer-term impact.  It also has to be set in the context of the more normal prison environment where an inspection of prisons pointed out that ‘in most cases prison literature and arrangements to promote learning were unimaginative and not presented in a style to attract and encourage participation’ (HMIe, 2010 p.34).  So although this project has challenged the dominant human capital discourse it is very unlikely that these new ways of working can be embedded into the wider prison culture.  What is more probable is that the much narrower discourse that focuses on skills for employability will continue to dominate.
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Higher education in the Australian context: regulation or transformation in policy and practice
Eileen Willis, Flinders University, Adelaide Australia

Introduction

Tertiary education in the Australian context is increasingly subject to bureaucratic and centralized forms of standardization and regulation in curriculum content and teaching practice. This takes a particular bent in the education of health professionals such as doctors, nurses and allied health professionals. This paper draws on Braithwaite’s regulation theory (2008), and Timmermans and Berg’s (2003) critique of evidence-based medicine, to outline the drive towards standardization in the education of health professionals in the Australian context. Both these theoretical positions outline the tensions between disorganization/creativity and regulation/standardization in capitalist economies in the 21 century. As a result of these developments educational reform in the University sector tends to be top down, rather than organic and led by government experts rather than academic professionals. This paper outlines some of these processes and implications for classroom practice and how resistance might be understood. 
Regulation theory 

Over the last two decades the move towards economic rationalist forms of government and the subsequent retreat of the welfare state has left the impression of a disorganized capitalism or laissez-faire approach to  government. This is far from the truth. A more accurate account is that while on the one hand the state has moved to divest itself of a number of public services, such as water or electricity supplies, through the process of privatization under the banner of new public management, it has also increased its regulation over the operations of these services (Braithwaite 2008).  Similarly, for those public services such as education and health, that have sections still directly funded through the state, both conservative and Labor governments in countries like Australia and Britain, have moved to  extend their control over these services through increased regulation and the establishment of Independent Regulatory Agencies (IRA) (Braithwaite 2008; Gilardi 2005; Levi-Faur 2005). 
The motivation for the establishment of IRA arises from the need to maintain some control over services whether they are privatized or not. The argument is based on the need to ensure continued equity in the distribution of government resources, along with transparency and efficiency, so that the state is seen to be engaged in a process of independent auditing. Three points need to be made about the primary aim of government controlled regulation and the establishment of IRAs. Firstly, they continue the new public management agenda of increasing internal competition and subjecting the service to market forces. Sometimes these market forces are restricted to internal competition, at other times the service must compete with private for profit providers for government funds. Secondly, in the case of education and health, the move to control through regulatory authorities is a shift from self-regulation by the professions to indirect regulation by so called independent experts (read bureaucrats) appointed by governments.  Thirdly, IRA are usually established through an act of parliament, that lasts beyond the life of the current government, thus allowing policy control to continue beyond the life of the party in power. This is supported by the argument that the control is now in the hands of independent experts  (Maggetti 2008; Levi-Faur 2005; Gilardi 2005). Of course claims to independence are hollow since most IRAs are funded through taxing the very organizations they audit.

Evidence based medicine and health care
The EBM movement has its genesis, amongst other social forces, in the work of Archi Cochrane who noted that effective and efficient health care within the British NHS was not always a matter of resources. Sometimes it was simply a matter of using the most up to date and scientifically proven evidence. Given medicine’s claims that its foundations are in science this seems hardly insightful. However, Cochrane also noted that clinicians tended to treat their patients based on their experience rather than the evidence. Getting clinicians to change was highly problematic. The catalyst for precipitating change came from a number of sources. These were the potential of the internet to disseminate research evidence, attempts by governments and private health insurers to control medicine through managerial reforms, and the EBM movement itself which allowed for the rapid dissemination of protocols, clinical pathways, and  clinical guidelines all based on research evidence. In short the EBM movement has paved the way for both the standardization of the clinical and health research process, and the standardization of practice. 

In the early part of the 21st century the major sociological critique of EBM came from Timmermans and Berg (2003) in their classic study The Gold Standard: The challenges of evidence-based medicine and the standardization of health care. They argued that EBM resulted in conformity in both the research process, and in clinical practice. For example, the gold standard for progressing medical evidence is now the Randomized Controlled Trial (RCTs), all other forms of research are considered inferior in the hierarchy of evidence. In the last decade RCTs have become the benchmark for clinical evidence and the basis for standardized clinical protocols, pathways and guidelines as EBM consortiums such as the Cochrane Collaboration have been established throughout the world. In short both the process for doing the research and the process of clinical practice is highly ritualized and standardized. Critics such as Timmermans and Berg, and many medically trained clinicians themselves, note that this risks producing a cookbook approach to medicine, and to the reduction of the profession to a trade rather than an art. Timmermans and Berg’s reflections drew parallels between the EBM movement and Harry Braverman’s critique of scientific management, early 20th century Taylorism, and industrial management. 

Three points are worth noting about the impact of EBM on university education; firstly those educating medical, nursing and allied health professionals take seriously the EBM movement. Both the processes of research and practice are taught. This would not be problematic were it not for the second point; this is the increasing pressure on Universities to make graduating students ‘road ready’. The pressure on universities to respond to industry needs reinforces the focus on protocol and formulaic approaches to research and clinical practice - readily found in the EBM movement. A third factor is the increasing regulation and auditing exercised over university education.

Higher education in Australia and standardization
Concurrently with the EBM movement two major developments in Australian tertiary education for health professionals provide further policy support for the drift towards standardization in educational and classroom practice. These are the Bradley Review (2009) on higher education and the subsequent establishment in 2011 of the Tertiary Education Quality and Standards Agency (TEQSA), and the formation Health Workforce Australia (2009) and the Australian Health Practitioners Regulation Agency (AHPRA). 
Federal government reforms in education 

The Bradley Review of Higher Education and subsequent Federal legislation has deregulated the university sector in the interest of enabling increased numbers of disadvantaged populations to access higher education. Targets include: 40% of 25 to 34 year-olds to graduate by the year 2040;
· 20% of low socioeconomic students (including rural/remote/Indigenous) to be enrolled in universities by 2020;
· A demand-driven system resulting in effective deregulation of student numbers, or a voucher system, in the majority of university courses. Medicine will be exempt.

The Bradley Review also recommended a 10% increase in funding for teaching and learning. This was rejected by the Rudd Labor government, but they agreed to review the base and discipline cluster funding in 2011. This is currently in train and expected to report in late 2011. Approximately $437 million has been allocated to initiatives that support increased participation by low socioeconomic students. The government has also agreed to changes in the indexation rate. 

These policy shifts are predicted to lead to internationally determined, and nationally imposed benchmarks and standards, in order to overcome the perverse incentives built into the reforms that have constructed the sector as a market engaged in internal as well as broader competition with the private sector. This acknowledged need for regulation, led the Federal government to establish the Tertiary Education Quality Standards Agency (TEQSA) in 2011. Its stated aim is to make the system more student centered and focused; defined by increased student as consumer choice. The avowed direction of the Bradley review is to create an internal market within government funded institutions and a capitalist market between them and private providers where students are defined as the customers. As one commentator noted, it is terrifying to think that higher education in Australia will be subject to the market forces of teenagers, who are presumed to know more about education than their lecturers (Buchanan 2011). 

The TEQSA will replace the current Australian Universities Quality Agency (AUQA). Unless the audit process is to change radically, quality will be assessed through the usual mechanisms of checking for bureaucratic and committee processes for course and topic changes, quantitative student evaluations of teaching, peer reviews, and grant and research output usually measured through publications, impact factors and citations. The one public agency vested with the responsibility to encourage teaching excellence and innovation, the Australian Learning and Teaching Council, was defunded as a result of budget cuts arsing from the 2011 Queensland summer floods and is in its last year of operation. The regulator, TEQSA will be both funder of teaching performance incentives as well as regulator.

Practical implications at the local level

The practical implications of a bureaucratic approach to education is a familiar one. It includes the usual points raised above about ensuring processes for the establishment of courses and topics, or for changing assessment. Currently in Australia, universities must report all major course and topic changes to Canberra at least 6 months before they are implemented. Peer assessment of classroom performance is the current rage within a number of universities. Peer assessment epitomizes the problem; it is used as both a genuine exercise in collegial feedback and as a mechanism for certification and supervision.  Templates for practice tend towards assessing classroom performance, or the quality of written materials. There is little evidence of engaging with lecturers around their philosophy of education, or with students about the possibilities for them to engage with staff in the process of becoming educated. A third familiar strategy is the student evaluation of teaching processes where quantitative likert scale evaluations are done at the end of the semester and then become the public benchmark for good teaching. 

Federal government reforms in health workforce planning

At the same time as the policy and regulatory reforms of Universities has been in progress the government has moved to deal with the health workforce crisis. This has seen the Council of Australian Governments (COAG) establish two regulatory authorities to manage the accreditation, registration, and the clinical education of health professionals. This in turn as led to tensions between the university sector, the professions, and Health Workforce Australia over what constitutes acceptable clinical education as incentive based funding is used to reorientate the curriculum. HWA funding has also enticed universities to enter into partnerships with the private health sector drawing on new public management processes whereby the lines between public and private are blurred illustrating Hardy’s points that private providers are able to increase their spread of profit making through the dispossession of the welfare state (Harvey 2003 quoted in Whiteside 2011). Examples include contracting SpecSavers to provide clinical education for optometry students and the provision of capital funds to private GP clinics for the education of medical students. While it can be argued that these developments are inevitable, given the public-private mixed nature of the Australian health care system, the shift from public to private clinical practice is altering the landscape of health professional education. It is now increasingly viewed as a commercial transaction (and burden), rather than an engagement between two professionals; one a novice, the other an expert involved in a nurturing and educational generational exchange. 

Practical implications at the local level

At the practical level the way in which HWA uses EBM is instructive of their reductionist approach to health professional education. The most telling area is in the number of hours funded for clinical practice. One of the first research projects HWA engaged in was to gather data on the number of hours universities allocated to clinical practice for each profession and to then use this to argue that the ‘evidence’ was arbitrary and to set its own benchmark. HWA allocation of hours is independent of the standards set by professional associations, leaving universities to find alternative funding to make up the deficit. For example, the Dietetics Association of Australia requires universities to provide a hundred days of clinical placement for accreditation and registration, HWA funds 87 days based on a 7 hour day (DAA 2011). Further, funding is provided for increases in student numbers, but not for innovations in clinical practice, although high levels of quarterly reporting are required. Similarly, the newly formed Australian Health Practitioners Regulation Agency, tasked with managing registration and accreditation and standardising it across the country, requires universities to monitor and report on student’s suitability for practice. This is in sharp contradiction to the notion of student as customer in a competitive market. Lecturers are now agents of the state (not the profession) tasked with ensuring the money is not wasted and that the novice professional is a viable product.  

The purpose of education

The difficulty with the policies and practices outlined above is that education is constructed as a form of competitive entertainment performed in a highly regulated environment. Reforms in education have called for competition measured by performance; reforms in health workforce policy have resulted in the state determining how clinical education is defined, while reforms in medicine risk enhancing this standardization. The evidence-based medicine movement while not directly related to education has much in common with the regulation movement. The focus on research protocols and hierarchies of evidence that go well beyond clinical medicine into policy and health, reinforce the cultural of standardization, and ritualization and risk losing touch with the serendipitous nature of innovation. 
This is not the key purpose of education, especially for disadvantaged groups who have traditionally not accessed higher education. Presumably even the most economically driven government wants to engage disadvantaged groups in order to increase their skill and productivity base, and to provide these populations with the opportunity for financial and cultural transformation. This is simply good economics. Most critical educational supporters of tertiary education go further and argue that a university education challenges students taken for granted understandings of the world (Buchanan 2011) in order to produce an informed citizenry. In this scenario higher education is seen as a public good; it brings both economic opportunities and richness to civil society. More marginal ideas on the purpose of tertiary education suggest its purpose is to transform the novice student into a professional. This includes two key ideas; the first deals with ensuring the student embraces the underpinning theories of the discipline (which includes evidence-based medicine) and incorporates these into their practice, and secondly, that as students move from novice to beginner practitioner that they integrate knowledge and skills into a personal philosophy of practice. The ethics of professional practice demands this - and if achieved would certainly reduce the workload of the regulatory authorities. 

Education for transformation

Education for transformation requires practice at a number of levels. Until there is a serious examination of the value of the economic rationalist endeavours of new public management and privatization it is unlikely that governments or senior management of the various university decision and lobby groups will work for change. This does not mean that universities, faculties, and individuals cannot continue to incorporate strategies that take a broader approach to the purpose of university education. Many do. The first tongue in cheek recommendation is to reinstitute the staff tea room and to take time out for staff to meet regularly and informally. This recommendation is in line with the wisdom of Curry and colleagues (2008 cited in Buchanan 2011 p 71) who suggest that teachers learn through ‘situated and social interactions with colleagues who process distributed expertise and with whom they have opportunities for sustained conversations related to mutual interests’. 

Recent critiques of Evidence-based medicine point to the fact that despite its promise it has not brought about significant changes in clinical practice (Timmermans and Mauck 2005). Timmermans and colleagues have demonstrated that a major motivation for clinicians to change their practice in line with the evidence is the influence of peers, especially multidisciplinary engagement with nurses and allied health professionals. The theoretical ideas behind this can be found in the Interprofesional Education (IPE) and practice movement. Here the research suggests that the most creative way to design clinical pathways that continue to incorporate EBM is through a process of multidisciplinary collaboration. University education programs that seek to educate health professionals in this approach have much potential. It however, requires them to incorporate what is positive about the EBM movement, along with the alternative evidence that comes from the lived experience of nurses and allied health practitioners. This is a major challenge to the idea of hierarchies of knowledge at the core of EBM.

A third level of attack is through classroom practice. This includes the usual strategies for developing a relationship with students such as ensuring you know their names, and meeting them individually in order to understand their aspirations. A further approach is through using the student evaluation processes in an innovative way. This involves alerting students to the nature of the exercise and to what will be evaluated. It seems strange that students have not been incorporated into the critique of the current system and asked to collaborate in the resistance. Outlining for them early in the term or semester that the formal university protocols will be used mid semester, but that an additional evaluation will take place that focuses on investigating a shared understanding of the education process could be enlightening. One approach is to use the standard university tools mid way through the course as a process for improving the performance of both teaching staff and students. A second evaluation after exams and assessment using a focus group approach might then explore to what extent the topic contributed to the broader educational aim of transformation to professional. This form of evaluation might ask students to what extent they engaged in the topic, came prepared to discuss the issues, interacted with other students during the week to discuss the ideas, thought about the material at other times, made connections between items in the news and the material under discussion, or reflected critically on the topic content and how it might impact on their practice. Conversely such evaluations might also ask students to reflect on how well teaching staff pointed the way to transformation or deepened their understanding of the profession. Highlighting these points early in the topic allows the student to understand where the process is headed.

Conclusion

An education solely focused on the development of skills for the workplace does not allow the cultural transformations once assumed to be a core part of higher education. The current approach being pursued by the Federal government in Australia seeks to provide a well trained workforce, but not a well-educated professional or citizenry.  Much of this is put in place through a process of regulatory agencies whose role is to set targets and audit performance. This puts those disadvantaged groups presumed to benefit from these reforms at a distinct cultural disadvantage. 
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Messing about in boats & banging around in sheds: Scenario sketches for a life giving civilisation 

Peter Willis, University of South Australia, Australia

Introduction

This paper explores the pedagogic leverage of scenario sketching story telling as a useful way to promote life giving civilisation as something satisfying and exciting that groups of people may aspire to on a small or larger level. The leverage is not so much compunction which speaks strongly to the empathetic heart, described so powerfully by James Hillman (1981) in terms of heart and soul, but more optimistic enchantment, in the world of spirit and life energy which speaks more strongly of what things could be like in a better, more compassionate and civilised world. 

The term life giving civilisation used originally by Clarke in 1969 has been borrowed and widened to refer to the many processes needed to promote convivial and inclusive social order in a human society. This is particularly relevant when the social fabric is in considerable flux and where traditional customs may no longer be adequate to assist people respond to unfamiliar and changing circumstances. Soulful compassion generated by compunction precipitation is balanced by spirited enthusiasm in the excitement and promise of scenario imagination. 

According to John Armstrong (2010:p4) the many meanings of civilization can be clustered around four general characteristics of a society: firstly its common values and manners; secondly its economic, political and technological systems; thirdly, the way it cultivates refinement in aesthetic and sensual pursuits and finally its intellectual and artistic excellence.  His  humanistic version of these four elements of civilisation emerges as:  inclusive belonging, life giving material progress, artful and courteous living and spiritual prosperity.  The life giving version of civilisation proposed here seeks draws on Armstrong’s humanistic ideal but seeks to warm its possible aesthetic coolness and detachment by compassionate practices built around empathy and the golden rule as developed by Karen Armstrong (2009) and grounded in creative action as explained by David Gauntlett (2011). Educational processes fostering such life giving civilisation obviously need to involve the whole gamut of human biological, personal and social life. 

What this paper is concerned with is ways in which a broad range of human knowing and learning in the service of this holistic project might be mobilised. As in my previous paper on this general topic (Willis 2010) , it draws on the phenomenological approach of John Heron (1992) who heuristically perceived in the knowing experience a fourfold overlapping cyclic sequence. A person becomes aware of something; becomes aware of images of it appearing in the mind; critically analyses the known object and discerns if action is required; and finally moves into planned action with an eye on planned and unforseen consequences. The results of the action initially become once more objects of awareness and the cycle continues..

Building on an interpretation of Heron’s fourfold notion of the knowing process educational action for life giving civilisation will need to develop processes which acknowledge, evoke and balance the four modes of knowing and learning which are envisaged as following each other in human personal and social life. In direct application to the life giving civilisation project, the fourfold pedagogy of this project begins with evoked awareness, around foundational acts of life giving civilisation that can be felt in greeting, cooking, eating, making, playing, dancing etc and the many bodily and physical acts of civilised life. The second, which is of direct interest in this paper, is imaginal pedagogy  implemented in creative expressions, rituals and stories which work with the so-called imaginal part of the human mind which is often hidden can sometimes be felt in gut feelings and hunches.  The third pedagogic approach invites critical and analytical reflection and dialogue around ways of classifying and regulating choices and interactions. The fourth is empirical and creative pedagogy. It involves inviting learners to compassionate and civilised ways to plan, carry out, evaluate and modify human purposive practices

The second approach, imaginal pedagogy which is once more under consideration here, can be seen as highlighting the existential foundation of choices for a life giving civilisation since it is seat of human visions, desires and aspirations. Narrative approaches are a useful pedagogic strategy to evoke this imaginal part of the mind. They underpin the scenario building pedagogy which is implicit in the stories about ‘messing about in boats’ and ‘banging about in sheds’ which is the specific theme of this paper. 

Imaginal pedagogies: 

Imaginal pedagogy draws on work of James Hillman (1981), James Mcdonald (1991) and Jamie Bradbeer (1998). It uses images and stories by which learners are invited to put themselves in various ways into an imagined world. While some of these are full of playful fantasy, others can have an important task when learners are invited to become part of the story and open to its discoveries and feelings. Imaginal pedagogy in images, confrontations and scenarios avoids attempting directly to instruct learners or even to make a case for some desirable policy or practice.  It focuses on evocation creating resonances in the imagination. One of its major vehicles is stories. This section which develops ideas from my earlier paper (Willis 2010)  explores the nature of narrative and story and their cultural capacity to evoke mythopoetic meaning.. 

Bochner (2002:p.80) following Rappaport (1995), suggests that stories have a number of common elements: people are represented as characters in the action, there is some kind of plot, things and events are placed in temporal order and there is some kind of point. Baumeister and Newman (1994: p.679) focus on this last element – the point. They distinguished two general categories of agenda: Firstly to affect listeners in some way and secondly to make sense of experiences. 
Stories used in narrative imaginal pedagogy tended to have features of both agendas: affecting and making meaning but, as will be pointed out briefly below, with a strong mythopoetic character in the kinds of affect and meaning being evoked. The stories of mythopoetic pedagogy need to resonate with great ‘mythic’ themes in human life like birth and death. 

Stories in narrative imaginal pedagogy carry a certain gravitas as contributing to mythopoetic life. Narrative imaginal stories when used as pedagogy, need to be told with as much leverage and credibility as possible in order to endorse the dramatic invitation to another but still relevant world of matters of life and death.

A second element is appropriate literary artistry. The audience has to feel and be caught up in the invitational undertones of different kinds of imagery and media. (cf. Willis 2005)

A third element is dramatic form. The imaginal pedagogic narrative with its tacit contradictions is given aesthetic strength by music and poetry and drama. Dramatised stories were used by August Boal (1992, 1995) and collaborators in his work on the ‘drama of the oppressed’. 

A related fifth element is delayed and dramatic denouement. Narrative. imaginal pedagogy  seeks to create dramatic tension and delayed resolution of the themes and plots at play in the story being told.. As Hamlet (Hamlet Act 2, Scene 2) said in an aside to the audience before the performance of a play to be performed for the royal court, which he had modified for his imaginal agenda: ‘The play’s the thing wherein I’ll catch the conscience of the King’ 
Compunction narratives and scenario sketching  

Some of these can be linked to compunction when people are invited to dwell with a focused imagination on the feelings and fears of others. This is one of the generators of empathy and is of considerable interest in building compassion.  In the earlier paper (Willis 2010) mentioned earlier, I recalled how in the Bible, the prophet Nathan (2 Sam 11) used his imaginal talent to tell a powerful story of cruelty to touch the heart of the kindly, passionate and wayward King David and bring him to acknowledge and repent his wrong doing.  Nathan’s pedagogic strategy is referred to here as a compunction narrative. 

Another way that narrative can be used is to sketch interesting scenarios which engage the imagination of the learners not so much with an empathetic feelings for the persons in the story but rather in the set of social and ecological relations that respond to longings for a particular way of life. The narrative pedagogy using this approach can be called scenario sketching. 
The suggestion of this paper is that educational projects promoting a life giving civilisation can be enriched by evocative scenario narratives of elements of a desirable civilisation.  Examples of this are the forward scenario building stories of Messing about in boats and Banging about in sheds. 

Scenario sketching for a life giving civilisation: 

Messing about in boats

‘Messing about in boats concerns the adventures of social living in natural environments with the tacit interest in the convivial dimension of life giving civilisation. The other, Banging about in sheds tells stories of the adventures of making useful and decorative things from physical materials like wood, stone, metal and plastic. This is highlighted as a key factor in the embodied and grounded ‘making’ side of a life giving civilisation ‘Messing about in boats’ is a phrase spoken with satisfaction by the urbane and worldly Rat the water rat, to the similarly eponymous Mole. Mole and Rat are significant players in The Wind in the Willows, Kenneth Graham’s classic fantasy of the life of a group of anthropomorphic animals in rural England. The springtime story which is half parable and half fantasy tells of an informal learning journey (almost an informal pilgrimage), that the ordered and solitary Mole pursues when fed up with his predictable and comfortable life. Lured by the smells and sights of the new life of spring, he leaves the comfort of his snug burrow in search of adventure. He is prepared to have a go at new activities and take on the related physical skills required like rowing and roughhousing with the cunning stoats. He is also very good at maintaining his friendships in kindness and service and is not afraid to seek advice and explanation for mysterious life events hitherto unknown to him. 
Besides creating a kindly and interesting world, elements of adult learning: the fear of being laughed at or excluded can all be seen in this endearing playful story and can perhaps indirectly encourage reluctant learners. In inviting learning, educators can assist with such encouraging ‘readings’ of Mole and rat and their companions. 

Messing about in boats in the story is about people learning to get along while living very simply and not really setting goals, or concerned much about achieving things. The point is appreciating, getting along, rejoicing and appreciating the moment. The rhythm seems to be that one protagonist, usually the flamboyant and erratic Toad, has an adventure in which he needs to be rescued; he is joined by collaborators who enter into the critical moment with support and friendly critique. There is some kind of resolution followed by the return to companionability: eating and chatting together in the warmth of home.

The general style of ‘The wind in the willows’ has people living together and fitting into a somewhat cultivated ‘nature’ distinct from the ‘wild wood’. There is an ecological accepting and celebrating of what is in the present moment. It is about playing and letting go. It foregrounds the value, importance and challenges of a courteous and kindly human social culture. All the elements of such compassionate and civilised social interaction are given an airing in the whimsy and elegance of these tales. Mole the key character is by far the least pushy. He is the one who benefits from and enriches the friendship and comradeship of his fellows in his capacity to share and to listen, to appreciate and to rejoice. He is the respectful appreciator with an endearing sense of unworthiness who is agreeably surprised when he is accepted and welcomed into the group initially as a friend of Ratty and later in his own right as his courtesy and forbearance, his accepting and open character and his dogged courage is revealed.

A few years ago, I attended a conference in England in July and visited a friend on my way back to Australia. I was invited to a picnic with a group of friends near a river in Sussex. I was unaware of the finesse that shaped and ordered the waterways in southern England and was enchanted  to find that our picnic site was near a weir with a side channel to cater for potential overflow and to channel off water to surrounding fields. The greenery, the dappled light around our picnic site and the different sounds of falling water from weir and overflow channel created a gentle framing for our conviviality. It is the imaginal leverage of revealed beauty and conviviality to encourage emulation. I remember looking about the reeds at the bank of the river in case Mole or Rat were nearby in their boat. Here were images and messages of the infectious joy of simple coming together in a beautiful spot, that could be dwelt on and promoted with the right kind of pedagogy. I realised that, in the spirit of Rat and Mole and their friends close and less close, we were reproducing a few evocative moments of life giving civilisation in the company of our friends and acquaintances in much the same way. 

Banging about in sheds

Banging about in sheds is a term I have coined to refer to stories written about people getting together to make things. Most of the people in this narrative are older men and most of the action takes place in sheds. One of the main story tellers around this agenda is South Australian, Mark Thomson, Research Director of the ‘Institute for Backyard Studies’, author of Blokes in Sheds; Rare Trades; Makers, Breakers and Fixers as well as a couple of books concerning the shadowy figure of Henry Hoake. Besides his own story telling gift which could be called a modern version of the Australian Bush Yarn, popularly linked to Henry Lawson, he also has the enviable talent of the adventure writer. He is ‘onto something’ and takes the reader with him on his narrative quest for shed understanding and illumination. 

‘Banging about in sheds’ is about making things: different materials, functional tools, shapes and beautiful things. It is about a very fundamental notion of instrumental culture – of making and shaping the world.  The general theme of Thomson’s stories is the human value of making, improvising and the importance of human creativity. He tells the story of his journeys into the world of men’s sheds where enthusiastic amateurs and craftspeople had found places where they could ply their trade, indulge their human desire to make things, to understand how things worked, to fix things, to invent things. Thomson’s books are full of black and white pictures of gnarled men and their friends and family, the textures of their ‘making spaces’, their tools, their improvisation from wire and left over parts of other things pressed into a new life, their endless ‘works in progress’ and their occasional gleaming finished items.

There is, in these scenario sketches, a respectful and joyful attention to human potential and actuality – what people can do with the resources at their disposal: creating, making, improvising using tools, skills, precision, style, design. Thomson’s stories speak of shed work as often solitary but also pursued often in a kind of freemasonry of makers and sheds where they work on their projects, meet friends, eat and drink and converse and laugh. His text is straightforward often with the cadence of the many conversations with shed people he meets and illuminated with powerful photographs of the people, their sheds, friends and activities. The photo story books bring the richness and attraction of shed culture to life. It seemed to me that these books could act as a kind of evocative scenario sketches - ways of creating the convivial ‘making’ elements of a life giving civilisation.

The final question is to explore ways in which the evocative potential of these scenario building narratives can be realised and so build up interest in and commitment to the ideal of life giving civilisation Allowing for their structure as scenario sketches aimed at creating imaginal learning, the reading and presentation of these stories needs an attentive mythopoetic attention. This can be called ‘listening reading’ where the tendency to de-construct is resisted, and the story is asked to speak for itself and the listeners are present and ready to be taken into the story teller’s world. 

Listening reading: Dwelling in the story 

The imaginal pedagogy in story telling involves the story teller and their story and significantly the attentive listening readers. Such ‘listening’ reading allows the author to speak to the imagination and the heart. It is not a substitute for a cool and more critical reading but it can be an aesthetic source of precious enrichment. It can be the warm flesh on the bones of the human search for wisdom and truth making the quest more desirable as well as more convincing.

In a deeper and more mythopoetic reading, readers seek to be not diverted but to be mythically awakened. The word ‘myth’ here does not mean  ‘untrue’ but rather ‘resonative with significant and archetypal images’ in the deep part of the psyche linked to powerful longings, fears and desires. This can be the reading of the attentive heart, or ‘listening reading’ by which the reader is heart struck by being lead into self confrontation or enchanted by an evocative scenario such as in The wind in the willows and Blokes in shed, which has been under consideration in this paper. 
Conclusion

In seeking to promote life giving civilisation, there can be many educational approaches. This paper, ‘Messing about in boats and banging around in sheds’ is an attempt to reflect on the pedagogic power of scenario sketchess aimed specifically at the second, or mythopoetic part of Heron’s fourfold matrix of human knowing and learning. The strategy which is hardly new, is to use such evocative scenario narratives to create a mood of interest and aspiration. This evoked enthusiasm is envisaged as a foundation for developing other dimensions of life giving civilisation with or without attuned educators. 

The universal appeal in many countries of narrative approaches to reflection and pedagogic action may well give the approach some validity in cross cultural and cross nation settings. With so many narrative inputs shaping Australian culture from America, Europe and England, it will be good if the thoughts and imaginal processes in this paper might see some uptake in other countries. I suspect this will already have occurred perhaps under different processes and names. Story telling in its compunction precipitation and scenario building versions seems as old as human culture and it is good to re-visit its power and majesty and of course its limits in the work of holistic pedagogy for a life giving civilisation.
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The downside of internationalization: when universal policy damages localized practice

Hazel R Wright, Anglia Ruskin University, UK

The benefits of international collaboration for research and teaching purposes are manifest but this paper sets these aside.  It focuses instead on the negative consequences when policy and practices developed in one context are applied more universally without thought to their effect on existing traditions.  In short, the argument is against the imposition of extraneous practices without consultation with those already working in the field and without tailoring changes to improve rather than override existing practice.  Imposition of new ideas is seen to be particularly damaging when strategies or structures are adopted at a superficial level without sufficient attempt to analyse the underlying premises and values or to consider how these could be transferred beneficially between contexts.  In particular, this can lead to compromises that would be unnecessary if new practices were developed for specific contexts rather than adapted from practice elsewhere.  The discussion will commence with a broad overview of ‘globalization’ before narrowing down to an adult education focus with examples drawn from original research in an early years training context within further education.  The strength of many practices in both adult and early years education is that they developed from grass roots movements that met the needs of users rather than from top-down policy initiatives, a tradition that is increasingly challenged.

The current commonly held conception of lifelong learning is that it is a policy essential for competitiveness in the worldwide market.  Thus, the prime official expectation for adult education is that it is a means of developing the workforce, of improving industrial inputs.  In a global economy, nation states can no longer manipulate the market by artificially controlling supply and demand, however, the workforce, now designated ‘human capital’, is a factor that can be influenced.  A simple reductionist view is that improvements in the workforce lead directly to improvements in the economy, or obversely, ‘any country’s prosperity depends above all else on the skills, knowledge and inventiveness of its people’ (Brown, Blunkett and Harman 1996, in Hodgson and Spours 1999, p.7).  Similar beliefs were embedded in Conservative Party policy under Margaret Thatcher; made manifest in the commodification of education (now a good with value in a market economy), in policies favouring privatization (local management of schools, incorporation of colleges, training credits), and credentialism (often through National Vocational Qualifications, NVQs) (Hodgson and Spours 1999, p.11).  There is no sign that the a priori importance of the economy will alter under the current coalition but signs that there may be a greater devolution of managerial powers and, in the re-establishment of a Department for Education, a clearer focus on education per se.  Indeed, one interpretation of the much-contested notion of the ‘Big Society’ is that it is a further attempt to control the voluntary sector, seeking to promote, even enforce, grass roots involvement.

There is no simple direct link between education and economic improvement, however.  The alternative, even obverse, argument is that the focus on education camouflages an inability to influence the economy.  Extensive Canadian research demonstrated that credentialism stems from the ‘relative withering of good jobs with decent pay’ (Livingstone 2002, p.50).  ‘Upskilling’ ‘converts deep-seated economic problems into short-lived educational projects’ (Coffield 2002, p.183) and the ‘coercive discourse of training and development’ withholds support from those who refuse to upgrade their skills (Field 2006, p.6).  A once cynical view, that the renaming of lifelong education as lifelong learning enabled the government to relinquish responsibility for education (Elliot 1999, Griffin 2002) becomes less cynical when viewed retrospectively.  The Labour government’s cuts to funding for adult classes in the ‘noughties’ that resulted in a ‘substantial loss of opportunities for thousands of adults who have found their way back to education and training’ (Tuckett, TES 13.5.05), and the current coalition government withdrawal of the teaching grant for higher education, are not actions that demonstrate support for universal educational opportunity.  Standardization, targeted funding streams and inspection continue but control does not equate with responsibility.

The cuts in adult education were cast as a demographic problem associated with a ‘temporary bulge’ in the 16-19 year old population (Flint, TES 10.6.05) but coincidentally brought under government control a sector once deemed ‘too resistant for incorporation’ (Jarvis and Griffin 2003, p.10).  Within FE colleges, policy reforms – based on European objectives – added to pressures on staff rather than directly meeting student and lecturer needs.  Certainly, the adoption of a rigid financing policy disabling localized decision-making and the restriction of priority spending to young people, basic skills, a first level 2 qualification, and entitlement to level 3 vocational training in priority sectors only (a condition later relaxed) (Forrester, TES 1.7.05), implied political as well as economic control.

According to the Learning and Skills Development Agency (LSDA 2003) the OECD (Organization for Economic Cooperation and Development) report Beyond rhetoric sought evidence of educational outcomes to verify an earlier (2000) finding that the average long-term impact on per capita output of one year’s additional education was between 4 and 7%.  As with the UK Wider benefits of learning (WBL) project, policy makers were to facilitate investigation of learning outcomes – whether economic, individualized or participatory – to motivate less educated workers to take up training opportunities (p.9).  Employers were to be made aware of the ‘direct value’ from continued vocational training (5.2) and in Britain there were repeated demands for employer funding of training.  Teacher training was considered to be ‘the most neglected aspect of adult learning’ (6.1) with teachers out of touch with the realities of the labour market – providing a rationale for the insistence on teacher qualifications in the post-compulsory sector.  The report highlighted the UK Investors in people label as an example of good practice (5.1) and called for a focus on basic skills (2.3) and mastery of ICT (6.2).  It called for a coherent adult education policy (4.4) that among other criteria should include possibilities for cooperation with related policy areas such as employment, social, economic or health activities.  The review concluded by pointing out the lack of evaluation studies on what works in adult education, highlighting the need for better data on participation, financing and outcomes.  It recommended a wider variety of approaches to evaluation over longer time periods in order to determine the total impact – social and economic – of training courses (8.2), creating a clear rationale for longitudinal studies and reviews of provision.  The extension of the Wider benefits of learning project (Feinstein et al 2008), the Teaching and learning research programme (TLRP) projects (2005, 2007, 2008), the National Institute for Adult and Continuing Education (NIACE 2005) Eight in ten report and the official Foster review into further education (DfES 2005) were timely.

The LSDA (2004) overview states how the subsequent OECD report, Promoting adult learning, looked thematically at policies and practices in 17 countries, particularly barriers to learning and its promotion through improved financing, delivery, quality control and policy coherence.  In human capital terms, it found that overall economic growth was better promoted by raising the basic skills level of all the population and suggested embedding qualification within wage structures to encourage participation, looking in detail at ways that this might work.  It also proposed better advice and guidance; free for basic information, fees charged for more focused career guidance.  This was to be available face-to-face as the internet often missed those students who most needed skills acquisition.  It advocated personal learning coaches, service networks, one-stop centres, second-chance programmes and intergenerational learning – ideas that were clearly implemented in the UK but with rigid entry criteria that excluded some of those who might have benefited.  The report recommended that ‘much of adult learning should be financed privately, as it largely generates private returns’ encouraging withdrawal of public funding but with some co-financing measures to support participation of the lower-skilled and smaller firms.  It also put early years education at the start of lifelong learning practices thereby giving further impetus to the Every child matters reforms arising out of the Department of Health Laming inquiry (DoH 2003) following the death of Victoria Climbié.  Thus European clearly shaped British policy but it is difficult to ascertain the extent to which the influences were reciprocal.

The report found that in real terms UK educational participation rates ran second to those in Denmark, Finland and Sweden, but after ‘adjustment’ to facilitate fairer comparison, the UK headed the list with an index of 6.9% compared to the average of 3.5%.  This leads one to wonder whether the report precipitated the crisis in adult education.  If the UK was perceived to be doing so much better than its competitors there was a safe margin within which to test the market and see if individuals and employers would pay for their own training.  As better advice and guidance was deemed to create more sophisticated users there was support for a consumer-pressure approach forcing providers to raise standards.  Such initiatives, together with a call for shared goal formation and quantifiable targets and outputs were not measures likely to make life easier for colleges or their staff.

To return to the Early Years sector, internationalization is evident in the detail of some of the top-down initiatives.  The recent curriculum changes provide one example.  England has created an Early years foundation stage (EYFS) (DfES 2007) that is structurally similar to the New Zealand Te whariki curriculum (New Zealand Ministry of Education 1996).  However, Te whariki was ‘developed in response to initiatives from the early childhood sector’ and starts from a firmly held desire to protect the bicultural heritage of the country.  It is formed around a set of strongly held ethical and spiritual values embodied through the metaphor of a woven mat which represents the interlacing of two cultural traditions as equal and mutually dependent partners.  The Te whariki curriculum starts with four founding principles, identifies five significant strands and then outlines 18 key goals and a further 117 learning outcomes that explain these goals, adding comments about skills and learning areas to support implementation.  On paper the English EYFS shows striking similarities.  It lists four principles, identifies five overarching inspection outcomes and groups 69 learning goals under 30 aspects divided into six areas of learning.

Superficially the EYFS follows a similar structure to the New Zealand model but the international transfer is one of form rather than meaning, for the English model is a composite one rather than one developed from underlying principles.  The original curriculum (QCA 2000) was a subject-based educational model for 3- to 5-year-olds that focused on six areas of learning and individual goals.  The aspects, that make sense of the goals, were only highlighted in 2001 as part of guidance to enable more generic planning (QCA 2001).  The four principles originated in a framework for under threes, Birth to three matters (Sure Start Unit 2002) and the five overarching inspection outcomes arose from the Every child matters agenda (DfES 2003).  Thus the 2008 EYFS comprises a number of different elements put together strategically rather than a unified whole built up from fundamental principles.  Indeed, a core statement about the EYFS is that it is ‘central to the delivery of the new duties on improving outcomes and reducing equalities’, a very different mission to that of Te whariki.
Yet this statement does align with the initial governmental concern to raise educational standards so is consistent with the original curriculum focus on areas of learning and the 2004 OECD report that put the early years at the start of the lifelong learning process.  In terms of social constructs of childhood, governments are viewing the child as a labour market supply factor (Dahlberg, Moss and Pence 1999): both a resource that must be managed in order to enable mothers to return to work and an embryonic future worker, hence the focus on educational attainment.  The EYFS clearly states that parents will ‘want to know that provision will keep their children safe and help them to thrive’.  The concern for quality provision in the early years gained momentum in the early 1990s.  The reform of the compulsory sectors post-1988 (the Education Reform Act) enabled business interests to turn their attention to younger children and throughout the decades either side of the millennium the early years sector was subject to unprecedented levels of change culminating in the Every child matters agenda that sought a radical restructuring of all aspects of childcare and, through the 2006 Childcare Act, committed local authorities to providing childcare places for all working parents who needed them.  Thus it was the globalized economic prerogative that underpinned the call for increased provision, higher standards and a better-trained workforce.

The economic agenda is clearly identifiable, less so the needs of the child, the parents, the local communities and the staff who work in childcare settings.  We should consider the human manifestations of this ‘silent revolution’ (Hodge 2001) in childcare and ask what this looks like in real life.  How does the governmental economic agenda, aimed to protect Britain’s position in the global market, affect real people and their local communities?

My doctoral research set out to explore the educational experiences of 150 mature women training to work in childcare, choosing 33 to interview in depth.  In taking a biographical approach it left the women to choose the content of their personal narratives and, incidentally, offers insights into some of these questions.  During interview it became clear that the government agenda for change manifested in troublesome ways as longer hours, more paperwork, higher expectations and more stress  – also as less opportunity to play with the children.  Women who had drifted into childcare because they liked being part of their local community, liked caring for children, and wanted convenient work that fitted around their families’ needs were increasingly frustrated by the breakdown of traditional patterns of part-time childcare work.  Some were beginning to leave the profession, as job satisfaction and convenience no longer compensated for low rates of remuneration.  As Greta complains: ‘I just feel it is drudgery now’.

You may be thinking why does this matter? Any bid to raise standards is likely to cause some wastage of human resource.  But the evidence reveals that this does matter: the unplanned social payback from women integrating their lives through childcare work is significant for society.  Easy and incidental access to childcare work encourages women to return to the workforce after childbirth in a gradual and manageable way, minimizing stress to women and their families.  Childcare training and the associated work, particularly in community groups within the voluntary sector, serves as a transitional space for women wanting to work outside the domestic sphere.  This is of benefit to our children.  At home they are cared-for by their own parents, and in groups by women familiar with their needs who enjoy working with young children.  In community groups the part-time coming and going of mothers and fathers who volunteer in the settings and sit on their management committees significantly raises the levels of social interaction within local communities – building and strengthening the bonds so vital for social capital development.  This continually changing flow of different parents safeguards the children in the voluntary groups: child abuse is unlikely to occur in open environments where parents have unrestricted access and know the staff inside and outside of the settings.  Pre-schools provide a joint focus for children and parents, thus encouraging intergenerational learning.  Their localized and only semi-professional (non-threatening) status makes them more accessible for parents often labelled hard-to-reach.  Thus in encouraging the participation of all parents they contribute to a social justice agenda.  
In teaching women to meet the basic educational needs of children, childcare training also provides successive generations of women with a basic knowledge of how to educate and care for children.  As my research findings demonstrate, women take this knowledge into other domains – the nuclear and extended family, the neighbourhood, schools and children’s clubs.  Thus, without any coercion or stigma it provides many parents with the skills needed to organize their own families obviating the need for parenting classes for those who fail to cope instinctively in contemporary society where the wisdom and support of earlier generations is no longer geographically proximate.  Some women continue to work in childcare settings as their own children grow older, providing these with the continuity they need to operate efficiently.  Others move into the school system in parallel with their children – providing society with a steady stream of teaching assistants and administrators, trainee teachers and parent governors or simply informed parents who understand what is required and how best to achieve it.  All these advantages unfold at very little expense yet indirectly meet a range of government initiatives.  Yet they could disappear if the globalized economic agenda promotes increasing standardization, regulation and inspection.

The practitioners’ concerns reveal how the pursuit of national objectives for economic may put at risk local practices that benefit future generations of children and, therefore, society.  As Frieda complains, rewards and responsibilities are no longer attuned.  
I have got an enormous issue with successive governments ...  increasing the responsibilities and ...  expecting a more professional standard ...  but not being prepared to take us ...  under the government wing and giving us a pension and all the rest of it ...  it seems to me that nobody actually outside the job really understands how much responsibility you hold ...  there is still this kind of public notion that you just have a cosy little job down at the school and you are just a mum who’s got a nice little job and aren’t you lucky you get the holidays off.
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Roundtable Presentations
RMIT University Youth Work UK Study Tour June 17 – July 15 2011 

Jennifer Brooker, RMIT University, Australia

Travelling to the United Kingdom between June 17 – July 15, 2011, six youth work students from RMIT University will partake in our first departmental study tour.  The students are studying for either an undergraduate degree (three years) or a Vocational Education Training (VET) certificate (one year). 

RMIT University encourages study tours for students.  Undertaken in another country for a period of 2 – 4 weeks, academic study is credited to the student’s RMIT program.  In this case the students will be undertaking some and/or their entire field placement unit.  A staff member must accompany them and comply with all policies and insurance requirements.

The tour itinerary is: 
Week one:  Working with the University of Ulster, Ireland, it includes a two-day conference where the students will make a one-hour presentation on either car safety or mental health and well-being practices from an Australian perspective. 

Week two: Visiting various youth organisations and agencies across the United Kingdom including Belfast and Manchester.  We will finish the week working with Coventry University.

Weeks three and four: Each student will partake in an individual two week work placement/volunteer project at a pre-arranged agency. (Students have just begun this phase as the conference begins)
The United Kingdom was chosen as our tour destination because Australia’s youth sector was based on this model.  Students learn about this during their studies.  There was a sense of excitement about the trip because of this and the students were excited to be, what may be seen as, returning to Youth Work’s Holy Land.

As well as providing the students with a unique opportunity, we are working within the University’s strategic priorities for 2015.  Set out in “Transforming the Future.  Strategic Plan.  RMIT 2015.” the desired outcomes of the tour reflect the first and last of the three priorities:  

Global in attitude, action and presence, offering our students a global passport to learning and work.

Urban in orientation and creativity, shaping sustainable cities and drawing inspiration from the challenges and opportunities they provide.

Connected through active partnerships with professions, industries and organisations to support the quality, reach and impact of our education and research. (RMIT 2010a)
This tour will allow us to increase the number and level of partnerships between RMIT’s Youth Work department and the various youth work training providers and agencies in the United Kingdom.  One example of a developing partnership is the development of an agreement with Ulster University with the aim of hosting some of their field placement students in Melbourne.  Over the past eight years they have sent approximately 60 students to do field placement in Australia with two partners who are firmly established.  We hope to be the third.

This meets with RMIT’s Learning and Teaching strategy which includes the priorities of:

fostering the internationalisation of the curriculum

enhancing work-integrated and work-based learning (RMIT 2010b)
By increasing the study and training opportunities available to our students beyond Australia we will be actively working towards a global passport which is the envisioned for all members of the RMIT University community.  “RMIT remains committed to the global passport, which offers students and staff educational and research opportunities engaged with universities and industry in our region and beyond.”  (RMIT 2010b)
In recent years approximately one student per year has undertaken either a study abroad or student exchange program to the United Kingdom as part of their studies.  Studying for one semester at a reciprocating university, they always return with unique experiences, positive feedback and feel more grounded in their chosen profession.  The study tour provides us with the opportunity to provide another option to our students, which appears to be a popular one.  I was asked early on if it will be offered again next year by students who have started to save in the hope that it will be. 
Youth work is an international profession.  Providing our students with the opportunity to see and be part of that, beyond their own shores is invaluable.  “The global passport is about giving our students globally recognised skills and being able to offer a variety of mobility options.”  (RMIT 2010b)  This will also increase the level of partnership activity between Australian education/training providers, industry and their international counterparts.  
Providing this international experience will also broaden our students’ experiences and furnish them with access to the work occurring in the United Kingdom. They are very excited and yet all have their own individual reasons for going.  As one wrote to her placement supervisor

It seems that doing placement at X will really give me a chance to unpack what Youth Work is about, personally and professionally.  I don’t want to live in a vacuum of theories and books. I want to get my hands dirty, to really experience Youth Work. I would love to learn more about how you are improving the sector in the UK.
The value and justification for the study tour is well supported, both from RMIT’s perspective and literature, although not for youth work specifically.  How to ensure its continuity is the key to success.  How do we make this part of the normal curriculum so that more than one student per annum gains the benefits of going beyond Melbourne for their field education experiences and become more rounded practitioners in the process?  What are the benefits for the industry?  How do we make this part of the norm and not a one-off?
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Adult education interventions by rights-based development NGOs in Cambodia: transformative learning towards agency
Rikio Kimura, Ritsumeikan Asia Pacific University, Japan

Introduction

The rights-based approach (RBA) has emerged in the arena of international development since the middle of the 1990s because of the convergence of different socio-historical strands during that period.  As a result, it has become one of the latest development discourses or buzzwords.  In order to fulfil a wide spectrum of human rights, the RBA aims to empower the community of rights-holders (i.e.  citizens) to claim their rights from duty-bearers (i.e.  governments), whilst it aims to support, develop, and lobby governments to be more responsive and accountable to such demands from citizens 
 ADDIN EN.CITE 
(Cornwall & Nyamu-Musembi, 2004; Macpherson, 2009)
.  This prospective research will address development non-governmental organisations’ (NGOs) rights-based interventions for citizens in the form of adult education in Cambodia.  The RBA is fundamentally a political process as it deals with governance and rights issues 
 ADDIN EN.CITE 
(Macpherson, 2009)
.  Therefore, it seems quite challenging for Cambodians to claim their rights from their oppressive, authoritarian and neo-patrimonial governments.

Rationale

The genealogy of the RBA reveals that it has been re-conceptualised in the North, particularly in the West.  This western-conceptualised approach, which assumes the ‘universal’ concept of human rights and the uniform exercise of people’s self-efficacy and thus agency, is not likely to work in certain contexts.  Therefore, the local expression of rights should be appreciated and affirmed in the RBA.  Such expressions are shaped through the interplay between the personal (or the collective for collectivist societies) and the social, and exercised in particular temporal and contextual spaces.  Hence, the research of such localised forms of the RBA requires the framework of agency, which is situated in the interplay between the personal and the social 
 ADDIN EN.CITE 
(Giddens, 1984; Bandura, 2001; Billett, 2009)
 as well as in particular contextual and temporal spaces of occasions 
 ADDIN EN.CITE 
(Emirbayer & Mische, 1998)
.
However, the notion of the ‘invisible’ power—the internalisation of powerlessness—suggests that such local expressions of rights should not be naively adopted, as these may function as a form of habitus that disposes people to think and act fatalistically, thereby bringing about no benefit to people Pettit, 2006()
.  Rather, the local expressions of rights need to be elevated, and first and foremost people’s self-efficacy needs to be heightened to the extent that they agentically employ such improved local expressions of rights as workable negotiation strategies with governments.  Research shows that adult education is associated with and has the potential to increase the agency of people towards civic engagement.  In particular, it appears possible to transform the ‘invisible’ form of power or habitus towards increasing self-efficacy through transformative learning (TL).  Therefore, my research will situate TL as the main theoretical framework for explicating the process in which people increase self-efficacy and thus agency.  From the previous SCUTREA conference proceedings, Hoggan 2007()
 believes there can be a greater application of TL in social justice issues.  However, in order to bring about actual real social actions in the context of the RBA, it is likely that TL—which only deals with perspective transformation—will need to be supplemented with another type of intervention so that people will be equipped with the knowledge and skills necessary for taking such actions.  
In the Cambodian context where formal education does not encourage critical reflection, the western theorisation of TL—which assumes rationality—may not work.  Instead, other ways of knowing or extra-rational knowing may be appropriate as a process towards TL.  In addition, research shows the causal relationship between formal education and the agency of people towards civic engagement.  However, this implies that Cambodia, where there is a dearth of formal education, is not a fertile ground for agency to be generated.  Moreover, Mezirow 2000()
 suggests a variety of preconditions—such as safety, economic security and emotional intelligence—for TL to occur, which at least some people in developed countries can afford.  In contrast, people in poverty-stricken and post-conflict Cambodians face a variety of socio-political, physical-material and emotional-psychological impediments (rather than preconditions) day in and day out, which seem to make TL unaffordable for them.  Therefore, it is worth examining how TL works (or does not work) in such far from ideal situations.

Research questions

Little research thus far seems to have explicitly investigated what content and process of adult education interventions induce civic engagement.  As mentioned earlier, TL has the potential to increase such agency.  The existing TL research indicates less research in non-formal settings and little research in non-western contexts.  Therefore, I will ask the following as the main research question: 
How can adult education interventions by rights-based development NGOs in Cambodia enhance the agency of people towards fulfilling their rights? 

There is also a lack of research on adult learning that addresses the interplay between the personal and the social 
 ADDIN EN.CITE 
(Billett, 2009)
.  The arena of TL is no exception and in his review of TL research, Gunnlaugson 2008()
 suggests examining such interplay in TL research.  In particular, among the small amount of research on TL in non-western contexts, there is even less research that analyses cultural influences on TL.  In addition, as mentioned earlier, TL in the far from ideal situations of Cambodia is worth looking at.  Therefore, my research will attempt to answer the following as part of the above main question: 
How do Cambodia’s political, economic, social and cultural contexts influence people’s transformative learning towards fulfilling their rights?

Roundtable questions

· Is it reasonable to conclude that, as mentioned above, ‘the local expressions of rights need to be elevated and people’s self-efficacy needs to be heightened to the extent that they agentically employ such improved local expressions of rights as workable negotiation strategies with governments’?
· Although the main theoretical framework is TL, how does the Freirean approach inform this research?

· Are the proposed research questions appropriate?

· What research methods are appropriate for this research?
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Differences in learning approaches and academic achievement between full-time and part-time sub-degree students  

Yiu Kong Ringo CHAN, University of Hong Kong, School of Professional and Continuing Education, Hong Kong, China

Introduction

The purpose of this study is to investigate the relationship between learning approaches and academic outcomes among Hong Kong Chinese community college students.  The theoretical framework is based on Biggs’s 3P model which proposes that learning approaches generate a strong impact on academic performance.   

The 3P model (1987, 1989, 1993a, 1993b) addresses three components in the classroom which proposes that personal and situational factors influence a student to adopt a specific approach to learning which influences the learning outcomes achieved.  The model which was developed originally by Dunkin and Biddle (1974) showed classroom learning as a multivariate integrated system of a mixture of presage, process and product.  These three sets of variables include (1) before the learning takes place such as the learning environment and student characteristics (presage), (2) while learning is taking place; i.e.  students’ approach to learning (process) and (3) the learning outcomes after learning has taken place (product).  The model proposes that personal and situational factors (presage) influence a student to adopt a specific approach to learning (process) which influences the learning outcomes (product).  
Learning approaches are the process factors.  The 3P model suggests that students’ motives for learning and strategies for learning are combined to reflect learning approaches.  The learning approach also reflects the interaction between individual characteristics and the learning context.  The 3P model’s theoretical conception of learning approaches differs from other theorists in its two components: how students approach a learning task (strategy) and why they want to approach it in the first place (motive).  Different motives are associated with the various strategies, the two together generating a learning approach.  The 3P model proposes two major learning approaches – surface and deep.  
The definition of the deep approach is based on the students’ personal commitment to the learning process.  The deep learning approach is concerned with striving for enhanced understanding by using and comparing concepts and ideas.  The guiding principle of the deep approach is to maximize understanding to satisfy intrinsic interest by engaging with the learning tasks properly.  Other characteristics of the deep approach include the students’ tendency to use meta-cognitive skills, to develop learning materials that generate new ideas, to provide other solutions from an inquisitive-critical perspective.  
The surface approach emphasizes the reproduction of knowledge with little attempt to integrate information (Marton & Salio, 1976; Thomas & Bain, 1984).  Students using the surface approach tend to assimilate the learning materials without asking in-depth questions, study the material in a linear manner, deal with a problem without showing interest; and are concerned with the time required to complete the learning task (Biggs, 1993a).  The surface approach often makes little use of meta-cognitive skills and is motivated by the student’s need to avoid failure at school and the desire to minimize effort while finishing assigned learning tasks.  
Previous studies have typically revealed that the deep approach is positively associated with academic achievement and the surface approach is negatively correlated with academic achievement (Entwistle & Ramsden, 1983; Albaili, 1995; Wong & Watkins, 1998; Drew & Watkins, 1998; Entwistle et al, 2000; Watkins, 2001; Zeegers, 2001; Diseth, 2003; Cano, 2005; Phan, 2006).  On theoretical grounds, it was argued that students using the deep approach are often academically high achievers (Brown & Nelson, 1983; Bruch, Pearl & Giordane, 1986; Entwistle & Wilson, 1977) and maintain feelings of great satisfaction (Biggs, 1984, 1985).  Tooth, Tonge & McManus (1989) found a negative relationship between the surface approach and examination performance in first-year medical students.  Lizzio et al.  (2002) found a positive relationship between the deep approach and grade point averages among commerce students but such relationship was not present among science and humanities students.  Sadler-Smith (1996), however, found a low correlation between scores on the deep approach and academic achievements in a study of business degree students in a UK university.

The 3P model in the context of Hong Kong sub-degree students

Only 2% of the 17-to-20-year-old age group could access higher education in the 1970s in Hong Kong.  The government altered its policy in 1989 to expand the tertiary education sector from 6% in the 1980s to 18% in the 1990s.  This policy shift is partly due to a large demand for a well-educated workforce and the partial removal of highly qualified workforce through emigration during the pre-1997 period.  About 18% of the relevant age group was able to receive tertiary education in 2005.  
The Hong Kong Education Commission document “Learning for Life: Framework of Education Reform” (EC HKSAR, 2000) emphasized the need to provide a diversified, multi-channel and multi-layer higher education system in Hong Kong.  A target of increasing the percentage of senior secondary school graduates to receive higher and further education was set by the government from 30% to 60% over the next decade in 2000.  The target had already been met in 2005.  Sub-degree programmes are often taken by students from less advantaged academic background who were not able to achieve sufficiently high grades in public examinations to obtain an offer on a full-time undergraduate programme at the university due to a limited number of government-funded places in Hong Kong.  
The community college is a pioneering movement in the Hong Kong higher education system which is modelled largely on the North American system and has been the gateway for students on the verge of enrolling in government-funded universities.  The objectives of sub-degree (associate degree and higher diploma) programmes offered by the community college are to provide education that prepares students for work and further study.  By emphasizing a combination of broad-based education and practical specialisms, the programmes aims to develop in students a solid foundation of generic skills including languages, interpersonal, communication, quantitative, problem-solving, analytical and critical skills and to enhance whole person development by broadening the learners’ perspectives (Lee & Young, 2003).  Following the expansion in student enrolment in Hong Kong higher education, there is a pressing need to understand the implications of student learning approaches in higher education in order to enhance the effectiveness of student learning.

Research Method

The present study was designed to achieve two objectives.  First, the study was to examine the reliability and validity of the research instrument – Revised Two-Factor Study Process Questionnaire (R-SPQ-2F) in a sample of Hong Kong Chinese sub-degree students.  Second, it was to investigate the relationship between learning approach and academic performance among Hong Kong sub-degree full-time and part-time students.  It is hypothesised that there is a positive relationship between a deep learning approach and academic performance for both part-time and full-time students.  Comparisons of the learning approaches were made between part-time and full-time sub-degree students.  This study uses a quantitative approach to empirically test Biggs’s 3P model of the relationships between learning approaches and academic performance.  The sample size is 131 full-time sub-degree and 130 part-time sub-degree students.  
The means and standard deviations of the sample’s scores of full-time and part-time students are presented respectively in Table 2 & 3.  The deep approach (mean = 30.41, SD = 5.885) of full-time students had a higher mean value than the surface approach (mean = 28.30, SD = 5.529), as might be expected in the higher education students.  
Table 1: Descriptive Statistics of Full-time Students







Mean


Standard Deviation
(SD)__ 
Deep Motive



15.00


3.067




Deep Strategy


15.40


3.335

Deep Approach


30.41


5.885

Surface Motive


13.18


3.478

Surface Strategy


15.12


2.982

Surface Approach


28.30


5.529
_________________
Table 2: Descriptive Statistics of Part-time Students







Mean


Standard Deviation
(SD)__ 

Deep Motive



17.52


3.038




Deep Strategy


16.85


3.431

Deep Approach


34.37


5.895




Surface Motive


13.05


3.372

Surface Strategy


14.76


3.419

Surface Approach


27.82


5.901





The R-SPQ-2F mean scores have no absolute meaning but can be used for group analysis and correlation with other variables. The deep approach is more widespread among full-time and part-time sub-degree students. The deep approach (mean = 34.37, SD = 5.895) of part-time students had a higher mean value than the surface approach (mean = 27.82, SD = 5.901). Overall, the part-time students have higher scores on the deep approach scales and lower scores on the surface approach scales than full-time students. 
The reliability, in terms of internal consistency, of the R-SPQ-2F scales and subscales was determined by using Cronbach’s alpha coefficient. The value of coefficient alpha estimates the degree of internal consistency of a subscale by comparing the variance of the respondents’ scores on the relevant subscale with the variance of their responses to its constituent items. The results are reported in Table 4 & 5. The alpha values for surface approach is 0.73 and 0.75 for full-time students and part-time students respectively. The alpha values for deep approach is 0.76 and 0.78 for full-time students and part-time students respectively.  
The range of alpha values were 0.60 – 0.76 and 0.60 – 0.78 for the subscales of the R-SPQ-2F for full-time students and part-time students respectively. Compared with previous results (Biggs et al., 2001; Leung & Kember, 2003), the alpha values for the scales and subscales of the R-SPQ-2F are sufficiently high to conduct further statistical analyses.

Table 3: R-SPQ-2F Scales and Subscales: Alpha Coefficients (Full-time students)

R-SPQ-2F Scale




Alpha Coefficients



Surface






0.73

Deep







0.76

R-SPQ-2F Scale




Alpha Coefficients



Surface motive





0.61

Surface strategy





0.63

Deep motive






0.60

Deep strategy





0.66

Table 4: R-SPQ-2F Scales and Subscales: Alpha Coefficients (Part-time students)

R-SPQ-2F Scale




Alpha Coefficients



Surface






0.75

Deep







0.78

R-SPQ-2F Scale




Alpha Coefficients



Surface motive





0.60

Surface strategy





0.62

Deep motive






0.62

Deep strategy





0.69

Data Analysis

Hypothesis One – Relationship between Learning Approaches and Academic Performance of Full-time Students
Hypothesis one proposes that there is an association between learning approaches and academic performance (GPA score) of full-time students. Chi-square (χ2) analysis for full-time students was performed which the R-SPQ-2F score is used to identify deep learning approach and surface learning approach and GPA score is used as an index of academic performance. Students were classified into two groups according to their grade based on their GPA scores: (1) low academic achiever: students with grade C, D and E; (2) high academic achiever: students with grade A and B. The results of the chi-square analysis are presented in following table.

Table 5: Relationship between Learning Approaches and Academic Performance of Full-time Students
Learning approach


DLA

SLA


Row totals

High Academic Achiever

61

9


70

Low Academic Achiever

36

25


61


Column totals


97

34


131 

The results showed that high academic achievers are significantly higher than low academic achievers on the deep learning approach, χ2 (1, N = 131) = 13.418, P < 0.001. It suggests that full-time students using the deep approach are often academically high achievers. 

Regression analysis was performed which the R-SPQ-2F score (learning approaches) is served as the dependent variable and GPA score (academic performance) as independent variable. The results of the regression analyses are presented in the following table. 

Table 6: Simple Regression -- Academic Performance and Deep Approach of Full-time Student

Variable



β 

t       

p



Learning Approaches

0.364

4.01

0.000


Constant = 0.371

R2 = 0.102

F (1, 129) = 16.06, p < 0.001

The results of the regression analysis indicates that learning approaches were positively related to academic performance at p < 0.001 or beyond which explained 10% of the variance (measured by R2). It supported the hypothesized role of learning approaches in influencing academic performance. 
Hypothesis Two – Relationship between Learning Approaches and Academic Performance of Part-time Students

Hypothesis two proposes that there is an association between learning approaches and academic performance (GPA score) of part-time students. The results of the chi-square analysis are presented in following table.

Table 7: Relationship between Learning Approaches and Academic Performance of Part-time Students

Learning approach


DLA

SLA


Row totals

High Academic Achiever

62

3


65

Low Academic Achiever

38

27


65


Column totals


100

30


130 

The results revealed that high academic achievers were significantly different from low academic achievers in terms of their learning approaches, χ2 (1, N = 130) = 24.960, P < 0.001. The results of the regression analysis are presented in the following table to test whether there is a positive relationship between deep learning approach and academic performance of part-time students. 

Table 8: Simple Regression -- Academic Performance and Deep Approach of Part-time Student

Variable



β 

t       

p



Learning Approaches

0.520

7.05

0.000


Constant = 0.380

R2 = 0.192

F (1, 128) = 49.71, p < 0.001

As predicted in the model, the result indicates that there is a positive relationship between deep approach and academic performance at p < 0.001 or beyond which explained 19% of the variance (measured by R2). Thus, it supported the 3P model that the deep learning approach was associated with better academic performance of both full-time and part-time students.

Hypothesis Three – Is there a significant difference of learning approach between full- and part-time sub-degree students?

It is argued that younger and inexperienced students tend to adopt the surface approach (Aaron & Skakun, 1999). Mature students tend to have a greater motivation and sense of purpose and are expected to be more intrinsically motivated than younger students. Hypothesis three proposes that there is a difference in learning approach of full-time and part-time students. The average age of full-time students is younger than that of part-time students because all part-time students are working adults. The results of the chi-square analysis are presented in following table.

Table 9: Study Mode Differences in Learning Approaches 

Learning approach


DLA

SLA


Row totals


Full-time students


97

34


131

Part-time students


100

30


130



Column totals


197

64


261 


No statistically significant difference between full-time and part-time students is found in relation to their learning approach, χ2 (1, N = 261) = 0.292, P = 0.589. That is, no evidence is found that mature and part-time students tend to employ the deep approach compared with younger and full-time students in Hong Kong sub-degree learning environment.

Conclusion

The positive relationship between deep approach and academic performance may be caused by a variety of factors. First, the assessments of finance students appear to reward the deep approach. Students who use the deep approach may not match the specific demands of the assessment in other disciplines. Byrne and Willis (1997, 2001) argued that public school examinations in Ireland promote the surface approach. Biggs (1994), Marton & Saljo (1976) and Sternberg (1997) argued that the assessment format has a strong impact on how students approach their study. Second, learning approaches can be affected by variables such as heavy course work, didactic teaching method, or over-lecturing in Hong Kong (Gow et al, 1990). 

From a practical perspective, the present study shows that lecturers should be aware of the impact of learning approach on academic performance. The present findings revealed that it is needed to teach students some basic learning strategies to enable them to perform better academically. This enhancement in learning strategies is only a necessary condition, not a sufficient condition, for improving students’ academic performance.
Ramsden (1987) argues that raising students’ awareness of learning approaches is an integral part of effective teaching.

It is argued that the learning approach students use will be affected by factors such as study habits, the nature of the course content, assessment method, the workload, the teaching method and the students’ perception of the relevance of course materials and career development, interpersonal contact with peers and teachers, out-of-class learning activities and interest of the course (Gibbs, 1992; Ramsden, 1987). 
In the light of mixed previous findings, the generalization of the relationship between deep approach and academic performance is in need of further studies. This study was quantitative in nature. It would be useful to use qualitative research to reveal insights into the relationship between learning approach and academic performance in higher education. This study is limited by the sample size. More studies could be taken in other countries’ sub-degree institutions and comparison could be considered in different learning contexts with larger sample sizes.
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Symposium

Practising equity in a policy-for-profit world: international perspectives on adult literacy Introduction
Tannis Atkinson, Ontario Institute for Studies in Education, University of Toronto, Canada
This symposium brings together theoretical and empirical perspectives on shifts in adult literacy education in Scotland, England, Portugal and Canada over the past two decades, noting the intersections and conflicts between theory, policy and practice in these contexts and paying particular attention to how recent policies have affected teaching and research for equity and access to learning. The symposium includes presentations describing four different adult literacy campaigns: three national policy frameworks informed by the OECD’s International Adult Literacy Survey, and one based on a theoretical understanding of literacy as situational and context-bound. The symposium will illustrate both differences and striking similarities in the four contexts. Presenters will highlight the various ways in which theory, practice and policy are interrelated; they will also discuss what opportunities exist for issues of equity, access and social justice in each context. 
Nearly three decades of empirical research and theoretical discussion have helped us to understand literacy as not merely a discrete and autonomous skill, but as situated, social, multiple, complex—as ‘literacies’—(Scribner and Cole, 1981; Heath,  1983; Street, 1995; Barton et al, 1994; Breier and Prinsloo, 1996; Barton and Hamilton, 1998) yet this shift in thinking has rarely penetrated policy development. At the same time as theoretical understandings of literacies have become more expansive, policies that inform literacy education have become increasingly narrow (Sandlin and Clarke, 2009; Weiner, 2005; Kell, 2001; Shore, 2009, Hamilton, 2001). During the past three decades, for example, the OECD has carved out and steadfastly maintained its pivotal position in adult literacy policy development using large-scale international literacy surveys. The implementation of the surveys was a response to ‘a revival of human capital asset thinking’ (Lo Bianco and Wickert, 2001) and international comparisons of adult literacy scores have become a litmus test of national adult literacy policies and ‘evidence’ of a nation’s capacity to compete (Darville,1999; Hamilton, 2001; Jackson and Slade 2008). This symposium will consider the range of responses from policy-makers, researchers and practitioners to this environment, highlighting the complexities and tensions. This symposium will also offer alternative perspectives and strategies—including international collaboration—that could reinvigorate the field.  
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Searching for Alberta’s literacy policy, if found what difference would it make?

Audrey Gardner, Ontario Institute for Studies in Education, University of Toronto, Canada

After years of adult literacy practitioners calling for a literacy policy the Alberta provincial government in Canada produced ‘Living Literacy: A literacy framework for Alberta’s next generation economy’ (2009). This ‘framework for action’ (Government of Alberta, 2009, p. 1) has become an influential text in the dominant discourse on adult literacy in Alberta. It is frequently referenced in literacy presentations, reports and conversations in government, adult education institutions and literacy organizations. Ackland (2006) describes discourse as ‘a shifting representation of social reality, both a cause and an effect of ideological change’ (p. 37). As a discursive text Living Literacy presents an explanation of what literacy is, a rationale for why it matters and a vision for ‘Albertans (to) have the literacy competencies to participate fully and successfully in living, learning, and work’ (Government of Alberta, 2009, p. 6). It outlines priority actions including goals, indicators and outcomes. I contend that Living Literacy has come to be perceived as a policy text even though a specific policy is not explicit in it or in relation to it. In this paper I will investigate how the Living Literacy text is interpreted in the current dominant discourse in Alberta. 

Critical Discourse Analysis (CDA) grounded in social theories is concerned with connections between social relations of power and use of language. Fairclough has written extensively on CDA and states ‘Discourses do not just reflect or represent social entities and relations they construct or ‘constitute’ them’ (1992, p. 3). He provides a three-dimensional theoretical and methodological framework and notes ‘Any discursive event (i.e. any instance of discourse) is seen as being simultaneously a piece of text, an instance of discursive practice, and an instance of social practice’ (Fairclough, 1992, p. 4). A thorough analysis of the Living Literacy document is beyond the scope of this paper however I will endeavor to analyze one discursive event, one piece of text in the Living Literacy and its meaning in all three dimensions of CDA. A discursive event is an instance of language use and its connection with social relations of power (Blommaert and Bulcaen, 2000; Fairclough, 2003).

The discursive event is the specific use of ‘level 3’ from the International Adult Literacy Survey (IALS) measurement scale. In Living Literacy the term ‘level 3’ is used seven times in the 15-page document. One usage of ‘level 3’ reflects a threshold to measure literacy by: ‘Individuals at level 3 are viewed as having skills adequate to cope with demands of today’s society’ (p. 2). ‘Level 3’ is also presented as a goal for increasing literacy: ‘More Albertans have a minimum of level 3 on international adult literacy measures’ (p. 6). A third example of how the language of ‘level 3’ is used in this document is as a targeted outcome: ‘By 2020, 70% of Albertans will have a minimum of level 3 on international adult literacy measures’ (p. 3). 
The phrase ‘on international adult literacy measures’ refers to the International Adult Literacy Survey (IALS) (Murray et al, 2005). The overall purpose of IALS is to inform government policy that will build human capital and strengthen national economic competitiveness. Living Literacy can be viewed as an IALS text as it reinforces the notion that literacy is an economic object. IALS was initiated in the mid-1990’s by the Organization for Economic Cooperation and Development in partnership with Statistics Canada and the Educational Testing Services in the United States of America. Two surveys have been completed to date and a third the Programme for Assessment of Adult Competencies (PIACC) is being launched in 2011. In Alberta the government has coordinated provincial participation in all three surveys. 

IALS (meaning all three surveys) is much more than a measurement instrument, it is a distinct conceptual framework that has created new knowledge about adult literacy in Canada. How IALS is taken up in Living Literacy and how Living Literacy is taken up in the adult literacy field in Alberta represent discursive practices ‘where relations of power are enacted’ (Wickert, 1991, p. 50). CDA describes discursive practices as processes in which written and spoken texts are produced, distributed, circulated and consumed that influence and are influenced by contextual power dynamics (Blommaert and Bulcaen, 2000).
In regards to CDA’s third dimension discourse as social practice refers to what Darville (1999) calls a ‘literacy regime’ (p. 274) and Fairclough describes as ‘order of discourse within hegemonic processes’ (Blommaert and Blucaen, 2000, p. 449).  Discursive social practice represents IALS as the only story of literacy (Hamilton, 2001), and Living Literacy is most likely positioned as discursive practice within this dynamic hegemonic process. It could be argued that questioning the purpose of Living Literacy, including the discursive practice of it as a policy text, is resisting the hegemony of IALS. Blommaert and Bulcaen (2001) note ‘discourse is an opaque power in modern societies and CD aims to make it more visible and transparent.’ (p. 448). The simultaneity of the CDA three-dimensional framework challenges us to address the textually mediated social inequality, which can be as simple as questioning if a government document is a policy. 
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Analysing adult literacy policy and equity in England using a literacy as social practice perspective



Mary Hamilton, Literacy Research Centre, Lancaster University, England

The UK national governments operate within layers of international policy. Currently the most influential of these are the OECD and its regional partners in the European Union (Henry et al, 2001; Rivzi and Lingard, 2009). A challenge for literacy policy analysis, therefore, is to identify the ways in which the effects of global policy regimes play out across different countries, teasing out specific, local characteristics from the broader layers of international interventions. A number of specific features in the UK literacy policy environment have mediated the effects of global and European discourses and in this paper I will describe this interplay, showing the ‘two-way’ flow between national and international influences that Urry (2003) describes in his discussions of glocalisation.
The paper focuses specifically on issues of access and equity in recent English adult literacy policy. It goes on to look at how the theoretical perspective of literacy as part of social practice might support an equity agenda in the context of powerful neoliberal discourses.

The OECD and the European Union broadly share a view of countries, and their citizens, competing within a global marketplace and they concur on the importance of developing policy indicators that can measure performance across nations. The EU promotes the harmonization of educational and training qualifications to facilitate the movement of labour across member countries. This entails developing common measures of achievement (Grek, 2009) and this has been reflected in continuing efforts since the late 1980s in the UK to produce a standardised national framework for adult literacy and numeracy qualifications that can be calibrated against the national vocational qualifications framework (NVQF), school measures of achievement and the levels of the International Adult Literacy Survey (Hamilton and Hillier, 2007). Another important concern in the European Union which can be traced in local policy is that of citizenship (Dwyer, 2004). This both promotes the idea of people belonging to national states within a broader European formation within which communalities of interest can be built on, but also involves protecting the boundaries of those states from unwanted migrant populations. 

I will offer some observations about the effects of neoliberal globalisation policy on equity and access for adult literacy learners in England drawing attention especially to four aspects of provision: (1) the measurement and commodification of literacy skills (Hamilton, 2001); (2) the increasing vocationalisation of provision (see DIUS; 2009) (3) the ways in which funding favors those nearest to the threshold of success (the ‘low hanging fruit’) (see Bathmaker 2007) and (4) divisive approaches to language education and migration which has resulted in restricting access to ESOL even though it has been classified as part of basic skills provision (Cooke and Simpson, 2009).

Literacy Studies sees literacy as part of social practice. The meanings and values of literacy are contingent and situated, shifting according to context, purpose and social relations (Barton et al 2000; Street and Lefstein, 2008). Scholars of literacy studies have concentrated on describing the vernacular, everyday practices of reading and writing. They view institutions as selecting and privileging certain practices and policy regimes are one example of this. I will argue that a social practice approach to literacy research can support equity and access through the insistence on diversity which is built into this perspective; by deconstructing the power relations within which literacy is learned and used and by contesting, through its chosen methodologies, the dominant technical/rationalist approach to literacy and policy.  
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Contradictory discourses: the politicization of the ‘local’ and access to literacy education

Suzanne Smythe, Simon Fraser University, Canada

In 2009-2010, sixty-three adult literacy educators in British Columbia participated in a web-survey designed to gauge interest in a certificate in literacy education proposed by Simon Fraser University. Responses suggested that professional development for adult literacy educators must be studied in the context of broader policies of access and equity in literacy learning. This paper thus reports on a slice of the survey findings, suggesting that ‘contradictory discourses’ (DeVault, 2008) and policies that ostensibly permit greater local control and agency to ‘meet community needs’, are narrowing access to literacy education for low-income British Columbian adults with little formal education. These competing processes are not accidental, nor inconsequential: Attending to how local literacy work is coordinated extra-locally (Smith, 2005), can make visible patterns of inequality, as well as opportunities to interrupt these patterns.

Local contexts and universalizing texts

Processes of inequality, like literacies, are best illuminated through attention to the local. Negotiating the discursive terrain of IALS and OECD, survey respondents observe that the status of ‘low literacy’ or a ‘Level One or Two’ learner (OECD and Statistics Canada 2005) has become a marker for decisions about access to learning resources among colleges, employment agencies, school districts and welfare offices. This plays out differently across geographical, cultural, social and economic contexts. For example, an adult who experiences reading and writing difficulties as a newcomer to Vancouver and to Canada, who is not literate in her first language, or who perhaps speaks a language for which there is no writing system, faces learning challenges and instructional needs that are distinct in many ways from a middle-aged adult native speaker of English, living in rural BC, who completed Grade 10 twenty years before, and is returning to school to qualify for career and job training programs. The learning conditions for each of these adults, the rules governing access to education while receiving social assistance or employment insurance benefits (Butterwick & White, 2006), even the extent to which each can travel to their classes using public transit, access the Internet, or find a qualified educator, varies widely, and shapes fundamentally access to ‘powerful literacies’ (Crowther, Hamilton and Tett, 2001).
In contrast, institutions that govern adult literacy work in BC use universalizing metaphors to describe adult literacy work, and adult learners, in ways that mask these local problems of access. Here, an entire province can be ‘the most literate jurisdiction on the continent’ (Government of BC, 2006), 40% of adults are said to be unable to participate in their community effectively (OECD and Statistics Canada, 2005), in spite of their actual competencies or learning needs, and whether they struggle with literacy, or with learning English as an additional language (Jackson, 2008). Workers are said to require ‘essential skills’ with apparent consequences for the productivity of the entire province or country, regardless of the nature of work available or the social and economic policies that make workplace participation possible (Jackson, 2005). Indeed, as a respondent in the present study suggested, universalized discourses can be more powerful in shaping literacy education than the actualities of literacy teaching and learning: ‘There's a disconnect between what adult students want/need and what the Ministry ‘knows’ about these students and us, the instructors.’ 
Expanding views of literacy and narrowing opportunities for learning

This disconnection provides a backdrop for three policy processes that produce inequalities in access to literacy resources in local settings. These processes are seemingly uncoordinated, but have in common a principle of ‘local control’; the delegation of educational decision-making power to individual actors and institutions. For example, several respondents drew attention to the effects of the Literacy Now community planning approach to literacy (Literacy Now, 2007). Here, community groups and school districts develop priorities for literacy programming tied to local needs and interests such as food security, computer literacy, school readiness, and so on. While the goal was to respond to local issues and to ‘reach the hard to reach’, decisions for literacy programming were made by local stakeholders who did not always attend to low income adults’ access to literacy resources, including high quality instruction. As one respondent concluded, ‘I believe when we began funding these (community literacy) programs, we all thought the target to be adults who are not able to read (…) but this is not always so.’
Secondly, respondents suggest that the needs of adult literacy learners with learning difficulties, or little formal education background are not adequately met because few literacy educators feel they have the skills to support these learners, and accessible and relevant training is not normally available. The consequence is a ‘two-tier’ system, as this educator observed:
There are two streams of literacy in adult learning: the ABE model wherein native speakers or higher level ESL learners are honing reading and writing skills, then there are new immigrants and low wage workers who come with little or no education history and they need settlement, classroom readiness and support packaged into one program. For the latter, there is very little out there in terms of training or resources.

Thirdly, budget constraints in colleges and universities limit access to literacy education, just as they eliminate employment opportunities for adult literacy educators. For example, the higher the formal qualifications of adult literacy educators, the less likely they are to be employed by colleges because they are ‘too expensive.’ Similarly, educators working in colleges that have converted to universities under a new provincial initiative, find themselves over-qualified to work with ‘literacy level’ students, but under-qualified to work as university instructors, who now require doctorate degrees. As one respondent explained, ‘With the movement away from colleges to universities in BC, plus the push toward higher degrees in order to be hired into universities, instructors in Level One and Level Two are becoming marginalized, and those positions, when available, are not always being filled with the right ‘type’ of instructor.’
Missing among efforts to provide local control over access to literacy is an equity lens, embedded in a stable and integrated provincial policy framework. Currently, seemingly uncoordinated processes produce a unified effect; indeed, what researchers and practitioners (Walker, 2008; Butterwick & White, 2006, Jackson, 2008) had predicted: British Columbians with low levels of formal education and income have the least access to instruction in the most powerful literacies, from the most experienced literacy educators. 
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Adult literacies in Scotland 

Lyn Tett, University of Edinburgh, Scotland

Scotland is unusual in having an explicit commitment to an approach to literacies education that frames literacy and numeracy as diverse practices that are patterned by social institutions and power relationships.  This approach, usually known as ‘social practices’ (see Hamilton et al, 2006) was adopted in the Scottish Curriculum Framework (Scottish Executive, 2005), which states that:

We are using a social practices account of adult literacy and numeracy.  Rather than seeing literacy and numeracy as the decontextualized, mechanical, manipulation of letters, words and figures this view shows that literacy and numeracy are located within social, emotional and linguistic contexts (p.  3).

One reason for using this approach is the strong tradition of community education in Scotland that has been influenced by the critical pedagogy of Freire (1972).  This tradition validates the breadth and depth of knowledge that adults acquire in a variety of contexts and particularly through their lived experience (Tett, 2010).  Viewing literacies as contextually embedded means that the focus is on the broader processes of facilitation and support of learning rather than the transmission of knowledge.

Hamilton et al (2006) point out, however, that there are a number of versions of ‘social practices theory’ that range from an emphasis on the socio-cultural to an emphasis on the psychological.  In Scotland, the social practice approach draws on the prior knowledge and experience of the learner and utilises the literacies events and practices in the learner’s life in order to develop literacies capabilities and nurture critical engagement in the learning process (Scottish Executive, 2005).  Thus it prioritises a learner-centred approach that uses the techniques and approaches associated with non-institutionalised modes of education that offer useful ways of engaging individuals in learning.

Ackland (2011) has been critical about the Scottish discourse of social practice because she argues that it has been used to legitimise change in policy that has not challenged the status quo.  This is because, whilst the Curriculum Framework might have advocated a more radical critical approach, the version that has been adopted in policy has paid little attention to this and instead has interpreted it in individualistic ways.  Ackland also points out that the social practices approach has been colonised and appropriated by practitioners in support of their established practices ‘in order to argue for their own interests’ in maintaining a focus on individual learners’ development (p.  72).  
These concerns and others about the dominance of economistic discourses have been lent credence by a recent policy document, Skills for Scotland, (Scottish Government, 2010), which states that:

Improving levels of adult literacy and numeracy is crucial to securing a competitive economy, promoting education and lifelong learning and tackling ill health and improving well-being.

However, these policy discourses are somewhat contradictory as, although they are explicit in foregrounding an economic rationale for adult literacies provision, they simultaneously situate it within a wider social justice agenda.  For example, the development of adult literacies is articulated as central to the achievement of economic prosperity where benefits ‘such as social justice, stronger communities and more engaged communities’ are seen as consequential on this prosperity (Scottish Government, 2007, p.  6).  
Contradictory discourses about economic pragmatism and social justice both vie for priority in policy documents about the purpose and nature of education.  However, the conception of social justice is nearly always focused on inserting individuals back into society rather than changing society (Tett & Maclachlan, 2008).  For example in Adult Literacies in Scotland 2020: Strategic guidance (Scottish Government, 2011) the vision is that: 

By 2020 Scotland's society and economy will be stronger because more of its adults are able to read, write and use numbers effectively in order to handle information, communicate with others, express ideas and opinions, make decisions and solve problems, as family members, workers, citizens and lifelong learners.

So is it possible to move from an individualistic approach to literacies as a way of more effectively promoting social justice for all? There are spaces within these policy frameworks that mean there is potential that the social practice view of literacies can enable provision that makes a contribution to social justice.  Ways that this can be done include:

· Exploring the contradictions of policy in ways that challenge discrimination and oppression;
· Adopting purposeful approaches to literacies which take account of all forms of prior learning and knowledge and challenges learners to take risks; 

· Developing and encouraging critical awareness about the possibilities for learning; and 

· Asking why people might not have developed literacies skills in the first place.
Learning is crucial to social justice but this should be a particular kind of learning that is a resource for people to help them identify inequalities, probe their origins and begin to challenge them using skills, information and knowledge in order to achieve and stimulate change.  Although this is a difficult task it provides a vision of what might be possible leading to a more equitable life for everyone.
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