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Abstract
This doctoral study was an exploration of the datliely different ways in which
undereducated adults (at or below a high schoel lefvformal education) reported their
experiences of participation in adult education &athing (AET) programmes offered
by publicly funded school boards or their arms-taraffiliate in the province of Ontario.
In light of a low participation rate in the CanadidET system by undereducated adults,
the rationale was to examine whether or not AETlgmmmes are meeting the needs of
undereducated adults beyond a narrow focus onstirumental approach associated with
human capital development. This study was locetedtheoretical framework
consisting of (a) learning theory, (b) motivatidos participation, (c) general barriers to
participation, (d) structural barriers to partidipa, and (e) transformative learning. The
purposive sample consisted of 11 participants betvilee ages of 18-58 who were drawn
from service providers in 4 geographic regions ofadio. Data collection consisted of
(a) demographics, (b) voice recordings from facéat®e participant interviews, (c)
participant weekly critical incident reports, amj (esearcher reflexive journal notes.
Data were analyzed in accordance with a phenomepbgr approach within a
constructivist/interpretivist research paradignndings revealed 4 qualitatively different
ways in which undereducated adult learners repahteid experiences of participation in
AET and were reported as the voice of (a) secuflityengagement, (c) relationship, and

(d) competency. Implications to theory and practad to further inquiry were outlined.
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CHAPTER ONE: INTRODUCTION

Adult education and training (AET) in Canada somplex system that offers
adults of all ages a wide variety of learning oppoities from credential-bearing
programmes to other structured and nonstructuaaileg activities. | have spent much
of my career in the field of AET as both an addleator and a programme developer in
a continuing education department of an Ontaridiplyifunded school board. My role
in programme development is to help prepare adkester or re-enter the labour
market. This requires me to secure sources of fignlom federal, provincial, and
municipal governments, and design AET programmatalign with Ontario Ministry of
Education requirements for earning the Ontario 8dany School Diploma. These
programmes provide skills training which preparéglis for current labour-market
demands or entry to postsecondary education.

Over the past 15 years, | have seen many changevéonment funding models
for AET. Historically, the federal government ohiada played a more direct role in
AET, but withdrew from direct training in 1996. Quhe period of 19962006, the
federal government transferred responsibility fairting to the provinces through the
Labour Market Development Agreements, but retajonaddiction for adult training to
certain groups including El clients, Aboriginal @alans, youth, older workers, and
persons with disabilities (Brisbois & Saunders, 200My experience bears out that
project-based training at the federal level wasubenp20 years ago and still exists for
targeted, marginalized groups, but that this mbdslbeen mostly replaced with a client-
centred approach. Rather than institutions reegigi block of funding to offer a

particular training programme, where eligible indivals (clients) were ushered into



these funded programmes, most funding for retrginiow is put into the hands of the
clients.

The client-centred modebppearsto give students more choice as to which
programme may better serve their needs. Howewerntodel has put the onus on adults
to source out funding for which they may be eligjldccess the funding successfully,
research a career path that would likely resusieicuring a job, and find an
education/training provider that offers a suitadalgour-market programme. In my
opinion, the move to encourage adults to beconmoresble for researching an
appropriate career path and to take the steps sege® apply for and become
successful at securing government funding has nmeits own right such that the adults
have an opportunity to feel they have some comivel this important life decision.
However, this client-centred approach can preséiitudties and can act as a systemic
barrier for some people as discussed below.

As an educator and programme developer in AETyétead the experience of
seeing many adult students learn, grow, achiewksanceed at not only moving into a
new career, but also in having developed a greatese of confidence, self-esteem, and
meaningfulness through their learning. Conseqgygehtiave typically supported the
Canadian and Ontario AET systems in their objestiidowever, as much as | have
supported the aims of the AET system, there wategiwhen | questioned whether it
was equitable for all adults. | have also expemeha proportion of students with respect
to any given AET programme who did not qualify fonding to take the programme;
began the programme, but later withdrew due tagémnt programme requirements.

There were also students who completed the progegroot were unsuccessful in



accessing the labour market for which they had begned either immediately following
or within a three-month monitoring period followisgmpletion of the programme.

The AET system can act as a systemic barrier thsadiinformation about
access to funding is difficult to find or undersdaor the funding eligibility guidelines
and windows for funding access are too stringé&ther systemic barriers could include
labour-market statistics that are difficult to iest or information about AET
programmes, that would likely result in a positi@bour-market outcome, is not clear
and easily accessible. A further systemic bafaeradults could be that choices of AET
programmes, under the guidelines of governmentifignaigencies, are limited. An
example of stringency is the stay-at-home paremt iwheady to upgrade his/her skills
for the labour market, but does not qualify foravgrnment-funded labour-market
training programme.

Systemic barriers can also be present at the olaisslevel. For example,
students indicated that they felt their teachgsrogramme supervisor was not
understanding or supportive when they (a) haddiiffies juggling school attendance and
situational life problems, (b) were dealing withegeseated feelings of fear which were
acted out in various self-defeating ways, (c) fothml curriculum demands too stringent
for them, or (d) perceived the curriculum to belewvant to their needs.

The AET system can also act as a systemic barrigxait there is no integrated
system in place at the government level or the A&fice provider level that tracks the
labour-market outcomes of adults for any signiftdangth of time following completion
of a programme, for example, where adults are déggremployment or educational

status in 5-10 years after completing a programme.



The majority of undereducated adult learners reegigovernment funding for
training, or financing themselves to take AET peogmes, set out to do so to improve
their education credentials and/or to enhance #kdis for the main purpose of getting a
job. This fact is evidenced in a report by StatssCanada (2009c¢) which indicates that
although the overall rate of participation in ediaraand training in Canada in 2008 for
the population aged 25-64 was 43%, the rate fos#imee cohort in the same year taking
job-related adult education or training was 36%onfra theoretical perspective, the
statistics quoted above for job-related particgrain AET would suggest an apparent
emphasis in AET programmes on human capital devatop. | will explain more fully
the theoretical perspective of human capital dewalkent in a following section as part of
a conceptual basis for understanding the needdoienwhether AET programmes for
undereducated adults are meeting a broad rangeedfirelative to the emphasis on
human capital development.

When | began this research study, | perceiveddahewing issues with the AET
system in that students reported that (a) accegsiognation about and securing
adequate funding are challenging, (b) informatiarcboosing an appropriate career path
that would lead to a positive labour-market outcasngot clear, and (c) finding an AET
programme that meets their needs or expectatiaifficult. The foregoing issues were
what led me to question whether the AET systemmasting the needs of adult learners
to the extent that the system may be too highlyded on the aims of human capital
development at the expense of broader social arsbipal aims of education. These

issues were fundamental to my motivation to condubbctoral research study.



The theoretical framework for this study was lodatethe contexts of (a)
learning theory, (b) motivations to participationAET, (c) general barriers to
participation in AET, (d) structural barriers torpeipation in AET, and (e)
transformative learning in AET. This theoreticarhework is reviewed in Chapter Two.

The learners with whom | was most experienced,raast interested in
researching, were those who held a secondary sdifmoma or less as a formal level of
education. According to findings from Statisticarmada (2009b), this group of adult
learners had the lowest rate of participation en@anadian AET system. This low rate
of participation can be viewed as a significantyeon upon which I will elaborate
further in this chapter. After defining some kegnts in the following section, | will
provide background information for this study, melthe study rationale and purpose,
state my research questions and assumptions, addsesontributions to knowledge and
practice in the field of AET, review the methoddlmg approach | used, and then close
with a chapter summary.

Terminology

Some of the adult education literature has clasbéidults as to their level of
formal education, such as those with less thagla $thool level of education, those with
a high school level of education, and those wiffostsecondary level of education.
Myers and de Broucker (2006) defined the least-atalcas those individuals without a
high school diploma or postsecondary credentialvalmol represent the majority of
nonparticipants in AET. The Canadian Council oarbéng (2007a) characterized this
undereducated group of adults as Canada’s mos¢naldle group of adults as well as the

least understood. Another group at risk is thaslevziduals with only a high school level



of education. As | have targeted both these gréapgarticipation in this study, taking
these two groups together, | will refer to thenotighout this dissertation collectively as
undereducated adult learners.

Terms that have often been used synonymously iadh# education literature
are adult learning and adult education and trainimgdefining adult education and
training, Statistics Canada (2009b) defined edanads consisting of formal modes of
learning having structured learning activities tleaid to a credential, such as a diploma,
degree, certificate, or licence. It defined tragas consisting of non-formal modes of
learning having structured learning activities thatnot lead to a recognized credential.
The Organization for Economic Co-operation and Diwaent (OECD; 2011) defined
formal education as those learning activities #ratprovided in schools, colleges,
universities and other formal educational instdos and which provide a progression of
full-time education. It defined non-formal educatias those learning activities that are
organized and sustained and that take place baiimvand outside educational
institutions. Praxis Research & Consulting IncQ2Pdefined formal learning as those
learning activities that are structured and thatl > a recognized credential, non-formal
learning as those activities that are also strecktubut that do not lead to a recognized
credential, and informal learning as those actsithat are loosely structured, are self-
directed, and do not lead to a recognized credentia

For the purposes of this dissertation, when | reféhe adult education and
training (AET) system, | refer to education asfibrenal kind and training as the non-
formal kind. What is not included in my use thrbagt of AET is informal learning as is

defined by Praxis and Research Consulting, Ind{2@bove.



The inquiry paradigm used in this study is congiwigsm/interpretivism. Denzin
and Lincoln (2005) defined the constructivist pagatdas assuming a “relativist ontology
(there are multiple realities), a subjectivist ggmsology (knower and respondent co-
create understandings), and a naturalistic (im#taral world) set of methodological
procedures” (p. 24). This naturalistic methodolegs described by Guba and Lincoln
(2005) as hermeneutical/dialectical in nature.cBibarn (2005) defined hermeneutics as
“the method of interpretation first of texts, aretendly of the whole social, historical,
and psychological world” (p. 165) and defined ditieas “the process of reasoning to
obtain truth and knowledge on any topic” (p. 99).

In referring in this paper to literature associatgth critical theory, | used the
term hegemony which, according to Brookfield (2Q@6jers to “the process by which
we learn to embrace enthusiastically a system ligfeeand practices that end up
harming us and working to support the intereststioérs who have power over us” (p.
93).

Another key term that | used in this dissertat®mstrumentalist when
characterizing the AET system. Robeyns (2006 )refeto the human capital model of
education as “entirely instrumental; it values eadion, skills and knowledge only in so
far as they contribute (directly or indirectly)eégpected economic productivity” (p. 73).

The Problem

The underlying problem in this study is that thisra relatively low participation
rate in the Canadian AET system by the group oftadvith a high school level of
education or less. The overall participation ratthe Canadian AET system of adults

aged 25-64 in 2008 was 43% (Statistics Canada,&0@omprising this rate, according



to Statistics Canada, was 34% who engaged in tigagand 18% who participated in
education. This overall participation rate of 4B#he Canadian AET system was
compared to the average patrticipation rate of ainmbhorts across 18 countries of 36%,
according to Eurostat Statistics in Focus (200@preover, this overall participation rate
of 43% in the Canadian AET system was compareldddigher participation rates of
similar cohorts of 73% for Sweden, 55% for Finlaadd 49% for the United Kingdom,
according to Eurostat Statistics in Focus.

The problem becomes more apparent when focusirgifisdly on job-related
AET participation rates and levels of formal eduwat Statistics Canada (2009b)
reported that out of the overall participation riat¢he Canadian AET system of 43% of
Canadians aged 25-64 in 2008, the participatianfatthose with less than a high
school level of education was 14%, for those withgh school level of education was
25%, and for those with a postsecondary level atation was 44%. Although the
participation rate of the undereducated group fleas a high school level of formal
education) increased from 8% to 14% between 2002808, according to Statistics
Canada (2009b), this group continues to have thedbopatrticipation rate. In a similar
pattern, comparing participation rates in AET agxkls of education, the OECD (2011)
reported that participation rates for Canada in82f@® formal and non-formal education
were 18% for those with less than an Internati@tahdard Classification of Education
(ISCED) level 3 (less than upper secondary), 3584hHose with an ISCED level 3/4
(upper secondary), and 60% for those with an ISG&EBI 5/6 (tertiary).

The problem of a low participation rate in the &adian AET system by

undereducated adults is significant when viewethfem instrumentalist perspective



because, according to Becker (1993), “educationti@maing are the most important
investments in human capital” (p. 17). Schultz6Ocontended that “such investment
in human capital accounts for most of the impressise in the real earnings per worker”
(p. 1). Therefore, if undereducated adults halmvgparticipation rate in AET
programmes, and adult education and training & enhst important investments in
human capital development which reportedly raibes¢al earnings per worker, then
undereducated adults could face significant petsssaomic challenges.

Human capital theory proposed that a higher lef&rmal education leads to
improved individual, societal, and economic outcer{igecker, 1964; Mincer, 1958;
Schultz, 1961; Smith, 1776). According to Schuffhe philosopher-economist Adam
Smith boldly included all of the acquired and usetilities of all of the inhabitants of a
country as a part of capital” (p. 2). Becker (2008fined human capital as a type of
capital, apart from tangible forms of capital sasha bank account or shares in a stock,
such as education and training that raises earnimgsoves health, or adds to a person’s
good habits over much of his/her lifetime. Thipeyof capital is called human capital
because “people cannot be separated from their lledlge, skills, health, or values in the
way they can be separated from their financial@mgbical assets” (p. 1). Similarly,
Schultz (1961) stated, “Any capability producedhoynan investment becomes a part of
the human agent and hence cannot be sold” (p. 8).

The link between education and training and huoegital development has
evolved. According to the European Associationtiier Education of Adults (2006), a
comparison between the first and second generatibfelong learning shows the former

being “replaced by a narrower interpretation, dagton the needs of [the] economy for
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skilled labour with the necessary competence. ldmig learning thus merged with
elements of economic human capital theory” (p.Bi)ls (2004) described this linkage in
terms of the ever-rising educational requiremeottgdbs, high schools becoming more
attuned to the world of work, and postsecondariitirtgons being held accountable for
the job placement rates of their graduates. Cro@@06) suggested that the strong
emphasis on accountability and outcomes assessmedtication is driven by the need
for the education system to achieve the outcomgsdkbuman capital development.
Therefore, investment in education and trainingaidults, according to the OECD
(2011), is essential in preparing adults with tkidssneeded in the labour force.

There have been various effects of the emphasmioran capital development.
A major effect is that education has become inengscommaodified and focused on a
“market relationship between producer and consdmerhich] knowledge is exchanged
on the basis of the performative value it haslier¢onsumer” (Usher, Bryant, &
Johnston, 1997, p. 14). Hadfield (2003) indicatest adult learners may think of
themselves as customers and, accordingly, holdutishs of higher education
accountable for providing results for which theyé&@aid. Merriam, Caffarella, and
Baumgartner (2007) emphasized that adult educhtisiresponded to a market
relationship with training and development initvats designed to address a wide range of
economic needs. This is evident in that the OERIDG) reported that among most of
the countries it surveyed, more than 70% of alin@reducation and training
programmes taken by adults were for the purpogebeffelated skill development.

Another effect of the emphasis on human capitaéigment is that the purpose

of adult education and training is being questionAdcording to Cunningham (2000),
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adult educators must decide “whether to locate thr@ictice in civil society or the
economic sector” (p. 577). Civil society was defirby Keane (2009) as “a realm of
social life—-market exchanges, charitable groupgschnd voluntary associations,
independent churches and publishing houses—instialty separated from territorial
state institutions” (p. 1). One of its purposex;axding to Keane, is to act “as a guide to
formulating a social and political strategy or antprogram for achieving a predefined or
assumed political good” (p. 3). McMurtry (1998jeneed to civil society as the “civil
commons” (p. 24) and described it as the spaceanihdividuals participate in social
activities that do not follow the logic of the matk According to McMurtry, this space
encompasses language, education, literacy, culterghge, and organizations associated
with the public sphere.
Human Capital is Related to the Economic Well-Bein@f Individuals

Bills (2004) declared that of the many stated goéksducation, such as enhanced
cognitive, emotional, and social development, “N@more central than the belief that
formal education is the path to socioeconomic ss&cg. 14). Becker (1993) concluded
that, “high school and college education in thetebhiStates greatly raised a person’s
income, even after netting out direct and indicasts of schooling, and after adjusting
for the better family backgrounds and greater tsliof more educated people” (p.17).
Similarly, Zhang and Palameta (2006) found thattmuen and some women having
obtained a postsecondary certificate had signifigams in their hourly wage rate and
annual earnings with the exception of low-educatethen who only realized significant

gains in their hourly wage rate.
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Myers and de Broucker (2006) expressed concerrthibdteast-educated
individuals are at great risk of being left behind post-industrial, knowledge-based
economy and are likely to face low wages and adrijkelihood of unemployment over
the course of their careers” (p. 3). They fourat thiorkers with a Bachelor’s degree
earned 129% of the median wage for all educatigralps compared to workers with
less than a high school level of education who n&idé. Moreover, they reported that
the unemployment rate in 2001varied from 4.2% st with a Bachelor’s degree, to
5.9% for those with a high school level of eduaatitm 9.7% for those with less than a
high school level of education.

Statistics Canada (2009c) noted that while thterg@l of individuals is
strengthened by initial education, people neecttuise higher education and to
participate in lifelong learning in order to ad&pichanges in the workplace and in
society.

Human Capital is Related to the Economic Well-Beingf Countries

In addition to evidence that a greater level of harnapital contributes
favourably to the economic returns to individudlgman capital also has significance to
the economic well-being of countries. Becker (199&)yorted that there have been “few
if any countries that have achieved a sustaineidgef economic development without
having invested substantial amounts in their lalforge” (p. 12).

Human capital development is a factor in a coustgibbal competitiveness,
according to the World Economic Forum (2011). dtided competitiveness as

the set of institutions, policies, and factors tihetermine the level of productivity

of a country. The level of productivity, in tusgts the level of prosperity that
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can be earned by an economy. The productivityl le'¢e determines the rates of

return obtained by investments in an economy, wimdhrn are the fundamental

drivers of its growth rates. (p. 4)

The Conference Board of Canada (2011) defined mtodty as “a measure of
how efficiently goods and services are produced jahalso the single most important
determinant of a country’s per capita income olaerlonger term” (p. 2). According to
The Conference Board of Canada, in 2008, Canada hadative productivity growth
and ranked 12among the top 17 countries making Canada less efitiup on the
Global Competitiveness Index. One of the 12 mllaircompetitiveness, according to the
World Economic Forum (2011), is higher educatiod &raining because it will nurture
“pools of well-educated workers who are able topadapidly to their changing
environment and the evolving needs of the prodactistem” (p. 5).

In addressing the need to develop a greater nuaflpEoductive workers,
Human Resources and Skills Development Canada J28parted that it will focus on
preparing new sources of skilled labour, such asri§mal Canadians, youth, persons
with disabilities, and immigrants to Canada, alentlp a focus on pursuing universal
higher education. This skills agenda, accordinBrisbois and Saunders (2005), was
established in part in reaction to the resultdefihternational Adult Literacy Survey
(1994) which indicated that 42% of Canadian adudtd literacy and numeracy levels
below those which would be considered acceptablpddorming everyday tasks in the
home, community, and workplace. Moreover, Gre@®{2 indicated that driving the
need for adult education is the fact that Canagaahaoductivity gap between its rate

and those of other top countries in the world.
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Critique of Human Capital Theory

The concern about a country’s competitivenesdusetion of the broader
processes of globalization. Globalization is a clexphenomenon, a term which is used
today to reflect the process of increasing integnabf economies on a worldwide scale
particularly through trade and financial flows (Mam et al., 2007). It is defined by
Finger (2005) as “a movement of economic integmtad cultural homogenization, and
of technological uniformization” (p. 269).

The phenomenon of globalization has come aboutruhdeeconomic doctrine of
thought termed neoliberalism or capitalism. Neai#hsm, according to Harvey (2005),
is defined as “a theory of political economic prees that proposes that human well-
being can best be advanced by liberating indivieémélepreneurial freedoms and skills
within an institutional framework characterizedgsiyong private property rights, free
markets, and free trade” (p. 2). Harvey furtheplaixed that neoliberalism “holds that
the social good will be maximized by maximizing teach and frequency of market
transactions, and it seeks to bring all human agtito the domain of the market” (p. 3).
According to Bowles and Gintis (1975), capitalism

forces individuals to sell their labor power tastx Schooling, occupational

training, child rearing, and health care performaldeconomic functions: they

play an essential, if indirect, role in productiamd they are also essential to the

perpetuation of the entire economic and socialrorde 75)

Although schooling and occupational training istcalrito the Western neo-liberal
socioeconomic system, Robeyns (2006) argues thaiutpose of educational policy

should be to expand people’s capabilities and beitigis as opposed to the narrower
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human capital approach which is viewed as econanfsaigmentized, and exclusively
instrumentalistic. According to Becker (1993), fitease human capital is one that is
disliked by people who are generally in favour dfieation, medical care, and the like.
They are the ones who fear that the emphasis omaberial effects of human capital will
detract from its cultural effects. Many studieswhaccording to Becker, that “education
promotes health, reduces smoking, raises the psdyda vote, improves birth control
knowledge, and stimulates the appreciation of atabmusic, literature, and even tennis”
(p. 22).

In considering the purposes of adult educationteaiding as being associated
with social development or as human capital devakm, Finger (2005) purported that
adult education has lost its social action perspects he warned, “Adult education
practice in the age of globalization increasingdgdmes aoolkit for quick fixes by
means of tailor-made and individualized short-teyat,lucrative, trainings” (p. 272).

Becker (1993) described an alternative view thacation does little to improve
productivity and instead emphasizes credentialishat-degrees signify underlying
abilities, persistence, and other valuable trdifsemple. Spence (1973) argued that job
seekers and employers use a process of “marketlgigh(p. 355). The employer is not
sure of an applicant’s productive capabilities befoiring, therefore, relies on signals
from the applicant, for example, an education anédg to inform a hiring decision. This
phenomenon may lead some students to acquire antigdas a signal to prospective
employers that they will be productive employebsréfore, will be offered opportunities

in the labour market.



16

Schultz (1961) reported that because wage diffederamong individuals closely
correspond to differentials in education, theyrsiitg suggested that one is a
consequence of the other. However, despite evadrat individuals with a higher level
of education have greater economic returns, Rob@@36) stated, “Not everyone has
the same rate of return on education. Given theesamount and quality of education,
not every child or adult will to the same degreeable to use this education for income-
generating activities” (p. 73).

Beyond Human Capital Theory

Apart from human capital, another form of capitsp@used by Bourdieu (1986)
is that of cultural capital which is also thoughtie an outcome of participation in AET.
Bourdieu defined cultural capital as the set obueses a person has accumulated over
his/her lifetime in relation to knowledge, skilemd education which “is convertible, on
certain conditions, into economic capital” (p. 4r) in other words, can give a person a
higher status in society. Bourdieu critiqued huroapital in that it “does not move
beyond economism” (p. 48).

Statistics Canada and Human Resources Developnagratda (2001) noted that
by paying attention to the needs of those at wsleEonomic and social marginalization,
to the quality of Canada’s adult learning systend #@ the participation rates in formal
learning, we will be better able to meet a broamyeaof economic, social, and cultural
goals. Statistics Canada (2009b) also indicateelea to more “fully explore the
motivations of Canadian adults for engaging in @tioa and training activities, barriers
to participation and the reasons why certain grarpaunderrepresented in such learning

activities” (p. 5).
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Rationale for the Study

As evidenced by Statistics Canada (2009b), the dianadult education and
training (AET) system has a low participation rate only for undereducated adults who
have less than a high school level of educationhalse for adults who have a high school
level of education. Taking these two groups toge#s the undereducated group of
adults, this poses a significant problem in thatip@ation in AET is related to greater
human capital development which is purported thtexaity and empirically to lead to
greater economic returns for individuals and farr@oies. Accordingly, the rationale for
conducting this research study was to examine venethnot AET programmes are
meeting the needs of undereducated adults beyoad@w focus on an instrumental
approach associated with human capital development.

The rationale for conducting this study with a pprenographic approach is that
the findings would contribute a different qualitiyioformation to the existing literature
on adult learner motivations, barriers, needs,\ahdes which has focused primarily on
survey research. MacKeracher, Suart, and Potd@6(stated:

The survey methods typically used to identify Eido not appear to be

providing the quality of information needed to malezisions about how learning

opportunities should be designed and deliveretie.ise of qualitative research
methods, critical inquiry, and participatory inguwould provide a quality of

information that does not yet exist. (p. 24)

Purpose of the Study
Given that the rationale of this study was to exenwhether or not AET

programmes are meeting the needs of undereducdiétd beyond a narrow focus on an
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instrumental approach associated with human cagétatlopment, the purpose of this
study was to explore the qualitatively differentywan which undereducated adults
reported their experiences of participation in adducation and training programmes
offered by publicly funded school boards or thems:length affiliate.
Research Questions

The central research question that | posed foritlgiry was: What were the
gualitatively different ways in which undereducasetllts reported their experiences of
participation in adult education and training (AEFpgrammes offered by Ontario
school boards or their arms-length affiliate?

The secondary research questions that | posedtowthe central research

guestion were:

1. What were the qualitatively different ways in whiehdereducated adults
reported their experiences of motivations for aadibrs to AET programmes
offered by Ontario school boards or their arms-braffiliate?

2. What were the qualitatively different ways in whighdereducated adults
reported their experiences of their needs beinganeéeds not being met in
AET programmes offered by Ontario school boardéheir arms-length
affiliate?

3. What were the qualitatively different ways in whighdereducated adults
reported their experiences of their academic gramith personal growth in
AET programmes offered by Ontario school boardheir "arms-length

affiliate?
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4. What were the qualitatively different ways in whiehdereducated adults
reported their experiences of the value they placetheir participation in
and the reasons why others may not participateEm programmes offered
by Ontario school boards or their arms-length iati&?

5. What were the qualitatively different ways in whighdereducated adults
reported their experiences of changes in theirgmians of self and in their
understanding of AET programmes offered by Ontacioool boards or their
arms-length affiliate?

| provide in Figure 1, a graphic organizer summagzhese research questions.

Scope and Limitations
This study was limited it to 10 participants wheres undereducated adults (i.e.,
those with a high school level of formal educatiwriess) and 1 participant who had a
Bachelor’s level of education, but who had notizgidl her degree in the 10 years since
earning it. In order to avoid collecting an unwiebmount of data, 11 participants
seemed like a manageable number upon which toctafierview data and conduct a
gualitative analysis and which would be consisteitit phenomenographic research.

Although AET programmes are offered at many tygfeservice providers in

Canada, such as publicly funded school boardsear &ihms-length affiliate, colleges,
universities, private companies, and not-for-profganizations, | drew the participants
solely from publicly funded school boards or theims-length affiliate in the province of
Ontario. According to Belgrave (2011), an armggtaraffiliate is defined as a not-for-

profit corporation set up to run arm’s length frarschool board—operating with its own
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Motivations for AET?

Barriers/Challenges
to AET?

h in self
. angfos :E:‘?? e Needsbeing met in

AET?
What were the
qualitatively Needs not being met
different ways in AET?
undereducated
adults reported
their experiences of
participation in
AET?

Changesin
understanding of
AET?

Academic Growth
Value of AET? in AET?

Why Low Personal

Partitip;;ion in Growth in AEt?

Figure 1. Research questions related to the qualitatively different ways in which
undereducated adults reported their experiences of participation in adult education and
training (AET) programmes offered by Ontario publicly funded school boards or their

arms-length affiliate.
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board of directors and staff—with any financialuses flowing back to the school
board to support its operations. | chose to litmg study to these service providers in
Ontario because, having worked in the adult legreimvironment in Ontario, | was more
familiar with these service providers and the tgpservices provided by them. This was
also the group of adult learners with whom | hadked and had witnessed both their
successes and challenges. Having this contextofdgsional background, | believed,
would help me more effectively put into contexttpapants’ reported experiences of
participating in these AET programmes. At the v$kotential bias, | found that my
experience with AET programmes was very helpfudllawing me to probe responses of
the participants to the interview questions to ectia degree of shared meaning about
the topic under discussion. For example, whervamgparticipant was unable to recall
the name of the funding he/she was receiving, | aids to list the funding agencies from
which the participant was then able to verify thisrmation being given.

The 11 participants were drawn from seven diffe da&iT programmes offered by
four separate service providers spread througlhoeétmain geographic areas of the
province of Ontario. Although | had planned towdi@ne service provider from each of
four geographic regions of Ontario, | was succdsgfdrawing from Southern, Central,
Eastern, and Northern Ontario, but not at drawrogifa Western Ontario location. |
was unable to draw a sample from a Western Onliacation because there were no
AET sites within a school board jurisdiction thesponded to a call for participation in
this research study. The timing of the call inldite Spring for entry to the research site

in the summer months of July and August was a deter
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| carried out the data collection for this studyidg June and July 2009. | chose
this timeframe to capture adult learners who wegaged in their AET programmes at
various stages of their programme duration. Somr@\w the midst of a summer
programme for upgrading high school credits andesamre midway or nearing the
completion of their longer-term AET programme. Stimeframe allowed me to conduct
an initial interview with each participant and @sed interview approximately four
weeks later not only to build rapport with partams, but also to have participants
reflect on their daily experiences in the interieripd between interviews.

Research findings from scientific studies are ad&®d not to be generalized to
the population, according to Creswell (2005), & gampling technique was not random,
if the sample size was too small to be considezpdessentative of the population, if
extraneous factors in the research study wereartdtaled, and if the number of
different research settings was narrow. Applyimese criteria of external validity to this
qualitative study would render the findings in thiady inappropriate to be generalized
to the population and, hence, would be consideladitation of this study. Since the
research settings in this study were limited to Aft&s with programmes operating
during the summer months in Ontario school boardbear arms-length affiliate, |
consider this also to be a limitation of this sturnlyhat the findings would not be
applicable to the broader spectrum of adult learmeother AET programmes and types
of institutions.

It may be considered a limitation of this studyoalthat coder reliability and
dialogic reliability checks, as described by Kvgle96), were not employed. In the

former, two researchers are used to independeody the transcripts and compare
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categories; and in the latter, these researchstsisb and critique the data and each
other’s interpretive hypotheses looking for agreemes | was the principal and only
investigator in this study, these forms of relipitheck were not employed. Although
these two types of reliability check, accordindgiale, may be seen as an ideal approach
in qualitative analysis, Akerlind (2005) noted tleatler and dialogic reliability checks
are used in phenomenographic analysis to varyiggegs of popularity and are not
uniformly employed.
Substantive Assumptions of the Researcher

As the researcher in this investigation, it is imipot that | identify my
professional experiences, biases, and positiomlaged to the research that | conducted.
Cohen, Manion, and Morrison (2007) indicated thasés and expectations of the
researcher need to be addressed in the dissertatiwder to give the reader a shared
lens with the researcher. Similarly, Maynard (200@ported that researchers need to
position themselves in relation to why they carewlthe topic under investigation, what
assumptions they have about how adults learn, anctleir values influence what they
hear, observe, and retain.

In carrying out this research study, | remainedrawlat my understanding of
AET was to be taken into account. | did this bydetively listening to the participants
to ensure | understood the meaning of their regm®r(b) refraining from leading when
probing the research questions, (c) avoiding ew@gaarticipants’ comments, and (d)
representing their verbatim comments in the findingpether | thought they were right or

wrong.
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Assumptions about the Educational Context

Prior to conducting this research study, my praifagal position had been that of
a programme co-ordinator for an adult and contig@ducation department in a publicly
funded school board in the province in Ontario.rdoognition of a potential bias, |
attempted throughout this research study to mairdsineutral a position as possible to
mitigate any natural bias | would have, for examplg familiarity with the educational
contexts for adults typically found in publicly fded school boards in Ontario and my
understandings of typical groups of learners whaess these programmes. In an attempt
to minimize an inherent bias regarding the eduoaticontext, | purposely refrained
from using my professional site as one of the fmarticipating research sites.

One of the biases | had was an assumption thathéomost part, the AET system
was providing what was needed to undereducateddesar | say, “for the most part”
because | thought that these were good opportarbgeng made to learners and if only
the learners would take the initiative to access@mplete the programmes, they could
achieve success in terms of their goal to entee-@nter the labour market.

A further inherent bias was my previous involvemerith a provincial-level
professional association for adult and continuidgoation school board administrators
with which | had been an active member and contiethextensively as an advocate for
the Ontario adult education and training systerausipected that in carrying out this
research study, there could be critical themestiftkeeh that would place me in between
being an advocate for adult learners and an analyee AET system. | have developed
the recognition and a comfort level that in ordebé an effective advocate for adult

learners, it is important that | think criticallpaut the AET system in implementing
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directives of the Ontario Ministry of Educationwsll as other provincial ministries and
federal government agencies. Accordingly, | haeelenevery effort to represent the
experiences of the study participants as they tegdhem in as complete and accurate a
fashion as possible to gain better insight intoethgeriences that the adult learner
participants have had in the Ontario AET system.
Assumptions about How Adults Learn

Throughout my professional career as an adultaduand programme
developer, under the jurisdiction of an Ontarioatboard, | have made the
assumptions that the learners in these programreea@e successful when the
curriculum is meaningful in that the curriculunrédevant, when they are not stringently
evaluated by comprehensive exams so that feartlisegsduced, when there is
flexibility in how they complete assignments in erdo work according to their learning
style, and when there is sensitivity around thegds for when assignments are to be
completed in order to work around competing liég@dnds. | also agree with Knowles’
(1980) assumption that learners are more succesbkfn they have a problem to solve
or a need to satisfy, such as finding a new jobxmioring their identity.
Assumptions about the Values of the Undereducateddalt Learner

An assumption that | held about undereducated ésarers is that they should
be sufficiently motivated to participate in and qaate the adult learning programmes
that they had chosen and that had been desigrieddahem to success in the labour
market. Embedded in this assumption was an inheng&ttle-class bias that assumes
one should be motivated in this manner and thairadlhas to do to be successful in the

labour market is to meet the curriculum expectatidollow the rules set out by the
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educational institution to gain the credential, apgly oneself in the job search process.
According to the principles of andragogy, espousg&nowles (1980), adult learners are
known to be self-directed or motivated to work tosvgreater self-direction. As | have
witnessed many adult learners who have not beéwlisetted and have needed a fair
amount of direction or more assertive measures, @eduction of marks) in order to
complete a programme of study, | do not agreeaptwith Knowles’ assumption that
adult learners are motivated toward self-direction.

Having recognized that there could be significattialization differences
regarding education between different socioeconatagses, | made an assumption in
this research study that it may be possible foreveducated adult learners to change
their opinions, beliefs, or values about themseimeslearning context or about the AET
system as a result of participating in an AET paogme. Given this possibility for
changes in perspective, | included a research sebtipn related to the notion of change
in oneself or in one’s understanding of the AETtsysand, accordingly, have included a
literature review of the theory of transformatieaining. | did not assume that all or any
of the participants would be transformed by thgpeziences in the AET programme
within which they were participating—only that iew a possibility.

Contributions to Knowledge and Practice

MacKeracher et al. (2006) noted the prevalenceinfey-based research and
identified a gap of a different quality of infornmat needed to make decisions about how
learning should be designed and delivered. Craw@@00), Willis (1977), and
McLaren (1989) address the importance of takinghkea’ lived experiences and voices

into account when considering their needs for egrnHart et al. (2002) found that
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there was a gap in the adult education literatdoressing the particular concerns of
marginalized groups and adult learners’ voices weteéeing heard. The OECD (2003)
also recognized a gap in knowledge about the psgglual needs of adult learners.

This study of undereducated adult learners, umikay former studies that have
taken a survey-based approach, provided thick gser of learners’ lived experiences
and found that learners have a multitude of matweat barriers, needs, and values which
are expressed in qualitatively different voicesndereducated adult learner experiences
could be understood through each voice in andseffjtbut it is more likely that these
voices combine in a multitude of ways to create/\oemplex lives for undereducated
adult learners within which they must make decisiahout AET.

The findings in this research study will contributere qualitative data to a
significant body of existing research on adult hesirmotivations, barriers, growth, needs,
values, and perceptions as they relate to partioipan AET. This is valuable in that
according to MacKeracher et al. (2006) the exishiady of AET literature contains a
high concentration of survey-based research orettugscs that has been analyzed within
a positivistic research paradigm.

As a result of using a phenomenographic analydisisnstudy, the findings that
there were four qualitatively different ways in whiundereducated adult learners
reported their experiences of participation in &ilAprogramme will provide insights
and also add to the existing literature specificadlrelation to the undereducated group
of adults. As the study sample was comprised nbua members who were older, had a
disability, were English language learners, andewew-wage earners, insights on behalf

of these groups would be valuable, according td kkaal. (2002).
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Another contribution of my findings to the field AET is that new areas for
further inquiry have been proposed related to treditatively different ways
undereducated adult learners reported their expeggeof participation in AET. In
Chapter Five, | discuss these potential areasuftindr inquiry.

Methodological Approach

The aim of this study was not to prove or dispraygrticular hypothesis nor was
it to derive a theory which may be used for predecpurposes, but to explore the
gualitatively different ways in which undereducasetllts reported their experiences of
participation in AET programmes. In order to agki¢his, the theoretical perspective |
assumed was that of constructivism/interpretivi§ul{a & Lincoln, 2005). Within this
theoretical research paradigm, | chose to takealitgtive methodological approach that
would support the purpose of this study which e bf phenomenographyccording
to Marton (1981), a phenomenographic approach wi@)ldepresent learners’
experiences; (b) provide a limited number of ga#lely different ways of experiencing;
(c) state what can be said about the learnersepéions, experiences, and
conceptualizations; and (d) represent the learmeesteflective thought which pertains
to the taken-for-granted world of everyday existerar in other words, what was thought
to be lived in terms of thehenomenon of participation in AET.

This phenomenographic approach required me to auerthe participant
descriptions of their lived experiences of the ghmeanon of participation in AET
programmes from which | derived a limited numbequoélitatively different ways of
how undereducated adult learners described tiveid lexperiences. | give a more

thorough description of phenomenography as a methgy in Chapter Three where |
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also contrast phenomenographic and phenomenolag®aarch methodologies often
confused with each other.

The research design, although consisting of a phenographic approach, also
met the criteria for a case study as | treateckttige sample of 11 participants as a
bounded system by virtue of the participants’ comrdistinguishing factor as members
of the undereducated group of adults. Accordintjiis bounded system constituted the
unit of analysis in this study. Merriam (1998%debed a case study as an “intensive,
holistic description and analysis of a single wmibounded system” (p. 12). As a hybrid
of both a phenomenographic and case study methgygldibave used a
phenomenographic case study design for this rasaagairy.

Summary of Chapter One

In Chapter One, | offered a description of my cahtes a professional in the field
of adult education and training (AET) and its nelaship to this research study. |
discussed the migration of AET funding models fromject-based funding to primarily
client-centred models. | showed that with suckeaphasis on successful labour-market
outcomes, the Canadian AET system seems to beylfighused on instrumentalist goals.
| questioned whether the AET system was meetingxipectations or broader needs of
undereducated adult learners based on observati@ms comments from learners who
had been in or who had tried to access the AEesyst

The theoretical framework of this study was lodate(a) learning theory, (b)
motivations for participation in AET, (c) generarbers to participation in AET, (d)
structural barriers to participation in AET, and (dinsformative learning in AET

followed by definitions of key terms used throughthus dissertation.



30

| identified the problem underpinning this studybea relatively low
participation rate in the Canadian AET system lgygloup of adults with a high school
level of education or less and termed this groeputhdereducated group of adults. The
low patrticipation rate in the Canadian AET systgnite undereducated group is
significant because formal and non-formal AET pamgmes are considered a means to
develop greater human capital which is linked bogher level of economic outcomes for
individuals and to countries.

| outlined in more detail how human capital is Bktio the economic well-being
of individuals and to Canada followed by a critiqpfdhuman capital theory and how it is
positioned in the context of globalization beinfyaction of a neo-liberal ideology. |
then identified potential issues related to a narimcus on human capital theory as it
relates to AET and expanded into a definition dfwral capital.

| stated that the rationale for conducting thigegsh study was to examine
whether or not AET programmes are meeting the nekdsdereducated adults beyond a
narrow focus on an instrumental approach assocvwitbchuman capital development. In
light of the rationale, | explained that the pumpaodé this study was to explore the
qualitatively different ways in which undereducagetlilts reported their experiences of
participation in adult education and training paogmes offered by publicly funded
school boards or their arms-length affiliate.

| then stated the central research question irsthidy as enquiring into the
qualitatively different ways in which undereducagetlilt learners reported their
experiences of participation in adult education &athing (AET) programmes, offered

by Ontario school boards or their arms-length iat®. This central question was
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followed by 5 research sub-questions that relateddtivations and barriers, needs,
growth, values, and perceptions.

| described the scope of this study as comprisihgridereducated adults and 1
adult possessing a higher level of education.stdeed that the sample was drawn from
publicly funded school boards or their arms-lergffiliate in the province of Ontario
which comprised 11 participants drawn from sevéfeidint AET programmes offered
by four separate service providers spread througheyprovince of Ontario. | noted that
| carried out the data collection for this studyidg June and July 2009.

| then presented my assumptions as the researiobet the educational context
of the AET system, how adults learn, and the vabiesidereducated adult learners
followed by expected contributions to knowledge araktice of this research study. |
outlined the contributions of my findings to theanyd practice in the field of AET being
that of a different quality of information to thgisting AET literature which is primarily
survey-based, that of insights into the reportgeeeences of participation in AET of
various marginalized groups, and that of insighte areas for further inquiry.

| concluded this chapter with a description of trethodology | used in this
study summarizing the methodological research pgmadhe phenomenographic
research approach, and the research design.

In Chapter Two, | review the AET literature whictopides the theoretical and
research framework to support the context of ttudys The theoretical foundations and
research in Chapter Two include: (a) learning teft) motivations for participation in
AET, (c) general barriers to participation in AEd) structural barriers to participation in

AET, and (e) transformative learning in AET.
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In Chapter Three, the qualitative methodology usdtiis study is explained by
describing the constructivist/interpretevist pagadj a phenomenographic approach, the
differences between phenomenography and phenonggnanond how the design of the
study met the criteria for a phenomenographic sasdy. | describe the purposive
sampling technique used followed by a review of lb&/study met the research ethics
requirements. The steps in obtaining accessskareh participants are outlined. In the
data collection section, | describe the pilot imtenws, the initial, ongoing, and final data
collection phases. In the data analysis sectiontline the phenomenographic approach
to data analysis and describe how the issues wfityahnd reliability of my research
were addressed.

In Chapter Four, | review again the purpose of tesearch study and present the
participant demographic findings, the phenomendgcafindings as thick description of
participant reports, and the researcher reflexivairigs.

In Chapter Five, | discuss the implications of nmdings to learning theory,
human capital theory, theory in complementary 8elgsearch in AET, and areas for
further inquiry. | conclude this dissertationdifyering a model of how to look at the
Canadian AET system from the perspective of medliedoroader needs of the
undereducated adult learner while continuing te tako consideration the emphasis on

the instrumentalist approach of the AET system.
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CHAPTER TWO: REVIEW OF LITERATURE

In this chapter, | present the theoretical andaedeframework within which this
study is situated. The review consists of literatelated to (a) learning theory, (b)
motivations for participation in AET, (c) generarbers to participation in AET, (d)
structural barriers to participation in AET, andl {fl@nsformative learning in AET. | then
conclude this chapter with a critical analysisha AET literature and an identification of
knowledge gaps in the field of AET.

Learning Theory

In a review of learning theory and models, Merriainal. (2007) concluded, “Just
as there is no single theory that explains humamieg in general, no single theory of
adult learning has emerged to unify the field. HRatthere are a number of theories,
models, and frameworks, each of which attemptapdure some aspect of adult
learning” (p. 103).

Dewey (1938), an influential American philosophed educational theorist,
posited that there is a necessary relation betweeral experience and education. He
argued for a new or progressive education for ythehwould position subject matter
within experience as opposed to the traditionatatan of organized subject matter
being transmitted to the learner by the schoolw®eespoused the principle that
“education in order to accomplish its ends bothtli@rindividual learner and for society
must be based upon experience—which is alwaysdiualdife-experience of some
individual” (p. 89). Two major concepts of Deweytwory of experience are continuity
and interaction. Continuity pertains to the notibat all experiences lead to and shape

subsequent experiences. The concept of interapadains to the relationship between
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the learner and what is learned. Based on thesedawcepts, the quality of experiences
that learners have is crucial to whether the egpegs are educative, which would move
the learner along a continuum of growth to furtlearning experiences, or are mis-
educative, which would serve to distort or arresingh along this continuum.

Dewey’s (1938) theory of experience and its relato education for youth
became the foundation upon which early theoriesdott learning were built. Lindeman
was an American social worker and philosopher whest was inspired by Dewey. In
conceptualizing the meaning of adult educationdeman (1989) purported that
conventional education requires the student tosadijunself/herself to an established
curriculum, but adult education builds the curnoularound the needs and interests of
the student. As in keeping with Dewey, Lindemaatest, “The resource of highest value
in adult education is thearner’s experiencel(p. 6). Adult learners, according to
Lindeman, want from their learning experience ‘“iijence, power, self-expression,
freedom, creativity, appreciation, enjoyment, agitbfvship” (p. 9). Lindeman
recognized that there are obvious advantages lalskelopment in an effort to avoid
being excluded from having effectiveness in the enndvorld; however, stated, “If life
is to become merely adjustmeatthe compulsions of science, specialism and ingustr
the worth of human personality and experience euthulatively deteriorate” (p. 128).

Knowles (1980), a European adult educator and mpaponent of the concept
of andragogy defined it as “the art and sciendeefiping adults learn, in contrast to
pedagogy as the art and science of teaching childpe 43). Knowles recognized that
the premise of pedagogy was the transmittal of kedge and skills thought to be

needed in society over the lifespan of individudtkwever, the increasing pace of social
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change made the knowledge and skills gained olesnigthiin a matter of years.
Accordingly, Knowles concluded that education mhestome a lifelong process of
continuing inquiry and stated, “So the most impatrtaarning of all—for both children
and adults—is learning how to learn, the skillself-directed inquiry” (p. 41). Although
Knowles originally purported that andragogy wasl@gaple to adults, he broadened his
thinking to accept that “andragogy is simply anotin@del of assumptions about learners
to be used alongside the pedagogical model of gssams, thereby providing two
alternative models for testing out the assumptasito theifit with particular situations”
(p. 43). The main assumptions of the andragognmadel and their corresponding
implications for practice, purported by Knowlesg09, are (a) adults have a need to
move from dependency to self-directedness, thezefeachers have a responsibility to
encourage this movement; (b) people attach greaaning to learning they gain by
experience than those they acquire passively; fibverethe primary techniques in
education should be experiential; (c) people becarady to learn when they have a need
to learn in order to cope with life problems; tHere, learning programs should be
organized around life-application; and (d) learrs®s education as helping them to
achieve competence to achieve their potentialgtbes, learning should be organized
around competency development.

Among growing criticisms that andragogy did noy paough attention to the
sociological aspects of adult education, accorttiniglerriam et al. (2007), Jarvis (2004)
situated the individual learner in the learner'sigbcontext. Massive changes, according
to Jarvis, have taken place in the field of lifedjdearning as a result of the effects of

globalization. This socioeconomic phenomenon, ahuafacturing and capital being
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transferred around the world, has significant pmitand cultural implications for
education. Jarvis referred to how we have becanaeeoexpected to be more
instrumental about education to meet the demandgytdbal marketplace and how the
effects on lifelong learning, often to its detrimhemave been to shift power and increase
inequality and social exclusion. Jarvis statedjd€ation has become a commodity to be
sold on the learning market rather than a stateigiom for the good of its population”

(p. 5).

Further related theory and research asiewed in the following sections on: (a)
motivations for participation in AET, (b) generalrhers to participation in AET, (c)
structural barriers to participation in AET, and {chnsformative learning in AET.

Motivations for Participation in AET

This section reviews theory and research spedftbe topic of motivations for
participation in AET. In a scientific inquiry with focus on the internal processes of
adult learning, Houle (1961) studied a sample ofdlts who were enrolled in a variety
of continuing education programmes in Chicago. oligh in-depth interviews, he
enquired about the history of the learners’ edocatli experiences, how they came to be
in continuing education programmes, and how theytb@mselves as learners. Houle
developed a typology of adult learner motivationahirclassified adult learners as: (a)
goal-oriented—those who want to achieve a spegdal, (b) activity-oriented—those
who derive enjoyment from participating in the waityi itself, and (c) learning-oriented—
those who are motivated to acquire knowledge foown sake. As this was a pilot study
and there was no attempt to use a random sampleldims were not generalized to the

broader population of adult learners.
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Boshier (1971) later developed the 48-item Educaarticipation Scale to
measure adult learner motivations and to testyihe@ldgy developed by Houle (1961).
The scale was administered to 233 randomly selexdtatl education participants from
three educational institutions in New Zealand. oligh factor analysis, a model of adult
education participation was developed which progdkat participants are eithleeing
or deficiency motivated and that motives are mammex than those identified by
Houle. Boshier (1991) further examined the corstvalidity and reliability of the
original Education Participation Scale. Analysishe responses to the survey items
from 845 subjects living in North America and Asgsulted in the finding that the New
Education Participation Scale was psychometricsdiynd. The results indicated seven
factors of adult learner motivation including (@nemunication improvement, (b) social
contact, (c) educational preparation, (d) professi@dvancement, (e) family
togetherness, (f) social stimulation, and (g) cogaiinterest.

Fujita-Starck (1996) surveyed 1,142 students ppdimg in different curricular
programmes at the University of Hawaii and confidnB®shier’s (1991) seven-factor
typology of adult learner motivation. Results raleel a distinctive set of student
characteristics and reasons for adult learnergypation between curricular groups.

Gorard and Selwyn (2005) explored ways in whichrtfmivations for lifelong
learning vary over time and place. Data analyzemhfl,001 home-based interviews
with adults living in the United Kingdom indicatéaat motivation for further study after
initial compulsory schooling was related to keyiahles, such as age, ethnicity, sex,
family background, and initial schooling. Gorarle&Selwyn indicated that actual

patterns of participation are predictable from esgion analysis. They concluded that
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adult learners will be more motivated if they hant developed a learner identity that is
inimical to further study.
General Barriers to Participation in AET

This section reviews key research on general varteeparticipation in adult
learning between 1981 and 2006. This sectiontha@h be followed by a section
specifically to review structural barriers to peiggation in AET.

Cross(1981) reviewed adult learner characteristics thhoa synthesis of research
about motivations and deterrents to adult learnifigtee classifications of deterrents
were determined to be (a) situational—conflictiote responsibilities, inadequate
personal resources, level of support from otherd,accessibility to the learning site; (b)
institutional—inaccessibility of information, reqad credentials for admission, difficult
registration procedures, and inconvenient schegufriearning opportunities; and (c)
dispositional—level of self-confidence, negativitaties about the benefits of learning,
the self, and administrators and instructors, nega&xperiences of prior learning,
feelings of isolation while learning, and poor hieand fitness.

Schlossberg1984), based at an American university, develap&dmework to
facilitate the understanding of adult life trarmis which was comprised of variables
characterizing (a) the transition, (b) the indihatjtand (c) the environment. In relation to
learning opportunities for adult students, Schlesglposited that barriers change as a
learner enters and moves through a learning oppitytand that it is important to
understand how learners make the transitions fravimy in, moving through, and
moving out of a learning opportunity and how toistshem through the application of

counselling processes and techniques.
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Darkenwald and Valentine (1985) conducted a stddigeogeneral public to
identify the deterrents to participating in orgatdzadult education. An instrument
modeled on the original Deterrents to Participata@ale (DPS) and mailed to 2,000
randomly selected households in New Jersey resuntdéek return of 215 usable
guestionnaires. A principal components analysimdbsix factors of deterrence to be (a)
lack of confidence, (b) lack of course relevancgtifme constraints, (d) low personal
priority, (e) cost, and (f) personal problems.

Belenky, Clinchy, Goldberger, and Tarule (1986)rekeed the ways of knowing
of 135 adult women in the United States from vagedioeconomic, ethnic, and
educational backgrounds across varied contextadingy participation in the formal
higher-education system and outside the systemoufh analysis of interview data,
these ways of knowing or voices for women were tified as (a) silence—women who
feel disconnected from knowledge; (b) received kiedgye—women who perceive truths
to come from authorities; (c) subjective knowledgegemen who consider their
subjective thoughts, feelings, and experience®twuihs; (d) procedural knowledge—
women who recognize there are multiple sourcesuttis; and (e) constructed
knowledge—women who recognize that knowledge, kngwand the knower are
interrelated. Belenky et al. found that the pgyaats with a lack of voice felt profoundly
isolated and lacked confidence in how they makesiragle meaning.

Fagan (1991) reviewed literature on learner pgaiton in adult literacy and
basic education programmes and conceptualized tacta's that influence participation
which are (a) learner-inherent factors—includinif-eealuation, goals, and capabilities;

(b) life factors—including information, transitionsnd barriers; and (c) program
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factors—including organization, content, proceduegsl personnel. Fagan examined
how the three sets of factors interact and concluldat programmes must provide for
interaction between the instructor and the studeatning activities must be related to
the learners’ goals, and that students must bevieglan their learning.

Hall and Donaldson (1997) explored the social agrdgnal dynamics that deter
underserved women from participating in formal aedlucation in a study of 13 non-
participating women in a mid-western town in thatda States who had not earned a
high school diploma. Participants were allowetetbtheir story through interview
guestions loosely following the DPS (1988). A grded theory analysis resulted in the
Life Influence Model of Participation which inconades the integration of (a) pre-
adulthood factors—including school-related issugsaoents and self; (b) patterns of
nonsupport in adulthood—including lack of suppoonfi parents growing up and in adult
relationships; (c) conventional deterrents—inclgdmultiple conventional deterrents
within the life context; and (d) lack of voiceadlulthood—including self-esteem, self-
confidence, and self-expression. Hall and Donaldscommended that a greater
number of issues and the relationships among tresd to be explored.

Long and Taylor (2002) conducted the first staga tio-stage Canadian study
with 44 individuals via telephone to determine tbasons for nonparticipation in adult
literacy and upgrading programmes. In the sectagksof the study, Hart, Long,
Breslauer, and Slosser (2002) administered a telephlurvey to a sample of 866
individuals who had not completed their secondalycation. Findings indicated that a
variety of life context factors and highly develdpmoping strategies made programmes

appear irrelevant to their needs. For exampleilyamasponsibilities and lack of interest
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were two major deterrents to participation. Ote&sons cited were lack of money, paid-
employment conflicts, distance issues, programmgtke level of difficulty, pace,
relevance, and their own ability to succeed. ldagl. identified a hierarchy of concerns
which included socioeconomic/circumstantial andgpaonme/policy-related concerns
which were more highly ranked than cognitive/em®iteoncerns. The authors concluded
that (a) strategies to attract learners must béi+fiagleted and must address both
structural and perceptual factors, (b) perceptaetiors should focus on dislodging
inaccurate assumptions about literacy and upgrgatiogrammes, and (c) outreach
strategies should use positive images and incladeppeal to people’s strengths.
MacKeracher et al. (2006) reported that over tke3a years, the concept of
barriers to participation in learning opportunithess been prevalent in the adult
education literature. They surveyed the litemi@md summarized the major types of
barriers as (a) situational—comprising broad cirstantial conditions, (b) institutional—
consisting of how institutions offer learning oppmities, (c) dispositional or
attitudinal—relating to adult learners’ perceptipfty academic—pertaining to academic
skills that aid in learning, (e) pedagogical—bemlgck of understanding on the part of
instructors, and (f) employment training—where eoypls typically only offer training
in the workplace to well-educated employees in mgige jobs. MacKeracher et al.
noted that of all the major classifications of g, it is the dispositional/attitudinal
group, relating to psychological factors, thatspecially problematic because these
factors are hard to document and are often thooighd being the result of some
inadequacy on the part of the learner. ExampleBspiositional/attitudinal barriers cited

in the literature, according to MacKeracher etale, (a) self-esteem; (b) negative sense
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of self-as-learner; and (c) lack of intelligenceery, and/or interest. They
recommended further potential lines of enquiry,dwample, conducting a critical and
participatory inquiry into how adults of low paipatory groups conceptualize barriers to
their potential participation in AET and qualitagiinterviews with adult learners to
identify the types of barriers they experienceamfal and informal AET.

The following section reviews theory and reseanclstouctural barriers to
participation in AET.

Structural Barriers to Participation in AET

Bringing a different perspective to the issuesaumding participation and
nonparticipation in AET, some theorists and redsans (Brookfield, 2005; Crowther,
2000; Freire, 1973, 1985; Lindeman, 1989; McLal€89; Rubenson, 1998) focus on
macro-level structural factors. Critical analyséshese factors revealed that barriers to
participation in AET exist which may not be ovenmtécognized by learners and which act
as deterrents to participation, causes of failorexpressions of resistance.

Freire (1973) in his work with Brazilian adult lears argued that low levels of
adult literacy are the direct result of oppressweial structures and unequal power
relations that are exercised in society. Whaemsded in schools, according to Freire, is
the provision of individual and collective opporitigs for student reflection and action.
Educators should draw upon the cultural capitdheir students in order to encourage
those who are marginalized in society to see theédwo not only the immediate, but also
the wider context. The purpose of learners enggigircritical analysis is to have

learners decode texts, institutions, social prastiand cultural forms to reveal their
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ideological underpinnings (Freire, 1985). By empaowng individuals to critically
analyze oppressive social structures, Freire cldithey could be transformed.

Jarvis (1985), out of his work with students at theversity of Surrey in the
United Kingdom, purported that a middle-class lwias be found in the organization and
presentation of knowledge in AET programmes. Daisurs because the language and
content inherent in the knowledge that is preseisti¢gpically that of the middle class.
This language and content in knowledge promotesahees of the dominant culture and,
hence, continues to reproduce it. Jarvis espainsgcdult education functions to
maintain the status quo rather than bring about@han inequities.

Lindeman (1989), referring to the adult educati®yastem in the United States,
purported, “The system derives its chief momentiomfsubject-teaching—a method
which is compatible with a perverted and shalloagonatism and profitable to an
industrial order which requires technicians, nateaded men and women” (p. 113).
Lindeman concluded that the purpose of adult eduté “to give meaning to the
categories of experiences, not to classificatidrisiowledge” (p. 123). If the discourse
on participation is largely constructed by aduli@ators and policymakers, student voice
will not be taken into consideration.

McLaren (1989kspoused a critical pedagogy for youth which exanhin
American public schools in the context of the slara political framework of the
dominant society. Within this perspective, studdatl in part because the dominant
culture cannot “understand the classroom behavidmperformance of economically
disadvantaged and minority students without undadihg their history as oppressed

groups, their cultural frames of reference, andetveryday social practices” (p. 211).
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McLaren stated, “Students actively contest the reggy of the dominant culture through
resistance” (p. 214).

Blaming failure on individual traits, such as lamkmotivation, low self-concept,
laziness, apathy, or intellectual inferiority, amtsito psychologizing student failure,
according to McLaren (1989). “If we understand tih@ active refusal ... is in fact class,
culture, or race specific forms of resistance, twercan understand that school failure is
more than just individual deficiencies on the mdrstudents” (McLaren, 1989, p. 221).
Schools, rather than trying to correct the cultdeficits and to motivate students who
are actively resisting, should be “consideringdtital changes in the wider society,
changes in school policy, negative teacher feebingurriculum implementation that
might be exacerbating the problems” (p. 225).

Rubenson (1998) analyzed international literacyeydata to examine adults’
readiness to learn and found that readiness to lgas a function of structural,
institutional, and individual consciousness. Acliog to Rubenson, much of the learning
environment is structured by the middle class sooties most likely to take part in the
learning opportunities are those who have beerabped to value and acquire the skills
of the middle class. Rubenson concluded that @sysf lifelong learning whose

point of departure is the notion that adults ammapgietely self-directed individuals

in possession of the tools necessary to seize wihedlication opportunities then

that strategy is doomed to widen, not narrow, thecational and cultural gaps in

society. (p. 8)
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Policymakers may believe that they are creatingsaipgorting equal access to
education, but the reality clearly shows unequdigpation in formal AET, according to
Rubenson.

Crowther (2000) conceptualized nonparticipatiomm@asict of resistance to the
social order as opposed to viewing it as a fackyohd one’s control. In regard to the
failure of many adults to respond to AET being madailable, Crowther indicated there
is an assumption that people are apathetic andatr@mbitious. However, redefining
nonparticipation as a form of resistance may hekpnicourage a rethinking of the
purpose of adult education and where it occursow@rer concluded, “We need to locate
participation in historically and contextually sgecways” (p. 490).

Brookfield (2005) located adult learning in a @ai framework which
emphasizes that the purpose of adult educationdieuo have adults recognize how
their everyday thoughts and actions are functidrieeddominant ideology which are
embedded in our institutions. Adult learning, adoog to Brookfield, is seen as
comprising a series of tasks including: (a) chalieg ideology, (b) unmasking power,
(c) contesting hegemony, (d) overcoming alienat{ehpursuing liberation, (f)
reclaiming reason, and (g) practising democradyesg critical learning tasks will be
outlined briefly as follows with reference to hoese tasks may represent barriers to
adult learning that may be inherent in the soaideg but that may be repressed from the
conscious minds of learners.

Ideology critique is a term used by The Frank&ohool of Critical Social Theory
and refers to “helping people come to an awareoklew capitalism shapes social

relations and imposes—often without our knowledgethelh systems and assumptions
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(that is, ideologies) that justify and maintain emic and political inequity”
(Brookfield, 2005, p. 13). Adult learners maylf&rastrated if they do not recognize that
their needs are being manufactured by marketimphtical forces. They should be
taught to recognize how capitalism drives theirice® for AET and how it affects their
economic circumstances.

A related concept, hegemony, is a term that Briettk{2005) addressed which
“describes the way that people learn to accepaaiga and in their own best interest an
unjust social order” (p. 43). A potential barrderadult learning is that adults can be
subject to inequitable power relations, but they mat know how to defend against
them. Brookfield stated, “We are alienated, in Mawiew, when we work and live in
ways that estrange us from who we really are” ). 5

Learning liberation is another critical learningkaaccording to Brookfield
(2005), which suggests that “attention should bd fmthe possibility of individual
liberation detached from the collectivity” (p. 54%0me learners have lost their voice
among stronger voices that define the agenda allective learning environment.

A further critical learning task, espoused by Brioelkl (2005), is to feclaim
reasonas something to be applied in all spheres of igaticularly in deciding values by
which we should live” (p. 56). Learners can expece barriers to adult learning if they
do not know how to examine the sets of unquesti@ssdmptions that direct their
reasoning.

One other learning task that Brookfield (2005) died is practising democracy.
He stated, “The idea that its [adult educationEpt@ners should work to make their

practice increasingly democratic is one of the npasterful” (p. 61). A potential barrier
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related to a democratic process in an adult legrenvironment is that learners may have
to deal with decisions that are contrary to thogh which they personally would not
have agreed. This would pertain to a learningremvnent where there is an autocratic
teaching style which would not allow for much infigm learners on the planning of the
curriculum or the learning goals.

Among these critical tasks, espoused by Brookf{i2D5) an outcome of critical
reflection, according to Mezirow (2000), is thatiadividual could transform one’s
meaning perspective. The following section desxithe theory of transformative
learning.

Transformative Learning in AET

MacKeracher et al. (2006), in commenting on luggfields that might be
considered complementary to the literature on agtliication, identified transformative
learning as having the potential to contributeriowledge that would be of value to
adult learners. One of the research sub-questiaotiigs study is aimed at addressing the
notion of change in undereducated adult learnexsies, beliefs, and attitudes about
themselves and about the AET system as a functipar@icipation in the AET system.
Accordingly, I will briefly review the literaturerotransformative learning.

Transformative learning was a phenomenon obsemeddentified by Mezirow
and Marsick (1978) while teaching a college reseptogramme for socioeconomically
marginalized women. Mezirow (2000) defined transfative learning as

the process by which we transform our taken-fortgd frames of reference

(meaning perspectives, habits of mind, mind-setshake them more inclusive,

discriminating, open, emotionally capable of charagel reflective so that they
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may generate beliefs and opinions that will provaertrue or justified to guide

action. (p.7)

The framework of transformative learning is itsgdimprehensive as there are
multiple lenses through which transformative leagncan be viewed. Within the field of
adult education, there are seven lenses througtivitansformative learning is viewed
as set out by Merriam et al. (2007). Taylor (20889igned these lenses to two groups
based on their focus of learning. One group ctuiss the learning concerns of the
individual and includes the psycho-critical pergpecof Mezirow (2000); the psycho-
developmental approach of Daloz (1986); and thelpsanalytic approach of Boyd
(1991). The other group focuses on sociocult@airing and is comprised of the social-
emancipatory view of Freire (2000); the culturairispal stance of Tisdell (2003); the
race-centric lens of Johnson-Bailey and Alfred @0&nd of Sheared (1994); and the
planetary approach of O’Sullivan (2002). Takeretbgr, these seven approaches
provide a relatively holistic view of transformagilearning.

Within the psycho-critical perspective, Mezirow (8) was concerned about how
adults make meaning out of their life experiencgfiltering sense impressions through
their meaning perspectives or, in other words rtlhames of reference. These frames of
reference are comprised of a set of assumptiopsedlispositions about how we interpret
the meaning of our experience. Transformation cadnen there is a change to one of
our attitudes or beliefs or a set of our assumptiobhe process of transformation,
according to Mezirow, is to critically self-examitiee assumptions about an experience
in order to revise specific assumptions about dhase others. A second component of

the process is to engage in critical discourse ath@unew ideas. This is an effort to
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build an empathic understanding of others’ views@sosed to having an argumentative
mindset. A third component of the transformatearhing process is for the learner to
take action in effecting the change whether itnsagersonal or social level.

Daloz (1986) viewed adult education from a psycheelopmental perspective as
a transformational process leading to a higher lefzdevelopment. Learners examine
their ideas about themselves and the world anddtat® new, more developed
perspectives. Daloz saw the importance of learedirsg mutual stories about
themselves in promoting higher cognitive developimen

From a depth psychology perspective, Boyd (1994Wwed transformation as a
process of individuation of the personality whishaifundamental change involving a
resolution of an inner psychic conflict and expansef consciousness. This psycho-
analytic approach to transformation is also sumgubity Dirkx (1998) who focused on
how people make sense of their lives through symant images in their psyche. The
process is for individuals to identify these unanoss images and bring them to
conscious recognition. By doing so, individualdl e less subject to unconscious
compulsivity and obsessions.

The three foregoing models, psycho-critical, psydbeelopmental, and psycho-
analytic, pertain to the perspective of the inditd The following four models pertain
to the sociocultural perspective. Freire (200@wed transformation in terms of
personal empowerment and social transformationde$its and teachers are considered
co-investigators into their sociocultural conteRts learners become increasingly more
aware of oppressive forces in their lives, learmerse to a gradual sense of having

control over their lives. Freire (2000) statedh&Tultimate goal of education is
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liberation, or praxis; the action and reflectiomaén and women upon their world in
order to transform it” (p. 60).

Another perspective in the group of socioculturaldels of transformative
learning is the cultural-spiritual approach espdusg Tisdell (2003). Spirituality is seen
as the fundamental meaning making process in paedples coupled with the role of
culture. Exposing ourselves to cross-culturaltr@hships helps individuals to think of
different ways of being in this world.

An approach to transformative learning that is 1e@stric is espoused by
Johnson-Bailey and Alfred (2006). The goal of sfarmative learning here is to raise
race consciousness of the group. In keeping witerdorms of transformative learning,
Merriam et al. (2007) note that in this approadsuanptions are deconstructed through
dialogue with others.

A final sociocultural approach of transformativar@ng was espoused by
O’Sullivan (2002). In this approach, people arecemaged to envision a larger
cosmological context than the limited vision oflal@l market economy. It is important
to understand how our quality of life is not simplyr standard of living, but includes our
need for community and the necessity to recognizersity between communities.

Merriam et al. (2007) note that the following commabities among all the
transformative learning perspectives are that {agwre constructivist in nature, (b)
require dialogue that is either interpersonal tnajpersonal, (c) rely on critical reflection
of the source of unexamined assumptions and besiats(d) result in either personal or

social change.
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The following section provides a critical analysfexisting literature in the field

of in anticipation of identifying knowledge gapstlexist in the field of AET.
Critical Analysis of the AET Literature

Much of the existing research on adult learner waditons for and barriers to
participation in AET in Canada, the United Stateg] the United Kingdom, has been
carried out as survey research. This survey relsdes limitations in that it appears to
have generated similar classifications of desaiptf motivations for and barriers to
AET as can be seen in the foregoing review ofdiigne.

Moreover, where surveys had a low response raaltsewill be limited in terms
of generalizability. For example, Darkenwald araléntine (1985) in using the DPS had
a low response rate of 11% (i.e., 215 respondents & sample size of 2,000) suggesting
that the findings would not be broadly generalizabl

Some of the survey research had been carried mitgh random telephone
surveys; for example, Hart et al. (2002) condu&@@ telephone interviews in a Canada-
wide study to determine participation rates in atitdracy and upgrading programmes.
This data may be limited to the extent that theigpants were willing and able to recall
and provide thoughtful and accurate answers tetimeey questions about their choices
in the past and present in regard to participatiohET.

In Canada, two major surveys have been administeitbch the last decade and
many reports have drawn upon the data collected them to inform the field of AET.
These two major surveys are: (a) the Internatiéwiilt Literacy and Skills Survey 2003
(IALSS), conducted by Statistics Canada (2005), (Bhdhe Access and Support to

Education and Training Survey 2008 (ASETS), conelditty Statistics Canada (2009a).
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The IALSS 2003, administered by Statistics Can288%), sought to provide
information on the level and distribution of liteygperformance for Canadians in all
provinces and territories and compared their legk|zrose literacy, document literacy,
numeracy, and problem-solving abilities to an in&ional standard. Data collection
consisted of a 2-hour interview with approximat2s;000 individuals across Canada.
The data collection consisted of educational tggchniques along with household
survey research. This survey research had a cardpkgn which involved
stratification, multiple phases and stages, antesyatic sampling techniques to enhance
survey response and had a good response rate of BR%n this perspective, this
survey-based research would have high validity.

The ASETS 2008, administered by Statistics Canad@da), sought to integrate
the issues in previous surveys related to apprsatcheducational planning,
postsecondary education participation, and aduwit&iibn and training. The sample
consisted of 72,000 randomly selected telephonéoewsn Data were collected from
Canadian residents at a response rate of 64% ddthecollection instrument was
pretested and collection of responses was dong astomputer assisted telephone
interview (CATI) to ensure correct flow path of gtiens. This comprehensive survey
appears to have been conducted consistent witlpadxde survey research methods and,
as a result, should provide valid data.

Although survey research can provide compreherdav@, Human Resources
Development Canada (2001) indicated that largeesttatia collections like the Adult
Education and Training Survey concentrate almdsiyson situational and institutional

barriers to the exclusion of attitudinal barriers.
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Data analysis of survey research typically consistaoting response rates,
checking for response bias, conducting descri@nedysis of all items, and then
answering descriptive questions. It might alsmlwg testing hypotheses or research
guestions using inferential statistics” (Cresw2005, p. 380). What a survey-based
research approach does not do is allow the resgrai@iprovide an in-depth explanation
of a process and may, by virtue of closed-endedgtores, restrict the responses of the
participant compared with open-ended and broadtiqussposed in qualitative research
(Creswell).

MacKeracher et al. (2006) recognized that “the symethods typically used to
identify barriers do not appear to be providing gu@lity of information needed to make
decisions about how learning opportunities shoeldiésigned and delivered” (p. 24).

Hall and Donaldson’s (1997) study provides a goadiehfor the qualitative
methodology used in my study because it was ortentasiconducted within a qualitative
paradigm, although employing a grounded theory@gugr as opposed to a
phenomenographic approach, and which addressezkpiegiences of the particular
sociocultural group of low-literacy women.

In the final section of this chapter, | will idefytkey knowledge gaps that exist in
the AET literature.

Knowledge Gaps in the AET Literature

Baran, Bérubé, Roy, and Salmon (2000) identify kegwledge gaps in outcomes
of adult learning, motivations for and barriersaattult learning, and informal learning.
After reviewing the current state of knowledge ba topics of motivations for and

barriers to adult learning, Baran et al. identifiesbwledge gaps, such as (a) responses to



54

surveys may not measure the degree to which respaafiect a respondent’s
motivations or barriers, (b) surveys do not prouite rationale for why a large number
of adults neither perceive a need nor feel a désipartake in training, and (c) surveys
do not tell us if adults perceive a low return bait investment in training and, therefore,
allow other restraints, such as finances or timde reflected as the reasons for
nonparticipation.

Hart et al. (2002) found that there is a gap inAE] literature which addresses
the particular concerns of marginalized groups sugbested that we likely do not have
adequate information about the nonparticipatiomdividuals from groups other than
low literacy, such as older adults, the disabledsé whose first language is not English
or French, newcomers to Canada, or persons in lagevjobs.

McLaren (1989) purported that to understand studeperience is a primary
factor not only for educators, but also for thedstuis themselves. It is important to
know how the social world is experienced by stuslefithrough enhanced understanding,
teachers can better tap into the drives, emotamd interests that are reflected in a
student’s unique voice. McLaren stated, “We makettheexperiencesandvoicesof
students themselves as a starting point” (p. 288)that we must ask students to examine
their beliefs, values, and assumptions that theytasnake meaning out of their lives. In
this regard, Crowther (2000) pointed towaftise importance of an approach which
builds the curriculum from the lived experienceloé learners—from their habitus” (p.
489).

MacKeracher et al. (2006), in a comprehensive vewtliterature which

reported the state of the field of adult learniagaarch, summarized the key challenges
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yet to be addressed as: (a) determining the pexdeiad actual barriers experienced by
nonparticipants, (b) examining the interactions aghearious types of barriers, (c)
recognizing the changes in barriers over life titeors periods, (d) examining the role of
personal identity as a learner, and (e) applyingtiexy research-based knowledge.

In the following section, | summarize the key cqotsecovered in the review of

literature chapter.
Summary of Chapter Two

In the foregoing section, | reviewed literaturehe field of AET that examined
theories and research on learning theory, motiaatfor participation in AET, general
barriers to participation in AET, structural barse¢o participation in AET, and
transformative learning in AET. | then followddd review with a critical analysis of
the AET literature and knowledge gaps identifiedhie field of AET.

Merriam et al. (2007) concluded that there is nibying theory of adult learning,
but that there are a number of theories, modetsframeworks which capture some
aspect of adult learning. Dewey (1938) influenleaning theory in general by
developing a theory of experience, positing thatéhs a necessary relation between
actual experience and education.

Lindeman (1989), drawing upon Dewey'’s theory gberkence, purported that the
highest resource in adult education is the leasrexperience; therefore, adult education
curriculum should be built around the needs arer@sts of the students. Lindeman
maintained that although skill development is int@ot to enhance effectiveness in the
modern world, adult education should not be limiteddjusting to the specialism of

industry if the worth of human personality and exgrece are to flourish.
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Knowles (1980) advanced the model of andragogyedeéfas the art and science
of helping adults learn. A major assumption in thisdel was that adults have a need to
move from dependency to self-directedness whicHigsphat teachers need to help
students learn how to learn the skills of self-cliee inquiry.

Jarvis (2004) situated the individual learner witthe learner’s social context.
With globalization causing massive changes, lifgltaarning has expected to become
more instrumental in meeting the demands of thbajlmarketplace which has shifted
power and increased inequality and social exclusion

Motivations for participation in AET were classifiby Houle (1961) as goal-
oriented, activity-oriented, and learning-orient&t test this typology, the 43-item
Education Participation Scale was developed by Bogh971) indicating that adult
learners are either being- or deficiency-motivateda follow-up study, Boshier (1991)
found that the New Education Participation Scasddgd seven factors of adult learner
motivation including communications skills, soataintact, educational upgrading, job
skills, improving family relationships, entertainmeand seeking knowledge for its own
sake. Confirming Boshier's (1991 seven-factor tggy of adult learner motivation,
Fujita-Starck (1996) conducted a study of adultriees in different curricular
programmes at an American postsecondary institution

In the United Kingdom, Gorard and Selwyn (2005)fdahat motivations were
related to age, ethnicity, sex, family backgrouwsdlj initial schooling along with a

learner identity that was not inimical to furthéndy.
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The AET literature has a multitude of research enegal barriers to participation
in AET. In a synthesis of research on motivatiand barriers to adult learning, Cross
(1981) classified deterrents as situational, iastihal, and dispositional.

Examining how adult learners make the transitisasxfmoving in, moving
through, and moving out of a learning opportunghlossberg (1984) developed a
framework for understanding these transitions wisizimprised characteristics related to
the transition, the individual, and the environment

Continuing the quest to identify deterrents to ipgration in AET, Darkenwald
and Valentine (1985) developed and administeredtterrents to Participation Scale
and found that the six factors of deterrence wayea (ack of confidence, (b) a lack of
course relevance, (c) time constraints, (d) lovspeal priority, (e) cost, and (f) personal
problems.

Belenky et al. (1986) found that women’s ways af\wimng produced the voices
of silence, received knowledge, subjective knowdeggocedural knowledge, and
constructed knowledge with the ones having a voicalence, feeling profoundly
isolated in how they made and shared meaning.

Conceptualizing three factors that influence pgréitton, Fagan (1991) found that
these learner-inherent, life, and program factoteract with one another such that it is
important in AET activities that there be interaatbetween the instructor and the
student, activities are related to the learnerglgiaand students are involved in their
learning.

Loosely following the Deterrents to Participatiocate, Hall and Donaldson

(1997) developed the Life Influence Model of Pap@tion which identified factors
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related to pre-adulthood, patterns of nonsuppaoadimthood, conventional deterrents,
and lack of voice in adulthood.

Long and Taylor (2002) and Hart et al. (2002) iwa-stage Canadian-wide
survey found that life context factors and highéweloped coping strategies made AET
programmes appear irrelevant to adults’ needstlaatcdconcerns about participation in
AET were hierarchical in nature placing socioecomcircumstantial and
programme/policy-related concerns above those whate cognitive/emotive. Other
conclusions from Hart et al. included the needddress structural and perceptual
factors, dislodge inaccurate assumptions abouadteand upgrading programmes, and
outreach with an appeal to people’s strengths.

In a comprehensive summary of adult learner barridacKeracher et al. (2006)
concluded that of all the major classificationdafriers, the most problematic to
document is that of the dispositional/attitudinedp and suggest that this category
assumes there is some inadequacy on the part tdaheer. They recommended further
lines of inquiry include critical and participatosjudies, focus more on low participatory
groups, and contain more qualitative analyses.

| reviewed structural barriers to participationART in a section of its own
because of their focus on macro-level factors. ifiga critical theory perspective, Freire
(1973) posited that low levels of literacy are gedi result of oppressive social structures
and unequal power relations in society and adahkers should take a critical stance in
their learning to reveal the ideological underpngs.

Jarvis (1985) claimed that there is a middle-ckaas in AET programmes and

that adult education serves to maintain the donticaiure. Moreover, Lindeman
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(1989) purported that the purpose of adult edunasido give meaning to experiences
not to knowledge and that student voice will noté&ognized if adult educators and
policymakers are the ones constructing adult edutatStudent failure is an issue which
McLaren (1989) critiqued as being a function of ldek of understanding on the part of
the dominant culture about the behaviour, perfoceanultural frames of reference, and
everyday social practices of minority students wkpress resistance to AET. Rubenson
(1998) similarly purported that much of the leagnenvironment is structured by the
middle class and that it is the middle class whmast likely to participate in adult
learning opportunities. In addressing the attittige people are apathetic about
participating in AET, Crowther (2000) agreed thahparticipation needs to be redefined
in terms of resistance to the dominant culture.

According to Brookfield (2005), adult educatioraiseries of critical learning
tasks that should be undertaken by learners whdhde challenging ideology,
unmasking power, contesting hegemony, overcomiiegation, pursuing liberation,
reclaiming reason, and practising democracy.

| then reviewed the AET literature on the topidrahsformative learning.
Mezirow (2000) defined transformative learning gg@cess by which we transform our
taken-for-granted frames of reference so that thay generate beliefs and opinions that
will help guide our actions more justifiably. Memm et al. (2007) outlined seven
perspectives through which transformative learmsngewed including: (a) psycho-
critical (Mezirow, 2000); (b) psycho-developmen(iahloz, 1986); (c) psycho-analytic

(Boyd, 1991); (d) social-emancipatory (Freire, 20@6) cultural-spiritual (Tisdell,
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2003); (f) race-centric (Johnson-Bailey & Alfred)d5); and (g) planetary (O’Sullivan,
2002).

| then presented a critical analysis of the AE&rature. It focused on the
multitude of research in the field that has beamdcgted as survey research which has
generated similar classifications of descriptiomaftivations for and barriers to AET. |
outlined limitations to survey research such asrhesponse rates, concerns about recall
of previous educational experiences, surveys thiatentrate almost solely on situational
and institutional barriers to the exclusion oftattinal factors, positivistic data analysis,
use of closed-ended questions, and absence ofajiva&idata.

| concluded this review of the AET literature sentwith a look at key
knowledge gaps in the field of AET including: (Agtgaps created by a high focus on
survey research, (b) relatively less research acteduwon marginalized groups, (c) an
absence of research that takes student experiandegices into consideration, (d) not
building the curriculum from the lived experienc#ghe learner, (e) little examination of
the interactions among various types of barrigy)qt understanding the changes in
barriers over life transition periods, (g) not erapizing personal identity as a learner,
and (h) unsuccessfully applying existing researaseld knowledge.

In light of the wide body of literature that exisis learner motivations for and
barriers to participation in AET which typically ideen analyzed quantitatively, and
where there is recognition of a significant gagoélitative studies, my conducting this
inquiry using a phenomenographic case study appradccontribute more qualitative

research to the field of AET. This approach emetbgualitative methods of data



collection and analysis and is explained in detathe following chapter on

methodology.
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CHAPTER THREE: METHODOLOGY

The purpose of this study was to explore the catalgly different ways in which
undereducated adults reported their experiencpartitipation in adult education and
training programmes offered by publicly funded saHmoards or their arms-length
affiliate. Given that the aim of this study wagg&in an understanding of and reconstruct
the reported lived experiences of the participahtsas appropriate that | situated the
study in a constructivist/interpretevist inquiryr@digm, assumed an ontological position
of relativism, accepted a transactional/subjedtiegsstemology, and employed a
hermeneutical/dialectical methodology (Guba & Liimc@005).

Within an inquiry paradigm of constructivism/inteegivism, according to Guba
and Lincoln (2005), the nature of reality is thatansists of local and specific
constructed and co-constructed realities, thereaiftiknowledge consists of
transactional/subjectivist and created findingsl #r@ nature of inquiry methods is
hermeneutical/dialectical. Moreover, within a doastivist/interpretivist paradigm, the
stance of the researcher is that of a “passioratecpant” who facilitates reconstruction
of multiple voices (p. 196). Qualitative reseancthods, according to Guba and
Lincoln, can fall within the constructivist/integtivist research paradigm and are defined
as specific methods that use qualitative data.

Phenomenographic Approach

As the aim of this study was to explore the quiiedy different ways in which
undereducated adults reported their experiencpartitipation in AET programmes, it
was appropriate that | employed a phenomenogra@poach. Phenomenography is

defined by Marton (1981) as research that is decctdwards describing how individuals
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experience a particular phenomenon. As such, phenography falls within the
constructivist/interpretivist inquiry paradigm.

Phenomenology is also a research approach thabeegnfused with
phenomenography. Van Manen (1990) purported them@menological research was
borne out of the philosophical foundation of herewgtic phenomenology. As such, it is
anchored in the lifeworld of the individual. Hegger (1926/1962) espoused the
philosophy of hermeneutic phenomenology which ersjzied interpretation and
understanding of text. Van Manen stated, “Tdwtsof lived experience need to be
captured in language (human science text) andgimgvitably an interpretive process”
(p- 181). Moreover, Van Manen defined hermeneuitienomenology as “a human
science which studies persons” (p. 6) and clairhatit is a theory of the unique as
opposed to researching for knowledge that is géimabde. Similarly, Davis (2002)
stated, “Phenomenology addresses experience freqpetfspective of the individual and
is based on the assumption that people have a@imigy of making meaning of their
experience” (p. 511).

Phenomenological research is aimed at uncoverimgsbence, meaning, or
structure of experience rather than providing aceptualization of the experience by
taxonomizing, classifying, or abstracting it, acing to Van Manen (1990). The term
Verstehengriginally used by Weber (1946), refers to therptetation of meaning,
according to Martin (2000). Proponents of Versteaiggued that the study of social
phenomena should be approached differently tharotheatural phenomena because of

the difference in the subject matter (Martin).
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Marton (1981) argued that gaining knowledge abquaréicular phenomenon
(phenomenology) is not the same as gaining knoveledhgut how individuals
experience a particular phenomenon (phenomenogyapte explained this as the
difference between a first-order perspective ardand-order perspective, respectively,
and stated,

In the first and by far the most commonly adoptetspective we orient ourselves

towards the world and make statements about ithdrsecond perspective we

orient ourselves towards people’s ideas about tdvor their experience of it)
and we make statements about people’s ideas dimutdrld (or about their

experience of it). (p. 178)

The rationale Marton used to support a second-qrelespective in research is that there
is potential for learning new knowledge. The kofcknowledge derived from this
second-order perspective is separate and aparttiratmvhich can be derived from a
first-order perspective.

Marton (1981) outlined the following four distinatis between phenomenology
and phenomenography:

1. The phenomenologist aims at learning about the gahenon through
people’s experience; the phenomenographer aineaatihg about people’s
experience of the phenomenon.

2. The notion of essence (the common, inter-subjectiganing of an aspect) is
central to phenomenology; the notion of a limitesnter of qualitatively

different ways of experiencing an aspect is the alarof phenomenography.
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3. Phenomenology pertains to methodology; phenomepbgrgertains to what
can be said about an experience of a phenomenon.

4. Phenomenology is directed towards pre-reflectivescmusness—just the
experiential; phenomenography deals with both ¥peegential and the
conceptual which includes pre-reflective thoughival as what is thought of
as that which is lived. The latter would inclutiattwhich is culturally
learned and the individually developed ways wetedia ourselves and others.

Given the above distinctions, | will hereafter reti@ the type of research that | conducted
in this inquiry as phenomenographic research.

In keeping with Marton’s (1981) description of pbemenography above, the
phenomenographic approach | took in this studyadtbme as the researcher to (a) learn
about the experiences of undereducated adults d@t®phenomenon of participation in
AET, (b) provide a limited number of qualitativedyfferent ways of experiencing the
phenomenon of participation in AET, (c) state wtaild be said about the
undereducated adults’ experience of the phenomehparticipation in AET, and (d)
represent the undereducated adults’ pre-reflethiwvaght as well as what was thought to
be lived in terms of thphenomenon of participation in AET

An expectation of a phenomenographic research appns that I, as the
researcher, combine all ways of experiencing trenpmenon of participation in AET
from the perspectives of the participants into attome space (Akerlind, 2005). | will
explain the outcome space further in the data arsabection. Since | combined the
varied experiences of participants, it follows thixeated the set of reported experiences

as parts of a whole; therefore, | considered tl@gof participants as one case rather



66

than considering each individual participant aageceach unto himself/herself. The
following section outlines my rationale for emplogia phenomenographic case study
design.

Phenomenographic Case Study Design

Jones, Torres, and Arminio (2006) purported thatténm case study in research
is used to refer to a methodology or a unit of gsialdepending on the purpose of the
study. Merriam (1998) defined case study as atefisive, holistic description and
analysis of a single unit or bounded system” (p. 1k keeping with Merriam’s notion
of a bounded system, | considered the group ofatfigipants in this study to be one
bounded system by virtue of their common distinigung factor of belonging to the
group of undereducated adults participating in ABEcordingly, | have identified the
design of this study as a phenomenographic cadg.stderriam suggested that it is not
uncommon that other methodologies are combined théltase study design and offered
examples of hybrid designs, such as an ethnograpke study, a grounded theoretical
case study, or a critical case study.

Although my focus was on understanding the liveplesiences of undereducated
adult learners in AET programmes, critical thenedated to the broader sociopolitical
context surrounding the Canadian AET system weestified from the participant data.
If I had intended this study to be designed asteakinquiry, it necessarily would have
had to have been aimed at emancipating and empuy#e participants. Although |
did not intend for this study to be a critical imyy | did report where participants
described insights they gained into themselveslearaer or into the structural aspects of

the AET system by virtue of their participationan AET programme.
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Assumptions on the Methodological Approach

An assumption in choosing a phenomenographic apprtmathe methodology
was that | could glean insights into the lived eigreces of undereducated adult learners
participating in an AET programme through theiratggions of their participation. In
choosing to sample 11 participants and using agrhenographic model of analysis, |
assumed that | would be able to collect enough eg¢aplore a variety of lived
experiences described by the participants aboytlieaomenon of participation in AET
programmes.

Sampling

Typically, a phenomenographic research study sam@mall. Accordingly, in
order to maximize the likelihood that qualitativarsations would be found in
participants’ descriptions, | aimed at drawing enpke from as much diversity in
participant circumstances as possible. PattonAR@ommended that “qualitative
sampling designs specify minimum samples base&peated reasonable coverage of
the phenomenon given the purpose of the study @hkeélsolder interests” (p. 246). In
keeping with the expectation of a small sample sizgualitative studies, | sampled 10
undereducated adults and 1 higher-educated adoltwehe participating in an AET
programme. Although the study focus was primasityundereducated adults (i.e., those
with a high school level of formal education ordgd chose to allow one participant to
be part of the study who was higher-educated willaehelor’'s degree. The rationale for
this was that she had not had any further trainingducation in the field since she
earned the degree 10 years prior, she had not @ank&e field for which her degree

was earned, and she was participating in an AE&ineg programme offered by an
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arms-length affiliate of an Ontario school boardhva similar goal to find a career for
which she felt she did not have, as was the cagetiae other participants. | thought it
would be of interest to see if the descriptionb@flived experiences as a participant in
an AET programme were much different to those efuhdereducated participants.

After interviewing her in the same way as withather participants, | found that she had
similar goals, challenges, and descriptions of gepee as any of the other participants;
therefore, | included her responses in the colleadf participant data that were analyzed.
Had her experiences been quite different and ols\yaet apart from the other
descriptions, | would have chosen not to includedaga.

The sample consisted of 7 females and 4 males arged in age from 18 to 58
years with a median age of 41 years. | drew agsive sample of participants as
representative as possible across four broad gelaigreegions of the province of
Ontario. These regions included Southern Onténm Greater Toronto Area, Eastern
Ontario, and Northern Ontario. | had made efftotestablish a research site in the
Western Ontario region, but because of the timindgp® data collection (summer), there
were no sites in that geographic area which wele talbe identified.

Four AET organizations from which the study pap#nts were drawn constituted
the research sites in this study. Three of theaneh sites offered AET programmes at
arm’s-length to their respective publicly fundeti@al board whereas one other research
site offered AET programmes directly under the aespof the publicly funded school
board. An arms-length affiliate is a not-for-ptaficorporated entity with which a school
board partners that has its own board of direcadsstaff. Surpluses from an arms-

length affiliate flow back to the school board tgport its operations. Many Ontario
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school boards themselves, or in partnership wigr grms-length affiliate, offer
programmes for adults including, but not limitedpgoogrammes in literacy, numeracy,
English-as-a-second-language, high school credjtaging, credit courses leading to the
Ontario Secondary School Diploma, skills trainiagd general interest courses.

The range of programmes within which the partictpaf this study were
engaged is described as follows: (a) long-term, (L2-18 months.), (b) medium-term
(i.e., 6 months), and (c) short-term (i.e., 2-3 theh Some of the programmes were
being offered on a full-time basis, such as 30 s@ar week on a Monday to Friday
schedule. Others had flexible hours throughoutrtbek, such as those that required the
student to be in class for at least 17 hours pekweer a certain number of days or
evenings. Programme types ranged from apprehtesollege or university
preparation, to preparation for direct entry tolain a familiar field or a completely new
sector. For example, 2 participants were engagjetirhe in an 18-month programme
for pre-apprenticeship skilled trades trainingpa2ticipants were attending full time in a
10-month programme to prepare them for a carearRersonal Support Worker; 3
participants were enrolled in a 6-month skillsrinag programme to acquire a diploma in
Supply Chain and Inventory Management; 3 partitipavere attending modules with
flexible hours over a 3-month period of time in@edary school credit upgrading
courses in preparation for entry to college, ursitgy or the workplace; and 1 participant
was enrolled in a 2-month skilled trades explorapoogramme while also studying to
write the assessment for the General Educatiorobipl(GED).

All participants claimed to have some kind of pragicgoal. Some were

pursuing learning to attain a credential, sucthasQntario Secondary School Diploma,
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upgraded marks in certain credits, or the GED pieeequisite for entry to postsecondary
education. Others were pursuing a certificateijplotha in a particular labour-market
field with the goal of re-employment. A coupleparticipants were pursuing a chance to
obtain an apprenticeship. One participant wasitapto find a job that was not as
physically demanding as she had had in her previmrsufacturing job, and one was
working to improve her English literacy skills. &g from the pragmatic purposes of
taking an AET programme just described, severgh@fparticipants noted that they were
pursuing learning to improve their self-confidenc®ne participant stated that she had
chosen to upgrade her knowledge and skills in tontéb avoid being on welfare.
Ethics

It is important in a research study to considbical issues which could arise in
the research process (Jones et al., 2006). The arevhich ethical issues could arise
include the statement of purpose, research questitata collection, data analysis and
interpretation, presentation of findings, and theearcher’s role (Creswell, 2003). Jones
et al. indicated other areas in which ethical isst@ild emerge, such as in sampling and
ways of representing participants’ cultural sitdaess. They noted that a statement of
informed consent is a document signed by eacheopénticipants that addresses these
ethical principles and typically contains statersdmm the researcher about
“confidentiality, anonymity, informed consent, astance of deception, respect, privacy,
anddo no harm”(p. 155).

In this research study, | ensured that the etieigairements were met by
completing the online Tri-Council Policy Tutoriaquired by the Interagency Advisory

Panel on Research Ethics (Appendix A), and by mgélie requirements set out by the
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Research Ethics Board of Brock University(AppenB)x In particular, | had each
participant sign a consent form which addressedsthees mentioned above and served
to protect the participants from the typical kirdsisks that are associated with research.
Included in the Informed Consent was a sectionithated the subjects to participate in
the research inquiry, stated the purpose of thdystwtlined the potential benefits and
risks to them, addressed the status of participatgovoluntary with the right to decline at
any time, indicated how the results would be phigltsand how they would be shared
with the participants, stated how and for how ldiaga will be stored prior to disposal,
and gave contact information of those involvedchia tesearch along with confirmation of
the Brock University REB clearance informatiom. order to have assured that this
document was thoroughly reviewed and understoqgaiolycipants, | took the form with
me to each research site and reviewed the infoomatith potential subjects prior to
having them sign the form. A summary of this reskeatudy was forwarded to each
participant after the research study was written.

Despite the use of the informed consent in addrgske concerns about
protecting participants, it is not a guarantee ¢hegsearcher will always be able to
disguise the research context or identity of thiggpants because of the nature of
gualitative research. Patton (2002) suggestedathedearcher needs to ask “what are
reasonable promises of confidentiality that cafutlg honoured” and then to offer only
those assurances that the researcher believes @wgliered (p. 408). Patton claimed
that “informed consent, in this regard, does nabratically mean confidentiality.
Informed consent can mean that participants uraledshe risks and benefits” (p. 412).

In this study, | was careful to ensure that pgrtaits understood the risks and benefits by
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providing them with a clear and complete informedsent document and answered any

guestions which they had.

Other areas that can pose unintended harm, aogai@iJones et al. (2006), could

be in the way in which interview questions are pog&at may unintentionally be

culturally inappropriate or insensitive or in thaythat results are interpreted in an

unfavourable light. Throughout the study, | rene@irtognizant and careful of this factor

by using language that was diplomatic and by nimtgugolitically incorrect terms.

Obtaining Access to Research Participants

The following outlines the steps that | took toabtaccess to research sites and

participants:

1.

| approached service providers of AET prograas who were member
organizations of the Employment and Skills Develept(ESD) Committee
under the auspices of the Ontario Association aflAand Continuing
Education School Board Administrators (CESBA) asthmember
organizations offered formal and non-formal AETgnaammes. My rationale
in choosing to access research sites through tbigogvas that | was familiar
with them from a professional context. In thisp@st, my sample while being
purposive (Creswell, 2005) was also a sample ofeoience as | had easy
access to the gatekeepers of these sites. | ledabearticipating member on
this ESD Committee and had represented a site figsely professional role
as Co-ordinator of an Adult and Continuing Educatepartment at an
Ontario school board. By entering research sitegas to those with which |

had had professional experience, | felt as thoughtéred with some
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knowledge of the norms, values, beliefs, and behasiof the group which is
considered to be of value in qualitative reseasthrgys, according to
Hammersley and Atkinson (1983). The member orgaitizs of the ESD
Committee were chosen as the gatekeepers becaysedid formal authority
for granting consent to enter their respectivesdibeconduct research or had
been in a position to refer the application to pprapriate authority if needed.
These criteria, in order to be deemed gatekeeperg, identified by Glesne
and Peshkin (1992).

| then forwarded the following documentshe tesearch site gatekeepers via
email—samples of which can be found attached agifpendix C,
Application to Research Site to Conduct a StudyAflpendix D, Research
Site Agreement; (¢) Appendix E, Summary of Rese&mdposal; (d)
Appendix F, Recruitment of Participants: Steps ¥adbal Script; and (e)
Appendix G, Selection Criteria.

| then asked these gatekeepers to haveatielr education teachers review
the research study objectives with selected adatnkers in their classrooms
in an attempt to generate interest by learnersuitigipating in this study.
The purpose in having teachers present to selechait learners was not to
introduce bias into the study, but to have a pd@aential participants who
would be more likely to participate for the valuelwe participation itself and
not for the stipend that would be offered. | adsé&ed that classroom teachers,
in order to maintain confidentially, direct inteted candidates to contact me

directly as the principal investigator.
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Once interested learners contacted me direttheir interest, | determined
that they would be appropriate candidates for thdysbased on my goal of
getting a small sample with as broad demographit,m@l, and situational
backgrounds as | could to be as representativessiye. | then forwarded to
them an email confirmation by way of the Selectgtatus for Study
Participation-Form A (Appendix H). At that timealso introduced myself
and made arrangements for an initial face-to-fasi. viFor participants who
might not have been selected to participate, |pvapared with a modified
Selection Status for Study Participation-Form B gapdix H) which would
have advised the applicants that they had beeeglaic a waiting list and
would be notified within a reasonable timeframehafir status. This would
have allowed for a waiting list should any of tle¢ested participants change
his/her mind at the outset of the study and a nasrgopant could then have
been identified quickly. As it turned out, a wagilist was not established
because there were only enough participants stgppiward as was
appropriately needed and they, fortunately, repiteskea wide variety of
demographic, cultural, and situational backgrounds.

Once | had made arrangements with each pait@articipant for an initial
face-to-face visit, | subsequently entered thearsesites in June, 2009.
During the first face-to-face visit, | reviewed thbjectives of the study and
the participant rights and expectations with tHected participants and had
each participant sign the informed consent. | seththat | mentioned to

potential participants that if their participationthe study at any time causes
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them to have negative feelings that are too uncaatite, they could choose
not to continue to participate or they could talkhva specific person who had
been identified at their research site as providmgnselling services for
students.

6. Once all the informational and required ettpaperwork was completed with

the candidates, | subsequently carried out theadtaction in June and July
20009.

If a sufficient number of research participants hatibeen secured by this
approach, I would have extended my search of pataesearch sites past the ESD
Committee members to the broader population of A&iice deliverers of organizations
affiliated with CESBA.

Data Collection

| collected data from 10 undereducated adult learaed 1 with higher education
in AET programmes in Ontario school boards or thems-length training affiliate which
consisted of demographic data, voice recording® fiwo face-to-face interviews,
weekly electronic critical incident reports, and neflexive journaling as the principal
investigator after each face-to-face encounter Wighparticipants. This process met the
generally accepted requirement of at least thraeces of data referred to as
triangulation which contributes to the reliabiliy a research study.

| piloted the initial interview questions with twepresentative adult learners in an
adult learning facility in a region in Ontario thaas not one of the research sites of this

study. From that pilot, | was prompted to modifgaaple of the interview questions
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where | felt it was necessary to evoke greater cehgmsion of the questions by
participants.

At an initial face-to-face visit, in addition to Viag reviewed the informed
consent and having had it signed by each partitipaciministered the Participant
Demographic Profile Questionnaire (Appendix 1) tballected demographic information
about each of the participants. It was indicateparticipants that they had the choice of
not providing any data in the profile for which yhdid not wish. | then engaged each
participant in a 1.0-1.5 hour semi-structured witaw using the Initial Interview Guide
(Appendix J) that was designed to build familiarityist, and rapport and to elicit
background information about the learning expesnmotivations, and barriers that the
learner had had in the past and around the patitgdecision to have entered into an
AET programme at that time. Patton (2002) statedl tapport is built upon “the ability
to convey empathy and understanding without juddim@n 366). It is important,
according to Jones et al. (2006), that a resealeher a genuine regard for the
participants as individuals and an honest commitrteeanderstanding their experiences.
| recorded the interview on a digital recording idevand later had the interview data
transcribed verbatim.

In addition to recording the interview data, | mwed with each participant the
instructions contained on the Weekly Electronidi€al Incident Report (Appendix K).
This included the expectation that he/she submiéakly critical incident report with
his/her thoughts, feelings, and actions in regaiadid/her experiences while engaged in
the AET programme. These reports were forwardedddoy each of the participants via

email on a weekly basis of which | acknowledgeceiigicand to which | responded in
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order to prompt further reflection by the participgon the emerging discussion themes.
The use of the Weekly Electronic Critical Incid&#ports, | thought, would provide a
viable alternative method for participants to shthesr reactions to each week’s
participation in their AET programme and reflectwlnat they wanted to say, unlike the
immediacy of responses required in a face-to-fatarview. | was disappointed in the
volume of responses that | got from this methogdesegular prompting of the
participants to submit them.

Immediately following each of the participant faoeface interviews, | made
entries to my reflexive journal on immediate im@iess of the participant and his/her
frame of mind and involvement in the AET programaméhat time. This immediacy
afforded me an opportunity to capture what | fedtswthe essence of the interview right at
that time and to analyze the participants’ commantke context of their behaviour and
body language.

As the final step in the data collection, | madseaond face-to-face visit to each
of the participants (except for 2 who had not resjgal to my attempts to set up a second
interview) and conducted another 1.0-1.5 hour s&mietured interview with a focus on
exploring what the current perceptions were oftthming experience of each of the
participants. It is here that | used the Finagiview Guide (Appendix L). | also gave
each participant the planned nominal $50 cash hamiomn of which | had promised at
the outset of the study. This financial incentives intended to be kept modest so that
participants would be more motivated by what theyhd gain personally from their

participation than what they could gain financially
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Throughout the 5-week data collection period amdethsuing transcription
period, | regularly shared each participants’ reses with them in an effort to verify that
| had captured what they had intended to say arthmévolving interview themes.

| completed the follow-up phase approximately 2 therfollowing the end of the
data collection period by forwarding a feedbackeletia email to each participant
thanking them for their participation in the resdastudy. A summary report of the
findings of the study was subsequently sent to @acticipant and to each of the
gatekeepers once the research study had concladeti@report was accepted as
complete in August, 2012.

Data Analysis

In this research study, | used a phenomenograpbdehin the data analysis for
the interview and critical incident report dataccArding to Marton (1981), the outcome
to be expected in phenomenographic research exgblecation of categories of
description about a phenomenon and that the caésggimould not be considered
“categories for classifying individuals, but asezgdries for describing ways of
perceiving the world around us” (p.195). Martow 8ooth (1997) stated, the outcome
of phenomenographic research is a “structured pbioleas, conceptions, and beliefs
underlying the possible interpretations (or possdunstructions) of reality” (p. 198).

The categories of description about a phenomermna@rexpected to represent
the correct meaning of a phenomenon necessarilygreiexpected to reflect the meaning
which participants place on an experience. lIipartant not to restrict our attention,
according to Marton (1981), to “correct knowledgeyd (p. 182) as individuals fashion

their actions, beliefs, attitudes, and modes okerpcing on whatever they feel they



79

know. Marton and Booth (1997) argued that thelehgk is not in the search for the
correct interpretation, but for a defensible intetation. Uljens (1996) similarly

indicated that in a phenomenographic approach,nbt how well findings correspond to
the reality of human experience, but it is how wedly correspond to the phenomenon as
it is experienced by the participants.

With respect to phenomenographic data analysistdvia Booth (1997) referred
to the set of categories of description as theau&space and explained that this
outcome space allows us to look at the collectiv@dn experience of phenomena in a
holistic manner at least in how it is representgdie sample group at a particular time.
Therefore, participant transcripts are interpret#tiin the context of the group of
transcripts in terms of similarities and differeméem other meanings in transcripts
(Akerlind, Bowden, & Green, 2005). Furthermoreeflind (2005) pointed out that the
categories of description in an outcome space &jlgibave a hierarchical structure;
however, it is possible the categories could bateel in a “branching” (p. 329) structure.

In analyzing data, Marton and Booth (1997) settbrée criteria for judging the
quality of the descriptions in the outcome spacewimclude:

1. Each category of description in the outcome sphoeald reveal something

distinctive about the phenomenon.

2. The categories are represented as a structurakrtigrwithin the outcome

space.

3. The critical variation in meanings is representeds few categories as

possible
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During data analysis, Akerlind (2005) recommended transcripts be read with a high
degree of openness to possible meanings in thg gades followed by a greater focus
on particular criteria, but continually within afmework of openness to new
interpretations. Akerlind stated, “The whole pregés a strongly iterative and
comparative one, involving the continual sortingl ae-sorting of data, plus ongoing
comparisons between the data and the developiegaas of description, as well as
between the categories themselves” (p. 324). t&elepiotes are then isolated and
brought together into categories according to sinties. Within this pool of meanings,
the researcher focuses on one aspect of the obgakting its dimensions of variation
while at the same time, holding other aspects at Bacus must be kept on the
interviewees as a group because, by working widividual whole transcripts, the risk
then becomes encouraging an analytic focus omthieidual interviewee.

Researchers have the option to use a softwareagacdk assist in the analysis of
gualitative data. As | had sought the assistahem @xternal service provider to do the
transcription of the interviews I, therefore, wahte become more familiar with the data
by conducting the data analysis manually. Thisvedld me to practice my analytic skills.

Validity

The concept of validity in qualitative researctc@ding to Akerlind (2005),
refers to the extent to which an inquiry is seemw@stigate what it had aimed to
investigate or to what degree the research findamgseflective of the phenomenon
under investigation. The research findings in gigly, presented in detail in Chapter
Four, demonstrate that the study investigated tbévations for and barriers to

participation in AET, the needs met and not me&HlT, perceptions of academic and
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personal growth, the value placed on AET, the piaes of reasons for
nonparticipation in AET, and the perceptions ofredes to oneself or in one’s beliefs
about AET. These findings show that this studyestigated what it had aimed to
examine by virtue of the posed research questions.

Controlling for researcher bias, or the conceptstarcher objectivity, is another
concept related to validity in qualitative reseamh | have a professional background in
the field of adult education, | was aware throughba research period that my
understanding of AET could be a potential sourckias. Bowden (2005) explained that
phenomenographers have a non-dualist stance ithéhatorld is neither constructed by
the individual, nor imposed from the outside; tliere, Bowden acknowledged that there
is “a relation between the researcher and the phenon and a relation between the
researcher and the subjects” (p. 12).

To mitigate researcher bias, Bowden recommendactipes, such as using an
identical opening scenario for each interview, dugy making further substantive input
into the interviews, and supporting categoriesedadiption with evidence from the
transcripts. As in keeping with Bowden’s (2005)aemendations, during the
interviews, | adhered to the semi-structured qoastthat | had prepared as the interview
guide, avoided introducing new ideas in the intmd, probed interview responses only
as far as needed to elicit an understanding obénecipants’ intended meanings, and
was careful not to judge any participant respomssegat or wrong. Merriam and
Associates (2002) recommended bracketing, or guéside, one’s personal attitudes or

beliefs about the phenomenon. | remained awanmeyainderstanding and experiences of
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adult education and allowed participants to voiegrtopinions whether | agreed with
them or not.

Guba and Lincoln (2005) characterized validitytrastworthiness in qualitative
research, as authenticity which includes: (a) ttgon of fairness (i.e., the representation
in the text of all stakeholder perspectives, comgeand voices); (b) the notions of
ontological and educative authenticity (i.e., &edilevel of awareness by the study
participants and others who surround them); anth@notions of catalytic and tactical
authenticity (i.e., the ability of an inquiry togmpt social action—movement toward
changing structural aspects of the AET system).

This research study meets Guba and Lincoln’s (2606dn of fairness in that |
(a) allowed participants to clarify intended measiin data collected; (b) used a high
level of verbatim quotes by all 11 participantssarged in the findings; and (c) had a
critical friend, who holds a Master of Educatiorgoke, conduct random checks of all the
participant transcripts for corroboration of thebetim data | reported. A letter of
certification from this critical friend and a summaf the transcript reference pages that
were checked were reviewed by my thesis advisor.

| did not seek feedback from interviewees aftepalticipant transcript data were
combined as Akerlind (2005) stated, “Seeking feellieom interviewees is not
regarded as an appropriate phenomenographic yatidéck” (p. 330) because the
interpretation of text is considered a holistic tvegng representative of many views.

In addition to meeting the criteria for fairnedsststudy also met the expectations
of Guba and Lincoln (2005) for ontological and eative authenticity. For example, the

participants indicated becoming more aware of tledwves as learners (ontological) and
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of the AET system (educative) as a result of baisked as a participant in this study to
reflect on their daily experiences as a learn@n®AET programme. | do not believe the
study held much, if any, catalytic and tacticalhauticity, according to Guba and
Lincoln, as the study was not designed as a driticguiry that would have expected to
have resulted in prompting social action.

Kvale (1996) described a pragmatic validity chatkvhich research findings are
seen as useful and have the potential to instagetiten. The research findings of this
study have pragmatic validity in terms of Kvale&fidition because they point to four
qualitatively different ways in which the particita reported their experiences of
participation in AET programmes which has generatgalications to AET practice.
Implications generated are discussed in Chaptes. Fiv

Reliability

Reliability can pertain in qualitative researctitie transferability of the findings
to other contexts. Guba (1981) referred to imprguransferability of findings to other
contexts by making available as a supplement &ryasted parties a full description of
contextual factors. In an effort to meet thisemin for reliability, I included a
description of each of the participant’s contexAppendix N.

Kvale’s (1996) notion of reliability in qualitatevresearch pertained to using
appropriate methods to enhance the quality of idétapretations. Kvale described two
forms of reliability check relating to coder relidtty and dialogic reliability. In the
former, two researchers are used to independeody the transcripts and compare
categories; and in the latter, researchers dismg<ritique the data and each other’s

interpretations looking for agreement. As | wass phincipal and sole investigator in this
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study, these forms of reliability check are notlaggble. This may be considered by
some as a limitation of this study discussed inpifier section on study limitations.
However, Akerlind (2005) noted that of both these forms of reliability check,
although used to varying degrees within phenomeapiac research, neither is used in a
uniform manner.
As in any method of data analysis, there can begdtrans. Potential limitations
of phenomenographic data analysis are:
1. The researcher simply lists the different waysxgeriencing a phenomenon
rather than interpreting the structure of the elgmeres (Marton, 1981).
2. The researcher is not able to keep an open miatl &b the transcript
material (if there is abundance) in his/her mindrate (Akerlind, 2005).
3. The researcher may potentially impose a structpom the data rather than
allowing the structure to emerge from the data (Bemny 1996).
My interpretation of four qualitatively differemtays in which undereducated
adults reported their experiences of participaticAET addresses the notion of a
hierarchical structure in the sense that one cayegfadescription appeared to be the
most salient to all participants by virtue of tieéatively higher volume of participant
references made to this category compared witlotther three categories. This structure
will be discussed further in the findings section.
Keeping an open mind to the totality of the traipganaterial was indeed a
challenge due to the volume of data, but | fourgbiteasier with each round of review
that | performed on the transcripts as | begamdtalt and remember familiar passages

made in the transcripts. In the interpretatiorcpes, | believe it is impossible for a
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researcher not to bring his/her own meaning pets@sc(Mezirow, 2000) to his/her

understanding of the world even if he/she makesna@ous effort to do so.

Accordingly, as much as | tried to keep an opendmvhile identifying evolving

categories of description from the combined trapsdata, it is possible | imposed a

structure on the data to the extent of what | cegle in the data.

A primary form of reliability check, according @uba (1981) is for researchers

to clearly outline to their readers the steps imedlin the research process. In keeping

with Guba’s definition of reliability, | present the following an outline of the steps |

took in the data analysis, therefore, contributmghe reliability of the findings of this

study:

1.

| conducted two pilot interviews of my interviewegtions in a site separate
and apart from the research sites that | usedeistildy. This provided me
with a chance to modify the questions in a way ghavided for better
interpretation of the questions by the study pagodicts.

| had the 20 voice-recorded interviews of the lLdgtparticipants transcribed
verbatim by an external transcription agency wiih ¢arlier interviews
beginning to be transcribed before the secondviees had taken place. The
ideal would have been for me to do the transcniptityself to become more
familiar with the data, but time constraints preldd this. The risk of having
external transcriptionists is that they may miasiscribing some data that
were recorded or may not be able to discern wands lzence, interpret them.
However, the transcriptionists in this case laftaker for me to review the

voice recordings where they were not sure of angde/or phrases. | also
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printed the Weekly Electronic Critical Incident Refs made by participants
and they acted as further transcripts.

| then read through all interview transcripts antere there were markers left
by the transcriptionists for inaudible interviewtad reviewed these sections
of the audio recordings and filled in the transcdata that were missing,
occasionally having to use the context of the sexg@eo prompt recognition

of certain words. Once the transcript data werescted for missing
elements, | regularly shared each participantgorses with them in an
effort to verify that | had captured what they haigtnded to say around the
evolving interview themes. | also regularly prosgpparticipants to reflect
further on the emerging discussion themes in theRlyeCritical Incident
Reports.

. Then, by focusing on each of the interview questionturn, | read through
each of the transcripts from the first round ofefdc-face interviews coding
each transcript section with initial impression$uodad categories of
description that | could see. For example, | cathedresponses to Question 1
for Participant A (Abbey). | then moved to codiihg responses to the same
guestion for Participant B (Bonnie) and continuad process until all 11
participants’ transcripts were coded with initiabad categories of
description. | repeated this process with thesicapts from the second round
of face-to-face interviews. Concurrently, | wascsat®ding the participant

weekly critical incident reports as they were denne by the participants.
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5. Once all the data were coded with initial broackgaties of descriptions, |
entered one-word descriptors of these initial breatégories of description
into a spreadsheet categorized by columns rel&diegch interview question
and by rows relating to each participant (Apperdixnitial Categories of
Description). This gave me a snapshot of the boadelgories of description
across all participants.

6. |then studied these descriptors on the spreadshékt began to glean a
sense of narrower/more inclusive categories ofrgagm. When | had
narrowed the initial categories from their earlgntification, | then
compared and contrasted these categories withathehto try to come up
with fewer and more inclusive categories. | evaltyusettled on a
conceptualization of four main categories of dggmn after several readings
of the transcripts to get not only the overall geothe intended meanings of
the group of participants, but also searched farcévidence in the verbatim
statements of the participants that would suppgrtnterpretations of their
meanings. | also referred to my reflexive notéscv | had made after each
of the interviews and throughout the study in doréto further support my
impressions of the meaning | was making of the.d@tae process of
selecting salient participant transcript data regpicontinual iteration and
reiteration of categories of description until Isaable to conceptualize the
findings that | explicated.

7. Since | analyzed the data from all the transcista collective, | reported

findings on the collective data. Although the ngpd findings are on the
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collective data, | did attach as Appendix N a sumynaé each of the
participant’s context in order to enhance the cdoi understanding of each
of the participants which contributes to transféigtof findings to other
contexts.

Summary of Chapter Three

In keeping with the purpose of this research stiidituated the inquiry in a
constructivist/interpretivist paradigm and employgeldermeneutical/dialectical
methodology (Guba & Lincoln, 2005). As lived erpaces of participants were the
object of this study, | took a phenomenographiceagh (Marton, 1981). In this study,
| provided descriptions of the lived experiencesiodlereducated adults of the
phenomenon of participation in AET.

As phenomenological and phenomenographic reseaagtbe confused with
each other, | discussed the differences between.tli#henomenological research,
according to Van Manen (1990), is aimed at uncongtine essence, meaning, or
structure of experience rather than providing aceptualization of the experience.
Phenomenographic research, on the other hand,diegdo Marton, is aimed at gaining
knowledge about how individuals experience a paldicohenomenon. | then provided a
detailed outline of the differences between phemwizgy and phenomenography,
according to Marton. Since this study used mixethwods from both phenomenography
and case study methodologies, it was termed a phemagraphic case study.

In this study, | sampled 10 undereducated adultislahigher-educated adult

participating in an AET programme. The particiganere drawn from a variety of AET
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programmes at publicly funded school boards orr tens-length training affiliate across
four geographic areas of the province of Ontario.

| reviewed the ethics requirements for this studjght of the expectations of the
Tri-Council Policy of the Advisory Panel on ResduaEthics and the Research Ethics
Board of Brock University. Documents associatethwhe ethics approval process were
reviewed and | outlined the detailed steps in g@raccess to research participants.

| then provided in-depth descriptions of the dadbection processes in respect of
the pilot interviews, the participant demograpimimrmation, the face-to-face interviews,
the participant weekly critical incident reportadahe researcher reflexive journaling.

Following next, | described the phenomenograppmreach to data analysis
which included a review of the various analyticqgesses espoused by Marton (1981),
Uljens (1996), Marton and Booth (1997), Akerlind@8), and Akerlind et al. (2005).

| then provided definitions of research validityqualitative studies as cited by
various authors that included: (a) how reflective tindings are of the phenomenon
under investigation, as espoused by Akerlind (20@5)how authentic the findings are,
as purported by Guba and Lincoln (2005); and (@) poagmatic the findings are, as
defined by Kvale (1996).

A discussion of research reliability in qualitaistudies followed which included:
(a) how contextual descriptions add to transfeitgtiib other contexts, according to Guba
(1981); (b) how coder and dialogic reliability chkecas espoused by Kvale (1996),
contribute to reliability, although not used cotesigly in phenomenographic research,

according to Akerlind (2005); and (c) how a dethiteitline of the research process, as
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supported by Guba (1981), contributes to religbilitthen provided a detailed outline of
the research process | employed in this study.

| concluded this chapter with a review of gendiraitations of
phenomenographic research including: (a) listingsaaf experiencing a phenomenon
rather than interpreting the structure of expemefMarton, 1981), (b) the ability of the
researcher to keep an open mind in the data asgikerlind, 2005), and (c) the
potential for the researcher to impose a struatarthe data (Bowden, 1996) along with
providing limitations of this study that | percedie

In the following chapter, | present a detailedcasd of the results of this study
including the findings from the demographic dale &nalysis of the participant

phenomenographic data, and my reflexive noteseasefearcher.
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CHAPTER FOUR: FINDINGS

In this chapter, |, as the principal investigateport a detailed account of the
lived experiences of the 11 study participantdasaccounts were described by them
while participating in their respective AET prognan@s. To review, the purpose of this
study was to explore the qualitatively differentywan which undereducated adults
reported experiencing the phenomenon of partiopat adult education and training
programmes offered by publicly funded school boardheir arms-length affiliate.

Although all participants shared the commonalitypofsuing AET to meet a
pragmatic goal, such as finding a new job or capeg@reparing for postsecondary
education, their perspectives on their involvemem®ET oftentimes differed
significantly among them. For example, some patspes were of an optimistic nature
whereas others were more pessimistic. Optimismmedédo be more widely shared as
various participants saw their involvement in th&#T programme as a privilege, an
opportunity, a chance for exploration and discoyaryincentive, a relief from physically
demanding work, a social connection, a relevanvigtor an exhilarating experience.
Others recognized attributes in themselves upogcwthiey had to draw or develop and
bring to the educational experience, for examalghf hope, and determination. Others
looked at their participation from a more practipatspective, such as having a strategy,
forming partnerships, considering pathways, or waykowards self-sufficiency. One
participant had the unique perspective of localiaglearning experience in a personal
hierarchy—the experience being placed behind Hera®a mother where family came
first. Another participant looked at the AET pragme through dubious eyes as he had

been experiencing feelings of being overwhelmddaaof technology, a lack of
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confidence, and a sense of having little choigearticipation by the funding agency.
Still others yet indicated great frustration witle tporocesses of applying and receiving
approval for funding from a government agency topsut them in their AET pursuits.

In the following sections, | present participantrabgraphic findings,
phenomenographic findings from the combined datafparticipant interviews and
weekly critical incident reports, and my reflexiwedings as the researcher.

Participant Demographic Findings

Figure 2 summarizes the demographic informatiothefl1 participants. | have
used pseudonyms for each of the participants kdb&IK in the summary chart. The
pseudonyms and corresponding participants showigure 2 are Abbey — A; Bonnie —
B; Carl — C; Dan — D; Eva — E; Fedir — F; Gayle —Haley — H; Isi — I; Joelle — J; and
Kyle — K. This summary is followed by a more digdidescription of the participant
sample.

In describing the demographic profiles of the 1ttipgants in this study, 60% of
the sample had a marital status of married whiBé #@d that of single. Fifty-four
percent of the sample had children ranging in agm 6 to 35 years whereas 45% did
not have children. Nine of the 11 participants Gashadian citizenship, 1 had First
Nations’ status, and 1 held permanent residen¢yssta Canada. Four of the
participants did not have English as their firsigaage; however, they did have varying
levels of English as a second language.

All but 1 of the participants had been receiviniggon assistance and/or income

assistance from funding agencies of the provind@rdgério or government of Canada.
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P G A C VA L S F SES SCB
A F 41 0 Cdn ENG Ontario Under- P/T Self- Visible Minority
Women's graduate employed
Directorate Degree
B F 29 0 Cdn SPN  Ontario Less than PIT LGBT
Women'’s High School Employed
Directorate Diploma
C M 18 0 Cdn ENG Ontario Less than Unemployed Youth with weak
Ministry of High School Lessthan1l attachment to workforce
Education Diploma yr out of job
D M 43 16 Cdn ENG Employment High School Unemployed Displaced Mfg Worker
13 Ontario Diploma at least 40 years of age
Some College
Courses
E F 33 0 Cdn ENG Employment High School Unemployed  Displaced Mfg Worker
Ontario Diploma
F M 24 0 Perm. RUS Self High School Unemployed = Newcomer with ESL
gtest'd' Diploma Youth with weak
atus attachment to workforce
G F 37 11 Cdn ENG  Ontario High School Unemployed  Social Assistance
6 Works Diploma
H F 48 29 Cdn ENG Ontario High School Unemployed Single Mother on Social
FRN Works Diploma Less than 1 Assistance
Some College yr out of a
Courses job
| F 55 35 First ENG  Ontario High School Unemployed Mother returning to
34 Nations Ministry of Diploma school after raising
gg Education Some Univer. children
Courses Canadian Aboriginal
J F 58 21 Cdn FRN  Employment Less than Unemployed  Francophone with ESL
19 Ontario g!glh School Displaced Mfg. Worker
Iploma at least 40 years of age
K M 42 16 Cdn ENG wWsIB High School Unemployed  Person with Disability
Diploma

Legend P=Participant Pseudonym Label, G=Gender, A=AgeM¥drital Status,
C=Children’s Ages, Z=Citizenship, L=First Langua§eProgramme Sponsor,
F=Formal Schooling, SES=Socioeconomic Status, S@©BmeSultural Background.

Figure 2. Participant demographic findings.
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Two of the participants were part-time employedle/participating in their full-
time AET programme and the balance was unemployed.

In regard to the level of formal schooling helddach of the participants at the
time of the study, 3 held less than a high schgobtha, 4 had achieved a high school
diploma only, 3 held a high school diploma with sgmstsecondary courses, and 1 held
an undergraduate degree.

The factor that was the most commonly shared amtfemgarticipants was that of
a low socioeconomic status (SES). Nine of thedrligpants deemed themselves
unemployed while 2 held part-time jobs, one of whigas through self-employment.

The greatest diversity among the sample was thitegbarticipants’ sociocultural
backgrounds. For the purpose of this study, tlserijgors for sociocultural background
were determined by a checklist produced by me aodiged to the participants for self-
identification. Participants were allowed to skipy question on the profile to which
they wished not to respond. | used these descsifdo sociocultural background based
on commonly recognized sociocultural groups.

Of the 11 patrticipants, 2 represented the socio@llgroup of Youth with a
Weak Attachment to the Workforce (15-24 years @& agcording to Ministry of
Training, Colleges and Universities, 2011). Ofsi#n@ youth, 1 participant also
represented the Newcomer to Canada group—a majar faas that he had learned
English as a foreign language. One other paditdighared the English as a foreign
language status as she fell within the socioculfyn@up of Francophone. In addition,
she represented the group of Displaced Manufagfiorkers Over at Least 40 Years

of Age. Two other participants shared in this gras well, although 1 of them was
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younger than 40 years of age. Two other parti¢gpahared sociocultural backgrounds
as Recipients of Social Assistance; however, 1masied with children and 1 was
single with one adult dependenithe balance of the sample consisted of one paatitip
representing each of the following socioculturaiugs: (a) LGBT (Lesbian, Gay, Bi-
sexual, Transsexual, (b) Visible Minority, (c) Cdran Aboriginal, and (d) Persons with
a Disability.

In summarizing the sample’s sociocultural backgdsyreach of the 11
participants represented a major sociocultural grehich allowed for the study to be as
representative as possible given the small numiyearticipants, which is characteristic
of a qualitative study. In the following sectidmgport the phenomenographic findings
of this study.

Phenomenographic Findings

In keeping with a phenomenographic approach, | ¢oetball participant data
into an outcome space from which | then formuldtea main categories of description.
| interpreted these as constituting four qualigindifferent ways in which
undereducated adults reported their experiencégegfhenomenon of participation in
AET programmes offered by Ontario school boardherr arms-length affiliate. These
included: (a) security, (b) engagement, (c) refegiop, and (d) competency. In selecting
a metaphor to represent these four conceptiorigdecto use the metaphor of voice
because it represented the fact that participathisresocalized or presented via text their
conceptions of their lived experiences in their Alidgrammes. Therefore, | presented
the findings in terms of the (a) voice of secur{ty), voice of engagement, (c) voice of

relationship, and (d) voice of competency.
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| recognize that the resulting categories of desiom in this study are considered
to be a partial identification of the body of pdiahqualitatively different ways in which
undereducated adults report their experience aicgzation in an AET programme.
Marton and Booth (1997) stated, “When the researmdéscribes the differing ways of
experiencing a phenomenon, the researcher is deggthe phenomenon, again, no
more than partially, from the reports or inferencéthe subjects, and it is this partial
constitution of the phenomenon that is the resegi€klescription” (p. 125).

General understandings | had in forming the fotegaries of description were
that (a) the voice of security constituted exparénrelated to participants feeling safe
and able in the learning environment in order fadabout their stated goals that could
provide security for their future, (b) the voiceasfgagement represented experiences
related to participants feeling actively involvedand enjoying the learning process by
applying their skills and knowledge, (c) the voafeelationship included experiences
related to intrapersonal and interpersonal emotmasthoughts throughout their
participation, and (d) the voice of competency @iedd to experiences related to how
participants saw themselves as a learner or itioaléo knowledge in general. Earlier
tentative categories that | had considered whittteebecame subsumed under the
resulting categories or were not reported in thdifigs due to a relatively low rate of
representation in the data according to my ler@duded: (a) dream fulfillment, (b)
creativity, (c) emotionality, (d) exploration, (gpirituality, (f) chance-taking, (g)
opportunism, (h) sacrifice, and (i) struggle.

The nature of the constructivist/interpreteviseaggsh paradigm assumes that

there are multiple realities, according to Guba laindoln (2005). Accordingly, the
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possibility always exists that qualitative datalddoe re-sorted in different ways to fit
other categories depending on the lens. For ebearheported all findings that related
to the difficulties with bureaucratic processe$urfding agencies or AET service
providers under the category of the voice of sé¢g@s | interpreted the reported
experiences of the participants in this regardassng a threat to their sense of
successfully accessing and completing an AET progra that would ultimately provide
security for their future (e.g., a positive labanarket outcome). It is possible that the
topic of bureaucracy could alternatively be conaapzed as an independent category of
description depending on a particular analyst’'s.len

In the following, | present the qualitative findsgf this study where | have
organized the data by research question and, waich research question, by each of the
four categories of description or, in other wortttig four qualitatively different ways in
which adult learners reported their experiencgsanficipation in AET. These findings
are presented as the participants’ reported lixgemences in the form of participant
responses that | paraphrased or directly quoted the participants themselves. In the
interest of space, | have selected only certainagueepresentative of the voices.
However, in the summary of phenomenographic finsliagthe end of this chapter, | have
listed as many key concepts as possible that hgtk&om the entire body of combined
transcript data.
Motivations for Participation in AET

In this section, | present the phenomenographutirigs related to motivations for

participation in AET organized by the four categsrof description.
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Voice of security By far, the largest group of motivational factoos AET
among the participants was related to securityvegitare issues. These factors included
a desire to take responsibility for oneself in ordebe successful, get a job, earn a
credential, acquire an education, achieve a higbawor college diploma, shape one’s
future, enhance one’s status, utilize availablarfeial support, and study in an efficient
and flexible manner.

A motivating factor particularly for Abbey was hecognition that she is the one
who has to take responsibility for doing the workl@ompleting the course as she stated,
“I'm the only one that’s going to keep going.” Skew that in order to successfully
secure her future by completing the programmewshdd need to take responsibility for
herself.

Carl was motivated by getting a job as he explathatisince dropping out of
high school 2 years ago, he “had three jobs indf2ogears ... [I] sat around for a year or
27

Eva was beginning to realize that employers wegeireng a credential; however,
she recognized that they were not necessarily g$kima particular kind as she stated,
“Half the time they don’t even care what it is jgstthat they can see that you've
accomplished something.”

Kyle recognized that getting an education is arfisi@nd said he always thought,
“If 1 ever lost my job at the mill, I'd have to gah education to get a job anywhere.”
Joelle realized that when she lost her job, shddvwoeed to finish grade 12 as a
minimum prerequisite. She stated, “The kids dgettit; they don’t think they need an

education, but adults know they need it to get.joban said, “For peace of mind, the



99

new job market dictates that you’ve got to have kingh school diploma so you have to
at least have that.”

Even though he had experience in his field witreodtploma, Dan felt that
employers would not recognize his experience aldte said of the value of his
experience, “I know that, but the HR people just’tknow that.” Isi felt motivated by a
sense of hope for her future as she stated, “l@nmggo go somewhere ... | am going to
accomplish at the end of it all ... that goal isitalfthat diploma.” Carl was able to see
reason in working toward his high school diplomédesaid, “Looking to the future, it
will help me in the end.”

Fedir stated that the main reason for continuinigetanotivated to complete his
training was that he felt he wanted to move upfe IHe expressed his sentiments as, “I
want to move up further in my life, grow, and gettbr jobs in terms of what | do.”
Haley was also thinking about the pursuit of img@yob status as a next step after
earning the PSW certificate, as she said, “If yan in a year after taking this course go
to school for another year and become a Registractical Nurse, wow, look at the
jump in pay.”

A significant factor in Carl’s decision to retutman AET programme was that he
would receive financial support from the governmere declared, “Oh yeah, totally,
that made me want to come, the money. It had ®I1do with it for sure.” Fedir was
elated that in addition to financial support frdme ducational institution itself, the fact
that his school was able to break down the tuiiaypments into smaller chunks, made it
much easier to pay than the experience he hadrea@psly at a publicly funded

college.
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General support from family was a motivating fadtorGayle in addition to
government financial assistance from Ontario WorRke proudly stated, “My kids are
very supportive. They’re picking up extra dutiehame. My husband now is watching
the kids on Fridays.” She went on to say, “If | hadjot [financial] assistance from
Ontario Works, | don’t think | would have done thgramme.”

Eva talked favourably about the scheduling of hEff Arogramme and the
homework policy especially for those people whoenhekildren at home as she
commented, “It's good too if you have kids becayse're not spending all your time at
school and he doesn’t give you a lot of homewdile thinks your family should come
first.” In addition to a supportive course schegiedir was motivated by a sense that he
would have an advantage by being able to compistprbgramme in a more condensed
and efficient timeframe than that which the pulliitinded college had to offer. He
explained that in the case of the college progranfiteey teach it, but it's so long ...

I’'m going to finish school soon ... that puts me ba top of the list; it gives me an
advantage.”

Voice of engagementA prime motivation to participate in AET, which lzene
evident from the reported lived experiences ofggadicipants, was to become engaged
by doing or feeling something, for example, conttibg to the development of a product,
applying knowledge via a hands-on experience, enhgrife skills, or avoiding
negative emotions such as anger and boredom stegrirom a lack of engagement in
something.

Bonnie was motivated in continuing in her prograenoy working toward an

outcome of a particular project. She stated, Guid be really sad for me if | just
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decided, you know, this is it; I'm done. You kndvgecause | will never be able to be a
part of the finished product.”

In her weekly journal, Gayle seemed relieved thatenpractical learning
activities were being introduced. She stated, SWMeeek was very different from the rest;
we are doing more hands-on work.” A similar sentimgas expressed by Isi when she
described that a different math teacher who hadedornwas a better fit as this teacher
used a more practical instructional strategy. §&he, “I found [she] had a more hands-
on approach and I think a lot of us who are map@@ple need to have that hands- on.”

Enhancing skills for everyday life drew in Fedirlasstated that he felt “very
motivated to come to class because of the matehat’was being taught that week. He
said that it was useful “not only at work, but atsoan everyday basis in personal life.”

Avoiding negative emotions and a sense of non-egagt is what brought Carl
to enrol in an AET programme. Upon reflection loé time just prior to getting started
into the programme, he said, “I was kind of angrg &was really bored.”

Voice of relationship. Another area of interest | detected in the quahtatiata
was that some participants had strong motivationgatticipate in an AET programme
for factors that revolved around how they felt witthemselves and about others. For
example, participants were spurred on by the puofyersonal passion, a yearning for
self-actualization, a wish to help oneself, a fegof pride in one’s accomplishments,
enjoyment of the connection with supportive pearsense of duty to family members,
satisfaction in providing for one’s family, and esite to help or care for others.

Abbey appeared to have experienced a high leviet&inal motivation as she

stated, “Even though | got a university degregjasn’t my passion; it wasn’t what |
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wanted to be.” Carl also had come to recognizegbate motivation had to come from
within as he recounted, “If you don’t want to teacurself and help yourself, then they
[teachers] won't help you.” These statements ctdied a deep-seated desire to follow a
passion or to self-actualize as opposed to relgimgxternal expectations.

A feeling of pride was a prime motivation for a pteiof participants. Dan
indicated, “One of the things that motivated méhet it was kind of a pride thing; | had
never finished.... For me, | just wanted to finist&imilarly, Isi said, “I can do this and
complete it and [have] the satisfaction of standipgvhen they say your name and say
here is your diploma.” In both cases, motivatiame from a desire to feel proud that a
course of study was finished or that a diploma ea®ed this time around.

Support from peers and teachers were identifiea rastivating factor. Bonnie
expressed gratitude for her peers’ support in figkgreat notes while | was absent.” She
also appreciated the teachers’ support as shetsidhe would like to “let them know
that everything | know is because of them.”

Relating in a small peer group seemed motivatingdad. In comparing his
experiences in an AET programme to his experieimchggh school, he favoured the
adult learning context as he described, “In hidhost it didn’t really work out ... |
didn’t really get along with the teachers, but hereéhe teachers sit down and work with
you.”

Satisfying family members was the biggest motivédoiCarl as he recounted, “I
was going to get kicked out of my house unlessrtack to school or something.”
Eva remembered what friends and family had saiditgppastsecondary education, “Why

don’t you have education? What's wrong?” Not ongswCarl’s parents’ prompting a key
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factor in him enrolling in his programme, but atBeir ongoing support throughout the
programme was important as he explains, “My Dadgake [to the school] every time
he doesn’t work and then the other days | takecittydous.” Appreciating the support of
family was also a significant factor in Bonnie’s tiwation as she stated, “My parents
have been a huge support; they are just happy #matdoing this and they said they
would help me in any way they can.” Moreover, ame® emulate family and friends
was another motivating factor for Carl as he saioud the return to school by his brother
and by a friend, “It was just like a word of mouliing; my buddy came here and my
brother was trying to get his GED.”

As Dan progressed through the AET programme, hecagsizant of a need to
care for his family as he indicated that providiagthem was a significant motivation in
completing this programme. He also felt the neclet a role model for his children. In
providing for her family, Isi said, “So | made thght decision ... [Parents] will sacrifice
something they are doing for their child. We alas mothers; that is the instinct we
have.”

A significant number of participants described thisEsire to care for and to help
others either once they had completed their AEQm@mme or while in their
programme. Gayle’s experience with a relative wias resident in a long-term care
facility was her primary motivation to train as ersonal Support Worker. She shared, “I
got more hands-on of what consisted of a nursimgéhand who is the frontline and that
helped me make up my mind and what | could reallyasla PSW.” Gayle declared, “I
need more connection. | have lots to offer pecghel, | need to do that.” She

enthusiastically recounted, “[It's] intriguing aedhilarating for me that | can make a
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difference in these peoples’ lives.” Haley was &nty motivated as she stated, “l was
ready to do something different. | wanted to dmething more to give back, to help
more and to make a difference.” Along this samemhesducating others once she had
completed her social services worker goal as aafiéelping others seemed to be the
motivation of Isi. She reflected, “I am not onlglping my own aboriginal people, but |
am helping others too.” Even while the programnas w session, Isi took particular
notice of how others in the class were doing. &hmmented,

You could see the ones that are really doing whthare much younger than |

.... You could see the ones who ... were of native amknd and they are really

struggling. Even though | could get it really duittry to ... help them.”

Voice of competency Another significant concept that | could see in dla¢a
was that of competency. Participants were motd/atesome ways by pursuing relevant
and interesting knowledge, feeling capable asméaacquiring greater understanding,
learning how to learn, feeling educated, achiewng field, and improving skills in
memory and in reading.

The discernment of the relevance of the learning avéactor in Abbey’s
motivation. In her journal she expressed, “I ackpiabout what | am learning. | am not
the type to store or learn useless informatiorthdfknowledge is pertinent to my life, |
am pretty enthusiastic.” Haley felt her programrmad heally caught her interest. She
stated, “It's caught my interest now. | was ingteel in getting the certificate, with

different aspects of it; now I'm learning.”
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In regard to the achievement of a formal credesatia directed to her educational
institutions, Abbey stated, “I don’t need the piec¢gaper. | want to prove to you that
I’'m better than any paper you can give me.”

Continuing to motivate Fedir was that he was e@good marks which gave
him the feeling of being capable. Similarly, Abbegs motivated by her achievement.
She stated, “My marks and comprehension are thetdoat me it's not even about the
marks. It's about the comprehension regardlegsufget 95%.” She went on to say,
“You now understand why you're doing something §ad now understand how you can
improve on things you've been doing in the pas&ylé was also motivated by the
learning itself. She stated, “I like the learnpayt about it, the things | didn’t know that
turned on a light in my head.”

Expressing a sense of enjoyment, Joelle statedefWybu are young, you are
going to school because you have to go to schablhhen you are older you are going
because not only do you have to go to school,tlsuiiore enjoyable.” Fedir also felt as
though he had discovered that he could learn ajoy @n
Barriers/Challenges to Participation in AET

In this section, | present the phenomenographuatifigs related to barriers and
challenges to patrticipation in AET organized by finer categories of description.

Voice of security. A significant level of reported lived experiencégle
participants in relation to barriers fell into tb&tegory of security. Security issues were
identified as those being related to participawtsfeeling emotionally safe or factors that
could affect their completion of the programme vehigrey saw completing as being a

benchmark for securing their future. The issugslied around lack of finances while
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in school, poor job loss adjustment support, onefanding application processes, lack
of responses from the labour market, disorganizagsetting classroom dynamics, and
readjusting to a lower income level.

Bonnie had cause to reflect on her participatioinas as she said, “I could be
making so much more money right now working with ceynpany [rather] than being
here.” It appeared that the biggest challenge ordsao her and one that she was trying
to overcome, was that of needing to work outsidiheffull-time AET programme to
earn some wages. She stated, “I am very happg o this programme even though
they don’t pay me [but] | have to work part time.”

Dan described that his employer whose company Weasg provided some
support in the form of a job bank as well as aarwiew training service, but he did not
feel that was enough. He thought that the comgaoyld have brought in a
representative from the Employment Insurance otficexplain the process of filing for
benefits. Dan found himself suddenly faced witfing to understand and navigate the
rules to qualify for government funding for an Algifogramme.

Dan also recalled the high demand for the SecomdeC&unding from
Employment Ontario at the time as he describedrthning of his information session
and the frustration that he experienced in tha¢ythad to keep bringing in chairs. There
must have been about 300 people there.... It takes8 yoeeks just to get in to that.” He
believed that if it had not been for his polititattics that he would not have been as
successful getting started into retraining as duiak he did. He recalled that a Second
Career funding counsellor told him he would noebée to start school until June. He

lamented, “| freaked; that was another 6 weeks awaglled my MP and he pulled a
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few strings and pushed it through for me [sayimg] Wwhole point is to get this guy back
into work.” Similarly, Joelle concurred when slads “If you don’t push, the
government is not going to give you what you wantou keep on going and calling
them and asking them.”

Eva also experienced the criteria for qualifyingfisnding to be daunting in that
there was an expectation on behalf of the fundgenay that she contribute to the cost of
her textbooks for the AET programme. She recallledpuldn’t get accepted to school
because | was asking them to pay for all my bool&he also felt that the funding
counsellor spoke down to her as she rememberetbtiresellor saying, “I don’t have to
recommend you, you know.”

Fedir expressed that a significant barrier for uas his ineligibility to access
funding from the Ontario government. When he bexamare of the Second Career
initiative, he investigated it to discover thatwas not eligible as one had to have been
laid off from a job within a certain timeframe. dtehad in fact been laid off, but it was
from a temporary placement agency where he hadwesang. He was surprised and
disappointed to learn that even though he had eeking for a company through the
placement agency, he did not have eligibility uritherEmployment Insurance
guidelines, hence, was not eligible for Second &aassistance. He also indicated that
since immigrating to Canada, the only financialstasce he was able to get was a loan
from the Ontario Student Assistance Plan for higrgoublic college programme even
though he had previously worked for several yeaiGanada.

This process of applying for government fundingtiend an AET programme

appeared not only to be about having the persistengo through all of the steps, but



108

also having a certain skill in communications amaavigating the subjective responses
of the funding agency counsellors at times.

Another source of challenge for participants wasuhderstanding of what the
labour market had to offer. Dan reflected, “It@t iyour typical job market out there, so
where do you go? Manufacturing in general is ded€yle expressed his lack of
knowledge about how to choose an appropriate cederas he explained, “When
you're given a book and you get all these diffeffegitls ... and they give you a couple
weeks to pick 20 and say okay, and you don’t knothing about any of them ... it’s
hard to do.” He experienced a feeling of beingcea into an education plan by the
funding agency to retrain for the teaching fieldenthe believed that the field was
stagnating. He said, “It's hard to be motivatdtew | know I'm probably going to go
through 4 years and end up at a Mike’s Mart somesvhecause | won't be able to find a
job.” He went on to say, “I cannot see how theyld@ay, oh yeah, there’ll be a need for
teachers in 4 years; | just don't believe them.”

To Dan, the lack of response to his resume wadrgtning at times as he
reflected, “You just kind of get a little discousjbecause | put in for so many jobs and
I’'m not hearing a lot back and the worst part isave got a good resume.” In his weekly
journal, he stated, “I have now applied for welkot25 positions in 5 months and only
three interviews; still pretty depressing out thiekHe eased his anxiety a little when he
reasoned, “I have still that safety net that myesamce will take me to June and then |

get Pogie and stuff like that so if I've got to égkist a filler job, it won’t be so bad.”
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Eva claimed that the lack of employer support cusiag a co-operative
education placement was a barrier when she statauoh, calling companies and trying to
get their information.... That was hard because afipeople don’t want to talk to you.”

Fedir described that in his experience, some teactighten up the bolts so
hard.” An example he gave was a teacher’s dergalitd could leave the classroom when
he was feeling that he needed a break. He expedethis as too tight of a classroom
policy which left him with a sense of feeling insee that he would not be able to
alleviate his need for a break when he needed Gagle experienced the classroom
routines as a little disorganized for her expectati In one of her journal reflections she
shared, “We do a lot of story-telling and off traeckot.” She also indicated that not
getting marks back in a timely manner contributeter feeling doubtful about her
readiness to begin her work training placement.

A challenge to Haley was the requirement that steHer own community
placement for part of the work experience componéher programme. She described,
“You're doing it while you're taking full-time andoing so many tests and assignments.”
This requirement contributed to her insecure sémsteshe would not be successful at
getting a placement.

Gayle found that a challenge for her was that Itimg-term hours at extended
care is from 6 to 2. And that is going to be aiearfor me. My girls have got to get up
to get to school.” This left her insecure as twshe would manage the schedule of the
programme in conjunction with that of her childrednother deterrent for her was the
course requirement to speak in front of her clagsmaShe said, “If you don’t come out

of your comfort zone, then you can’t experiencdytts just another hurdle you have to
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get over.” She went on to say, “We had Communicatizefore the PSW part and it's a
lot of getting in with your feelings and in with yocomfort zone and a lot of people
really don’t want to do that.”

Making the transition from working at a full-timel to attending school at the
same time as receiving income support, posed thkedge for Isi to readjust to her
smaller budget. She recounted, “| was making cuidé more money than | am now.
So it is a matter of relooking at my budget andrsgynow you can do this but you can’t
do that.” Similarly, Joelle described, “It wasdiou wanted something when you had a
big salary so you went and got it, and now you €an’

Voice of engagementA significant area of challenge for some particiiganas
related to the need to be actively engaged in teamning either in a physical way or in a
mental way or in other words, being able to appby/gkills and knowledge being
acquired.

Carl expressed that a barrier for him would typgiche a situation where he “just
couldn’t sit behind a desk or anything like thabayle expressed the same sentiment
when she said, “We are doing a lot of book thealgtmow, and it is frustrating to a lot
of us in the class ... we want to get our hands difgdir found that he was distracted
when trying to read and expressed his difficultyqmiocusing. He explained, “Let’s say
you read in the book ... it was difficult. | hadriad it twice instead of once. If | had
been in the quiet room, nobody’s bothering me, mises, | would just read it once.”

Eva felt a barrier to her was the inflexibility thie government funding agency to
allow students to finish the computer skill compainfaster if in fact they could do so.

She said that she would have liked to have callecagency to say, “I'm done my
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course. Can | leave and get back working?” Témsesented to Eva that she was being
held back by this rule in becoming re-engagedjobavhere she was now ready to apply
her skills.

Voice of relationship. In the area of relationship, | saw some particigdiatcus
was on challenges to one’s self-esteem and/oréts @alationship with others. This
voice included emotions and thoughts of an intreqeal or interpersonal nature. The
experiences around relation to self and relatioothers served sometimes to detract
attention from participants’ focus on their couosestudy.

Kyle alluded to feeling awkward about his more matage studying in the field
of teaching at a university. He stated, “I'm gotogoe feeling like the old fart there.”
Also, Dan said, “At my age, you are starting tokhabout slowing down now and you're
making plans for that second part of your care&bbey similarly said, “[I was] hoping
they wouldn’t rule me out because of my age [44 saying ‘you know what; you’re too
old for this programme’.... Will | be able to withsthwhatever they were throwing at
me?” Along with age, Gayle experienced a myriateafs including her ability, her
responsibilities to her family, the schedule of lsp@and her study skills. She asked
herself, “Can | do this? Are they all going to mgger than me? | have a husband and
two kids relying on me. What are the hours gombe like? Will | be able to study
again?” Kyle at times felt uncomfortable asking hetp from his teacher. He described,
“There is no privacy ... especially mature studemsanise it's embarrassing to them that
maybe they’re not as smart as some of these oitie’ KThere was also embarrassment

about personal circumstances as Gayle expressestyaakout being judged if anyone in
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her cohort found out that she had gotten governifugicing. She was concerned that
people might think she was getting a free ride.

Carl found that of any challenges he had expereateng the way, negative
interpersonal relations stood out, as he recaijisborn people that thought they knew
everything and people that let people down.” Asetirent along, Gayle also became
concerned about the negative interpersonal relatizat occasionally ensued among the
students as she stated, “They are set in their aagone classmate might be stronger
than another and they just sit there and takeSteé described her concern about what
she was observing about the mannerisms of thiparteular classmate that “she’s
constantly sighing or rubbing her head ... she’s waglkn all hung over. It just takes
away from the whole experience of learning.” Evpexienced herself as a quick learner
in relation to some of the other students in tlas<land, as a result, found it difficult to
study with them. She pointed out that the probleas due to their apparent lower
literacy level. She said, “When | read, | comprahand lots of people read and they
don’t comprehend.”

Voice of competency How participants related to the concept of theindewvel
of competency was evident as they described baraied challenges to participation.
These included competency issues about the leatim@ygwere involved in or thought
was expected of them, and the taking of entraneenexand/or assessments for course
work.

Joelle remembered a high level of apprehensiohaseilected, “I didn’t know
what it was going to be like .... It is a challengeugh, | mean you’re being put into a

new class and you have to learn all those new shirkgedir felt the same as he said, “I
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was concerned | wouldn’t be able to keep up witk pinogramme ... with the workload,
with the grades, with everything.”

Also worried at the outset, Dan recalled, “I wa#tigg nervous about the
entrance exam, what | would have to study for spaand everything.” Similarly,
Fedir feared taking the entry test. He recalledamxiety as he described, “I end up my
nose bleeding; | guess my blood pressure incressaauch.” Eva talked also about the
expectation of having to have an English and maslessment. She expressed trepidation
at first, but then was pleasantly surprised at basy the assessment was. She
characterized her feelings at the time as, “I'nride, horrible, horrible with numbers. |
was nervous about that, but it was like grade 2wadr again.” Preparing for the mature
student English and mathematics assessment tdygumaénter a college programme also
caused Isi some anxiety. She reflected, “I cagé&t a calculator and | can’t use a cheat
sheet.... | wouldn’t mind having seen that maturelsii test.... So now | got to prepare
myself for that.”

Although Isi recognized that the teacher was aregxp his field, she found that
he would explain things too quickly. She reflectédde will do it real quick and you will
try to follow because you don’t want to seem stupid

Carl experienced his low literacy as a challengkeasxplains, “[While] working
in the electrical shop | am good, but reading theseks around here ... | will read a
paragraph and answer questions and | don’t eveamdrar what | just read.” Similarly,
Fedir spoke about his language barrier saying,diidn’t say it's that significant that it
stops me from getting my diploma [but] it makekatd.” Also, the main challenge for

Joelle was her English proficiency being a Francogh
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Isi found it a challenge simply returning to schaslan adult. She stated, “After
being out of school for 37 years, it is a littledhgetting back into the study scheme ... it
was the concept of picking up the information cat tpaper and understanding the math
problems.” Carl found math challenging too. Hdexla“l remember subtraction,
multiplication, division, and adding and all of tisuff. Something like the pi theorem,
like trigonometry and all of that; | just kind oéglost.” Joelle noted how different the
mathematics field had become as she said, “Rightiti® all metric.... When | was
going to school, there was no such thing; it wathalimperial system.”

Dan indicated that he thought his low computerskiould be a negative factor
in his ability to find a job. He said, “Althoughhld very work-related computer skills,
what | found when | was doing my research and loglat 10,000 job ads, was my
biggest concern being Excel [and] PowerPoint.”

Dan was always looking for new strategies in hisgearch. He had a sense that
he should be prepared with all the skills that di@alar position would demand as he
explained, “There’s software there that those peopk that | haven't that | have sort of
used that | want at least some exposure to.” Heddbat another challenge was that of
the specificity of jobs being posted. Not only veaecificity a hurdle, but employers
appeared to be asking for the world in terms ofedge and experience.

Needs Being Met in AET

Participants expressed what needs of theirs weng Ineet in their respective
AET programmes. The following are their distinoices.

Voice of security Many of the needs expressed by the participants vedated

to security issues. The need to earn a credemtiglidentified by Bonnie as she said, “I
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have experienced a lot and | have been to schabstaff [but] | don’'t have a piece of
paper saying | did this.” She also said, “It's gpto bring to you pretty much a career or
something at the end of it.” Dan saw the credemssdbeing security for his future, too.
He stated, “I needed to know that | would get dahya. | need the security of it.... |
needed to know that | would have something waitorgne in the future, too, you
know.”

The quality of the credential was important to Kteds she researched other PSW
programmes and said, “The certification I'll hatleg training I'll have done by the time
I’'m done with this fast track course, is supermahy of the other courses here.”

Joelle felt that her needs were being met in terfiie financial assistance she
was receiving which she claims was the highest amallowable. Financial support was
also a need of Carl which he was getting to takerides exploration programme.
Meeting her need for a programme that was accessililer, Eva reflected that she
would not have been in a position to relocate tenat one of the college programmes as
she stated, “I can’t go to all those colleges.”e $laimed that she was not prepared in her
mind for it as she stated, “| was so used to wheras living that | didn’t—wasn’t ready
to—move to Toronto.”

Voice of engagementBonnie indicated that she needed to apply her ilegrn
and that indeed she was getting experience of dshan nature. Gayle also had a need
for a practical instructional style as she staftiter @oing poorly on a test, that her teacher
“explained with more day-to-day examples” then saiel, “We like learning it that way

and we passed.”
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Carl in his trades exploration programme stateeyaht to be able to wire up my
own electrical stuff one day and just like someagahknowledge, unless | figure out if
that is what | want to do for the rest of my life.”

Voice of relationship. Gayle felt that the programme was meeting her “rieed
have my adult person back, to communicate withtadahd just have my own time.”
She further declared, “My needs are to be eduaatedgh to help the elderly. | need
assurance that | am using all of my abilities tegkéhem safe.” Gayle further added that

my needs are to be educated enough to help thdyeldeeed assurance that |

am using all of my abilities to keep them safe amplist be a role model for my

girls so they can say, you know, my mom’s a PSWt auboost for me and a

boost for them.

Carl found that his interpersonal relations werpriowving. After he reflected on a few
arguments he had had with a fellow classmate pusiyphe declared, “The programme
is helping my skills to deal with other people daarn how to deal with people who have
different personalities.”

Voice of competency Several participants described needs being méiegs t
related to their sense of or level of competen&lgbey said, “Where I'm at right now, all
my needs are being met because I'm understandiag) Mah learning and it's answered
my questions on what | had before | entered thgnarame that my other past instructors
couldn’t teach me.” Similarly, Fedir indicated tlne felt that he had gained a better
understanding of the field within which he had poegly worked. He stated, “After this
course, | have a better understanding of what lde@sg in that environment. Isi, in

focusing on a particular aspect of her mathematicsculum, stated, “My need is to
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understand the exponents.... | can get this stuffrag as | see it visually.” Carl believed
he got out of the programme the things for whiakas intended such as it “gave you
basic knowledge about the three trades.” Bonniegeized that she had learned how to
learn. She would now consider continuing her etiocat university whereas before she
indicated she had some fear about further educasmhe stated, “I've decided to ...
continue my education after this. It's perfectdnese now | have pretty much set myself
out to learn, how to learn.” Dan was surprised &wn though he had set out with a
credential in mind, he discovered, “I didn’t thihkeeded the education that went with
it.”

Needs Not Being Met in AET

Although many needs were being met in the AET @ognes, according to the
participants, there were some that had been exghdutieé were not being met. The
following looks at these.

Voice of security The need for financing for Carl to continue higlea
exploration programme toward an apprenticeshipmveadpeing met. He expressed,
“After this course, | could get an apprenticeshipgpamme and go to school here, but it
costs like $9,000 and | would have to get a loamfthe government.” Gayle found her
need for predictability was not being met as stezdieed her surprise at having been
reminded well into the programme that they werbdavearing medical scrubs since the
beginning of the programme. As she put it, “Wegusorubs from the get-go.... It wasn’t
in our contract.”

An area where Kyle felt he was not getting his ise@ét was in the scheduling of

the teachers in his self-study programme. He ax@ththat even though he is required to
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be in attendance at least 25 hours per week, waeénthere, there is not always a teacher
in attendance for the curriculum he is studyirige said:

These teachers have strange hours and a lot of timeg don’t coincide with the

students that are doing their course ... if | hapeablem, I'm hoping that the

teacher is there that day and they always do bessit to help you out.... It's not
their fault; they get their hours cut so bad ...aedn’t work for the learner ... it's

a funding issue.

Voice of engagementOne of the areas in which a need of Fedir remained
unfulfilled was that of a co-operative educatioagament which he believes could have
helped in securing a job. He stated, “You're naif@ssional in getting a job, you're a
professional in doing your job.” Exemplifying thpeint further, Gayle stated,

| think a lot of us want to get out to do the atali and to do more hands-on stuff.

We are really biting at the nails to get out theme learn because | don’t think

you learn a lot in the books.

Haley was frustrated with the fact that one ofdh&ne components of the
programme, a mini-certificate which was mandatorgamplete, was not available when
students had the class time to do it due to thesiteebeing under construction.

Voice of relationship. A concern that appeared not to have been managed to
Gayle’s satisfaction was that of a classmate’sugisve behaviour. She described,
“There is one classmate that is always rollingéyars and breathing heavy when she is
unhappy with the way the class is heading.... | esggd my feelings to the teacher.”
Joelle, although engaged in her AET programme ljp Iner enhance knowledge and

skills for a new job, responded to the questionualdhether her needs were being met
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and traced back to her experience of the treatimeher employer at the time of lay-off.
She commented, “There’s not, ah, much caring thiére.only thing they care about is to
make money... you are expendable, and go find $ongeelse to do in the meantime.”

Voice of competency Haley felt that her need for a reasonable pacenots
being met when a significant amount of the curdoulas trying to be covered in a
short time. She felt that the organization of¢bericulum could have been planned
better in order to avoid this situation. She stat#'s shoving the onus on us to perform
and some of us are okay with it and some are nete lost two [people] in just the last
week.”

One of the needs Kyle felt was not being met wasngeprepared well enough in
computer skills for what he would be expected tordoniversity. He expressed his
concern to the funding agency hoping that they @sulpply him with a laptop computer
and voice-activation software, sooner than latet,dut of frustration he said,

| told them and they keep saying the same thingu'Ye got to wait until you

finish this.” Well by that time, I'm already stargj university.... They hold back

everything until it’s too late and then they wonddry we struggle.
Academic Growth in AET

Participants were asked to reflect on how theyelelil they had grown in an
academic sense since they began their AET prograniine following presents their
responses.

Voice of security Dan realized through his learning activities thaidithe one
who has to take responsibility. He said, “You ¢gqunst talk the talk, you've got to walk

the walk ... you know what, nobody is going to detfar you.”
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Eva appreciated that her teacher was helping herejparing for a job as she
explained, “He has given us a lot to learn, likggtaof information on what it is going to
be like for us to get back in the workforce andplired us with our resumes.”

Voice of engagement Abbey talked about the improvement in her applied
knowledge which was very different from her presd@cademic work at university. She
recounts, “l learned a ton...I totally learned a véhoéw sector of knowledge. | think
I've used my engineering twice ... this is all, agaractical; it's all applied.”

Carl experienced that when the lessons were miestar# to the trades, he valued
them more as he stated, “The knowledge in the egtwsdo with the trades, that was all
good.” Having learned about the framing trade when& Carl saw his interest and
growth as he said in his weekly journal, “| wasited to start framing on Monday; it is
great. Honestly, now | love coming in for framirdove it. | wouldn’t really care if |
wasn’t getting paid right now.”

Voice of relationship. In her journal, Abbey shared that although she was
uncomfortable with some classmates’ attitudes gslestioned her role in the conflict in
whether she was respecting others’ views in theiwayhich they would like when she
reflected, “I know | have a very dominant preseand a high demand to do things my
way. So, | am learning how | make this work resipgcthe other person as well as my
learning.” Haley felt her expanded understandingddelp her to become more
empathetic because “if you see how a problem weeted and why that is a problem,
then it isn’t as hard to solve and the shock vadn#& very big. You are more liable to be

empathetic and kinder | think.”
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Abbey said:

You're meeting a lot of the people who[m] you midiet using in your portfolio

for the trades. You might be needing those commesthrough the people you're

in the class with. So there’s tons of networkinagt's going on even here.

Isi felt that her growth was related to how sheld@ncourage others. “If
someone came up to me ... to say they wanted to gotbachool or | don’t know what
to do or where to start, then | could tell themook, here is what | did.”

Kyle felt he had grown in his recognition of thepantance of having a positive
attitude when he said, “Oh you’ve got to have adgattitude. If you don’t have the right
attitude, you're just wasting everybody’s time asds I'm concerned.”

Voice of competency Early in her programme, Bonnie indicated that gteshe
had improved not only in math, but also in readi&dpe characterized her academic
growth as, “When | came into the math, | didn’t tnbow to render a tape properly.
Coming out of the programme, | have progressed.a.lbnever used to read, but now |
read a lot.” Fedir also felt he had improved uparbading speed and his understanding
of text. He said, “I was starting to read fastay, reading speed increased.” Isi
responded to the question of her academic growsalging, “I am smart in math....I
know more about math now than | did a year agdié fcognized that the learning of
math is simply a progression as she said, “Eacptehdepends upon that chapter being
understood and done and then go to the next one.”

The GED preparation programme being partly seléateed would contribute to
the development of his self-study skills as Cadatlded, “Basically, you are just

working on your own, and you have like books witlestionnaires and math questions
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and things like that, but you can ask for helpafiyheed to.” Fedir also saw himself
building his study and time management skills wietclaimed were good transferable
skills. Kyle also felt that he had grown in hisl@pendent study abilities which he felt
would serve him well in university.

Dan mentioned his academic growth in one of hiskiygeurnals when he said,
“By using all the technical terminology and leapial the planning that goes on behind
the scenes in Supply Chain, | am at a much highesl than when | began.” Joelle
indicated how much she was learning as she stdtiedow | need to improve a lot more,
but my comprehension in it is way, way bigger titarsed to be.”

Fedir felt as though he had discovered that hedclearn and enjoy it. In a
subsequent interview, Haley was finding that acadalhy, she was flourishing. She
took pride in her achievement of high marks andbatted this to her more mature age.

Isi expected that the curriculum in her high schaqujrading course would
prepare her in some way for her intended collegeyst Likewise, Joelle acknowledged,
“[They] show you how to do a test, how to writeessay, how to do all those things you
are going to need higher up in school.” Kyle hasrbspurred on by the fact that he
recognizes that he needs the university-level gi&darerequisites.

Joelle had become more resourceful about her legas a result of English
being a foreign language to her. She describedhelps you to be more resourceful
because, okay, if you don't find it over here, y@ve to go deeper.”

Kyle had grown academically as he proudly statéde ‘worked hard, a lot

harder than | used to have to work.” In descrithgpersistence he said, “I'll take it
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home and throw it at the wall a few times, butll ehd up picking it up and trying to do
the best | could do even if | get frustrated.”
Personal Growth in AET

In this section, | present the phenomenographutifigs related to personal
growth in AET organized by the four categories esciption

Voice of security Joelle mentioned several qualities that she fatrsd drawn
upon in order to meet the demands of her AET pragra. These consisted of
persistence, responsibility, and adaptability. &éscribed, “You have to be willing to
put the time in and do the work. If you don't, yaxe not getting into the programme....
Most people just try and then when it gets harey tuit.” Similarly, Abbey reflected,
“[I am] taking full initiative and responsibilityni whatever comes out of what I'm doing.”
Carl also recognized his perseverance when he“Sodyhile | am here, | am just going
to come in here and hammer down on it and get mp.GE

Voice of engagement Abbey valued the growth in her skills in the plundpi
trade as she could use them in her personal$ifee said, “I am working on my kitchen
faucet this weekend to try and fix it. Today, wetalled toilets and laundry tubs the
correct way. What a difference having this knowked

Voice of relationship. Abbey stated, “My perspective of myself has become
stronger.... | know | have value and I've seen mygdlom being here.” Although she
had been self-conscious of her age in comparistimetothers in her cohort, Haley
seemed relieved when she realized that “age igjasimber and they see you more as
just another student taking the course as oppasedthat old woman ... why is she

doing that?”
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Bonnie felt as though she was making a sacrifiderims of time with family and
friends. She stated, “I figure | only need to ga® a little more and then take some time
off from work back to my regular 1-1/2 days a wéek.

In terms of relationships, Carl emphasized his goas he reflected, “[Taking
the programme] made me more open to different peapd stuff; like, if you look in our
class, there are a lot of different people witliedént lives.” Fedir also felt that his
relationship skills had broadened and his matuvaty increased as he found himself as a
young adult in the midst of classmates of varyiggsa

Voice of competency In commenting on her personal growth, Bonnie daad t
because of the leadership activity she had to assisnpart of the curriculum, “People,
they respected me.”

In terms of subjective experiences of personal gnpwbbey stated, “I'm ready
to take risks | wasn’t ready to take before.” @l felt herself become more
resourceful as she said, “It's given me the toolkrtow if you have a question, where to
look.” Self-determination was a factor for Isisd®e reflected, “There were a few times in
January to the end of June | wanted to quit ... Nbam not going to be defeated.”

Fedir reflected that the programme was helpingtioiget his brain working—to
develop his memory. In terms of personal growthsaw himself building his study and
time management skills which he believed were \lairansferable skills.

Value of Formal AET
The researcher explained to participants what weentrby the term formal AET

in that it denoted a structured programme withraicuium set out by educational staff
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with formal assessments and which results in theimgof a recognized credential. The
participants had the following to say about howythalued formal AET.

Voice of security Carl valued his opportunity to be working toward GED
and the completion of his trades exploration progree. He was mainly thinking that
the achievement of the GED was an end point irdiigcation. He appeared to equate
the GED with college and university in the sensd il represented to him too much
classroom work as opposed to practical-orientechieg. He stated, “| am pretty sure
that once | am done my GED, | am done school faréve

Also looking at AET as a means to an end, Isi dswhlue of her programme to
her in terms of helping her to meet a postsecongleay as she stated, “You start looking
up to college and universities wherever it is gaimgo. Then, you are the one who is
disciplining yourself in order to get to the endlthe goal.” Fedir believed that a
credential of some kind would prove one’s wortthasaid, “When you actually pull the
diploma and show them the basic proof ... it mealas; ahey’re worth hiring.”

Dan believed that formal adult education is helfiudl a certain amount is
necessary, but does not see it being a panacha,sated:

| think that formal education is always going tdghgou if you have got your

Masters or Ph.D., but there is an area in theragevweur degree isn’t relevant ...

but | think you have to have the college now; yauéto have the formal.

Seeing AET in terms of meeting a need, Eva inde;dt®ince I've lost my job, |
totally think that if you’re an adult and you ne@dgo back to school, one of these
colleges is good.” Isi also felt that returningstthool as an adult was a matter of having

a pressing need. She stated, “I didn’t have asprgseed at that time.”
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Joelle believed that formal AET addressed neeg®ople to improve their life
circumstances as it allowed people to avoid gomig avelfare. She iterated, “Now they
have a chance to improve [their] life. If theywfichave this, they wouldn’t have any
chance for improvement and the only other optionaffare which most people won't go
on unless they are totally desperate.” In furtieflecting on the value of formal AET
and that it is valuable only to an extent, Dandyadd that AET needs to be targeted to be
effective as he commented, “I am finding yes, threnfal education is helping, but once |
am in that group, now | am finding | am just likeetother 50 people—everybody that’s
putting in for the job—they all have it.” He likeihgs educational journey to putting
together pieces of a puzzle as he claims, “I anfident that it is just one small piece
that’s going to get me over.... Okay, | don’t have fgurchasing piece, but I've got the
logistics and the other piece.” It could also Emwed as a stepping stone to a better job
as he stated, “I was working at an entry level didn’t know how to move up, and the
only way to move up is get education.”

One of the areas for which Carl valued his AET paogne was the teacher
support that he received. He described his teadsetvery informative and if you need
help with anything they are always there.... | kn@mme went out of their way to help
some students get a job.” Fedir also found thephogramme was valuable in the sense
that you have the direct teacher support if youdrfestp in understanding the material.

Voice of engagementBonnie saw it as an opportunity to explore a poanew
career. She stated, “I left high school at a wenyng age.... Before, people would have
one career and stick with it even if it was borargl paid well, but now adults have the

opportunity to go back and try whatever they want.”
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Abbey also saw her experience as an opportunitgdozer exploration as she
stated, “The thing is, you'll know by the secondhard year, before you go into the
advanced course for apprenticing and finally ggttiaur paper and writing that test,
[that] this [is] where you want to be.”

Dan gives an example of the value to him as heeanirohis journal, “This week, |
was engaged mostly by even more new career pahsthn explore. Week by week,
and chapter by chapter, | am learning of field$ tligd not even know existed.”

In recognizing what could be learned from othersyl& stated, “A lot of
experiences have been brought to the table.... ddeakn from the older people
in the class. And sometimes | could learn frommtheecause they’'ve made
common sense mistakes.”

Abbey indicated that she believed the value in fdreducation for her was the
practical nature of learning in a workplace setti®he expressed, “One of the systems |
have always liked ... is co-op style learning.... A&t time you're applying the practical
with what you're learning in the book ... there’s leugalue in this.”

When asked about his interest in pursuing an apipeship, Carl stated, “I
would, but just not like coming into a classroond a&itting there.... | can’'t see myself
going to college or university.... | just like workjrwith my hands.” Gayle also saw her
PSW programme as a vehicle to feel engaged witlkehening. She said, “I can'’t feel
stagnated, | can’t do the repetitive job.”

Dan was grappling with the value of a credentialexperience where he
suggested that some employers would not requirerddential if a person has

experience in the field. Exemplifying he said, &vthough | don’t have the purchasing
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[certificate] in their world they will say, well dgou really need it because you have been
doing it for 10 years?” Appearing to favour a pegme where the credential includes
practical experience to that of an undergraduateede he stated, “I think the role that
colleges play and private schools and training dayoing to be far more beneficial than
that B.A.... What am | going to do with that? [Emydos will ask] ... have you worked?
No.”

Dan drew the example from an employer in that wisée is looking to hire, she
looks at the schooling, but puts more weight onetkgerience.” As Fedir was a
newcomer to Canada, one particularly salient vafdermal AET for him was that he
could get Canadian experience as an immigrants Wwhs important as he related,
“When you come in and you're trying to get a jobpple ask [if you] have a Canadian
experience.”

Voice of relationship. Isi valued the sense of camaraderie as she belteata
face-to-face programme allowed for learning frord atong with other people. She said,
“The thing is you are drawn to each other’s expexes or they may be similar.” Abbey
also appreciated her AET programme in that “it8valler class and everybody is
making that effort to help each other.” This cardaré could be viewed in the context
of peer competition as Abbey saw the value of HET Arogramme as not being as
competitive as other types of learning environmeistke described, “The class size is a
lot smaller; it's more intimate. For whatever reasthere isn’t the same competitiveness
and cutthroat competitiveness like in universitgtie went on to say, “We’re all here to

work together and if you don’t get something, talkme or talk to this person. You want
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to study together; it's just a totally differentraisphere compared to university in that
respect.”

Eva was valuing her family’s needs when she meatidhat the scheduling of
her AET programme and the homework policy weretp@s for those people who have
children at home as she commented, “It's good, ifomu have kids because you're not
spending all your time at school and he doesn ginu a lot of homework. He thinks
your family should come first.” Similarly, Gayleas thinking of others’ needs when she
stated, “I am just thirsty for knowledge and leaghmore and how | can better people.”

Kyle was relating to a feeling of pride within hieisat being a mature student
when he explained, “At our grad, like they get kiés and everything; everybody really
appreciates mature students finishing.” Carl hadeto the realization that if he were to
give up on himself, he perceived that others wgiNé up on him. He explains, “I
would advise anyone that has been in my positiafota and to just try and help
[himself/herself] because ... you are just givingamgl people are going to give up on
you.”

Voice of competency Fedir believed that the quality of learning woukl b
higher in a formal programme as he stated, “Wharirgdearning on your own, you
don’t have that benefit and the quality of educasaffers.” Isi similarly expressed that
the model of self-study with teacher supervisiors Waited in her opinion. She
explains, “Self-study, whether you come in heregsda week and sit here from 9:00 to
3.30, you probably learn maybe 60% of what yousapgposed to learn. It should be

85% or more.”
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Rationale for Low Participation in AET

In this section, | present the phenomenographutifigs related to the rationale
for a low participation rate in the formal AET sst as perceived by the study
participants and organized by the four categorieiescription

Voice of security Gayle believed that some adults may not possessothenon
sense necessary to seek out the knowledge that beld them. She expressed, “If
people don’t have common sense, it's hard for petpbet their book knowledge.” She
emphasized the role of individual responsibilityetiucating oneself as she stated,
“We’'re talking about choices you make and if youia willing to go out and make a
difference in your life—you’re happy with what yom& got—that’s a choice you've
made.”

Joelle noted that some people do not realize theextion between education
and a career. She stated, “You realize you wilende able to move up the ladder ...
you're never going to be the owner; you're goindpéothe guy doing the dishes in the
end.” Similarly, Isi suggested that adults may praject into the future the impact of
further education as she expressed, “I think thegtls where would you see yourself in
5 years from now if you went back to school?”

Joelle believed adults do not access AET becauadamk of awareness of
acceptable options. Dan spoke of his laid-offeadjues at the plant in that, “I don’t
think they knew how to look [for job training].”

Joelle believed in some cases there is an elenidantloof self-responsibility and

apathy. She stated, “Others think that if they'doave an education, the government
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can pay them to stay home.” Eva’s perspective onptivd undereducated are not
participating in formal AET is “that older adultsmit like change. They hate change.”

Isi believed that some people just want to complete high school or college
programme and do not want to think about schodiggn as she stated,

It seems like a lot of people want to finish higihgol or their college or whatever

and later on they tend to think that they couldereyo back to school again and

that’s unfortunate to think that way.

From a more practical perspective, Bonnie statedpple need to pay their bills
and right now they will take money over educatidfou have responsibilities and money
is very important and it's very hard for someonegatke time off.” Dan stated similarly of
his laid-off peers, “There is room for them to emgathey could go be a welder.... Not
everybody has the time to do this, even financiaéyable to. You want to, but you
can’t.” He went on to say, “I think it's mostlynancial, because | think a lot of people
would like to go back, especially because it's fré&en people with my seniority, that
have similar packages, they're not doing it.”

Bonnie alluded to the choice of attending an AER aacrifice when she
commented, “It's a sacrifice that if you don’t hawe support behind you, then you
know it literally is sacrificing like you/your lifé

A further reflection on why undereducated adultsraot pursuing training
that is available is that they perceive accessingihg and getting approval to be
too complicated. Fedir observed others tryingameas government funding for
self-employment and said, “One of my relatives wgisig to open a business....

And it's like it's a big, big, big test you have go through. Then even if they
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qualify you, they still torture you in differentrids of questions.” Another
example was that he knew someone accessing thadG€aweer initiative and
said, “It's so difficult to get it; she just gave.l

When asked about whether employers should be meodved, Bonnie stated, “I
think that companies need to offer more suppoihg &It there is a need to “find
companies with motivated sponsors to get out taacehelp with all of this stuff.”

Gayle was insightful in her conclusion that chogdim pursue adult education is a
complex decision saying, “There are so many ththgsare weighing on people’s
decisions; it's not black and white.”

Voice of engagementIn reflecting on why he felt that undereducated|isdare
not accessing formal AET programmes as would beeep, Fedir said, “They think
“I'm going to go again; I'm going to fail.... | wadraid for if it was not going to work
for me; I'm going to waste my money; I'm going t@ste my time.”

Isi suggested that she felt a concern of adulisaisof overcoming inertia in
starting into a programme. She described, “Oneeggd into it and once you start
getting over the stumbling blocks and then it stéstpick up and then you become more
decided. | think that’'s what happened to me.” ewkse, Bonnie said, “It’s just like
going to the gym; the hardest part about goindpéogym is getting there. Once you get
there and see your surroundings, you know you'regto be ok.”

Gayle believed that age is a factor in choosing@ma@bntinue learning in a formal
way as she stated, “I think a lot of older peomla’twant to learn. 1 think a lot of
people think | have had my kids and there is nes@f me going out and trying to

learn.”
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Kyle saw the importance of adult students beingagred by their teachers. He
declared, “Teachers must be easy going ... if theytd@ve that, they ain’t going to
work out here because the students will eat therbriakfast.”

Voice of relationship. Abbey in speaking about why more adults don’t
participate in AET responded that she believed sadudts have a sense of low self-
esteem. She described, “It's almost like if yom'tlbave the 80% in the academia
world, where do you get that support—that encoureagd that you're ok.... How have
you encouraged those people to go further?”

Dan thought participation was a function of a paisa@age. He stated, “If
you are talking to [people] between the ages cdridd 45, they are likely to
reeducate. The older guys are like I'm 53, so wlgwing to hire me?

Bonnie seemed to suggest that there is an elementertainty and perhaps even
fear that undereducated adult learners have alastitipating in a formal AET
programme. Dan also alluded to some being intitettland perhaps feeling
disconnected from education now. He stated, fiklthe older people are intimidated
especially because they didn’t go to college infits¢ place.... They even feel more
separated.” Fedir suggested that people needreodwf-awareness to stem a fear of
failing before they decide to take training. Hdéideed, “If there was a way for people to
try themselves in a different place and differgmpartunities even just by volunteering, it
could raise the rate of people going back to schoaty to discover first of all who they
are.”

Voice of competency Some adults may not be interested in AET programmes

because they have not experienced the rewardamiihg. Gayle felt that if they only
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could try it, they would realize what the rewards.aShe explained, “I think if they
knew—Ilike, you read a book, take the test and leand it’s just the boost you get too
just from passing.”

For others, it may be a perception that learnirtgasdifficult. According to
Joelle, “There’s a lot of people that like | sai@d to go back to school, but because it's
so hard, they give up.” Isi noted that there amlehges of returning to school after a
long period of time. In regard to returning, slkeressed, “I think it has to do with years
too ... they come in and talk to me and some of therccolleagues ... and it’s just tough
to get back.”

A barrier for undereducated adult learners that fi@raeived was in relation to
the specific expectation in her course to find yown co-operative education placement.
Although she felt this was a challenge for heréas, she felt it would be even more so
for those students whose first language was noligsfngShe commented, “You can
imagine if, you know, if English wasn’t your firtnguage ... how difficult it must be for
people.”

Changes in Self or in Understanding of AET

One of the research questions was whether thecipantits reported experiencing
change (or transformation) in what they thoughtudbloemselves or their views on AET
as a result of participating in an AET programme.

Voice of security. Dan felt more secure in applying for jobs. He séldhe jobs |
am applying for now are totally different than fbbs | applied for a month ago....
Confidence has a lot to do with it.” Dan furthéatrated on how he could see things

differently. He said, “My perspective’s changeddese | am living it now; like what |
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probably should have done is [taken] more coursdshould have spent the money
myself, then maybe | wouldn’t be in this position.”

Bonnie, in reflecting on preparing for her futuséated, “You know, some of my
goals might have changed.”

Voice of engagementEva commented that she is much more apt to leasnaso
an adult than when she was in high school. Sheresoagnizes, “I don’t mind getting up
in the morning and coming to school, you know, kke’'re more eager to learn; you
know you need education.”

Voice of relationship. In response to the question of whether or not shesie
had changed as a result of her participation irptbgramme, Bonnie claimed, “It's
changed me.... | don’t know if it's going to work saich [everyday] and doing this
[programme], but it's changed me.”

Gayle felt that she had changed her image in tee ef/others as she feels now
that when people look at her, they are recognittiag she is a working person.
Similarly, Haley felt that she had become “a bitrensocially inclined” and sensed that
“people see [her] differently than they did at tist of the course.”

Bonnie seemed to allude to a need to establish ofaevork-life balance when
she said, “I don’t have time for friends or famlégely because | do school and | do work
... S0, I don’t know, it's changed me.”

Carl indicated that he felt transformed as he didfewo years ago, | would never
have seen myself in this spot. | was a lot difiézyears ago, so | have changed quite a

bit.” He saw that he had developed a better deituHe exemplified this by saying, “I
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had a better attitude when | left the course.... Befstarted wanting to do something
proper in my life, I almost got in a fight with aigthe first few days.”

Voice of competency.Dan said that he could sense changes in himbeterms
of building the confidence to apply for higher Iejabs, he stated, “Each week is a new
unit and test; it racks up my confidence.

In concluding this presentation of phenomenografihdings, | note that of the
four qualitatively distinct voices of the underedted adult learner, | have placed the
voice of security in a hierarchically superior pgmsi to the voice of engagement, voice of
relationship, and voice of competency by virtuéhef stronger rate of responses related
to this voice as evidenced in the qualitative daféected in this study.

Researcher Reflexive Findings

In this section, | present my reflexive data asrésearcher in this inquiry. |
recorded these data regularly throughout the reBestudy in an effort to capture my
feelings, thoughts, and reactions to the study au=th In contrast to reflections, which
are conscious thoughts of what took place duriegstidy, reflexive thoughts are
conscious experiences, according to Guba and ln@8l05), of “the self as both
inquirer and respondent” (p. 10). Kincheloe and_&ten (2005) described reflexivity in
the context of ethnographic research. They st&t®tereas reflexive ethnography
maintains that the ethnographer is not separate fhe object of investigation, the
ethnographer is still viewed as a unified subjédtrmwledge that can make hermeneutic
efforts to establish identification between theaylsr and the observed (as in modernist
interpretive traditions)” (p. 328). | use this exale of ethnography as a parallel to

phenomenography as both are methodologies whietl guialitative analysis. The
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purpose of presenting my reflexive findings is ttiegty are considered, along with the
participant interview data and the participant weekectronic critical incident reports
data, a tripartite component of my approach tatia@gulation of data. These reflexive
data may also give the reader insight into how gkground as a professional in the
field of AET has contributed to the co-creatiorfinflings. The following section
contains both reflexive as well as reflective fimgs.
On Study Methods

Most of the 11 participants said that they enjogedicipating in the study.
Some felt honoured that their voices would be antsnifor and that they were somehow
representative of other undereducated adult leatiker themselves. Others commented
that the interview questions gave them a chancehathey might not have had
otherwise, to deliberately reflect on their expecies in their AET programme and what
those experiences meant to them. Having two roohtice-to-face interviews with
virtually the same questions, | believe, was bemdfi The first round served to establish
rapport, allow participants to get to know me assearcher, and develop a sense of trust
and comfort with me prior to the second round ¢éimews. | felt that | got to know the
participants by the end of the second round ofwde/s on a more personal basis as they
seemed to open up and share more of their perstor@ds and journeys. The face-to-
face interviews gave me a chance to observe bodyiége and adjust my questions or
deliver prompts more effectively than had the goestbeen administrated in a survey
format.

The ongoing weekly electronic critical incident ogjpprocess was disappointing

in terms of the response rate. As much as | toagse further prompts to elicit more
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elaborative responses, it was not the most effedtirategy. Many participants
apologized saying that they were just too busyetepkup with them; a couple of others, |
think, found writing in English to be taxing foretm while speaking was much easier.

My own reflexive notes were written immediatelyemfeach interview with a
participant in an effort to capture the contexivimch the interview took place and my
impressions about the attitude of each participatiie time. These notes helped me to
reflect on what went well and what | could impraymon for the subsequent interview
phase.
On Motivations for Participation in AET

My sense from most of the participants was that there having overall positive
experiences in their AET programme. The frequesfdierations comparatively
between motivations for and barriers to formal A&Emed more or less equally
represented in the data. | wondered if my sensleeopositive shining through was more
a factor that most participants enjoyed particigatn the study itself and, hence, left me
with that impression. In my reflexive journal, tkavere many instances where | noted
that the participants appeared upbeat, optimiatid,confident. There were instances too
where | noted participants seemed conflicted.flécéed that this overarching positive
impression may have been due in part to the ppaintiself-selection process where |
assumed that those who would volunteer to partieipaa study on adult learning would
be more inclined to display more favourable bodwleage while being interviewed.

This observation that participants tended to beenpassitive than negative about
their experiences in their AET programme may bebaiied, according to Adair (1984),

to the Hawthorne effect which has been identifrethe social science literature as the
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confounding of results from subjects modifying tHeehaviour in an experiment when
they know they are being studied. Adair noted #ittiough detected in some studies, the
Hawthorne effect was not revealed in various ostadies likely due to the lack of

control of variables.

It seemed clear to me that many of the participasatsted to tell their personal
stories or to have their voices heard. Some, tmghad developed a level of
familiarity and trust with me, started talking abtheir personal stories in more depth. |
continued to record and listen to these stories tinaty appeared to veer off from the
essence of the interview question at which timedeavoured to bring them back to the
essence of the research question. This tendersgyme, however, struck me as being an
important part of the process of understanding tha@ces in an expanded context of the
challenges they were facing outside of school.

Another area of expressed motivation appeared to begaging in the learning
process in an active or hands-on way. | was nmbstasted in hearing from the one
participant who had achieved an engineering detegears prior, had not entered the
field, and had now found herself in a trades exailon/pre-apprenticeship programme.
Her enthusiasm for the programme underscored tlue whe placed on learning of an
applied nature. Many other participants also iatdid their enjoyment of the applied
nature of their programme. | reflected that theTAfystem seems to appeal to those who
prefer the applied learning style. It appeared mhany of the participants in this study
were impatient with theoretical components and etqubthe programmes to have a

pragmatic outcome for them.
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On Barriers/Challenges to Participation in AET

| noticed that a few participants had an overridingcern about what their peers
were doing or not doing. This struck me as arr@stitng phenomenon as | would have
expected them to be focused more on their own sstber than on those which they
perceived in others. For example, several padidipindicated experiencing a difference
in how they felt they themselves were progressingpimparison to some of their peers.
They compared themselves in ways in which theytlely had faster and better
comprehension of English instructional materialsigher level of creativity and
initiative in seeking out employment opportunitiaad a more respectful attitude toward
the teacher. This led me to reflect on whethey pfienomenon was indicative of a way
to bolster their self-esteem or whether theregsam of truth that grouping
undereducated adult learners into the same progeawith significantly varied levels of
literacy and/or workplace skills and/or social/avdll differences, creates this sort of
comparative activity.

Another area of predominant concern by a couplgadicipants was in their
reported lived experience of being coerced by timeling agency into taking a particular
course of study for which 1 participant believed bour market was shrinking and for
which another participant felt pressured into caetiph all grade 11 and 12 credits in 1
year followed by a subsequent 2-year college progra because the funding policy
would only allow in total a 3-year completion schkd | reflected on my previous work
experience as an adult programme developer andwbared instances of government
funding agencies, through their policies, placimgemium on getting an injured worker

retrained for a position at the previous salargler favouring funding approvals with
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an emphasis on the fastest way to employment neguit minimally sustainable jobs. |
do not argue with the logic of taking the most@ént route to employment, but | believe
more consideration should be given to a higherl lelvsustainability in a job prospect.

Several participants indicated their struggle leetmstaying at or going back to a
job which paid them a sufficient level of salarydan sacrificing this opportunity in the
belief that the AET programme would be an investinretheir future earnings. | found
myself resisting the urge to tell them they madgertght choice in coming back to school
to try to improve their circumstances which maddear to me what my bias was. |
found myself feeling disappointed at an employengwas not identified in any way)
where the participant shared her story that sheastagely being sought by a former
employer to return to her job knowing that she headle a commitment to retraining in
an effort to improve her life circumstances. Sbeld not resist the overtures being made
as she began working weekends and evenings whdgisg full-time in the AET
programme and subsequently struggling with insigficquality time with family and
friends.
On Needs Being Met in AET

One area in which several participants noted tiegds were being met was in
the process of working toward a formal credentlabeemed that this “carrot” was being
pursued with high expectations that it would lead better job. | wondered to what
degree the participants were preparing themsetvtdgievent that their credential, when
earned, does not translate into better employmidm¢lieve there is a sense by
undereducated adult learners, beginning on thetpdtirther education, that they will be

successful by virtue of completing an AET programand earning a credential.
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Although employers ask for credentials in job pagdi, it remains a significant challenge
still for adults to re-enter the workforce. Onetgdpant, in particular, observed the
nature of job postings, which seemed to be aslong tombination of very specific
gualifications, skills, and experience, leading homguestion whether he needed to
continue to acquire various and multiple qualificas in order to be successful in the
labour market.

Another area where needs were being met for s@rigipants was related to the
experience of helping others (a) in the classraasnn fellow classmates; (b) at home,
such as with children; or (c) in the communitywath utilizing technical skills learned,
for example, those of a Personal Support Workéris @mphasis on altruistic needs
underscored for me the importance for some adultetgenerative with their learning.
One participant believed that she had a gift of BB& healing abilities. | then
understood better and respected her goal of begpoangocial worker.

On Needs Not Being Met in AET

Several participants indicated their disappointnvétit programme staff
members who did not help them connect to an empleyier for a co-operative
education placement or a job upon completion optlogramme. A few indicated their
teacher helped point them toward some employetsnbuost cases, students found
themselves responsible for finding the employemeations with little or no support. On
the other hand, my (perhaps biased) experiencbdesthat if undereducated adult
learners are assisted totally in making these adiores, some do not appreciate the work
that goes into finding employers to participatéha training. | have witnessed in my

past professional experience in the field of AEIdshts not following up on leads that
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are given, quitting the employer with no noticedemonstrating poor attendance or
attitude while placed with an employer. | beligkie best situation is to structure the
placement process so that there is a shared rabpiopnamong the educational
programme staff, the students themselves, andateipating employers who all
understand the challenges that undereducatedleduters face and establish fair and
reasonable expectations that would mitigate probland help keep students attached to
the work placement.
On Academic Growth in AET

All participants felt that they were learning irethiarious areas of English
literacy, numeracy, computer skills, and spec#ichinical skills commensurate with the
goals of their particular programme. Several aghdithat prior to beginning their
programme, they did not have confidence in thenesellvat they would be able to learn
the curriculum and were surprised and pleasedstmger that not only was some of
what they thought was going to be difficult, wasfact, not difficult, but also that they
were capable of learning new things. Some expdetbse they had to work hard, such as
the Francophone participant who said she had t& twace as hard as native English-
speakers just to master the vocabulary, and anp#récipant who said he would throw
the math lessons against the wall, but would eaytaomplete them. My overall sense
from the participants was that where participamats & struggle, they subsequently
experienced a great deal of pride in their accashplients.
On Personal Growth in AET

One feature that stood out for me about the petrgpoath of participants was

the degree to which these participants developeblew upon their sense of
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determination. Not only did they show determinatiio securing funding to attend their
programme with its multitude of barriers, but alseir determination to master the
curriculum and work toward completing their prograen  Several participants talked
about having to assert themselves with governmardihg agencies in order to get into
the programme that they wanted or to expedite tqgplication so that they did not miss
a narrow window of opportunity. | wondered to whagree other undereducated adults,
who were not so assertive, gave up on the processtbey had begun. | also wondered
if this personal attribute of assertive determmrais one that is required for adults to be
successful in getting funding and, if so, whatithplications of that are.
On Value of Formal AET

In reflecting on the comments by the participamtshe value of formal AET, |
compared them with the context of informal AET whis gaining more recognition in
the field of AET and being touted as a possiblessiop strategy for adult learners in
terms of its accessibility, uniqueness to eacmierarand ability to skirt the issues of
social exclusion. After reflecting on participamtices, | considered that their comments,
related to (a) the achievement of a credentialdiff@ct learning from peers; (c) presence,
support, and guidance of a teacher in the classr@mewards of helping other
classmates with schoolwork; and (e) effectivenéssaxher-directed study compared
with self-study, were indicative that these undaceded participants were finding their
AET experiences of great value to them. Somee@péurticipants, upon their own
reflection, wondered why they had not pursued BrhET earlier. Their reflections
made me wonder to what extent adults do not se#keiUAET until they find

themselves out of a job or unable to progressemtbrkplace and to what extent is AET,
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in the minds of adults, tied to the demands ofldbbeur market as opposed to being
thought of as a means for personal developmeh&lidve that AET has become first
and foremost associated with productivity aims, llm#n glean through the voices that
are resonating from these participants, that taezether benefits that adults are
experiencing even if their initial primary goal wasimprove their marketability for jobs.
On Rationale for Low Participation in AET

The majority of responses to the question on whiigygants think there is a low
participation rate in AET referenced issues relate@) lack of knowledge on how to
access information about careers and financiast@saie; (b) how to be successful at
getting funding approval for retraining; (c) maimiag concurrent responsibilities for
oneself and family members; (d) a perception afifinsent resources such as finances,
time, motivation for learning; and (e) tolerance dbange. | noticed that several
participants used the word sacrifice in descrilithegr experiences in participating in
AET. If adults anticipate participation in AET be a sacrifice of some kind, then it is no
wonder that participants are reluctant to purseedn if they acknowledge a need for it.
| wondered how we could frame adult education gshahadults anticipate, see, and
experience it as a reward rather than a sacrit@nly as a means to meet their
pragmatic goals, but also as a means to develgopaity and to feel more socially
included.
On Transformative Learning in AET

The perceived changes expressed by participargedainom a vague sense of
change to explicit recognition. These reflectiohperceived changes also varied as to

whether they were felt as a change in how partitgpaiewed themselves or a change in
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how they thought about or interacted with othdrsoticed that the changes participants
reported were of a positive nature. Only 1 pgraat described that her programme
invited students to submit their personal refletsidout that students were reluctant to
continue to do this. This participant said thesogawas that students did not see the
value in it. In my own teaching experience witlulésl | remember learners showing
resistance to any activity in which they were askedeliberately reflect on their learning
and development. | wondered why this was the aadeappears to still be the case,
according to this participant. Perhaps, partidipavhile asked to critically reflect are not
being taught how to do it systematically and wioada with the ideas that come to them.
| believe that this reflection can be helpful, bugécognize that it may be difficult or of
no interest for some to do. Teachers who ask stade engage in this activity should be
knowledgeable and trained to do this with skill dedprepared for what may be
catalyzed in students, such as the expressiongattive emotions.

Summary of Chapter Four

In this chapter, | presented the results of thesngmenographic case study. The
findings were reported in three main sections idiclg: (a) participant demographic
findings, (b) phenomenographic findings, and (sesecher reflexive findings.

In the participant demographic findings sectioptdsented descriptive profiles of
the 11 study participants in terms of their gendgg, marital status, number of children,
citizenship, first language, programme sponsom#édievel of schooling, socioeconomic
status, and sociocultural background.

The major phenomenographic findings in this studtifaated four qualitatively

different ways in which undereducated adult leaameported their experiences of
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participation in AET programmes in Ontario schoo&lds or their arms-length affiliate.
These qualitatively different ways of experiencaupstituted four categories of
description which were represented as voafdbe undereducated adult learnér
reported the findings relating to these voicedagections (a) voice of security, (b)
voice of engagement, (c) voice of relationship, éhdsoice of competency. | found that
the voice of security was hierarchically supermrdr stronger than, the other three
voices.

| concluded the findings chapter with a descriptidmy reflexive notes as the
researcher which pertained to (a) the study methbgisnotivations for participation in
AET, (c) barriers/challenges to participation in BEd) academic growth in AET, (e)
personal growth in AET, (f) value of formal AET,)(gtionale for low participation in
AET, and (h) transformative learning in AET.

Five graphic organizers follow summarizing the mgjbenomenographic
findings and are depicted as: (a) Figure 3-MotoraiBarriers, (b) Figure 4-Needs
Being Met/Needs Not Being Met, (c) Figure 5-Acade@rowth/Personal Growth, (d)
Figure 6-Value of Formal AET/Why Low Participaticamd(e) Figure 7-Change in Self

or Understanding of AET.



VOICES OF THE ADULT LEARNER
MOTIVATIONS

FOR AET

\4

SECURITY
Sense of responsibility
Attachment to the workforce
Job advantage
Portfolio development
Recognized credential
Acquisition of education
High school diploma
Employer recognition
Chance to shape future
Enhanced job status
Financial support
Family support
Flexible study schedule
Efficient study schedule

VOICES OF THE ADULT LEARNER
BARRIERS/CHALLENGES
TO AET

SECURITY

Financial constraints
Confusion about EI
Onerous processes for funding
Fear of labour market prospects
Forced career selection
Lack of employer response/support
Over-controlled classroom policies
Classroom disorganization
Programme eligibility requirements
Inconvenient programme hours
Fear of leaving comfort zone
Adjustment to a lower income

A
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ENGAGEMENT
Involvement in something
Contribution to a product
Acquisition of experience
Application of knowledge

Hands-on activity
Enhancement of life skills
Avoiding negative emotions

ENGAGEMENT
Unwillingness to sit at desk
Inability to focus on learning
Too much theory
Lack of hands-on activity

A

RELATIONSHIP
Passion
Self-actualization
Pride
Support of peers
Peer group relations
Family’s satisfaction
Provision for own family members
Emulation of family and friends
Role modelling for own children
Caring for others

RELATIONSHIP
Perception of being too old
Perception of ability to cope

Family responsibilities
Embarrassment to seek help
No privacy with teacher
Feeling judged
Negative interpersonal relations
Tension in the classroom
Intolerance of others’ learning styles

COMPETENCY
Relevant knowledge

Sense of being capable/competent

Acquisition of understanding

Enjoyment of learning

Recognition that learning is possible

Improvement of memory skills
Improvement of transferable skills

COMPETENCY
Apprehension about the unknown
Doubt about academic ability
Test/Assessment anxiety
Fear of appearing stupid
Low literacy
Math phobia
Poor computer skills
Being qualified for specific jobs

Figure 3. Phenomenographic findings for motivations for and barriers/challenges to

participation in AET.
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VOICES OF THE ADULT LEARNER VOICES OF THE ADULT LEARNER
NEEDS BEING MET NEEDS NOT BEING MET
IN AET IN AET
SECURITY SECURITY
Recognized credential
_ Job/Career Inaccessible funding for retraining P
w Support Job not forthcoming M
Establishment of a routine Unwelcome programme surprises
Funding for retraining Unavailability of teacher when needed
Accessibility of education/training
ENGAGEMENT ENGAGEMENT
Application of knowledge Not being given a co-op opportunity
> Acquisition of skills Insufficient hands-on activity *—
Unavailable lessons when needed
RELATIONSHIP RELATIONSHIP
Enhanced self-mage
Communication with others Uncomfortable interpersonal relations |4
> Altruistic opportunities Lack of employer caring
Role modeling for own children
Improved interpersonal relations
COMPETENCY COMPETENCY
Greater understanding Curriculum too fast-paced
> More knowledge Lack of computer skill preparation <
Understanding process of learning
Sense of being educated

Figure 4. Phenomenographic findings for needs being met and needs not being met in

AET.



VOICES OF THE ADULT LEARNER
ACADEMIC GROWTH

IN AET

VOICES OF THE ADULT LEARNER
PERSONAL GROWTH
IN AET

SECURITY

Greater self-responsibility
Teacher appreciation

SECURITY

Determination to succeed
Sense of responsibility for outcomes
Perseverance to achieve

\4

ENGAGEMENT

Greater applied knowledge
Relevant content to the trades
Specific trade knowledge

ENGAGEMENT

Application of skills for home use

RELATIONSHIP

Greater respect for others in classes
More empathy and kindness
Chance to encourage others
Confidence to advise others

Increased positive attitude

RELATIONSHIP

Greater self-value
Less age-conscious
Recognized sacrifice needed
More open to differences
Broadened relationship skills
Greater maturity

Figure 5. Phenomenographic findings for academic growth and personal growth in

AET.

COMPETENCY

Improved subject knowledge
Appreciation for relevant curriculum
Enhanced study skills
Higher-level understanding
Enjoyment of achievement
Preparation for postsecondary
More resourceful
Greater effort and persistence

COMPETENCY

Enhanced leadership skills
Greater respect from others
Personal risk-taking
More resourceful
Greater confidence with studies
Ability to resist defeat




VOICES OF THE ADULT LEARNER
THE VALUE

OF FORMAL AET

VOICES OF THE ADULT LEARNER
WHY LOW PARTICIPATION RATE
IN AET
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SECURITY

Achievement of credential
Necessity to have formal education
Goal pursuit
Adjustment to job loss
Meeting a need
Improved life circumstances
Pieces of the job puzzle
Stepping stone in education
Direct teacher support

SECURITY

Contentment with life
Lack of education-career connection
Lack self-responsibility
Apathy about education
Ineligibility for government assistance
Desire to be finished with school
Dislike of change
Family responsibilities
Lack of time
Lack of finances
Sacrifice
Difficulty getting funding
Lack of employer support
Complexity of decision

—

ENGAGEMENT

Career exploration
Peer Learning
Practical work experience
Canadian work experience

ENGAGEMENT

Previous bad experiences
Inability to overcome inertia
No value at mature age

A

RELATIONSHIP

Pride in being adult learner
Sense of helping oneself
Sense of helping others

Shared experiences
Collaboration with peers
Less competitive learning

environment

RELATIONSHIP

Low self-esteem
Sensitivity to age
Uncertainty, fear, intimidation
Separated and disconnected
Lack of self-awareness

COMPETENCY

Higher quality learning
More effective than self-study

COMPETENCY

No belief in rewards
Perceived difficulty of learning
Returning to school is tough
Demands of learning are high

A

low participation rate.

Figure 6. Phenomenographic findings for value of formal AET and rationale for a



Figure 7. Phenomenographic findings for changes in self or in understanding

of AET.

VOICES OF THE ADULT LEARNER

CHANGES IN SELF ORIN
UNDERSTANDING OF AET

SECURITY
Different life goals become apparent
Learning is a privilege
Learning is own responsibility
Finding a job is a challenge today
There is a need to be educated
Qualifying for funding is challenging
Employers don’t seem to care
Learning is an opportunity
Low funding impacts teachers

ENGAGEMENT
Learning is enjoyable
The time is right for learning
Learning has become desirable
Just get started and the rest follows
There is effort required

RELATIONSHIP
Learning causes changes in self
Learning develops a positive attitude
Learning enhances self-image
Learning makes you more social
Important to have work-life balance
Learning is a new beginning
Learning broadens relationship skills
Learning helps maturity
Learning is not age specific
Learning improves self-discipline
Learning makes you more resourceful
Learning requies self-determination

COMPETENCY
Learning results in greater confidence
Self-image as a learner is developed
A general B.A. is not enough
Aptitude for learn increases
Previous knowledge is built upon
Speaking out becomes easier
Learning style is practised
Realization that learning is a
progression
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CHAPTER FIVE: DISCUSSION

This research study was conducted within the cmatethe adult education and
training system (AET) in Canada, comprised of fdraral non-formal modes of
learning, which exists with a view toward humanitamevelopment as a key to
improving the economic well-being of individualsdaof Canada. The problem
underlying this research study is that there islatively low participation rate in the
Canadian AET system by undereducated adults whilgraschool level or less of formal
education.

The low participation rate in Canada in 2008 of 43%cording to Statistics
Canada (2009c), is significant because AET prograsnane considered a means to
develop greater human capital which is linked togher level of economic outcomes for
individuals and countries. Based on this probldra,rationale for this study was to
examine whether or not AET programmes are meetiagneeds of undereducated adults
beyond a narrow focus on an instrumental approasbcaated with human capital
development.

In keeping with the foregoing rationale, the pugosthis study was to explore
the qualitatively different ways in which underedtex] adults reported their experiences
of participation in adult education and traininggR) programmes offered by publicly
funded school boards or their arms-length affiliaiéne scope of this research inquiry
was limited to 10 participants who were of the grofiundereducated adults and 1
participant who had a higher level of education.

| reviewed literature related to (a) learning thgd@b) motivations for

participation in AET, (c) general barriers to pagation in AET, (d) structural barriers to
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participation in AET, and transformative learnimgAET which comprised the
theoretical framework within which this study wassbd. | then presented a critical
analysis of the AET literature which focused onringdtitude of research in the field that
has been conducted as survey research and addkegslkeabwledge gaps in the field of
AET.

In terms of methodology, | conducted this reseanghiry within a
constructivist/interpretivist paradigm as a phenoawggaphic case study which provided
descriptions of the lived experiences reportedtbghysparticipants. | drew a sample of
11 study patrticipants from a variety of AET progrags across four geographic areas of
the province of Ontario. | described the dataemibn processes of two face-to-face
interviews, critical incident reports, and researateflexive notes. | outlined the
phenomenographic model of data analysis and redeeconstructs of research
validity and research reliability as they relatdhis phenomenographic study.

For findings, | reported participant demographiafngs, phenomenographic
findings, and researcher reflexive findings. Mypbmenographic findings indicated
four qualitatively different ways in which underedted adult learners reported their
experiences of participation in AET programmes mabdio school boards or their arms-
length affiliate. These qualitatively different ygaof experiencing constituted four
categories of description termed voice of secuvityce of engagement, voice of
relationship, and voice of competency. | reportedreflexive comments on the topics
of study methods, motivations for AET, barriersidrages to AET, academic growth in

AET, personal growth in AET, value of formal AEBtionale for low participation in
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AET, and transformative learning in AET. | thergented five graphic organizers
summarizing the major phenomenographic findings.

The following discusses the implications of mydiimgs to theory and practice
and to further inquiry. | then close this chaptéh my conclusions and personal
thoughts.

Implications of Findings to Theory and Practice

In this section, | discuss the implications of rmdings to learning theory, human
capital theory, theory in complementary fields, &mdher inquiry.
Learning Theory

Adult learning theory, according to Merriam et(@007), includes a variety of
theories, models, and frameworks which each capsturee aspect of adult learning. A
foundational theory upon which early adult learnihgories were built was that of
Dewey'’s (1938) theory of experience and its retatmeducation for youth.

Dewey posited that education must be based upoactial life experience of the
individual and that learning is based on the conhoépontinuity, or in other words,
learning is a continuum of growth. An example in fimdings of the continuity of
experience comes from Abbey as she stated, “Youurwkerstand why you're doing
something and you now understand how you can ingoovthings you've been doing in
the past.” Another example was expressed by Rdtrsaid, “After this course, | have a
better understanding of what | was doing in thasfpenvironment.” In extending one’s
learning along the continuum to the future, Isilaxped about her developing math
competency that “each chapter depends upon thpterhiaeing understood and done and

then go to the next one.”
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My findings that adult learners have qualitativdifferent ways of reporting their
experiences in AET underscore the importance afgeizing what the life experience is
of learners as it is described by them in order Weaas educators in our practice can help
learners see how their past experience can betasrdld upon present experience and
how this continuity of experience extends to sheé& future direction.

Lindeman (1989) drew upon Dewey'’s theory of exgaee in claiming that in
adult education, the resource of highest valubaddarner’s experience. Lindeman
purported that adults want from their learning elgee “intelligence, power, self-
expression, freedom, creativity, appreciation, yment, and fellowship” (p. 9). Many of
these values were supported in my findings. Famgxte, the value of intelligence was
expressed in the voice of competency by Gayle veensaid, “I like the learning part
about it; the things | didn’t know that turned ohgit in my head.” The value of
enjoyment was exemplified in the voice of engagenadren Carl expressed, “Honestly,
now | love coming in for framing; I love it. | wédn't really care if | wasn'’t getting paid
right now.” The desire for fellowship was also paged in my findings illustrated in the
voice of relationship as Abbey said, “We’re all &ééo work together and if you don't get
something, talk to me or talk to this person. Ywant to study together; it's just a totally
different atmosphere compared to university in teapect.”

These varied values by the participants make #rcleat it is important in AET to
recognize the need for various kinds of experiema#sn the learning environment in
order to, in our practice, develop curriculum tisatailored to nurture these individual

values.
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The art and science of helping adults learn isl#fenition given by Knowles
(1980) of the model of andragogy. In this moded most important learning is learning
how to learn, that is, the skills of self-direciaduiry. From this, Knowles assumed that
adults have a need to move from dependency talgelftedness. An example from my
findings related to this concept is offered by Benmho stated, “I've decided to continue
my education after this. It's perfect because htwave pretty much set myself out to
learn—how to learn.”

Knowles made another assumption in the andragogiodkl that people attach
greater meaning to learning they gain by experi¢nae that they acquire passively;
therefore, the primary techniques in education khba experiential. The voice of
engagement addresses experiential learning as Gage’l found [the teacher] had a
more hands-on approach and | think a lot of us areomature people need to have that
hands-on.”

Knowles also asserted that people become readato When they have a need
to learn in order to cope with life problems; tHere, learning programmes should be
organized around life applications. This asserigsosupported in my findings of the
voice of security in which Joelle stated, “The kdis't get it; they don't think they need
an education, but adults know they need it to gas$ |’

A further assumption that Knowles made in the agolgical model is that
learners see education as helping them to achmwpetence; to achieve their potential;
therefore, learning should be organized around edemgy development. To illustrate
this concept from my findings, in the voice of cagtgncy Bonnie indicated, “When |

came into the math, | didn’t know how to rendeajpet properly. Coming out of the
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programme, | have progressed a lot.... | never tseelad, but now | read a lot.” From
the above examples, it is evident that participantsed experiences that support
Knowles’ assumptions in the model of andragogy.

Accordingly, in our practice as adult educators,siveuld endeavour to help adult
learners (a) understand how to learn so that tkegme comfortable with continuing
their education, (b) apply their knowledge andiskil an effort to connect experientially
with their learning, (c) to recognize how theirngag can help satisfy a need they have
in life, and (d) progress through their learningduyiding upon previous successes.

Jarvis (2004) contended that the individual leemeadult education and lifelong
learning is situated in the learner’s social congexd, as such, is affected by
socioeconomic phenomena. For example, the phermmarglobalization, described by
Merriam et al. (2007) as the process of increasitegration of economies on a
worldwide scale particularly through trade and ficial flows, has had the effect,
according to Jarvis, of placing great emphasigintaeducation on its instrumental value
(potential to improve productivity) at the expens$ét providing for the broader good of
the population.

A significant volume of participant responses in siydy revolved around the
importance of participating in their AET programioe the purpose of preparing for the
labour market with a view toward securing theiufet An example in my findings of
the recognition of the connection between educatimhthe marketplace comes from the
voice of security in which Dan stated, “For peatenind, the new job market dictates
that you've got to have that high school diploma/so have to at least have that.” Haley

was thinking about an incremental approach to pnegdor the labour market as she
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said, “If you can in a year after taking this [Reral Support Worker] course go to school
for another year and become a Registered Pradtigale, wow, look at the jump in pay.”

The high volume of responses related to adult kyatrgoal of participating in
AET in order to find a job lends support to Jarashcern that adult education has
become a commodity to be sold on the learning ntarkke implication is that the AET
system may be focusing too narrowly on preparingtador the workplace at the
expense of broader developmental goals of educatioour practice as adult educators,
we should help learners understand their life orstances in the broader socioeconomic
context so that they can situate their experieaoelsdecisions in this broader context.

The focus of AET on an instrumental approach isigind to be the result of the
influence of human capital theory. The implicasarf my findings in relation to human
capital theory are presented in the following setti
Human Capital Theory

The phenomenon of globalization has evolved undeaaliberal ideology
defined by Harvey (2005) as “a theory of politieebnomic practices that proposes that
human well-being can best be advanced by liberatidigidual entrepreneurial freedoms
and skills within an institutional framework chatertzed by strong private property
rights, free markets, and free trade” (p. 2). Tas-liberal ideology is more commonly
known as capitalism and, according to Bowles anti§&(1975), it forces individuals
to sell their labour power to exist.

An implication of being forced to sell one’s labquower relates to the notion of
individuals being strongly guided to prepare forta@ labour markets. This notion is

illustrated in my findings in the voice of security Kyle who felt coerced by the funding
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agency processes to train for a career as a teattiser it was a career that did not hold
value or hope for him as he stated, “It's hardeamotivated when | know I'm probably
going to go through 4 years and end up at Mike’'stidamewhere because | won't be
able to find a job.”

Human capital theory is about improving one’s labpawer. It proposed that a
higher level of formal education will lead to imped individual, societal, and economic
outcomes (Becker, 1964; Mincer, 1958; Schultz, 1881tith, 1776). The most
important investments in human capital, accordimBecker (1993), are education and
training. Such investments, according to Schulg6(), account for most of the
impressive rise in the real earnings of workers.

Myers and de Broucker (2006) expressed concerrthibdeast-educated
individuals are at risk of being left behind in@okvledge based economy because they
are least likely to pursue AET. As such, theyléely to face low wages and a higher
rate of unemployment over their working lives. ny findings, this point is illustrated in
the voice of security from Joelle who said, “If yhéidn’t have this [the programme],
they wouldn’t have any chance for improvement dreddnly other option is welfare
which most people won’t go on unless they are lptidsperate.”

The emphasis on a human capital approach to AEVitenced in the OECD
(2006) report which indicated that among most efdkeveloped countries it surveyed,
more than 70% of all formal education and trairpnggrammes taken by adults were for
the purpose of job-related skill development. Tigh rate of response from participants

in my study expressing motivations for participatio their AET programme related to
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getting a job suggests that human capital theaysaal a significant role in their decision
to participate.

Although the rise in real earnings is importantite standard of living of
individuals, Robeyns (2006) criticized the humapitzd model of education as being
entirely instrumental valuing education, skillsddmowledge only in so far as they make
a direct or indirect contribution to economic protivity. A major effect of an emphasis
on human capital development, according to Ushat. ¢1997), is that education has
become increasingly commodified and focused on ikebaelationship in which
knowledge is exchanged for the instrumental vallias for the consumer. This has led
to a concern by McMurtry (1998) that adult edudai®not providing a space for the
civil commons—the space where individuals partitgga social activities for the benefit
of society. This space, according to McMurty, enpasses language, literacy, cultural
heritage, and organizations associated with théqsphere.

One of the areas of social concern expressed bg sbthe participants was their
self-concept of being too old to undertake educadind training as though they felt
education was only for the young. My findingghe voice of relationship illustrated
this point as Abbey said, “[I was] hoping they wanil rule me out because of my age
[41] and saying you know what; you're too old fbistprogramme.... Will | be able to
withstand whatever they were throwing at me?” TExample points out the need for
adults to gather together, as part of their AETgprmme and in addition to their skills
training, to critically examine myths of this naturin practice, this would require adult
educators who could recognize what limiting selfi@epts learners hold in the learning

context and be skilled at helping adult learnersetl® critical thinking skills.
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A narrow focus on a human capital approach hasastributed to an era of
credentialism, according to Becker (1993). Spdt6&3) characterized the credential as
a market signal to the employer that the applibastthe underlying abilities to do the
job, but according to Becker (1993), the pursuid @fedential does little to improve
productivity. The implication of my findings ingard to credentialism is that there
exists different ways that participants understidagl concept which lead these
participants to different conclusions. For examplé is thought that the credential itself
will solve the future (economic) security issue, see learners, such as Bonnie say, “It's
going to bring to you pretty much a career or stvingtat the end of it” and Dan say, “I|
needed to know that | would get a diploma. | ndedsecurity of it.... | needed to know
that | would have something waiting for me in theufe” and Fedir say, “When you
actually pull the diploma and show them the bastop... it means a lot; they're worth
hiring.”

In these examples, the curriculum should be bughghat the learner comes to
understand that one’s propensity to be productiibe workplace does not rest on the
credential per se, but on one’s abilities to penfevell in the context of a particular work
setting. A different understanding of credentialiwas expressed by Eva who said,
“Half the time they don’t even care what it is jgstthat they can see that you've
accomplished something.” It is important for tlaikh educator to recognize that these
varying conceptualizations exist in order to hefrt adults to think critically about what

the credential can actually do for them.
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Theory in Complementary Fields

Mackeracher et al. (2006) recognized that thevalse in integrating other fields
with adult education in order to develop knowletlggt would be helpful to adult
learners. They stated, “Adult educators need tlalbotate with writers and researchers in
fields other than adult education to develop knolgéeof value to adult learners” (p. 27).
In keeping with integrating fields that could commlent the field of adult education, |
briefly review as follows theoretical models propdsy theorists outside of adult
education and relate how my findings could be vwelight of them. These include:
(a) transformative learning theory (Mezirow, 200®); theory of human motivation
(Maslow, 1987); (c) trait complex theory (Ackermamd Heggestad, 1997); and (d)
temperament theory (Keirsey, 1998).

Mezirow (2000) defined transformative learningfas thange that occurs due to
critical reflection in one’s taken-for-granted memnperspectives that may generate new
beliefs or opinions that will prove to be more jfietl to guide action. Although
Mezirow (2000) focused on the psycho-critical aspétransformative learning in which
individuals self-examine their assumptions abougxgverience and revise specific
assumptions that provide for new meaning, Dalo8§)%cused on the psycho-
developmental approach to transformation whereviddals examine ideas about
themselves and formulate new, more developed pereps.

The data from this study suggest that from thelpsycritical perspective, the
undereducated learners experienced changes infeywiewed things within the
context of learning in adult education. Certaintipgpants (a) overcame an initial fear

that they could be successful, as Bonnie decléfed,decided to continue my education
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after this;” (b) had a newfound optimism about nmgvioward a better future, as Carl
said about getting the GED, “Looking to the fututayill help me in the end;” (c) began
to see different life goals, as Bonnie stated, “¥aow, some of my goals might have
changed;” (d) understood learning could be co-dperaather than competitive, as
Abbey described, “The class size is a lot smailfsrmore intimate. For whatever
reason, there isn’t the same competitivenes&e. it university;” (e) were grateful that
they were going to be able to do something to b#iers, as Isi said, “I am not only
helping my own aboriginal people, but | am helpatigers too;” and (f) discovered they
had an inner drive to acquire a higher quality mé\ledge, as Abbey realized, “It's
about the comprehension regardless if you get 95%.”

From a psycho-developmental perspective, thesd duhers changed how they
viewed their own personal development and how tk&te to others. Certain
participants (a) realized the joy of learning framd with peers, as Gayle stated, “A lot of
experiences have been brought to the table..ultddearn from the older people in the
class;” (b) began to sense a real responsibilitpfeself, as Abbey reflected, “[I am]
taking full initiative and responsibility in whatewcomes out of what I'm doing;” (c) felt
proud to be a learner, as Dan beamed, “It was é&dradpride thing; | had never finished
[high school];” (d) recognized in themselves a moositive attitude, as Carl said, “I had
a better attitude when | left the course;” (e) deped a better self-image including an
acceptance of their more mature age in a formahieg context, as Haley realized that
“age is just a number and they see you more asingther student taking the course as
opposed to ... that old woman;” (f) experienced enmnfidence, as Dan said, “The jobs |

am applying for now are totally different than fbbs | applied for a month ago....
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Confidence has a lot to do with it;” (g) enjoyedraater self-respect, as Bonnie proudly
stated about her leadership ability, “People, tlespected me;” (h) had developed a
fierce determination to succeed, as Isi reflect€dere were a few times in January to
the end of June | wanted to quit ... No ... | arhgwng to be defeated;” (i) started to
become more socially inclined, as Fedir felt thatrklationship skills had broadened as a
result of interaction with classmates of varying@sicand (j) became more open to
differences in other people, as Carl credited tiogramme for helping him to become
“more open to different people and stuff; likeydu look in our class, there are a lot of
different people with different lives.”

Implications of my findings to transformative laarg theory are that
undereducated adults can and do experience chanigew they view themselves as
learners and in how they understand the processesiated with the Canadian AET
system. Although adults may not come to new retdina about AET without
participating, once they experience participatibey can change their meaning
perspectives, thus contributing to a greater retemaate in AET and a greater chance of
participating in higher education. In practiceylh@ducators should help learners to
reflect on their beliefs and values about themseagelearners and about how the AET
system can best help them in order to broaden tineierstandings.

Maslow (1987) posited a theory of human motivatioat identified five levels of
human needs which are hierarchically dependent agmevious level being satisfied. |
review these five levels briefly and relate my fimgs to them. According to Maslow,
the most basic level of need is physiological whiddludes among other needs, a need

for the human organism for “activity, stimulatiand excitement” (p. 16). My findings
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suggest that this need was expressed by partisipathe voice of engagement as Carl
voiced excitement about what he was doing in hegamme, “[] felt very motivated to
come to class because of the material that wag baught that week.”

The second level up in Maslow’s (1987) hierarchy wafety needs which
include among others needs, a need for securalilisy, and order. The voice of
security in my findings could relate to this hunrmeed as a significant number of
participants expressed motivations and/or concaloosit successfully being prepared for
their future. Examples of preparing for one’s fetgecurity included: (a) taking
responsibility for oneself as Abbey declared, “fine only one that’s going to keep
going;” (b) having structure and order in theirssebooms as Gayle expressed frustration
that in not getting marks back in a timely manisée felt doubtful about her readiness to
begin her work training placement; and (c) havimg highest level of learning support as
Eva complained that employers were not supportnaeigh in making co-operative
education placements easily accessible.

The third level of human needs in Maslow’s (198i&r&rchy was belongingness
and love which refers to a “hunger for relationshwieople in general—for a place in the
group or family” (p. 20). The voice of relationphin my findings pertains to this level
and is illustrated by Isi who said, “The thing @uyare drawn to each other’s experiences
or they may be similar.”

The fourth level in the hierarchy of needs (Masla@87) was esteem needs
which pertains to “self-respect or self-esteem, fandhe esteem of others” (p. 21). My
finding of the voice of relationship included timsed of a positive intrapersonal

relationship. For example, Kyle expressed a fgatihpride about himself and in how
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others felt about adult learners when he said gitgrad, like they get the MPs and
everything; everybody really appreciates maturdestts finishing.”

The fifth and highest level in Maslow’s (1987) mbdémotivation was that of
self-actualization. This level is related to thdividual “doing whateor she
individually, is fitted for” (p. 22). Although mfindings illustrate that some participants
expressed this need, | did not find this as a sepaategory of description, but instead
interpreted it to be part of one’s sense of intrapeal relationship. An example comes
from the voice of relationship as Gayle, speakibgua her previous visits to a relative in
a long-term care facility, shared, “I got more hsiwth of what consisted of a nursing
home and who is the frontline and that helped mkentgp my mind and what | could
really do as a PSW.”

One of the differences between my findings and Ma'sl (1987) hierarchy of
needs is that my category of the voice of compsteloes not align with any specific
level in the hierarchy. Maslow refers to the desito know and understand as
“techniques for the achievement of basic safetyhéworld, or for the intelligent person,
expressions of self-actualization” (p. 23). Anattgference is that although Maslow’s
hierarchy of needs identified the physiologicaldieas being most fundamental to human
motivation, my findings suggest that the voice &flgity, more closely aligned with
Maslow’s second level—safety needs—was the momtrgaah undereducated learners’
motivation to participate in AET. This emphasistbg study participants on preparing
for their future security lends support to my ratite in carrying out this study to
examine whether or not the AET programmes are éomwly focused on preparing

adults for the labour market. In practice, we @sliaeducators need to recognize in adult
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learners that their main motivation for participatis to have a successful labour market
outcome and should be supported in that regardua$ s possible, but that there are
other needs expressed by adult learners whichaptale in the quality of the learning
experience and the overall development of aduthkys.

The theory of trait complexes, espoused by AckerarahHeggestad (1997),
identified four distinct complexes. They purportidt these trait complexes determine
academic and vocational orientations of individualsese four trait complexes are: (a)
social, (b) clerical/conventional, (c) science/mathd (d) intellectual/cultural. The
following discusses how my findings have some r@tee to them. The first trait
complex is termed social and was purported by Aokerand Heggestad to include
individuals oriented towards enterprising or sotiédrests. There is a similarity in this
enterprising orientation to my finding of the voickengagement where certain
participants expressed a desire to be enterpnsitigeir learning environment. For
example, Bonnie stated, “It would be really sadrfar if | just decided, you know, this is
it; I'm done ... because | will never be able toabeart of the finished product.”

A second trait complex, espoused by Ackerman argbeltad (1997), was
termed clerical/conventional which is seen in imdlilals who have conventional interests
and who express traits of control, conscientiousnasd traditionalism. This could be
correlated with the voice of security in my findewghere there was value attached to
doing what is thought to be right or traditionakiire context of enhancing one’s security
for the future. An example of this was Joelle viletieved that people who need to
improve their life circumstances should take for@BIT in order to avoid going on

welfare.
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The third trait complex of science/math, in whialdividuals have an interest in
investigative activities, according to Ackerman &fefgestad (1997), could share a
similarity with the voice of competency in my fimgis where learners identified a desire
to investigate new knowledge. This was illustrdtgdibbey who said, “I'm learning
and it's answered my questions on what | had bdfergered the programme that my
other past instructors couldn’t teach me.”

Finally, the fourth trait complex deemed intellesdfaultural by Ackerman and
Heggestad (1997), in which there is a trait of o@ss, could be related to the voice of
relationship in my findings as certain participagtpressed an interest in being open to
and helping others. This was expressed by Gaytesald, “My needs are to be educated
enough to help the elderly. | need assurancd t@ratusing all of my abilities to keep
them safe.”

Temperament theory espoused by Keirsey (1998)qub&ur personality
constructs that contribute to a person’s dominaatacter. These temperaments
consisted of: (a) artisan, (b) guardian, (c) id#ahnd (d) rational. As an artisan, an
individual is interested in learning about techm@g@and in using equipment. The voice
of engagement in my findings could relate to teimperament as certain participants
expressed a desire to learn skills of a practiatine. An example of this was Abbey
who valued her growing skills in the plumbing traeshe said, “I am working on my
kitchen faucet this weekend to try and fix it. &gdwe installed toilets and laundry tubs
the correct way.”

A second personality temperament, termed guardidfeirsey (1998), pertained

to individuals interested in protecting themselagainst insecurities in life. This
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construct could share a similarity with the voi¢esecurity in my findings in that certain
participants voiced a desire to provide for betteans for their future. For example,
Dan stated, about the hope of his current traibigigg a stepping stone to a better job, “I
was working at an entry level and | didn’t know httwmove up, and the only way to
move up is get education.”

The third temperament, espoused by Keirsey (19€83,termed idealist which
pertained to individuals with an interest in thertamities, morale, and personnel. The
voice of relationship in my findings could sharsimilarity in that certain participants
expressed a desire to help others (e.qg., thedremlor members of a community), as an
outcome of their learning. This was illustratediiywho said, “So | made the right
decision ... [Parents] will sacrifice somethingyttage doing for their child. We all do as
mothers; that is the instinct we have.”

Finally, the rational temperament valuing knowledgel achievement, according
to Keirsey (1998), could be associated with theeaf competency in my findings
where certain participants expressed a desirealty learn something of relevance to
them. An illustration of this was Carl who valuaid programme in that it “gave you
basic knowledge about the three trades.”

Unlike trait complex and temperament theory whiokspmes individuals have a
dominant character, | did not present my findingghwhe implication that any given
adult learner had a dominant voice. Outcomespifemomenographic analysis are such
that data from all participants are combined fromal interpretations are made on the
collective data in an effort to identify qualitagiy different ways of experiencing a

phenomenon. However, from the foregoing theoriga)ohuman motivation (Maslow,
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1987), (b) trait complexes (Ackerman and Heggestf€éy), and (c) temperaments
(Keirsey, 1998), there is some support for theifigd in my study which identify that
there were at least four qualitatively differentywan which undereducated adults
reported their experiences of participation in AEMhe implication for practice is that
adult educators design varied learning tasks $o bsild on the unique strengths of the
adult learners which are reflected in the varieites
Implications of Findings to Research in AET

In this section, | provide a closer look at how fimglings support existing
research in the field of AET on (a) the problemadbw participation rate, (b) the
motivations for participation, (c) the general Ins/challenges to participation, and (d)
the structural barriers to participation.
Problem of Low Participation

According to Statistics Canada (2009b), out ofdherall participation rate in the
Canadian AET system of 43% of Canadians aged 26-B@08, the participation rate for
those with less than a high school level of edocatvas 14%, for those with a high
school level education was 25%, and for those witlostsecondary level education was
44%. This represents, for those with a high scgdbma or less, a significant
underrepresentation in formal and non-formal AEGgpammes compared with higher-
educated adults.

The findings in my study support the conclusioMykers and de Broucker
(2006) that this underrepresentation is due torigtyaof factors. Moreover, Gayle in
this study concluded that, “There are so many ththgt are weighing on people’s

decisions; it's not black and white.” Examplegafticipant perspectives on why more
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adults are not participating in formal AET are: Bonnie seeing education as a risk and
stating, “It's a sacrifice that if you don’t haveet support behind you, then you know it
literally is sacrificing like you/your life;” (b) &dir commenting on the difficulty in
getting funding and relating, “One of my relatiweas trying to open a business.... And
it's like it’s a big, big, big test you have to goough. Then even if they [funding
agencies] qualify you, they still torture you irffdrent kinds of questions;” (c) Isi feeling
that it was about inertia and explaining, “Once getiinto it and once you start getting
over the stumbling blocks and then it starts td pig and then you become more
decided;” (d) Dan being concerned about his ageadnaitting, “If you are talking to
[people] between the ages of 30 and 45, they ketylto re-educate. The older guys are
like, I'm 53, so who's going to hire me;” and (8) telating to the difficulty of returning
to school after many years away and noting, “Ikhirhas to do with years too ... they
come in and talk to me and some of the other oglles ... and it’s just tough to get
back.”

Given the examples of voices of undereducatedsdoted above, these learners
indicated that adults have to contend with a nudgtof factors in considering
participation in AET. An implication of my findirggis that it is not a simple matter of
addressing certain motivations or removing cenpaactical barriers when it is likely that
any given individual can possess any number anccampination of these motivations
or barriers which can combine to make the choiqaursue higher education a highly
complex endeavour.

Adding to this complexity of the combination of rtiple motivations and barriers

are messages that adults receive about educaimording to Hansen (2008), a low
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participation rate in the AET system by underedegta@dults may be associated with the
following major premises of Western formal educatehich, Hansen asserts, are
flawed: (a) assimilation into society via acadeawtievement is best for all citizens, (b)
school knowledge is superior to other forms of klealge or experience, and (c)
academic achievement and self-esteem/human devetd@are synonymous.
Motivations for Participation

Houle (1961) conducted an inquiry on a small saropkdults enrolled in a
variety of continuing education programmes in CaaResults of this inquiry indicated
a typology of adult learner motivation which cldiesl adult learners as: (a) goal-
oriented, (b) activity-oriented, and (c) learningeated. In keeping with Houle’s results,
my findings indicated that within the voice of saty many of the participants had a
clear goal in mind in participating in their AETggramme, for example, Isi stated, “l am
going to go somewhere ... | am going to accomisihe end of it all ... that goal is to
find that diploma.” Some were motivated to papate as a result of being engaged in
hands-on activity. Within the voice of engageméiubey recounted, about learning
applied skills in a pre-apprenticeship programnhégdrned a ton ... | totally learned a
whole new sector of knowledge.... this is all, ag@ractical; it's all applied.” Others
were motivated by the experience of learning its@tit of the voice of competency,
Haley said about her course of study, “It's cauglgtinterest now. | was interested in
getting the certificate, with different aspectstphow I'm learning.”

Boshier (1971) later developed the original versabthe Education Participation
Scale (EPS) to measure adult learner motivatioasNiew Zealand context. Boshier

(1991) then investigated the construct validityref EPS and found that it was
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psychometrically sound after being tested in Néwmterica and Asia. The results
indicated seven factors of adult learner motivatiartuding: (a) communication
improvement, (b) social contact, (c) educationalparation, (d) professional
advancement, (e) family togetherness, (f) socialidation, and (g) cognitive interest.

In keeping with Boshier’'s (1971) seven factors aftination, there were data in
my findings that aligned with these seven factd®glated to communications
improvement, Carl said about taking his prograntijiiés] made me more open to
different people and stuff.” In terms of sociahtact, Carl recalled, “In high school it
didn’t really work out ... | didn’t really get algnwith the teachers, but here ... the
teachers sit down and work with you.” Educatigma&paration is illustrated by Joelle
who having just lost her job said she would neefinish grade 12 as a minimum
prerequisite. An illustration of professional adeament comes from Fedir who stated,
“I want to move up further in my life, grow, andtdeetter jobs in terms of what |1 do.” In
terms of family togetherness, Gayle indicated, “kilys are very supportive. They're
picking up extra duties at home. My husband nowatching the kids on Fridays.”
Social stimulation may be represented by Gayle s&id about her training with the
elderly, “[It’s] intriguing and exhilarating for mihat | can make a difference in these
peoples’ lives.” Finally, related to cognitive@énést, Abbey declared, “I am picky about
what | am learning. | am not the type to storéearn useless information.”

In terms of Houle’s (1961) and Boshier’'s (1971)a@sh on motivations for
participation in AET, my research provides an asialpf a wider range of factors
relating to participation in AET beyond that of nwvations. For example, | reported

findings on barriers/challenges to participatioeeds being met, needs not being met,
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academic growth, personal growth, value of form&TArationale for low participation,
and changes in self or in understanding of AETy fidings also were presented as
gualitatively different ways in which adult learsegeported their experiences of
participation in AET across a collective of parpi@nt experiences rather than presenting
a typology of the adult learner as in Houle’s (1pfddings. The implication of my
findings through a phenomenographic approach isftiage can better understand the
lived experiences of undereducated adult learmers &s many perspectives as possible
and from their own expressions, we may be bettler takidentify perspectives that could
be addressed that would enhance the participadtenm AET.

General Barriers/Challenges to Participation

Existing research on barriers to AET include, bretreot limited to, findings from
Cross (1981) who classified barrier types as sanat, institutional, and dispositional.
Fagan (1991) offered a classification of barriehsol included life factors, programme
factors, and learner-inherent factors. Hart ef24102) found that two major deterrents
were work and family responsibilities and lack mierest.

These barrier types and classifications of baridetsrrents noted above are
reflected in my findings of the four voices of unel@gucated adult learners. In terms of
Cross’ (1981) classification of situational baryihich appears similar in nature to
Fagan’s (1991) classification of life factors, nralate to my finding of the voice of
security as it includes, for example, the issuabeflack of finances to take an AET
programme and little support for adjustment aftéx Ipss. For example, Bonnie said, “I
am very happy to be in this programme even thobgi tlon’t pay me [but] | have to

work part time.” Furthermore, Dan was challenggdhe fact that his employer whose



176

company closed down did not provide a satisfad@rgl of support in understanding
how to navigate the rules to qualify for governmiemiding for a retraining programme.
Related to Cross’ classification of institutionalrbers which seems to align with Fagan’s
programme factors, there may be relevance to ntyrfghof the voice of security. An
example is that Eva reported being exasperatetdgeguest that she contribute to the
cost of her textbooks in her funded programme agatalled, “| wouldn’t get accepted
to school because | was asking them to pay fanglbooks.” An illustration of Cross’
dispositional barriers that may share similaritieth Fagan’s learner-inherent factors,
comes from Kyle who was embarrassed to ask forfinetp the teacher as he stated,
“There is no privacy ... especially mature studémsause it's embarrassing to them that
maybe they’re not as smart as some of these oitiel k

A unique difference between my findings on barfehallenges to participation
in AET and those of various existing studies ig thg findings were generated through a
phenomenographic data analysis compared to pasitidanalyses. As such, my data add
a qualitative element to the AET research liteatwy reporting participant expressions
of their lived experiences of participation in AET.

In an interpretive study using a grounded theowlyasis, Hall and Donaldson
(1997) established the Life Influence Model of Rgration and identified barriers
related to pre-adulthood factors, patterns of nppett in adulthood, conventional
deterrents, and lack of voice in adulthood. Eveyugh our respective results were
arrived at by a different qualitative research apph, my findings mirror some of their
findings. For example, related to their pre-afadtors including past educational

experiences, in my study, Bonnie referred to hoeveskperienced her past education and
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how she had come to understand things differetdiyng), “I left high school at a very
young age.... Before, people would have one cameistick with it even if it was boring
and paid well, but now adults have the opportutatgo back and try whatever they
want.” Related to patterns of nonsupport in achdthfrom an interpersonal perspective,
this was present in my findings in the voice o&telnship as Carl struggled with the
experience in the classroom of negative interpeis@ations. He recalled, “Stubborn
people that thought they knew everything and petijaelet people down.” In terms of
conventional deterrents in the Hall and Donalddadys with child care being cited as
the number one reason for nonparticipation, myystadnd within the voice of
relationship that Eva valued the scheduling anddwank policy of her AET programme
because “if you have kids ... you're not spendithgaur time at school and he doesn’t
give you a lot of homework. He thinks your fanslyould come first.” The category of
lack of voice, referring to the way a woman feddsat herself, was reflected in my
findings in the voice of relationship where Abbegagnized that she had improved
throughout the programme in how she felt aboutdiessating, “My perspective of
myself has become stronger.... | know | have vahI've seen my value from being
here.”

The Hall and Donaldson (1997) study was similantostudy in that it targeted a
small sample of underserved women, although my kaaigo included men. Both these
studies also shared a similarity in that they weemeducted within an interpretive
paradigm. This meant that data were collectegaiéicipant interviews and qualitative
analysis was employed. The differences were thtta Hall and Donaldson study, data

analysis was conducted in accordance with the gnetefor a grounded theory analysis
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whereas, in my study, | followed the guidelinesdggshenomenographic analysis. A
further difference is that the Hall and Donaldstudyg resulted in the development of a
model of participation where the relationships agtire factors were explored, whereas
my study resulted in the identification of quainaty different ways in which

participants reported their experiences of parditgn in AET.

Structural Barriers to Participation

A critical perspective in understanding participatin AET suggests that barriers
exist of a macro-level, structural nature whichsmlearners to express resistance or to
fail in their learning (Brookfield, 2005; Crowthé2000; Freire, 2000; Jarvis, 1985;
McLaren, 1989; Rubenson, 1998).

Jarvis (1985) claimed that a middle-class biasbmafound in the content of adult
education programmes. For example, programmesasialdult basic education in
literacy and numeracy are designed by the middsscas a second chance for those who
were not successful in the initial education systieat are oftentimes not enough to
improve the social mobility of these adult learnefgcording to Jarvis, “The existence
of second chance education actually produces ameappce of greater equality of
opportunity and, hence, reinforces the existingad@tructures since it provides
additional support for the rights of those in pofwepositions” (p. 143). Jarvis noted
that those outside the middle class come to athapthose in powerful positions in
society have rightly merited their positions. §hinchallenged acceptance of the social
structure then can act as a macro-level barripattcipation of adults in AET

programmes.
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In my findings, the notion of acceptance of the dant culture is reflected in the
voice of security as Carl seemed to believe and@dbat once he finished his trades
exploration programme, he would not be eligibleftording to continue his training. He
stated, “After this course, | could get an appiEghip programme and go to school here,
but it costs like $9,000 and | would have to gktam from the government.” Brookfield
(2005) acknowledged this and other forms of stmattbarriers which has led him to
define adult learning in part as comprising thé&sasf ideology critique, contesting
hegemony of the ruling-class, and learning liberat+- finding individual voice among
stronger voices who define the agenda.

Structural barriers, for example, the unquesticaamkptance of the social
structure, can result in the expression of varfoasis of resistance by adult learners—a
theory espoused by McLaren (1989). This resistancine part of learners is seen,
according to McLaren, as examples of (a) failingatke advantage of the school’s
potential to give them an edge in society; (b)ngyio fit in with middle-class values at
the expense of their own cultural values; (c) kdiging abrasive behaviours; (d)
opposing the rules of the school; (e) exhibitinglemnce, racism, and sexism; (f) rejecting
mental labour as effeminate; and (g) expressingded skepticism.

In addition to positing the theory of resistancesldren (1989) questioned the
notion that school failure is caused only by indual learner deficiencies, but that active
refusal can in fact be class, culture, or raceifipgorms of resistance. My findings
suggest that the participants experienced strudbaraers which could contribute to a
potential lack of success which would not be relateany individual learner deficits.

Examples were learners who said they were surprisappointed, and angry in (a)
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experiencing the process of acquiring funding #gcdlt and intimidating, (b) feeling
coerced into a particular career selection, (cdpepntinually passed over by employers
even once they had retrained, (d) finding that maogne schedules made it difficult to
attend school and take care of their families, @)deing given entry academic
assessments for which preparation was not givatidwviate their fears.

In support of the examples above, Joelle foundatagiisition of funding to be
difficult. Within the voice of security, she salitf, you don’t push, the government is not
going to give you what you want ... you keep omgand calling them and asking
them.” Eva found that accessing funding was irdating, as she remembered a funding
counsellor saying to her, “I don’t have to recomohgau, you know.” Feeling pushed
by the funding agency into pursuing a career path &eacher, Kyle said, “It's hard to be
motivated when | know I'm probably going to go thgh 4 years and end up at a Mike’s
Mart somewhere because | won’t be able to findod jd?assed over by employers for
consideration when his training was nearing conqmeDan was disheartened as he
reflected, “You just kind of get a little discouejbecause | put in for so many jobs and
I’'m not hearing a lot back and the worst part isave got a good resume.” Gayle,
finding that the programme schedule was going ta bleallenge for her, said,” The long-
term hours at extended care is from 6 to 2. A igoing to be a barrier for me. My
girls have got to get up to get to school.” Takentry assessments—as a function of
gualifying for funding— put a lot of stress on apphts due to a lack of preparation
about what to expect. Isiillustrated the poinbatinot being sufficiently prepared for

screening assessments as she said, “I can’t usewdator and | can’t use a cheat sheet....
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| wouldn’t mind having seen that mature studertt te$So now | got to prepare myself
for that.”

Implications of my findings to the research ard thay support the concept that
structural barriers are being experienced by aedédult learners and that resistance to
the dominant culture is being expressed by adafhlkers in various ways. This implies
that an explanation for a low participation ratehia Canadian AET system could be
found in the work of McLaren (1989) in that a loate of participation may be a form of
resistance not entirely due to personal deficitteafners, but partly due to structural
barriers that exist.

Implications of Findings to Further Inquiry

Although qualitative research is not intended toegalize to the population, its
value is in its ability to enlighten and to catayzew ideas for further study. As a result
of the findings in this study, in which participanteported their experiences of
participation in AET in the voice of security, veiof engagement, voice of relationship,
and voice of competency, | suggest the followirgparfor potential further inquiry.

That the voice of security was expressed by sonteijpants could prompt
further inquiry into (a) the difficulties faced atcessing funding for AET—this
exemplified by Dan who said about the informatiessson to begin the funding
application process, “There must have been abdup80ple there.... It takes you 8
weeks just to get in to that;” (b) how fundingnsglicated in the choice of career paths—
this illustrated by Kyle who said of the procesglbosing a career direction, “You're
given a book and you get all these different fieldand they give you a couple weeks to

pick 20 and say okay, and you don’t know nothingutany of them ... it's hard to do;”
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(c) how employers are sharing in the responsibiéitytraining—seen in the comment by
Eva who said about trying to set up her own co-afpex education placement, “I am
calling companies and trying to get their inforroati.. That was hard because a lot of
people don't want to talk to you;” (d) how programischedules invite or discourage
participation—this described by Gayle who compldiabout the extended hours for
training at the long-term care facility saying, ‘@ths going to be a barrier for me. My
girls have got to get up to get to school;” (e) hoarketing of programmes could
alleviate fears by addressing common concerns—ettemplified by Gayle who said,
“Can | do this? Are they all going to be yound®art me? What are the hours going to
be like? Will | be able to study again?” and [f teffect family and friends have on
learner participation—this illustrated by Carl asrecounted, “I was going to get kicked
out of my house unless | went back to school oretbimg.”

As a result of my finding of the voice of engageméurther research could be to
investigate (a) how the curriculum could be madeenx®amgaging with applied learning
strategies—this represented by Gayle who was egid¢ivat “this week was very different
from the rest; we are doing more hands-on worky’h@w learning could be made more
enjoyable—this illustrated by Abbey who express@me of the systems | have always
liked ... is co-op style learning.... All that tilgeu’re applying the practical with what
you're learning in the book ... there’s huge vahuhis;” (c) how learning could be made
more relevant to skills required professionally aedsonally—this exemplified by Carl
who said, “I want to be able to wire up my own &lieal stuff one day and [would] just

like some general knowledge.”
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Within the context of my finding of the voice oflagonship, further inquiry
could be made into (a) the self-image of age ankeiationship to participation—this
evidenced by Dan who said, “At my age, you aretis@ato think about slowing down
now and you're making plans for that second pastoafr career;” (b) how a positive self-
concept as a learner can be shaped—this illusttaté&bbey who said, “My perspective
of myself has become stronger.... | know | havei@and I've seen my value from being
here;” (c) how a positive attitude toward others ba cultivated—this represented by
Fedir who felt his maturity had increased and thatrelationship skills had broadened;”
and (e) the social benefits of belonging to a le@yigroup—as seen in the comment by
Dan who said, “I think older people are intimidatsgpecially because they didn’t go to
college in the first place.... They even feel megparated.”

The expression of the voice of competency in mgifigs may relate to further
research into (a) the relationship between theebtiat one can be successful and
participation—this illustrated by Joelle who safdbther adults not participating,
“There’s a lot of people that like | said triedgo back to school, but because it's so hard,
they give up;” and (b) how to build on a learnexigsting knowledge and experience to
make learning more meaningful—this exemplified bglle in indicating how much she
was learning said, “I know | need to improve artaire, but my comprehension in it is
way, way bigger than it used to be.”

In terms of my findings that adult learners canezignce changes in themselves
or in their understanding of the AET system, furtfesearch could investigate (a) the
relationship between readiness and participatiompresented by Carl who said about the

time leading up to his decision to participate iBTA “| was kind of angry and | was
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really bored;” (b) how finding a good job is mohah just getting a credential—
illustrated by Abbey who declared, “I don’t neee thiece of paper. | want to prove to
you that I'm better than any paper you can give'rareg (c) the effect of self-
determination on success—seen in the comment dyn@arsaid, “So while | am here, |
am just going to come in here and hammer down andtget my GED.”

In general, by inviting undereducated adults is 8tudy to describe their lived
experiences of participation in AET, and by acyMidtening to their voices, | have
generated some insights for these further arepstehtial inquiry. If this inquiry were
to be extended using the lenses of age, race céthralass, gender, and orientation, it is
likely that further insights would be gleaned abitve phenomenon of participation in
AET.

Conclusions

In this study, | generated insights into the lieegberiences of undereducated
adult learners who were engaged in formal and womdl AET programmes offered by
Ontario school boards or their arms-length afidiaMy rationale for conducting this
study was to examine whether or not AET programanesneeting the needs of
undereducated adults beyond a narrow focus onstirumental approach associated with
human capital development. My purpose, then, waxplore the qualitatively different
ways in which undereducated adults reported thgieeences participation in AET
programmes.

My findings revealed four qualitatively differentays in which undereducated
adults reported their experiences of participativAET programmes which included: (a)

voice of security, (b) voice of engagement, (clceodf relationship, and (d) voice of
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competency. That the voice of security, relateg$oes around access to and successful
completion of an AET programme for the purposeeaiusing one’s future, was more
highly represented in the findings, lends suppornt conclusion that the AET
programmes appear to be narrowly focused on arumsntal approach and, as such,
may not be meeting all the needs of undereducateltiseas evidenced in the other
voices, such as the voice of engagement, voicelafionship, and voice of competency.

| now synthesize the findings of this study witle ttwerarching issues of the
focus of the AET system on primarily human capiavelopment—it being a function of
globalization. | re-iterate, however, that althbugy qualitative findings can generate
insight into the experiences of undereducated deathers, they cannot be generalized
to the population based on the limited purposivea. Therefore, | offer the following
models only for the purpose of synthesizing my dasions as they relate to
undereducated adult learners and not for the parpbapplying these models to the
general population of adult learners.
Instrumentalist Model of AET

From my review of the phenomenon of globalizatiod &s relationship to a
human capital development focus in AET and my fuggiin this study which revealed
strong motivations by participants to take an AEdgpamme to enhance their security
for the future, | recognize that an instrumentatistdel of AET appears to be central to
the design, implementation, and expected outcorhégedCanadian AET system.

Accordingly, | have depicted a model in Figure 8ttfepresents my
understanding of this instrumentalist focus in ABm.my representation, the

phenomenon of globalization, set in the contex oéo-liberal ideology, is front and
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UNDEREDUCATED
ADULTLEARNER
VOICES

FORMAL AND
NONFORMALAET

(includes framework of:
learning theory
critical theory
transformative learning
human motivation
trait complexes
temperament)

HUMAN CAPITAL
DEVELOPMENT

NEO-LIBERALISM/
GLOBALIZATION

Figure 8. Author’s depiction of ammstrumentalist modedf adult education and
training (AET) in which undereducated adult learmeices are overshadowed in the
background by the prominent structural procesdatekto globalization. Human
capital development occupies a dominant positiorlation to the broader
theoretical framework discussed in this studythis model, it is suggested that the
needs of undereducated adult learners are noesntieing met in the formal and
non-formal Canadian AET system due to the dominafht®iman capital

development theory.
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centre as the driving force for the aim of humapitehdevelopment. Undergirding the
central positioning of human capital developmerthm AET system is the theoretical
framework | discussed in this study which includé@j:learning theory (Dewey, 1938;
Jarvis, 1985, 2004; Knowles, 1980; Lindeman, 198@iical theory (Brookfield, 2005;
Freire, 1973; McLaren, 1989); transformative leagheory (Mezirow, 2000), theory of
human motivation (Maslow, 1987); trait complex theAckerman and Heggestad,
1997); and temperament theory (Keirsey, 1998).

In the instrumentalist model of AET, subdued in blagkground by the
overarching aim of human capital development, lagevbices of the undereducated adult
learners expressed by them as their lived expergeatparticipation in the AET system.
In this model, | would question (a) whether thecesi of undereducated adult learners are
being taken into consideration within the narroeu® on human capital development,
and (b) whether undereducated adults have anyhsakio participates, when
participation is necessary, what learning actigitiéll meet their needs, where
programmes can be accessed, how AET can be fuadddyhy they are guided in
certain career directions.

Inverse Instrumentalist Model of AET

As a result of the findings of this phenomenogramaise study in which | found
there were four qualitatively different ways in whiadult learners reported their
experiences of participation in an AET programneeéd a need for the instrumentalist
model of AET to be inverted, as is depicted in Feg®, in order to provide more

emphasis on what adult learners are telling us taheir participation. Instead of
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NEO-LIBERALISM/
GLOBALIZATION

FORMAL AND NONFORMAL
AET

Includes framework of:

learning theory, critical theory,
transformative learning, human
motivation, trait complexes,
temperament,

AND

human capital development
theory

UNDEREDUCATED ADULT
LEARNER VOICES

Security
Engagement
Relationship
Competence

Figure 9. Author’s depiction of ainverse instrumentalist modef adult education
and training (AET) in which undereducated adultihea voices are prominent in the
foreground while structural processes related ebalization are diffused in the
background. Human capital development shares a sguitable position along with
the broader theoretical framework discussed ingtudy. In this model, it is
suggested that the needs of undereducated aduletsareagiven voiceabout their

broader needs in the formal and non-formal Canafliah system.
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globalization being the driving force for the puspes, aims, assumptions, and approaches
of AET which results in the undereducated adultrieavoices being subdued in the
background, through inversion, the focal point $tidne the undereducated adult learner
voices. In this inverse instrumentalist model, uhelereducated adult learner voices
become front and centre. Through a process ofgivoice to the undereducated adult
learners, the Canadian AET system may be bettertatlevelop and implement
effective AET programmes that will not only satisfe aim of human capital
development, being driven by globalization, bubatseet the broader needs of the
learners. This could be brought about if we listarefully to the broader needs of
undereducated adults and try to address those metuis the existing AET system.
Giving Voice to Undereducated Adult Learners

Structural and perceptual barriers to professiandl personal development must
seem to undereducated adult learners like difficuttot impossible, mountains to scale.
| envision that through actively listening to am$ponding sensitively, appropriately, and
effectively to the undereducated adult learnere@®iaf which, according to this study,
four qualitatively different voices can be discaetnmnovations for learning in AET can
be found. When efforts currently are not yieldihg outcomes of improving the
participation rate of the undereducated in AET eéfphmeet the goals for a highly
productive society, then it is reasonable to asstimvaethe mountains are, indeed, too
difficult to scale or do not hold sufficient meagifor learners to surmount.

In conclusion, as a society that aims to develgpitman capital with the belief
that doing so will provide a better standard oing/for all, it is incumbent upon this

society to better recognize the lived sense of s@ed values, in this case, of
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undereducated adult learners. What is neededesvigion better mechanisms to meet
these needs and to acknowledge that the dominanbagh to formal and non-formal
AET, based as it is on a middle-class value systeven by the aims of globalization,
may not be as effective as is necessary to engadgreducated adults to pursue further
professional and personal development.

Final Thoughts of the Researcher

As the researcher completing this study, | refltest/ on my professional
experience as an adult educator and programmeageredf AET programmes in an
Ontario school board. | recall that | have seext timdereducated adult learners
participate with the pragmatic goal of finding & joSupport for this observation comes
from the OECD (2006) which reported that among nobshe countries it surveyed,
more than 70% of all formal education and trairpnggrammes taken by adults were for
the purpose of job-related skill development.

In the past, | have observed adult learners througtheir programmes working
hard to reach their goals and in the process, imgnidpeir unique life stories with them.
This is supported by Mezirow (2000) in that pedpter sense impressions through their
frames of reference in order to make meaning othaif experiencesAccordingly, as a
professional in the field of AET, | recognize theed to be knowledgeable not only about
various curricula that relate to growing labour-k&irdemands in order to prepare
learners for the workplace, but also about thenka’ unique ways of understanding
their experiences. If | can artfully listen, | rhighear some grains of truth sprouting forth

that will improve my understanding and practicecUdren (1989) supports this in that
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“we must take thexperiencesindvoicesof students themselves as a starting point” (p.
235).

In my past professional experience, | noted thabua struggles were at play
between applicants for funding and the funding apers, between the
teaching/administrative staffs and the adult leesn@mong the learners themselves who
are from different racial, ethnic, age, gendersgland orientation contexts within a
given classroom, and between employers and neailyel adults. My findings in this
study support the existence of these power relstiloeducation as is illustrated by (a)
Eva who was told by a funder that she did not hauge recommended for funding in
light of her resistance to pay for the textbookthie programme; (b) Fedir who found the
teacher’s strict policy, on leaving the classroohew he felt he needed a break, too
controlling; (c) Gayle who expressed anxiety abdmeihg judged should anyone in the
classroom discover she had received governmentrfgrid participate; and (d) Dan who
found employers were not interested enough in é&gyacquired skills training. As a
professional in the field of AET, it is importamat | understand these power relations
myself and help undereducated adult learners utaselffow they are situated within
them.

The above examples of power relations is suppdoyefreire (1973) in his work
with Brazilian adult learners who argued that l@wels of adult literacy are the direct
result of oppressive social structures and unegoonkr relations that are exercised in
society. The existence of power relations is alggported by Brookfield (2005) who
located adult learning in a critical framework whiemphasizes that the purpose of adult

education should be to have adults recognize hew ¢veryday thoughts and actions are
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functions of the dominant ideology which are emtsetoh our institutions. Adult
learning, according to Brookfield, is seen as casnpg among other tasks (a)
challenging ideology, (b) unmasking power, andc@@)testing hegemony of the middle
class.

Past experience in the field of AET has also dedphe with examples of what
might be considered resistance to the learningrenwient by adult learners where | have
seen learners (a) not follow through with theirtiggwation in a programme once they
had started, (b) push the attendance policy tiomis, (c) falter in their responsibilities
with an employer in regard to their co-operativeedtion placement, (d) complain that
the learning environment was actively working agathem, and (e) complain that the
teacher was incompetent. These examples coulddrets fit in with McLaren’s (1989)
theory of resistance in that students actively shesistance in an effort to contest the
hegemony of the dominant culture.

My past experience also helped me recognize thegater number of employers
need to be more actively involved in AET from treem view of offering opportunities
for adult learners to participate in co-operatide@ation placements. Students believe
that co-operative education is a key to them ggttrork experience and, hence, getting a
job. In my experience, | have found that some gawent funded AET programmes
allow for co-operative education and some do mandings in my study illustrate this
point in that Bonnie felt there was a need to “fawnpanies with motivated sponsors to
get out there and help with all of this stuff.” Agprofessional in the field of AET, |
would support that employers play a greater rolhis, but that adult students should not

be allowed to take the co-operative education dppdy for granted.
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| recognized that the undereducated adult leaingrgs study all shared a
common trait of determination to overcome barrteraccess, to learn new skills and
knowledge, and to aim for a job that would meeirtheeds. A concern | have, however,
is that many other adults may not have this leveletermination, assertiveness, or
relative confidence. How can we help the nonpigiting adults in society overcome
their deep and real feelings of fear and helplessfa less in the context of an AET
system that has inherent structural barriers? tieraconcern | have is the relative level
of available funding for groups, that are typicailyt eligible for funding for certain types
of labour-market training, such as the chronicathgmployed, the underemployed--those
in marginally sustainable jobs, or the stay-at-hgaent who now wants to access
training to re-enter the workforce after raisingjaten?

| would hope that through a renewed understandinige Canadian AET system
of the importance of educating the whole persompg®sed to a narrow focus on
specific job-skill attainment and a better recoignitof how structural aspects are acting
as barriers to participation, undereducated adwdidd become more attracted to and
supported in their needs by participating in theTAfystem, would acquire a stronger
educational foundation as a result, and would ctmeeclearer sense of how they are
situated and can achieve their goals within sociétgdereducated adult learners are not
only faced with the task of understanding how tecessfully access the AET system,
along with strengthening their learning foundationpreparation for a new job or career,
but are also now faced with the globalizing natwfrthe workplace in which new, global

competencies will be required in addition to trehal job skills.
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Faculty Advisor Tel. No.: 905.688.5550 x 3935 E-mail: Michael.Kompf@brocku.ca

THE RESEARCH PROPOSAL
See attached Summary of Research Proposal

TERMS AND CONDITIONS

If the application is accepted, the following conditions will be met:

1. The researcher will conform to the timeframe of the study mutually agreed upon. The finishing
date may be extended upon permission by the site official responsible for the research site.

2. The researcher will agree to the conditions of the Municipal Freedom of Information and
Protection of Privacy Act with respect to protecting the anonymity of students, research site,
school board or its arms-length training affiliate in all published reports, contacts with the news
media, personal conversations, or other forms of communication (attached as Research Site
Agreement).

3. Prior to the disclosure/publication of any information regarding this project, the researcher
shall contact the site official responsible for the research site.

4. The researcher shall avoid the use of techniques which invade the privacy and/or threaten the
integrity of the student/family.

5. A condensed report of the research study shall be sent to the official responsible for the
research site, approximately two months following the completion of the study.

| hereby agree to all the terms and conditions as outlined in this application form.
Signature of Researcher: Date:

PERMISSION GRANTED TO
CONDUCT RESEARCH
| hereby grant permission to Carolyn Maingot todwat the aforementioned research project
under the terms and conditions stated.

Name of Official: Tifl©dficial:

Name of Organization

Signature of Official: Date
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Appendix D
Research Site Agreement

In accordance with the Municipal Freedom of Information and Protection of Privacy Act
and specifically Form 1, as set out in Ontario Regulation 517, as amended.

This agreement is made between:
Carolyn Maingot (Researcher)
and
(Research Site)

The researcher has requested access to interview adult learners (aged 18+ years) in an
adult education and training programme under the auspices of your organization.

The researcher understands and promises to abide by the following terms and
conditions:

1. The researcher will not give to anyone access to personal information of participants
in a form in which the individual to whom it relates can be identified.

2. The researcher will keep the personal information of each participant in a physically
secure location to which access is available only to the researcher.

3. The researcher will destroy all individual identifiers in the personal information by
September 30, 2009.

4. The researcher will ensure participant confidentiality in that a participant’s name will
not appear on any dissertation or report as a result of this research and that a
participant will have a chance to review transcripts so that they feel comfortable they
are not divulging who they are. Due to the nature of qualitative research, for example
face-to-face interviews, participant anonymity to the Principal Student Researcher
cannot be protected. Measures will be put in place to protect the anonymity of
participants who volunteer for the study.

5. The researcher will notify [Your Organization] in writing, immediately upon becoming
aware that any of the conditions set out in this agreement have been breached.

Signed at , this day of 20009.
Signature of Researcher: Signature of Official:
Name of Researcher: Name of Official:
Address: Address:

Telephone Number: Telephone Number:
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Appendix E

Summary of Research Proposal

Title of the Study
Learner Experience in Formal Adult Education: An Ontario Case Study

Purpose of Study

The purpose of this study is to better understand the experience of learning in formal adult
education for adult learners enrolled in selected programmes offered by Ontario school boards or
their arms-length affiliate.

Rationale for Study

Adults must continue to upgrade knowledge and skills in order to fully participate in a globalizing
workplace. The Canadian adult education and training system provides formal learning
opportunities, but is experiencing a lagging participation rate compared with other countries of the
Organization for Economic Co-operation and Development particularly among its undereducated
group consisting of a high proportion of individuals with less than a high school diploma or
postsecondary credential. This lagging participation rate may be an indicator that the AET system
in Canada is not meeting the needs of or providing value for the undereducated. There is a gap of
gualitative research that aims to understand the lived experiences of adult learners. Accordingly,
this qualitative study will be carried out as a phenomenographic case study situated in a
constructivist paradigm which will explore the lived experiences of learning in formal adult
education for the undereducated enrolled in programmes offered by Ontario school boards or
their arms-length training affiliate.

Objectives of Study

To better understand the barriers to and motivators for learning in formal adult education for
[undereducated adult learners enrolled in selected programmes offered by Ontario school boards
or their arms-length affiliate.

To better understand the learning needs that are met or not met in formal adult education for
undereducated adult learners enrolled in selected programmes offered by Ontario school boards
or their arms-length affiliate.

To better understand the academic and personal growth in formal adult education for
undereducated adult learners enrolled in selected programmes offered by Ontario school boards
or their arms-length affiliate.

To better understand the knowledge gained about the value of learning in formal adult education
for undereducated adult learners enrolled in selected programmes offered by Ontario school
boards or their arms-length affiliate?

Operational Procedures

1) Number of adult learners (18+ years) to be sampled is 8-10.

2) Number of research sites to be sampled is up to seven. Research sites will be Ontario school
boards or their arms-length training affiliate in broad geographic areas of Ontario.

3) A computer terminal with Internet access at the research site will be required to administer
the Personal Empowerment through Type (P.E.T.) Inventory for Adult Education. If no
computer terminal is available, the researcher can provide a laptop as long as there is
wireless access to the Internet.

4) No information from school records will be required.

5) Time required for the study will be approximately 5 weeks from mid-June through mid-July,
2009

6) Time required for participation in the study on behalf of the participant will be:

a) An initial face-to-face visit for completion of consent form (.25); collection of
demographic data (.25), initial interview (1.5), description of weekly journal
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expectations (.25); and facilitation of the on-line P.E.T. learning styles inventory (1.0)
= 3.25 - 3.5 hours in total;

b) Journal writing on-line once per week for 5 weeks for approx .5 hr each plus
responses to specific prompts by Researcher = 2.5 — 5.0 hours in total,

c) A final face-to-face visit @ 1.5 hours for face-to-face final interview;

d) Periodic review of personal transcripts from initial interview and final interview = 2.0
hours.
Total time expected for participation is 9-12 hours..

7) Expected start date and completion date of the study are June 15 to July 17, 2009.

8) A signed Informed Consent will be obtained from each participant upon the first face-to-face
visit by the researcher.

9) Participants will receive on-going feedback from the researcher on their electronic journal
submissions and a copy of the transcript after each face-to-face interview.

10) Dissemination of research findings will be in the form of a dissertation to be publicly defended
by the researcher. A final report which includes a summarized description of the purpose of
the research and a summary of the results of the study will be prepared. Dissemination of this
final report will be sent automatically via e-mail to the study participants approximately two
months following the completion of the study.
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Appendix F

Recruitment of Participants: Steps and Verbal $crip

This procedural document and verbal script along with a copy of the Selection Criteria,
Letter of Invitation, and Informed Consent will be forwarded by the researcher to the site
official via e-mail who will then ask classroom teachers to ask potential participants who
meet the criteria and who would have a likelihood of participating willingly and
conscientiously in the study to put their name forward directly to the researcher.

Script for Site Official to Classroom Teachers:

As the site administrator or board representative, | have granted permission to Carolyn
Maingot, a PhD student in the Faculty of Education of Brock University in St. Catharines,
Ontario, to conduct a research study at our site on how learners experience participation
in a formal adult education and training programme.

May | ask for your co-operation in identifying one of your students who meets the criteria
on the attached Selection Criteria form and who, in your opinion, will be able to
adequately communicate their thoughts in English in interviews and via e-mail. Please
approach only those students whom you feel in your professional opinion would have a
genuine interest in participating in the study beyond the marginal incentive of the $50
honourarium that will be offered. Please direct interested individuals to contact the
researcher, Carolyn Maingot, via her e-mail directly carolynannem@live.ca as this will
maintain confidentiality of who applies and who is accepted to participate in the study.

Script for Classroom Teachers to Potential Participant(s):

Teacher privately approaches a student he/she thinks would be a good candidate to
participate in this study based on the criteria listed on the Selection Criteria form and
who would be considered able and willing to participate.

Our training organization has given permission to Carolyn Maingot, a PhD student in the
Faculty of Education of Brock University in St. Catharines, Ontario, to conduct a
research study on the experiences adult learners have in participating in an adult
education and training programme.

Carolyn is most interested in and in need of finding study participants who lack a high
school diploma or a postsecondary diploma or degree because this is the group of adults
in Canada who statistically have the lowest participation rate in the adult education and
training system. She also needs to find participants who meet any of the criteria listed on
the Selection Criteria form which you can look at. She would like to discover, through
your experiences, how the formal adult education and training system may or may not
meeting your needs or providing value to you.

Carolyn will want to—over a period of 5 weeks, conduct two face-to-face interviews with
you, have you complete an on-line learning styles self-assessment which she will help
you with, and have you write a brief weekly journal and forward it to her via e-mail.
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Please read this Letter of Invitation prepared by Carolyn that outlines in more detail what
you would be expected to do in this study, how long the expected patrticipation is, and
what the benefits and risks are to participating. There is a marginal financial reward
given to you for your participation and you will be able to find out information on how you
learn best through a self-assessment of your learning style. Your decision to participate
or not to participate will in no way affect the relationship you have with your teacher(s) or
affect your educational programme.

Once you read through the Letter of Invitation, and the sample Informed Consent Form
that you would eventually be asked to sign, and you wish to volunteer for this study, you
will contact Carolyn Maingot, Principal Student Researcher, directly at
carolynannem@live.ca to let her know of your interest. Your choice to participate or not
will have no effect on your participation in your current education/training programme
and in order to maintain your complete anonymity, you do not need to disclose to
anyone that you have chosen to participate.

Carolyn will then contact you to give you information about the next step. If you have any
guestions about this study before you make a decision to participate, please e-mail
Carolyn directly.

Please confirm with Carolyn your interest in participating in this study by Thursday, June
11, 2009. Thank you.
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Appendix G
Selection Criteria

The researcher is looking for interested adult learners to be study participants who
meet the following criteria. The potential participant MUST be:

In an adult education and training programme on a full-time basis at least during the
months of April through June, 2009

At least 18 years of age

Lacking a high school diploma or if he/she has a H.S. diploma, at least lacking any
postsecondary certificate, diploma, or degree

Knowledgeable and capable of sending and receiving e-mail messages on a weekly
basis

Capable enough with written and spoken English language skills to communicate
his/her thoughts to the researcher throughout the study

Able to meet the researcher in a private location at the research site for interviews on
three separate occasions

In addition to the participant meeting all the criteria listed above, the ideal participant
will additionally meet at least ONE of the following criteria:

A ssingle mother or father on social assistance

A mother who is returning to school after raising children

A youth (age 18-24) who has had a weak attachment to the workforce
A Canadian Aboriginal or member of First Nations

A recent newcomer to Canada with landed immigrant or refugee status who has
learned English as a foreign language

A Francophone who has learned English as a second language

A member of the LGBT (lesbian, gay, bi-sexual, trans-gendered) community
A person with a disability

A member of a visible minority group

A displaced manufacturing worker who is at least 40 years of age
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Appendix H
Selection Status for Study Participation

(FORM A)

| am pleased to inform you that you have been selected to participate in the research
study entitled, “Learner Experience in Formal Adult Education: An Ontario Case Study

Congratulations on your selection as a participant. You will benefit from this participation
by gaining insight into yourself as a learner, experiencing the satisfaction that you are
furthering the knowledge of educators, administrators, policy makers, and other adult
learners; and receiving a small financial honorarium.

I will be contacting you by phone in the next two days to set up an initial interview place,
date, and time that will be convenient for you.

At this visit, | will review with you what is expected in the study; will ask you to sign the
Informed Consent; will have you complete a short questionnaire about your age, gender,
social background, and educational background; will talk with you for approximately 1.0
to 1.5 hour while an electronic recording device records our conversation, will talk with
you about how to do the weekly journal reflections on-line; and finally, will help you get
access to and complete the learning styles self-assessment tool on a computer.

I look forward to meeting and working with you as a partner in this study.

-Carolyn Maingot

(FORM B)
This is to inform you that your name has been placed on a waiting list as a potential
participant in the research study entitled, “Learner Experience in Formal Adult
Education: An Ontario Case Study.”

If you are selected to participate in this study, you will be notified by me within the next
two weeks.

Thank you for the interest you have expressed in participating in this study.

-Carolyn Maingot
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Appendix |

Participant Demographic Profile

The purpose of this questionnaire is to collect some basic information about you
to form a participant profile. Your name will be kept strictly confidential with the
Principal Student Researcher and will not be associated with this information in
any report. You have the right not to answer any question below.

Please fill in the requested information and circle the options that apply to you:

Name

Gender

Age

Marital Status

Single
Married/Commonlaw
Divorced/Separated

Number of Children and Ages

Citizenship Status

Canadian Citizen

Permanent Resident

Refugee

Visa Student from Other Country
Country of Origin

No. Years in Canada

First Language

English
Other, Specify

Education/Training
Programme Paid For By

Self

Employment Ontario

Ontario Works

WSIB

Native Band/Aboriginal Funding
Other, Specify

Highest Level of Formal
Schooling

Less than high school diploma
High school diploma

Some College Courses

College Certificate/Diploma/Degree
Some Apprenticeship Hours
Completed Apprenticeship

Some University Courses
University Undergraduate Degree
University Graduate Degree

Other, Specify

Socioeconomic Status

Currently Part-time Employed
Currently Unemployed
Less Than One Year Out of Job
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More Than One Year Out of Job

Receiving Government Income Support
Receiving Private Insurance Income Support
Other, Specify

Socio-cultural background

A single mother or father on social assistance
A mother who is returning to school after raising
children

A youth (age 18-24) who has had a weak
attachment to the workforce

A Canadian Aboriginal or member of First
Nations

A recent newcomer to Canada with landed
immigrant or refugee status who has learned
English as a foreign language

A Francophone who has learned English as a
second language

A member of the LGBT (lesbian, gay, bi-sexual,
trans-gendered) community

A person with a disability

A member of a visible minority group

A displaced manufacturing worker who is at
least 40 years of age
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Appendix J
Initial Interview Guide

Overview
To better understand the barriers to and motivators for learning in formal adult
education for undereducated adult learners enrolled in selected programmes offered
by Ontario school boards or their arms-length affiliate.
To better understand the learning needs that are met or not met in formal adult
education for undereducated adult learners enrolled in selected programmes offered
by Ontario school boards or their arms-length affiliate.
To better understand the academic and personal growth in formal adult education for
undereducated adult learners enrolled in selected programmes offered by Ontario
school boards or their arms-length affiliate.
To better understand the knowledge gained about the value of learning in formal
adult education for undereducated adult learners enrolled in selected programmes
offered by Ontario school boards or their arms-length affiliate.
These are six guiding questions that flow from the research questions:

1. Please describe the programme you are in.

2. What motivated you to take this programme?

3. What barriers did you face in entering this programme?

4. What do you think you need from this formal adult education programme?

5. How do you feel you will grow academically or personally from taking this
formal adult education programme?

6. How valuable do you think formal adult education programmes are compared
with other more informal ways of learning?
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Appendix K
Weekly Electronic Critical Incident Reports/JourRaflections

Instructions for Participation

The purpose of the weekly electronic Critical Incident Reports/Journal Reflections
submitted by e-mail to the researcher is to capture your thoughts, feelings, and
experiences on a regular basis as you participate in your programme. The following
prompts are simply guidelines to help you with your reflections. You may respond to
each question each week, or just certain questions each week or you may simply
communicate what you think would be important to say. Do not be concerned about how
concise or grammatically correct your reports are; it is more important that you reflect
carefully and say what you want to say.

Your name will be kept confidential with the Principal Student Researcher and will not be
associated with any of the responses given in your reports when the research report is
compiled. The researcher may want to use some of your responses as anonymous
guotes in the research report that provides an example of important ideas.

Reflections:

1. What engaged me the most this week in class or outside of class?

2. What made me feel most distant or negative this week in class or outside of class?
3. What was most affirming/supportive or helpful this week in class or outside of class?

4. What was most puzzling or confusing this week in class or outside of class?

5. What surprised me the most this week in class or outside of class?
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Appendix L
Final Interview Guide
Overview

To better understand the barriers to and motivators for learning in formal adult
education for undereducated adult learners enrolled in selected programmes offered
by Ontario school boards or their arms-length affiliate.

To better understand the learning needs that are met or not met in formal adult
education for undereducated adult learners enrolled in selected programmes offered
by Ontario school boards or their arms-length affiliate.

To better understand the academic and personal growth in formal adult education for
undereducated adult learners enrolled in selected programmes offered by Ontario
school boards or their arms-length affiliate.

To better understand the knowledge gained about the value of learning in formal
adult education for undereducated adult learners enrolled in selected programmes
offered by Ontario school boards or their arms-length affiliate.

To better understand how the learner experienced changes in himself/herself or in
his/her understanding of AET programmes as a result of participating in an AET
programme.

These are six guiding questions that flow from the research questions:

Please describe how you have experienced learning in this programme,

What has motivated you to continue in this programme?

What barriers have you faced while continuing in this programme?

What needs of yours have been met in taking this programme? What needs of
yours have not been met in this programme?

How have you have grown academically or personally in this adult education
programme?

6. How valuable has this formal adult education programme been to you compared
with what you might expect of other more informal ways of learning? Why do you
think many adults are not participating in AET that is available?

PowpbPR

o
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Initial Categories of Description by Participantdy Interview Question

Q1 Q2 Q3 Q4 Q5
MOTIVES/ NEEDS MET/ ACADEMIC/ VALUE/ NON CHANGE
BARRIERS NOT MET PERSONAL GROWTH PARTICIPATION

Motivators Barriers Needs met| Needs Academic Personal Value of Rationale | Changes
for to in not met growth growth formal for non- in self or
AET AET AET in AET in AET in AET AET partcption | undrstndg
in AET AET
dreams age undrstnding| intrprsnl | groundwork | positive credential | daunting | Vague
undrstnding | ability details relatns | teacher thinking career negative sense of
needs more | quantity big picture commitmnt | risk-taking | counseling | schl exp being
building social time | confidence support desire to confidence | negative changed
confrmation | academics | confirmat. memorizing learn goal prception | realize
famly/frnds | govt fndng | modelling new sector resourceful | setting willpower learning
change support learning knowledge | confidence | co-op & isa
must work frm others applied self image theory privilege
classmates academic knowledge | taking valuable sense of
prior Irning surpassed balancing control exploration right tme
expct's theory & having financially realizes
more than practice initiative viable ball is in
textbook field inspiration | engaged court
relevance knowledge | commitmnt | small class
extra help overwhelm. | recognizes | size
passionate in-depth limit's foot in the
teachers bal of door
rspnsblty | active
working learning
with teamwork
people less
networking | cmpetitive
self respect| supportive
pride classmates
comfort camraderie
gratitude
dreams support credential learning commtmnt | valuable Income change in
support school support style work ethic | another VS. goals
opportunity records go forward math punctuality chance edcation | reordering
paid how to Irn reading positive exploration | starting is of work-
discovery continuing attitude choices hard life
career ed. leadership companies| balance
counsellor overcoming transfrming should
enjoyment fear changing help
HS diploma promise of social employers
credentials career relations enticemnt
acmplshmnt promise of life balance
portfolios income
boredom knowing
networking education
process
ease of self image | knowledge | math training personality | advisable | lack of change
entry low exploration | funding | won't help maturity another awarenss | toward
please literacy money unsure GED rspnsbity chance positive
parents didn’t care | forced trnspratn | help self end point attitude
future people routine finances | good accptnce | practical couldn't
frnds/fmly returning impressed teachers conflict ok have seen
paid theory relevance mgmnt assumptns himself in
accessible | discnncted politics satisfactry this
adult finances assrtvness | GED training 2
treatment | taste of how to get | offered yrs ago.
classmates money educt'd help
teacher presvrnce | caring
support intrprsonal | earn while
money vs self esteem| learning
meaning enjoyment | life skills
trades pay commtmnt
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Q1 Q2 Q3 Q4 Q5
MOTIVES/ NEEDS MET/ ACADEMIC/ VALUE/ NON CHANGE
BARRIERS NOT MET PERSONAL GROWTH PARTICIPATION

Motivators Barriers Needs met| Needs Academic Personal Value of Rationale | Changes
for to in not met growth growth formal for non- in self or
AET AET AET in AET in AET in AET AET partcption | undrstndg
in AET AET
rspnsblty punctuality
parental pleasing
influence others
small class trnsfrmtion
kicked out better
ease of attitude
entry self
need for reflection
help attendance
future listening
word of short term
mouth vs. long
knowledge future
accumitn
govt
funding
labour mkt
accessibility
aprntcshp’s
jobs
online Computer | industry’s Job good teacher| politics Physical exprience | Realizing
cohort skills needs plemt advocacy contact VS. labour
diploma age future how to insight online not credential| market a
experience | self- credential find job pragmatsm | for every finances hallenge
teacher cnfdnce security non- transfrmtn | gives devalue realizing
support govt help with specific confidence | status undrstndg | his age
perception funding job srch job duty relevance | age begin
caring unknown targeted finding self necessity | perception| again
finances readiness experience reflection | specific notreq’d | realizing
pride test- targeted role model previously | actually
role model anxiety courses realistic reality needs
adjustment | timeframe | emplymnt physical edcation
resume high progress ability increased
response demand | job finding worth it self-
competition | time asstnce puzzle cnfdence
interviews constrnts | balance of pieces realizing
instructional | accessible | asstnce fierce self-
style awareness | credential cmptition rspnsbity
multicltrlsm | support realizing
limitations general
loss B.A. not
reliance worth
prsvrance much
exhaust
savings
math skills
credential
specificity
of jobs
paperwork
for co-op
competitn
desire assessment diploma practical commtmnt | need to lack More
job levels fast-track insight learn insight desirous
diploma relocating | scheduling resume resist and apt to
nonunionize accessible writing change learn
d knowledge Realizing
job loss need to
employers have
relevance education
back to
work
need
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01 Q2 Q3 Q4 Q5
MOTIVES/ NEEDS MET/ ACADEMIC/ VALUE/ NON CHANGE
BARRIERS NOT MET PERSONAL GROWTH PARTICIPATION

Motivators Barriers Needs met| Needs Academic Personal Value of Rationale | Changes
for to in not met growth growth formal for non- in self or
AET AET AET in AET in AET in AET AET partcption | undrstndg
in AET AET
learning

dropping

out

relocation

free testing | test- knowledge | no co-op Problem teacher fear of better

given anxiety advancmnt | cmmnctn solving rspnsblity | failure undrstndg

rspnsiblty | ESL interests with rspnsblty teacher self of

good fit tight skills emplyers conflict support awarenss| previous

schedule policy security resolution | quality not able to| field

individual teacher undrstndng transfrable | transfrable | doit discovred
attention intrprsnal growth skills credential

prior govt any time mgmt | better pay enjoyment

learning funding diploma skills stepping of
credentials | stress self value of stone learning
jobs gambling definition learning proves relatnship
research lack of intrprsonal | worth skills
support network maturity Cdn broadned
timeframe finding a credential increased
don't give job maturity

up treatment

payments private vs.

advance public

success

govt literacy education | teacher | advancement transferabl | provides Better self

funding experience | field others | not starting point| e skills knowledge concept as

practical feelings assurance | focused | skills vs. time mgmt | higher a working
learning fear of career teacher | experience | skills profile person
helping speaking support too lax thinking positive learning Confidenc
others theoretical | family immedia | skills thinking from ein
maturity approach | role model | te poor quality | resourceful | others speaking
personality | previous pride feedback | lower overcome | learn out
finishing HS exp. employmen demands social common

helping peer t easier tests phobias | sense

other compariso | financial lower comprtive | not just

positive n adult standards anxieties forcing a

thinking disorganiz reading overcome | job

ation communica balance of hurdles dislike self
family tion teacher confidence | reflection
responses support maturity peer
accessing show confidence | pressure
govt understandin| self talk
funding g speaking
classroom apply out
mgmt learning better life
lack of balance skills
employer teachr transform
co- support self esteem
opertion practical
schedule learning
confidence
drama
judged
enjoyment | age for diploma pace Undrstnding | journey networking become
helping govt emplymnt | aviblty why visual very more
others fndng practical of flourishing learning valuable socially
credential lack of learning cmponnt | high marks | desire to gift inclined
change network | quality surprise | concentrate | learn more| more if self
contingency | lack of fee empathic earning conscious
plan govt teacher attendance | feeling of mature
interests fixblty fairness effort forced age faded
bridging unreasnble teamwork
expect’s enjoyment
classroom compatrtive
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Q1 Q2 Q3 Q4 Q5
MOTIVES/ NEEDS MET/ ACADEMIC/ VALUE/ NON CHANGE
BARRIERS NOT MET PERSONAL GROWTH PARTICIPATION

Motivators Barriers Needs met| Needs Academic Personal Value of Rationale | Changes
for to in not met growth growth formal for non- in self or
AET AET AET in AET in AET in AET AET partcption | undrstndg
in AET AET
mgmt interprsnl
lack of self
employer conscious
co-oprtion self
noise level motivation
maturity
unclear
plan B
teacher adjusting math teacher | prep for detrmntion | Very Recognize
support to limited | knowledge attntion college change of valuable Visual
college income teacher teacher | math values stepping Learning
mature slower support support | progression | racial stone style
student thinking learning cmparisons| not total realize
practical mother respect for fixiblty learning is
approach first policies teacher prgresion
good mandatory confusing attention resistance
teacher math intimdtng learning to being
contract English docmnts from defeated
marks poor skills persvrance | others realizes
parental teacher initial common self
influence learning strength experinces discpline
family style life skills stress just start,
expectations| reading helping relief rest
reach goal | govt others role model follows
family documnts dealing teacher
values new with stress | support
children’s commnty emotional | centre
education | confidence strength support
confidence | family care self
pride lack of cnfdnce
values income optimism
landlord family discrmntn
pressure ESP
healing
enjoyment | math & HS HS prep for working need to finances Realizing
employment| English diploma credits collge/univ hard improve | trnsprttn getting
avoiding literacy college rnivrsty literacy better life govt funding a
welfare school prep prep forced to learner avoid assistance real
job loss computer | case good learn not that welfare don’t care | challenge
easier job policies support marks hard job not Concludes
better shift | repeating | funding computr persistence| given a necessary| employers
flexibility courses teacher skills chance have a job | don't care
age support think don't Become
govt future realize More
rqurmnts strategize | physical resrcful
literay can't with exhaustn | recognize
demand shifts young effort
govt family must be
funding weekend made
employer online learning is
expect’s want rest an
edcational opprtnty
rqurmnts
language
employer
rspnsblity
resources
Gr 12 lack of teacher | university persistence| huge — recognize
Funding cnfdnce attntion prep work ethic diploma funding
reqmts selfimage teacher positive high issues
force slower schdling attitude profile impact
choice thinking pride availablty
need poor more of
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Q1 Q2 Q3 Q4 Q5
MOTIVES/ NEEDS MET/ ACADEMIC/ VALUE/ NON CHANGE
BARRIERS NOT MET PERSONAL GROWTH PARTICIPATION

Motivators Barriers Needs met| Needs Academic Personal Value of Rationale | Changes
for to in not met growth growth formal for non- in self or
AET AET AET in AET in AET in AET AET partcption | undrstndg
in AET AET
education organiz. funding teachers
skills teacher self-
fear of patience detrmntn
cmputers ability to even if
funder teach frstrated
obstacles embarrass
school no privacy
computer frustration
policies good
hope teachers
don’t
know how
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Appendix N

Participant Transcript Summaries

Abbey (Participant A)

The context for Abbey was participation in a gdlitrade’s programme that is designed to equip
the learner with a broad curriculum related todbestruction sector as well as on-the-job expegenith
a potential employer. The programme requires folktattendance and spans approximately one year. |
would be considered a non-formal AET programmeetms of qualifying for the AET programme,
Participant 6 had to meet certain government daites the programme was funded by a government
agency. The criteria were that the participant toalde economically marginalized, the programmetbad
fulfill a human capital development purpose, arer¢hmust have been a level of assurance that the
participant would complete the programme succdgsful summarizing the stance of Abbey in this
phenomenographic study, she appeared highly imitgrnmotivated, had a good sense of where she was
going based on where she had come from in her |@@oning and work experience, was very positive
about her choice of learning opportunity, was rmiu to let any fear of age or failure stop hehén quest
to get the most out of this programme, felt thatmest expressed needs were being met, was very
responsive to the applied nature of the coursefdiathat she had gained in significant areasesépnal
growth, and praised the value of this AET programme
Bonnie (Participant B)

Bonnie was engaged in a year-long non-formal AEGgmmme in an exploration of the
construction trades. Having been in a sales fiedadipusly and with no formal education or trainfiog the
past 10 years, except for a short online coursefaimd it challenging adjusting to a return tadgtu
Although nervous to start out, she was motivatetidryexcitement and her gratitude for having this
opportunity that she felt she could not let go Bye main motivating factors in her choosing and
continuing in this AET programme was her parentg€ouragement, her observation of friends in thie fie
who were enjoying it, her classmates who were stjwgoof one another, a sense of accomplishmentwhe
projects were completed, and the instructional stpghe received from knowledgeable teaching staff.
Although expressing mainly positive experiencebefparticipation in this programme, she was torn
between the potential benefits she perceived shidvget from this new training and a well-paid earm
sales that she had partly put on hold. Her mosiifsignt barrier in continuing in this programmesatae
need to work to earn some wages to help suppasttierhile engaged in the full-time training
programme. Having expressed her needs for takimgitbgramme as gaining education, experience, and a
credential, she found that what she was getting fitee programme was a recognition that she knew how
to learn. This was the impetus in her beginninthink about continuing her education after this
programme in university-level study. Bonnie expecied academic growth in math, reading, and an
understanding of the overwhelming amount of infaforato be learned in the field. In experiencing a
leadership role in the programme, she recognizatiitis not an easy task to gain respect fromseeen
though she felt she had earned their respect ierideAt this juncture in her programme, she e)q@és
having a sense of being “changed” in a way thatcsld not describe except to say that her percemtf
her goals and of her personal relationships hadgdth Bonnie believed that AET is valuable in these
that it provides another opportunity for educatibat may have been missed when younger and an
opportunity to explore a new career field. Her semiswhy more undereducated people are not
participating in AET was that they have financiegponsibilities that would preclude them from takin
time away from paid employment. She also felt thate is also an underlying fear that they will bet
successful. One thing that could help is if empteygould get more involved in sponsoring adult heas.
Carl (Participant C)

Carl’s lived experiences were set in a non-formediés exploration programme and formal
studies for the GED. He became interested in tae programme as a result of being enrolled in the
GED programme. His enrolment in the GED was mogigigirimarily by his deference to his family. He
was not sure throughout the study period what dtur/training goals he would have for himself enc
the programmes were completed. Although he stamtedhe programmes with a sense of being coerced
and feeling angry, he discovered that he enjoyegthctical kinds of learning he was doing. Herthitl
perceive that he could do this kind of learning@tege or university, but recognized that he stiald
more research on that. Throughout the programmexperienced the challenge he has with reading and
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felt the math that was relevant to the trades sdenwe palatable. Once the trades programme hastiend
Carl reflected that he had become more responfableimself, had developed a better attitude toward
school compared to that which he had had in higjeaic had improved on his interpersonal relatioits w
classmates recognizing the part he must play iaramaintain good relations, and had begun tikthi
more in terms of his future career and ability &onewages. He began to evaluate the investmeinefin
the skilled trades with the potential pay-off fically in the future. Carl found his AET programnteshe
valuable in many respects.

Dan (Participant D)

The AET programme within which Dan was engaged avax-month, full-time formal training
programme in the field of Supply Chain Managem@sta 43-year old chemical plant worker most
recently in the shipping and receiving field, harkeed with little notice and with many years ofvées
behind him that his employer was closing the plaith a little adjustment help from the company and
fluke meeting with an employment counselor from YMCA, he sought and received funding from the
Second Career initiative of the Ontario provingjalernment to attend this AET programme. Although t
programme would not offer a co-operative educapiaeement for work experience, Dan took the
programme for the technical training and the offesome job search assistance. The motivating faéto
Dan in choosing this training was to get a cre@émthich would not only help prepare him for thbdar
market, but also would be seen as a path to sgdarihim supporting his family, and also to seagea
role model for his children. The barriers and dahadles that he faced at the outset of this transitam
work to school was the fear of how to provide far family, the realization that the manufacturingustry
could not support him any longer, and a sensehatas not receiving enough assistance from the
employer whose plant was closing. Throughout the siep researching training programmes, he found
that the funding agency'’s policies and procedureseimiting his access to certain programmes and
causing the wait time to be extended unnecessarfis opinion. He found he was caught at a timbigh
demand for funding for retraining and also founattmany programmes were already filled. He found
himself resorting to political tactics in orderget the attention he felt he deserved. Upon enttii¢ AET
programme and throughout, he worked diligently sindtegically to apply for jobs in related fields.
Although highly positive throughout, he felt at #mdiscouraged and depressed with the lack of nsspo
from employers to his job applications. He begahrttaden his job search strategy to include corisige
in addition to his full-time programme, taking ottshort-term, very specific certificate coursehagound
employers were asking for experience and educatiomany fields at once. Dan indicated that his seed
were to secure his future and saw the credentibheisig the potential to do this. He needed tcageb
and to have more help in finding a job. He clairtieat his technical knowledge in the supply chahdfi
had grown immensely throughout the programme aatdhé& was surprised at the many different career
paths that he become aware of as a result. He liegaaff-reflect on things that he felt he shouwdédbeen
doing all along to prevent this situation of bejagless and he recognized that he has to take me#plity
for the outcome. In terms of the value of formalTABan believes that at least some postsecondary
education is helpful, but that it must be in labmarket areas where there is a demand for skitlsnaunst
be comprised of broad as well as specific kindeafning. Dan perceives that the reasons more less-
educated adults are not taking advantage of the gysfem is that they have a lack of awarenesswftho
access the system; they do not have the time mandes to do so; they feel they are too old so vdilger
with it; it is not worth the investment that thepwd have to make; they do not see the valuefor it
themselves; they feel disconnected from educatishitimidated by the thought of returning to schoo
and the waiting out of the severance package shateived, is causing some individuals to delatirge
started onto another pathway until it becomes ébe. |
Eva (Participant E)

Eva was enrolled in a 6-month, full-time formabgramme with an arms-length organization to
an Ontario public school board. She was learninltssklated to supply chain and inventory managetme
The instructional style in the programme was teadirected for the supply chain curriculum and
supervised self-directed study for the computdf s&kmponent. The programme offered a two-week co-
operative education component toward the end oftilndy period. Her hope was that the employer host
would offer employment at the end of the programwiben Eva became aware of the Second Career
initiative through the Ontario Ministry of Trainin@olleges and Universities, she went to find oaten
about it. Although the wait time was about threenths, she finally was given permission to start the
programme with only two days notice. What she ledrthrough the funding approval process was that sh
was deemed eligible under the Ontario Skills Gratiter than Second Career. This process appeated no
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only to be about having the persistence to go thinall of the steps, but also having a certairl skil
communications and in navigating subjective respsmg the funding agency counselor at times. Thia ma
motivating factor for Eva to search for retrainings a need for a new job as she recently had exumexil

a job loss from a manufacturing company where stiklieen for four years. A friend had urged heaket
whatever she wanted, but to just have a diploménbdier. She was beginning to recognize that enguoy
were requiring a credential and that employers wetenecessarily asking for a particular kind of
credential. Upon reflecting on doubts she may headabout taking this AET programme, Eva talked
about the expectation of having to have an Engligh math assessment. She indicated that she naigét h
liked to know about the math. An area of concerrhfer, as she progressed through the AET programme,
was that she experienced herself as a quick learmetation to some of the other students in fhss; and
as a result, she felt it difficult to study withetin. An area that Eva felt could be improved in the
programme was more flexibility to allow studentditosh the computer skill component faster if acf

they could do so, but she was not sure if the fumdigency would allow an early completion of the
programme. Eva commented that she was much rpote &earn now as an adult than when she was in
high school. Upon reflecting on what she felt wees value of formal adult education and trainingg sh
indicated that she thought it was valuable. Shesthhbout the scheduling of this AET programme taed
homework policy as positives for those people waeehchildren at home.

Fedir (Participant F)

The lived experiences of Fedir found himself g@ath who had immigrated to Canada several
years prior taking a formal AET program that wattime for six months with the purpose of preparin
himself with further training in a field where hadbeen working at an entry level. He was motivabed
take this training because of his previous expegeto get a diploma in the field, and to eventualbve
up the career ladder. He found the payment plaredfby the school to be helpful and the fact tthat
programme was being offered in a condensed timefrianthat of a publicly funded college. Barrierslan
challenges included anxiety about the entry tastidvel of reading and comprehension of English, a
classroom policy with strict rules, and his indigity for government funding as he did not qualifgder
the Employment Insurance guidelines. Fedir wasqaatrly disappointed that the programme did né¢of
a co-operative education placement in order to fyather work experience. Academically, the prognaen
was forcing him to think and was improving his meynskills, study skills, and time management skills
He particularly appreciated an improvement in bding and comprehension. Personally, he felt he
broadened his relationship skills among his feldassmates and teachers and reflected on his confli
resolution skills. To Fedir, formal AET programmaae valuable for the teacher support that is alvigla
and are of better quality. Gaining a credentiakiluiable especially if it can be transferable toeotobs.
This kind of education and training can also s&vea stepping stone to other training programmed&an
better jobs. As an immigrant, having a Canadiademéal is considered by him to be invaluable.

Gayle (Participant G)

The lived experiences of Gayle in her full-timenfal AET programme to prepare as a Personal
Support Worker was offered by an arms-length ozgtiun to a publicly funded Ontario school board an
was designed to prepare individuals for a careéirdrhealth care field. Gayle was funded by théorey
government to take this training which includedtbibteoretical and practical components and ledhto a
accredited certificate from the training organiaatupon adhering to curriculum guidelines set gquithie
Ontario Ministry of Education and the Ontario Lohgrm Care Association. Gayle felt inspired towdnig t
field from experience with a family member residena long term care facility, by a growing self-
awareness that she had the requisite qualitieseddied this type of work, her acknowledged desirbdlp
others in need, and support from family membersganedrnment financial assistance. Barriers and
challenges she faced in the AET programme incluggaiehensiveness about her age in relation toother
in the class, anxiety about the full-time naturd early hours of the programme schedule and tffieicte
on her family’s needs, an impatient attitude aesnfrom the government funding representative, rsggu
on her own a workplace host for her practical eigpee, writing tests and public speaking, learning
specialized terminology, a demanding schedule, nnfiedable self-reflection activities, and the distiing
group dynamics within the classroom. Primary néedke programme for Gayle were to become more
knowledgeable, to be able to help others, to ptbaeshe could learn, to prepare for a careerstmat
would enjoy, and to support her family. She expedssfeeling of pride in her accomplishments tedat
her enjoyment of the experience of applying her keawledge, and her growing sense of getting haltad
self-image back. Gayle recognized that her devetoyiim the AET programme was a shared respongibilit
between her and her teacher. Her feelings of growette expressed as consisting mainly in the peftsona
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domain as she experienced herself as startingdrome her social phobia, working outside of her
comfort zone, gleaning an expanded sense of uraelisg from the recognition of others’ perspectives
speaking out more confidently, transferring new §kills to her family, and having a greater sesfsself-
esteem that she was being seen now as a workisgrpérhe value of formal adult education and tragni
to Gayle was experienced as a vehicle to quencthhst for knowledge and to learn about others’
perspectives. She believes that less-educatedsaatelon a relative basis not participating in @irdET
because of a sense of complacency due to a sensentdrt at having raised their children or theusig
of a disability pension, lack of awareness aboutvtaining is available, a sense of being too ald,
inability to recognize the rewards of educationuding the sense of the inherent accomplishmelat;la
of common sense about choosing AET as a way tatdiree’s life, a choice not to take responsibifdy
one’s education, and the fact that choosing anticpzating in AET is a complex decision dependgmbm
many factors.

Haley (Participant H)

The participation by Haley was in a full-time, 7-ntl, formal skills training programme to
prepare for a career as a Personal Support WorkerAET programme was offered by an arms-length
organization to a publicly funded Ontario schoohizb The programme issued a PSW certificate based o
the guidelines of the Ontario Long-Term Care Asstien and senior secondary school credits under the
Ontario Ministry of Education. The instructionalagegy was teacher-directed and included assigrament
case-studies, and work experience. Haley receiwedirfig to attend this programme from Ontario Works
after narrowly missing the entry window for Secd@ateer funding from Employment Ontario. Haley
experienced this AET programme as being top qudfi#gtors motivating Haley to pursue this field was
her prior experience as a caregiver to an eldethtive and her desire to help others. She felinges of
gratitude that she was given the opportunity tdigipate and expressed a wish that others wouldahat
the learning opportunity for granted. Getting ademtial in order to maximize chances of gettingedl-w
paying job with benefits was a further motivatidie challenges Haley experienced were getting to
programme-related appointments while attendingselgshaving the time to search for an appropriate
community placement for work experience, and degaliith the disruption she felt by other studentthia
classroom. She believed this programme was mek#ngrimary needs to get a credential, to do hamds-
work, and to have a good quality learning experenider disappointments centred on the lack of
predictability sometimes in the programme spedifjdde pace of study. She experienced her academi
growth as an expanded understanding which gavenbezx empathy. She attributed her high marks to her
maturity and her sense of responsibility as a kyatm attend classes and put in a high level afreffo
Haley, formal AET was valuable in getting a credsdnh order to find a well-paying job. Further ual
was in the programme’s ability to be a steppingesttm a pathway to higher education. In reflecbng
why the undereducated adults are less representetult education, she commented that for those who
have to work to make a living and/or who have dkitdto care for, a comprehensive curriculum that is
compressed into a shorter timeframe than thatpafsésecondary diploma or degree programme, may be
too demanding for them. A further factor she obsdmwas the lack of network, such as finding a dui€to
you were new to the geographic area, which could peblem for some. She felt that in some cases,
especially for those who receive income assisténoce the government, adults are deterred by theesys
of support that meets their basic needs withouingato re-educate themselves.

Isi (Participant I)

In the AET programme engaged in by Isi, it waslewt that she had both positive experiences
and some challenges. She was pursuing a formahdimgy course in senior high school mathematics as a
prerequisite for entry to a publicly funded Collggegramme. Although this upgrading programme was
funded by the Ontario Ministry of Education, shesveancurrently researching funding options with
Employment Ontario for a college diploma progranimsocial work. She would learn the complexities of
accessing income and training support from the @ngovernment. Isi claimed to be motivated to dénro
in the AET programme as she was concerned abagkaof opportunity for herself and her childreneSh
was motivated also by her desire to learn so tmatsuld help others learn. Choosing to pursuédéurt
education gave her a sense of hope for the futlging her to stay motivated in the programme thas
level of support she received from her teacheraagrbwing level of confidence through a practical
approach to learning and a sense of pride in myraplishment. Although not highly motivated by the
pursuit of materialistic goals, she did addressneed for a reasonable level of income earningntiaie
through education to meet her basic needs. Whiléruging to feel motivated throughout the AET
programme, Isi experienced some challenges alang/#ty. In the beginning, she experienced not having
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enough instructional help with her math coursenaiag that the pace of the curriculum was too fake
recognized this as a factor of returning to scladt@r a long period away from study. She realiZeoua
herself that she was reluctant to ask for helpobétar of appearing stupid. In a related theme, sh
experienced anxiety at having to prepare for thmoapng mature student test in English and mathemati
for acceptance to a College diploma programme. Rerctrea of challenge for Isi was that of having to
make the financial adjustment from a full-time jwhich she had held prior to receiving a permaney |

off to receiving government income support. Morgopgbe was providing support for a friend who was
terminally ill. Her academic growth in the AET praghme was described as feeling prepared in thecdirea
math for College and for application in real lifeuations. She came to a realization that her riegtining
was simply mastering a progression of conceptsa @wre personal note, she experienced development i
her ability to help others and her children in éinea of math, in her ability to manage stress aaithtain
expectations for schoolwork, and in her determoratd reach her goals. Less-educated adults are not
participating in the opinion of Isi because of eklaf awareness of options, the time-intensive neatd
returning to school, availability of financial ragoes, facing the challenges of returning to schibel lack

of a pressing need, a contentment with an achitexed of formal education, lack of projecting irttee

future the impact that further education might hared simply the lack of interest in overcomingease

of inertia about further AET.

Joelle (Participant J)

Joelle found herself, after being displaced frbmmanufacturing field, in formal English and
mathematics upgrading courses at the secondargpklgvel at a publicly funded Ontario school board.
Her goal was to achieve the Ontario Secondary Sdbiptoma as a pre-requisite for eligibility to mure a
college diploma programme. Her programme emplokiedrtstructional style of self-study within a
classroom with others studying at their own padeunder the supervision of an Ontario-certifiecctes.
Joelle had gone through the process of applyiigeé@econd Career programme of Employment Ontario
for funding for her plans for postsecondary tragnivhich included high school upgrading as partasf h
education plan. Motivators for Joelle to pursueTAkas the loss of her long-time job in the sawmill
industry, her subsequent recognition that she woakt to earn the Grade 12 diploma as a minimum for
eligibility for another job, her distaste for wonkj shifts and at a physically demanding job in
manufacturing, and a desire to attend collegedtraining. She was continuing to be motivated inAET
programme by her sense of enjoyment, flexible seahedule, and experience of making progress. The
challenges that Joelle experienced were at firsapprehension at beginning a programme whereishe d
not know what to expect, the onerous process diyaqpfor government funding, the prohibitive cosfs
travelling to appointments during the applicationgess, and her initial level of English proficigrin
learning the curriculum. Later, her challengesudeld her experience in the self-study classroonobf
getting timely assistance from the teacher becafisther students demanding time and, personadly, h
adjusting to a much tighter personal financial letdgithout her former income. The overriding neéd o
Joelle in this AET programme was to achieve heh Bichool diploma in preparation for applying to a
publicly funded college programme. Her immediatechthat was being satisfied was that computer
technology was helping her deal with her studieslwing concurrent access to word processing and
online dictionary resources. She also felt her feefinancial support was being met. Again, a bofe
contention about her transition from paid employhierretraining was the lack of employer support fo
adjustment services. Academically, Joelle was eé&peing progress especially in her ability with then
English. She found herself becoming more resout@efiinding the help she needed for writing.
Personally, she sensed herself using perseverakiag responsibility for her learning, and being
adaptable. Her self-image of a learner was impgpwWaluable to her in taking this AET programmeswa
that it was addressing a need she had, providm@adtential for improved life circumstances anchgei
able to avoid welfare, and ultimately, in findingi@w job. The reason that other undereducatedsadelte
not taking part in AET opportunities was thoughbtg from Joelle’s perspective, a lack of recognitbf
the connection between education and a careect@ faf laziness or apathy, a lack of wherewitlal t
overcome the challenges of applying for governnigmding, a lack of personal finances, a low serise o
self-responsibility, and lack of perseverance.

Kyle (Participant K)

Kyle was pursuing high school credits in a formagvamme to upgrade some previous marks
and also to complete the required credits to darOntario Secondary School Diploma for the purpdse
becoming eligible to apply to university. He wateatling a programme specifically designed for adult
The instructional method was self-study with onarse being delivered online in conjunction with an
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Ontario-certified teacher. Kyle was required by Yierkers Safety and Insurance Board following a
workplace injury to pursue a prescribed educatian.pApart from being required to pursue further
education and training, he understood he had ®fiaither training in order to re-enter the worki®in a
different capacity. The challenges he experiennellided frustration over a recommended field ofigtu
of teaching as he felt there would not be goodpotential for him after a four-year postsecondary
education plan. His feeling of lack of control o¥es future choices and his lack of knowledge about
potential careers contributed to his feelings o$fration. Areas in which he was experiencing disoot
was in what he perceived to be his poor computiéls sk sense of embarrassment in asking the tedche
help, and a disappointment in the classroom sathgre there was little privacy in discussing ediocet
matters with the teacher. The need to earn his $tgbol diploma and to improve his computer skilés
primary and he expressed that he was enjoyingetimaiing. A need that was not being met to his
satisfaction was the accessibility of teacherssfmcific subjects as all teachers did not havedsdbd
hours every day. In terms of academic growth, Kglehe was improving on his independent study
skills—important for future study at university ahd felt a sense of pride at the excellent marksde
achieving and at his level of persistence wherghaming got frustrating at times. He claimed thiat
positive attitude was essential. In commentinghenvalue of formal AET, Participant K expressedihgv
a sense of pride as a mature student as theyargnieed by public figures in a positive manner.



