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This thesis examines the views held by 5 addt English as a Second Language (ESL) 

instructoa about theu processes of curriculum implementation in a Canadian settlement 

language prograrn. Its central research question is: How do these instructors assess the 

value of their own autonomy over curriculum decision making? Data were collected 

though a series of interviews that I used to identify key themes and issues. 

1 drew on theoreticai defitions of 'autonomy', 'agency', and 'curriculum decision 

making', and the historical and concepnial history of the teaching situation. I then 

analyzed these data to apply the issue of teacher autonomy, prominent in general 

education theory, to this teaching situation. 

The study reveals the concems of a group of instructors at the point of their 

implementation of the Canadian Language Benchmarks (CLB). It makes the case for 

developing prograrn supports for Uistnictor 'autonomy' and demonstrates the usefulness 

of this concept theoreticaily. 
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Chapter 1. Introduction and Theoretical Background 

This thesis examines the views held by 5 adult English as  a Second Language (ESL) 

instnictors about their processes of curriculum irnplementation in a Canadian settiement 

language program. Its central research question is: How do these instnictors m e s s  the 

value of their own autonomy over curriculum decision making? The research establishes 

what the concept of 'teacher autonomy' is in this context and argues its importance in 

conceiving how this curriculum situation operates. 

The first chapter of this thesis provides an introduction to the issues it explores and 

the theoretical background informing the snidy. The second chapter outlines the methods 

and rationale used for the research, the pilot study, and how 1 chose the participants. It 

then accounts for how the interview data were collected, managed and analyzed. The 

third chapter describes the site of the research, the instructoa, the curriculum documents 

in use in this context, and the classroom observations 1 conducted. The fourth chapter 

analyzes the interview data, outlining the distribution of coded tums, summarizing the 

comrnents made by the participants and presenting the study's principal findings. The 

final chapter defines what 'autonomy' appuvs to be in the context of adult ESL 

instruction, suggesting implications for research, curriculum development and program 

planning. 

The introductory chapter for this thesis has six sections. Mer initidy stating the 

research question framing the study, the second gives an o v e ~ e w  of some of the 

important changes affecting the work of the instnictors in the study and, in this context of 



change, provides a rationale as to why inquiry into issues of instructor autonomy are 

important for theorists and practitioners alike. The next two sections broadly define two 

key concepts integral to the research: 'autonomy' and 'curriculum decision-making'. A 

third terni, 'agency', is explored with reference to autonomy. The chapter then turns to 

the historical context of autonomy in two m e r  sections; the fust from the perspective 

of education in generai and the second fiom the perspective of ESL in particular. The 

introductory chapter concludes with a broad examination of the changes currently at work 

in adult ESL. 

This study was conducted during a t h e  of change for the instructon at this site. A 

major curriculum innovation, the Canadian Language Benchmarks (CLB), was being 

implemented nationally in al1 senlement ESL programs sponsored by the federal 

government. The site pertaining to this study was one of the fmt to make use of the 

assessrnent procedures associated with the CLB, later formulated as the Canadian 

Language Benchmarks Assessrnent (CLBA, Pierce and Stewart, 1997). In fact, six 

months after the data presented below were collected, every leamer at this site was 

assessed using the CLBA. These insmicton worked for a school board continuhg 

education department that was not part of any national or provincial ESL program. The 

chief characteristics of this ESL program are discussed in detail in the section describing 

the selection of this case in Chapter 2. As is cornmon in such programs, the curriculum 

documents and assessment procedures these inseuctors used were unique to their 

institution. The CLBA, king a standard assessment fnunework and set of procedures 

conceived for use throughout Canada, represented a major change for the instructors at 

this site. 



In my study, 1 asked these insrnicton to talk at length about some essential steps in 

their cuniculum decision making: selecting materiais, conducting needs assessments, 

designing classroom activities, choosing linguistic elements, and deciding which themes 

to cover. They were also asked to talk in general about how they viewed curriculum 

guidelines, relations with other staff'members, and professiohal development. As is 

described below, the instructoa in this study did not view autonorny or cuniculum 

decision making unifomly. The instnictors expressed shilar opinions in regards to some 

aspects of curriculum decision making. In regards to other aspects, a full range of 

opinions were voiced. Nuances and patterns emerged which 1 have tried to document in 

this thesis, 

To be successful, innovations like the CLB and the CLBA must take into account the 

skills and attitudes of the teaching staff responsible for implementation. As Markee 

(1997) put it, "educational change invoives addressing the short and long-term 

professionalization of teachers, on whom real, long-lasting change in the classroom 

always depends" (p.4). Instnictors must support the changes called for by innovation and 

have the skills required to implement them. Without these two factors, curriculum reforrn 

stops at the classroom door. It is hoped that the present study will assist i n m c t o a  and 

administrators in understanding these matters more hilly so that they cari deal with these 

innovations by identifjhg potentiai pitf'ls and implementing some of the professional 

development requirements needed to support curriculum innovation. Theoretically, 1 

hop that this thesis will contribute to an understanding of the processes involved in 

curriculum decision making and initiate m e r  inquiry into the question of instructor 



autonomy, particularly in the context of adult ESL, where, as is discussed below, it has 

received little attention to date. 

Teacher Autonomy 

In second language education (SLE) theory, the term 'autonomy' is cornrnonly 

applied to two different but related phenomena: language and learning. Spolsky defined 

the term in reference to language situations when speakers believe, "that their language 

is an independent one, usually with a name of its own" (Spolsky, 1989, p. 133). Holcc, 

( 1 98 1 ) cited by Stem ( 1 983, p.5 1 3n) used the term in reference to self-directed leaming, 

where students are encouraged to become more and more self-reliant, eventually able to 

leam without the help of a teacher. 

Less cornrnonly and more recently, however, the terni 'autonomy' has been used to 

descnbe the degree to which teachers make independent curriculum decisions. This usage 

of the term is comrnonly found in the field of general education, but seldom in ESL or 

SLE. When the term 'autonomy' does appear in the fust of these fields, teachers' control 

of cuniculurn decisions is ofien conaisted against that of administrators who manage or 

supervise them. Helsby and McCuiloch (1996), for example, used 'autonomy' when 

describing struggles over curriculum control that occurred in Britain in the 1960s 

between teachers and the government of the day. They contend that, "throughout the 

1960s' hi@ expectations of teacher autonomy with regard to the curriculum were 

generally maintaineci" (p.57). In their arguments, they use the terrn 'autonomy' when 

discussing the cuniculum control exerted by teachers; they contrast this through the use 

of lems like 'intervention' when referring to administrators. 



Other theorists have employed the term 'autonomy' in similar ways. Dale (1989) 

described two forms of autonomy. The first is called 'licensed autonomy' and describes a 

situation in which a credentialed professional is given complete freedom fiom 

bureaucratie control. The second is called 'reguiated autonomy' and describes the 

situation where a credentialed professional is closely monitored. Robertson (1996) made 

extensive use of Dale's terms when she observed that the 'licensed autonomy' of 

Austrdian teachers was being eroded as a result of recent changes in govenunent 

education policy. Lawn (1996) used the term 'autonomy' when he exarnined the history 

of curriculum control in 20" century Britain. Lawn described how teacher autonomy was 

an integral part of the extension of professional statu to teachea for the purpose of 

exerting indirect control over c ~ c u l u m .  A. Hargreaves (1994) recommended that the 

'sel f-protective autonorny ' of present day teachers be replaced with 'occupational 

heteronomy', in which teachea work collaboratively with other partnen in the wider 

cornrnunity (A. Hargreaves, 1 994). 

It is worth noting that autonomy is not dways a positive attribute. D. Hargreaves 

(1 982), for example, makes the case that autonomy "is the polite word used to mask 

teachers' evaluative apprehension and to serve as the rationale for excluding outsiders" 

(p.206). Although this perspective does not form part of the definition developed here, it 

is an important one to bear in mind when considering the hdings below. 

A key concept for understanding how autonomy operates is the tenn 'agency', as 

developed by Paris (1993). Drawhg on theorists such as Arendt (1958) and Greene 

(1 W8), Paris used 'agency7 when charactehg relatiomhips of teachen to curriculum 



that are marked by 'personal initiative and intellectuai engagement" (p. 16). As she 

described it, 

Teacher agency in curriculum matters involves initiating the creation or critique of 
curriculum, an awareness of alternatives to established c ~ c u l u m  practices, the 
autonomy to make informed choices, an investment of self, and on-going 
interaction with others. (p. 16) 

Paris contrasted teacher 'agency' to a cornmonly held conception of teachen as 

consumen of cumculum, technical implernentoa of the ideas and products of experts. 

Teachers who conceptualize themselves as 'agents' look upon cuniculum work as multi- 

faceted, involving rnany aspects of such processes as 'curriculum development', 

'curriculum implementation', and 'curriculum evaluation'. Significantly, for the purposes 

of this study, the curriculum processes such teachers engage in is context-dependent, 

where teachers mutually construct curricula with learners. 

Drawing on the comrnon elements found in the way the terms 'autonomy' and 

'agency' are used by the theonsts cited above, 1 define the term 'autonomy' in this thesis 

as meaning the degree to which teachers have the ability or desire to make cumculum 

decisions using persona1 initiative and intellectuai engagement. Although autonomous 

teachers might make use of the suggestions made by administraton or found within 

cmiculum guidelines. diey assume the principal responsibility for making curriculum 

implernentation decisions within the classes they teach. I will r e m  to this definition in 

the concluding chapter of this thesis in order to particularize it in the context of Canadian 

settlement language programs. In light of the research presented below, 1 argue that 

instructor 'autonomy' is a key element for succeuful ESL curriculum implementation 

and that it should be supported in curriculum development and program planning. 



Cur~iculurn Decision-Making 

What do these instnictors make decisions about in implementing their curricula? 

The term 'curriculum7 is far fiom unproblematic, having been interpreted by theorists in 

many different ways. Related ternis such as 'teaching methodology', 'syllabus design', 

' c ~ c u l u m '  development' and 'curriculum implementation' have also been subjects of 

debate. Definhg ' c ~ c u l u m  decision making' in this context means first coming to an 

understanding of what 'curriculum' is. 

Tyler, the most longstanding influentid curriculum theorist in general education, 

notes in a discussion subsequent to his farnous mode1 (Tyler, 1949, see the second 

quotation below for its key elements), that there are two ways to interpret the tenn 

curriculum: 

in its most limited sense. it is an outline of a coune of study. At the other extreme, 
curriculum is considered to be everythhg that transpires in the planning, teaching and 
learning in an educational institution. (Tyler, 1 98 1, p. 1 7) 

In reference to the second of these two definitions, Tyler outlined a process of four major 

tasks that serve, 

as the focuses of curriculum construction: the selection and definition of leaming 
objectives; the selection and creation of appropriate learning expenences; the 
organization of the leaming experiences to achieve a maximum cumulative effect; 
and the evaluation of the cunicdurn to fûmish a continuing basis for necessary 
revisions and desirable improvements. (Tyler, 198 1, p.24) 

SLE theorists make similar distinctions. In his discussions about cuniculum, Stem 

(1 992) differentiated between the use of the term when it refers to an overall program of 

study for a school and when it is used to descnbe what is taught in a given subject. This 

latter definition, ''ususually involves at least three aspects: a) defining objectives, b) 



determining content, and c) indicating some sort of sequence or progression'' (Stem, 

1992, p. 19). 

As the examples above illustrate, one of the principal conceptions of curriculum has 

a dynamic dimension. involving a series of tasks and decisions. In this conception, a 

curriculum is not a static document prescribing what should be done in the classroom. It 

is the performance of these dynamic tasks, in fact, which constitutes curriculum 

implementation. 

The conception of curriculum implementation as a set of decision-making processes 

is realized even M e r  in Johnson's (1989) model for a coherent language curriculum. 

He defined the term curriculum, "in its broadest sense, to include dl the relevant 

decision-making processes of al1 the participants" (p. 1). In Johnson's model the question 

of who makes these decisions is of utmost importance. He compared and contrasted three 

approaches to participant roles in policy determination and implementation. In the first, 

the ' specialis t ' approach, a hierarchical chah of command separates di fferent participants 

who have different responsibilities for decision-making. Needs analysts determine 

syllabus goals, material writers make materiais, and teachers irnplement teaching acts. 

There is linle communication between the levels of this hierarchy that is not topdown. 

Johnson's second approach, the 'leamer-centered', is the opposite in the sense that al1 the 

participants, particularly students and teachers, are involved at every stage of decision 

making. The 'integrated' approach, Johnson's third, allows al1 the participants to have an 

awareness of al1 the curriculum decisions being made, but responsibility only over the 

ones they are best positioned and qualified to make. Communication and input goes both 

up and d o m  the levels. Johnson's model focuses on the 'policy level' that Stem (1992) 



defined (the level of control, overall planning and decision making), and not on teaching 

and Ieaming activities in the classroom that Stem (1992) called the 'practicai action 

level'. Nevertheless, his discussion of the roles played in the curriculum decision-making 

process is relevant and useful here. 

In the context of communicative laaguage teaching, the predominant orientation in 

ESL education in Canada over the p s t  two decades, many of the distinctions between 

planning and execution seem to have fallen away. Nunan, in a popular textbook designed 

for ieacher training, outlined a senes of tasks involved in curriculum development. He 

noted that, traditionally, there has been a distinction between 'syllabus design' and 

'methodology', "the former concerning i t ~ l f  with the selection and gradhg of linguistic 

and experiential content, the latter with the selection and sequencing of learning tasks and 

activities"(Nunan, 199 1, p. Z).This distinction no longer seems to apply to current 

practice, however. Nunan cited Breen's contention that this distinction can no longer be 

sustained in the context of communicative language teaching. This is because, 

pedagogically, the activity of leaming the language has become as important as the 

language itself. Consequently, teachea involve themselves in organizing activities for 

their students that engage them actively in cornmunicating in the language they are 

leaming; these activities often f o m  the curriculum, rather than a pre-ordained syllabus of 

language items that teachers teach and snidents practice and study, as in earlier 

conceptions of syllabi for language education. Curriculum designers must "give pnonty 

to the changing processes of leaming and the potentiai of the classroom" (Breen, 1984, 

p.52). 



The question remains, however, as to what d e p  teachers should be curriculum 

designers, especially if classroom processes fonn an integral part of cumcula. Clark 

(1987) helped put this question into perspective when he outlined three 'value systems' 

cornrnonly found in foreign language teaching historically: 'classical hurnanism', 

'reconstructionism' and 'progressivism'. For the purposes of this study, there are several 

important distinctions he makes in regards to the three systems in tems of curriculum 

development, or 'curriculum renewal' as he tems it. In both the 'classical humanism' 

and 'reconsaictionism' systems, the curriculum is renewed fiom the top dom,  with 

outside agencies initiating change. Teachers are expected to simply implement the 

changes recomrnended by either an examination board and inspectorate, in the case of the 

first system, or a cornmittee of experts, in the case of the second, Clark's third value 

system, 'progressivism', contains a different conception of who is responsible for the 

tasks in curriculum development. Renewal is bottom-up and school-based. The teacher is 

the agent of change, either individually or collectively. As is demonstrated below, aspects 

of this value system is inherent in the curriculum situation and documents used by the 

instnictors in the present study. 

Perceptions regarding the roles played by insmictors in curriculum development 

remain cornplex, however. In another popular teacher training manual, Brown (1 994) 

deferred any discussion pertaining to the definition of curriculum because he assumes 

that his readers will not be primarily concemed with writing curiicula. Speaking directly 

to teachea in training, Brown noted that he assumed that the primary task of his readers 

wiI1 be the "following of an established curriculum and adapting to it in ternis of your 

particular gmup of midents, their needs, and their goals, as well as your own philosophy 



of teaching" (p. 40 1). Interestingly, even though Brown was explicit in his depiction of 

teachers as implementen and not designers of cunicula, the role he assigns them is 

certain1 y dynarnic. Nunan ( 199 1 ) also assigned an active curriculum role to the novice 

instnictoe he counsels, stating that one of his goals in writing his textbook was to help 

teachea "identify what works for them and their leamers, in their own particular context" 

(p. xiv). 

Markee's (1 997) recent work on curriculum innovation is ais0 interesthg in terrns of 

the division of tasks and responsibilities. Basing hirnself on Candlin (1 984), Markee 

posited three levels of curriculum innovation planning in the project he snidied. Long- 

term 'strategic planning' had the largest scope and was the purview of the project director 

or change agent. Medium-term 'tactical planning' consisted of syllabus design decisions 

made through negotiation between the teachen and the project director. Short-term 

' operational planning' was syllabus implementation decisions made through negotiations 

between teachers and students. The teachers in Markee's study were far fiom k ing  

simple implementers of curriculum innovation. Markee described a process in which "the 

program director and the teachers negotiate the content and methodology of materials, 

which yields a syllabus of task-based units. Teachers try these units in class and negotiate 

unit content and methodology M e r  with students" (p.24). 

In swn, it is the view of most men t  theorists in SLE that curriculum decision- 

making is a dynamic process which constitutes curriculum implementation and the 

overall situation of language teaching. Within this process, participants have specific 

roles to play. In the system orientated models proposed by Johnson, Clark and Markee, 

there are no automatic or clear eut divisions between someone who plans curricula and 



someone who executes it. The dynamics of decision-making are integral to the achüil 

process that instructors engage in when implementing curricula. 

Changing Perceptions of Teacher Autonomy in Educution 

It is axiomatic to say that the only real constant in life is change. Examples of current 

societal change are not difficult to cite: the rapidity of the collapse of the Soviet Union; 

the intensification of ecological crisis; and the globalization of trade. Many social 

theorists, including those in education, contend that the changes we are experiencing 

mark a fundamental shifi that permeates every aspect of life. A. Hargreaves, for 

example, citing social theorists such as Foucault, Giddens and Habermas, contended that, 

"what is at work in the construction of current patterns of educational change is a 

powerful and dynamic struggle between two immense social forces: those of modemity 

and those of postmodemity" @. 165). 

Of course, education has always been affected by the forces in society. As Kliebard 

(1 988) pointed out, fundamental societal change intensifies debates about the methods 

and goals of education. The history of these debates goes al1 the way back to the time of 

Aristotle, who noted that, 

at present, opinion is divided about the subjects of education. Al1 do not take the same 
view about what should be learned by the young ... If we look at actual practice, the 
result is sadly confusing; it throws no light on the problem. (Aristotle, Politics, cited in 
Kleibard, 1 988, p. 1 9). 

A quick p e n d  of the selections in any large bookshop shows that curriculum is still a 

popular and controveaial topic in public discourse. Nurnerous bestsellers decry the 

present state of schooling and recomrnend a varîety of prescriptions to cure its ills, moa 

concentrating on course content and assesment. 



Cenval to al1 these debates about change in education is the question of the role that 

teachers play in detemining curricula Again, this is not new. It is a debate as old as the 

one about whether or not Socrates corrupted the youth of Athens. Much of this debate 

focuses on the role schools play in society and how much control the state should 

exercise in advancing its interests in the classroom. In western philosophical discourse, 

calls for reform in ternis of curriculum content have been cornmonplace. The role 

teachers play in this respect is often not dealt with, however. In many discussions, 

educators are general l y cailed upon to sirnply implement whatever program is envi sioned. 

Plato and Rousseau are prime examples of philosophers who neglected this issue while 

devoting much energy to discussions about education in general. 

Similarly, even though education is oflen seen as a key factor in societal reform, 

there is little recognition of the cornpethg demands usually made on schools. In a sense, 

conceptions of curriculum planning are ofien monolithic, with strictures about course 

content and methodology passed down fiom state to administnitor to teacher. Durkhiem 

is a prime exarnple of ths trend, stressing the need for teachea to pass down a moral 

code to their pupils for the bettement of the nation. He emphasized that "schoolmasters 

mua be shown what new ideals they should pursue and encourage their pupils to pursue, 

for that is the great desideratum of our moral situation" (Durkheim, L 'Année 

Sociologique, Vol. IV, as cited in Lukes, 1973, p.355). 

A different attitude towards curriculum developrnent came to the fore in westem 

democracies with the arriva1 of the twentieth century. A new emphasis on an individually 

responsible citizenship meant that education had to be more concemed with individual 

needs within a democratic framework. There could no longer be a monolithic attitude 



towards curriculum development. As Lundgren (1988) pointed out, this trend coincided 

with the advent of modernism, the industrial revolution and modem conceptions of the 

state. The state extended universal suffiage and primary education. Dewey (1 9 16) 

swnmarized the fiinctions that this new fonn of education m u t  have when he said that a 

democratic society, "must have the type of education which gives individuals peaonal 

interests in social relationships and coneol, and the habits of mind which secure social 

changes without introducing disorder" (p.99). Diversity had to be part of the means and 

ends of this form of modem schooling. Monolithic curriculum development no longer 

had a place, for, 

a progressive society counts individual variations as precious since it k d s  in them the 
means of its own growth. Hence, a democratic society mut,  in consistency with its 
ideal, allow for intellectual fieedom and the play of diverse gifb and interests in its 
educationai measures.(Dewey, 1 9 1 6, p.305) 

This promotion of diverse cunicula for specific goals was the starting point for the 

subsequent trend of student-centered c ~ c u l u m  in North Arnerica. This trend was 

extended by curriculum theorists such as Tyler (1949) into systematic processes which 

emphasized needs assessments, the development of specific goals, the organization of 

content, and the importance of prognun evaluation. As is shown below, the curriculum 

documents commonly in use in the milieu 1 studied owe a lot to Tyler's model. The need 

for diversified cunicula also features in the work of cntical educators, such as Freire 

(1 973) or Aronowitz and Giroux (1985), aithough their emphasis on diversity is in ternis 

of social class rather than individuals. 

Recently, many general educational theorists have been preoccupied by how teacher 

professionalism is affected by the forces of societal change (Apple, 1995; Apple & 

Jungck, 1990; Apple & Teitelbaurn 1986; Egan, 1988; Fitzflarence & Kenway, 1993; 



Goodson & Hargreaves, 1996; Helsby & McCdloch, 1996; Jones & Moore, 199 1 ; 

Kliebard, 1988; Lawn, 1996; Knight, Lingard, & Porter, 1993; Lundgren, 1988; Paris, 

1993; Robertson, 1996). As is illustrated below, three of these authoa (Lawn, Apple, and 

Paris) in particuiar have focwd on the cornplicated, and at times contradictory, forces of 

societaî change in terms of their implications for tacher autonomy. 

L a w  (1 996), exarnining the recent history of education in England, argued that "the 

period between the 1920s and 1990s constitutes a distinct phase in state education which 

has corne to an end" (p.2). The new phase is characterized by, "the imposition of 

curriculum and assessment refoms, new inspection systems and the decentralized 

management of people and their work" (ibid.). The management of education in England 

was explicitly remodeled, through measures such as the 1988 Education Reform Act, to 

reflect principles of the market economy. Curriculum control undenvent major 

devolution to local educational authorities for the express purpose of responding to local 

market needs. Teachers now have greater individual responsibilities for specialized 

assessment and curriculum development tasks within the restraints of locally developed 

guidelines. The resulting effect on the teachers' work has been twofold. Citing an 

empincai study by Campbell, Evans, St. J. Neill, and Packwood (1991), Lawn stated that, 

on the one hand, teachea were experiencing a greater sense of empowement associated 

with the acquisition of new skills and responsibilities. On the other hand, teachers were 

becorning progressively fragmented, acting as isolated specialists within a labor market in 

which they must sel1 their skills. 

The organization of education has dso changed recentiy in the United States in 

similar ways. Citing Castells (1 980), Apple (1995) contended that management practices 



in the overall economy are fûndamentally shifting in response to economic change. Apple 

sees a complicated process of deskilling and reskilling at work. On the one hand, 

management attempts to "separate conception fkom execution" (p. 130) by redefining the 

division of labor. To put it sirnply, workers execute the plans set by management within 

the parameters they are given. On the other hand, this redivision of labor rneans that 

worken have to be trained in newly required and specialized skills. Apple recognized that 

this pattern has existed within the larger economy for quite some tirne. Patterns within 

education, however, are somewhat different. As he put it, 

given the relatively autonomous nature of teaching (one can usually close one's door 
and not be disnirbed) and given the intemal history of the kinds of control in the 
institution (paternalistic styles of administration, ofien in the USA based on gender 
relations), the school has been partial1 y resistant to technical and bureaucratie control, 
at the level of practice. until relatively recently. (Apple, 1995, p.130) 

Apple used the example of the ascendancy of pre-packaged curricular materials in the 

United States. These spell out the curriculum in great detail, right d o m  to the actual 

materials to be used and the objectives to be sought on a daily basis. Like Lawn, Apple 

noted that teachers, increasingly divorced fiom overall planning, are becoming isolated 

specialists and technicians. 

Paris (1993) pointed out that teacher 'agency' was a hallmark of Dewey's 

Laboratory School early this century, and has been charactenstic of nurnerous curriculum 

projects in the United States since. However, the overall trend in the United States since 

the 1920s has been a restriction in teacher agency, rationalization of school management, 

and a deferral to curriculum experts. This has coincided with what Apple (1986) called 

the 'feminization' of teaching, a dramatic increase in femaie participation in the 

profession. In the 1950s and l96Os, the deferral to curriculum experts culminated in the 



concept ofthe 'teacher-proof curricula', where curriculum experts sought to go over the 

heads of teachers directly to children (Silberman, 1970). Teachea were seen as 

technicians who, as often as not, diverted or even obstructed crnriculum development and 

irnplementation. Paris pointed out that since the 1980s many foundations and govermnent 

agencies in the United States have called for educational reform; some calling for 

heightened teacher agency, others the converse. She cited the National Coalition of 

Advocates for Children (1 985) as stating that 22 states in the United States restricted 

teachers' abilities to make cumculum decisions as a resuit of a national education 

commission report in 1983. 

One M e r  trend is worth noting in the context of the present thesis. According to A. 

Hargreaves (1 989a), a renewed emphasis on assessment and testhg is one of the key 

forces dnving many of the recent changes in education and teacher professionalism. As 

he put it, "assessment, more than curriculum or pedagogy, has been the prime focal point 

for educational change. Indeed, it would be no exaggeration to say that the 1980s has 

been the era of assessment-led educational reform"(p.41). As is shown below, assessment 

has a key place in the curricula for recent national ESL programs worldwide. It is also 

significant that the first aspect of the CLB to be introduced at the site under study here is 

the CLBA, the assessment component of the Canadian program. 

Changing Perceptions of Teucher Autonomy in SLE 

Histoncally, most second language education theorists and program ariministrators 

have regarded instnictoa as technical implernenters of fully developed curricula with few 

formai responsibilities for curriculum writing. Theoretical innovations for language 



instruction have more ofien than not been accornpanied by detailed teaching materials 

and methodological manuals. Some examples of the texts in this tradition pnor to 1900 

are Berlitz' s The Berlitz Method ( 1  8 88), and Sweet's The Practical Study of Languages 

( 1 899). 

Palmer (1922) was the first major SLE theoretician to describe language instructoa 

as having a forma1 role in c ~ c u l u m  implementation. Through his principles of 

'proportion' and a 'multiple line of approach', Palmer counseled instructoa to choose 

materials and teaching strategies appropnate to specific circumstances and objectives. 

These pnnciples were the concrete expression of Palmer's strong advocacy for 

professionalism arnong language instructoa, "which he, more than any other single 

individual, had helped to bring about" (Howatt, 1984. p.230). 

Despite the influence of Palmer and later advocates of professionalism such as 

Strevens (1 977)' most SLE theory this century has been nearly obsessed with 'methods'. 

As Stem (1983) illustrated in his s w e y  of language teaching theories, most 20" century 

ESL theoretical approaches have adrnonished the instructor to adopt a single pedagogical 

methodology. it has only been since the relatively recent break with the 'rnethods 

approach' that language teaching theorists have been able to discard simple formulas 

(Stem, 1983). There were many consequences of the 'methods approach'. One of the 

more senous, as Pennycook (1989) pointed out, is how it helped maintain inequalities 

between SLE theorists and practitioners (Pennycook, 1989). The strict distinction 

between insmictoa and experts (such as curriculum designers) blurred when the methods 

approach fell out of favor in the early 1980s. 



The 'communicative approach' has become the most commoniy accepted 

methodology for sealement language prograrns since the 1980s. This approach 

em phasizes the communicative aspect of teaching language, concentrating on fùnc tion 

rather than form. As Allen and Widdowson (1979) state, the approach involves, "the 

learning of mies of use as well as rules of grammar" (p. 141). Instructors are quite 

commonly directed to use the approach in curriculum and policy documents at both the 

national and local levels. Canadian exarnples of these documents include Citizenship and 

Immigration Canada's Canadian Langwige Benchmarks (1996), referred to above, and 

the Ontario Ministry of Education's Continuing Education: A Resource Document (1987). 

As described below, the instructors 1 studied also worked fiom a curriculum document 

which recornmends the communicative approach. 

An important implication of this approach has been to increase the responsibilities 

instructors have for curriculum development and implementation. For example, 

instnictor-conducted needs assessments have becorne a hallmark of the way the 

'communicative approach' has been applied in ESL prognims in Canada, especially since 

the pubiication of Nunan's popular work (1988). This, of course, shows the deep 

influence of Tyler's (1949) mode1 on SLE and ESL. Curriculum guidelines for ESL 

programs in Canada ofien explicitly describe needs assessments as the foundation upon 

which instructors wrîte curricula (see Chapter 3). In effect, such curriculum guidelines 

(like the CLB) speciQ expected attainment levels for ESL learners. Instructors 

implementing such cumcula are expected to plan, develop and provide the actual 

curriculum in practice so that students meet these proficiency levels (Cumming, 1995). 



Recenf Changes in ESL in Canada 

Change as a key factor in adult ESL curricula has k e n  well documented in the 

field's research on classroom practices (Cumming, 1993); teacher education (Richards & 

Nunan, 1990); assessrnent (Bachman, 1990) and evaluation (Aldeaon & Beretta, 1992). 

However, little research has been conducted on what preferences ESL instructors have in 

terms of curriculum responsibilities, despite seemingly countiess guidelines that advise 

instructors on teaching methodology and curricuiurn development. As Chaudron (1 988) 

put it, ''theories and claims about language teaching methods., effective cmiculurn, or 

the importance of leamer characteristics have rarely been based on actual research in 

language classrooms" (p. xv). More recently, in a review of related literature prefacing 

his study on curriculum planning and innovation, Curnming (1993) stated that "little 

information is available to undentand how language teachers' knowledge and thinking 

guide their pedagogicai actions" @ 3  1). As Cumming pointed out, most other aspects of 

education have seen research that either documents teachers' personal knowledge 

(Clandinin, 1986; Elbaz, 1983), descnbes instructional planning (Clark & Peterson, 1986; 

Leinhardt, 1988; Yinger, 1980) or consists of longitudind studies of teacher practices 

(Cumming, 1988; Hunnsaker Br Johnson, 1992; Langer & Applebee, 1987; Roemer, 1991). 

Scarcely any such inquiry has been conducted in respect to curriculum practices in ESL 

teaching . 

In the L990s, various major initiatives in ESL curriculum development have 

emerged, associated with national language training programs in the United Kingdom, 

Austnilia, New Zealand, and Canada These initiatives have fomed important aspects of 

the national language and economic strategies of these countries related to immigrant 



settlement. Canadian immigration policy shifted with the 199 1 - 1995 Federal 

Immigration Plan. This plan explicitly referred to the economic benefits of increased 

immigration, arguing that the skills of immigrants were important resources and should 

be developed through more efficient and effective language training (Canada 

Employment and Immigration, 1994; Canada Employment and Immigration, 1 99 1 ). 

Accordingly, the nurnber of immigrants entering the country rose fiom below 200,000 to 

250,000 yearly, refugee quotas were restricted in favor of immigrants with employable 

skills, governrnent immigration procedures were streamlined, and immigrant language 

training was declared to be a national pnority. 

The federal governrnent reallocated the $200 million it had previously distributed to 

a patchwork of language training programs throughout Canada to what soon becarne a 

single national language program: Language Instruction to Newcomen to Canada 

(LMC). Associated with this program were new curriculum guidelines, assessrnent 

instruments, and reporting schemes never before seen on such a national scale. 

A major document reporting on the consultation process the federal govemment 

engaged in related to LINC referred to the need for national consistency and standards for 

dl ESL programs in the country, whether or not they were funded by the federal 

govemment (Canada Employment and Immigration Advisory Council, 199 1 ). 

Accordingly, the National Working Group on Language Benchmarks was set up in 1992 

to usher in these new standards. The group assernbled various national ESL stakeholden, 

who engaged in a lengthy development process described by Pierce and Stewart (1 997). 

At the time of conducting my îhesis research, the new national benchmarks that this 

group cornmissioned was being htroduced to programs across Canada. As mentioned 



above, the instructoa under study were one of the nrst groups to adopt the assessment 

procedure associated with these benchmarks. 

It is interesthg to note the key part played by assessment in the new national ESL 

programs of Canada, Austnilia, New Zealand and England. As Brindley (1995) 

described i t, 

figuring prominently amongst the key indicatoa used for system-level monitoring and 
reporting in many education and training contexts are statements of prograxn outcornes 
which describe expectations of learner performance standards at different levels of 
achievement. (p. 1). 

These performance standards, as Brindley pointed out, have a number of advantages and 

disadvantages. National standards ensure that: learnea focus on language as a tool for 

communication; assessment is closely linked to instruction; teachers are able to make 

informed judgements about students' needs; better communication between stakeholders 

can take place; and there is an objective basis for determinhg program needs. However, 

the potential problems associated with these standards are threefold. Citing A. 

Hargreaves (1 989), Brindley noted that When assessment takes the form of constant 

observation and monitoring in relation to standards, it can become a form of surveillance" 

(Brindley, 1995, p.8). A second problem that Brindley observed, citing Moore, (1997) is 

that individual and contexhial differences are submerged in such national documents that 

treat different educational contexts and learner groups in a comrnon manner. The third set 

of problems were associated with test reliability, validity and logistics. 

Such devolutions of curricuium responsibilities to insrnictors are far fiom simple or 

clear cut. In these new national ESL progmns, instnsctors are expected to have 

assessment slcills that they might very well lack. They are also expected to make these 

assessments within a nationally rnandated curriculum k w o r k  that they may not 



understand or feel is appropriate to their situation. In Canada, the national LMC program 

replaced a patchwork of relatively different ESL programs that had developed locally in 

different parts of the country. The previous experiences of ESL instmcton were 

therefore quite disparate. Many relied on their own holistic judgements in texms of 

student assessment. Others simply worked in institutions with standatdized testing 

procedures that they had little to do with. As shown by a weaith of consultation reports, 

articles and submissions (Baril, 1993; Canada EmpIoyment and unmigration, 1993; 

Ontario Council of Agencies Serving Immigrants, 1993; Teachers of English as a Second 

Language- Toronto, 1993), some instructoa felt empowered because they now had a 

new responsibility in the area of assessment and felt supported by new curriculum 

documents they liked. Others felt that they had k e n  deskilled because they now had to 

adhere to a national set of curriculum and assessment procedures that they had objections 

to. 

Assessrnent was the fint of the changes associated with the CLB to be felt at the site 

under study. Doubtless, more prognun changes will affect this site and othen in the field 

as additional aspects of the CLB are implemented nationdly. Policy changes will also 

affect ESL. Two such changes are already imminent at the tirne of writing: the 

restrucnuing of school boards in Ontario, which could have a major impact on the 

program under study here, and the devolution of LINC program sponsorship from the 

federal govemment to the provinces. My research examines a set of ESL instmctoa on 

the eve of these changes and within the broad contexts of the parameters of cunicdum 

decision making 1 have described above. 



Chapier 2. Methods 

This chapter first provides a rationale for the case study approach I employed. I next 

describe the pilot conducted pnor to the main study. A third section describes the 

selection of the case site, explaining how the group of instnictoa there resembled those 

working in adult ESL progrms in Ontario genedly. 1 next descnbe the collection of 

data, then the process of data management, the detemination of coding categories and 

the final definitions of these categories. The chapter concludes with examples fiom the 

interview data to show how the coding categories were applied to these data. 

Case Study Approach 

A case study approach was chosen for this study because it provided the best bais  to 

approach to this thesis' research question: How do these instnicton assess the value of 

their own autonomy over curriculum decision making? No previous research or theories 

existed that would have offered a basis to design research on this topic in this specific 

context. So the approach I had to adopt was necessarily exploratory, descriptive and 

preliminary. Various quantitative approaches were considered, but rejected because of the 

dificulty in determining research categones and descnptions that wodd be valid and 

appropnate to the context 1 wished to study. As Chaudron (1 988) emphasized, 

the methodologicd goal of the research is validity, or the extent to which the 
observational apparatus and inferences drawn fiom it will be meaningful, significant 
and applicable to M e r  -dies. Moreover, an essential element in the attainment of 
validity is reliability, one aspect of which includes the consistency with which others 
agree on the categories and descnptions and fiequencies attnbuted to them. 
@* 23) 



There were three reasons why research categones were dificult to determine for this 

study. First, as indicated above, the nature of teacher professionalism in the present 

context of ESL instruction is not yet suficiently understood for an adequate definition of 

'teacher autonomy' to emerge. Second, there is littie common agreement about the basic 

terms or concepts that constitute cumculum decision making in adult ESL, as is 

demonstrated below by the lengthy process of detemüning the coding categones for this 

nudy. Third, it is dificult to ascertain demographic facts about ttÿs kind of nonformal 

education. Canadian senlement ESL programs have not k e n  'mapped' in a marner that 

could demonstrate what a representative program might look like. For exarnple, no 

information is currently available about how many ESL programs exist in Canada, nor 

how many instniftors are employed. Recent surveys, such as the one conducted by 

Sanaoui (1997), are beginning this process. 

There are some important strengths that a qualitative approach brings to the problem 

under snidy here. As Miles and Huberman (1 994) pointed out, well collected quditative 

data focuses on "naturally occurring, ordinary events in naturai sethgs, so that we have a 

strong handle on what *real life' is like. That confidence is buttressed by local 

groundedness" (p. 10). Qualitative data is also marked by its "richness and holism, with 

strong potential for reveaiing complexity" (ibid.), and its suitability 'Tor locating the 

rneanings people place on the events, processes and structures of their lives" (ibid.). I 

chose a case study approach because 1 wanted to understand the situations and constraints 

that adult ESL instructoa really expenence in the context of their routine work. Having 

certain conceptions about issues of teacher autonomy through my own expenences as an 

ESL instructor and supervisor at the Toronto Board of Education, 1 wanted to look afiesh 



at these matters in the context of a somewhat different, but related case and with 

instructoa with whom I had had no previous acquaintance or relations. 

1 conducted a case study which concentrated on interview data. These data were 

supplemented with some classroom observations and an examination of a pertinent 

curriculum document. Given my lack of resources, 1 didn't attempt a full ethnographic 

study of the whole institutional context. However, 1 drew fkom ethnographic 

methodology when 1 emphasized description in my discussions of the site, instnicton, 

classroom observations and curriculum documents. 1 also had ethnography in mind when 

I h e d  the interviews and emphasized the importance of the perceptions and 

interpretations of the study's participants. 

The interviews were semi-stmctured, and are descnbed at greater length below. 

Memam (1 990) recornmended semi-stnicnired interviews when "certain information is 

desired fiom al1 the respondents" (p. 74). I consulted Seidman (1991) about how to ask 

interview questions and Patton (1990) about how to ensure that the questions were open- 

ended. 

The stance that 1 took during classroom observations was that of a 'participant as 

observer', where %e researcher remains primarily an observer, but has some interaction 

with study participants" (Giesne & Peshkin, 1992, p. 40). Although 1 avoided actively 

participating while observing classroom activities, 1 answered questions put to me about 

my research. 1 often sat beside students during lessons and tried to express Wendly 

interest in what they were doing and thinking. 1 took notes while conducting the 

observations that were purely descriptive, recording the procedures 1 witnessed and their 

timing. 



Pilot SIudy 

To prepare for the thesis research, 1 fmt conducted a pilot study with two instnictors 

working for a program similar to the one 1 was to study in the main research. One of 

these instructon was a doctoral student in applied linguistics and the other was a masten 

student in education. Both had many years of expenence teaching settlement ESL. I had 

two purposes in conducting this pilot. The fmt was to determine whether or not there 

were any misunderstandings as to concept and terminology that should be taken into 

account during the course of the main study. These directly related to the i n t e ~ e w  

questions and coding categories. The second purpose in conducting the pilot had to do 

with my trying out an opensnded format while interviewing to see how 1 would do this 

and if modifications were needed. 

As interviews were to be the principal data for analysis in this research, the pilot 

study was confined to this fom of data collection. The pilot showed that I had to exercise 

extreme care in the interviews in order to ensure that 1 understood how participants and I 

used terminology. We often used terms such as 'communicative', 'linguistic', 'grammar', 

'testing', and 'proficiency' differentiy. Asking for concrete examples proved to be the 

only certain way to determine what exactly the inseuctor was discussing. This difference 

in the use of terminology showed up in the main research For exarnple, diRerent 

understandings appeared regarding the use of the term 'needs assessment'. By this, some 

of the instructors meant what is commonly described in current curriculum documents: an 

assessment of settlement needs that are usually arranged thematically in a communicative 

syllabus. However, some instructors used the term as being synonymous with an 



assessment of English language proficiency. At times, these instructors talked about 

'needs assessment' as being conducted at the tirne a client entered the program for the 

purposes of placement. At other times, these same instructors used the term to describe 

how they assessed their leamers for the purpose of promotion and graduation. 

The open-ended format used for the i n t e ~ e w s  proved to be effective and was 

adopted for the main snidy. The pilot showed that it was important that 1 start each 

interview with the open-ended questions that appear in Appendices A and B. It was 

equally important, however, to follow these questions up with M e r  prompts in order to 

dari@ and expand on the responses. A conversational style for the interviews was 

important to establish since some of the information that the insûuctors imparted was 

confidential and 1 needed them to talk fkeely and sincerely about their circumstances for 

teaching. This open-ended rapport helped to establish this kind of rapport. 

The pilot interview was also useful in determining the appropriateness of several 

options. Principally, 1 wanted to try out how 1 put the i n t e ~ e w  questions to the 

respondents. Attempting to ground the data in the naturai contexts of the insbuctors' 

work, 1 rejected Patton's (1 990) option of developing a concepnial h e w o r k  prior to the 

collection of data. As an alternative, 1 adopted sornething akin to the 'provisional start 

list' that Glaser and Suaus recornmend (1970). Each respondent was given a list of 

questions and prompts to view during the interview. This list appears in Appendices A 

and B. 



Selecrion of the Case Site 

No basis was available on which I could select a case site that was tnily 

representative of ESL instructors in Canada, but I considered it important that the 

instmctors selected at least resemble the majority of adult ESL practitionen in Ontario. 

According to a recently completed survey of this population (Sanaoui, 1997). school 

board continuing education instmctors, like the ones under study here, make up the 

largest category of ESL practitioners in Ontario. The instmctors 1 chose to study were 

also typicai in the sense that they work under contract and are paid close to the median 

wage. 

in addition, the instmcton at the site worked in conditions common in continuing 

education programs. There was a coordinator on site who was responsible for supervishg 

and evaluating the teaching staff, conducting registration and intake, writing reports and 

maintaining statistics. The program had continuous enrolment and voluntary attendance. 

Clients often left and entered the program at any tirne during the term. There was also a 

minimum expectation for student enrolment. The instmctors 1 studied also had training 

and expenence that was close to the nom in these kinds of programs. Al1 were female 

and had Bachelor degrees and TESL certificates. Of the five who participated in my 

study, two had Masters degrees, one directly related to SLE. Several had their Ontario 

teaching certificates. AI1 but one had five or more years of adult ESL teaching 

expenence. In referring to them later in the thesis, to the site, and ail other institutions, I 

have used pseudonyms to preserve confidentiality. 

In the program where they were employed, these insmicton were expected to 

develop their own cumcula based on the needs of their leamers. They were dso 



responsible for al1 leamer assessrnent after a client was placed in their classes. Except in a 

few cases, when outside agencies like welfare or employrnent insurance requested them, 

the teaching staff'at this site had few record keeping responsibilities apart fiom 

submitting monthly attendance reports to their coordinator. Professional development 

oppomuiities were voluntary, and the instmctoa received no additional payment for 

attending them. These seem to be fairly typical working conditions for adult ESL 

instructors in Ontario. 

1 selected the school board where I did the study because it was close enough to 

permit me ease of access, but suficiently different fiom the situation where 1 usually 

worked that 1 could approach the circumstances with relatively little pnor farniliarity with 

its staff or curriculum. 1 made initial contacts with a board administrator, who referred me 

to a particular site which he considered amenable to the research I wanted to do. The site 

coordinator there arranged for me to meet the teaching staff, where 1 gave a fidl 

expianation of the study and asked for five volunteers, a number that seemed manageable 

given my resources. This number represented approximately half of the teaching staffat 

the site. The volunteers were provided with copies of the proposal for th is  thesis as had 

been approved by the thesis advisory cornmittee, and which explicitly revealed that the 

focus for the study was teacher autonomy. Written letters of informed consent were 

distributed to ail the participants and a letter granting administrative consent was obtained 

fiom the supervisory officers for the site. These letiers appear as Appendices C and D. 



Data Collection 

1 collected data principally through interviews with the instnictors. Three additional 

procedures were used to gather information about the curriculum context: classroom 

observations, a personai profile survey of the instmctors, and an examination of 

curriculum documents. The survey asked each instructor about their education and work 

backgrounds. They were instrumentai in establishing rapport with the insaictors at the 

beginning of each of the first interviews. A copy of this survey appean as Appendix E. 

Because this study is essentially about the attitudes instructors hold, interviews were 

chosen as the principal source of data. Each insmctor was interviewed Wce, for 

approximately an h o u  at a tirne. 1 aiso conducted classroom observations to help frame 

these discussions, establish the context of the instructors' rernarks and in the interests of 

verifying certain things they might have said in the interviews. Three classroom visits of 

an hour each were planned for each instructor. This was not Iogistically possible for two 

of hem, who I only observed twice. However, these latter observations were slightly 

longer so that 1 spent an equal amount of time in each instnictor's class. These 

observations occurred between the first and second set of i n t e~ews .  The first set of 

interviews focused on establishing rapport and discussing the instnictor's views on 

curriculum development in general. Using the classroom observations as a starting point, 

the second set of interviews looked at these cunicdum issues in a concrete context before 

movhg on to an explicit discussion about autonomy. The document analysis consisted of 

an examination of the principal cunicdurn guidelines tbat the instnictors were expected 

to work fiom. 



At the begiming of the interviews, 1 showed the instructon the questions and 

prompts found in Appendices A and B, which were taken directly fiom my thesis 

proposal. 1 then let each conversations take its course. 1 was not greatl y concemed about 

the exact wording of the questions or prompts or the order in which they were asked. 1 

made certain, however, that every discussion I had with the instructoa covered the topics 

represented by the prompts. This ensured that each of instmctor had an opportunity to 

comment on the various aspects of curriculum implementation that were later coded for 

analysis. In adopting this technique, 1 followed Memam's (1 990) recommendations: 

These [semi-smictured] interviews are guided by a list of questions or issues to be 
explored, but neither the exact wording nor the order of the questions is determined 
ahead of time. This format dlows the researcher to respond to the situation at hand, to 
the emerging worldview of the respondent, and to new ideas on the topic. (ibid.) 

The final aspect of data collection involved, in the interests of validating my 

interpretations, a member check with the instructon who were interviewed. AAer 1 had 

initially surnrnarized the interview data (approximately 5 months d e r  I collected it), the 

instnictors were given copies of the following information that related to them 

personally: biographies, interview data s r n a r i e s ,  the description of the site, and 

synopses of the classroom observations. 1 then consulted each insmictor by phone and 

gave them an opportunity to change any of these sections. Every instnictor made some 

minor changes to what 1 had initially produced, most in the interests of clarification. I 

made al1 the changes that the instnictors asked for. While writing the final ciraft of this 

thesis, 1 took out approximately half of my original descriptions of the classroom 

observations that 1 gave to the instnictoa for the member check. This was done strictly in 

the interests of brevity and nothing pertaining to curriculum implementation decision 

making or essential to understanding the context was removed. 



Dura Management 

I transcribed the interviews into 2 14 single-spaced pages. M e r  much consideration, 

I chose tums in the interviews (ie. each speaker's verbal tum in the stretch of talk) as the 

unit of discourse segmentation for my analysis because 1 found that smaller discourse 

units were to be too difficult to defme clearly or code reliably in the transcripts. Al1 of the 

transcripts were segmented into each speaker's turns in the interview conversations. 

Explmations of how these coding categories were deterrnined and examples fiom the 

data are found below. 

The data were coded in two passes. In the first, 1 marked references made to selected 

curriculum topics. The data were multiple-coded, that is, 1 assigned many of the 

curriculum topics to each turn as seemed logically appropriate. Turns were marked 

whenever a reference to any of the categories of codes appeared. Most of the marked 

tums had references to only one or two codes. Few had more than four, although there 

were several that had references to seven. In this way, 1 reduced the qualitative data to 

quantifiable sets of categories to facilitate my analyses. 

At the commencement of coding the data, I performed an inter-rater reliability check. 

A Ph.D. student at OISE and 1 each independently coded two interviews and comlated 

the results. This sample represented 20% of the total data. We agreed on 93.7% and 

87.9% of the coding categories for the two interviews, for a combined average of 90.8%. 

On the ba i s  of this result, the coding scheme was considered reliable, so I utilized it to 

code the remahder of the data. 



Once the marked tums had been sorted fiom the rest of the data, I performed a 

second coding of the interview transcripts. This consiaed of coding the t u m s  marked in 

the fint pass according to whether or not they contained opinions about who should make 

curriculum implementation decisions. Tums were marked with a '+', or positive, if the 

instnictor indicated a dvsire for autonorny regarding the category in question. Tums were 

marked with a '-', or negative, if the instructor indicated a desire for someone else to 

make decisions regarding this category. This coding was thus my operational definition 

of preferences for instnictor autonomy in curriculum decision making. The references to 

each code in each of the tums were then sorted and arranged as shown in Charts 2 and 3 

in Chapter 4. There was a total of 262 references to these codes about autonorny across 

al1 of the marked tums about curriculum topics. 

Determining Coding Caregories 

Determining the coding categories was a process that began by my consulting two 

seminal theoretical works. The k t  of these was Stem's (1992) language curriculum 

model, which contains specifications for four syllabi: language, culture, communicative 

activities and general language education. The second was Canale and Swain's (1979) 

language competency model, which defines language competency in four ways: 

linguistic, socio-cultural, strategic and discoursal. 

1 then compared these theoretical fhneworks to three cUmcuium guidelines 

presently in use in this or sirnilar settlement ESL prognims in Ontario. The first of these 

was the Board of Education for the City of Toronto's Adult ESL Curriculum Guidelines 

(1 994). The second was the Green Book, described below, a document that the instmctors 



1 studied referred me to. 1 describe this guideliw at length below. The third document 

was Citizenship and Immigration Canada's Ontario LNC Curriculum Guidelines (1997). 

The Citizenship and Immigration document adopted Canale and Swain's (1 979) 

mode1 as a bais for its categorization of language curriculum content with one 

modification: it combined the linguistic and discoursal cornpetencies, stating that field 

testing had show that this was the preference among ESL practitioners. Accordingly, 1 

grouped any discourse elements 1 came across in the data with linguistic. 

The Toronto School Board document divided the curriculum planning process into 9 

steps: conduct needs assessment, establish leamer goals, select themes and topics, select 

language functions, choose teaching rnaterials, design activities, identify structural items, 

provide socio-cultural information, and evaluate learnen and the curriculum. Noting 

logical sirnilarities arnong these steps, I M e r  refmed them to make hem usehl as 

coding categories suitable for my research purposes. I combined 'establishing learner 

gods' with 'conducting needs assessment' because both relied primarily on consuithg 

learners; 'providing socio-cultural infoxmation' with 'selecting the themes and topics' 

because the content of the first matched cfosely in ESL teaching practices with that of the 

second; and 'selecting language functions' with 'identimg structural items' so they 

could be subsumed into a general category pertaining to language topics. 1 separated the 

step 'descnbing evaluation of leamers and cuniculum' into two categories, one related to 

the assessment of learner proficiency and the other to program evaluation in general. 

As a result of this process, 1 detennined 8 coding categories: linguistic elements, 

themes, materials, activities, strategic competency, evaluation of learner proficiency, 

program evaluation, and needs assessment. This list was again modified afker the pilot 



study because the two instructors 1 interviewed discussed strategic elements in tenns of 

needs assessment, so 1 decided to combine these two categories. This reduced the number 

of categories to 7. 1 added 3 other categories as a result of the pilot. They appeared to me 

to bear importantly on issues of instructor autonomy in view of the curriculum context, 

even though they did not strictly pertain to steps in the developing curriculum: references 

to curriculum guidelines, relations to other staff members, and professional development. 

These new categories were added because some of the more interesting remarks made by 

the two instructors in the pilot relevant to issues of cumculum development were not 

captured in the original 7. This increased the number of coding categones to 10. 

One final modification to the coding scheme occurred during the initial analysis of 

the data. OnIy one instnictor tdked about autonomy in reference to program evaluation. 

Upon closer examination, the remarks she made regardhg this category were in reference 

to other staff members. n i e  coding scheme was adjusted accordingly, eliminating the 

category of program evaluation because it was not something most of the instmctors 

routinely did or descnbed as part of their curriculum practices. This gave me a net toal of 

9 coding categories. 

Definitions of Coding Categories 

The 9 coding categones that were determined in the mariner described above and 

used in my analysis were: Activities (A); Curriculum Guidelines (G); Linguistic 

Elements (L); Materials (M); Needs Assessment (N); Assessment of Learner Proficiency 

(P); Professional Development (PD); Relations with Other Staff (R); and Settlement 

nieme Content (T). 



'Activities' (A) refea to al1 of the ways in which the instruciors said they orgaaized 

and presented language leaming opportunities in the classroom. They are what Tyler 

(1949) called 'leaming experiences'. I used the tenn 'activities' broadly to include both 

communicative and non-communicative orientations to classroom tasks or other 

organized classroom experiences. The former form what Stem (1992) called 'the 

communicative activities syllabus', including group and pair work, jigsaw activities and 

community contact assignments where 'real' communication occurs. In my analysis, 

however, 1 have also used 'activities' to encompass such things as lecturing, question/ 

response, or instructor-led choral or individual oral repetition, which may be more 

characteristic of other approaches to language education. 

'Curriculum Guidelines' (G) refers to any document meant to provide guidance on 

curriculum content. in almost all cases, this is in reference to the two principal curriculum 

documents associated with this site, known collectively as the Green Book and discussed 

in more detail below. Guidelines differ fiom actual cmicula in the sense that they are 

syllabus fiameworks only, and thus require instructors to do a large amount of decision 

making to put into teaching practice. The Green Book descnbes itself to its usen in rhis 

way : 

You may have entered this teaching assignment assuming that the c ~ c u l u m  would 
already be defmed for you. But, you will soon discover that this is only partially me.  
Appendix A provides you with an overview of the material appropriate for each of the 
four levels of instruction. But this is only a guideline - you will need to make many 
decision dong the way to adapt these guidelines to the unique needs and capabilities 
of your class. (p. 19) 

'Linguistic Elements' (L) refers to instructional content that describes language 

explicitly. This is not sirnply 'gnunmar'. It includes the three 'language syllabi' within 

the content options that Stem identified (1 992): 'pronunciation', 'grammar', and 



'functionai analysis'; as well as the two of the four cornpetencies in Canale and Swain's 

(1 979) rnodel: 'linguistic' and discourse'. 

'Materials' (M) refers to instructionai supports or materials used to enhance leaming 

oppomuiities. Stem (1992) referred to these as  'resources' and listed a wide variety of 

examples, such as course texts, video or audio tapes, photocopied handouts, board games, 

dictionaries, readers, multi-media kits, and authentic documents. 

'Needs Assessment' (N) refea to either initial or on-going identification and 

evaluation of the settlement needs of learnea. 1 used this term broadly, in the same 

manner that Stem (1992) did when he, citing Trim (1980), advocated using needs 

assessment to look at the entire societal and individuai contexts. In curriculum documents 

pertaining to the instructors in this study, these are commoniy categonzed thematically 

under such headings as 'housing' or 'transportation' . In addition, in my analyses, I 

marked tums as being in the category of 'needs assessment' in which discussions of 

leamer affective variables occurred, such as learning style. However, this category did 

not include references to a leamer's English language proficiency (which were grouped 

with the following category). 

'Assessment of Learner Proficiency' (P) refea to the evaluation or testing of a 

leamer's English language skills, abilities or achievement, W l y  in reference to the ESL 

prograrn's predetermined levels of proficiency. Such assessments are commoniy done at 

the time a learner enters the program for the purpose of placement or when decisions are 

being made regarding promotion or graduation. Stem (1992) used the term 'evaluation of 

student progress' when discussing topics related to this category. 



'Professional Development' (PD) refers to any career improvement activities or 

training, such as courses, professional reading, workshops or conferences. Opinions 

coded in this category included references to second language acquisition or general 

education that was not stnctly related to teacher training. 

'Relations to Other Staff' (R) refers to discussions about or with other staff members 

and colleagues. This includes references to supervisory, support or professional 

development staff, This category, developed afler the pilot study was conducted, tried to 

capture opinions related to the 'culture' of the workplace. As A. Hargreaves (1 994) 

pointed out, "teacher cultures, the relationships between teachers and their colleagues, are 

among the most educationally significant aspects of teachers' lives and work" (p.165). 

'Settlement Theme Content' (7') refers to content. They include elements pertaining 

to the sociosultural competency outlined by Canale and Swain (1 979) and the cultural 

syllabus developed by Stem (1992) but which is not stnctly linguistic. This included 

themes such as 'housing', 'banking', 'shopping', 'the telephone' or 'transportation', 

relevant to ESL leamers' settlement in Ontario. 

Examples of Coded Turm 

In this section, ten examples fiom the data are provided in order to concretely 
O 

illustrate how I coded the data in both the nrst and second passes. As was the case with 

the data as a whole, most of the examples are 'positive' in their views about teacher 

autonomy, and were coded with multiple categones. These examples are taken directly 

fiom the interview transcripts. 



In the first exarnple below, the turn was marked in the first pass as referring to 

'linguistic elements' (L) and 'curriculum guidelines' (G). In the second pass, the ~m was 

marked 'positive': 

So, the guidelines are there and they're great, if you're stuck not knowing what they 
need or what's to be taught, but 1 wouldn't teach anything they don? need. Just 
because the book says, ok, teach the conditional; if they have it, why teach it? 

In the second example below, the tum was coded as referring to 'curriculum 

guidelines'(G), 'needs assessment' (N) and 'assessment of proficiency'(P). In the second 

pas, the him was rnarked as 'negative': 

If the class was set, this is what's going to be taught, then yes, any teacher will know 
what she's going to cover. And then assess students to see whether they fit or don't fit 
in their class. But, it's not like that. The class isn't set, the class, the teaching topics 
are open, open for suggestion, open to change, and can stem or corne from any 
category, any level. So, you have to, I don't think a teacher can, should assess 
beginning students. Someone who's more trained at that, who understands the 
guidelines and the benchmarks or whatever, that would be the best thing and then the 
teacher would take that group, ok, and then work with them. 

In the third exarnple below, the turn was marked in the fmt pass with a single code: 

'needs assessment' (N). In the second pass it was marked as 'positive'. The instnictor 

said, "Well, personally, 1 would like to fmd out about the needs myself. Because 1 think 1 

know my students better than anybody else". 

In the fourth example below, the tuni was origindly marked as 'evaluation' (E), 

before 1 grouped that category into 'relations with other SU@ (R). In the second pass it 

was marked 'positive': 

So, well, having it go over my head and being reviewed by someone else, 1 dont know 
what purpose that would sente. 1 really feel personally responsible, very responsible 
and treat my students very seriously and I'm the one that these evaiuations matter the 
most to. 

In the f i f b  example below, the tum was marked 'curriculum guidelines' (G), 



'assessrnent of leamer proficiency' (P) and 'relations with other staff (R). In the second 

pass it was marked 'positive': 

She [the program coordinator] leaves it up to the teachers to talk about. We have a 
transfer sheet that we use saying I'm tramferring this shident on. And there is a 
student who 1 assesset, ummm... whenever, the beginning of this terni, who 1 assessed 
at a level ... 1 was questioning whetbw she was a Ievel3 or a level4 and 1 put 
her into level4 and she's come back to my class. She was finding the level four a 
linle difficult, and the level four teacher said that she's struggling, can she come back 
to you? We're very flexible with that. I think you have to be. 

In the sixth example below, the turn was rnarked 'themeT(T), 'curriculum guidelines' 

(G) and 'needs assessrnent'(N). In the second pass, it was marked 'negative': 

There is a need in rny class to do something on health or to go to the doctor or 
something like that, I would really like to have some guidelines somewhere, in the 
curriculum, where 1 can see how to go about it.. . maybe 1 can do the same thing in a 
better way. 

In the seventh example below, the  ni was marked 'professional development' (PD). In 

the second pass it was marked 'positive': 

I haven't met an undedicated teacher here. We're al1 reaily dedicated to our profession 
and learning. We're really, really concemed about the well-king of the snidents and 
doing our best. And the fact that we want a lot of control over our autonomy and what 
we do in the classrooms, it's not that we don't want to be ... it's because we want to 
deliver the best quaiity program that there can be. 

In the eighth exarnple below, the tuni was marked 'activities' (A). In the second pass 

it was marked 'positive': 

1 really am of two minds on that. On the one han& 1 really enjoy being in control over 
what 1 do in the classroom. I'm really the closest to the students and 1 know them the 
best . . . On the other hand, it's time consurning and tiring. 

In the ninth example below, the tum was marked 'materials' (M). In the second pass 

it was marked 'positive'. The turn was a short response to the question, "What kind of 

control do you want to have over the choice of materials?". The instructor replied that, "1 

would want to have total control": 



In the tenth and final exarnple below, the tum was marked 'curriculum guidelines' 

(G), ' linguistic elements' (L), 'needs assessmentY(N), 'assessrnent of learner proficiency' 

(P) and 'themes'(T). In the second p a s ,  it was marked 'positive': 

Social communication, you can divide that into so many topics that you would think 
that that is what they would only need. But 1 have students in level4 who have been 
here three months and students who could have been here three yuus. So, they have 
different capabilities, don't they? Ok, and they have leamed with different methods, 
different styles of leaming and they've learned different things. So, you, like 1 said, 
guidelines are ok, but if that student doesn't need it, don't teach it, you know. 
but if that student dues, then bring it in. 



Ch apter 3. Conta? 

The Rosewood Adult Center is part of the Continuing Education Department for Erie 

County Board of Education, in southwestem Ontario. The Board serves a mixture of 

urban and nuai comrnunities over a wide area. The immigrant population is large and 

well established. New immigration has increased in recent years and is concentrated in 

the County's urban centers. Rosewood is in one of these urban areas and has the 

advantage of being part of a major community center across the Street fkom a large 

shopping mall. 

Rosewood is one of the larges adult sites managed by the Board. The range of 

courses here include ESL, Literacy, English for Work, Numeracy, Computeracy, and 

Academic Upgrading. They are offered both day and evening. The ESL courses at this 

site include those for Literacy, Reading and Wnting, Speaking English Confidently, 

Pronunciation, ESL Computeracy, Citizenship, and separate classes for ESL Ievels I 

through 4. Level 1 refers to a beginning level of English proficiency. Level4 refers to an 

advanced. 

At Rosewood, one coordinator manages these ESL classes with the assistance of a 

clerical worker. She supervises approximately ten instructors, half of whom teach fiom 9 

am. to 3 p.m., Monday to Fnday. The remainder teach in the evenings. Al1 of the 

teaching naff work on a contract basis. The instnictoa were not unionized at the tirne the 

interview data was collected. The classrooms are physically pleasant and relatively 

spacious. 

The ESL courses at Rosewood are offered four t h e s  per year in tenns tlat last from 

two and one half to three months. The only extended break in instruction occurs in 



August. Classes do not open at the beginning of a term if enrollment is not high enough 

to justiQ it and are closed if enrolment drops substantiaily. 

Continuous enrolment is an important aspect of the ESL program at Rosewood. 

Clients know that they can join the classes at any tirne. This is not the case with the 

computeracy class because the elements of the non-linguistic content has to be built upon 

one another. 

Attendance is voluntary for the vast majority of the clientele. However, a substantial 

number of learners are under pressure from agencies such as welfare, workers' 

compensation and employment insurance to attend regularly. These agencies request and 

receive attendance reports about these learners fiom the site coordinator. Al1 leamen 

must pay tuition fees, either themselves or through the agency which is financially 

assisting them. In the case of Canadian citizens, landed immigrants and convention 

refugees, this fee is nominal. Visitors and refbgee claimants without immigration status 

can attend, but must pay a substantially greater fee. Leamers taking the computeracy 

course also pay a small lab fee. 

1 observed in the classes that 1 visited a great heterogeneity to the backgrounds of the 

leamen at this site. Although the largest gmups come fkom Eastern Europe and South 

Asia, no single first language group makes up more than a quarter of the clientele. In 

addition to the ones noted above, there are learners in these classes who have Asian, 

Latin-Amencan and Afiican backgrounds. Approxhately two-thirds of the learners are 

women. According to the instructoa, the economic and educational backgrounds of these 

learners are aiso quite varied. 



Table 1, on the following page, provides biographical profiles of the five instnictors 

who participated in my study. When 1 observed them interacting with each other, their 

morale seemed good. There was a lot of socializing in the staff room during breaks and I 

noticed that the instnictors shared materials and offered each other advice. Al1 of the 

instmctors seemed to like and respect each other. The supervisor had good rapport with 

her staff. She regularly consulted the instnictors during breaks and seemed to have their 

respect and trust. The supervisor was full of praise for the instructors in the program. In 

ail, it was a great pleasure to be in the Company of these dedicated people. 

Apostrophe 

Apostrophe has taught adult ESL since 1987. At the time of my study, she was 

teaching two separate classes at this site: Level3 and Citizenship. Apostrophe's teaching 

expenence has been in ail four of the ESL levels offered by the Board, and she has 

worked at a great varîety of sites throughout Erie County. Except for a bnef penod close 

to the beginning of her career, Apostrophe has taught for the sarne employer. 

Pnor to taking up teaching, Apostrophe trained travel counselors. This followed nanually 

fiom her BA and MA in Canadian History and Geography. She Ieft the workforce to raise 

a farnily and became interested in adult ESL through a fkiend who introduced her to a 

night school principal for the Erie Board's Continuing Mucation Department. in addition 

to the immense satisfaction she received nom being in the classroom, Apostrophe 

enjoyed the flexibility that came with this new career. She had the ability to take on more 



Table 1: Summary of lnsfrucfor Profiles 

Sattlemmt ESL C- 
Brpedence 

Lewl T ~ c h i n g  

Dudng Study 
L 

m e r  Teachlng 

€uperlances 

Non-Tsrching 

Erperlence 

E S L  CerUficate tnnrugh Bwrd 

of Educauon 

BA and MA 

In Cdn. Hlstory 

Some French 

Minor as part 

of BA 

BA In English 

B. Ed. 

lngdd 

BA In English 

MA in TESOL 

Engiirh 

Some Rusdan 

Atts and 

BA in French 

Soma Ukrainiun 

Some lblian 

Soma Latin 

ESL Part 1 

English 

Punjabï, Urdu 

Hindi, Gujaniti 

Swahili 



work as her farnily responsibilities lessened. Shortly after starting her new career, 

Apostrophe took a part-tirne TESL course offered by the school board and the Ontario 

Ministry of Citizenship. Since that tirne, Apostrophe has taken advantage of many 

professional development opportwuties ofTered by the Board and the provincial TESL 

Association. At the request of her supervisor, she conducted a training session for her 

CO 1 leagues on teac hing grammar communicative1 y. 

Apostrophe is a native speaker of English. She has some elementary understanding 

of French which she was able to practice while travelling through Europe. Apostrophe 

took on an administrative position for a brief penod but found that she much preferred 

working in the classroom. 

Hamnet 

Hamnet has had extensive training but linle experience at this point in her career. In 

addition to two evening classes, she teaches the daytime 'computeracy' course at this site, 

which is designed to give lemers their first oppomuiity at developing computer skills in 

the context of learning English. 1 interviewed her about her computeracy class. She 

starting working for the Board just a few months pnor to this study. Her ESL teaching 

career started about a year before that when she worked for a large private school in 

downtown Toronto which specializes in training visa-students. 

Hamnet is a recent graduate fiom a well-bown Amencan university. She bas a BA 

in English and Secondary Education with a minor in TESOL. As part of complethg her 

degree she took a practicum teaching position in a regular hi& school. She dso worked 



as a research assistant to two professors in her university's Linguistics and SLE 

depariments and helped develop an ESL software program. 

Although perfectly fluent in English, Hamnet's first language is Spanish. She moved 

at an early age to an English speaking environment. She also speaks French and has 

l e m t  some Tagalog. English is the language spoken in her home. 

lngrid 

uigrid has taught adult ESL in the settlement context since 1992. She dso tutored in 

the university context extensively pnor to this. Except for a brief period as a teacher in a 

neighboring school district, she has had oniy one employer in senlement ESL, the Erie 

County Board of Education. Ingrid worked at variety of sites in the district before coming 

to this one a year ago. 

Ingrid has an MA in TESOL from a university in Eastern Europe and took poa- 

graduate studies at an Amencan university pnor to her immigration to Canada. Although 

she still has an avid interest in theory and research, Lngrid feels more fulfilled in the 

classroom. She enjoys the rewards of interacting closely with adult leamers on a daily 

basis. 

Ingrid's first language is Polish and it remains the language of her home. Ing15d also 

does some pnvate translation work. 

Ingrid has not worked extensively on curriculum projects besides the ones stnctly 

pertaining to her own class. However, at the t h e  of this study, she was beginning work 

on a program evaluation project for this site with another coiieague, Janet. 



Janet 

Janet has k e n  teaching adult ESL since 1990, always for the same employer. She 

teaches two classes at Rosewood: Level3 and honunciation. These two classes provide 

her with s full tirne position. She worked at a number of sites in the district before 

coming to this one when it opened. 

Janet has a BA in French Language and Literature. She has also taken some post- 

graduate courses in phonetics, linguistics and psychology. Just &er graduation, Janet 

began work as a French language customer representative for a national hardware 

Company. She also had part-time positions as an arts and craft instnictor and in human 

resources. Janet left the workforce shortly after the birth of her second child. 

She entered the ESL profession when she answered a newspaper advertisement and 

went through a formal hiring process. She immediately enjoyed it and continued to 

develop the skills she learned while instructing arts and cr-. n ie  profession gave her 

the flexibility that she needed and the opportunity to gradually move to full time work as 

her family responsibilities lessened. 

Janet obtained her TESL certificate through a course offered jointiy by the school 

district and the Ontario Ministry of Citizenship soon after finding employrnent with the 

Board. Since that time she has attended a wide variety of professional development 

workshops and conferences. 

She had worked on the developrnent of a pronunciation syllabus in collaboration 

with a number of her colleagues. In addition, as mentioned above, Janet was just starting 

to work on a program evaluation project for this site with another of her colleagues, 

Ingrid. 



Janet is a native English speaker. Her parents were bom and raised in the Ukraine but 

spoke English in the home afler emigrating to Canada. Janet has good command of her 

heritage language and has extensively studied French, Italian and Latin. 

Kwacha 

Kwacha has taught settlement ESL to adults shce 1991. This has been for the same 

employer. She teaches the literacy class at Rosewood, which is a half-time position. 

Kwacha has taught at a fair number of other sites for the Board before king transferred 

to Rosewood when the program began two years ago. 

The class that Kwacha teaches was b d e d  under LINC the year previous to this 

study, but returned to the regular ESL program at the beginning of the term. 

Kwacha obtained her Bachelor of Education from a university in India. She had 

extensive high school credit teaching experience throughout Eastern Afnca before 

emigrating to Canada from her native Kenya in 1989. 

Not long &er coming to Canada, she taught a weekend Punjabi heritage language 

course for the Board on the weekends but disliked the experience. She was distressed by 

the children's lack of discipline and decided to seek a position in adult education. 

Professional development is important for Kwacha, but she feels that family and 

financial pressure have prevented her fiom taking advantage of the oppominities which 

present themselves. Kwacha has worked on curriculum development projects for heritage 

language programs both in Canada and Afnca. 

English is ber native language, but through her family and work she has becorne 

fluent in Punjabi, Hindi, Swahili, Gujarati and Urdu. 



Curriculum Guidelines 

Two currjculurn documents offer a framework for adult ESL instnictors who work 

for the Erie Board of Education (to preserve confidentiality in this study and my principle 

of using pseudonyms for d l  local narnes, 1 have omitted al1 bibliographical references to 

these documents). The two documents form a pair, with each refemng to the other as an 

additional resource. Together, they fom a very comprehensive guideline. Owing to the 

common color of their covers, the staff at Rosewood refer to these two documents 

collectively as the Green Book. Both documents were approximately ten yean old at the 

time of my research. The fint of them is an 85 page, sofi-bound text titled Teaching 

Language Structures. It segments English grammatical structures into four levels and 

makes suggestions as to how they can be treated in the classroom. The second, 

approximately mice the length of the fint, is called The Imn~cfor's Hrrndbook. This 

contains a synopsis of the Board's educational philosophy and the teaching methodology 

it recommends for use. Al1 of the instnictors have copies of these documents and are 

encouraged by their supervisors to use them. 

Appendix F reproduces the table of contents for The Imtructor 's Handbook. The 

mode1 of curriculum it advocates evidently derives h m  Tyler's (1949), particulariy in its 

key categones. Some obvious exarnples of Tyler's Wuence is seen in some of the 

section headings within the chapters in The Instructor 's Hamibook: Diagnosing Learner 

Needs and Interests (within Chapter 3); Seiecthg Appropriate Lesson Activities (within 

Chapter 4); Managing Pace, T h h g  and Transitions (within Chapter 5); and Evaluating 



Leamer and Lesson Effectiveness (within Chapter 5).  These examples correspond with 

the four tasks that Tyler outlined in the quotation fkom his work above in Chapter 1. 

Although Teaching Language Structures provides concrete advice and examples 

about how to treat the grammatical elements it outlines, there is linle offered in the way 

of defining them. The document assumes that insmicton know them. Two examples will 

serve to illustrate this. 

in covering the future tense, Teaching Language Structures breaks the grammar 

point into two components: the future tense with 'will' and the fiiture tense with 'going 

to'. in the section pertaining to 'going to', the document first provides an example of a 

teacher-led whole class activity in which the instructor asks questions such as, "When am 

1 going home?" To this, the class replies, "You're going home at four-thirty". The 

instructor then asks individual leamers in tum questions of a similar nature in fiont of the 

entire class. The learners are then paired up and to ask each other the questions thus 

rnodeled. The document then advises that other linguistic elements be introduced. 

Exarnples of these include expressions such as 'make dinner' or 'go to bed'; new pronoun 

subjects; and yes/ no questions. 

The document then provides a second example of how this point can be covered. 

This whole-class activity is descnbed as an 'action chain'. One of the leamers gives the 

Uistructor commands such as, "get up". Before the instnictor performs the action, she 

describes what she is about to do to by saying, "I'm going to get up." The instructor then 

gives commands of a similar nature to individual lemers who use the target gammar 

point to the w n e  effect. This activity proceeds as a 'chain' around the class until 

everyone has had a chance to give comrnands, act them out, and describe the activity. 



In appendices to the document, a number of additional t e a c b g  resources have been 

added. These include a verb chart, some suggestions on how to demonstrate contrasts 

between different verb tenses and a set of short stories and descriptions that can be used 

to further illustrate a selected number of grarnrnar points. 

The Instructor 's Handbook combines a number of elements. It is at once an 

introduction to an endorsed teaching rnethodology and a set of recommendations as to 

course content, It starts o f h i t h  a ciear endorsement of the communicative method, 

citing the Ontario Ministry of Education's resource document Developing English as o 

Second Language Non-Credit Courses for Adulrs ( 1  989). This document defuies the 

communicative method as: 

An approach that aims to a) make communicative competence the goal of language 
teaching and b) develop procedures for the teaching of the four language skills that 
acknowledge the interdependence of language and communication. (Ontario Ministry 
of Education, as cited in The Instructor 's Handbook, p.ix) 

The Ministry document, quoted at length, ncommends interactive activities and 

authentic language use within a socio-cultural context. It also stresses the importance of 

developing practical lessons which can be put to immediate use outside of the classroom. 

The Inîtnclor S Handbook then makes the case that adult methodology should be 

different fiom that ernployed for children Adults have diflerent purposes in seeking 

formal education and react differently to it. ne Imtmctor 's Hudbook recommends 

conducting needs assessments, creating an informai atmosphere, and designing leamer- 

centered activities such as pair and group work. It also emphasizes that leamers will gain 

a seme of empowerment in a successful language classroom. 

M e r  these two first chapters which set a philosophicai framework, the document 

gives general recornmendations about cmicuium planning. The Imh~ctor 's Handbook 



makes it clear that instructors are expected to develop a "multi-track" curriculum in 

which tive elements are combined: 'Life Application Situations or Themes'; 

'Communicative Functions'; 'Language Structures'; 'Vocabulary' and 'Pronunciation'. 

'Life Application Themes' are items such as 'The', Clothing', Feelings' and 

Transportation'. 'Communication Functions' are items such as 'Showing Regret', Social 

Communication' and 'Exchanging Items'. 'Language Structures' are the grammatical 

elements taken directly fiom Teaching Language Stmcîures. In one of the appendices to 

the I11smctor's Handbook. the fiat three of these elements are listed per proficiency 

level. Some of the items in each of these lists occur across al1 of the levels. Others are 

unique to one. 'Vocabulary' and 'Pronunciation' are not organized by proficiency level. 

However, there is a subsequent chapter devoted to each of these five elements and the 

decisions an instnictor is expected to make regarding them. 

These decisions are not simply a matter of covering the gnunmatical content found in 

Teaching Language Structures. In the Instraictor 's Handbook' s discussion of curriculum 

planning, it is emphasized to the instructoa that the content of the Green Book, "is only a 

guideline- you will need to make many decisions along the way to adapt this guideline to 

the unique needs and capabilities of your class". The center-piece for this process of 

decision-making is the needs assessment. Although the document is not specific about 

how an instnictor should determine these needs, it repeats the necessity of doing so for al1 

five of the above elements. 

in addition to the recornmendations made to insenrctors in ternis of curriculum 

content, The Instructor 's Handbook dso makes suggestions related to lesson planning 

and classroom management. These recommendations mainly have to do with activity 



planning and are once again to be linked to the needs of the learners at hand. Instructors 

are advised to plan activities that develop authentic communication and take into account 

various leaming styles. These chapters also touch bnefly on program evaluation and 

assessrnent of leamer progress. These discussions, however, are not particularly concrete. 

In all, these two curriculum documents provide a clear Framework and a great deal of 

latitude for instnictor decision-making. This latitude is, of course, contained withm the 

endorsement of the communicative approach found at the beginning of The Imtructor 's 

Handboo k. 

Chssroom Obsewations 

My classroom observations were conducted in an effort to undentand the context in 

which these instructors worked and to help me fiame and s p i @  the second of the two 

interviews which I held with each person. Al1 of the observations were cornpleted with 

one exception, over the course of two weeks. At the beginning of the first class visit with 

each instructor, 1 was introduced to the leamers. 1 described rny research purpose, then 

asked the leamers if anyone had any objections to my presence. No one raised objections. 

On the connary, several times during the course of the observations, leamen asked me 

questions to fûrther understand the nature of the research and to offer opinions of their 

own. Given my limited resources, these opinions couid not be used to S o m  this study. 

Often, in the course of these bnef discussions, the lemers complemented the b c t o a  

and the program. For the most part, however, 1 sat to the side of the class and took notes, 

endeavonng to stay out of the lesson procedures. At the end of the final visit to each 

c h ,  1 complemented the instructor and thanked the learners for their cooperation. What 



follows are brief synopses of what 1 observed in each class, with special attention paid to 

events pertaining to curriculum decision making. 

Apostrophe 

Apostrophe's class consisted of eighteen students on average, the majonty of whom 

were women in their mid to late 20s. Most were fiom Eastern Europe, but there were 

sizable numben of learners fiom East and South Asia This was a fiiendly group, with a 

lot of humor and easy rapport among them. Apostrophe had them seated at tables in a 

large semi-circle facing each other and the blackboard. During the course of the three 

visits to this class, its composition didn't seem to change remarkably. 

First Ciussroom Obsewatbn. In the first activity observed, Apostrophe led the entire 

class orally through a cloze exercise (where leamers fil1 in blank spaces in a text or loose- 

leaf sheet with missing vocabulary or structurai items) fiom a handout that concentrated 

on question formation and contractions in the present perfect verb tense. Apostrophe then 

went to the blackboard and picked out some examples of learner's erron and expanded 

on them to demonstrate correct alternatives. The next activity was based on a reading 

passage fiom McLean 's magazine that the class had been dealing with in depth the 

previous week. Apostrophe asked the whole class questions regarding the content of the 

article and put key words from the answers she was given on the blackboard. She asked 

her learners to make up new questions based on these models. Aprostrophe then divided 

the class into groups of three. Each leamer was asked to consult with their partnea and 



write a piece of ten to twelve sentences summarizhg the incident descnbed in the 

magazine article and using the present perfect verb tense. 

Second C I~~sroom Observation. The second class visit began as groups of learners were 

picking up the previous day's writing assigrment fiorn where they lefi it. Apostrophe had 

the memben in each group exchange papea so that peer correction of gnunmar could 

take place while she went around the class, givhg encouragement and feedback. During 

this activity, several students asked questions about passive voice constructions f o n d  in 

the original magazine article. Apostrophe told her leamers that the passive voice was not 

part of the level 3 curriculum as described in the Green Book. However, she told the class 

that she would explain this to them anyway and went to the blackboard in order to do 

this. She wrote the exampies of the passive voice from the article and went into detail 

about its structure and purpose. Afier fifieen minutes, Apostrophe retumed to answenng 

individual questions about vocabulary fiom the article. 

Third Classroom Observation. At the time of the third visit, the cIass had moved on fkom 

the magazine article to cover time clauses in the fiiture tense as her grammatical focus. 

Apostrophe first dealt with the gnunmar explicitly, gohg over the rules and citing 

nurnerous examples. She spent a fair amount of time on this, answenng questions and 

going into great detail. The learners were then asked to write five sentences of their own 

using the targeted structure. Apostrophe went around the class, encouraging and 

correcting. This session wrapped up with the distribution of a s m d  crossword puzzle 

about the month of January taken fiom a local newspaper 



Hamnet 

At the time of the observations, Harnnet's class consisted of approximately ten learners, 

al1 in their late 20s or early 30s. Al1 but one were women. Half came f b m  South Asia, 

half fiom Eastern Europe. A11 were seated seminar-style during the English component of 

the class and at their own cornputers during the computeracy portion. The cornputers in 

the classroom were up to date models. 

First Clarsroom Observation. This observation took place in the English component of 

the class. Hamnet started with a general review of the grammar rules pertaining to 

possession, concentrating on the spelling of plurals. She used a number of concrete 

examples and extended the explanation to include a review of possessive pronouns . 

Harnnet then tumed to a description of a farnily tree and asked one of the leamers to talk 

about her own. Hamnet recorded this tree on a whiteboard and led the class in practicing 

possessives in relation to it. The instructor pointed out a few pronunciation dificulties 

and assigned a cloze exercise focusing on possessives as homework. 

Second Cl11~sroom Observation. This observation took place during the cornputer portion 

of the lesson, Harn.net demonstrated the different accessories found in Widows 3.1, such 

as 'Paintbrush', 'Notepad' and 'Caiendar'. The leamers then went to their individual 

computea to complete a writing assignment on a seiected topic. The learners then 

exchanged ietten and responded to the ones they had been given. Harnnet closed the 



lesson by asking each of the leamers to use the 'Calendar' accessory in Windows 3.1 to 

plan their schedules for the next day. 

Third Chsroom Obsewation. 1 observed a lesson concentrating on oral skills during my 

third visit. Hamnet first asked her students to classify themselves as 'optimists' or 

'pessimists'. She then distributed a set of roles for each learner to act out. Some were cast 

as 'optimists' and othen were cast as 'pessimists'. Al1 were given serious personal 

problems as part of their roles and told to seek advice fiom their classrnates. She divided 

the class into groups of three in which one leamer sought advice from a second. The third 

member of each group recorded the exchange between the other two and then reported on 

it to the whole class when the group activity ended. 

On average, Ingnd's class consisted of fifteen learners, al1 but two of whom were 

women. Most were in their late 20s or early 30s and came fiom Eastern Europe and Asia. 

They were seated at tables in a semi-circle facing the instructor and a large white board. 

Although the composition of the class didn't Vary over the sessions that 1 observed, the 

overall number did. On the second day, for example, three of the leamers fiom the 

previous session failed to tum up. In later discussions with d l  of the instnictors at 

Rosewood, it became clear that this was a cornmon occurrence. 

Firrt Clossroom Observation. Ingrid startcd her day's lesson by outiining the session's 

objectives to her learners. She then coîiected the hornework that she had given at the end 



of the previous day, and then turned to a review of the material covered on the previous 

day, a Reader 's Digest article about fraud. ingrid followed this up by writing five words 

on the whiteboard from the article. The learnea were asked to look up the definitions of 

these words and compose sentences using them. Ingrid went around the class giving 

encouragement and feedback while this went on, sometimes intempted the class to point 

out common errors. 

Second CIossroorn Observation. At the start of the second visit, Ingrid reviewed the 

vocabulary from the previous day's material. She asked the nihole class for synonyms for 

some of the more dificult of these words and placed them on the whiteboard. She 

extended this M e r  providing words that were similar or opposite to her original 

selections. Afier this brief activity, Ingrid introduced the &y's objectives: the use of 

'wish' and letters of complaint in formal business format. This started with a cloze 

exercise focused on 'wish'. Ingrid then reviewed the grammar point explicitly on the 

whiteboard in both the past and present fonns. She asked individual learners questions to 

test their understanding of these rules before moving on to the next activity. Ingrid asked 

the learners to think about their own lives in ternis of their past regrets and present desires 

and to form two sentences describing them. Every leamer was then given a slip of paper 

describing a situation. Each of the leamers went around to as many classrnates as 

possible, describing this situation. In nim, the learners she approached responded to the 

description using 'wish' in the present and past forms. 



Third Ctassroom Observation. At the start of the third visit to the class, ingrid went over 

the enors fiom the student work that she collected as homework. Using the whiteboard 

extensively, she went over the grammar rules for some of the more cornmon errors that 

she found. Ingrid then launched into a listening exercise by playing a CBC radio exerpt 

about a new consumer product and asked the leamers to take note of any vocabulary that 

they couldn't understand. Once the tape finished, Ingrid put the words that the leamers 

came up with on the whiteboard and went over their definitions. She then grouped the 

class into threes and handed out copies of articles on new consumer inventions. Each 

group had a different article to read and discuss. Once enough time had elapsed for this, 

the groups were split up into three new groups. One member nom each one of the fint set 

of groups ended up in one of the second set of groups. The leamers then taked about the 

inventions they had read about in their first group fiom memory. 

Janet 

Janet had eighteen learners in her class on average, with roughiy an even nurnber of 

men and women. There was no predominant racial or fmt language group in this class. 

The Iargest portion of learners were in their Iate 20s and early 30s. There was a lot of 

interaction in this class. Janet enjoyed a close and easy rapport with her learners. 

Fkst CImsr~onr O b s e d o n .  Janet started with a handout containing examples of 

sentences with transitive and intransitive verbs. She asked each leamer in ~m to identie 

parts of speech in the exarnples oraIIy in fiont of the entire class. Janet moved to a second 



handout which introduced new matenal to the class: predicate nominatives and predicate 

adjectives. Janet then went over the examples found on the handout in detail, varying 

them in order to illustrate how the grammatical structure worked. The class slowly 

worked through this handout as a whole, with Janet taking great care in explainhg the 

rules of use and augrnenting the examples on the handout with her own. Janet then turned 

to the homework she had assigned the previous &y on linking verbs. In tum, the leamers 

were asked to write the sentences they had come up with for homework on the 

blackboard. 

Second Classroom Observation. The second ciassroom visit occurred three days &er the 

first and focused on overcoming communication problems in restaurants. Janet started by 

dividing the class into pairs and asking them to work on a set of cloze exercises based on 

dialogues between customers and wait staff. Janet then asked each pair of students to 

practice the dialogues in preparation for acting them out in front of the rest of the class. 

When each of the groups was ready, Janet had each come in front of the class and to act 

out the dialogues. 

Kwacha 

Kwacha's class had fourteen learners in her class on average. There was no 

predomhant race or fiat language and the sexes were evenly divided. Half of the learners 

were in their 40s or 50s. A few were in their 60s. In my expenence, literacy classes like 

Kwacha's tend to have older students than classes of other proficiency levels. There was 

a very warm atmosphere to the class, and the leamers seemed to like each other and their 



instructor immensely. At the end of the day that 1 attended, everyone seemed reluctant to 

leave and took an extra effort to wish their classmates goodbye. 

F M  Clussroom Obseruaîion. Kwacha started her lesson by dividing the class into three 

groups. Each group was then given a set of cards with pictures and words related to 

several topics dealing with t h e .  Kwacha then took the cards fkom each group and 

brought the class back together. She then held up each card in tum and asked the class 

questions related to hem . Kwacha's next activity was a jazz chant. She handed out 

copies of the chant and played the audiotape. Kwacha stopped the tape penodically. 

repeating the words and writing the vocabulary on the blackboard. At the end of this 

activity, Kwacha handed out copies of a story about the weather which employed very 

simple vocabulary and grammar structure. The learnea were asked to read the story out 

loud to their partners and discuss it. Kwacha then handed out simple comprehension 

questions based on the story. 

Second CIarsroom Observation. At the beginning of the second visit, Kwacha put 

sentences on the blackboard which contained questions and answers using the verb 'to 

be' in the simple present tense. She varied the pronouns in order to demonstrate the 

different foms of the verb. There was some choral repetition of the sentences at this 

point. Kwacha then handed out a sheet which had a more sets of questions using the verb 

in the simple present and third person pronouns. She asked her students to interview each 

other and record the answers their classmates gave them in the form of, "Yes, she is" or, 

''No, he isn't." M e r  some time, when the interviews were ovet, Kwacha had the learners 



r e m  to their seats and began the process of going over the answers. This involved using 

the blackboard extensively and demonstrating the activity to the class again. The 

instmctor had to do a considerable amount of reinforcement and repetition. 



Chopter 4. Findings 

The findings fiom the analyses of the interview data can be summarized as follows: 

The clear tendency was for the instructoa to express the desire for autonomy in 

most of the coded categones. 

O Al1 of the instructors wanted autonomy over the selection of materials and 

activities. 

a A full range of opinions regarding autonomy was expressed about al1 the other 

coded categories: assessment of leamer proficiency, curriculum guidelines, linguistic 

content, needs assessment, professional development, relations with other staff, and 

themes. Most wanted autonomy in these categories. Some clearly did not. 

Tables 2 and 3 below show the distribution of coded turns by instnictor for the hiil 

set of interview data. Table 2 represents this distribution as a raw count of total nurnber 

of times that each coded category was rnentioned by each instnictor. Table 3 represents 

this distribution as percentages of the total nurnber of turns per insaictor. On both of 

these tables, each of the coding categories are broken down into two rows. One is marked 

'+', or positive, indicating the number or percentage of turns in which the instnictor 

expressed a desire for autonomy. The other is marked '-', or negative, indicating the 

number or percentage of tums in which the instnictor indicated a desire for someone else 

to make decisions pertinent to this category. 

in Table 2, the coded tums have b e n  added horizontally so tbat the total appears in 

the column funhen to the right. These totais represent the number of marked tums for al1 

of the instnictors in each of the categories. In Table 3, the percentages of coded tums 



have been added verticdly, so that the bottom rows al1 totai 100. Each column contains 

percentages of the total nurnber of marked codes per instnictor. 

No attempt was made to standardize the length of the interviews or the responses in 

this study, and the number of people 1 inte~ewed was mal1 and not necessarily 

representative of the instructors even at this one site. For these reasons, 1 have not 

attempted to make cornparisons between instructors or across codes. In the discussion 

which follows, my interpretations are based on a comparison of the distribution of codes 

wirhin coded categories. This is best illustrated in Table 2 which presents the distribution 

in total numben (i.e., the accumulations of mentions of each topic). Table 3 better 

illustrates the general tendency for al1 of the instnicton to express a desire to have 

autonomous control over most of the coded categories. 

Surnmary of the Instructors' Comnients 

Apostrophe 

Activities. Apostrophe clearly stated three times that she wanted complete control over 

the activities she planned for her class. She linked this with having control over her 

choice of teaching materials but noted that basing classroom activities on an instnictor's 

choice of materials only works after the leamers have achieved a ceriain level of 

proficiency. At proficiency level one, the materials have to be adapted because, "1 have 

found that there are too many things that they don? know to be able to puil a .  activity 

fiom out of a book. But at level three, you can use grammat books". 



Table 2: Code Distribution by Instructor: Frequency of Mentions 

APOSTROPHE HAMNET I ' D  JANET MACH4 TOTALS 

ACTlVITlES (A): 
positive (+) 2 7 3 13 2 27 

negallve (-) 1 1 O O O 2 

CURMULUM GUIDELINES (G): 
positive (+) 12 6 4 7 4 33 

negatlvee) 4 O 1 2 O 7 

LINGUISTIC €LEMEN TS (L): 
posiüve (+) 6 6 3 8 O 23 

negaUve(-1 3 O O 1 O 4 

MA TERIALS (M): 
positive (+) 9 2 1 14 2 28 

negallve fi) O O 1 1 O 2 

NEEDS ASSESSMENT (N): 
positive (+) 3 5 7 10 6 31 

negative (1) 4 2 1 2 1 10 

ASSESSMENf OF LEARNER PROFlClENCY (P): 
positive (+) 3 6 O 8 3 20 

negative(-) 10 3 O 1 2 16 

PROFESSIONAL DEVELOPMENl (PD): 
positive (+) 1 1 1 O O 3 

negaUve6) O 1 O O O 1 

RELATIONS WTH OTHER STAFF (R): 
positive (+) 7 7 8 O 3 26 

negaüvefi) 1 7 O O 2 i 0  

SE77LEMENT TUEME CONTENfm: 

pmflive (+) 5 2 3 1 O 11 

negsüve fi) 1 1 1 O 1 4 



Tuble 3: Code Disrribution &y Instrucfor: Percentages of Mentions 

APOSTROPHE HAMnET INGRID JANET KWACHA 

ACTlVlTlES (A): 
positive (+) 2.8 12.2 10.7 19.2 7.7 

negaüve(-) 1.4 1.7 O O O 

CURRICULUM GUlDELlNES (O): 
positive (+) 16.7 10.4 10.7 10.3 15.4 

negative fi) 5.6 O 3.6 2.9 O 

LlNOUlSTIC ELEMENTS (L): 
posMve (+) 8.3 10.4 8.3 11.7 O 

negative (a) 4.1 O O 1.5 O 

MATERIALS (M): 
positive(+) f2.5 3.5 3.6 20.6 7.7 

negative (-) O O 3.6 1.5 O 

NEEDS ASSESSMENT (y: 
positive (+) 4.2 8.7 17.9 14.7 23.0 

negative fi) 5.6 3.5 3.6 2.9 3.9 

ASSESSMENT OF LEARNER PROFIClENCY (P): 

PROFESSIONAL DEVELOPMENT (PD): 

negetive (0) O 1.7 O O O 

RELATlONS WTH OTHER STAFF (R): 

SETrLEMEUT THEME CONTENT m: 

negetive fi) i.4 1.7 3.6 O 3.9 

foo 100 100 100 100 



Guidelines. in most of her discussion on this topic, Apostrophe expressed a strong desire 

to maintain her own autonorny. She believed that a curriculum guideline is important to 

have so long as it is not carved in Stone. At one point, she stated that she would have a 

problem with any guideline which told her which grammar points to teach or themes to 

cover, noting that she will sometimes now go beyond what the Green Book defmes as 

appropnate for her level if she feels the leamers need it. 

Apostrophe also said several times that the reason she agreed to participate in this 

study was because she wanted to see clear entrance and exit cntena established for the 

proficiency levels at this site. She elaborated on these points by making a clear 

differentiation between what she believed a guideline should specify in ternis of theme 

and linguistic content. Apostrophe wanted to have a document clearly defme which 

grammar points should be covered in each level, but she wanted a looser set of guidelines 

as far as thematic content was concerned. 

Linguktic Elemenb. Much of Apostrophe's discussion on this point centered on how she 

determined which gnunmar elements to use in the classroom, how she progressed from 

one to another and on how these were incorporated into themes. She determined the 

grammar points through a formal needs assessment and informal group discussion. She 

used the Green Book as a checklist so that she could see how she was progressing 

through the linguistic content. She augmented this with other elements that she felt the 

Learners needed. Thematic content, determined in a separate needs assessment., was 

matched to the grammar she had already determined. 



This was a process of negotiation between instmctor and learner. Apostrophe said 

that an instructor will: 

tell them that there are certain grammar things that we're going to do, but it doesn't 
matter what topics we use. You ask your students what to do.. . what do they want to 
l e m ,  what do they think they need? 

Materiah. Apostrophe was clear about her desire to retain full control over her choice of 

materials. She said that she was used to making her own handouts and expanding from 

realia because she had to rely on her own creativity in her early years of teaching. Few 

texts were made available to her. She had difficulty using the weaith of matenals 

available to her now in the resource room at this site. As she expressed it, "1 have a really 

dificult tirne. as 1 said, going and getting a set of books off the shelf. 1 can't clo that!" 

She remarked that she still preferred making her own material, especially at the 

lower levels and that it would quickly becorne boring if she relied on commercial texts. 

These commercial texts were good for classes at the upper proficiency levels, however, 

because an instnictor needed more material. In her opinion, standard course texts would 

not be a good idea for a program like this. Everyone has their favorite matenals. In 

addition, the variables of learning style and continuous enrollment complicate matters 

enormously. With standardized matends it's difficult to accommodate: 

the student who arrives late, or who cornes only in the moming or aflemoon. What 
about the student who's a slow learner? And at the end of the program, he still hasn't 
passed level three and you're starting over again. Do you give him the same sheets? 

Still, there were a few resources that al1 instnictors might fhd useful, such as a standard 

set of grammar exercises. Thematic content that was determined by guidelines or 



supervisory staff might be acceptable if it were limited and backed up by provided 

materials. 

Needs Assessment. Apostrophe conducted an informal discussion with the entire class at 

the beginning of each tenn to find out which settlement themes have the most relevance 

for her learners. This involved putting up a chart of options and recording their choices 

with little 'sticky dots'. She augmented this during the term by writing notes on her 

lesson plans. 

Apostrophe felt that it is often dificult to conduct a needs assessment for each of her 

learners. If the resources were available, Apostrophe preferred that someone else assessed 

her leamers before they entered her class, both in terms of settlement theme and, as 

discussed below, language proficiency. This would be more efficient. 

Assessment of Learner Pro/icency. Apostrophe clearly and repeatedly expressed the 

desire for someone else to conduct assessments of learner proficiency. This was both in 

terrns of initial placement and for purposes of promotion. In regards to testing, she said 

that, "1 wouldn't rnind doing al1 of this if 1 had more tirne to do it." She also indicated a 

preference for formalized proficiency assessment. Although the logistical problems 

would be dificult to surmount, she did, "wish that we had an entrance test and an exit 

test". Apostrophe described the process of promoting leamers as king essentiaily 

informal negotiation among instructors. An insnuctor was approached by another and 

asked, " Do you have room in your class for this student? And then they might Say, I'm 

really sure about this student. And 1'11 say, send him on"! 



This instnictor had, on occasion, helped the coordinator conduct initial assessrnent 

for placement of students into classes when large numbers of learners registered. She 

looked upon these experiences as positive ones. 

Professional Development. Al though Apostrophe had much to say about professional 

developrnent, giving several exarnples of how she profited from workshops, nothing in 

her discussion touched on issues related to instructor autonomy. 

Relations with Oiher Stufl. This topic was very important to Apostrophe. She enjoyed 

getting together with her colleagues and exchanging ideas. She especially liked to help 

less experienced colleagues. Apostrophe felt that the flexibility that she and her 

colleagues had towards promotion was important. The staff at this site consulted one 

another each time they intended to move a student up to a class with a higher proficiency 

level. Learners are permitted to try a higher level before committing to it, enabling them 

to grow in confidence. 

Thematic Content. Apostrophe clearly desired autonomy over her choice of thematic 

content. Here, the link between required themes and the arnount of work required to 

produce material was quite apparent. If she was told that she had to handle unfamiliar 

topics, she would "have to go scrambling to find dl of that material". She said that, "if 

they want to tell us what themes, it's great, but give us lots of matenal to put with it." 



Hamnet 

Activilies. Hamnet clearly wanted decisions about classroom activities and methodology 

lefl up to her. Even though she appreciated the communicative approach, 

1 don't think they should tell us, you have to be teaching communicatively . .. fust, it's 
not a communicative course, and second, sometimes you have students who don't like 
that, they don't get into it, and I don't think we should give it to them just because it's 
what everyone's pushing. 

Her classes were segrnented into two parts, one focusing on cornputer skills, the other 

on English. There was no explicit connection between the two. As Hamnet described it, 

the computer focus was too basic to incorporate word processing skills. It was designed 

to help leamers becorne farniliar with elementary computer functions. Incorporating 

English skills into this focus was dificult. Hamnet described the English half of her 

lessons as king  mini-writing or pronunciation classes. 

Guidelines. At the beginning of the terni, Hamnet had planned to cover resurne writing 

and other job-search orientated topics. This was the basic goal of her colleague, the 

evening computeracy instructor, whom she described as her mentor. However, she 

modified her plans after she had conducted her needs assessrnent. She found that the 

English skills of her leamen were at a more basic level. 

As this was her fiat term teaching this class, Hamnet relied on the notes left by her 

predecessor and the advice given to her by her colleagues. In her curriculum planning, 

for the next term, 1 think 1'11 have a beîier idea of what I'm doing and how I'm going 
to do it. Just fiom experience. So, 1 would say maybe at nrst I would've wanted the 
administration to.. . 1 think I'd end up saying 1 would like to do it myself? 

Harnnet surnmarized her attitude towards guidelines in this way: 



1 don't mind basic guidelines. At one time 1 think 1 would have liked people to spell 
out exactly, page this, exercise that, of what they wanted me to do. Now, 1 thlnk I'd 
Iike guidelines. 1 don? mind suggestions, if they ailow me to, reaily, maybe if 
something doesn't apply, 1 could just skip it. 

Linguûtic ElemenLÎ. Al1 the leamers in Harnnet's class were at the same basic level as 

far as computer skills were concemed. The same codd not be said, however, of their 

English language skills. Even though they had al1 achieved a minimum level of 

proficiency in English, there were marked differences in their abilities in the four 

language skills. Some had competent oral abilities based on their years in the workplace 

but possessed little written proficiency because of their limited schooling. Others were 

the converse in terms of their English skills. 

It was clear that a leamer's level of English proficiency was not the sole cnterion for 

placement in this class. As a consequence, Hamnet assessed her leamers at the beginning 

of the term in order to select the linguistic components for individuals and the group. She 

described this process in a manner that was cornpletely rnatter of fact. With such an 

individualized approach to identifying language needs, there was little question about the 

autonomy the instnictor had in this area She had to do it herself. 

Materiah. A M e r  consequence of Hamnet's individuaiized approach to handling these 

diverse language needs had to do with teaching and learning materÎals. A single text for 

ail of her leamers would simply have not been practical. Hamnet had fui1 control over her 

choice of materiais, especially in terms of the English component of the class, and she 

found it hard to envision an alternative under her circumstances. She gave severai 

instances of welcoming suggestions fiom supe~sory  and curricdum staf'f regarding the 



computer component of her class. However, she definitely preferred to treat these 

suggestions as options for her consideration. 

Needs Assessment. In regards to this topic, Hamnet was quite clear that even though she 

routinely did this herself, she would prefer it if someone else did a basic needs 

assessrnent of her leamers before they entered her class. She had in rnind something they 

could give the teacher when they supplied her with the, 

class list and Say, you know, here are the questionnaires. And then the teacher would 
have an idea, because it took me weeks to find out who the professionals in the class 
were and who the ones were who were going for basic job positions. 

Assessment of Learner Proficiemy. Hamnet didn't seem to have strong opinions as to 

who should conduct the initial assessments of learner English language proficiency. She 

said that, ideally, she would like to see al1 of the lemers tested before they entered her 

class as part of the registration process. However, she also said that she felt that it was 

more feasible under the circurnstances if she administered the tests herself. 

Similady, in terms of determining who graduated fiom her class, she voiced no 

strong preferences. She wanted to be able to decide who received graduating certificates, 

but she had no objection to someone else coming in and independently assessing her 

learnen for that purpose. Hamnet did express some fnistration about the fact îhat 

unsuccessful learnea in her pro- received certificates of participation, but this issue 

didn't seem to touch upon the question of instructor autonomy. 



Professional Developrnent. At this point in her career, Hamnet maintained contact with 

her professon at the univenity fiom which she had received her degree and she 

subscribed to several professional joumds. However, she would have greatly welcomed 

more professional development opportunities. Several times, she referred to her own lack 

of teaching expenence and how this sometimes eroded her self-confidence: "I mean, 1 tell 

you that 1 like flexibility and 1 like to make the ultimate decisions, but at the same time, 1 

do question myself a lot." 

Relations wiîh Other Staff. Harn.net contrasted her expenence at her present work site 

with the one she had had at her previous employer. At the private visa-student school she 

had worked at before: 

they told me, they said, do whatever you have to do, but keep them entertained. And I 
was talking about a verb tense lesson, which they diàn't like, and 1 said, of course you 
don? like it. Who likes to snidy verb tenses? It's not always going to be a big barre1 of 
laughs. You're here to leam the language! And my supervisor said, well, 
don? do it. 

Hamnet described the way in which the difference in clientele and the motive for profit 

placed the instnictors under intense pressure. In her opinion, these pressures interfered 

with the stated aims of this school, the acquisition of the target language, and the 

professionalism of the insmictors. Seemingly, the instnictoa at that visa school enjoyed 

little autonomy. 

Hamnet felt very different at her present work site. The cuordinator's 

encouragement, "meant so much to me es a teacher, to know that if I Say something, I'm 

going to have her support." Hamnet described several instances in which she consulted 

with the coordinator about how to deai with difficdt situations. Hamnet also spoke about 



the invaluable help that she received fiom the evening computenicy instnictor. Aîthough 

îhe two instnictors taught classes that were slightly different in focus, her colleague was 

able to provide Hamnet with exarnples of curriculum design and suggestions about 

materials and activities. In fact, she described this advice and the notes left by her 

predecessor as being the basis of her curriculum work. 

Thematic Conten~ Given her clientele and the focus of this dass, Hamnet devoted lirtle 

time to senlement themes. As mentioned above, most of her teaching activities were 

intended to improve her leamers' writing abilities so that they could eventually write 

resumes and covering letten for job applications. 

Activities. Ingrid planned her activities very systematically, usually moving from the 

written to the oral and from the controlled to the specified. Much of what she did was 

designed to strengthen the self-confidence of her learners. When asked about the amount 

of autonomy she wanted in planning classroom activities, Ingrid summarized her feelings 

in this way: 

1 really am of two minds on that. On the one hand, 1 really enjoy being in control over 
what 1 do in the classroom. I'm really the closest to the snidents and 1 know them the 
best.. . On the other hand, it's time consunhg and tiring. 

Guidelines. Ingrid's curriculum planning was also systematic. She used the Green Book 

and its list of linguistic elements arranged per level, as her "jumping bard". She 

augmented these linguistic elements with the results of a questionnaire that asked her 

learnen about their present use of English, their leaming styles, career goals and the 



skills they wanted to work on. From these she determined the objectives and units for the 

At the beginning of each tem, Ingrid faced a new class with different needs from the 

1st. As she described it, "if 1 had a curriculum carved in Stone 1 wouldn't be able to 

really give them what they need." A curriculum guideline is good if it gives the instructor 

enough flexibility. This kind of systematic planning is hard work. In terms of autonomy, 

Ingrid said that, 

to be honest, it's not fun racking yours brains al1 the time about what should be done 
and what's worth the time investrnent. However, at times, 1 would like someone else 
to do al1 the work for me. But then, on the other hand, 1 really think that the teachers 
know their classes best. 

Combining the linguistic elements with the thematic topics was an important aspect of 

Ingrid's curriculum work. In the course of her discussion, she gave several examples of 

why she combined them in the ways that she did. 

Linguistic Elements. As indicated above, Ingrid supported the notion that the general 

linguistic elements for each class be properly defined by the curriculum guideline. Some 

refinement was still required, however. Each class would inevitably require certain 

emphases on certain elements. 

Materiah. Ingrid's opinions about materials echoed those she held about activity 

planning and curriculum development. She enjoyed creathg her own materials but found 

that it was sometimes onerous to produce q u t y  work. Ingrid found that supplementing 

her own materid with commercial texts was often the bea alternative. In this way, she 

viewed extracts £iom commercial texts as backups. Ingrid also emphasized that some 



learners were used to and preferred a standardized set of texts. These leamers usually also 

desired standardized curricula. However, it was difficult to provide this when the 

prograrn was subject to continuous enrollment and voluntary attendance. 

One problem that ingrid pointed to was that it was difficult to detennine how 

satisficd the learners were with the materials being used at this site. She felt that there 

should have been a better mechanism for evaluating this and other aspects of the program 

fiom the viewpoint of the learnea. 

Neeh Assessment. As indicated above, In&d regarded needs assessment as an integral 

part of organizing her cumculurn and distinctly part of her responsibilities as a classroom 

instructor. She treated this senously, saying that an organized curriculum is what learnea 

expected and deserved. For Ingrid, conducting needs assessments was a dynarnic process. 

Although she had the iearners fil1 out an initial questionnaire, she found that they are not 

very forthcoming and that she had to, "add and subtract as 1 l e m  about the new things 

that have to be done". She said that she would welcorne a tool that would better elicit 

these responses in her initial assessment. 

Assessrnent of Learner Proflcienney. Ingrid relied on informal, continuous assessment in 

evaluating the English language proficiency of her learners. She also negotiated with her 

learnea to detemine when they themselves wanted to graduate. Since her class' 

proficiency level was the highest at this site, the graduates fiom her class were the 

graduates fiom the prograrn. Ingrid often counseled her leamers about other program 

they might enter once they graduated from her class. 



Previously, for another class, Ingrid experimented with formai testing. She 

administered her own written and oral tests at the beginning and at the end of a term. As 

she described it, 

This cost me a lot of work and a lot of efiort. So, 1 couldn't do it with every group, 
every session; but it was worth the effort because 1 saw the progress nght there.. . and 
the students were really happy to see how much they had progressed. 

Even though this testing seemed worthwhile to her, Ingrid discontinued it because of the 

extra work it entailed. 

Professional Development. Ingrid expressed mistration at not king able to pursue her 

interest in second language acquisition theory actively because of family and career 

pressures. Professional development opportunities were also not as fiequently available 

as she would wish. This sentiment was linked to her sense of professional development 

and concept of building quality language prograrns. As ingrid put it: 

We're al1 very dedicated about our profession and really, really concemed about the 
well-king of the students and doing our best.. . the fact that we want a lot of control 
over our autonomy and what we do in the classrooms, i f s  not that we don't want to 
be.. . it's because we want to deliver the best quality program that there can be. 

Relations with Other Stafi lngrid went into some detaii about how she solicited the 

opinions of her learners about the quality of the program. She used anonymous 

questionnaires at the end of each term and asked for verbal feedback at the end of each 

unit. She asked questions about the usefulness of the content and materials, the quality of 

instruction, and the appropriateness of the language level. In Ingrid's evaluation scheme, 

direct comments on her own perfôrrniance were welcomed. She described how she took 



some negative feedback to heart and altered aspects of her teaching and c ~ c u f u m  

design. 

hgrid felt strongly that this aspect of her teaching should be kept under her own 

control. Having someone else conduct program evaluation in the manner in which she 

described wouldn't necessarily provide accurate idonnation because the learners, "tend 

to be very Ioyal to the teachers and don't want anyone else to be criticai of the teachers" . 

Besides, there is little purpose in having someone else view the results because, 'Tm the 

one that these evaluations matter the most to". 

Thematic Content. As is implied by the account of Ingrid's method of conducting a 

needs assessrnent described above, this instmctor felt that it was important to tailor the 

thematic content to the particular leamers one faced in a class. Each group of Iearners has 

different sets of needs that must be addressed. Instnictors must retain control over how 

these needs are treated thematically because of these differences. Ingrid stressed, 

however, that it took tirne and effort to do this properly. 

Janet: 

ActNiries. Janet enjoyed preparing the activities for her lessons, and usually spent several 

hours each night doing this. She felt that this was necessary in a leamer-centered prognun 

such as this. As she put it, 

The only way to avoid spending a lot of t h e  preparing lessons is to have a set plan or 
course outline and just teach it, whether the students need it or not If you're preparing 
a game or an activity and you cut and paste and things like that, then it wiil take more 
time. That's what I always do. 1 choose to make my lessons and activities more 
practical. And this takes more the .  



In one of the lessons observed, Janet set the objectives and designed the activities in 

order to address specific language problems that leamers were having outside of the 

classroom. One of Janet's principal goals in conducting on-gohg needs assessment was 

to deal with these problems as they amse. Janet tried to put herself in her students' place 

and cover every aspect of the language difficulties they were h g .  Her activities 

included a wealth of information related to socio-cultural and strategic cornpetencies. 

Guidelines. Janet was frank about the fact that she didn't rely on the program's grarnrnar 

syllabus, 

I don? want to start out with the Green Book, saying that 1 always refer to it. At the 
beginning of a course 1 don't. 1 think 1 rely more on experience as to what's generally 
taught at that level and what students at that level basically need. And then test it out 
in the first week or so.. . and if I'm stuck for some grammar point to teach, 1 might 
refer to the Green Book again. 

In Janet's opinion, a curriculum guideline was good for developing commoniy 

understood definitions of proficiency in English. Instnictoe had to have a cornmon 

understanding of what aspects in grammar should be covered in each level. 

Consequently, guidelines were also usefbi for assessment purposes. 

Guidelines had to used flexibly, however. An instructor, "has got to gear her 

curriculum to her class". Many students moved faster than o h m .  Many had different 

leamîng experiences or had been in the country longer than others. Each class was 

different. Guidelines were good reference points, but a successfbl instructor had to be 

prepared to deviate nom them if her leamers required something different. 

Llnguiîtic Eiemena. As can be infemd nom the above, although Janet liked M g  a 

guideline that defined the linguistic elements for her class, she wanted to have the abiiity 



to deviate fiom it if she felt it was necessary. If they needed something more than what 

the guidelines specified, they would get it. Janet descnbed this as 'expanding' nom 

elements listed in the Green Book. On the other hand, Janet wouldn't teach them 

something they didn't need. 

Materiak. Although she felt it was a lot of work, Janet prepared most of her own 

matenais. The temptation to become what she descnbed as a 'book teacher' was great: 

1 don? rely a lot on books and in a way, 1 think, maybe 1 should because it's easier. 
Just grab a book and say look, this is good! Let's do this! But, 1 can't do that.. . 1 have 
to be more practical and applicable to the class and what their needs are. 

Janet started teaching adult ESL when there were few commercial materiais available so 

she got used to creating her own. Rosewood had a wealth of materials and Janet felt a bit 

guilty as she admitted that, "1 hardly ever go to these books. 1 go when 1 need something 

specific or when there's something that's going to take me too long to put together fiom 

scratch". 

Needr Assessment. Janet felt that on-going needs assessment was much more important 

than any kind of forma1 initial assessment. What learners told you initially, "isn't 

necessarily the truth or what they really want deep dom. It's what they hear or is 

expressed to the limit of their vocabulary". One needed time and expenence to detemiine 

the needs of one's class. It was a process of getting to know one's students that Janet 

described as almost instinchial. An insauctor's control over that process was therefore 

very important. 



Assessment of Learner Proflciency. Janet believed that inshuctors should not conduct 

the initial assessrnent of learner proficiency for the purposes of placement. Someone who 

is trained especially for this task should be entrusted with this task because they have a 

better understanding of the guidelines and benchmarks. Assessment for the purposes of 

promotion and graduation, however, was a different matter. Although she didn't express 

strong opinions in this regard, Janet says that she prefened to make the fmal decisions 

about who was prornoted out of her class. She felt that she had had the time to get to 

know her learners when the time came to make these decisions. 

Professional Dewloprnent. Janet clearly stated the need for more professional 

development. saying how much she valued the day-long professional development 

sessions that were once offered each tem. She didn't, however, express any opinions 

regarding autonomy when discussing this issue. 

Relations with Other Stafj Janet described relations with other staff at this site as being 

very positive. There was a healthy exchange of ideas and suggestions between al1 

members of the staff'. In ternis of autonomy, Janet commented specifically on the 

relations she had with other agencies in the cornmunity. She expressed the opinion that 

the instructor should be involved when the site coordinator had discussions about learners 

with counseloa. At the time of this study, the instmctors at this site wrote brief reports 

that the coordinator passed on to other agencies. Despite the extra work involved, 

however, Janet expressed the desire to give more information than is nonnally required in 

these reports, either in written or oral forms, because she was the one who knew her 

leamers the k t ,  



Thematic Content. As discussed above, Janet's choice of settiement theme was based on 

her on-going needs assessments. Initially, she always covered multiculturalism. This was 

not covered abstractly, however. Janet tried to ensure that everyone in the class 

understood the similarities and differences between each other's cultures. Her goal was to 

make "everyone feel cornfortable with each other". Besides being good for 'ice- 

breaking', this unit lent itself to the kind of infornial needs assessrnent that Janet 

preferred. 

Kwacha 

Activities. Given the proficiency level which she taught, Kwacha's activities featured a 

great deal of reinforcement and repetition. Many of her leamers had had few formal 

learning experiences. Much of what she did was designed to get hem to a point where 

they could l e m  independently. Kwacha was not opposed to anyone giving her 

suggestions about her choice of activities. As she put it, 

1 don't mind if there is someone who wants me to do it in a particular way.. . 1 have to 
follow instructions. But 1 would very much appreciate it if there is a linle bit of input. 
Not 100%' like, do it! 

Guidefiin~s. Kwacha pointed out that there was no guideline specifically for her literacy 

class. She used elernents of the Green Book and the Ontario LINC Curriculum Guidelines 

as a starting point for her curriculum design. Thematic content was very important 

because most of her learners were stniggling to develop basic Canadian life skills such as 

using local public transit. Stnitegic and socio-cultural information was also critical for the 

same reason, and Kwacha devoted great attention to the development of these 



cornpetencies. She specifically referred to the LINC guidelines as an exarnple of what she 

would prefer to use because she liked to be offered ideas, options and choices. 

Linguistic Elenteun& Kwacha emphasized that she would like to have a set of guidelines 

for her class that took into account the fact that her leamers had very limited English 

abilities. Her students found the verb 'to be' dificuit. AI1 in dl, Kwacha felt that it was 

good to use guidelines as a start, but that an insûuctor had to find a compromise between 

what the guidelines specified and what the leamers needed. 

Materiais. Although Kwacha preferred to produce her own materials, it was a problem 

that there were few commercial resources for students at this proficiency level available. 

This instructor liked to adapt matenal from other sources or use them as guides. Her work 

in this regard would have been made easier if more resources were available. 

Needs Assessment. Kwacha's needs assessment were necessarily informal and on-going, 

given the lack of forma1 education of many of her leamers. She was very concemed about 

how intimidating a formal assessment might be to these leamers. For the same reason, 

Kwacha also felt strongly that she should be the one to conduct thcse assessments. 

However, she would have appreciated a guideline in this regard, so, "1 have something to 

fa11 back on and get ideas fiom7'. 

Assessment of Learner Profckncy. In tenns of initial assessment of language 

proficiency, Kwacha would have prefemd to have someone else provide her with a 

detailed assessment profile when a leamer entered her class. She liked the fact that the 



coordinator spent time with each learner when they entered the program. Given the 

dificulty in comrnunicating with learners at this level, the more detailed this assessment 

was, the better. 

In terms of assessment related to promotion and graduation, Kwacha's opinions were 

similar to but more strongly felt than the ones she expressed about needs assessment 

above. For her, 

it depends on the kind of group you have or the kind of students you have.. . when 
they've been to school in their own country.. . they're used to having tests and getting 
marks. 

For the majority of her midents formal testing by someone other than the cIassroom 

teacher would have been very intimidating. Kwacha thought that it was crucial that the 

classroom instructor working at her students' level of English proficiency should control 

this aspect of the program. 

Professional Development. Kwacha stressed how important professional development 

was to her, and she referred to workshops that had been offered by the Board in the past. 

She felt that it was important for instructors to choose arnong the opportunities an 

employer might present to them. 

Relations with Other Staff. Kwacha felt strongly that she had a duty and responsibility to 

do the best she could with the responsibility in which she had been entnisted as an 

insaictor. She valued the support and trust that she received fiom her supervisors and 

colleagues. 



Thematic Content. Kwacha expressed a desire to have more guidance in the treatment of 

thematic content through a guideline. If 

there is a need in my class to do something on health or to go to the doctor or 
something like that, 1 would really like to have some guidelines somewhere, in the 
curriculum, where 1 can see how to go about it.. . maybe 1 can do the same thing in a 
better way. 

Again, however, this was in the manner of having options and suggestions. Kwacha never 

expressed the desire to have a set of required themes. 

Summaty of Findings 

The five instructors who participated in this study generally wanted and experienced 

relatively high levels of autonomous control over the c ~ c u l u r n  decisions pertinent to 

their classes. In the interviews, the total number of coded tums which were positive in 

respect to autonomy outnumbered those that were negative, by a ratio of almost four to 

one (202 to 56, see Table 2). The desire for autonomy was far fiorn uniform, however. In 

the discussion below, 1 ûy to summarize some of the subtleties and nuances pertaining to 

each of the coded categories and areas of cornmonaiity and differences among the 

instructors' stated views. 

Al1 of the instnicton felt that they should have control over choosing classroorn 

activities. This category had the second highest ratio of positive to negative marked tums: 

13.5 to 1. Some of the more adamant remarks in favor of autonomous control were also 

in reference to this topic. Apostrophe repeatedly emphasized how jealously she guarded 

her control over choosing classroorn activities. Hamnet went M e r  than moa of her 

colleagues in saying that she wanted control over the type of teaching methodology. 

ingrid and Janet expressed thek desire for autonomy in this area despite the fact that that 



this meant a lot more work on their part. Kwacha was less adamant in this regard, but she 

still resisted any notion of an irnposed set of activities. 

When discussing curriculum guidelines, it was clear that al1 of the instructoa 

accepted them as necessary and potentially supportive. Al1 of the instructon were 

concemed lest the guideline become a straight jacket, however. Positive marked tums 

outnumbered negative ones by a ratio of 4.7 to 1. The instructors clearly expressed the 

desire for a flexible document that allowed them to build specific cumicula for particular 

groups of learnea. Although Apostrophe felt that it was important that a guideline 

establish clear entrance and exit cnteria for each level, she reserved the right to go 

beyond what a guideline might specify if her learners needed it. Harn.net stated that, 

although she welcomed the kinds of suggestions a guideline might make, she wanted to 

be able to skip anything that didn't apply to her class. Ingrid w d  the guideline as her 

starting point, but she also emphasized that a guideline which was carved in Stone would 

hinder her ability to meet her learners' needs. Janet had perhaps the most independent 

attitude towards guidelines, using them chiefly as reference points for her own 

curriculum work. Since the particular guideline in use at Rosewood had linle to Say about 

literacy, Kwacha had little choice but to develop her own curriculum. Even so, she spoke 

positively about other curriculum guidelines in terms of the choices and options they 

presented. 

In their discussions about linguistic elements, the instructon expressed similar 

opinions to those about guidelines. Positive hims outnumbered negatives one by a ratio of 

5.6 to 1. None of the instnictors had any problems being told what linguistic elements to 

cover in class as long as they had the fkedom to augment or modw them. Apostrophe 



used the gmmmar list in the Green Book as a checklist, but she regularly covered 

elements specified for other levels when she felt it was necessary. Ha.m.net felt that she 

had little choice in this regard, given the different levels of English proficiency in the 

computeracy class. Ingrid was the insmictor who most closely followed the guidelines as 

far as this aspect of her curriculum decision making was concerned. She stiil felt, 

however, that each class was different and required a slightly different approach towards 

grammar. Janet described her attitude in a way that was similar to Apostrophe's. Kwacha 

saw choosing linguistic elements as a matter of finding a compromise between a 

guideline might abstractly prescnbe and what the learners actually needed. 

Choosing materials was another of the coded categones in which the al1 instructors 

wanted autonomous control. It had the highest ratio of positive to negative nims: 14 to 1. 

Al1 of the instnicton noted that they welcomed suggestions, but felt that only they could 

ensure that the materials in use matched the needs of the learners. Apostrophe and Janet 

extended this M e r  when they said that they were used to making their own material 

and rare1 y used commercial texts. Although they did note a few exceptions, by and large 

they were critical of most cornmercially produced material. None of the instructors 

supported the notion of a 'core' or 'course tes '  for a class or program. Hamaet noted that 

she had to carefully select a variety of materials for her class, given the rnultilevel aspect 

of the English component. Ingrid noted that it was a lot of work to produce one's own 

material, but that it was important to do so. Kwacha echoed this, emphasizing the 

difficuity she had finding good materials for her literacy class. 

There was an interesting range of opinions among the insmictors regarding needs 

assesment. Although the overall number of positive tums outnumbered negative ones by 



a ratio of 3.1 to 1, one of the instructors felt that she would prefer it if someone else took 

responsibility for this task. Apostrophe noted that, in an ideal situation, leamers should be 

assessed before they entered the classroom, both in ternis of settiement needs and English 

language proficiency. Hamnet agreed with this, having in mind a process in which 

learnen were asked to fil1 out questionnaires when they initially registered. Ingrid felt 

that she would welcome a tool that wouid help her conduct the needs assessment, but she 

felt that it should remain as an integral part of her work. Kwacha felt that the lack of 

formal education experienced by her lemers meant that she had to conduct needs 

assessments herself Janet was not as adamant, but still felt that it should remain as part of 

an instructor's responsibilities. Complex issues of efficiency, quality of information and 

coordination of cunicula throughout the overall ESL program is featured here. 

Of al1 the code categories, assessment of leamer proficiency had the lowest positive 

to negative ratio: 1.3 to 1. Most of the instmctors, in fact, said that instructors should be 

relieved of much of the responsibility for testing and assessing English proficiency. They 

seemed to defer to testing experts and common standards. They also pointed out 

limitations in their own work schedules. Some of the same arguments were used in 

regards this matter as were used in discussions regarding needs assessment. Apostrophe 

clearly saw the difference between the two khds of assessment, but she was even more 

adamantly in favor of having someone else take on this responsibility. Neither Hamnet 

nor Ingrid had stmng opinions regarding this issue. Ingrid noted that some previous 

testing experiments she had conducted had been very time coasuming. Janet mentioned 

the Canadian Language Benchmarks in her discussion, expressing the opinion that this 

task should be left to someone specifically trained to test in reference to the benchmarks. 



Kwacha was in the minority on this topic, again because her learners were not used to 

forma1 testing or assessment. However, she did state that initial language assessment 

should be done by the coordinator of the program before the leamer entered the 

classroom. She also said that it might be better for instructon working at other 

proficiency levels to sumender this responsibility. 

Professional development was a coding category that was not mentioned very ofien 

during the interviews. Turns marked positive in terms of teacher autonomy outnumbered 

ones marked negative by a ratio of 3 to 1. In general, al1 of the instructors felt that they 

would like to be given a choice of professional development opportunities and to make 

their own decisions about whether to make use of them. They ail said that professional 

development was important. As discussed below, this category did capture some 

interesting remarks that might not have surfaced otherwise. However, the interviews 

didn't shed too much light on the actual topic of professional development. 

In regards to their relations to other staff members, al1 of the instructon remarked 

that it was very important to keep in close contact with their colleagues and that they tried 

to do this. Turns marked positive in terms of teacher autonomy outnumbered ones 

marked negative by a ratio of 2.6 to 1. Hamnet had some interesting things to Say about a 

private provider she recently had worked for and how the profit motive there had been 

constraining and thus detrimental to staff relations and, in him, the students' leaming. 

Janet expressed an interest in taking on more responsibility in regards to dealing with 

relevant, outside agencies. Ingrid gave a weii thought-out argument as to why instructoa 

should be responsible for conducting program evaluation. 



Most of the instructors wanted responsibility over thematic content. The ratio of 

positive to negative tums in this category was 2.8 to 1. Apostrophe felt strongly about 

this issue, saying that she should be supplied with the materials to teach any prescnbed 

theme. In one sense, Hamnet's course concentrated on one theme: computeracy. In 

another sense, in ternis of commonly taught settlement topics such as 'housing' or 

'shopping', thematic content formed very littie of what Hamnet covered. Ingrid felt that 

instnictors had to control the choice of thematic content if classes were to be learner 

centered. Janet expressed much the sarne opinion. Kwacha was the only instructor who 

expressed a need for more guidance in this area. 



Chapter 5. Discussion and Implications 

Adult ESL curriculum development in the setdement context is a complicated 

phenomena, especially since the advent of communicative language teaching and the 

falling out of favor of the methods approach. Few aspects of ESL curriculum can be 

taken for granted, or represented as simple formulas. ESL Ulstnictors can no longer 

simply take a finished curricula and implement it in the classroom without modification. 

Indeed, the failure of the methods approach makes it questionable whether this was ever 

the case. 

ESL instructon working for Canadian settlement language programs serve a diverse 

clientele. Continuous enrollment, a common feature of these programs, rneans that the 

instmctors never know exactly who or how many leamers they will face at the beginning 

of a lesson. Every leamer in attendance might have very different motivations for king 

there, or disparate language skills and abilities. Leamers comrnonly gain in proficiency at 

very different rates for reasons that are not easy to pinpoint. In short, adult leamers bnng 

a wide variety of skills and experiences to the classroom, al1 of which effect instruction 

and curriculum planning. 

Canadian ESL instructoa also work in a wide variety of circumstances. Classes 

might be held in cornfortable surroundings, with a wealth of resources and supports, and 

plenty of oppomuiities for interaction with colleagues; or they might be held in crarnped 

quarters that are completely isolated, with only the resources that the instnictor cm carry 

in his or her briefcase. This disparateness carries over to working conditions and 

professionalisrn. Some instructors have secure and weU-paid positions in which they are 



expected to display a hi& degree of professionalism. They have access to regular 

professional development oppominities. Othen do not have these advantages. 

There is also a wide-variety of prograrns that an ESL teacher rnight work for. Some 

are geared towards specific communities or groups. Other programs have explicitly 

different goals. Most, however, have a mixture of classes which anempt to cater to many 

different needs in the local clientele. 

This divenity places a high degree of curriculum responsibility on an ESL instnictor 

working in this milieu. Curricula must be more individualized and designed for specific 

purposes. Individual instructor decision making in curriculum implementation therefore 

becomes key. in this study, it was clear that the insaictors at Rosewood wanted 

autonomy over most aspects of the curriculum implementation process. There were 

important nuances, however. Al1 instructors wanted autonomy over the choice of 

materials and activities. For the most part, these instructors were adarnant on this point. 

In regards to the other 7 coded categones, there was a greater range of opinions. Overall, 

the instructoa still wanted autonomy regarding assessment of leamer proficiency, needs 

assessment, curriculum guidelines, linguistic content, professional development, relations 

with other staff', and themes. The desire for 'autonomy' in these aspects of curriculum 

development was not unifonn across the coded categories or between h c t o n .  

in Chapter 1 of this thesis, 1 developed a broad definition for the term 'autonomy', 

drawing upon the way in which the concept has been used by a nurnber of theonsts (Dale, 

1989; A. Hargreaves, 1994; D. Hargreaves, 1982; Helsby & McCulloch, 1996; Lawn, 

1996; Robertson, 1996) and the t em  'agency' as defmed by Paris (1 993). 1 defined 



'autonomy' in this thesis as the degree to which teachers had the ability or desire to make 

curriculum decisions using personal initiative and intellectual engagement. 

How, then, can this definition of 'autonomy' be applied in the context of Canadian 

settlement language programs? 'Autonomy' for a succeuful adult ESL insmictor is a 

fundamental attribute, necessary in light of the diversity found within Canadian 

senlement language prograrns. Such instnictoa m u t  be able to make curriculum 

implementation decisions with a fair degree of latitude, especially when the programs in 

which they work are based upon the dynamic curriculum mode1 developed by Tyler 

(1949) and which contain the multitude of options inherent in the 'communicative 

approach' (Allen & Widdowson, 1979; Breen 1984; Canale & Swain, 1979; Stem, 1992). 

They can not afford to simply exercise technical expertise. Rather, given the kinds of 

programs in which they work and the choices they must make, ESL settiement instructors 

must find ways to enhance their professiondism, along the lines suggested above (Apple, 

1995; A. Hargreaves, 1994; Dale, 1989; Fitzclarence & Kenway, 1993; Palmer, 1922; 

Paris, 1993; Pennycook, 1989; Robertson, 1996; Strevens, 1977). 

In order to ensure quality of ESL instruction, policy maken, program administrators 

and curriculum developers must support measures that enhance instructor 'autonomy'. It 

is this attribute that prevents individual and contextual differences fiom being submerged 

in large national curriculum programs like the CLB (Brindley, 1989; Moore, 1997). 

Without such support, we lose the strength contained within diversity that Dewey (1 9 16) 

wrote about. 

Specifically, the fïndings of this thesis suggest that ESL instructors need curriculum 

support in a variety of areas to enhance their 'autonomy'. The majority of the participants 



in this shidy wanted curriculum guidelines that gave them sets of options and suggestions 

From which to choose, especially in terms of linguistic and thematic content. Although 

the majority greatly valued their fieedom to choose activities and materials for the 

classroom, they ofien expressed fhstration ~garding the lack of t h e  they had to prepare 

matenals and activities. Some of the instructon expressed the same Fnistration over their 

lack of time to perform assessment, either in terms of learner needs or English 

proficiency. In this regard, support might come in two ways: either by having someonr 

else do assessment, particularly in the case of English proficiency, or by greatly 

enhancing their abilities to perform these tasks through professional development. 

Al1 of the instnictors said that they needed more professional development opportunities 

and the chance to interact with their colleagues. Professional development is one of the 

more obvious ways in which 'autonomy' can be enhanced. Enhancing the chances that 

instructors have to interact is not as obvious, but just as important. in this way, we avoid 

enhancing the negative kind of 'autonomy' criticized by D. Hargraves (1982) in which 

isolated instmctors work behind closed classroom doors. When instnictors interact as 

autonomous professionals, they exchange ideas, seek advice, and help build up each 

other's morale. This, in tum, strengthens the programs in which they work and helps the 

students they teach. 

Implications 

The curriculum models developed by Clark (1978), Johnson (1989), and Markee 

(1 997) give us valuable insighrs into the curriculum development process in SLE from a 

systems point of view. To build on these models, we need to develop a fuller 



understanding of the complexity and individual agency at work in contexts like the one 

studied here. In adult ESL, the divisions between various curriculum processes are far 

more diverse, complex, and variable than they appear in system-based curriculum 

models. In this milieu, at least, it appears that ESL instmcton are required to iake on 

many more responsibilities for curriculum development than these models speci@. The 

processes in which these instructors engage have many similarities to the 'progressivism' 

value system' that Clark developed, in the sense that curriculum renewal in this context is 

commonly 'bottom-up' and initiated by instmctors. These processes, as 1 hope 1 have 

demonstrated in this thesis, are complex, however, and do not fit neatly into any of the 

system-based C U ~ C U ~ U ~  models discussed above. 

S LE cumculum theory and research should therefore develop from its present 

concentration on system-based approaches and explore questions related to individual 

agency and autonomy. How do individual instmctors work with colIeagues in terms of 

curriculum development and irnplementation? Are there aspects of curriculum processes 

that instructors feel more strongly about than othea? What is the reaction of individual 

instructors to large scale curriculum innovation? 

The implications for ESL curriculum practice are also distinct. In view of the 

importance of teacher agency and autonomy to the curriculum development process, it is 

irnperative that ways of enhancing them be explored. III my research 1 found a number of 

ways in which 'autonomy' rnight be enhanceci in the circumstances 1 studied. No doubt 

other trends would appear in similar or different contexts. This study is but one small 

step. What are the other supports needed in other contexts that supports insauctor 

'autonomy'? 1s systematic professionai development the bea way to enhance 



'autonomy'? How can collegiality be strengthened? How do working conditions affect 

'autonomy' or 'agency'? 

I hope that this study has contributed to SLE theory and practice and can be used to 

help infonn funue studies about instructor 'autonomy' and adult ESL cwicula It was 

my way of exploring issues that deeply mattered to me and which I found to be complex 

and fascinating. 
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AppendUc A: F h t  Interview Question and Prompts 

The fmt interview will be spent talking about the steps that the instructors take in 
deveioping their curricula and the decisions that they make. 1 will start with an open- 
ended question: 

"What steps do you undenake in developing the curriculum you use at the LMC 
Centre"? 

1 intend to follow up with prompts in order to obtain information not forthcoming fiom 
this open-ended question. Examples of these are: 
- "What does the curriculum you use contain"? 
- "What cumcuium documents are your lesson plans based on"? 
- "What curriculum documents have you found most useful"? 
- What  is the fiat step you take in drawing up your curriculum"? 
- "Do you do a needs assessment"? 
- "How do you do a needs assessment"? 
- "What materials do you use"? 
- "How are the materials chosen"? 
- "Do you share materials or cuniculum ideas with the other instnictors who work here"? 
- "How do you assess learner progress"? 
- "How do asscss the success of the program"? 
- "How are the linguistic elements chosen"? 
- "How are the socio-cultural elements chosen"? 
- "How are the strategic elements chosen"? 



Appendir B: Second Interview Question and Prompts 

i) The first part of the second set of interviews will be spent talking about the lessons that 
I observed them teach. 1 will start with an open-ended question: 

"How did you organise the lessons that 1 saw you teach? 

1 intend to follow up with prompts to order to obtain information not forthcoming fiom 
the open-ended question. Examples of these are: 

- "Why did you use (matenal) when you taught (theme) the other day"? 
- "#y did you cover (theme) the other day"? 
- "Why did you cover (linguistic element) the other day"? 
- "Why did you include (strategic or socio-cultural element) in your lesson the other 

day"? 
- "How did you decide to (other decisions identified by the instmctor during the initial 

interview) the other day"? 

ii) The second part of the second set of interviews will be spent talking about the 
responsi bilities and decisions the instmctors have regarding curriculum develo pment . 1 
will start with an open-ended question: 

"How do you feel about the amount of autonomy you have in making decisions related to 
curriculum development? 

1 intend to follow up with prompts in order to obtain information not forthcoming fiom 
the open-ended question. Examples of these are: 

- "Who do you think should be responsible for (each of the decisions related to 
curriculum development identified by the instructor earlier)"? 

- "To what degree do you want to be told what to teach"? 
- "What assistance do you need to help you develop curricula"? 
- "Would you rather develop your own curriculum or use one Witten by someone else"? 



Appendk C: Letter Requesting Adnrinistrative Consent 

April I st, 1996 

Administrator, 
Board of Education for 

1 am writing to request administrative consent for a research study at the Centre. This study 
would constitue the thesis requirement for my Masters of Arts in Education degree at the Ontario institute 
for Studies in Education. 

1 attach a copy of my thesis proposa1 for your consideration. This document makes my intentions and 
methodology explicit. 1 believe that the research 1 am proposing will benefit the participants and program 1 
wish to study and make a contribution to the adult ESL profession as a whole. 1 propose to study the 
decisionmaking processes associated with curriculum development at a aduit ESL centre and hope that the 
results of my study will be of practical use to instructors and administrators. in order to let you know more 
about myself, 1 have attached a copy of my current resume. 

1 have also attached a copy of the leîter of consent form which 1 wiIl ask participants to sign. This form 
makes clear the time cornmitment and ethical considerations associated with this study. In terms of time 
commitment, 1 will ask each instnictor if 1 can interview and observe thcrn. 1 will interview each instnictor 
twice, for approximately 90 minutes at a tirne. 1 will observe each instructor teach t h e  times. Each 
observation would be approxirnateiy one hour in length. in addition, 1 will ask each instructor if 1 can 
examine the cumculum documents they use. 

In tenns of ethical considerations, I have included safeguards in rny research design to protect the integtity 
of the program under study and the confidentiality of al1 data cotlccted h m  the participants. Al1 the data 
that 1 gather will be kept in strict confidence. Al1 information will be reponed in such a way that individual 
persons, programs, organisations and institutions cannot be identified. Raw data wil1 be stored in secure 
locations and will only be available to my thesis advisor, Dr. Alister Curnrning, and myself. Participants 
will be able to withdraw tiom the study at any time. Observations and interviews wilI be conducted in such 
a way as to not interfere with the normal functions of classes. Al1 information will be destroyed two years 
after the completion of the study. These safeguards were approved by committee at OISE responsible for 
reviewing the ethics associated with this thesis proposal. 

1 would be very happy to meet with you or the cornmitices at the Board responsible for reviewing requests 
such as this and answering any questions or concems that you have. Thank you for your consideration, 

Yours Tnily; 

Douglas Fleming 
66 Pacific Ave. Apt. 1403 
Toronto, Ont. M6P 2P4 
teVfàx: (4 16) 763-4735 
e-mail: dflerning@oise.on.ca 



Appendk D: Letter of Consent for Participants 

May 15th, 1996 

Douglas Fleming 
66 Pacific Ave. Apt. 1403 
Toronto, Ont. M6P 2P4 
teVfâx: (4 16) 763-4735 
e-mail: dfleming@oise.on,ca 

A Stuby of Currkuium Decblon-Makhg 
ond fhstrucîor Anianomy Wltliih Adwlt E X  

Dear Col league: 

I am asking you to agree to participate in a study of the curriculum devefoprnent process within adult ESL. 
This study will constitute the thesis requirement for my Masters of Arts in Education degree at the Ontario 
Institute for Studies in Education. 

1 believe that this snidy will make a contribution to the adult ESL profession as a whole and will be of 
practical benefit for instnictors and administrators. Little research has k e n  conducted on how experienced 
adult ESL instmctors develop currîcufa or view the curriculum development process. I greatly value your 
assistance. 

Participants in chis snidy will be interviewed twice and observed teaching three different lessons. They will 
also be asked for copies of curriculum documents. Each interview will take approximately 90 minutes. 
Each classroom observation will be approximately one hour in length. 

In terms of ethical considerations, 1 have included safeguards in my research design to protect the integrity 
of yow program and the confidentiality of ail data collected. Ai1 the information that I gather will be kept 
in strict confidence. it will be reported in such a way that individual persons, programs, organisations and 
institutions cannot be identified. Raw data will be stored in s e c m  locations and will only be available to 
my thesis advisor, Dr. Alister Cumming, and myself. Observations and interviews will be conducted in 
such a way as to not interfere with the normal iùnctions of classes. Al1 information will be destroyed two 
years after the completion of the study. You will be able to withdraw fiom the study at any time. These 
safcguarâs were approved by a cornmittee at OISE responsible for reviewing the ethics associated with this 
thesis proposal. 

Please note that you are under no obligation to participate in this study. 

Please sign below that you have received information about this snidy and are willing to participate. 

name (please print) signaîure date 

If you agree to participate in this study, please keep a copy of this fetter for your own records. 



Appendk E: Personal I n  f d o n  Questionnaire 

Code Name: 

In the interests of making the interviews that we conduct more efficient, please answer 
the following questions. 

a. How did you get into ESL? 

b. What kind of training did you receive to become an ESL instnictor? 

c. Where did you work in ESL before coming here? 

d. What else have you done besides teaching adult ESL? 

e. What career goals do you have? 

f. Have you iearnt a second language yourself? 

g. What kind of training or professional development have you had since entering ESL? 

h. Have you ever worked on any material or curriculum development projects? 



Appendix F: The Irtstructor's Handbook Tuble of Contents 

Chapter 1: Adult ESL in Erie 

- Philosophy of Instruction 
- Levels of Instruction - Organizational Structure 
- Resource Center 
- Conditions of Employment 
- The Insûuctor-in-Training Program 
- On-Going Staff Development 
- Recording Attendance 

Chaprer 2: Adulr Learning- Implications for Teaching 

- Characteristics of Adult Leamers 
- Teaching as Empowennent 

Chaprer 3: Planning a Currimlum for Your Class 

- What is a Curriculum? 
- The Communicative Approach - The Challenge of Designing a Complex Curriculum - Diagnosing Learner Needs and Lnterests - Major Components of the Curriculum 
- Dividing Instructional matefial into 'Bite-sized' Chunks 
- Putting It Al1 Together 

Chapter 4: Developing Your Lesson Plan 

- Basic Principles of Effective Instruction - An Inside Look at an Effective Lesson 
- Selecting Appropriate Lesson Activities 

Mapping Out Your Lesson Plans 

Chaprer 5: Mariaging Your Classroom 

- Being Prepared and Organized - Creating a Climate for Leaming 
- Observing Readiness for Learning - Managing Pace, Timing and Transitions - Evaluating Leamer and Lesson Effectiveness 
- Conclusion 

Chapter 6: Teaching ReIevant Lïje Application Themes 

- An Overview of Life Application Themes - Identifjhg Appropriate Themes and GoaIs 
- Definhg and Sequencing Tasks - Identifjhg Re-Requisite Knowtedge and Skills 
- Planning Appropriate Learning Activities 
- Some Effective Teaching Strategies 



Chapter 7: Teaching Communication Functions 

- An Overview of Communication Functions 
- Identifying Appropriate Functions - Defining and Coordinating Functions with Thernes 
- Planning Appropnate Practice Activities 

Chapter 8: Teaching Language Smcmres 

- An Overview of Language Structures - Identifying Appropriate Structures and Their Ordcr of Presentation - Breaking Structure Matenal Into Bite-Sizcd Cbunks 
- Identifyhg Pre-tequisite Structures Leamers AIresdy Know 
- Selecting Appropnate Learning Activities - Assigning Suitable Homework 
- Seizing the Teachable Moment 

Chaprer 9: Teaching Vocabukary 

- An Overview of Vocabulary 
- IdentiQing Required Vocabulary 

Sequencing Vocabulary Logically - Providing Context and Opportunities for Repetition 
- Teaching Vocabulw-building Strategies - Some Effective Teaching Strategies 

Chaprer 10: Teaching Pronunciation 

- An Overview of Pronunciation - IdentiQing Distinctive Sounds and Patterns to Teach - Defining and Sequencing Pronunciation Material 
- Selecting Appropriate Learning Activities 
- Effective Teaching Strategies 

Appendices 

- Themes, Functions and Structures by Level - Life Application Themes 
- Communication Functions 
- Language Structures 
- Pronunciation 
- Sample Lesson Plans 
- Instnictor Reference Materials 
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