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Introduction

Imagine fluently speaking two languages, but not English, and having two degrees from Cairo University, and then having to retrain in a new language – English. This is the example of a teacher from Egypt, a Coptic Christian, who managed to immigrate to Australia just before the Arab Spring political uprising in January 2011.  Coptic Christians faced discrimination and violent clashes. Her husband came to Australia on a skilled immigrant visa.  E’s qualifications were not recognised in Australia, so she had to retrain. E’s story is but one of a number from Australian and British adult students we obtained by interview, and which we report in this chapter. In relaying these students' voices, we attempt to re-emphasise the importance of mentors, coaches and tutors understanding the principles underpinning inclusiveness.

This chapter looks at cultural aspects of inclusive education. Whereas 'inclusion' is
often taken only to refer to disabled students or those deemed to have 'special needs',
in this chapter we use it in a broader sense, encompassing learners whose needs arise at least in part from their diverse cultural backgrounds. Teachers of adult learners increasingly find themselves working with students from diverse cultural backgrounds, some of whom will also be disabled. Psychological factors such as trauma, and socioeconomic factors such as poverty, further impact on students' education and opportunities. We present evidence of some such learners' educational experiences, and use it to argue that it is imperative that educators understand the cultural backgrounds of their students, and the wider global context, in striving to provide inclusive adult education.
Inclusion in adult education

There is no easy or universally agreed definition of “inclusion”, but one way of thinking about it is the attempt to make education accessible and meaningful for all, with everybody learning together with and from each other (Hart, Dixon, Drummond & McIntyre, 2004). Historically, education systems in the Western world have tended to separate and segregate different learners groups on the basis of factors such as class, gender, race and disability. In contrast, to educate inclusively means to give everybody equitable access to education, irrespective of these perceived differences. The growth of inclusive education has been prompted in part by increased recognition of human diversity, and of educators’ social and moral obligation to educate everybody (Hodkinson & Vickerman, 2009). Yet there has always been a pragmatic motivation for inclusion, as countries have adapted their education systems - in response to increased socio-cultural diversity, brought about by factors including the end of colonialism and greater labour-force mobility - to try and promote social cohesion as well as economic productivity (Armstrong, Armstrong & Spandagou, 2010). Bouchard (2006) explains that although individuals may enhance their earning capacity through continuing education, there is a threat to the idea of education as an inherently valuable thing, and that human capital and the knowledge economy become mere trappings for neoliberal political agendas. “The more the concept of ‘lifelong learning’ becomes synonymous with market requirements, the more it becomes commodified, and alienated from the learner”(p. 166).

Neoliberalism and the economic imperative, which are contributing to funding cuts and the closure of many adult education courses and institutions, add yet more barriers to those that students from minority backgrounds face. Students who are disabled, who are educationally or economically disadvantaged, or who are immigrants (and many students will be all three) can often be frustrated in their attempts to participate in continuing education because they are made to feel different and inadequate by their classmates and teachers, lack the information and support they need to be successful, struggle financially, or don’t understand what their teachers or institutions want from them. These financial, institutional and social barriers may well serve to further alienate students who would otherwise be highly motivated learners (Bowl, 2001).

 Therefore, it is vital to keep the learner as the focus, and for adult education to provide opportunities for meaningful learning and civic participation for today’s diverse populations (Hyland & Merrill, 2003). 
Methodology

Some years ago, Owen Barden conducted research in a large Further Education College in North-West England, which was commissioned by the Learning and Skills Development Agency (a now-defunct FE quality assurance body) in response to new anti-discriminatory legislation, the Disability Discrimination Act Part IV.  In this UK study (LSDA, 2004) 12 one-to-one interviews were conducted with disabled students from minority ethnic backgrounds. A focus group was also conducted with a group of BME (black and minority ethnic) tutor/mentors who underwent training at the College. This provided an opportunity for a wide range of views to be expressed and for emergent issues to be explored in greater depth. These students and tutors were interviewed to try and get a sense of their personal, family and community backgrounds, what they perceived as the barriers to inclusive education, as well as their ideas of what made for good educational practice. 

In Australia, four adult students were interviewed in 2015. These students all had different language backgrounds and were studying different courses at four post -secondary education institutions, with a view to changing careers. The interview questions were similar to those asked in the UK, and based on suggestions for best practice. The selected transcript excerpts provided in this chapter to illustrate our themes are all from these Australian students.   

Despite the two phases of data collection taking place several years apart, and on different continents, striking similarities in students' experiences became apparent. This again underscores the importance of adult educators needing to prioritise inclusive thinking in their reflection and practice. Four themes emerged from the Australian data: Motivation, Obstacles, Learning Preferences and What Makes a Good Educator. These are themes are relevant to the educator’s understanding of the adult learner.
Motivation

What is the common motivational force for adults returning to higher education or entering for the first time? It is widely accepted that mature students are highly motivated and keen to do well (Frumkin & Koutsoubou, 2013; Murphy & Roopchand, 2003). This may mean that mature age students put too much pressure on themselves by trying for a high grade for every piece of work. Most Australian adult students in our study wished to further their careers, to increase their salary, change to a new career or, as in the case of Student T, improve themselves.  He was nearing completion of his degree and had gained outstanding results.
Most of the students in my classes are straight from school. I am not there for my career or for making money. I had my own business, which I sold and I am still a minority shareholder. I did not finish high school and this has been a regret because I think I am reasonably smart. So I decided to do Spanish at a TAFE college - Certificate 4 Course in Spanish -so that I could enjoy travel more. I couldn’t enrol at my current university until I had completed the certificate course (3 years). The university has an arrangement with a university near Florence where I also studied before being accepted. 

My motivation was proving to myself that I could do it. So I am doing a Bachelor of Arts with a major in Italian Studies. I am doing this part-time with generally two units per semester. 
	
In contrast, student J who is Australian-born but who speaks Vietnamese at home has followed his parents’ example and aspirations and worked very hard to achieve his academic qualification. He supplements his finances by working as a barista in a cafe. He decided he wanted a career change. Money is not the motivation; it is the work he wants to do that prompted the career change.

I am Vietnamese but born in Australia, so I am Australian. I speak Vietnamese at home, more Vietnamese that English, because my parents speak broken English. I try and go back to Vietnam every year just to be exposed to the language again.

I finished VCE and did my first degree in Marketing in 2000 and finished in 2003.  This was at … university. I think if I had done a gap year after Year 12 I would have done something else.  

These days we have a lot of opportunities to do whatever we like, so I decided to move away from Marketing and try something new. I am a cyclist and have been injured and that is when I became interested in myotherapy.  

I am studying a Bachelor of Health Science majoring in muscular skeletal at College X in the city. I still have HECS (Higher Education Contribution Scheme) left and it is going to cost me $47,000.

I think it a lot easier going back to study as an adult. I think you are more focused and have more life experiences. The students in my group are half just finished secondary school and half are adults, mature and also some elderly students. 


The reduction of government support for universities, Technical and Further Education (TAFE) in Australia and other adult education organisations, including the Skills Funding Agency in England, has led to private education providers increasing their active recruitment of foreign students. This means educators are likely to encounter increased cultural diversity in their classrooms, and with it a range of motivations. For example,  in contrast to Student T and Student J, Student C is  tapping into the financial boom of property in Melbourne and Sydney.  In our assessment of the conversation, Student C’s motivation is for financial gain, but cultural nuances mean student C would not state this outright.

First, I study in Sydney for accounting and actuarial profession (the discipline of mathematical and statistical methods to assess financial risk) and then I go back to China and work as an actuary for two years. Then I decide I would like to move back to Australia with my wife and study in Melbourne. I have Australian citizenship, so my wife came back with me on sponsored visa.

I found it difficult to get job in this area, so I am now doing a Master of Property at University R (this covers areas of building, construction and planning). I am currently full time student but if I find a job I will go part-time. Fortunately I get some exemptions so I will not pay the full cost of the degree, which is over $47k.  My wife works in Immigration Department. 

What is often forgotten in talking about teaching and learning are that they are fundamentally about relationships. The best pedagogical strategies in the world are useless without good student-teacher relationships.  Taking the time to understand students' cultural backgrounds and motivations, and thereby establishing a positive and informed relationship is thus an important aspect of educating inclusively.
Obstacles

As well as motivations, it helps for educators to be aware of the barriers culturally diverse students face. Amongst numerous others, students face language difficulties, financial struggles and competing demands, especially if studying part-time. Trauma also affects many refugees and impacts on their ability to study. 
Language

Students C and E highlight the language issues many face. For EAL (English as an Additional Language) learners, any new learning environment where L1 (the student's first language) is not used, can create confusion. Student C appears to have the biggest language barrier, and explained that small group discussion was good because of the high proportion of Chinese-speaking students in the classes.

Adult learning environment is similar to learning in China. The main difference is the communication, which can be too fast or not clear.  Small group discussion is OK. 

Student E, who we introduced at the start of our chapter, overcame her own EAL (English as an Additional Language) language barrier by using her own children as language support.  She had one child who had started university and another in the penultimate year of secondary school in Australia. Her statement illustrates the use of close family being part of her support network, along with her tutor and other official sources. 

The course was not easy and I found I was struggling with assignments because of my language. I had to present in front of my classmates. My mentor at AMES (Australian Migrant Education Services) was very supportive...Yes my family was supportive. I have a husband and two children, especially when I have to get an assignment in. My husband helped at home. My children helped me with assignments, translating hard words. 

Other students also emphasised the importance of family support:
Student J 
My partner finished her degree two years ago. I waited for her to finish and I worked full-time and now she works full-time. She reads my work because her English is better than mine. I also have had good support from work, especially if I have an assignment or exam.

Student T
My wife is very supportive. My daughter who is still at university is supportive, but my other daughter says “Dad why are you doing this?” She doesn’t get it. Sometimes it can be stressful when I have a due date to meet and I do have high expectations of myself. My results are all distinctions or high distinctions. My wife said “Don’t worry about trying to get a distinction for Latin.”

Student C
My wife is supportive. She may give me some help when I am taking photos of properties. Yes, there is a lot of demand for property in Australia. In China you can only have a property for 70 years. 

Opportunities for students to use L1 and recognition of an educator's role in students' support networks would thus seem to be components of inclusive education for students from diverse cultural backgrounds. Although we cannot expect teachers to be proficient in every language they might encounter in their classroom, there are still things they can do to address language barriers. As noted above, educators could provide opportunities for small group discussion in students' first language, if there were sufficient numbers in the class. Alternatively, students could be encouraged to set up study groups where they could work in their own language; students could be encouraged to work in informally in their own language, for example by blogging or via social networks; organisations could foster opportunities for families to work together in drop-in study sessions or outreach work.  All these offer opportunities for learners to reflect on and hence deepen their learning. The principles of Universal Design for Learning, outlined below, may also help address some aspects of language barriers.
Competing demands

Although financial hardship is a barrier to many adult students, especially young adults in the age group 18-25, our interviewees were not forthcoming about financial hardship. Speaking to a student councillor in Victoria Australia, adult students are often fatigued because they are studying and holding down casual jobs in cafes or retail. In Australia international students face part-time work restrictions on student visas during semesters, which can result in financial stress. These factors suggest that educators need to be aware of the financial, study support and pastoral services available to students in order to be able to advise them appropriately. Where possible, they should also be prepared to work flexibly, for example in the arrangement workloads and assessment deadlines. 

Cultural differences

As well as financial pressures, cultural differences can also create barriers and a sense of isolation. In the UK based interviews, both disabled and non-disabled Sudanese students said they were confused by differing expectations of disabled people: they were shocked that British society expected them to be as independent as possible when, for example, getting around the campus or trying to access public transport. In contrast, in their home country people would have been expected to go out of their way to offer help. Induction, familiarisation and orientation activities that enable students to safely share their culture, prior experiences and concerns, whilst also giving educators opportunities to explain the expectations on students and relevant aspects of the host culture could help address these issues, as well as providing another opportunity for relationship-building.
Trauma

Adult learners who are refugees in a new country face further obstacles when returning to learning for re-establishment purposes. In addition to language, finances and housing issues, refugee students who have experienced trauma and injuries and are now living with psychological and/or physical disabilities are perhaps the most requiring of support and understanding. 
Refugee background children and young people must make a series of transitions through the education system. This is a challenge on a number of levels. To begin with, it is likely that all refugee background children and young people have had either disrupted educational experiences or, in some cases, no education at all. The Refugee Resettlement Handbook states that ‘Schools are one of the first casualties of war’ (Office of the United Nations High Commissioner for Refugees 2002 p. 23). Teachers and the education system itself may have been specifically targeted for elimination in the conflicts that lead to refugee flight. For children in refugee camps, usually only basic education is available, and then only for a lucky few. Additionally, refugees may have limited entitlement to education in their countries of asylum. VFST (2011, p.15). 

The Victorian Foundation for Survivors of Torture (VFST, also known as Foundation House) was established in 1987 to meet the needs of people living in Victoria, Australia who had been subjected to torture, or experienced war-related trauma prior to their arrival in Australia. Foundation House has produced resources for schools, available on their web site at www.foundationhouse.org.au. In the introduction the resource booklet gives an overview of the refugee challenges.

The document explains what refugees have gone through and how this affects their well- being and ability to learn. Refugees have often witnessed or been subjected to horrifying events and all will have experienced loss of home, place, culture as well as death or separation of family. Again, an informed empathetic approach, knowledge of support services and mechanisms, and flexibility are key in addressing these issues. 




Learning preferences
We know that different learners have different preferences and strengths in the ways they learn. Although the idea of individual students having reliably identifiable "learning styles" has now been largely discredited, it is recognised that teachers do have a duty to maximise learning opportunities for their students through flexible, relevant pedagogy (Coffield, Moseley, Hall & Ecclestone, 2004). Cultural background and learning preferences can be interrelated and also play a part in creating a more inclusive environment. Refugees from the Horn of Africa, for example, have an oral tradition and do not necessarily rely on reading books to the same extent as other learners:  historically, most African societies did not have a written alphabet, meaning oral and musical traditions were of greater significance. Having teaching staff who are knowledgeable about students' cultural backgrounds has been shown to increase feelings of inclusion (Frumkin & Koutsoubou, 2013). Meanwhile, greater access to technology is affording more opportunities for teachers to design inclusively, and for learners to work according to their strengths and preferences. As well as offering opportunities to work in L1 and recognising their role in students' support networks, tutors, mentors and coaches can maximise learning opportunities by following the principles of Universal Design for Learning (UDL). These include (CAST, 2012):

· Equitable design of curriculum and materials, so that they are useful to all people e.g. giving information in a range of formats including oral and written language as well as through symbols and visuals.
· Flexibility to accommodate a broad range of abilities and preferences e.g. choice of assessment methods - class project or individual work.
· Simple, intuitive instructions and information, perceptible to all.
· Tolerance of error - for example, giving opportunities for formative feedback before any high-stakes assessment.
· A community of learners where the tutor models a welcoming, inclusive attitude and promotes interaction between students.

Student J's comment highlights the how learning is done in different ways, partly according to the nature of what is being learnt, partly curriculum design, and partly individual preference and technology availability:
The younger generation bring in their laptops.  They are always typing in class. I like to write it out first as that helps it go into my head.  For revision I will read it again but if it is practical work it will just stay in my head.  For example if I am learning a stretch, then by doing it, it will just stay in my head.

Earlier there was 50/50 for theory and practical, and now in my final year, 75% is practical. My science subjects are online. You do have an option to have face-to-face or do it online. 

What makes a good educator of adults?
The adult students interviewed reinforced what we all know - that a teacher, coach, supervisor or mentor needs to be knowledgeable and enthusiastic about their area of expertise.  The earlier chapters of this book refer to good practice and the work of Malcolm Knowles (1980). In Knowles’ The Modern Practice of Adult Education, he identifies a list of Conditions of Learning and related Principles of Teaching. The condition most relevant to this chapter is “The learning environment is characterized by physical comfort, mutual trust and respect, mutual helpfulness, freedom of expression, and acceptance of differences” (Knowles, 1980, p. 57). This sentiment is echoed in the principles for UDL listed above. The Centre for Multicultural Youth (CMY) (2015), based in Melbourne, has produced short videos available on YouTube called “Tips for Tutors”. http://cmy.net.au/standard/video-resources.  The video on Communication Skills has the following summary dot points:
· be patient, friendly, respectful
· use a variety of approaches
· focus on the positives
· ensure student-led sessions.

We asked our Australian adult students what made a good educator, and they identified similar characteristics to those listed above. They also appeared to be more discerning, even critical, of their tutors, as can be seen in the quotes below. The quotes emphasise the importance of teachers getting to know their students and their preferences:

Student J is qualifying in a new area of Health Science because of his interest in Myotherapy. He emphasised an imperative for lecturers to have worked in the field. He was scathing of one lecturer who did not know his field.
Teachers who have worked in the field have a lot more knowledge. With this type of course, it is important that the teacher has worked in the field. If the teacher has not worked in the field I can see when they make a mistake. I have worked in the field and so I can tell if they make a mistake - for example with a stretch demonstration. Yes I do correct them. 
I know it is not right and the teacher is not sure. I am an adult and I am paying for the course!  

A key attribute of a good lecturer is that they know the field and have worked in the area. One-on-one is helpful. But if we want that we have to make a time out of class hours. But if a class runs to 9.30pm it is unlikely people want to stay behind. 

Student C was concerned about the communication skills of the lecturer. There are not any pre-requisites for the Master of Property, so Student C was alarmed when a lecturer from industry assumed that the students had a strong background in construction and planning.
The lecturer must be speaking clearly. The notes that come with lecture are important. A good teacher needs to be a good communicator and needs to give an overall plan. Sometimes we are confused about where the lecturer is going.

Yes the lecturer needs to be interested in the subject. We have two academics and one lecturer who are from industry. This is the one where we have difficulty. She is not good at teaching. 

Student T, who was 62 years old, had many accumulated life experiences to add to his perspective.  This may be a factor in his high expectations. He was very definite about what he wanted. He was also critical of a university lecturer in French, and had made a written complaint.

All the lecturers are different. Some are really good. The teaching style is important for me. We know that having a PhD does not make you a good lecturer.

A good lecturer is someone who captures your interest, speaks well and is enthusiastic.

However there is one in particular (for French) who is atrocious. He does not use any audio-visuals. When you go online there is no PowerPoint, just a recording of him speaking... I am doing whole unit on Dante with this dud lecturer. He sits down in the tutorial and looks bored for three hours. Young students are too scared to complain, but another mature age student and I both agreed we needed to say something.  He has been teaching for 25 years and I thought about all those poor students. 

Student E, an Art teacher in Egypt, had a different slant on what makes a good teacher. She spoke more about her own teaching experience in Egypt rather than her Australian teachers of her Certificate 1V course. 

I think a good teacher is like a friend. You feel comfortable and able to ask questions. When I was an Art teacher it was like a big family. I had lots of students that other teachers found difficult, but they were no trouble in my class.

I can’t think of any unhelpful lecturers. But I am a visual learner. That is how I learn, but I also find writing down notes helps. 
Of course, different students learn in different ways. The principles of Universal Design for Learning take account of this, without falling into the trap of assigning students to categories. And generally speaking, providing more paths to learning, by providing information in different formats, helps everybody learn better So, as well as tutors taking the time to get to know their students, UDL can help take account of cultural diversity as well as individual strengths, preferences and challenges.

Supporting adult learners returning to study
We have already touched on the importance of tutors' recognising their role as official sources of support for returning students. However, tutor support is not the only support inclusive institutions must offer. Institutional-level support must also be effective. Student J and Student T emphasised experiences with communication systems. Student J attends a specialist health sciences college. He was generally happy with college support, although he did mention a communication breakdown.

Yes you can send query online but it takes too long for an answer. For example I was doing a Nutrition subjects, and we emailed the teacher about the assignment. But he did not get back to us, so we had to complain. Then we found out that the lecturer was in hospital and no one seemed to know. There was a breakdown in university communication. Once I had to get a deferral for an exam because I had an overseas wedding. There was a lot of paper work to fill out. Student services were helpful.

Student T attended a large Melbourne university and indicated the importance of university support to the creation of effective learning environments for adult learners. 
The university has a good website and they use Moodle for study management. The student services centre is very good. You can email lecturers at any time. The poor lecturer is actually very good with his emails.  I haven’t had to request any special consideration. I do have a hearing issue, which can be an issue with languages, but I have not used this for any special consideration or deferrals.
Conclusion

We know that adult learners are often highly motivated. Whether this motivation arises from extrinsic factors, such as the need to earn more money, or intrinsic factors such as the desire for self-improvement, teachers, coaches and mentors could capitalise on this motivation through creating inclusive learning environments: active, engaging and effective for all. To achieve this, adult educators need to be mindful of both the challenges learners from diverse cultural backgrounds face, and the principles of what makes a good educator. 


Provocation: Checklist for including learners from diverse cultural backgrounds
	CULTURAL ASPECTS OF INCLUSIVE EDUCATION
	YES
	NO
	REVIEW

	Do you know what your students' motivation is for being on your course?
	
	
	

	Have you taken the time to discover the cultural diversity you have in your group?
	
	
	

	Are you aware of the obstacles your students face, that might make study difficult for them?
	
	
	

	Do you have a process to enable relevant teaching staff to access this information so they may be better informed particularly about the needs and issues of refugee students?

	
	
	

	Have you considered how you can use the cultural and ‘life experience’ riches to enhance the learning outcomes of the group?
	
	
	

	Have you investigated the support mechanisms that are available for the needs of your group, both internally in your organisation and externally but available to your adult learners?  
	
	
	

	Do you modify your teaching practices to account for cultural diversity?
	
	
	

	Is your curriculum and teaching materials accessible and appropriate for all your students?
	
	
	

	What's the first thing you could do to make yourself a better educator of adults?
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