be survival skills or certificate earning. Education that only pur-
sues the acquisition of testable competencies serves to dehumanize
the individual and as Freire (1970) states turns people into
objects. In addition to providing the basic tools for surviving in
our society, ABE/ASE programs must seek to awaken the natural
inclination of the individual to grow and to self-actualize, ie., to
become more fully human.
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THE PRINCIPLES OF ADULT LEARNING SCALE
GARY J. CONTI
Abstract

A significant portion of the adult education literature
endorses the collaborative teaching-learning mode as the
most appropriate method for assisting adulis in the learning
process. However, there are few research studies evaluating
the effectiveness of the learning principles which are
characteristic of and supportive of this mode. Such studies
have been hindered by the lack of an adequate instrument to
measure the degree of practitioner support of the collabora-
tive mode.

The Principles of Adult Learning Scale (PALS) was
developed to fill this void. Original and follow-up data indi-
cates that PALS is a reliable and valid 44-item instrument
which can be completed rapidly. Its reliability and validity
were established by juries, observations, and statistical analy-
sis. PALS has poiential empirical and field use.

Introduction

A significant portion of the adult education literature endorses
the collaborative teaching-learning mode as an appropriate method
for assisting adults in the learning process. Despite the extensive
attention given to this mode, there are few research studies
evaluating the effectiveness of the learning principles of the
collaborative mode. Such empirical studies have been hindered in
the past by the lack of an adequate instrument to measure the
degree of practitioner support of the collaborative mode.

The major purpose of this study was to develop and validate
an instrument capable of measuring the degree to which adult
education practitioners accept and adhere to the adult education
learning principles that are congruent with the collaborative
teaching-learning mode. The collaborative mode was defined as a

GARY J. CONTI is assistant professor of Interdisciplinary Educa-
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learner—centered method of instruction in which authority for
curriculum formation is shared by the learner and the practi-
tioner. The items for the instrument were based on adult educa-
tion principles that are characteristic and supportive of the
collaborative teaching-learning mode and which were culled from
the literature in the field.

Much has been written in the past two decades about the
growing accumulation in the field of adult educafion of a unique
body of theory and knowledge. Bergevin (1967, p. 68) and Jensen,
Liveright, and Hallenbeck (1964, p. vii) concur that an appropriate
body of adult education knowledge has gradually been assembled.
Houle (1973, p. 53) and Knowles (1970, p. 53) point out that
adult education has become increasingly sophisticated and special-
ized. While agreeing with these observations, Farmer (1974, p. 59)
adds that in order for adult education to advance in its
professionalization, this accumulated body of knowledge must be
capable of utilization by practitioners in their work.

A large volume of this accumulated body of theory and
knowledge subjectively advocates the collaborative mode as gener—
ally the most appropriate method for facilitating adult learning.
In order to test this belief, it was assumed that this method must
be identified by an instrument which had been substantiated by
actual in-class observations. Since the collaborative mode is a
learner—centered approach which strives to encourage the learner
to seek the maximum amount of trust, self~direction, and respon-—
sibility, it is similar to the teacher behaviors which Flanders
(1970, p. 35) describes as encouraging student initiating actions.
Therefore, the items developed for the instrument were linked
theoretically to the Flanders Interaction Analysis Categories
(FIAC) as an external criterion for systematically assessing practi-
tioner behavior.

Therefore, although adult education is in the process of
developing its own distinct body of theory and knowledge, the
degree of its acceptance by practitioners and its value, validity,
and reliability have not been tested. As a prerequisite to such
studies, this research led to the development of an instrument for
measuring the degree of practitioner support of the learning prin-
ciples related to the collaborative teaching-learning mode. In
addition, observations using FIAC were conducted to measure the
congruency between the practitioners’ expressed beliefs and their
actual, observable classroom behavior.
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Resume of Related Literature

Although there are various modes of instruction (Blaney,
1974), a significantly large portion of the literature in the field
of adult education generally supports the collaborative mode as
effective and appropriate for teaching adults. The roots for this
mode run deep in adult education’s history and continue to pros—
per today.

Support for the underlying principles of the collaborative
mode can be traced through the writings of several prominent
adult educators. Lindeman (1926/1961) linked Dewey’s ideas for
active learners to adult education. For him the central driving
force for adult education was participation which utilized the
learner’s experiences. Since "adult education is a process through
which  learners become aware of significant experience”
(1926/1961, p. 109), the curriculum should be organized around
situations rather than subjects. In this process, the teacher’s task
is to assist the learner in applying the subject matter to his/her
needs and interests.

In discussing the relationship of adult education to the demo-
cratic process, Bergevin (1967) stresses that adult education is a
cooperative venture in which the learner is a full partner. To
solve the peculiar problems of the particular adults who are
involved, the learners are put first. Subjects are then used as vehi-
cles to help people learn about problems which are related to
their experiences and interests. Learning is a personal thing in
which the teacher helps the student identify problems, set goals,
locate materials, and evaluate outcomes. In this process, the
learner is dynamically involved, is able to take ownership of the
objectives, and grows in maturity and responsibility.

Like Lindeman and Bergevin, Kidd (1976) argued for a
learner—centered curriculum which is based on experience. In his
view the central purpose of learning is to assist the learner in
"being and becoming" (1976, p. 125). This can be accomplished by
significantly involving the learner in the educational process and
by delegating responsibility to the learner. In this process, the
teacher’s task is to create a stimulating, nonhostile, supportive
environment. In this setting, the learners can engage in relevant
activities aimed at increasing responsibility for their own learning.

Houle defines education as a cooperative art (1972, p. 34). In
his comprehensive curriculum model, curriculum formation
involves the mutual development of educational objectives by
instructors and active learners. In this process, the experiences and
unique characteristics of the student and situational factors are
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considered. The instructor has the obligation of helping the
learner understand the educational objectives and the program for—
mat and of providing opportunities for the learners to accept the
responsibility for their own learning. As the learning program
evolves, the instructor may be required to assist the learner in
further clarifying or adjusting these objectives to better conform
to the individual's dynamic learning needs. After the learning
activities are completed, the instructor and learner jointly examine
the program and outcomes to uncover possibilities for new educa-
tional activities.

In proposing the use of the term androgogy, Knowles (1970)
argues that adult learning activities should be based upon the
realization that individual maturation steadily increases a person’s
need and capacity: to be self-directing, to utilize experience, to
learn for evolving social roles, and to organize learning around
life problems. Because of these characteristics, the teacher’s role
focuses on providing a climate, procedures, and resources for
participation and for the acquisition of information and skills.
This process helps adults learn

how to take responsibility for their own learning
through self-directed inquiry, how to learn collabora-
tively with the help of colleagues rather than to com-
pete with them, and especially, how to learn by analyz-
ing one’s own experience. (1970, p. 45)

Freire (1970) views education as a vehicle for empowering peo-
ple to eradicate oppression and ignorance. His educational model
is based on a participatory approach. It relies on dialogue
between the teachers and learners to stimulate critical thinking,
creativity, and reflection upon reality. By means of the coopera-
tive application of problem-posing education, the teachers assist
the learners in identifying and clarifying their problems and in
locating resources. Through this process, the learners are able to
combine action and reflection, and the plans, goals, and actions
of the teachers and learners become mutual.

The writings of these prominent adult educators exhibit much
commonality in the basic assumptions of adult learning. Each
argues that the curriculum should be learner-centered, that learn—
ing episodes should capitalize on the learner’s experience, that
adults are self-directed, that the learner should participate in the
diagnosis of needs, the formation of goals, and the evaluation of
outcomes, that adults are problem-centered, and that the teacher
should serve as a facilitator rather than a repository of facts.
While each of these educators mix the educational ingredients
somewhat differently, all combined them in formulas that
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articulate a comprehensive philosophy supporting the collaborative
mode. Their writings can therefore serve as a source of adult
learning principles for the collaborative mode.

Instrument Construction

The items in the instrument, the Principles of Adult Learning
Scale (PALS), are based upon the body of theory and knowledge
which is advanced in the literature by prominent adult educators
who support the collaborative teaching-learning mode. In order to
form the items for the instrument, these general and theoretical
principles from the literature were reworded in behavioral terms
compatible with realisitic experiences of practitioners in an adult
basic education setting. One-half of the items were stated posi-
tively so that their action was congruent with the learning princi-
ples of the collaborative mode. The items were randomly arranged
within the instrument.

A modified Likert scale was used as a continuum for record-
ing practitioner responses. Those taking the instrument were asked
to respond to the frequency with which they practice the actions
described in the items. Responses which were congruent with the
collaborative mode were assigned a high value while those which
were antithetical were assigned a low value. With six options
ranging in value from zero to five, the final 44-item instrument
had a possible high score of 220.

Methodology

The field research of this study consisted of establishing the
validity and reliabilty of the items in PALS. Although it is
customary to first test for reliability, this study addressed validity
first in order to elicit help in better sophisticating the items and
to increase the discriminating power of the items. The research
design controlled for construct, content, and criterion-related
validity, reliability, social desirability, and congruence of interpreta-
tion of the instrument’s items.

The construct validity of the items was established by the tes—
timony of juries of adult educators. The first jury consisted of
three adult education professors’ from Northern Illinois Univer-
sity who analyzed the items, commented on the validity of the
constructs in the items, and suggested improvement for various
items. The second jury consisted of 10 professors’ with a high
degree of visibility in the field of adult education, with geo—
graphic dispersion throughout the country, and with philosophical
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heterogeneity. These professors were asked to testify to the valid-
ity of the construct in each item.

The content validity of PALS was established by field~tests
with adult basic education practitioners in full-time public school
programs in Illinois. The field-testing was divided into two
phases. Phase 1 consisted of three field-tests to identify items
that discriminated between supporters and nonsupporters of the
collaborative mode. After Phase 1 had produced an instrument
with potentially discriminating items, Phase 2 was conducted. This
phase consisted of field-testing the instrument with 57 practition—
ers in six programs. Two programs were in a large metropolitan
area; two were in medium-size cities; and two were in small,
rural communities. The scores from the practitioners in all six
programs were pooled and analyzed. Since the items had been
drawn from the literature supportive of the collaborative mode,
an individual's total score was used as the criterion measure of
his/her support of the collaborative mode. It was assumed that
items which were valid and representative samples of this mode
would contribute significantly to the total score and would corre-
late positively with this criterion measure of total score. There-
fore, content validity was determined by Pearson correlations
which measured the relationship between each individual item and
the total score for each participant.

Criterion-related validity was established by comparing the
scores on PALS of those who scored two standard deviations
either above or below the mean in the Phase 2 field-testing to
their scores on the Flanders Interaction Analysis Categories
(FIAC). The FIAC scores were determined through actual class~
room observations. The FIAC was selected as the external criter—
ion because it is a validated system for measuring initiating and
responsive classroom actions and because the actions described in
Flanders’ definition of initiating are highly congruent with the
characteristics of the collaborative mode, To link these instru-
ments, the national jury members were asked to judge the action
in each item as either initiating or responsive. The scores derived
from actual observations were used to evaluate PALS concurrent
validity and to assess the degree to which accepting a mode and
practicing it are congruent.

The reliability of PALS was established by the test-retest
method. This measure of the stability of an examinee’s perfor-
mance on the instrument was conducted after Phase 2 of the
field~testing with a group of 23 adult basic education practition~
ers in Chicago. The same form of the instrument was
readministered to these practitioners after a 7-day interval, and
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their scores were compared by means of a Pearson correlation.
The research design also controlled for social desirability and
congruency of item interpretation by practitioners. A social
desirability score was calculated for each item by having those
who scored two standard deviations either above or below the
mean in Phase 2 of the field-testing judge the desirability in
other people of the trait described in each item. A nine point
scale was used (Edwards, 1957, p. 48), and mean scores were used
to calculate each item’s social desirability value. During the same
visitation, these practitioners were interviewed to ascertain their
interpretations of 10 randomly selected items from the instrument.

Findings

Interpretative and statistical data were gathered which estab-
lished the reliability and validity of PALS. The construct validity
of PALS was established by the testimony of two juries. Each
jury reviewed the items, made suggestions for improving the
items, and judged the type of action inherent in each item. The
input from the local jury was used to revise items, and the testi-
mony of the national jurors was used to compute the statistical
values for the construct validity of PALS. At least 78% of the
national jurors ruled that each item’s concept was congruent with
adult education learning principles associated with the collabora-
tive mode. Likewise, the majority of the national jurors concluded
that the positive items in PALS were associated with initiating
actions and the negative items with responsive actions. In addi-
tion, the national jurors suggested minor rewordings to strengthen
the validity of weak items.

The content validity of PALS was established by field-testing.
In Phase 1, 43 practitioners at three different sites were tested.
Data from item analyses and information from group discussions
were used to improve the instrument after each testing. Informa-
tion gathered during this phase of the field-testing was used to
greatly refine the instrument.

In Phase 2, the same form of the instrument was administered
to 57 practitioners in diversely different full-time programs. The
scores from these field-tests were used to assess the content val-
idity of each item. The Pearson correlations calculated to evaluate
the relationship between each individual item and the criterion
measure of total score indicated that 25 items were significant at
the .001 level, eight at the .01 level, seven at the .05 level, and
four at the .10 level. Of these 44 acceptable items (see Appen-
dix), 24 were positive and 20 were negative.
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Criterion-related validity was confirmed by comparing the
scores on PALS to the Flanders Interaction Analysis Categories
(FIAC). Both instruments measure initiating and responsive
actions. Eighty percent of the available group that had scored two
standard deviations either above or below the mean on PALS
were observed, and their classroom behaviors were evaluated by
means of the FIAC. Pearson correlations between PALS and each
of the three possible FIAC ratio scores of teacher response ratio
(TRR), teacher question ratio (TQR), and pupil initiation ratio
(PIR) showed a positive correlation of .85 (TRR), .79 (TQR), and
.82 (PIR). These high correlations statistically confirmed that
PALS consistently measures initiating and responsive constructs
and that PALS is capable of consistently differentiating among
those who have divergent views concerning these constructs.

The FIAC ratio scores also confirmed the existence of a high
degree of congruency between professing to support a teaching-
learning mode on PALS and actually practicing behaviors
characteristic of the mode in the classroom. Chi square scores for
the three FIAC ratio scores for the group which scored two stan-
dard deviations above the mean on PALS were significant at the
.001 level. Two of the chi square scores for the low scoring
group were significant at the .05 level. The teacher response ratio,
however, was not statistically significant. This ratio is an index of
the teacher’s tendency to react to the ideas and feelings of the
student, and it is possible that this ratio was inflated for both
groups by the large amount of individualized learning practiced in
the observed adult education classrooms.

The reliability of PALS as a stable measure for measuring the
degree of an adult education practitioner’s support of the
collaborative mode was established by the test-retest method using
the final 44—-item form of PALS. The Pearson correlation for the
23 practitioners in the sample group yielded a reliability coeffi-
cient of .92.

A social desirability score was calculated for each item in
PALS. Items with a rating of 2.0 or less were considered to be
nonneutral and judged as socially desirable. Nine items were rated
as socially desirable. Since eight of the items (6, 8, 12, 14, 25, 27,
30, and 31) had high content validity values and since the social
desirability literature lacks definitive research findings, these items
were retained in the instrument with the caution to potential
users to consider the implications of these eight ratings before
implementing the instrument.

Individual and small group interviews were conducted with the
practitioners who were observed to determine the congruency with
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which the items were interpreted. By means of open ended ques—
tions, the practitioners were asked to express their interpretation
of the item’s content and to clarify terms or concepts which they
introduced into the discussion. As a result of these interviews, it
was concluded that each of the participants had interpreted each
of the items in the intended manner.

Since its development, PALS has been used in several training
sessions and in two research studies, The analysis of 477 addi-
tional cases indicates that the descriptive statistics produced by
this study are stable and can be used for interpreting individual
scores on PALS. In a staff development needs study, Dinges
(1980) tested 265 adult basic education teachers in various sections
of Illinois with the instrument. Investigating the relationship
between managerial style and support of the principles in the
adult education literature, Pearson (1980) administered PALS to 99
training directors in American Society of Training Directors chap-
ters in northern Iilinois and southern Wisconsin. In addition, 113
scores were collected from Texas adult education practitioners in
the areas of adult basic and allied health education. As the data
in Table 1 indicates, the descriptive statistics for each of these
groups, which represent a broader sampling of the adult education
community than the pilot group, are similar to those produced in
the original study. Table 2 indicates that an analysis of variance
showed no significant differences between the scores of those in
the original groups and the scores of those in the subsequent data
gathering groups (p = .34). This lack of difference and the
similarity between the mean and standard deviation score for the
total of all four groups and the pilot group indicates that the
norm for the instrument should be a mean of 146 and a standard
deviation of 21.

The analysis of the data gathered from the additional samples
further substantiates the content validity of each of the items in
the final form of PALS. Pearson correlations between an individu-
al’s total score and the degree to which each item contributed to
that total score indicate that all items are statistically significant
(p = .001) and that each item contributes to the overall
discriminating power of the instrument. Follow-up research and
practitioner evidence, thus, support the descriptive statistics and
content validity of the original study creating PALS.

Discussion

This study produced a reliable and valid instrument. It is
rooted in the adult education learning principles of the established
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Table 1
Mean and Standard Deviation
of Group Scores on PALS

Group Size Mean SD

Original Sample 57 145.60 22.14

Training Directors 99 148.76 22.30

Texas Adult Educators 113 143.74 19.95

Illinois ABE Teachers 265 145.14 19.96

Total 534 145.57 20.65
Table 2

Analysis of Variance Between
QOriginal Sample and Subsequent PALS Scores

Source df SS MS F
Between Groups 3 1,430.94 476.98 1.119°
Within Groups 530 225,893.50 426.21

Total 533 227,324.44

p = .34

literature and is capable of identifying the degree to which
practitioners support and adhere to the collaborative teaching-
learning mode. This 44-item summated rating scale has potential
uses in empirical studies and as a diagnostic tool for those with
definitive philosophical views concerning the collaborative mode.
PALS can be used in empirical studies to assess the credibility
of the theories professed in the literature. If the collaborative
mode is as appropriate for helping most adults to learn as its
proponents claim, then learners exposed to this mode should show
significant learning gains. Empirical studies to test the effect of
the collaborative mode on student achievement can be designed
with PALS serving as the instrument for identifying the
experimental and control groups. These studies could examine the
relationship of the teaching-learning mode to such variables as
learning orientations, cognitive styles, most appropriate degree of
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applying the various concepts in the literature, and situational fac-
tors. These situational factors could include subject matter, instruc—
tional objectives, learner goals, and educational settings such as
programs for General Educational Development testing, English as
a second language, adult basic education, or competency—based
education. If positive relationships are found, PALS could then
serve as the mechanism for the compatible matching of distinctive
teaching styles with specific learning styles and situations.

PALS could have numerous diagnostic uses by those who have
a firm philosophical commitment to the principles of the
collaborative mode. It could serve as a tool for targeted staff
development by uncovering cluster areas of concepts around which
inservice training activities could be planned for either group ses—
sions or individualized learning projects. PALS could also serve as
an assessment ‘tool for indicating to learning resource directors
needed areas for collecting materials. For an administrator, PALS
could serve as a personal professional development assessment tool
and as a tool for identifying areas of commonalities and differ-
ences concerning views on teaching methods between him/her and
the staff. In addition, the learning principles in PALS could be
compared to the literature from either child or adolescent educa-
tion to factor out possible generic principles applicable to learning
regardless of age.

Summary

PALS is a reliable and valid 44-item instrument which can be
completed rapidly. Its reliability was established by means of test-
retest. Construct validity was confirmed by a national jury of
adult education professors. Content validity was established
through field-testing in full-time public school programs.
Criterion-related validity was confirmed by identifying the initiat-
ing and responsive actions in the items in PALS and then by
comparing scores on PALS to scores on the Flanders Interaction
Analysis Categories. In addition, the variables of social desirability
and congruency of item interpretation were examined.

PALS has potential empirical and field use. It might serve as
the measurement device for segregating experimental and control
groups in a wide variety of research studies related to learning
efficiency in specific teaching-learning modes. Also, since the
instrument consolidates many learning principles widely advocated
in the literature, it might be used in several ways by practition—
ers.
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Footnotes

"Local Northern Illinois University jury members were Drs. P.
Cunningham, J. Niemi, and R. Smith
*National jury members were Drs. G. Aker, G. Darkenwald, D.
Dutton, M. J. Even, S. Grabowski, M. Knowles, A. Knox, I
Peters, K. Rockhill, and D. Seaman.
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Appendix
Principles of Adult Learning Scale®

No.

Positive Items

L

14.
15.
17.
18.
22,
23.
24,
25.

28.
3L

32.
34,

35.

36.
39.

I allow students to participate in developing the criteria for
evaluating their performance in class.

I allow older students more time to complete assignments
when they need it,

I help students diagnose the gaps between their goals and
their present level of performance.

I participate in the informal counseling of students.

I arrange the classroom so that it is easy for students to
interact.

I plan learning episodes to take into account my students’
prior experiences.

I allow students to participate in making decisions about the
topics that will be covered in class.

I use different techniques depending on the students being
taught.

I encourage dialogue among my students.

I utilize the many competencies that most adults already poss—
ess to achieve educational objectives.

I accept errors as a natural part of the learning process.

I have individual conferences to help students identify their
educational needs.

I let each student work at his/her own rate regarless of the
amount of time it takes him/her to learn a new concept.

I help my students develop short-range as well as long-range
objectives.

I allow my students to take periodic breaks during class.

I plan activities that will encourage each student’s growth
from dependence on others to greater independence.

I gear my instructional objectives o match the individual
abilities and needs of the students.

I encourage my students to ask questions about the nature of
their society.

I allow a student’s motives for participating in continuing
education to be a major determinant in the planning of
learning objectives.

I have my students indentify their own problems that need
to be solved.

1 organize adult learning episodes according to the problems
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that my students encounter in everyday life.

42, 1 use different materials with different students.

43. I help students relate new learning to their prior experiences.
44, 1 teach units about problems of everyday living.

No. Negative Items

2. I use disciplinary action when it is needed.

4. I encourage students to adopt middie class values.

6. I provide knowledge rather than serve as a resource person.
7. 1 stick to the instructional objectives that I write at the

o

11
12.

13.

16.
19
21.
26.

27.

beginning of a program.

I use lecturing as the best method for presenting my subject
material to adult students.

I determine the educational objectives for each of my stu-
dents.

I plan units which differ as widely as possible from my stu-
dents’ socio—-economic backgrounds.

I get a student to motivate himself/herself by confronting
him/her in the presence of classmates during group discus—
sions.

I use one basic teaching method because I have found that
most adults have a similar style of learning. ’

I use written tests to assess the degree of academic growth
rather than to indicate new directions for learning.

I use what history has proven that adults need to learn as
my chief criteria for planning learning episodes.

I maintain a well disciplined classroom to reduce interfer—
ences to learning.

I avoid discussion of controversial subjects that involve value
judgements.

I use methods that foster quiet, productive deskwork.

I use tests as my chief method of evaluating students.

I avoid issues that relate to the student’s concept of
himself / herself.

I give all students in my class the same assignment on a
given topic.

I use materials that were originally designed for students in
elementary and secondary schools,

I measure a student’s long term educational growth by
comparing his/her total achievement in class to his/her
expected performance as measured by national norms from
standardized tests.
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41, 1 encourage competition among my students.

3Those taking PALS are asked to respond to the way they most fre-
quently practice the action described in the item, Their choices are
Always, Almost Always, Often, Seldom, Almost Never, and Never.
If an item does not apply to them, they are instructed to select
Never. For positive items, the following wvalues are assigned:
Always = 5, Almost Always = 4, Often = 3, Seldom = 2, Almost
Never = 1, and Never = 0. The values are reversed for the nega-
tive items. Omitted items are assigned a neutral value of 2.5. An
individual’s score is calculated by summing the value of the res-
ponses to all items.
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ADULT LITERACY and BASIC EDUCATION

UNDEks. ANDING THE ESL LEARNER: LANGUAGE,
CULTURE, AND PERSONALITY DEVELOPMENT

RALPH C. DOBBS
VICTORIA RIBACK-WILSON

Abstract

Teaching English to speakers of other languages is more
than literacy education. Recent studies have indicated that
cultural influences and personality development are primary
factors to consider in creating a favorable climate for learn-
ing in a classroom with English as a second language (ESL)
participants. This article details some of the problems and
characteristics shared by many ESL learners and explores
approaches which have been found most successful in break-
ing down learning barriers and in helping nonnative-speaking
adults become acculturated without sacrificing their national
or personal identities.

Intreduction

The increasing number of refugees, immigrants, and interna—
tional families arriving in the United States has greatly enlarged
the awareness among educators of the need for special classes
designed to teach English to speakers of other languages. Teachers
of adult basic education and literacy in even the smallest commu-
nities are no longer surprised to find non-English-speaking adults
in their classes or at being asked to teach a complete class in
English as a Second Language (ESL). Nevertheless, the initial
reaction is still far too often one of panic. It is the purpose of
this article to help reduce that feeling by alerting teachers to
some of the similarities and differences between an American
class and one for nonnative speakers.

RALPH C. DOBBS is a professor and director of the Graduate
Studies Program in Adult Education at the University of Missouri-
Columbia.
VICTORIA RIBACK-WILSON is a teacher of English as a Second
Language.
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