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Abstract
This chapter traces how the common threads in the conceptions of citizenship shared by a contemporary sample of adult second language learners relate to the tensions between traditional ethnic-cultural-linguistic models and more recent legal-political-economic framing of citizenship within the nation-state. The perceptions of citizenship exhibited by the learners under study, twenty-five Punjabi-speaking immigrants to Canada enrolled in a government-funded program, have more in common with emerging legalistic framings of citizenship than the traditional normative conceptions found within the most important curriculum and assessment documents in this context.

Introduction

This chapter traces how the common threads in the conceptions of citizenship shared by a contemporary sample of adult second language learners relate to the tensions between traditional ethnic-cultural-linguistic models and more recent legal-political-economic framing of citizenship within the nation-state. As shall be demonstrated below, the perceptions of citizenship exhibited by the learners under study, twenty-five Punjabi-speaking immigrants to Canada enrolled in a government-funded program, have more in common with emerging legalistic framings of citizenship than the traditional normative conceptions found within the most important curriculum and assessment documents in this context.

Theoretical Background

Citizenship has been a problematic concept since modern Citizenship Theory (CT) emerged as a distinct field with the publication of T. H. Marshall's Citizenship and Social Class (1950). Marshall noted that national citizenship formally confers equal status to all members of particular societies but stands independent of the inequalities of class. While granting the legal right to possess and act in unlimited ways, modern citizenship does not provide any concrete means of realising these rights. So, while the right to property is rather ubiquitous in modern democratic states, the right to gainful employment is rare. In this way, Marshall (1950) contended, citizenship promotes and obscures the inequality of class.

            Since Marshall, citizenship theory has moved into a deeper concern with group rights that has been informed by the identity politics. Not uncoincidentally, the field has had to contend with the emerging forces of globalization and intense migration. These forces are quickly reshaping most nation-states throughout the world into either actual or formally recognized multicultural and multilingual entities (Favell, 2001; Fulford, 1993; Guiraudon & Joppke, 2001; Spencer, 1997). 

            Although some scholars in citizenship theory have predicted the end of citizenship in an age of globalization (Falk, 2000), many other scholars (Boli & Thomas, 1999; Campbell & Rew, 1999; Mathews, 2000) have declared that citizenship is now acquiring a transnational dimension that might even eventually replace its old ties to exclusive territoriality. Some of this new scholarship is recasting citizenship as a form of caring (White & Hunt, 2000), peoplehood (Smith, 2001), or in special reference to class (Crow & Longford, 2000), gender intimacy (Plummer, 2001) or queer theory (Seidman & Alexander, 2001). 


Language Policy (LP) scholarship has also had to grapple with the complex interrelationships between the state and the individual. As Ricento (2000) has noted, the efforts of early scholars within language policy and planning tended to view languages as ideologically neutral resources tied to the desire to help effect national unity and industrial modernisation. Current LP scholarship, however, has shifted to a greater focus on the importance of linguistic human rights (Phillipson & Skutnabb-Kangas, 1995), ecological principles (Fettes, 2000), and the interrelationships between globalisation, second language teaching and imperialism (Block & Cameron, 2002). 

What is common to the emerging scholarship in both of these two fields is how subjectivity is viewed as the construction of identity, a far more nuanced and non-unitary concept than those employed in previously dominant psychological or sociological paradigms. The concept of identity has become closely connected to post-structuralist concerns associated with the multiplicity of elements that make up the individual and has come to enjoy a central place in sociological theory (Giddens, 1995). As early as in 1958, in fact, the eminent social psychologist and historian Helen Merrell Lynd observed that “the search for identity has become as strategic in our time as the study of sexuality in Freud’s” (1958; p. 14).

        
Within emerging critical discourses found in the field of second language education (SLE), Norton (2000) constructs an alternative to notions of acculturation using identity in its critical and post-structural sense. She depicts individual subjectivity as non-unitary and diverse in order to build a concept she has termed investment, a notion that explicitly draws on Bourdieu's concept of cultural capital. Investment characterises the often ambivalent way in learners make the decision as to whether or not the target language is worth investing time and effort in acquiring. 


The impact of Norton’s work (2000) is clear evidence that SLE has started to shift towards a better understanding of the literature related to sociological paradigms (Block & Cameron, 2002) and a break with an over concern with influences from motivational psychology. Much of this literature revolves around how personality is shaped through interaction with others, a principle first explored in depth by Cooley, who believed that the chief goal that people have is to construct a desired place in the thoughts of others, a concept he called the looking glass self . Giddens (1995) contends that Mead developed Cooley's insights into what he called the generalized other, in which we make generalized assumptions or predictions about how other people perceive us. Mead's insights, in turn, influenced Goffman's notion of dramaturgical social behavior, which explores the notion that people are social actors, Foucault's insights into how dominant cultures appropriate and control others, and Said's contention that western perceptions of Islam has been a process of constructing the Other. Giddens (1995) also contends that Mead's work, largely through Dewey's emphasis on the regulatory function of the imagined reaction of others, has also exerted a strong influence on educational theory. 


Using identity theory, it is clear that the citizen is no longer a static and unitary figure who has a highly individualistic relationship with the state. The citizen is increasingly being viewed theoretically as a multifaceted figure with complex allegiances to various identity groupings within the state (or even to a multiplicity of states). It remains to be seen whether or not current scholarship is coming to grips with Marshall’s (1950) original concern with the manner in which citizenship obscures inequalities of class. What is very clear, however, is the way in which citizenship, language policy and second language theorists have moved away from traditional normative conceptions based on ethnic, cultural or linguistic models to those that are legalistically-based. In other words, a citizen of a particular nation-state is someone who embraces its legal rights and responsibilities, not someone who exhibits person traits consistent with what is perceived to be normal or average.         

Canadian Second Language Policy
As is evidenced in a perusal of official websites (Citizenship and Immigration Canada, 2006), the Canadian government often highlights the fact that the nation recognises the importance of high levels of immigration. Individual Canadians do indeed seem to be generous and welcoming to immigrants, as is shown in polling (Migration News, 2002). However, these tendencies should not mask the fact that the national government’s policy developers support high levels of immigration primarily because this is vital to their perception of Canada’s long-term economic and political interests. 


I have written at length elsewhere (Fleming, 2007) about the multitude of forces that have shaped Canadian second language policy and programming. Historically, economic forces have been the most important of these. This is still true today, as one sees that in recent years, demographic trends and economic imperatives have encouraged the federal government to dramatically increase levels of immigration.


In the 1990’s it became apparent that the Canadian labour force and tax base were declining to such a degree that it threatened the pensions and other state supports, such as state-run medical insurance, for the baby-boomers born just after the war. To answer that threat, significant increases in immigration were inaugurated (Knowles, 2000). 

            In recent years, Canada has increased its immigration targets to between 220,000 and 245,000 newcomers annually. Immigrants now account for over 70% of the total national labour force growth. If current trends continue, immigration will account for 100% of total labour force growth within ten years and all population growth by 2031 (all figures, Citizenship and Immigration Canada, 2002a). The government’s ability to account for expansion or inflation will thus soon be totally dependent on immigration.

            It is important to note that these new immigrants increasingly tend to come from countries where the dominant language is neither English nor French. In recent years, up to 43% of all immigrants arriving in Canada have not been able to speak either official language beyond a marginal level. There have also been changes in the ethnic origins of immigrants. In 1966, 87% of all immigrants to Canada were from Europe. Today, 80.3% of all immigrants originate from Asia and the Pacific, Africa, the Middle East, and South and Central America. The need for adult language education is also clear, given the fact that over 70% of all immigrants to Canada are adults (all figures, Statistics Canada, 2003). Multiculturalism is a social fact in today’s Canada, and not simply an aspect of government policy.

            Canada obtains the full financial benefits of immigration only if newcomers can participate in the fabric of the nation’s economic life. The crucial importance of adult English as a Second Language (ESL) programming for the integration of newcomers has been acknowledged in a plethora of teaching materials and curriculum guidelines (Ilieva, 2000), government policy documents (Citizenship and Immigration Canada, 2002a), and the academic literature (Wong, Duff & Early, 2001). 


Ever since the 1990 Immigration Plan (Citizenship and Immigration Canada, 1990), federal language policy has stressed the importance of linking English programming with newcomer integration within English speaking parts of the country. In the most recent Report to Parliament tabled by the Minister of Citizenship and Immigration Canada (Citizenship and Immigration Canada, 2006c), for example, English training programs “provide basic language training to adult newcomers… aimed at facilitating social, cultural and economic integration into Canada”. Citizenship is the ultimate goal of this process of integration since, as this same document notes, it “signifies full participation in Canadian life”. In this way, official government policy links English language training and citizenship preparation.

The Canadian Language Benchmarks
The Canadian Language Benchmarks 2000: ESL for Adults (Pawlikowska-Smith, 2000) (CLB) is the most important national assessment document within the Canadian adult ESL context. It does nothing less ambitious than attempt to describe the full range of English language proficiency (from beginning to full fluency) as represented in elaborate sets of pedagogical tasks. 


The CLB is an official instrument of Canadian adult ESL policy implementation, as is attested to by the fact that its implementation is overseen by the Centre for Canadian Language Benchmarks (CCLB), a non-profit organization funded by the federal government, and the fact that its development was the result of a painstaking process of consultations and draft formulations facilitated by federal agencies (Norton Pierce & Stewart, 1997). One government document goes so far as to state unequivocally that “newcomer language training is based on the Canadian Language Benchmarks” (Citizenship and Immigration Canada, 2003).


Even though the author states in its introduction that the CLB is “not a curriculum guide” (Pawlikowska-Smith, 2000, V111), she does say, in the very next paragraph, that the CLB does describe “what adult ESL instruction should prepare adult ESL learner to do”. Thus, the CLB quite clearly sets up tasks which learners are meant to perform in order to advance to the next level of instruction. Teachers, as the document plainly states in no uncertain terms, are expected to organize learning opportunities for the successful completion of these tasks. To my mind, the claim that the CLB is not meant to inform curriculum development (or even testing) is rather dubious. As Fox and Courchene (2005) point out, 


although the CLB is neither a curriculum or test according to its developers, 
providing details regarding text length and sample tasks leads anyone using the 
document to use these as guidelines for task development. (p. 13)


This point is reinforced by a study of LINC teachers recently conducted by Haque and Cray (in press), in which their respondents confirmed that the CLB was something they could not ignore as a set of reference points for curriculum development. 


Why is this an important point to make? If practitioners use the CLB as a set of guidelines to inform pedagogical choices, as the above quote indicates, then the sample tasks the document provides is of crucial importance in determining classroom content. In effect, given the official nature of the CLB, the document officially sanctions content found within the sample tasks they provide. Content not included in the sample tasks will thus not enjoy official sanction. This latter content, while not prohibited (depending on the pedagogical situation), will not be privileged or necessarily emphasized. As many scholars have pointed out, what is excluded from curriculum documents tells us as much about what is intended in a pedagogical situation as what has been included.  The content, both included and excluded, of the sample tasks tells us a great deal about how the framers of the CLB view English language newcomers to Canada and what ESL teachers should teach them. The CLB specifies what should be given priority in terms of English language training and, in view of its official character, represents itself as an instrument of national language policy.


The Canadian Language Benchmarks 2000: ESL for Adults (Pawlikowska-Smith, 2000) is made up of over 200 compact pages. The bulk of the document consists of the actual benchmarks, arranged in 12 levels, from basic English language proficiency to full fluency. It is on these pages, naturally, that my attention was focused. 


The preface and introductory chapters provide an interesting segue into the rest of the text. In an obvious reference to the original policy initiatives that gave rise to the CLB, the Board of Directors for the CCLB make use of the preface to tell the fictional story of a 25-year old immigrant from Indonesia who is confused about how his English level had been assessed by his previous school when he changes institutions. According to the preface, this situation is occurring less and less frequently. In addition, so the preface emphasizes, immigrants are now able to refer to the CLB in such high stakes situations as demonstrating their English language ability to employers and to gain entrance to educational institutions. This shift is described by the authors of the preface as no less than a “revolution.”


Even more tellingly, the preface also states that, thanks to the CLB, learners will be able to “plot out for themselves, in advance, their own paths of language learning to attain their goals” (p. v). This is an important point. If learners can predict how their learning will progress upon entrance into the “CLB movement” (as the preface characterizes programs that have adopted the Benchmarks), then is this document not more than simply a description of the English language at a particular level of proficiency? Leaving aside the problem of whether “one size fits all,” does this document not now become a set of learning objectives meant to inform curriculum development?


This ambiguity continues into the text’s introduction, which says that the Benchmarks are “a national standard for planning second language curricula for a variety of contexts” (p. viii), while stating categorically that it is “not a curriculum guide: they do not dictate local curricula and syllabuses” (p. viii). The document even attempts to “have its cake and eat it too” in terms of methodology. Even though the author states that the CLB is “not tied to any specific instructional method” (p. viii), the introduction emphasizes the need for instructors to adhere to common hallmarks of the communicative approach (Brown, 2001): learner-centered instruction, task-based proficiency, and communicative competency. 


Personally, I have no argument with intelligent and nuanced applications of the communicative approach. However, putting aside the long-standing ambiguous use in the field of such terms as approach, philosophy and method (Stern, 1983), I think that it is important to note that the CLB does, in fact, imply that teachers should adopt a particular way of approaching curriculum planning. This implication becomes explicit in the other documents that I discuss below.


The bulk of the content found in the actual Benchmarks is arranged for each level in a series of matrixes that correspond to the four language skills. Each of the benchmarks found within the CLB contains a general overview of the tasks to be performed upon completion of the level, the conditions under which this performance should take place, a more specific description of what the learner can do, examples, and criteria that indicates the task performance has been successful. These are complex matrixes, as one might expect from a document purporting to describe English language proficiency from basic competency to fluency. I do not intend to provide the reader with any more detail as to the general nature of the document as this would be outside of my purposes. Let me therefore turn to the matter at hand: an account of the language descriptors in which elements pertaining to citizenship are found.


 Unfortunately, there aren’t many. In the entire document, there are only three references that I consider being associated with citizenship. These are: "understand rights and responsibilities of client, customer, patient and student" (p. 95); "indicate knowledge of laws, rights, etc." (p. 116); and "write a letter to express an opinion as a citizen" (p. 176). 


It is very disappointing to see such a small number of references to citizenship in such an important document and, in many ways, it is very revealing to note what is missing. The word "vote", for example, does not appear in this, or in any of the other documents I examined. This is odd, given the fact that the language skill for the physical act of voting requires (at least in Canada) simply marking a box against a name of a person and a political party in a voting booth. At the very highest levels, at the point at which one is writing research papers at universities, there are general references to developing opinions about current events, writing letters to the editors of newspapers and participating in meetings. 


So, what is the implication here? Does the document imply that one must have extremely high English language skills to exercise one's voting rights as a citizen? Does it imply that opinions not expressed in English have little value?  Or does it imply that voting is an activity that does not warrant much engagement with the community outside one’s first language group? 


In addition, issues related to trade unions and collective agreements are only mentioned twice (again, at the stage at which one is able to write research papers). Labor rights, such as filing grievances, recognizing and reporting dangerous working conditions were nonexistent in the document. Employment standards legislation, such as minimum wage legislation is mentioned only once and again at a relatively high benchmark. At the same time, however, a lot of space in the document was devoted to participating in job performance reviews, giving polite and respectful feedback to one's employer, and participating in meetings about lunchroom cleanliness.


It is also disconcerting to note the limitations placed on these few references to citizenship and the manner in which they have been couched. Only one of the three quotes above (writing a letter) provides a view of citizenship as active engagement (albeit fairly limited). The other two are decidedly vague, passive and intellectual (understanding or indicating knowledge). There is no content linking collective action, group identity, debate, or investigation to citizenship rights. 


It would also appear that the document views English language learners as having rights and responsibilities that pertain primarily to being good consumers. In the first example above, for instance, the learner is to understand one’s rights and responsibilities as a “client, customer, patient and student” (p. 95), but not as a worker, family member, participant in community activities, or advocate. As I discuss below, workers’ rights were some of the major concerns of the learners I interviewed. Many of the respondents complained about how they were consistently denied overtime pay, access to benefits, forced to work statutory holidays, fired without cause, or the like. However, in the CLB there are no references to understanding standards of employment legislation, workers compensation, employment insurance, safety in the workplace, or any other work related provision. However, there are plenty of references within the document about shopping and consumerism.


I did not limit my analysis to the CLB. In light of the controversy as to whether or not the CLB can be described as a curriculum document, as discussed above, I decided to consider all related publications that enjoy some form of official status. Accordingly, I examined all fourteen of the official publications produced by the CCLB and listed on their website (Centre for Canadian Language Benchmarks [CCLB], 2007), reasoning that these publications, by virtue of their appearance on this website, held official status in this context. Upon examination, six of these publications were found to be simplified versions of the principle documents (such as posters and checklists) that contained no additional content. They were thus rejected for consideration. As a result, the eight documents listed below were selected for examination. These documents were:

· The Canadian Language Benchmarks 2000: Theoretical Framework (Pawlikowska-Smith, 2002a);

· The Canadian Language Benchmarks 2000: English as a Second Language for Adults (Pawlikowska-Smith, 2000);

· The Canadian Language Benchmarks 2000: ESL for Literacy Learners (Johansson, et al., 2002);
· The Canadian Language Benchmarks 2000: A Guide to Implementation  (Holmes, Kingwell, Pettis & Pidlaski, 2001);

· Summative Assessment Manual - SAM (volumes 1 and 2) (Pawlikowska-Smith, 2005);
· The Canadian Language Benchmarks 2000: Additional Sample Task Ideas (Pawlikowska-Smith, 2002b);

· Developing an Occupation-Specific Language Assessment Tool (CCLB, 2004);

· Integrating CLB Assessment into your ESL Classroom (Holmes, 2005).


Space here does not allow me to provide a full discussion of each of these documents in detail. Some of the related documents, especially the Additional Sample Task Ideas (Pawlikowska-Smith, 2002b) do mitigate some of these shortcomings in the principal document. What is important to note, however, is that while there some of the documents do develop citizenship content slightly more fully than the CLB itself, none significantly address the weaknesses found in the principal document. In my estimation, there are fundamental flaws in all of these documents, when taken as a whole. Actively participating as full citizens is still limited to the very highest levels of English language proficiency and there is a tendency in all of the documents related to the CLB to represent learners as somewhat isolated and passive.



It should be noted that I examined hundreds of other documents and texts found in an extensive database of resources kept (but not vetted by) the CCLB (CCLB, 2007). These documents included lesson plans, commercially-produced texts, curricula produced by educational bodies receiving government funding, and descriptions of recommended teaching practice by teacher trainers. Some, such as On Target (Mitra, 1998), and The LINC 1- 5 Curriculum Guidelines (Toronto Catholic District School Board, 1999), enjoyed wide usage. An on line search of the CCLB database (CCLB, 2007) revealed that citizenship was a topic that was treated by some of the documents found within it.  However, having a document included in the database is simply a matter of notifying the CCLB web master. Therefore, given the fact that the CCLB in no way endorsed any of these documents found in its database, I could not determine which of the hundreds I considered truly reflected official policy. 


Of special note, in terms of how difficult it is to determine the official character of CLB documents, is the Toronto Catholic District School Board’s (2000) LINC 1 - 5 Curriculum Guidelines. The official character of the Guidelines is suggested by its endorsement by the Ontario Council of Agencies Serving Immigrants on its settlement.org web site (OCASI, 2007) and the fact that the document is distributed free of charge to LINC programs in Ontario by the provincial branch of Citizenship and Immigration Canada. This document presents a different model of what citizenship could mean to adult immigrants in that it emphasises voting rights and active participation in community life. However, there was no explicit policy statement that I could discover in official government documents about its official status. 


Taken as a whole the CLB and its related official documents tend to describe being Canadian in terms of normative standards, including various forms of social behavior, which tended to imply the existence of a dominant and singular culture to which second language learners have to conform. As Young has said about similar curricula in the general education context in Canada, it would seem that these national documents could be interpreted as helping to maintain “the dominance of some social identity (a certain patriarchal Englishness) against and under which… all others are subordinated” (1984, 10- 11).

A Sample of ESL Learners
As part of a study examining the attitudes and immigrant experiences of Punjabi-speakers living in a Vancouver suburb, I interviewed twenty-five adult ESL learners about their conceptions of Canadian citizenship.

Punjabi-speakers have historically been subject to discriminatory and restrictive practices embedded in Canadian immigration policy. In ways that were similar with the experiences of Chinese immigrants, and very different from those coming from Europe, male Punjabi newcomers were often forced to leave their families behind in order to seek better-paying employment in their new country (Dhillion, 2001, McGillivray, 2000, Sanga, 1999, Singh, 2001). Punjabi speakers living in British Columbia numbered less than 3000 up until 1907 (Redway, 1984). In 1907, a series of measures further restricted Asian immigration to British Columbia and severely limited the rights of those already in the province. These immigrants were denied the vote and bared from a number of professions up until 1947 (Sandu, 1972). According to the last census (Statistics Canada, 2003) there are 201,785 Punjabi speakers in Canada as a whole. Among the non-official languages, (neither English or French) only Chinese, Italian, and German are spoken more significantly nationally. The Punjabi-speaking community is the second largest and fastest growing immigrant group in British Columbia, where the vast majority of its members live. The neighbourhood from which these students were drawn, has the highest concentration of Punjabi speakers in Canada, where they make up one out of every three of the neighbourhood’s 91,000 residents.


This study concentrated on working-class Punjabi-speaking adult learners attending the evening ESL classes provided by the local public school district. This research was qualitatively-based and employed semi-structured interviews as the principal method of data collection, fitting well into the case study tradition as defined by Creswell (1997). Based on a broader sampling of ESL learners at the site derived from a questionnaire previously administered with 114 respondents, a set of preliminary start questions were determined in-depth interviews of 25 participants. After preliminary questions focusing on the context of their immigrant experiences, the participants were polled on the way in which they defined citizenship. All those Punjabi speakers who volunteered at the site were interviewed and exhibited a wide variety of backgrounds, English language proficiency, and gender. All had working class occupations and were recent immigrants to Canada. Each was given the opportunity to make use of translators. 



In terms of the challenges these immigrants faced, clear themes emerged from the data. Without exception, the students talked about the difficulties that they had experienced both in terms of communicating in English and obtaining gainful employment. In order to provide the context for their subsequent comments about citizenship, I have summarised the common threads within the themes, listed in order of frequency of mention, as follows:
1. Communicating in English in the wider society was often described by the students as difficult but not always necessary for daily life;

2. Learning English was seen as an important part of integrating into the larger Canadian society;

3. The students made strong links between learning English and obtaining better employment;

4. Family goals often took precedence over individual goals;

5. Most of the students strongly emphasized the importance of maintaining their first language and culture;

6. All the respondents volunteered the view that the classes they had attended were good, especially in the way that their classes helped them integrate into Canada;
7. Some students said that they had faced or were aware of various forms of discrimination since coming to Canada;
8. Women experienced immigration in ways that were different from men.


More central to my discussion, however, are the remarks these respondents made specifically about citizenship. These represent my core findings. The themes that emerged in this regard are as follows:
1. Becoming Canadian was a major shift in identity for most of the participants that involved a strong commitment to their new nation;

2. Access to citizenship rights was seen by the vast majority as a key element in how they referred to what it means to be a Canadian and contrasted this to their experiences in India. They most often talked about the right to meaningfully participate in the political process;

3. Multiculturalism was viewed as an essential aspect of Canadian life by most;

4. Respecting the rule of law was seen by most as the central responsibility of citizenship;

5. Several participants said that morality was related to being Canadian;

6. Several participants stressed instrumental purposes in obtaining citizenship;

7. Most noted that fluent command of English was not necessary to becoming an integrated Canadian.


The data makes it clear that becoming Canadian involved a major shift in identity for almost all of the participants, who noted that access to citizenship rights was a key element in how they referred to citizenship in their new nation state. They spoke most strongly about the right to meaningfully participate in the political process and contrasted their hopes to their experiences in India. Multiculturalism was viewed as an essential aspect of Canadian life that conferred real benefits to them. In addition, respecting the rule of law was seen by most as the central responsibility of Canadian citizenship. Some participants said that morality was related to being Canadian and a few participants stressed instrumental purposes in obtaining citizenship. However, these two latter groups, who evaluate citizenship in somewhat opposite ways, were definitely in the minority. Finally, it is clear that only a few of the respondents believed that fluent command of English was necessary to becoming an integrated Canadian.

Conclusion

This study has established that there are significant gaps between the principal national assessment and curriculum documents used for adult ESL programming and the views expressed by the learners polled through this research in terms of how citizenship and being Canadian are conceptualized. The participants in this study spoke of being Canadian predominantly in terms of citizenship rights, multicultural policy and the obligations of being citizens. The official national assessment and curriculum documents I examined, however, rarely referred to citizenship in these terms. Instead, they tended to approach Canadian-ness in terms of normative standards, including various forms of social behavior, which could be taken to imply the existence of a dominant and singular culture to which second language learners have to conform. When material pertaining to citizenship was covered in these documents, it tended to be contained only within the higher levels of English language proficiency. These documents thus implied, in how they were organized, that citizenship rights and responsibilities are appropriate only for those learners with exceptionally high abilities in English.

Globalisation was a force with which to be to be reckoned in this context. Not a few of the students in this study indicated that they were deeply loyal to both their new and former countries. Some went so far as to say that they regarded themselves as citizens of the planet as a whole. It is important to note that, for the majority of these respondents, the rights and responsibilities they gained through Canadian citizenship are what made coming to their new country worthwhile. Adopting or assimilating into a normative culture was barely on the radar. 

The learners in this study were well positioned as emergent global citizens and, in a sense, well ahead of the curriculum documents I examined. The vast majority, through their focus on legalistic conceptions of citizenship and their relative neglect of normative standards, reflected the trends I identified above in the emergent literature related to citizenship theory, language policy, and critical second language education.
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