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Preface

Literacy or basic skills instruction for the workplace is a new and
evolving field of practice for trainers, program planners and other
partners in business, industry and education. With the growing gap
between workplace demands and workforce skills increasing, there is
now a need to ensure that employees with basic skills deficiencies have
education and training opportunities. Exactly how to go about this endeav-
our has been an area of concern for both employers and union leaders alike.
Basic Skills in the Workplace is a response to this need. It is a useful
resource and day-to-day practical guide for developing and implement-
ing workplace programs. These include programs for workers who
must confront a wide range of reading materials and adapt to a chang-
ing workplace now dominated by new technology processes and pro-
cedures.

This book contains important and detailed information on basic skills
training under which is presented four majo.: themes: understanding
the need for workplace literacy, identifying workplace training needs,
examples of practice in workplace basic skills training and discovering
approaches for program development. Together the different chapters
provide a roadmap for initiating, designing and implementing pro-
grams for workers who do not have the basic skills needed for our
emerging workplace.

Basic Skills for the Workplace speaks to this growing need for partner-
ships among business, industry aad education that must be forged to
ensure the worker's gainful employment, the extension of each per-
son's potential and the future viability of our economy. Under one
cover, practitioners can now find all of the essential resources needed to
build literacy training. Over twenty-five experts from Canada, United
States and United Kingdom write about their experiences in develop-
ing, delivering and assessing workplace basic skills programs as well as
discussing and highlighting the major issues and trends within the
field.
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Introduction

Over the last few years there has been a growing awareness that a high
percentage of our workforce do not possess the rudiments of basic
skills now required for a changing workplace. Demographic transi-
tions, employment shifts, rising skill requirements and workplace
technology appear to be some of the factors associated with this loom-
ing 'skills gap'. Nonetheless these same factors are now providing
unique training challenges for employers, unions, workers and govern-
ments. As can be expected, different countries have responded to this
need for a highly skilled workforce in a variety of ways. For example,
some countries have developed workplace literacy and basic skills
training strategies rooted in the philosophy of partnership building.
However, due to resources, motivation behind the training and occupa-
tional demands experiences in workplace literacy has differed signifi-
cantly from country to country.

Underlying these experiences, there seems to be a common set of
questions and concerns that is frequently raised by practitioners when
speaking about workplace literacy and basic skills training - questions
like How should I start up a workplace literacy partnership? What
literacy skills serve as a foundation for the higher level technical skills?
How do I involve the worker in developing the training program and at
the same time meet the needs of the company? What are the best
instructional and assessment techniques to use? It was the nature of
these types of questions that evoked the need to find out how countries
such as Canada, United States and United Kingdom have developed,
delivered and assessed v. irkplace basic skills training. It was thought
that by describing these different accounts, valuable lessons could be
learned by both the novice and experienced workplace trainer.

In this book, the editors have tried to capture something of the richness
of this experience by inviting a wide range of practitioners and analysts
to share their expertise on four major areas of workplace literacy. In
PART 1, Understanding the Need for Workplace Literacy, the reader is
asked to reflect on why basic skills training has become an issue in our
society. Definitions, types of partnerships and values inherent in work-
place education help provide the type of foundation required before an
effective approach to building basic skills can be formed.
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PART 2, Identifying Workplace Training Needs, discusses a number of
approaches for focusing on specific types of needs in basic skills pro-
grams. Practical information on how to set up a workplace literacy
program, approaches toward worker testing and methods for identify-
ing and developing job-related materials are some of the topics pre-
sented in this section.

What really makes workplace literacy such a dynamic field is the
diversity of practice which is the central theme of PART 3, Examples of
Practice in Workplace Basic Skills Training. Although by far not ex-
haustive, this section attempts to describe a number of programs which
have moved from basic conceptual questions to actual design and
delivery of service to workers and trainees.

PART 4, Discovering Approaches for Program Development, provides
a framework in which programs can be examined with a view to
benefiting from the growing body of knowledge which is accumulating
in the field of practice. Where to find useful resources, targeting materi-
als and instructional strategies for specific groups and evaluating work-
place literacy programs are su.ne of these new ideas highlighted in the
section.

The reader will notice that some of the chapters in this book are similar
in content. This was done deliberately. The editors believed that by
asking individual authors to share their own experiences on a topic the
result would be a rich and varied type of reading based on opinions
drawn from a unique set of workplace circumstances. The fact that
these are diverse opinions about the same topic depicts the real nature
of this evolving field. As well, the reader will also observe a wide range
of writing styles in the book. Each author has a distinct voice which the
editors have sought to preserve rather than opt for some kind of
conformity in style and presentation. This will explain, in part, the
interchangeable use of words throughout the text such as workplace
literacy for basic skills training, learner for student and trainer for
instructor or service provider, to aame a few.

Any pioneering attempt to br'..4g together a collection of writings on a
new subject has its limitations. Such is the case in this book. Basic Skills
for the Workplace does not purport to represent all current views or
practices but does try to capture a 'snapshot' of the field. The editors
realize that there are many exemplary workplace programs that es-
pouse a partnership building philosophy, especially in the United
Kingdom, and the United States that do not appear here. In addition,
given that we are in the embryonic stage of this new practice E nd the
time constraints of the manuscript project, certain topics such as the
effectiveness of computer-assisted learning in workplace liten: y pro-
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grams and the identification of research needs have not been addressed
in this book.

Basic Skills for the Workplace is intended for a diverse range of readers.
First, it is a useful day-to-day resource for people who actually deliver
workplace literacy and basic skills training such as trainers, instructors,
union stewards, adult educators, tutors and other types of service
providers. Secondly, it can provide a practical guide for people who
plan or support workplace training such as administrators, front line
managers, union personnel, counsellors and consultants. In addition,
it can provide helpful information for those people in business, indus-
try, education and government who are searching for a starting point to
improve the basic skills of our workforce. Finally, another group who
will find the book useful are graduate students in the discipline of adult
education who may be relatively uninformed about the field. It will
provide them with a starting point as well, for developing a critical
analysis of issues in basic skills education.
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Introduction

Workplace literacy initiatives emerge from a great many vary-
ing situations and working environments. The processes
which businesses, labour unions and educators utilize to
identify basic training needs and to devise solutions which
will suit the specific reqairements of their workforce will of
course, differ depending on factors as diverse as the size of the
business, the extent to which it has an active union, and the
degree to which new processes and technological changes
have been introduced.

What is required in all cases however, before an effective
approach to building basics can be formed is an understand-
ing by all possible stakeholders business, labour, educators,
the voluntary sector of why workplace literacy has become an
issuf in our society. Understanding the need for workplace
literacy in a broad sense, which goes beyond the confines of
one specific workplace or industry, will provide the necessary
context for literacy initiatives in the workplace. Part 1 provides
that context.

In Chapter 1, Eunice Askov and Betty Aderman present the
history of workplace literacy, showing that it has solid roots
reaching back several centuries. They also deal with some of
the definitional aspects of workplace literacy to show that it
has many facets and varying manifestations. The partnership
of business/labour/industry and unions with educational
partners is seen as the major aspect differentiating workplace
literacy programs from other adult literacy approaches.

In Chapter 2, Kenneth D. Hart outlines the main findings of a
Conference Board of Canada study on literacy in Canadian
business. He shows that identifying the problem and develop-
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ing policies for resolving it do not necessarily go hand in hand.
Only one third of the firms who had identified the problem
had developed policies to resolve it. The chapter presents the
challenges faced by employers and employees alike in coming
to terms with literacy deficits, and provides a perspective on
how business views basic skills - a perspective which could be
useful to other businesses trying to augment their under-
standing of workplace literacy.

In Chapter 3, Paul Jones analyzes some of the approaches to
defining adult literacy attainment which have emerged from
various Canadian studies and surveys. He shows how these
have contributed to a greater understanding of the dimen-
sions of workplace literacy needs, concluding with recom-
mendations for key stakeholders.

Glenda Lewe examines the dynamics of workplace literacy
partnerships in Chapter 4, discussing major aspects of part-
nership building and showing how each partner adds a vital
element to a successful literacy initiative. She presents several
workplace literacy program models, each based on a different
type of partnership. This chapter can aid business, labour and
education service providers to better understand the need for
workplace literacy partnerships and how to choose a model
that suits their own requirements.

Paul Jurmo tells us, in Chapter 5, that there is "no quick fix".
He discusses a number of key "lessons learned" from the
workplace literacy experience of the United States, making a
solid case for workplace literacy programs. But he also makes
it clear that the area is complex, with many decision points
along the way for those attempting to move from need to
realization.

In Chapter 7, James Draper shows how understanding values
in workplace education can stimulate appropriate workplace
literacy responses. He discusses five philosophical orienta-
tions and their relevance to workplace educational programs,
indicating how the values of educators and trainers are re-
flected in their daily language and behaviour.

0 3
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Part 1 concludes with Audrey Anderson's assessment of the
role that the funding application plays in workplace literacy
program development. She shows how the understanding of
a community's demographics and labour market trends serve
not only to establish the need for workplace literacy in general
but also to point the way toward specific approaches which are
attuned to community realities.

4
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Chapter 1

UNDERSTANDING THE
HISTORY and DEFINITIONS
OF WORKPLACE LITERACY

Eunice N. Askov and Betty Aderman

ABSTRACT

The history of workplace literacy in the United States is traced,
showing the tension which still exists today Letween specific skills
training and more global education. The definition of workplace
literacy is broad, allowing for multiple approaches to instructiun.
The distinction between workplace literacy and other community
adult literacy programs, regardlesr, of locati )n, is whether or not
instruction is designed by the partnership of business/industry
and/or unions with educational providers.

History of Workplace Literacy

Industrial workplace literacy is not a new issue. Its history
dates back at least 200 years. A look at this history allows us to
see continuity in the development of services to meet business
needs and involvement of governments and unions in work-
place programs.

Improved work performance has been an explicit goal of
workforce literacy programs since worker education programs

r 0
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8 Askov and Aderman

began in the eighteenth century. Debate over what kinds of
instruction foster motivation and productivity has raged for
200 years.

When the Sunday school movement in the 1790s extended
reading instruction to the English working class, one literacy
provider attempted to assure employers that her program was
not designed to disturb the social system. "My plan of instruc-
tion is extremely simple and limited. ... I allow no writing for
the poor. My object is not to make them fanatics but to train up
the lower classes in habits of industry and piety" (Simon,
1980).

The nineteenth century was a period of strong development of
worker education. In the 1820s, the Franklin Institute in Phila-
delphia and selfhelp worker groups advanced workers' edu-
cation to include a mentally vigorous approach. Mechanics
learned science concepts to acquire "an understanding of the
principles which underlay their work - an understanding
which would elevate manual occupations, so that workers
would find fuller satisfaction in their labours and the work
itself would be improved" (Eurish, 1985). In the 1870s, sec-
ondary school vocational education programs began. Corpo-
rate schools were established to teach immigrants the English
Language and American culture as well as technical and spe-
cialized courses. Today, the 'mentally stimulating' or concep-
tual approach to literacy instruction is again recommended
over a more mechanistic approach as employers seek workers
who can engage in creative problem solving and who can
understand and manage complex technical equipment.

The recent upswing in workplace literacy activities began in
the 1960s. Companies offered ABE/GED services on-site, and
unions offered instruction to members as a union benefit. Job
Corps and CETA (Comprehensive Education and Training
Act) were established by the federal government to provide
training and basic skills instruction for persons seeking em-
ployment. Business and unions established a cooperative pat-
tern in operating Job Corps programs from the beginning.
Since 1967, the Appalachian Council (a nonprofit organizat-
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ion governed by AFL-CIO presidents in the 13 state Appala-
chian region) has contracted with Job Corps to provide out-
reach, vocational training, and job placement services for
disadvantaged youth ages 16 to 22.

The federal government funded basic skills education through
the ABE/GED program beginning in 1964. Also during this
time two national literacy organizations, Laubach Literacy
Action and Literacy Volunteers of America, were organized to
provide literacy programs on a community basis (Mendel,
1988).

Evaluation of employment-directed basic skills programs
stressed establishing realistic goals, business/industry work-
ing in cooperation with unions to meet business needs, and
lessening reliance on pre-packaged programs (U.S. Depart-
ment of Labor, 1963-1978).

In the early 1980s, complex changes in the global economy
affected the United States. The U.S. economy shifted from a
manufacturing to service-oriented industries. (Naisbitt, 1984).
This resulted not only in a loss of jobs but also in a dynamic
change in the nature of job skills. Business, facing growing
international competition, retooled for increased productivity.
New technology displaced workers from jobs geared to mini-
mal literacy skills. A gap emerged between job requirements
and workers' literacy skills. Workers were required to adapt to
a new work environment. As a stop gap measure, business
and industry pushed for training and job-aids that minimized
reading, writing, or math. Increased training of hourly work-
ers was required for workers to learn new procedures and to
operate new technology. Instructors and supervisors respon-
sible for trainirg often found themselves helping employees
with math or reading (Torrence and Torrence, 1987).

Although workforce literacy was becoming an increasingly
important issue, few providers had resources to deliver com-
prehensive workplace programs. Limited funding and lack of
cooperative planning seriously restricted efforts. Needs were
expanding, but federal fundiAg for adult basic education was
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not. Few private industries allocated resources for in-house
literacy prc yams. In 1985, private firms spent an estimated
1% of their training and education budget on basic skills
(Carnevale, 1986). Some local literacy providers developed
programs in cooperation with business and industry in an
effort to increase businesses' share of basic skills funding.
Diverse kinds of agencies offered ABE/GED teacher-led-in-
struction or volunteer-based tutoring programs. However,
lack of community-wide coordination or effective pooling of
resources was a major weakness of program efforts (McGraw,
1987).

Partnerships between unions and business in planning pro-
grams increased. JTPA (Job Training Partnership Act), which
replaced CETA, was structured to equalize authority between
public and private sectors. JTPA mandated that both business
and union representatives serve on local Private Industry
Councils (PIC's) (Job Training Partnership Act, 1987). In 1982,
a collective bargaining agreement between the United Auto
Workers and the Ford Motor Company establisheda model for
union-management cooperation to provide funding for train-
ing and education of displaced and employed hourly workers.

Workplace Literacy Today

In the past, agriculture, mining, and labour-intensive manu-
facturing supplied the bulk of jobs. Today, 'at risk' workers are
losing their place in the labour force because of increasing
requirements (Mendel, 1988). Few jobs remain that don't re-
quire training and even fewer are predicted for the future.
New jobs require new and diverse skills, training, and in-
creased investments of training time.

The textile industry is a good example of how redesigned work
requires worke:. retraining. Operator jobs are becoming more
demanding ause operators responsible for reducing
'down-time' expensive equipment must understand the
production process (Berryman, 1988a). Many factory jobs now
involve reading computer screens to monitor production.
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In many service industries, front line workers determine and

match customer needs to available services. This requires

systematic and abstract knowledge about the company's serv-

ices, communication skills to diagnose needs in a question

and answer format, and the ability to use information pre-

sented in charts and graphs (Berryman, 1988 b).

More jobs in the future will require higher levels of education.

In the late 1960s, more than 40% of all jobs were held by high

school dropouts. Today, less than 15% ( all jobs are held by

dropouts. (Mendel, 1988). By 1990, it is predicted that the

majority of new jobs will require post secondary education or

training. Today's middle-level skilled jobs will be the least-

skilled jobs in the future ;Johnston and Packer, 1987).

Workforce Literacy as an Investment

Workforce literacy is an investment in developing human re-

sources. Labour market needs for a literate workforce cannot

be met without upgrading skills of long-term employees and

new hires. American workers are becoming middle-aged. By

the year 2000, the average age of the workforce will increase

from 36 to :,) years and 51% of the population will be between

35 and 54 years old. Because the labour pool is growing more

slowly than at any time since the 1930s, most of the workers

(more than 75%) for the year 2000 are employed now (John-

ston and Packer, 1987).

In the United States approximately 27 million adults qualify

only for jobs requiring less than a 4th grade reading level; 18

million adults who can read material up to 8th grade level have

trouble with "types of information presented in mid-skill level

jobs; " an additional 27 million adults who read above 8th

grade level need training to "read and understand technical

manuals" (Merz, 1988).

The number of young adults who work directly after high

school will decrease by the year 2000. According to the Bureau

of Labour Statistics, workers under age 25 will decrease from

r
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20% to 16% of the labor force. In addition, the U.S. military isexpected to draw at least 30% of eligible male high schoolgraduates and a growing number of females (Johnston andPacker, 1987).

Many entry level young adults do not have adequate basicskills for the workplace. A recent national survey of youngadults, ages 21 to 25, showed that although most (95%) couldread and write sufficiently to perform simple one-step tasks,they were less able to complete complex tasks. Educationallydisadvantaged youth have the least developed skills (Merz,1988). Employers will find this important because 29% ofentrants into the workforce will be young adults from educa-tionally disadvantaged minority groups. By the year 2000,16% of the workforce will be adults from minority groups(Benezky, Kaestle and Sum, 1987).
An estimated 450,000 immigrants enter the U.S. each year. Ifthis rate continues unchanged, half of the net population gainthrough the year 2000 will come from immigration. The impli-cation for the workforce is far reaching. Immigrants often havelow English reading skills. Based on a 1982 reading compre-hension survey the Bureau of the Census estimated that of the17 to 21 million adults designated as illiterate, 37% spoke anon-English language at home (Johnston and Packer, 1987).According to a report released by the National Council of LaRaza, 22% of alladult illiterates in the United States are Latino.Of all adult Latinos in the United States, 39%-49% are notliterate in English (U.S. Department of Education, 1986). Anadditional problem is that new English speakers vary inschooling and literacy in their native language.

Current Needs

Current resources meet only a small amount of need. Al-though communities r ABE/GED and volunteer literacyprograms, program p pation is low. For example, in theSouth in 1986 slightly more than one percent of the undere-ducated population received a GED or high school diploma.
Few workplace programs are in place. Almost 400 businesses

3 0
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responded to the 1988 Human Resources Survey, conducted

by the Pennsylvania Chamber of Commerce. Of these, 38%

indicated that they offered educational programs to employ-

ees within the last ten years. Of the companies who offered

educational programs, 68% offered postsecondary level; 7%

offered GED Training (grades 9-12); 5% offered Adult Basic

Education (grades 5-8); 4% offered Basic Literacy (grades 0-4);

and 3% offered English as a Second Language.

Government programs have increased. The U.S. Department

of Education has offered several rounds of competitions for

Workplace Literacy Grants, a specially appropriated competi-

tion requiring a signed partnership agreement between busi-

ness/industry and the educational provider. Likewise, the

U.S. Department of Labour, Employment and Training Ad-

ministration has awarded numerous grants for workplace lit-

eracy demonstration projects. The Department ofLabour also

supports the National Mentor Network, including a newslet-

ter and conferences, to provide technical assistance to work-

place literacy programs.
Furthermore, there is a new trend in

higher state appropriations for adult literacy. In states such as

Pennsylvania, Virginia, Tennessee, and Mississippi, substan-

tial statewide public or private appropriations for adult liter-

acy programs have been introduced in the last few years. West

Virginia, South Carolina, and North Carolina provided 100%

matching of federal dollars (Mendel, 1988). In Pennsylvania

and Illinois, for example, the State Department of Education

has made workforce education a major focus of program

funds and has funded projects to develop basic skills curricula

for prevocational or vocational occupations as well as funding

programs to provide basic skills services to business and

industry.

Literacy Screening

Literacy screening as a prerequisite to training has become

more prevalent in vocational education. Vocational programs

use 8th or 9th grade level reading and math scores as the cut-

off for entry into technical training. Beginning in July, 1988,
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)TPA service delivery areas have been required to screen newparticipants for reading skills. Anyone who scores below a 7thgrade level or refuses assessment is required to enroll in aliteracyprogram. Unions are concerned about the job threaten-ing aspects of literacy assessments and new training require-ments for job holders. Educators have pointed out the need to
coordinate JTPA-basic skills instruction and vocational training.
Literacy screenings are becoming an important factor in ob-taining employment and promotions. The Office of Employ-ment Security (Job Service) offers a screening service for
employers. Employers contract with the Job Service to admin-ister the General Aptitude Test Battery (GATB) to job seekers.Test scores are made available to the employer and kept onpermanent file with the Job Service. GATB test items measurecognitive, perceptual, and psychomotor aptitudes. Use ofGATB testing has increased greatly since 1986 when the VGscoring method was introduced to predict job performancebased on GATB scores. In Pennsylvania alone the number ofpersons tested has grown from 7,000 persons a year (before1986) to current icvels of approximately 50,000 persons a year.

With increased testing, concern hos grown about the generalpolicy of one-time-only testing at the sfart rather than conclu-sion of job training programs as well as lack of systematic
encouragement of literacy instruction prior to testing. Otherconcerns centre on the scoring system which provides forseparate scoring of minorities. This procedure which ranksindividual scores only within racial categories permits minor-ity job applicants to receive higher relative scores than theymight otherwise. In 1989, the National Research Council ofthe National Academy of Scienc?s determined that separatescoring of minorities was a fair solution to the problem ofconsistently higher scores by white job applicants. Neverthe-less, in 1990, the Labour Department proposed to suspenduse of the GATB test for referral purposes due in part to thisscoring practice. Comments against the proposal make thepossibility of suspension unlikely in the near future and dem-onstrate the reliance of business on the GATB test.
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In Pennsylvania, a pilot program to offer basic skills 'brush up'
instruction conducted by the Centre County PLUS Task Force
in cooperation with the Pennsylvania Office of Employment
Security has led to a change in policy. As of June 1990, Penn-
sylvania's job seekers who have scored low on the GATB test
will be routinely eligible for retesting by showing proof of
participation in literacy instruction.

Cooperative Efforts

Coalitions and cooperative efforts are underway to promote
and provide literacy services. In the past few years, statewide
coalitions have been funded by the Gannett Foundation. Pub-
lic television stations through Project PLUS (Project Literacy
U.S.), local governments, and newspapers, have also been
catalysts for the establishment of coalitions. At local, regional,
and state levels, existing coalitions have been strengthened
and new ones established in the past several years. Coalitions
offer many advantages for strengthening literacy services:

Literacy Coalitions bring together representatives of busi-
ness and industry, labour, school and volunteer literacy
programs, libraries, media, public relations, employment
and human service agencies, and community service or-
ganizations.

Coalitions promote cooperation among literacy providers,
permitting a strategic mix of teacher and tutor-based re-
sources applied to community needs.

Coalitions build employers' awareness of literacy needs
and services.

Coalitions function as referral sources not achievable
through single agency contacts.

Coalitions enable a community to provide services for
large and small employers by pooling community re-
sources.

Coalitions support innovative and inclusive partnerships
for proposal development, to private and public sources of
funding.
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Definitions of Workplace Literacy

Defined as written and spoken language, math, and thinking skills
that trainees and workers use to perform training and job tasks,
werkplace literacy is a social, economic and educational issue.
In the United States, the term came into its own in the 1988
amendments of the federal Adult Education Act in which
workplace literacy was treated as a discrete category of service.
The description of workplace literacy services listed in the Act
reflect current practices and promote new directions.

The 1988 amendment defines workplace literacy services as
programs to improve workforce productivity by improving
workers' literacy skills. Allocated funds promote partnerships
between business, industry, labor, and education. Funding is
made available for:

Adult secondary education services leading to a high
school diploma or equivalent;

Literacy programs for limited English proficient (LEP)
adults;

Upgrading/updating adult workers basic skills to keep
pace with changes in workplace requirements, technol-
ogy, products, or processes;

Improving adult workers' competencies in speaking, lis-
tening, reasoning, and problem solving;

Educational counseling, transportation, and non-working
hours child care services to adult workers while they par-
ticipate in a program.

Workplace literacy encompasses a variety of basic skills and
instructional programs. Most programs are offered at the
worksite, but instruction may also taKe place at a community
college, or other educational provider's location. Collabora-
tion between the employer or union and the educational pro-
vider is essential to the instructional program. It is in contrast
to literacy programs which individuals seek out in the com-
munity. It also contrasts to community-based programs
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which may have a larger social goal of which literacy is one
component.

Programs that prepare clients for the workforce or that offer
retraining to displaced workers are variations of workplace
literacy that are sometimes labeled workforce education. The
primary difference is that clients are not employees of a partic-
ular workplace needing skills for job maintenance or job up-
grading. Hence, job training programs, even those specifically
devised to prepare workers for particular industries, are usu-
ally called workforce education rather than workplace literacy. As
their name implies, they are usually broader in scope than
workplace literacy programs.

Workplace literacy encompasses a variety of basic skills in-
structional programs offered at the workplace. Recently, how-
ever, businesses/industries as well as educators have become
interested in the functional context approach to workplace
literacy (Sticht, 1987). Sticht's research has shown that general
literacy skills instri,ction, such as the ABE/GED curriculum,
does not transfer well to job-related basic skills needed for job
performance; on the other hand, job-related basic skills in-
struction seems to result in improvement of general basic
skills. The implication for workplace literacy instruction is that
basic skills are selected for instruction only if they promote
knowledge of job-related content and tasks. Materials from
the workplace used to accomplish work-related tasks provide
the functional context for basic skills instruction needed for
job performance (Philippi, 1988).

This approach has created a tension among literacy providers,
some of whom believe that the functional context approach
makes sense, given that it fits the business/industry training
model. Other educators feel that this approach is too limiting;
if jobs are really changir g, requiring higher order skills, then
workers ought to be trained in more general skills that will
prepare them for the future rather than for their specific jobs
in the present. As we review the history of workplace literacy,
this debate is not new. However, a consensus seems to be
emerging regarding the need for a thinking and knowledge-
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centred curriculum. Workplace skills are broadened to encom-
pass divergent thinking skills, a general academic knowledge
base, and flexible communication skills; English, social sci-
ences, and science content is chosen for its relevance to adult
living. Academic content is becoming more practical as work-
place skills are becoming more theoretical.

This and other issues related to workplace literacy, particu-
larly the decision-making process in designing workplace lit-
eracy programs, are discussed in detail in Upgrading Basic Skills
for the Workplace, available from the Institute for the Study of
Adult Literacy ai Penn State (Aderman, Sherow and Askov,
1989). Guidelines for teaching activities in workplace settings
are provided along with other resource materials.

Concluding Comments

The priority of workforce literacy for economic development
has invigorated literacy programs in the 1980s. A large segment
of the workforce has been shown to be in need of literacy
services, especially mid-level literates with 4th through 8th
grade basic skills who need skill upgrading to keep pace with
technology and changing work patterns. Functional context
instruction has emerged as a central feature of the literacy
curriculum, to improve both basic skills and job sic& by provid-
ing skill instruction in the context of job content and tasks.

Development of workplace and workforce literacy programs,
instruction, and materials is continuing. Emergent directions
include interdisciplinary literacy teacher/trainer courses for
vocational educators; thinking-based interactive computer
and video disk courseware; workforce orientation curricula
that provide a conceptual overview of the world of work for at-
risk youth; continued expansion of curricula into new job
domains and specific-training areas; and program links be-
tween workplace literacy, family literacy, and higher and con-
tinuing education. In these and other ways, workforce and
workplace literacy programs advance responsive service and
educational leadership.
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Chapter 2

UNDERSTANDING LITERACY
IN THE CANADIAN
BUSINESS CONTEXT:
CONFERENCE BOARD OF
CANADA STUDY*

Kenneth D. Hart

ABSTRACT

This chapter presents the findings of an important survey of Cana-
dian corporate experience of literacy problems among employees
and their response to the challenges this phenomenon presents.
After outlining the principal findings and describing the study on
which they are based, the chapter goes into more detail on two key
elements of the study: the economic challenge of illiteracy and the
business response to illiteracy By way of conclusion, the chapter
draws linkages to another significant economic challenge to Can-
ada which is the crucial need for more training for our work force in
all occupations and the difficulty of expanding this training when

workers lack the basic skills required to learn.

'This chapter is based on, and borrows extensively from, Robert C. DesLauriers, The Impact

of Employee !Barmy on Canadian Business. Ottawa, The Conference Board of Canada,
1990. Since this chapter is essentiallyan exegesis of that report, citations to the report are not

made except for direct quotes. Errors are the responsibility of this article's author; any value

in the piece is attributable to Mr. DesImiriers' excellent work.
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Principal Findings from the Study

Seventy percent of surveyed companies ideni.ified a signifi-
cant problem with functional illiteracy in some part of their
organization. Among the specific business problems arising
from illiteracy in significant numbers of firms in the study
were:

increased error rate for input and production
processes 40%

erection of barriers to training and skills acquisition 34%

productivity losses 32%

reduced product or service quality 27%

slower introduction of new technology 26%

The surveyed firms revealed that literacy deficits in a work
force are often discovered only as a by-product of attempting
to introduce change, such as new technology, to the work
force. In an economy increasingly requiring change, such as
Canada's, factors like illiteracy that inhibit adaptation become
major economic issues for the whole society, in addition to
being tragedies of the first order for the individuals affected.

About The Study

The Conference Board of Canada and the National Literacy
Secretariat of the Secretary of State of Canada co-operated on
the study. The objective of the study was to increase the
understanding of the impact of literacy on Canadian produc-
tivity and competitiveness. This objective arose from an ear-
lier feasibility study that indicated growing concern about
illiteracy among corporate executives.

Three sources of data were used:

a questionnaire sent to 2000 randomly selected establish-
ments with more than 50 employees;

a second questionnaire sent to 300 head offices of large
firms; and
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13 case studies of companies that had adopted specific
policies and programs to deal with illiteracy in the work-
place.

Responses to the questionnaires were received from 626 firms
(24%). These responses were complemented by information
gleaned from telephone interviews with selected executives,
the case studies of selected firms, and a one-day round table
discussion among business, labour, education and govern-
ment representatives.

The report investigated 'functional' rather than 'basic' liter-
acy; capabilities that correspond to what are often referred to
by corporate human resource practitioners as 'basic skills'.
Basic literacy skills included the ability to read ones own name
but little ability to use the skill to earn a living. Functional
literacy was defined in the study as: "the ability to read, write
and perform basic math at a level which enables an individual
to function independently in the community, including carry-
ing out work responsibilities and undertaking operational
training in a satisfactory manner" (DesLauriers, 1990: vii).

The Economic Challenge of Illiteracy

Many Employers Face Challenges Because of Employee
Literacy Deficits

Seventy percent of companies surveyed felt they had a signifi-
cant problem with functional literacy in some part of their
organization. Companies experienced problems with literacy
across the country and throughout the economy. Sectors es-
pecially hard hit included Accommodation and Food services,
Municipal Governments, and Manufacturing. Industries suf-
fering least were Engineering & Professional Services and
Financial industries. Regional differences were minor, with
Quebec firms reporting slightly fewer problems than busi-
nesses in other regions while firms in Ontario and the Atlantic
provinces indicated slightly more concerns. Size of firm was
also not very important in distinguishing firms reporting more
problems from those reporting fewer, though smaller firms

e
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showed a slight propensity to exhibit more problems while
companies with sales over $100 million mentioned somewhat
fewer difficulties.

Many Employees Are Challenged By Literacy Deficits

Literacy deficits are estimated to affect between 1% and 30% of
the workforce in the surveyed companies identifying a prob-
lem, with the average estimated extent of the problem being
more than 10 percent. This estimate is made about employed
workers, after screening at the hiring and performance ap-
praisal stages has excluded many persons with literacy deficits
from the work force. Employers frequently cited employees
with less than 3 years service as a group posing particular
literacy problems. Workers in the 35 to 54 years age group
were most frequently identified as lacking literacy skills.
There were few differences between French and English em-
ployees but those whose principal language was neither En-
glish nor French were, not surprisingly, identified as a source
of literacy problems. As many as 20% of firms identified su-
pervisory employees as a group for whom literacy problems
occurred, while up to 80% mentioned employees in low skill
jobs as a source of illiteracy concern.

These employer-generated estimates of the extent of the literacy
problem in Canadian business are similar in many respects to
the figures produced in the "Survey of Literacy Skills Used in
Daily Activities" (LSUDA), conducted by Statistics Canada for
the N itional Literacy Secretariat. This survey, which involved
an a_sessment of responde.tts, rather than the collection of
opinions from theii employers, showed that the proportion of
the population suffering from serious literacy deficits was be-
tween 16% and 38%, depending on how severe a deficit was
considered to render a person functionally illiterate. The
LSUDA survey found a strong relationship between secondary
school completion and functional literacy and a second be-
tween level of literacy skills and reported income. It also found
that the generation between 35 and 54 years of age at the time of
the survey included more individuals with literacy deficits than
the group between 25 and 34 years. However, individuals
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younger than 25 and older than 54 were even more likely to

have a problem (Montigny and Jones, 1990.)

Employees commonly demonstrate literacy related problems
by refusing opportunities for promotion, desirable new as-
signments or attractive transfers. For others, chronic under
performance may signal a problem. One story of a suspected
suicide attempt, brought on by an impending transfer to a job
that would require more literacy skills, surfaced during the
research.

Work Place Change and Adjustment Are Impeded by

Employee Literacy Deficits

The major challenge that illiteracy posed to employers was in
adjusting to rapid market change. Training and re-training
become extremely difficult if employees lack the functional
skills needed to absorb and analyze the material presented.
Some firms found that up to 20% of their training budgets
were being absorbed in remedial work on reading and writing
to prepare employees for training. Other difficulties caused by
employee illiteracy and faced by substantial numbers of em-
ployers fell into two categories. First were adjustment chal-
lenges, including the difficulty employees with literacy
problems had acquiring new or advanced skills, the introduc-
tion of new technology, the execution of a major reorganiza-
tion and staff reassignment. The second category comprised
operational issues, including increased process errors, pro-
ductivity losses, and reductions in quality. Serious literacy
related problems faced by fewer employers included health
and safety problems, excessive job leaving, and absenteeism.

The Business Response to the Challenge of
Illiteracy

Diagnosis and Policy Formation

Discovering a literacy deficit is difficult for business. Only
about 10°k of employers in the Conference Board survey indi-
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cated that self-reporting by employees was the way they had
discovered the problem. The fact that employees in these
firms felt they could come forward with a problem of this sort
clearly indicates that "these firms have created a climate of
trust, which makes employees feel they can come for help
without fear of negative consequences" (DesLauriers, 1990:
2). Other firms reported finding the problem as a result of
reviewing reports and records, performance appraisals and
interviews, difficulties encountered in training, slow work,
errors, or quality problems. One firm, attempting to re-orga-
nize its methods around teams, conducted a survey of em-
ployee attitudes to such a major change and found that 25% of
its workers could not complete the questionnaire.

The fact that performance problems are the main way in which
employers discover literacy difficulties has several implica-
tions. One is that even chis survey probably understates the
problem since not all employers will have discovered it. An-
other is that finding a way to solve the problem is never a
simple process. For example, plans that depend on self report-
ing by employees will likely yield poor performance.

The chal! enging nature of this problem is shown by the fact
that only about one third of the firms identifying the problem
hdd developed policies to resolve it. The vast majority wei e
dealing with the issue as it came up rather than systematically.
This approach included allowing people to retain work assign-
ments with which they were comfortable, facilitating a move
to a position requiring fewer skills, paying for training, refer-
ring the individual for assessment and training, and assisting
with early retirement.

Among firms tackling the issue systematically, policies that
had been put in place included:

in-house basic skills training 56%

off-site basic skills training 44%

second-language training 25%
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'Raining

The types of training used by employers varied greatly. A
small electronics firm got help from a provincial government
agency in developing training plans. An auto parts manufac-
turer was one of several firms that built shared programs with
their local school boards and community colleges. Even in this
urban age, at least one company mentioned its long term
commitment to the Frontier College Labourer Teacher model.

An example of a successful training program is offered by an
Alberta city. More than 10,000 employees work for the city,
about 60 percent in technical, skilled non-office occupations.
Compuf r based technology was eroding the number of semi-
skilled jobs the city had to offer. In addition, the employer was
developing productivity programs around decentralization
and employee involvement. Workers had to become more
proficient at reading instructions and manuals, working with
numbers, and problem solving with colleagues. Further, oc-
cupational health and safety was a concern and the employer
related accidents to the absence of basic skills. The employees,
for their part, were finding difficulties with internal job com-
petitions as the literacy and numeracy requirements of posi-
tions increased with technology introduction. The city
personnel department developed a program to increase the
literacy and academic levels of its employees and meet the
requirements of a technologically advancing work place.

Three principles governed the program:

Co-operation among three levels of government and be-
tween the employer and the employees. The provincial
government provided instructors, supplies, and materials
through its Advanced education department and a local
training centre. The federal government funded the pro-
ject through Canadian Job Strategy Skills Investment Pro-
gram of the Department of Employment and Immigration.
The city provided a centre for the program and marketed it
to employees through pay cheque inserts, posters and
speeches. The union welcomed the program and encour-
aged members to rarticipate.
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Confidentiality for the participants. Confidentiality was
ensured by handling registration and placement through
the local training centre, avoiding direct involvement of
the employer in administering the program.

Competency based learning. Two programs were offered.
One provided basic educational skills, the other a grade 12
equivalency. Participants were tested in reading, waiting
and math prior to placement. Each placement was indi-
vidualized and the student progressed at whatever rate
was appropriate for his or her skill level and life situation.
This provided great flexibility for both the students, who
could take time off if family or job pressures interfered,
and the program which could manage a continuous entry
and exit apprf...,lch. The program operated 12 hours each
day during the work week and one half day on the week-
end. There was no charge for the program but students
attended on their own time.

In its first five months the program graduated mor2 than 100
trainees. Demand exceeds supply and all the partners in the
program express satisfaction. Other Alberta municipalities
have expressed interest in pursuing the same goals with pro-
grams of their own.

Employee Involvement

Twenty percent of respondents indicated that they involved
labour unions in their programs. Activities included joint pro-
gram development, promotion of programs to help the em-
ployees, time sharing between employee and employer, shop
floor assistance, and regular consultation with the union.
Many of the most successful programs identified in the study
worked this way.

One such success story was developed at an Ontario hotel.
This business had 500 employees, many of whom were recent
immigrants from countries where neither English nor French
were the mother tongue, often from South-East Asia. This
created a series of communications challenges for manage-
ment, supervisors and workers. Both management and labour
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at the hotel were impressed by a program addressing these
challenges developed by the Ontario Federation of Labour
(OFL).

The Basic Education for Skills Training (BEST) program was
developed by the OFL with financing from the provincial
Ministry of Skills Development. It is aimed at improving com-
munication skills, opening up job training options, and em-
powering workers to participate more fully at work, in the
union, in the community and 4t home. The program offered
English and French as a Second Language and courses in
reading, writing, math and communication. Training was de-
livered by union members after they ha I themselves been
trained by program staff. Classes lasted 2 hours, twice a week
with the employer and worker each contributing half the time
and the hotel contributing space. After an initial success with
basic English, the program at the hotel has been expanded to
include intermediate English and basic French. Both union
and management agree that the program has surpassed ex-
pectations.

Recruitment

Forty percent of firms indicated that they conducted pre-
employment testing to screen applicants for literacy and nu-
meracy. These screens excluded 15% of applicants on average.
Depending on category of employee, up to 69% of employers
demand high school graduation or some secondary schooling
before considering a candidate. The LSUDA survey, as previ-
ously mentioned, found a strong relationship between high
school graduation and functional literacy. Screening helps a
company avoid taking on workers who do not have the skills
needed in more competitive markets, but only so long as
unemployment is reasonably high and they can afford to pick
and choose.

Some respondents to the Conference Board survey indicated
that the labour markets in which they operated at the time of
the survey were so tight they had been forced to lower their
minimum requirements. The availability of workers will de-

e
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cline in the decades ahead. Two-thirds of those who will be in
the work force in 15 years are already in it, according to the
Canadian Labour Market and Productivity Centre (Sharpe,
1990: 23). If this is true, more firms will face tight labour
markets. They will have to find ways of working with employ-
ees who may not have acquired the necessary literacy skills. In
the labour world pres.mtly evolving, that will require training.
Employment and Immigration Canada has estimated that, of
all jobs created in the last fifteen years of this century, 64
percent will require 12 years of school and training and nearly
half will require 17 years (Employment and Immigration Can-
ada, 1990).

Concluding Comments

The Conference Board's findings are part of a disturbing pat-
tern with respect to the labour force. Business and labour
agree that training and education will be the key to Canadian
competitiveness and economic success in the remainder of
this century and well into the next. However, total expenditure
on training by all industrial sectors is much lower in Canada
than in the United States. Then consider that those with less
formal education to begin with are less likely to acquire train-
ing in Canada and more likely to have a literacy deficit that
impedes training (Sharpe, 1990). Finally, re-exam'ne the find-
ing that firms have had difficulty identifying and systemati-
cally upgrading the basic skills of employees with literacy
deficits, as shown by the Conference Board study. We are
creating an enormous economic trap for ourselves by system-
atically ignoring the under utilization of up to a quarter of our
citizens in our businesses. Increasingly we will have nothing
with which to compete but the skills and knowledge of our
people, a renewable resource that we are depleting.

These findings indicate the urgent need in this country for a
three pronged attack on workplace illiteracy in the interest of
our future competitiveness. First, those entering the work
place from the school system must be fully literate and the
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schools must adopt a "zero defect" policy in this respect. No
excuses are acceptable for a system that holds a student cap-
tive for 10 to 15 years and cannot guarantee functional literacy
and numeracy. This is not meant as yet more teacher bashing.
As a society we have not insisted on performance standards
from our schools, nor have we systematically held the schools
to account. Which of us considers any information on the
quality of knowledge possessed by school graduates, or even
the proportion of dropouts, when casting a vote for school
trustee? Our schools have the capacity to provide a useful and
meaningful education to our children and we must demand it
of them.

Second, immigrants to this country, one of the great well
springs of our nation's competitiveness, must have access to
training for, and incentives for the pursuit of, full functional
literacy in either or both of our official languages. They will
naturally want to get on with the business of building a new
life but over the years will regret a failure to acquire literacy
skills and become, rather than a great national asset, a serious
impediment to future prosperity. This is not to suggest that
immigration is even part of the problem. Rather it is an effort to
point out that we have not accounted accurately for money
spent tc help immigrants learn the langus of our country.
We see it as an expease on people who are not even citizens.
The appropriate view is that language training for immigrants
is an investment in the future prosperity of all of us, one that
will be repaid many times over in increased personal and
corporate taxes.

Third, we must find a way of guaranteeing personal dignity,
economic security, and effective opportunities, to all those
labouring under the disadvantage of a literacy deficit who seek
to acquire this vital skill. We need their skills and their produc-
tive capability. The cost of the required training will be mini-
mal compared to the increased flexibility and productivity
with which our labour force will be imbued.

Mounting this three pronged attack on illiteracy is the great
challenge faced by all segments and sectors of Canadian soci

r
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ety. This is not a job for government alone, at any level. Rather,
the individuals, corporations, families, communities and gov-
ernments that make up this society must all find a way to
mount this attack. We do not lack a command and control
mechanism for fighting this war effectively - what is missing is
decidedly not a Task Force or Royal Commission to coordinate
our efforts. We lack decisiveness and activity. The analysis has
been done, the tools are at hand. This challenge provides us
the opportunity to once again achieve great things together.
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Chapter 3

UNDERSTANDING BASIC
WORKPLACE SKILLS IN A
CHANGING BUSINESS
ENVIRONMENT

Paul C. Jones

ABSTRACT

This chapter explores the dimensions of the illiteracy problem in
Canada, particularly in the workplace. It addresses the question of
terininology by highlighting the current thinking on minimum
standards and situational definitions and depicts the need for basic
skills training in a changing business environment. The chapter
concludes with an outline of how we might proceed to solutions in
both the short and long term.

Functional illiteracy is a fact of life in the workplace. Often
unacknowledged, it is associated with a variety of personal,
social and economic problems. It inhibits the individual from
realizing his or her human potential, and it diminishes the
value of the human capital available to build our society and
our economy. And unfortunately, the problem will worsen
before it gets better.

All is not bleak, however. Never before has the issue of illiter-
acy been so openly the focus of attention in the public, private
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and volunteer sectors. Potential solutions abound, as do those
who would help. The challenge lies in identifying and sup-
porting the programs best able to channel these energies
effectively. In order to understand the context for solutions,
it's necessary to address the question of terminology, a source
of both confusion and legitimate debate.

Termineagy: Definitions

Most Canadians believe they know what the term "illiteracy"
means. To the public at large, it signifies a complete absence of
reading and writing skills. An illiterate person is presumed to
be unable to sign a document, read a stop sign or find out from
the sports pages who won yesterday's games. Literacy practi-
tioners mean something more general by the term. For them,
illiteracy is an insufficiency of basic reading, writing and com-
putational skills for the demands of everyday life.

Until recently, the number of years of an individual's educa-
tional attainment was used as a surrogate measure of literacy
with obvious and predictable problems. Someone with fewer
than nine years of formal education was deemed to be func-
tionally illiterate. Such a definition has the advantage of being
readily applicable to census data in most countries, and in-
deed to this day it is the only practical approach for organiza-
tions such as UNESCO that function internationally. The
evidence is compelling, however, that the use of educational
attainment as a surrogate for literacy serves to misclassify many
people - more than 4 million Canadians according to one
estimate.

In the landmark Southam News report, Calamai (1987), estab-
lished a new consensus. He defined functional literacy in
terms of a minimum standard of competence in basic skills
below which, it was presumed, individuals would have diffi-
culty coping with the demands of everyday life.

Yet this approach to terminology does have shortcomings.
Functional illiteracy as so defined is not intuitively or immedi-
ately understood by Canadians at large. Further the definition
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does not allow for the fact that real-life literacy demands vary
between individuals and over time. To illustrate, a worker
who yesterday was able to cope may today face many prob-
lems because of a change in his or her situation such as the
introduction of new and more demanding technology. Simi-
larly a worker in a challenging job may exhibit more basic skill
deficiencies than a less accomplished individual in a less de-
manding position. A single 'minimum standard' definition of
functional illiteracy does not adequately allow for such varia-

tions in personal situations.

It may therefore be tempting to consider a purely situational
definition of illiteracy. Under such a definition, a graduate
engineer lacking a specific high-level language skill necessary
for daily functioning would be deemed functionally illiterate.
At the other extreme, a hermit in a cave leading a hunting-and-
gathering existence with no social contact would be catego-
rized as functionaly literate even with a complete absence of
reading and writing skills.

Logically consistent as such a situational approach might be,
it's not practical in the real world. It would be difficult if not
impossible to design personalized literacy assessment instru-
ments for everyone in society, and the choice of meaningful
educational goals and standards relative to a myriad p,:lsonal
circumstances would be fraught with problems. How would
one define goals, far less measure progress toward them?

The 1990 "Survey of Literacy Skills Used in Daily Activides"
released by Statistics Canada offers a compromise between
the 'minimum standard' and 'situational' approaches. It iden-
tifies several levels of each of reading, writing and numerical
competence without at any point prescribing a single defini-
tion of functional literacy. It thus presents a multi-dimensional
mosaic of the Canadian population that will allow considera-
ble flexibility in situational definitions while creating a reliable
framework by which goals can be established and progress
measured.

For example, reading competence is measured in four catego-
ries that can be summarized as follows:
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Level 1: Canadians at this level have difficulty dealing with
printed materials. They most likely identify themsel-
ves as people who cannot read.

Level 2: Canadians at this level can use printed materials only
for limited purposes such as finding a familiar word
in a simple text. They would likely recognize them-
selves as having difficulties with common reading
materials.

Level 3: Canadians at this level can use reading materials in a
variety of situatic,-.1 provided the material is simple,
clearly laid out and the tasks involved are not too
complex. While these people generally do not see
themselves as having major reading difficulties, they
tend to avoid situarions requiring reading.

Level 4: Canadians at this level meet most everyday reading
demands. This is a large and diverse group which
exhibits a wide range of reading skills.

By using this scale in conjunction with similar measures of
computational and writing competence, one has great flexibil-
ity to define illiteracy in various ways as circumstances de-
mand without foregoing the advantages of standardized
measures.

This approach to terminology, if it proves affordable, is likely
to become the new consensus subsuming within it the best
elements of the 'minimum standard,' and 'situational' defini-
tions.

Terminology: Emotional Responses

Of course there's more at stake with terminology than con-
cerns about inexactitude. The term 'illiterate' is seen by many
as pejorative, even abusive. The starkest example of this was
exhibited at a medium-sized manufacturing firm where a
wildcat strike was narrowly averted after a television feature
about this company's progressive literacy program. The term
illiteracy, had never been used in describing the program to
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participants, who felt humiliated they had been portrayed on
television as illiterates, 'real dummies'.

Indeed the experience of various organizations in establishing

workplace programs has been that enrollment rates soar dra-

matically, from almost zero to as many as one-third or one-half

of workers, if alternative terminology such as 'basic educa-

tion', 'workplace skills' or 'academic upgrading' are used
instead of 'literacy training'.

In the face of such misunderstanding of the term 'illiteracy' by

learners and business people alike, it is tempting to resort to
other terminology. Yet the term illiteracy, is emotive and pow-

erful arid has the virtue of being direct. Alternative terminol-

ogy may be better understood and more immediately credible

to the casual observer; and other terms may offer a more
precise prescription for policy or nogram dcsign. The fact is

however such terminology is L. dramatic and evocative.
Further it's easy L imagine that a program of 'basic skills
upgrading' could be subsumed, its identity eventually lost,
within a hroader training scheme - it has happened before to
the ultimate detriment of progress toward lite goals. It

may be that different words are appropriate for .ent audi-

ences. With the clients of literacy programs the Learners and to

a certain degree business organizations - more clinically de-

scriptive and less threatening terminology, such as 'basic
workplace skills' or 'adult basic education', nay be most ap-
propriate. In pedagogical circles, language detailing 'skills
deficiencies' and 'levels of attainment' may be more appropri-
ate. There will continue to be a role for the emotive terminol-

ogy of 'illiteracy', particularly in the advocacy and
fund-raising arenas,

There is nothing unusual or untoward about terminological
uncertainty in such a complex subject. The problem, no matter
how defined or with whatever terminology is a serious one.

The Dimensions of the Problem

The 1987 report "Literacy in Canada" issued by Southam
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News was based on a literacy test administered to a large
sample of Canadians. A minimum standard for functional
literacy was established by a jury of Canadians from many
walks of life, and was subsequently revised dow. iwards be-
cause it was felt that the public would not accept the high
levels of illiteracy resulting from the jury's definition. Even so
24% of all Canadians were found to be functionally illiterate,
including one in six Canadians in the labour force.

The study also addressed a number of myths surrounding
illiteracy. For example, it was found that the effect of first-
generation immigration on the illiteracy rate is only two per-
centarie points. Indeed, the net impact of first and second
generation immigration is positive. The study also investi-
gated the relationship between age and literacy. Is it perhaps
the case that older Canadians contribute disproportionately to
the literacy problem because they did not have educational
opportunities when they were younger? Here too the results
were not reassuring. While it is broadly true that illiteracy
rates increase with age, younger Canadians perform no better
and perhaps less well on average than their U.S. counterparts.
It was also established that the number of illiterate young
Canadians coming of age each year exceeds the number of
illiterate older Canadians who are dying.

Several observers have noted that the high school drop-out
rates in many communities in Canada are comparable to, or
exceed those in inner-city areas of the U.S. The fact that we do
not have a visible underclass allows us to be more complacent
about this educational catastrophe. The "Survey of Literacy
Skills Used in Daily Activities" issued in 1990 by Statistics
Canada dia not, as noted above, identify illiteracy per se. Its
battery of questions was used to classify the population into
various categories of reading, computational and writingcom-
petence. At the time of preparation of this book, the data on
writing had not been released, but here are some of the princi-
pal findings on reading and computation:

The reading skills of 16% of Canadian adults are too
limited to allow them to deal with the majority of written
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material encountered in everyday life (Levels 1 and 2 as
defined in the previous section), including persons hav-

ing no abilities in either English or French (2%).

A further 22% of Canadian adults can use reading mate-
& .J carry out simple reading tasks within familiar

(ext., with materials that are clearly laid out. However
this group does not have sufficient skills to cope with
more demanding reading contexts (Level 3).

Reading competence is correlated with educational at-
tainment, residence in Western Canada, birth in Canada
and household income. It is inversely correlated with
age. In all cases the number of those lacking the skills to
meet most everyday demands is depressingly high -
11% of the university educated, 30% of Western Canadi-
ans, 34% of those born in Canada, 18% of those earning
$40,000 a year or more and 29% of 16-24 year olds.

Twenty-four per cent of Canadian adults do not possess
the necessary skills to meet most everyday numeracy
requirements but can deal with commonly encountered
documents and forms requiring simple numerical oper-
ations.

A further 14% of Canadian adults have limited nu-
meracy skills that enable them at most to locate and
recognize numbers in isolation or in a short text. Their
skills do not permit them to perform numerical opera-
tions consistently.

Functional numeracy skills are broadly correlated with
the same factors as functional literacy skills and indeed
there is a close association between functional numeracy
and reading skills. Only about one-half of Canadian
adults function at a level of both reading and numeracy
skills sufficient to handle the tasks normally encoun-
tered in everyday life.

While the Southam and Statistics Canada studies established
the dimensions of the illiteracy problem in human terms, the
Business Task Force on Literacy attempted to deal with the
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financial implications. The respected consultancy firm of
Woods Gordon devised a typology of potential costs. Some
kinds of costs, such as lost opportunity cost due to non-
promotability, were completely unmeasurable. For other
costs, such as training, health and safety, and productivity,
conservative order-of-magnitude estimates were made, and
these were aggregated to present what is the best guess of the
minimum cost of illiteracy in Canada. The price-tag is about
$4.5 billion for business and close to $11 billion for Canadian
society as a whole - each year! This total works out to about
$2,000 per annum for each functionally illiterate member of
the popuiation at large and of the labour force in particular. It
also equates to approximately 2% of the GNP. These are very
substantial numbers by anyone's yardstick.

Various correlations have been established between illiteracy
and major social problems such as unemployment, crime and
the poverty of native peoples. One would be hard pressed to
say that illiteracy was the 'cause' of these social ills. To a
degree it may be an effect. More likely, it's but one part of a
larger syndrome. Yet observers feel that the empowerment
provided by literacy is the best hope for breaking out of the
vicious circle of poverty and dependence. IlliterP'.1 may only
be part of the problem, but literacy training may be the critical
first step toward a solution.

There is little serial evidence on which we might assess how
the problem has changed in the past generation or two. Cer-
tainly over the past 50 years, basic literacy rates have risen.
Standardized testing has demonstrated a moderate decline in
performance over the past 20 years or so, but nothing to
indicate a wholesale return to earlier levels of illiteracy.

The Workplace Dimension

What has changed to render the problem more acute is the
workplace. The brawn jobs have largely disappeared and the
jobs that remain require vastly more in basic skills. There are
simply fewer places to make a living without adequate litnacy
skills. Consider, for example, the shipping bay that exists
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within every moderately sized organization in North Amer-
ica. A generation ago all that was required to work in this
environment was a strong back and a minimal ability to read
simple lists and to count. With inno iations such as just-in-
t te inventory control, the shipping department has under-
gone a dramatic change in responsibilities. There are now
up-to-the-minute computer printouts, telexes and faxes from
head office, plants, customers and suppliers. Often the ship-
ping personnel are expected to initiate activity based on infor-
mation available to them. Ironically, as the literacy demands
on these jobs have increased, the physical component has
diminished with the availability of materials-handling equip-
ment. These jobs have made the transition from brawn-work
to brain-work. What about the people in these jobs? Have they
made a similar transition?

One can trace similar dramatic changes in responsibilities
through the shop floor of many businesses. Statistical process
control systems place significant responsibilities on the indi-
vidual. Indeed, research has suggested that a typical blue-
collar worker spends close to 100 minutes daily in
information-processing tasks. Similar studies performed on
high-school seniors reveal only 60 to 70 minutes daily of com-
parable work. (Mikulecky, 1987)

As a result of these changes in e workplace, business is
increasingly concerned with the problem of functional illiter-
acy. A study of Canadian business establishments by the
Conference Board of Canada found that three-quarters of
them reported operational problems arising from functional
illiteracy among workers. According to Des Lauriers (1990)

one of the most common problems reported was that compan-
ies could not give training to employees because of difficulties
in comprehending training materials. The study also found
that illiteracy among workers is having serious effects on
product quality, productivity and even health and safety in a
significant number of Canadian companies.

It's Going To Get Worse Before It Gets Better

Unfortunately, ute situation is going to get worse before it gets
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better. New technology will continue to change the workplace
and with this technology, average literacy demands on the
workforce will increase. The knowledge industries within the
serv ice sector will continue to grow. Despite all the jobs in fast-
food and other service outlets that are reported to have mini-
mal literacy requirements, the average job in the service sector
demands an advanced level of skills. Observational studies
have shown that white and pink-collar workers are spending
between two and two and a half hours daily in information-
processing tasks.

The economic context in which these workplace changes oc-
cur will also force greater attention to basic skills. Canada, as a
trading nation, cannot pursue the low-wage route of develop-
ing countries, but must instead compete with the world's
high-productivity industrial powerhouses. And high produc-
tivity entails intensive use of basic and even advanced skills.
One aspect of the globalization of the economy is of course the
Free Trade Agreement, the explicit economic justification of
which is to enhance wealth through productivity. Inevitably
the emphasis will be on replacing low productivity jobs with
those demanding proficiency in basic skills.

Yet even as the demands for basic skills are increasing, the
supply is diminishing due to a demographic revolution that's
suddenly upon us. For the past quarter-century, Canadian
businesses have enjoyed the luxury of selecting the best work-
place entrants from the plethora of candidates available from
the baby boom. Now new workers must be found in the baby
bust generation. Business will not have the luxury of choice
and will have to consider hiring and training those with previ-
ously unacceptable basic skills. It does not help that this
demographic crunch comes at a time when the growth in the
participation rate of women in the workforce is levelline; off.

So technology, global trade and the growth of the service
sector all lead to the conclusion that demand for basic skills
will increase, but demographics signify that the supply of
basic skills in the form of trained labour force entrants will
dim inish.

GO
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Solutions: Prevention

Unless we learn how to prevent future illiteracy, Canada will
have a perpetual illiteracy problem. Indeed the Canadian
public holds many theories about the prevention of illiteracy.
As president of the Business Task Force on Literacy, I had
many opportunities to participate in radio phone-in shows,
and I soon realized there was a common pattern to my experi-
ences.

The first callers invariably have the solution: Send them back
to where they came from. Those more familiar than I with this
kind of radio programing tell me that such callers regularly
surface with the same solution regardless of the topic under
discussion. A few facts about literacy rates and immigration
dispense with the immigrant-bashers.

The next round of callers have an equally sophisticated analy-
sis of the problem and to them the answer is also clear: Shoot
the teachers! While there are undoubtedly lazy and incompe-
tent teachers in the system, it is patently unfair to suggest that
teachers should shoulder the entire blame. In conversations
with inner-city educators, I've been struck by their frustration
at the limited effect they can have on students they see for only
a few hours a day. Despite their best efforts, how much impact
can a teacher have on a student who, from 3:00 p.m. to 9:00
a.m. each day, from Friday afternoon to Monday morning
each weekend, and from mid-June to mid-September each
year, looks at not one word of printed matter?

Most people are prepared to admit that their true mastery of
literacy skills occurred on their own time, in their own place,
with their own materials.

Immigrants and teachers are not the only ones to suffer the
wrath of Canadians on the subject of illiteracy. The parents
must be to blame. Advertising takes its knocks. So does the
permissive philosophy of Dr. Spock. And so also does televi-
sion - perhaps Mr. Spock! And ultimately it becomes clear in
these conversations that there's no single factor that one can
blame, no grand conspiracy to keep Canadians ignorant.

6' 1
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Society as a whole, it appears, sends a message to young
people that education in general and reading in particular are
not perceived as rewarding behaviour. Whether from music
videos or television, from advertising or the experiences of the
shopping mall, from the example of parents or the actions of
siblings, or even from the educational process itself, the mes-
sage is usually clear that fun and entertainment do not invelve
reading.

A radical revamping of society is a big challenge, but at the
very least we can counteract the anti-literacy messages with
positive images for reading. In this respect, Christie Brown
with its heavily promoted awards for Canadian children's
books is to be commended, as is Canada Post for its use of
International Literacy Year to generate a multi-dimensional
approach to positive attitudes to literacy and reading. The
Canadian Advertising Foundation and its members are also to
be applauded for their decision to adopt literacy as a cause
over the next few years. Already the TV screens of the nation
are displaying powerful images that encourage parents to read
to their children. Central to the success of all of these activities
will be a smooth launch for ABC Canada, the private-sector
organization that many hope will become the Participaction' of
the Mind in the 1990s.

Yet no matter how much society adapts to the literacy chal-
lenge, it is of absolute importance that we see changes in the
educational system itself if we are to achieve full literacy in
future generations of Canadians. We must come to terms with
the unarguable fact that our schools are producing, and in
many cases graduating, functionally illiterate young adults.

Without in any way suggesting specific pedagogical answers,
one must raise two basic questions: How do the students get
through the system with their basic needs unattended to?
And what is being done to stop this occuring repeatedly in the
future?

In this regard it is disappointing to note the generally inade-
-ate response of the educational sector to these questions.

Vve see national organizations dedicated to change in the
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private sector (ABC Canada), the volunteer sector (the Move-
ment for Canadian Literacy) and even the Government of
Canada (the National Literacy Secretariat), but there is no
comparable group of official or even unofficial status within
the educational community. Here we run headlong into one of
the constitutional impediments to action that we experience in
Canada. For all that illiteracy is a national socioeconomic prob-
lem, education is explicitly a provincial responsibility.

There is evklence, however, that astute politicians on both
sides of the border now recognize that literacy is seen as a
good-news issue by a populace frustrated by the intractability
of most problems. In a recent study two-thirds of Canadians
assessed literacy skills as rating a 10 on a 10-point scale of
importance to Canada (ABC Canada, 1990). The challenge is
for provincial leaders to channel this public support into ef-
forts in the schools to prevent future literacy problems. What-
ever happens though, Canada will have a balkanized
approach to the prevention of illiteracy in the schools. Each
province will have its own standards - if it has any standards at
all.

Solutions: The Role of Key Players

Close to 80% of the labour .!orce in the year 2000 is already
employed - or unemployed - today. If Canada is to weather
the skills shortages of the late 1990s, the upgrading of the skills
of adult workers must plq a major role in our plans.

The central question for business is what role it should play in adult

basic skills education.

There have been suggestions that business should be compel-
led to offer adult basic skills training. No suggestion could be
better calculated to turn business off the topic completely at a
time when strategic partnerships between business and oth-
ers will be very necessary. Businesses, especially small busi-
nesses, do not generally have expertise in basic skills training
and cannot be expected to do a good job. Also, if business has
the responsibility for training, it must have a comparable role
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in assessment, which many employees would find distasteful
or alarming. From a self-interest standpoint, some businesses
will be concerned that basic skills are more portable than
others: no employercan be sure that basic training dollars will
not walk across the street to the competition. Finally, we can
hardly expect business to train the unemployed and unem-
ployable. For these reasons, the primary responsibility for
adult training must rest elsewhere in the community. The goal
must be programs generally accessible to the public.

The recent formation in the late 1980s of the National Literacy
Secretariat must be regarded as a tremendous step toward this
goal despite the constitutional impediments to direct literacy
action by the federal government. It is the first time in this
century that an arm of the Government of Canada has been
specifically charged with the responsibility of formulatingand
implementing literacy policy. Especially encouraging is the
role that the Secretariat has seen for itself in the workplace.
Various pilot projects have been supported, along with seed
funding for organizations such as ABC Canada.

The need for generally accessible programs does not rule out
workplace programs. Farsighted managements willing to take
the risk of losing employees with portable skills will recognize
the value to employees and to themselves of a benign, caring
environment. Managers facing the introduction of new tech-
nology will conclude that it is easier to upgrade their existing
and experienced workforce than to compete for new but inex-
perienced workers with greater basic skills. Labour unions
also may have an important role to play in the workplace in
providing their memberships with portable, marketable
skills. Already, the Ontario Federation of Labor and related
labour councils in Metro Toronto and Hamilton are running
what is probably the largest literacy training program in the
country.

On the whole, however, business involvement in literacy is-
sues is likely to assume a supportive rather than a leadership
role. Partnerships will be the norm, not solo efforts. Dona-
tions in cash, kind or facilities willgrow. Business leaders will
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become advocates for literacy by publicizing the issue both to
the public at large and to their colleagues and associates,
perhaps through the Literacy Speakers Service managed by
the National Speakers Bureau in Vancouver. Businesses will
also assist their unions and third parties in establishing work-
place literacy programs on their premises and by timesharing
the participation of learners and tutors in such programs.

Yet how are such partnerships to he fostered? If a business
manager or a concerned employee decides to implement an
adult literacy training program, to whom do they turn for
advice? Possible answers in various communities include the
YMCA, the local library, the school board, the community
college, Laubach Literacy of Canada, Frontier College, com-
munity literacy groups, commercial education services such
as Control Data, commercial tutoring services such as Sylvan
Learning Sy3tems, YES Canada if young people are involved,
the union or corporate human resource personnel.

That's not much of an answer. A busy manager cannot be
expected to do the research equivalent to that for a thesis on
literacy delivery modes. The ideal would be a toll-free 800
number that individuals and businesses seeking assistance
could call for counselling. Counsellors would be provided
with a full range and description of all adult basic training
programs across the country, and would be in a position to
advise callers of options in their local area. In this regard, the
formation of the National Adult Literacy Database at Fan-
shawe College in Ontario is the first step towards a solution. It
doesn't provide the counsellors, but it does supply the data-
base necessary for any referral service.

In the meantime, there is one area where business can and
should lead rather than follow, on behalf of potential literacy
partners in governmental, educational and volunteer sectors,
business should define clearly its expectations in basic workplace

skills. Too often business sends mixed signals. We hear of
'back to basics' at the same time as 'specialized occupational
training'. A very important first step in this direction has been
supplied by Carnevale, Gainer and Meltzer (1988) in their
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watershed report that identifies 16 basic workplace skills nec-
essary in virtually all jobs. These skills range from those we
would traditionally identify with literacy such as basic read-
ing, writing and computational competence, to more abstract
but equally important attributes such as interpersonal skills
and self esteem. By developing and openly promoting such
ideas, business would send a clear message of its needs to
those who can help.

Action of some kind is rapidly becoming an economic neces-
sity. Programs need not be expensive. We do not need edifices,
because most training will take place in the community, often
in the workplace. Similarly, while we might prefer profes-
sional staffs of literacy trainers, economics dictate a more
frugal solution. Fortunately, experience has taught that signifi-
cant work can be done with volunteer tutors whether in the
workplace or elsewhere in the community. Where profes-
sional guidance would be helpful is in training the tutors and
in assuring continuity and comprehensiveness of program-
ing. In Canada, the provinces must play this role.

Business ;s increasingly eager to be a partner in literacy solu-
tions. Sometimes it will be an initiator, but more often busi-
ness will support the activities of others. All sectors have a role
to play in helping the adult learner, but as with prevention
among young people, mobilization of the provinces is the key
to a thorough and lasting solution to the illiteracy problem in
Canada.
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Chapter 4

UNDERSTANDING THE
NEED FOR WORKPLACE
LITERACY PARTNERSHIPS

Glenda R. Lewe

ABSTRACT

Workplace literacy partnerships are often presented as a preferred
way of fostering basic skills upgrading in the workplace. Yet the
road to effective partnerships is a stony one, with many questions
to be answered before potential partners for literacy set out along
that road. This chapter discusses many key elements of partner-
ship building, with a view to helping potential partners forge
effective new alliances and assist those who have already done so
to assess their own efforts and gauge their success. A description of
three workplace literacy program models, based on differing part-
nership concepts, is also discussed.

Collaborate. Collaboration is one of the powerful ideas with which
our movement can enter the twenty-first century. It is the "one
way" that can embrace all the "many ways" to adult literacy.

Newman and Beverstock, (1990:213)

Partnerships are as old as history itself. They emerged when
people discovered that they could accomplish more in alliance
with another person or persons than they could accomplish
separatel Partnerships exist wherever there is a context for
joint ac and the will to seek it. According to the Canadian
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Chamber of Commerce (1990:19), "Partnerships are estab-
lished by mutual agreement between two or more parties to
establish certain goals, and to construct a reasonable mL.ns
for achieving those goals."

There has been a great deal of verbiage over the past several
years about the essential nature of workplace literacy partner-
ships. However, relatively little has been written about the
myriad dimensions of partnership building and the dynamics
of putting together effective alliances for literacy. There are a
number of key questions which need to be addressed when
contemplating building a partnership for literacy.
Here are some of them.

1. Who are the partners and how do you know they are the
right partners?

2. Who initiates the partnership and who takes on the re-
sponsibility for ensuring its success?

3. What are the most important qualities and elements of
expertise which the various partners can contribute?

4. What are the steps to be taken hi forging these partner-
ships, and how is success of the partnership assessed?

5. How does the literacy partnership fit into the total work-
place training picture?

In :lie tullowing discussion each of these questions is ex-
plored, and while the answers are not definitive, they may
guide the reader toward a fuller understanding of the com-
plexities and challenges of partnersl'ip building.

1. Who are the partners and how do you know that they
are the right partners?

There is no magic number of partners for a workplace literacy
initiative. It wql very much depend on the circumstances of
individual workplaces. Quite often, however, there are three
or four partners.

In most cases, management will be a partner, and indeed
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management is a key partner since without management co-
operation it is unlikely that an effective workplace literacy
initiative could be launched. In a unionized work environ-
ment the union is also an important p, rtner. Without union
support workers could tend to be distrustful of the intentions
of management in addressing the literacy issue. An adult
educator service provider is often required as well to provide a
level of expertise on learning styles, strategies for improving
reading and writing, and putting together a training curricu-
lum. There could also be community literacy volunteers, rep-
resentatives of courseware and computer software, and
training consultants, depending on the scope of the program
envisaged. And don't forget that the most important - and
often the most forgotten - partner is the worker himself who
will be the most immediate beneficiary.

You know you have the right partners when:

there is a spokesperson for a wide variety of concerns -
management, social and cultural, educational and
personal.

there is a common desire to meet the same goal - a goal
which has been agreed upon at the outset by all partners.

there is a clear understan ling of the process which the
partnership will be furthering and the steps which will be
needed to carry out the process.

You know that you don't have the right partners when:

there are constant and nagging unanswered questions at
meetings of the partners.

partners are pulling in different directions and contem-
plating different goals.

the process to be followed is unckar or unacceptable to
some partners, with frequent changes in direction.

there is a lip service to commitment which is not followed
up by concrete action.

If the second scenario is more familiar to you than the first, it is
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time to take a long, hard look at the partnership and determine
whether it could be revitalized either with the addition of new
partners or going back to the beginning for new goal state-
ments and a clearer sense of purpose.

2. Who initiates the partnership and vv:so takes on the
wesponsibility for ensuring its success?

The partnership could originate in a number of ways and for a
number of unconnected reasons. The company may initiate
the partnership in order to further corporate goals such as
higher efficiency and improved competitiveness. The union
may initiate the partnership to improve workers, sense of self
worth and to promote fuller participation in the union and in
the community. The education service provider may stimulate
the partnership through contacts with business and labour
with a view to extending educational outreach services to a
broader clientele. Workers, workers' committees or quality
circles may themselves identify the need and solicit help from
the company and -Ilion.

Many partnerships become unglued before they even start
because there is a lack of appreciation for the differing motives
which drive each partner. It is good to keep in mind that even
if partners are working from very different mind sets, the
ultimate goal of improving the literacy abilities of workers is
the same, and all partners can unite behind this common
factor.

Cohen-Rosenthal and Burton (1987) contribute this insight of
union-management relations.

While co-operation among partners is essential at all
stages of the partnership, particularly important at the
inception stage. To get started, there need be only one
objective in common. With adjustment for complexity,
the scope of cooperation is a function of the range of
common goals and objectives. The parties do not have
to agree on all of each other's objectives and goals.
They can agree to disagree respectfully ... What the
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initial stage needs to establish at the last is that the
management finds that working on objective X is in its

interest and the union finds that working on objective
X is in its interest. They then agree to work on objective

X together. (1987:141)

The authors present "the concept of overlapping interests" (p.

8) as shown below. Labour-management co-operation around
the issue of literacy can be viewed within this context.

Overlapping Goals of Employers and Unions

Every partner is responsible for ensuring the success of the
partnership, although the defection of one partner may be
more critical than that of another. For instance, without the
management partner it is unlikely that a skills upgrading
initiative cab take place within the workplace on paid time.
The initiator of the partnership will, no doubt, feel a very
special interest in its success, although once the partnership
has been formed that partner may have no more influence
than the others. The elements of trust and respect between
and among partners is what is ultimately responsible for en-
suring success, as is the adherence to a commitment to carry

out one's role.

3. What are the most important qualities and elements
of expertise which the various partners can contribute?

As mentioned above, trust and respectfuel effective partner-
ships. These qualities are required by all partners. In addition,
there are qualities which partners contribute in relation to
their own specific roles.

e-
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For instance, a key quality which management can bring to the
partnership is awareness of worker sensitivity around literacy
issues and the willingness to relate to workers in a way in
which confidentiality is respected. Management also has the
ability to commit resources of time and facilities in either a
generous or niggardly fashion. Foresight in seeing literacy as
an investment for the future is probably one of the most
important qualities which management can contribute.

The union will bring the qualities of un lerstanding and advo-
cacy which one would expect from union representatives. The
ability to reach out to workers, to communicate with them
about the literacy initiative, the ability to demystify it, to
destigmatize it, to present it as an attractive option fo . per-
sonal development will all be part of the union role. The union
prides itself on reaching workers through a variety of peer
approaches, and this ability to link worker with worker is a
quality which is done more effectively by the union than by
any other partner. As Sarmiento and Kay (1990:37) point out,
"one of the most critical ground rules is that the union should
be an equal partner with the employer in a joint program. If
the employer doesn't fully recognize an equal role for the
union, you will probably find it difficult to ensure that your
members' interests are met."

The edLcation service provider requires creativity and flexibil-
ity. Creativity in working through numerous possible adult
education approaches and recommending one which best
suits the workpt..ce, and flexibility in adapting approaches
and strategies tc a very specific workplace clientele. Without
these qualities, there is no certainty that a workplace literacy
initiative will have the relevance and the dynamism required
for success.

Other workplace partners such as courseware and software
providers (where applicable) will need to put the needs of
workers ahead of their own goals. Providing inappropriate
course material to workers will not serve the long range goals
of such providers and ultimately serves nobody's interests.

The workers themselves provide the qualities of willingness to
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participate and openness to learning which is at the root of all
successful programs. In the final analysis, it is these qualities
which make it possible to forge an effective workplace literacy
partnership.

The expertise which the partners have to offer is just as impor-
tant as the qualities which they bring. Both labour and man-
agement have a detailed knowledge of the processes and
procedures which make the work lace tick. Knowledge of

specific jobs, of new and changing tt..hnology, and of pneral
workplace issues such as health and safety and leg;slated
requirements such as the Workplace Ha7 -Mous Materials In-
formation System (WHMIS) will permit labour and manage-
ment partners to integrate these concerns into workplace
program planning.

The education service provider brings a very solid expertise in
areas imch as curriculum development, program design and
materials development and adaptation. The serv.ce provider
also brings expertise in how to assess workers needs and
assisting them in determining learning goals which meetboth
personal and employment needs. Finally, it is the service
provider who is able to assemble a framework for assessing
worker progress in a way which maintains confidentiality
between worker and trainer while at the same time giving
general feedback on the program to other partners.

4. What are the steps to take in forging these partnerships
and how is success of the partnership assessed?

The germination of the partnership takes place at that moment
in time when one of the potential partners recognizes that
basic skills training is important and that a specially targeted
workplace initiative is a desirable response to a very real need.
This tealization sets the scene for the first step in the partner-
ship: the reaching out to others either within or outside the
workplace who could use their own expertise in suggesting
possible approaches to basic skills upgrading. One new part-
ner could suggest others, and all would get together in com-
mittee. In all probability, the partnership, whencomplete, will

74



58 Lewe

include company and union representatives and either an
adult education service provider or a nrivate training consult-
ant. In the event that there is no unioit, a worker delegate will
probably be chosen to represent worker concerns.

The next step will be the information gathering stage. The
business and union will have some idea of the scope of the
need in general - but it would be a mistake to jump into
workplace literacy initiatives without first having a clear idea
of how basic skills upuading fits into the total training frame-
work, or indeed without first knowing how training is itself
situated within the larger corporate picture. A needs assess-
ment may provide answers to various questions concerning
how the organizational climate and culture impact on training
and will point the way to other needs which require attention.
A literacy task analysis of selected jobs will also shed light on
the basic skills required to do those jobs, and this too will help
in determining the training design.

The next step will be for the partnership to decide on the end
product being sought. Here are some of the questions which
will be addressed at this juncture.

Would a literacy task analysis of selected jobs be useful in
gaining a better understanding of the skills needed to do
jobs?

Will there be an actual training program? If so, will it be a
"stand alone" program or ole which integrates literacy
with other content dimensions?

Will an actual program be replaced or complemented by
any of the foliowing: Plain Language revision of written
materials, manual revisions, the preparation of new in-
struction sheets, directions, charts and diagrams?

If a program is the end product, will it be in-house or off
work grounds, paid or unpaid, wholly or partly in work-
ing hours or on the employees, own time?

Will content be general or competency E ased, provided by
present training instructors or by outside service providers?

:
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Will training attempt to cover employees throughout the
company or wi'.1 it be targeted to certain divisions or
groups of employees?

What kinds of methods will be used to draw workers into
basic skills training without causing fear and concern?

What can be done to assess workers' competencies in a
relevant and non-threatening way? How will the issue of
confidentiality be dealt with?

Will there incentives for persons who complete a pro-
gram, and if so what will they be?

These questions cover the wide range of activities which will
take place throughout the life of the partnership. Having a
clear and agreed upon idea about these matters will pave the
way for an effective alliance. Once the program or re1ate6
activities such as Plain Language and manual simplification
tasks have been completed, it will be time to evaluate how
successful the partnership is.

Success can be measured in many ways. With basic skills up-
grading, it is probably not necessary to give formal assessment
tests to measure improvement. Improvement will be exempli-
fied in a number of ways such as: higher quality work, less
wastage and fewer mistakes, greater motivation, more interest
in serving on company and union committees, more interest in
accessing a wide variety of training opportunities, greater ca-
pacity and interest in transferability and promotability.

Once a program has been successfully completed, is it time to
dissolve the partnership? Probably not. But there is no doubt
that the partnership will change gears at some point. Once a
program has been successfully delivered, it will be necessary
to consider other client groups within the company who may
also need basic skills upgrading. As well there are always new
hires who may require a very special approach which com-
bines basic skills upgrading with orientation to an unfamiliar
workplace.

Evolving needs may require adding new partners and per-
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haps dropping others. It is important to remember that the
partnership is not a bureaucratic structure with its own life
and mandate but rather is a response tool to very specific
stimuli in the workplace. As such, it is important that it remain
adaptable to face changing circumstances and challenges.

5. How does the workplace literacy partnership fit into
the total workplace training picture?

The answer to this question is critical, since if the partnership
does not clearly address corporate and union training goals,
the company will not see fit to commit resources to more than
a limited, one shot program and the union will not see this as a
priority with many other competing issues which require
attention. It will be important for the partners to collectively
assess the place which the literacy partnership plays in the
total workplace training picture. Here are some consider-
ations:

Basic skills training has influence beyond the training
context. Once fortified with stronger skills, workers are
able to do their own jobs better and to aspire to other jobs
within the company.

A company which provides training opportunities and
which takes an interest in upgrading will be viewed as a
more desirable employer than one which leaves employ-
ees, skills to rust.

Workplace training is one very vital response to new needs
created by changing technology and shifting world mar-
kets. Without basic skills training, the other technical
training which is necessary to respond to new challenges
cannot be effectively carried out.

Workplace basic skills training cannot be seen in isolation
from the many other areas of workplace training such as
health and safety programs, employee assistance pro-
grams, multiculturalisr. and ESL programs, and work-
place orientation. It is important that facilitators or
instructors from all these program areas enter into a dia-
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logue with the basic skills instructor or coordinator so that
the basic !kills program can borrow relevant content from
them and so that these other programs can adapt their
approaches to appropriate levels. In this way, basic skills
upgrading concerns become part of the total training picture.

Partnership building rests, of course, on much more than
having the answers. Personality factors are very much to the
fore, as are factors such as drive, commitment and even fer-
vour. A partnership does not work unless all partners believe
in it, and unless all partners are comfortable with their respec-
tive roles. Some endeavours will see all partners as equal,
while others will see the service provider more as a resource
than a partner. In either case, the nature of the partnership
should be set out at the beginning and agreed to by all parties.
Whether this is done formally or informally will depend on
the partners' workstyles and preferences.

Often potential partnerships are stymied by two sad lacks -
one of them is the fact that possible partners simply do not
know each other and do not cross paths in the normal course
of events. The Workplace Literacy Program of the Department
of Education in the United States (Funding Guidelines, 1990)
has recognized this situation in a very specific way. Applica-
tions for project grants under the program must be submitted
from a partnership including at least one partner from a busi-
ness, industr),,, labour organization or private industry coun-
cil; and at least one partner from a State or local educational
agency, an institution of higher education or school (including
an area vocational school, Pn employment and training
agency, or community based organization). By structuring the
program in this way, the bridge between the workplace part-
ners and the outside service providers is assured.

The other lack is the fact that workplace partners are not
always aware of the variety of workplace literacy program
models that are available to them and they may not choose the
best approach for their particular workplace. Given the im-
portance of this aspect, a description of three of the most
common and successful models follows.
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Partnership Program Models

There are various models for workplace ' ' -racy programs. It is
hard to describe them all, since some of ,. iem are variations of
others. Three of the main models which are found in Cana-
dian workplaces are described here. Each is based upon a very
different partnership concept and each is enjoying success in
workplaces across the country. The models are not specific to
the Canadian context and will apply equally well for applica-
tion in other countries.

The Peer TUtoring - Learner Centred Model

Partnership: Union, management, worker

In this model, workers teach workers. Workers who feel that
they have rather solid literacy skills volunteer to be tutors to
co-workers. These worker instructors roceive training from
training co-ordinators hired by worker instructors receive
training from training co-ordinators hired by the union or by
the company, depending on the origin of the program. Once
they have received training - generally a one or two week
course the worker instructors begin the job of tutoring co-
workers.

In this model the program is entirely learner centred. There is
no pre-set curriculum or course of studies. Rather, workers
identify the areas they want help with. It may be workplace
related such as help with reading health and safety informa-
tion or instruction manuals, or it may be more personal in
scope such as how to figure out tt- forms or grocery lists. It
might even include helping children with their homework.

In effect this is a community-based type of program which
happens to take place in the workplace. Generally work
time for the program is paid either wholly or partly by the
company. The vulunteer instructors tutor from one to six indi-
viduals, with every effort made at meeting the stated needs of
each participant.

The Peer Tutoring-Learner Centred Model is based on the
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principles of empowerment enunciated so well by Brazil's
Paulo Freire. Its strength is its "people orientation". Its weak-
ness is that, in concentrating wholly on workers stated needs,
it often does not address specific literacy needs related to jobs.
It thus may not prepare a worker as quickly as some other
models do for transferability or promotability. The Ontario
Federation of Labour's BEST Program is an example of this
latter model.

The Generic - Job Related Model

Partnership: Management, union, adult euucator, worker

This too is an empowerment model - bu;. L. a different sense.
Content is very much oriented to the workplace, and instruc-
tors are professional adult educators. Content is general rather
than job specific and it is to some extent learner centered
although not as fully as in the previous model. Because there
is a professional educator involved, the course can benefit
from the various learning strategies that adult educators have
in their repertoire rather than focusing on the more traditional
decoding approach that tutors with limited training might
take.

This program does not focus on job tasks unless the learner
raises job tasks as an item for discussion. Rather, a more
generic approach is utilized, with general workplace content
being emphasized, rather than content applying to a particu-
lar job. Efforts are made to show how literacy learning is not
frozen In one context but is transferable. For instance, the
skills of reading directories or filing can be transferred from a
workplace application to a home setting. The fire safety rules
for the workplace could be reviewed to see how many of them
were applicable to the home, and compare and contrast exer-
cises could be used to build capacities for making choices and
decisions based on full comprehension of written material.

There is a very practical bent to the empowerment of this
model. Empowerment occurs when the worker, perhaps for
the first time, can request annual leave by properly complet-
ing a form or can apply for a transfer by filling in a transfer
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application independently. Empowerment occurs when a
worker can read well enough to find out about other depart-
ments in the workplace and suddenly feels enough confi-
dence to participate in union committees.

Workplace documents are used to guide course content. One
such program, targeted toward dietetics and housekeeping
employees at Ottawa's Civic Hospital, used diet sheets, safety
regulations and the hospital newsietter as course documents.

Generally this model divides participants into classes of no
more than four to six workers. Facilities provided for the
classes may be lunch rooms cr conference rooms. Classes are
offered once or twice a week, once again with the employer
contributing all or part of the time. Quite often the course will
take place just before or after a worker's shift. The strength of
this approach is that it has some structure and utilizes the
skills of trained literacy practitioners. A weakness, if it is a
weakness, is that it is only partially learner centred.

The Job Specific/Integrated Training Model

Partnership: Adult educator, labour, management, worker

Learning objectives for this program model are based on job
requirements and materials that workers need to use to do
their jobs. It is a job specific approach rather than the more
general approach of the previous model described. This
model builds upon research findings that suggest that reading
gains are much more lasting and substantial when tied to
practical tasks encountered on the job rather than more gen-
eral content.

This model is based on helping trades instructors integrate
literacy into existing training programs. An adult educator
literacy practitioner works closely with a trades trainer to
obtain an overview of the technical content of instruction.
Then the educator devises a training course to be given to a
number of trades instructors. This model has been success-
fully implemented by the New Brunswick Pipe Trades Associ-
ation. Their training program is based on a 40-hour course
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given by the consultant hired by the Association. The course
was given to twelve instructors. An Instructor's Manual was
developed to assist the instructors in adding literacy elements
Ls 'heir programs. Some of the topics covered through this
model are:

how to read charts, diagrams and graphics

how to use glossaries, tables of contents and indices

how common prefixes, suffixes and word roots can help
you understand trade specific vocal-ulary more easily

strategies for improving comprehension of a technical text

strategies for locating material in a text;

In this program model the educator is dealing with the in-
structor rather than the worker. The philosophical position
here is that workers may feel more comfortable dealing with
the trades instructor rather than having a separate basic skills
upgrading class given by a different person. In this model the
adult educator and the trades instructor each contribute their
main areas of expertise. It is a true partnership model.

The strength of this model is that it channels and utilizes
existing workplace resources and it centres on job specific
content, the full mastery of which can go a long way to moti-
vate workers and increase their confidence about doing their
actual jobs. Persons who believe in learner centred ap-
proaches may not like this model as much as the others. It will
have appeal, however, for supporters of content specific read-
ing and for those who wish to see trades trainers use an
expanded expertise.

Which of these three models to use will depend on the individ-
ual circumstances that unions and companies find themselves
in and what resources are available to provide assistance. It
should be noted that there are many adaptations to these basic
models, and there are additional models as well. However,
consideration of the three models which have been described
and -!-e types of partnership building that they entail will
provide a framework for future discussion and action.
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Concluding Comments

Partnerships resemble hot house flowers. They require the
right amounts of heat, moisture and light in order togrow. The
absence of one of these elements will reduce the liklihood of a
healthy and flourishing plant. In like manner, partnerships
are sustained by the combination of vital elements such as
commitment, trust and willingness to share expertise. One
thing is certain. Without effective literacy partnerships, basic
skills needs will be addressed inadequately and in a vacuum.
Only the combined expertise and resources of various inter-
ested and committed parties will result in basic skills pro-
grams which work and which open the vistas to brighter
worker futures.
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Chapter 5

UNDERSTANDING,
LESSONS LEARNED IN
EMPLOYEE BASIC SKILLS
EFFORTS IN THE U.S.: NO
QUICK FIX

Paul Jurmo

ABSTRACT

Workplace education efforts in the United States have too often
been hampered by a tendency toward prepackaged 'quick fixes'
which aren't based on an understanding of the skills - related
problems to be solved or the range of possible solutions. Planners
of employee education programs should take advantage of the
valuable knowledge and positive motivations which workers al-
ready possess. To do so, planners must establish a positive rela-
tionship with workers and develop an ongoing, systematic means
of developing instruction around the realities of workers' lives
rather than on preconceived and often misleading assumptions
about what workers need to know.

The Growing Interest in Workplace Literacy

In the latter half of the 1930s, workplace literacy became a hot
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topic in the United States. Public policy makers, educators,
researchers, vendors of educational products, and the news
media bombarded employers and unions with the message
that something had to be done to improve the skills of the
American workforce. At the same time, many employers and
unions were learning first-hand that many American workers
were not prepared to handle the new demands of a changing
workplace.

In response to this new awareness of the employee basic skills
issue, employers and unions have on the whole been paying
more attention to employee training and education issues.
Some businesses have been forming task forces, examining
workforce resources in their communities and in their indus-
tries, assessing the basic skills of their own employees, and
actually jumping in and setting up programs for their employ-
ees. Unions have also begun establishing programs for their
members, and in some locations such as New York, Boston,
and Chicago, unions have formed consortia with other unions
to share resources around this issue of worker education.

On the surface, this growth in interest and activity seems like a
good thing. It appears that key players with an interest in a
well educated workforce have now become aware, done some
planning, and devoted some resources to begin tackling the
employee basic skills problem. On closer examination, how-
ever, it becomes clear that we shouldn't be too satisfied with
where we stand today, because the quality of existing pro-
grams and the level of commitment to quality programs are
not what they should be.

I would argue that, if we - as educato,s, employers, unions, or
public policy makers - really want co develop effective em-
ployee basic skills efforts in t:le United States, some hard
questions must be dealt with and a good deal more ground-
work must be done before we go much further. Vith careful
preparations, we in the U.S. and those conc .!rned with
workpldce literacy in other countries as well - can learn from
the U.S. experience and avoid the mistakes of all too many
workplace efforts to date.
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The remainder of this chapter discusses a number of key
lessons iearned.

Lesson #1: There is No Single "Business
Perspective" or "Labour Perspective" on
Workplace Literacy

It is safe to say elat employers, which include for-profit busi-
nesses as well as governmental and nonprofit agencies, and
unions have been challenged to look more closely at the em-
ployee basic skills issue in recent years. The response of em-
ployers and unions to the issue, however, has not been
uniform.

In some cases, employers and unions haven't really given the
problem much thought at all and haven't really developed a
position on the topic. Many of these employers and unions
have been busy keeping the" heads above troubled economic
waters and haven't had the time to look in any depth at less
immediate issues like employee basic skills. This is tru even
when the strength of these employers and unions is declining
due to inadequate skills in their workforce.

Other employers and unions have looked at the issue and
concluded that, indeed, their employees do have a basic skills
problem. However, whether for lack of resources, plans to
eliminate low skilled jobs, or other reasons, these employers
and unions have decided to ignore the problem and hope it
goes away.

Other employers and unions recognize an employee basic
skills problem and assume that the solution will ultimately
have to be a long term effort to improve the U.S. school
system. What is ignored here, however, are the facts that (1) a
significant percentage of the U.S. workforce for the next
twenty or more years is already beyond school age, (2) the
problems of dropouts, drug abuse, poverty, and child abuse
which contribute to the illiteracy problem will not go away
soon even if all the proposed school reforms are implemented
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immediately, and (3) immigration, which is also a major con-
tributing factor to the adult illiteracy problem, is likely to remain
at a high level for some time. Waiting for school reform to work
is not by itself going to solve the employee basic skills problem.

In some cases, employers and unions admit that they do have
some kind of employee basic skills problem, but they decide
that the saition should not cost them much time or money.
These employers and unions typically look for an educational
institution or vendor to provide a low cost, 'quickie' solution,
usually in the form of a standardized curriculum - whether
using textbook, computer, video, or other formats - not tailored
to the particular workers or workplace involved.

Some employers recognize that the skills of potential or current
workers are not what the wcrkplace demands. These employ-
ers conclude that an efficient way to deal with the problem is to
set up a test or other screening device aimed at keeping unde-
rskilled workers out of the company's workforce to begin with
or somehow preventing existing underskilled employees from
moving into more demanding jobs.

And finally, there are a few employers and unions who have,
through careful investigations, identified a basic skills problem
in their workforce, looked at the options open to them, and
realized that an effective response will require real vision and
resources. These resources will include time, thinking, com-
mitment, a collaboradve spirit, and fends devoted not to just
"fixing the schools" - and the other problems of pove.ty, mal-
nutrition, disintegrated families, substance abuse, and teen
pregnancy which contribute to adult illiteracy. Resources also
must be committed to dealing with the millions of undereduca-
ted adults who will make up a major share of the U.S.
workforce for the foreseeable future. While it would be nice to
be able to say this kind of response represents the business or
labour perspective on the workplace literacy issue, that simply
is not the case.

The reality is that businesses and unions are at present re-
sponding to the worker basic skill question in many different
ways.
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Lesson #2: Effective Programs Require an
Understanding of the Problem and of Possible

Solutions

In too many cases, corporate leaders, union representatives,
and public officials become aware that some kind of basic skills
problem exists in their workfon and then jump too quickly at
implementing an employee ed, .:ation effort without really un-
derstanding the problem or ti3 available range of possible
solutions.

The necessity of careful needs assessment

Understanding the "workplace literacy problem" in a particu-
lar workplace requires careful study by all the parties con -
cerned. A team of managers, union representatives, educator5

- and particularly employees themselves - should be put to-
gether, and team members should first "do their homework" to
learn from the considerable work tilready done by researchers
and other employers and unions.

For example, a number of national level reports (Carnevale,
Gainer, and Meltzer, 1990; Committee for Economic Develop-
ment, 1985; National Center on Education and the Economy,
1990; National Alliance of Business, 1987) have already been
issued in which employers tell us that they now want employ-
ees who can apply reading, writing, and math to real workplace
tasks. Workers must also be able to work in teams, communi-
cate verbally, and solve problems as they come up, rather than
wait for someone else to solve them. And because of the in-
creasing racial, ethnic, and linguistic diversity of the U.S.
workforce, U.S. workers and their employers need to know
how to understand and communicate with others in their
workplace who are 'different' from them (Johnston and Packer,
1987; Business Council for Effective Literacy, January 1987).

These reports show u that employee basic skills is no longer
defined as the 3Rs we learned in grammar school. An employee
education pLnning team should use these broader categories
of technical and social skills as a frame of reference when it

"
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takes the next step of looking at the particular needs of its own
workplace.

If, fur example, the record-keeping or decision-making skills of
particular employees are areas which the team wants to focus
on, then the planners should be aware that traditional, aca-
demic reading, writing, and verbal English tests are generally
not designed to measure those specific real world skills. A
planning team should consider using alternative measures like
interviews with the employees and their supervisors, observa-
tion of workers actually carrying out those tasks on their jobs or
in simulated situations, and review of employees' production
records as ways of producing a clearer picture of what skill areas
require attention.

The need to develop appropriate responses

But once that initial needs assessment is done, the planning
team can't stop there. Planners need to continue their system-
atic planning and investigate possible strategies forresponding
to the problems they've identified. Rushing in to set up an
educational program might not always be the best response.

The solution to many supposed employee basic skills problems
might in fact be a restructuring of particular jobs to enable
workers to perform more efficiently and safely with the skills
they already have. The readiig materials used in a job might,
for example, be rewritten in a way that makes them more easily
understood by the workers who have to use them.

But in other cases, there might be no way around the fact that
an instructional program has to be set up. Then this is another
point where thoughtful planning is needed and one where
many workplace programs get lost. In too many cases, planners
of employee basic education programs have little prior experi-
ence putting tugether a literacy program, and they naturally
assume that any old instructional method will do. They assume
that teaching reading is basically the same process they went
through back in grammar school.

Plannel s might aiw be told that they shouldn't go to the ex-
pense of setting up a school in their workplace and that, as a
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more cost effective alt1/4.rnative, technology is the way to go
(Chisman, 1989; Packer and Campbell, 1990). But whei tech-
nology is defined too narrowly, employers might assume that
developing an employee basic skills program is simply a matter
of choosing the best educational software to plug into the
company's computers. Experience is showing us, though,
(Freyd and Lytle, 1990; Smith, 1986; Soifer et al, 1990; Sperazi,
1990; Young and Irwin, 1988) that when many of the existing
software programs are looked at carefully, it turns out that they
are merely traditional fill-in-the-blanks workbooks in disguise.

Instructional theory and contextualized approaches:

This brings us to the question of instructional theory, a sticky
topic which is naturally foreign to employers, unions, and
public policy makers who don't specialize in such inE,,ters.
"Instructional Theory" is basically a question of what it is we
want to accomplish in an educational effort and how best to
reach those goals. Like it or not, this is a question which we all
have to be concerned with if we really want to set up effective
workplace education programs.

When we look at the research emerging from not only work-
place literacy programs, but from the fields of reading and
writing education, linguistics, and other disciplines, we see a
growing body of evidence which indicates that traditional,
academic approaches to literacy instruction - whethei in work-
book, computerized, or video formats - don't work very well.
This research indicates that alternative, contextualized ap-
proaches are what we need to be developing.

Research is showing us that, too often, traditional literacy pro-
grams have simply adopted academic instructional approaches
found in schools. These curricula are seen as having little direct
relevance to the particular job tasks which the employees face on
their jobs or might face in future jobs (Mikulecky, 1981; Resnick,
1987). If mastery of job-related literacy tasks is at least part of the
program's purpose to begin with, such standardized curricula
are not a very direct route to those job-related objectives.

There is an even more fundamental flaw in many traditional
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literacy curricula, however. Such curricula are often based on
questionable assumptions about how people learn to read and
write, and they place undue emphasis on rote mastery of
fragmented pieces of wri ten language which are irrelevant to
adults' lives, rather than on helping learners to develop the
strategies we all need to make meaning out of written lan-
guage. (Meyer and Keefe, 1988).

As a reaction against curricula which try to teach skills in a
vacuum, or isolated from meaningful uses, some literacy prac-
titioners have developed an alternative, contextualized ap-
proach to instruc .an. The contextualized approach argues
that literacy is the use of written language to accomplish real
worid tasks of interest to the reader and writer (Harman, 1987;
Harste, Woodward, and Burke, 1984). A contextualized ap-
proach to instruction is structured in a way to enable the
learner to learn by doing, to develop the strategies used in
fluent reading and writing by actually practising those strate-
gies in real, meaningful literacy activities. These strategies
include selecting, predicting, seaithing, tentative choosing,
and other thoughtful means of developing meaning from
print (Goodman and Niles, 1970).

Different interpretation of the contextualized approach

When we Iook at how workplace educators are applying this
principle of contextualization in practice, we find that no two
programs look the same. In some cases, practitioners are
defining the context rather narrowly for the learner, assuming
for example that, because a low literate worker operated a
particular machine, then the basic skills curriculum should
focus primarily on literacy tasks associated with that machine.

Others recognize that, to capture the interest of workers and
make the program more relevant to them, a planning team
must involve employees from the start in defining what literacy
tasks and topics to build the curriculum around. Otherwise, if
the learner is left out of the process of defining what is mean-
ingful, there is a real possibility that the curriculum will focus
on a literacy task which the worker already knows how to
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handle - or on reading materials found in a job which is
actually of little interest to the learner (Business Council for
Effective Literacy, July 1989). No matter how well intentioned
program planners may be, when these kinds of uninteresting
literacy tasks become the focus of a workplace literacy pro-
gram, the worker will very likely see the curriculum as some-
thing imposed and not something to be much interested in.

A new model

A growing number of workplace educators are now develop-
ing a third alternative for employee basic skills education
which rejects the two instructional approaches described
above - the academic model and the artificially-job-specific
model - which until now have dominated the field. The alter-
native has not received much attention but, in my view, holds
a great deal of promise.

This third alternative might go by a number ofnames: 'partici-
patory; 'collaborative,"learner-centred,"worker-centred;
'partnership education,' or other terms (Fingeret, 1990;
Jurmo, 1989; Sarmiento and Kay, 1990). Participatory pro-
grams reject the notion that the worker is an empty piggy
bank into which someone else deposits technical information.
To use a different metaphor, the worker is not seen as a
mechanical appendage of a machine which merely needs
some technical fine-tuning (Freire, 1985). Rather, the worker is
seen as a human being with considerable strengths and
interests.

A participatory workplace program sees these qualities as
assets and is structured to provide multiple opportunities for
workers to build on their strengths, to enable them to think
critically, analyze and solve problems, and communicate
clearly (Soifer, Young, and Irwin, 1989).

Using the panicipatory approach

In practice, we now see this participatory approach in action in
a number of workplace literacy settings. Workers in some of
these programs work in teams with their instructors to review
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what goes on in their jobs, to identify problem areas, literacy
tasks, and uses of verbal communication they would like to
focus on (Aliorve, 1989; Auerbach and Wallerstein, 1987; Busi-
ness Council for Effective Literacy, October 1989). The empha-
sis in this kind of needs assessment process is not so much on
workers' deficits as on their existing abilities, interests, and
potential. The workers then study articles in the company
newsletter, work-related statistics, and other texts related to
the topics which interest them. They also write about those
topics, share their writings, and debate and give feedback to
each other about the content and form of the writings (Soifer,
Young, and Irwin, 1989). Verbal communication and math
activities - even for complex tasks like statistical process con-
trol - are likewise built around real world interests which
workers bring with them from their jobs (Business Council for
Effective Literacy, July 1988).

But in these programs the workers don't necessarily focus
solely on job related topics. They might bring in issues from
their lives outside the workplace, topics like "How much
cement will I need to re-do the driveway at my house?" or
"How can I help my child do better in school?" or "What it was
like for me growing up in the hills of Appalachia." Including
these non job related topics is not seen as something superflu-
ous or distracting from job related goals. Rather, by encourag-
ing workers to focus on a wide range of topics of personal
interest, participatory programs continually reinforce work-
ers' abilities to use print to relate new experience to prior
knowledge. In so doing, workers come to see language as a
personal tool which they can use to accomplish many mean-
ingful, interesting goals.

Proponents of this approach tend to reject traditional mea-
sures of learner and program achievement on the grounds that
they don't accurately reflect what impact the program is actu-
ally having on the learner in the context of his or her life on or
off the job. These practitioners might use standardized tests,
"head counts," and other traditional measures if that is what
their funders demand. But participatory educators tend to
prefer qualitative measures tailored specifically to measure

,
0 'I



LESSONS LEARNED 77

how well learners are able to perform real life tasks of interest
to the workers id their employers.

As described above, in the early planning stages learners and
their supervisors might be interviewed to identify a set of
learning objectives drawn from workers lives' on and off the
job. To monitor learners' progress toward those goals, staff
then continually call on learners to assess what they are
achieving as individuals and as a group. At the end of a given
instructional period, learners and their supervisors might
again be interviewed to determine what if any changes have
occurred in learners' skills, attitudes, and other personal and
job related variables.

Evaluators can also check learners' production and safety
records, review samples of their written work, observe learn-
ers on the job, and pose simulated problems to the workers to
see how well they can solve them. All of these qualitative
measures are now being used to more clearly define what
objectives need to be achieved in the program and how well
they are being achieved. In many of these activities aimed at
measuring learner and program progress, workers themsel-
ves are taking on active roles in defining program goals and
assessing their own progress and the effectiveness of the
program.

In this collaborative approach to workplace education, em-
ployers and educators are seen as partners who help define
what is studied in the program, but they don't dominate the
process. In this collaborative process, workers' self-esteem
and team spirit are reinforced as they realize that they have
something to say and have colleagues who are willing to listen
(Soifer, Young, and Irwin, 1989). So far, these kinds of partici-
patory programs seem to be producing the kinds of strong
reading and writing skills, critical thinking, self-esteem, and
social abilities all of us need to participate actively not only in
our jobs, but in our roles as family members and citizens, as
well.
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Lesson #3: To Build a Strong Workplace
Literacy Field, We'll Need a Sustained,
Thoughtful Effort
That's the good news: Creative, dedicated practitioners and
learners are making progress and developing more appropri-
ate forms of workplace education. The field as a whole has
much to learn from these new models. But the bad news is that
these kinds of carefully planned programs, unfortunately,
remain a distinct minority within the field. These 'new and
improved' programs require a number of ingredients not yet
widely available. Our challenge is to make sure that the basic
ingredients of vision, cooperation, qualified personnel, and
material resources are in place before we go much further with
literacy efforts which should be aiming at creating not only a
more productive workforce but a more just and democratic
society, as well.

Employers, unions, and public policy makers
For example, employers, unions, and public policy makers
faced with setting up a worker education program should not
just settle on 'quick fix solutions' because they are under
pressure from 'the top' to set up a prograin or because neatly-
packaged curricula seem inexpensive or easy-to-use. They
need to do the kinds of careful needs assessment and resource
development described earlier. By doing so, they will be doing
the same kind of thoughtful planning they should give to aity
other business decision.

Our leaders in business, labour, and government should, in
effect, be exercising the same kind of critical thinking skill,
which they are saying U.S. workers need to be exercising at
this point in time. Otherwise, high level decision makers are
liable to end up throwing corporate and taxpayers' dollars at
questionable workplace education projects. And, beyond be-
ing concerned about particular workplaces, employers, un-
ions, and public policy makers should likewise become
strong, thoughtful advocates for quality education for all chil-
dren and adults in their communities.
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Vendors

Other, often overlooked players in workplace literacy efforts
are vendors of educational texts, computer software and hard-
ware, videos, and consulting services. Some of these vendors
have in fact moved beyond traditional forms of education and
have been creating more meaningful instructional approaches
based on the realities of employees' lives. But these publishers
and consultants are in the minority. Instead, we see too much
evidence of vendors who, often with little grounding in liter-
acy education per se, are selling questionable products and
services, and using misleading sales pitches. As a field, we
need to encourage workplace literacy publishers and consult-
ants to become our allies in the development of appropriate
methodologies rather than function as competitors for scarce
educational resources.

The news media

It is also time that more representatives of the news media get
beyond merely repeating what is already known about the
workplace literacy issue or - worse - reiterating overly simplis-
tic, exaggerated estimates of the "menace of worker illiteracy"
or conveying the impression that the employee basic skills
problem is an easy one to solve. Journalists need to do more
digging to uncover what kinds of basic skills are really needed
by U.S. workers and show us what is really being accom-
plished or not accomplished by current employee basic skills
efforts. The public needs to know what needs to be done - and
by whom - to really create a strong American workforce and
society, and the media can help educate all of us (Schalit and
Donovan, 1989).

Adult educetors

Adult educators also need to take the time to remember that
the process of developing a quality educational program re-
quires considerable technical skills anc L clear vision. We have
as a field been pushed into trying to do our jobs with limited
training, inappropriate prepackaged materials and assess-
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ment tools, meager salaries and benefits, and instructors who
don't really know the learners and communities they are
supposed to be serving. In workplace programs, we are being
pushed into a focus on 'the bottom line' when in fact we know
that employee basic skills education is much more than fine-
tuning workers' technical skills to 'increase corporate profits:
Enlightened business iders (Business Council for Effective
Literacy, July 1990; Time Inc., 1988) don't use that kind of
dehumanizing rhetoric, and we shouldn't fall into the trap of
adopting that kind of talk because we think it will please
corporate and public funders. We need to learn how to negoti-
ate with the business community without selling ourselves
short. We need to be sure that we get the training, appropriate
assessment systems, and other resources we need to do agood job. And we need to make it clear to the employers,
unions, and public officials we work with that effective basic
skills program5 require much more than quick-fix solutions.

Workers

And, finally, if we believe that workplace literacy efforts should
aim at building not only a more technically efficient but also a
more just and democratic society, then we need to remember
the central role which workers themselves play in these efforts.
We mustn't forget that the success of workplace literacy educa-
tion in this country will be largely up to the workers who will
participate in the programs we create with them. If we leave them
out of the process of putting together our educationil pro-
grams, we will likely fail to take advantage of their considerable
valuable knowledge and positive motivations.

Reports describing "the decline of the American workforce"
suggest that the U.S. economy is burdened by a workforce
which isn't up to the challenges of a new world economic
order. No doubt all of us will have to constantly upgrade our
skills to take advantage of the new opportunities ahead of us.
But we must remember that workers in the United States have
a lot going for them already. And that includes even those who
didn't get the opportunity to develop strong English language

9
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literacy skills when they were younger. If the rest of us do our
part, we can make sure that all of our workforce gets a real
chance to succeed this time around.

Note: This chapter is based on presentations made during 1990 at
workplace-literacy-related conferences in El Paso, TX; Worcester, MA;
Baton Rouge, LA; Washington, DC; Chicago, IL; and Atlanta, GA.
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Chapter 6

UNDERSTANDING VALUES
IN WORKPLACE
EDUCATION

James A. Draper

ABSTRACT

This chapter begins with looking at the "Why" of our behavioui,
raising a number of philosophical questions and examining some
reasons to reflect on and articulate our personal philosophy. This is
followed by a descripticri and discussion of five philosophical
orientations: Liberal, Behaviourist, Progressive, Humanist and
Radical. The relevance of each of these to workplace educational
prog...ams is illustrated. The section "Philosophically Where Do We
Stand?" discusses how, especially as educators and trainers, our
values aie expressed in our daily behaviour and language. The
section on the importance of language looks at some of the wordE
used in workplace programs, and the need to take our language
seriously. Finally, examples of philosophical statements are given
to show that values and assumptions are to be for ,Icl in a variety of
sources. Indeed, all of the chapters in this book express values held
by individuals and groups.

The "Why" of Our Behaviour

We do it all the time, often without realizing it. It is the
tendency of human nature to feel that what we do is rational,

1
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that there are good and reasonable explanations for our beha-
viour, that we are right in what we think and do. We do not
usually articulate these feelings, but they are ith us daily.
Our philosophy of life: that which guides us in our work and
in our relationships with others is an integral part of our
identity. However there is a danger that our beliefs may limit
our perceptions. Is there another way that I might act? Ts there
another point of view I might listen to and benefit from? How
can I become more effective as a teacher or planner - in a
workplace program? Are the assumptions I make about the
educational needs of others really a projection of my values?
How do I know? All of these are philosophical questions.
Being able to answer these and other questions helps us to
better understand the steps in workplace program develop-
ment such as the identification of training needs, assessment
of trainers, curriculum planning, delivery, evaluation and se-
lecting training materials.

The Random House Dictionary defines philosophy as "a system
of principles for guidance in practical affairs; the ratidnal
investigation of the truths and principles di being, knowl-
edge, or conduct". Articulating our personal ?hilosophy helps
us understand why we behave and thin!, the way we do.
Furthermore, it helps us to understand the consequences of
our behaviour and the influence our philosophy has upon
others, such as the persons we come in contact with in work-
place educational programs. It helps us to be consistent, and
question our inconsistency. It can help us in communicating
with others, providing we take care to describe our philoso-
phy and the language we use. It can help us defend our
actions: "I use this teaching approach because it expresses the
philosophy I believe in." Our philosophy expresses the as-
sumptions we hold about human nature and the capability
and willingness of people to learn. Being able to articulate our
preferred philosophy also helps us to be more professional as
adult educators, that is, to be able to describe our behaviour
from a theoretical point of view which is grounded in a specific
oody of knowledge based on research, critical reflection and
experience. The generalist practitioner is often only able to
describe what is done. JE why.

1
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Being able to articulate our beliefs and values, helps us to
bridge theory and practice; to more clearly see the relationship
between education and society, and the various social, eco-
nomic, political and cultural forces which impinge upon and
influence education. Our philosophy influences our practice,
and practice illuminates our philosophy. Rooted in our indi-
vidual history and the history of our society, our philosophy is
always personal yet it identifies us as members of a group.
Focusing on our beliefs helps us to both utilize and create
knowledge.

The following section describes five philosophical orienta-
tions, all of which are evident in workplace basic education
programs.

Labelling our Philosophies

In their book, Philosophical Foundations ofAdult Education, Elias
and Merriam (1984) discuss five philosophies: liberal, beha-
viourist, progressive, humanist, and radical. What follows is a
brief description and comparison of each.

Liberal:

Arising out of early Greek thinking, the purpose of liberal
education was to develop one's intellect and morals (the idea
of what is right and wrong) and to develop one's ability to
make wise judgements. The intent was to liberalize the hu-
man spirit through the development of one's rational and
critical thinking capacitks. The student was usually guided by
an authority figure - a teacher who was conversant with the
content. Being teacher-centred, the dominant teaching
method was the lecture. The liberal tradition was intended to
be a discovery of the self with outside assistance. What a
person learned was expected to be teflected in everyday life.

The relevance of this orientation to workplace basic education
is the value which it places on the quality of the "philosophi-
cal" content which is being read, presenting to the reader new
and relevant ideas which often go beyond the workplace. The
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liberal tradition attempts to teach people to think, to reason, to
question, and to raise timeless questions such as what is
justice, truth and goodness.

Behaviourist:

Growing out of the stimulus-response werk of B.F. Skinner
and others, this philosophical orientation aims to change be-
haviour in the direction of pre-determined stated objectives.
The goal of behaviour modification or conditioning is teacher-
directed and teacher-rewarded. ThP student is led through a
sequencing of learning modules toward an ultimate goal
which can be measured and quantified. Competency based
training is a prime example of this philosophical orientation,
whereby the outcome and the means for reaching it are pre-
programmed. Reaching this end goal is all important. The
negative aspects of this approach to education are frequently
emphasized, for example, that the student gives up a degree
of freedom, putting himselfor herself in the hands of another
person in order to reach a pre-determined goal which, it is
presumed, has some value to the student. This task oriented
approach to education often ignores the previous experiences
of the student and the choices of response are limited. The
student and the teacher enter into a kind of contract with one
another.

This approach to education is widely practised in workplace
training programs, where one is taught to master specific
sequentially arranged skills suchas learning to use a computer
or preparing to write a grade eight mathematics examination.

Progressive:

Beginning in the early part of this century, this philosophy
grew out of a socio-political North American context charac-
terized by: industrialization, utilitarian values, the expansion
of vocational training, capitalism, citizenship and language
training of new immigrants, as well as the increasing predomi-
nance of the scientific method in explaining human behaviour.
These values were reflected in the public schools which were

1. 4,
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often isolated from community daily life, and characterized by

an authoritarian approach to education, focusing on facts and
memorization. A reaction against this was an attempt to pro-

gress towards education which would introduce new atti-

tudes, ideas and teaching methods. The intention was to free
students to value the experiences they already had about their
communities; to make education relevant and applicable by
developing skills of problem solving and by using the scien-
tific method to discov.a knowledge with field tr;ps and pro-
jects. The teacher became a facilitator.Education became more
democratized, more focused on the pragmatic. Education was

seen to be both experimental as well as experiential.

This progressive approach had a profound influence on the
practice and theory of adult education. To a great extent, the
traditional roles of students and teachers now became inter-
changeable, with each learning from and teaching the other.
Experiences were valued and encouraged. Participation in
one's own learning, with degrees of control over what is
learned, and the idea of life-long education took on a new
depth of meaning. This philosophy also helped to raise ques-
tions about the social responsibility of institutions such as
schools and private industry. Beginning with an assessment of
needs, this learner-centred approach to education was seen as

an instrument of social change. Much of the spirit and practice

of this progressive philosophical orientation are to be seen
today in many workplace basic education programs.

Humanist:

The progressive philosophy focused on the social contt.xt of
individuals; the humanist philosophy focused on the dignity,
freedom and value of the individual. It arose out of an 18th
century reaction against the authority of traditional institu-
tions and the anonymity of industrialization which was
thought to dehumanize the individual. Viewing individuals
holistically, humanistic philosophy valued the intrinsic, intui-
tive, ethical sense of people and their willingness and ability
to take responsibility for their own learning through a process
of self-direction, self-evaluation and self-actualization. With a
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view that each individual is a universe, this approach focused
on encouraging people to explore the depths of themselves,
building self-concept, and valuing each human life. The gol
was to maximize the human potential, building on the innate
goodness of the individual, with the support of empathetic
teachers as facilitators, who were themselves on the quest of
self discovery. Today, many workplace educational programs
exhibit this humanistic philosophy.
Radical:

Based initially on Marxist-socialist ideas, the radical philoso-
phy sets out to produce free and autonomous persons by
liberating them from their oppression. The first step is to 'raise
their consciousness' and to daily life experiences. In doing so,
they describe their 'world' (their community and surround-
ings), illustrating those forces preventing them from becom-
ing themselves. In order to free themselves from oppressive
elements, it is important for people to discuss in groups, first
to articulate and critically examine their world (for example the
workplace itself), followed by plans of action to gain greater
control (power) over their lives, thus changing the systemwhich is the cause of their oppression. Being involved in the
process of change, provides people with a shared vocabulary
which can become the basis for the content of their own
literacy education (for example the words they use to read and
write).

Radical philosophy acknowledges that the process described
above is a political one, whereby the goal is to change the
power relationships between individuals and groups. The
process attempts to democratize and humanize by question-ing the assumptions and myths of society, guided by a partici-
pating facilitator-teacher. Dialogue and the development of a
critical consciousness are essential elements. Improving the
quality of life and extending the choices in people's lives is
another goal of this process.

This philosophy is one that is frequently misunderstood inboth its interpretation and application. Too often people think
of this as a method and not as a philosophy. In fact, it is both.
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One can apply this philosophy to any human situation. For
example, in examining the sources and form of power in one's
family or one's workplace. Dependingon the toleranze level of
those who have power, this process can lead to mutually
constructive and peaceful changes, which in themselves, ex-
tend the tolerance for change. Weisbord (1989) quotes McKib-
bon's (1984) thoughts about workers' desires to experience
control and effect decisions in the workplace, saying:

If we can make decisions at work, surely we can make
decisions about work... If we are talking about job
redesign to make our jobs more interesting, we have to
be concerned about company effectiveness. That's not
just a nnnagement concern. (p. 311)

The title of Weisbord's book Productive Workplaces: Organizing
and Managing for Dignity, Meaning and Community, is in itself a
philosophical statement.

The radical philosophy makes reference to the 'colonizing of
the mind' referring to the labels which are often us -d to
describe people, such as troublesome, inferior, unintelhgent,
lazy, immoral, stupid. These labels are frequently internalized
and believed by those who are labelled, often resulting in
negative self-concepts. Sadly, there are all too many examples
of the dehumanizing effect of blaming the victim, of labelling
children and adults those who are on welfare, illiterate,
unemployed, or disabled.

The issues of self-concept and self-esteem are important to
workplace basic education programs. The Council of Minis-
ters of Education for Canada (1988) point out that "The most
important gains to the new literate are in self-esteem and self-
image. This is seen as more important than the actual cogni-
tive skills themselves." (p. 36) Similarly, an Ontario Ministry
of Education (1987) publication, Con!'auing Education: A Re-
source Document, notes that continuing education courses and
programs can help develop the self-esteem of learners. Such
programs.

...encourage and assist them [adult learners] to over-

7
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come personal, social and environmental obstacles to
learning through a supportive environment and chal-
lenging programs of study that build on their
strengths, experiences, needs, and interests. They can
also assist learners to acquire the competencies they
requil for self-directed learning... (p. 1)

We are reminded that the first tasks within workplace and
other educational programs is often not to begin teaching the
content or the skills of the program, but to focus on eliminat-
ing the internalized labels, in order to revive individual self-
esteem and dignity. Only then can real education occur.

Philosophically, Where Do We Stand?

Given the above descriptions of five philosophical orienta-
tions, an instructor in a workplace program might ask which
one best describes his or her approach to education? "Do the
methods I use in my work match what I say I am doing, or
attempting to do?" Similar questions can be posed as well for
the employers, planners and managers who are associated
with workplace programs. Such persons may see themselves
in more than one of the philosophical orientations. "Some-
times I do things this way but at other times another approach
seems most appropriate." One is reminded that the five phi-
losophies are in fact orientations. In practice there are seldom
clear and rigid boundaries between them. It becomes obvious
that the application of these philosophies are situational, of-
ten determined by the educational goals of employees and
employers (which may conflict with each other), the resources
and time available, and by what is to be learned: primarily
content or skills or attitudes.

The comparative value of the five orientations can be useful to
those responsible for the different parts of a workp!ace pro-
gram. Each orientation is determined by the purpcses to be
act- icved. As one can see from Table 1, there are specific
expectations of students and teachers in each orientation.
ach orientation is also characterized by predominant meth-



Table 1
SUMMARY CHART OF PHILOSOPHICAL FOUNDATION OF ADULT EDUCATION '

LIBERAL ADULT ED. BEHAVIOURIST ADULT ED. PROGRESSIVE ADULT ED. HUMANISTIC ADULT ED. RADICAL ADULT ED.

PURPOSE To develop intellectual powers
of the mind; make a person
literate in the broadest sense

intellectually, morally,
spiritually, aesthetically.

LEAR.ICR "Renaissance person";
cultured; atweys a learner,
seeks ImovMge rather than
just information, conceptual,
theoretical understanding.

TEACHER The "expert"; transmitter of
knowledpe; authoritative;
clearly directs learning
process.

KEYWORDS/ Liberal learning; learning for
CONCEPTS its own sake; rational,

intellectual education;
neral edncation; traditional

knowledge; classical human-
ism.

METHODS Dialectic; lecture; study
groups; critical reading and
discussion; contemplation.

PEOPLE/
PRACTICES

Socrates, Aristotle, Adler,
Kellen, Van Doren, Houle:
Great Books; Lyceum;
Chautaqua; Elderhostel;
Center for the Study of
Liberal Education.

To bring about behaviour that
will ensure survival of human
species, societies and
individuals; promote beha-
vioural change.

Learner takes an active role
in learning, practicing new
behaviour and receiving
feedback; strong environ-
mental influence.

Manager; controller; predicts
and directs learning out-
comes.

Stimulus-respoir4e; beha-
viour modification; compe-
tency-based; mastery
learning; behavioural obIec-
tives; Mal and error, feed-
back; reinforcement.

Programed instruction;
contract learning; teachinP
machines; computcr-as-
sisted instruction; practice
and reinforcement.

Skinner, Thomdike, Watson,
Tyler, API. (Adult Perform-
ance Level); competency-
based teacher education;
behaviour modification
programs.

To transmit culture and
sod.etal structure; promote
social change; give learner
practical knowledge, problem
soMng skills.

Learner needs, interests and
experience key elements in
learning; people have unlim-
;Zed potential to be developed
through education.

Organizer; guides learning
through experiences that are
educative; stimulates,
instigates, and evaluates
teaming process.

Problem-solving; experience
based education; democracy;
lifelong learning; pragmatic
knowledge; social responsi-
bility; needs assessment.

Problem-solving; scientific
method; activity method;
experimental method; proiect
method; inductive method.

Spencer, Dewey, Sheats,
Bergevin, Lindeman, Bonna,
Blakely; citizenship educa-
tion; ABE, ESL, community
schools; cooperative exteo-
sion; schools without walls.

To enhance personal growth
and development, self-
actualization

Learner is highly motivated
and self-directed; assumes
responsibility for learning.

Facilitator; helper; partner;
promotes but does not direct
learning.

Experiential learning; free-
dom; individuality; self-
directed; cooperation;
authenticity; ambiguity;
feelings.

Experiential; group discus-
sion; group tasks; team
teaching; self-directed
learning; individualized
learning; discovery method.

Rogers, Mulow, Knowles,
May, Tough, McKenzie,
encounter groups; groups
dynamics; self-directed
learning proiects; human
relations training; Esalen.

Through education, to bring
about radical social political
and economic change in
society.

Equality wit teacher in
learning process; personal
autonomy enhanced; people
create history and culture by
combining reflection with
action.

Coordinator; suggests but
does not determine direction
for learning; equality between
teacher and learner.

Consciousness-raising;
praxis, noncornpulsory
learning; autonomy; critical
thinking, social action;
deinstitutionalization; liteiacy
training.

Dialogue; problem-posing;
maximum interaction;
discussion groups.

Brameld, Kolt, Kozol, Freire,
Got lman, Illich, Ohliger,
Freedom Schools; Freire's
literacy training; free
schools .

I Descriptions excerpted from J. Elias and S. Merriam, Philosophical Foundations of Adult Education, Robert E. Krieger Publishinr; Co. 1980. Prepared by Marge Denis as it
appears in OISE Department of Adult Education's Outline oMdult Education, 1989. Reprinted here with permission.
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ods for teaching and learning and is described by key con-
cepts. With refaence to Table 1, the trainer or planner can also
compare and ask:

What is the role of change in each orientation? Does the
philosophy focus on perpetuating the status quo or in bring-
ing about constructive air nge? Change from whose point of
view and to what ends?

Does the program value the experiential learning, questioning
and exploration, and the interaction with others in working
toward the achievement of educational goals? Are these proc-
esses stated explicitly as intended outcomes of the program?
Or is the program focused on the achievement of end goals,
such as in a behaviourist philosophy?

How is the individual, as compared with the group, valued in
the program? Is the focus of the program on individuals com-
peting with each other or are individuals encouraged to inter-
act, share, cooperate and support each other in their learning?
The latter attempts to improve an individual's communication
and group skill-

Is individual learning assessed consistently with the stated
goals of the educational program? Is the evaluation done by
the student or by an authoritarian figure? Or is evaluation a
cooperative effort?

Finally, is the program built on a model which Barer-Stein
(1989) calls Rote Internalizing as compared with Reflective
Internalizing? That is, are individuals expected to learn
through rote memorizing, where they are expected to repeat
what has been presented to them or are people enrouraged to
learn through a process of personal and critical reflection?

When planne-s and implementers of educational programs
are familiar with the various philosophical orientations, they
can compare, and by comparing they can understand more
clearly what and why they are doing things the way they are.
They can be aware of, and value alternative approaches to
planning educational programs. If nothing more, an aware-
ness of these orientations can minimize contradictions while

110
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at the same time clarify goals and outcomes of any program.
The application of each of the philosophical orientations has
its own time and place within the rich diversity of educational
practice in the workplace. The experienced educator will
know when best to use a particular method.

One might also ask: How does the educator account for the
paradox of preference which might occur between a general
philosophical approach to teaching and an approach that
seems more appropriate to a given situation? Being flexible in
one's approach to teaching is more desirable than to rigidly
adhering to a particular method even though it doesn't fit the
situation. It is important that educators be clear about their
own philosophy. A trainer might have to accept short term
goals but still hold long range ones which value student partic-
ipation and the overall development cf individual skills of
critical thinking and communication. The effective educator is
one who is able to orchestrate all the variables of a teaching
program without losing sight of the overall goal of human
development.

The Importance of Language in Expressing
a Philosophy

Philosophy is expressed through behaviour but also through
the 'genuine' language which one uses to describe what one is
doing. The word 'genuine' is used to denote understanding.
For example, it is relatively easy to use current terminology,
such as learner centred or community based or self directed
learning without reilly knowing the meaning of these terms
or the implications I practising them. There may be a ten-
dency to misinterpret, for instance, the language used by the
radical philosophical orientation. Words like 'power', 'social
change', and 'critical consciousness' can be threatening to
some. One must understand and use these terms in the con-
text of local action.

A workplace asic eL ucation program raight encourage em-
ployees to become more self-directing, to offer their sugges-

n 1
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tions of how things might be done differently, to value and
encourage creativity (which begins with constructively but
critically looking at how things are currently done), and to
build a 'team environment' within the workplace. Such a
program consciously re-orders the power and political rela-
tionships between people as well as nurturing individual criti-
cal faculties, bringing about degrees of social change.

Each philosophical orientation has key words that describe its
main focus. For example, examine the different meaning of
such words as facilitator, teacher, guide and tutor. In addition
to speaking of power, cultural identity and revolution, Botkin,
Elmandjra and Malitza (1979) speak of anticipation and Ina iic-
ipation as the basis for a conceptual framework for innovative
learning processes, and talk about "Liberation of the 'Fifth
World': Literacy". Note again the words which are being used.

Much of the vocabulary used today in adult basic education is
now taken for granted. Some has been rediscovered from past
usage and some has come from a radical philosophy within a
Third World or developing nations context. For example we
speak of equity and justice as the real end goals of basic
education; value laden words such as freedom, justice, exploi-
tation, struggle; illiteracy as a form of violence, and illiteracy
as a form of oppression; the end goal of literacy education
being the empowerment of the individual; literacy foi 'f-
reliance, for liberation, for independence; and literacy educa-
tion as a political act. Although seldom stated explicitly,
workplace educational programs are expressions of an ideol-
ogy, a philosophy, a value system, and a kind of vision.

From the language we use and from the goals we create, we
can speak of generic and philosophical goals for workplace
education. In an educational program, we know that not only
content and subject-matter are being taught. We know that
adult students are also reacting to the environment within
which the program is taking place. They are also developing
attitudes about the subject matter, reacting to the teaching
methods used and becoming aware of how they are treated
and viewed.
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A generic approach to training is one which includes the
development of skills of communication - of listening, speak-
ing and writing; the valuing of learning as a life-long process;
the development of skills to retrieve and store information; the
building of positive attitudes about oneself as well as develop-
ment of the skills of thinking. All too often the absence of an
articulated philosophy tends to narrow rather than broaden
the stated goals of education. These goals are not automati-
cally achieved but one must teach toward these. A wu7kplace
literacy program is never just confined to teaching literacy but
builds on what people already know.

Critically examining the words we use is more than a matter of
semantics (also see the International Encyclopedia of Education,
1985). For instance, the general trend today is to refer to adult
students as 'learners'. But one can argue that all those persons
associated with an educational program are learners. To refer
to only one group as learners, that is, the students, distracts
from seeing others as learners in the process. A provincial
organization recently organized a 'Learners' Conference'.
This title doesn't say who was expected to participate. Also,
who are we referring to when we say a program is 'learner
centred'?

By comparing the different approaches to education, onl can
imagine a series of continua, for instance:

on one hand, perceiving the student learner as one who
is dependent on others for direction compared to one
who is interdependent/independent and self-directing
in one's learning;

an educational program which is subject-matter centred
compared to one which is task or problem centred;

a program which students enter becaus a of external or
imposed forces as compared with progranks in which the
student voluntarily and enthusiastically participates;

a program which has been planned by an authority
figure or expert, such as a teacher specialist, as com-
pared with one in which the planning is democratized
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and includes wide participation, including the involve-
ment of the intended students in the program.

What other continua can be mentioned? Which philosophy
does your program portray? How does one balance short term
and long term goals? One's philosophy of education, teaching
and learning can be enhanced by being more precise with the
vocabulary we use to describe what we do.

Improving Teaching Practice: Education versus Learning
In the attempt to improve teaching practice, it is important to
be more precise about the meaning of education and learning.
One can speak of the latter as the process whereby we interact
with and absorb from our envirc iment. Education can be
referred to as a process of organizing or planning for learning
to happen. Education is intentional learning. Barer-Stein
(1989) refers to education as the "providing of support and
resources for learning!' Learning, she notes, is "the partaking
of opportunities for extending and enhancing what one al-
ready knows." The workplace is only one of many places that
provide the opportunity for learning. We know that learning is
personal, complex and dynamic. It is important for educators
and others to know something about education and learning
in order to be more effective in planning and implementing
educational programs - for others and for themselves.

Examples of Philosophical Statements

... institutions, their roles, and their relationships tend
to reflect policy based on underlying social philoso-
phies, and where the philosophy is not explicitly artic-
ulated in official texts or interpretations of those texts,
it can often be inferred from the roles and actions of
government and other major institutions. (Roberts,
1982:49)

Values, assumptions and philosophies are expressed in a
number of ways: through an agency's mandate or statement
or purpose, through a teacher's lesson plan, through a
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company's policy statement on continuing education of em-
ployees, and/or through a variety of conference declarations.
UNESCO's (1985) fourth international conference on adult
education, for example, issued a declaration called The Right to
Learn. Among other things it states:

But the right to learn is not only an instrument of
economic development; it must be recognized as one
of the fundamental rights. The act of learning, lying as
it does at the heart of all educational activity, changes
human beings from objects at the mercy of events to
subjects who create their own history. (UNESCO,
1985:2)

From a meeting at Cedar Glen in Ontario 1987, came the
Cedar Glen Declaration, constructed by various national orga-
nizations concerned about illiteracy in Canada. Under such
headings as: principles of public policy, principles of imple-
mentation, program and support for learners, access to infor-
mation, coordination and advocacy, the Declaration makes a
number of value-based statements. One such statement is:

All adult learners have a right to a voice in decisions
regarding the content of their learning. Educationally
disadvantaged adults, in particular, need this voice in
order to become informed of their rights, their individ-
ual and group strengths, and avenues for their partici-
pation. The involvement of the learner is essential. All
programs should recognize this principle of adult edu-
cation. (p. 16)

Similarly, a 1976 UNESCO document, The Relations Between
Adult Education and Work, states that " ... in the formulation of
the curriculum of adult education programmes and activities,
the working experiences of adults should be taken into ac-
count" (item #49).

MacKeracher and Brundage (1980) undertook a monumental
task of looking at various adult learning principles and their
application to program planning. One of the five stated Is.tsic
assumptions is:
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All learning is an individual process which is con-
trolled by the learner. To become better facilitators and
planners, we must first understand the process of
learning from the perspective of the learner. If we
understand the basic components and processes of
cognitive, affective and motor learning in adults, then
we will be better able to develop planning and facilitat-
ing skills, strategies and values. That is, we believe that
the learning processes are of primary importance and
therefore should dictate the teaching prccesses. To
proceed from the reverse direction is not logical. (p. 37)

An example of a learning principle is:

Adults enter learning activities with an organized set
of descriptions and feelings about themselves which
influence their learning processes. The descriptions
include self-ccncept and self-esteem. Both are based
on past experience and on how that experience was
interpreted and valued by the learner. Some adult
learning focuses on transforming the meanings, val-
ues, strategies, and skills derived from past experi-
ence. The act of transforming previous experience
requires more time and energy than other types of
learning. It also requires having a raised conscious-
ness, re-examining figure-ground relationships, and
redefining personal values and meanings, as well as
testing new mea- ings, values, strategies, and skills.
(MacKeracher and Brundage, 1980:38)

It is interesting to note some of the language of the radical
philosophy in some of these statements. Regarding the proc-
ess of learning mentioned above, reference has already been
made to Barer-Stein's (1989) learning process. Another such
theory is the perspective transformation ideas of Mezirow
(1981).

Various philosophical statements also come from discussions
on effective teaching styles. For instance, in his article on
Assessing Teaching Style in Adult Education, Conti (1985)
points out that "A variety of factors will influence a teacher's
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personal style. Educational philosophy will be a critical fac-
tor" (p. 8). In respect to issues of how adults should be
educated, Beder (1985) is of the opinion that the predominant
position on this topic is derived from progressive and human-
istic philosophy (p. 14). While discussing the role of the adult
educator in fostering self-directed learning, Schuttenberg and
Tracy (1987) state that "The adult educator may assume the
role of leader, collaborator, colleague" (p. 4). One of the varia-
bles they mention which influences a teacher's role is one's
philosophical or value stance (p. 5). In his work, Long (1983)
makes a strong link between philosophical reflections and
program development in adult and continuing education.

The literature is full of implicit and explicit examples of philo-
sophical statements, as well as statements on values and as-
sumptions about people as learners. With reference to
workplace and other educational programs, it is essential that
the language which is used to describe these programs be
critically examined and taken seriously.

Concluding Comments

By re-examining their statements of goals and strategies, plan-
ners, policy-makers,educators and administrators present
themselves as learners, engaging in a process of self-growth.
Kallen (1962) echoes these ideas:

The choice of [philosophies] shapes our thinking
about the issues of the strategy, the tactics and the
logistics of adult education. To which of the philosoph-
ical systems otherwise expounded in our country shall
we commit ourselves? (Kallen, 1962:34)

This chapter has emphasized how all aspects of an educa-
tional program are 'nfluenced by one's philosophical orienta-
tion. Workplace education has often focused on the learning
of specific skills for specific immediate purposes. As the dis-
cussion in this paper shows, there is now a trend from a
narrow focus on training to a broader focus on education
which in itself is a fundamental paradigm shift (UNESCO,
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1985) in basic beliefs and assumptions and stresses the need to
think in different dimensions Government of Quebec
Commission Report (1982) speaks of "transforming the image
and the practice" (p. 19), "deschooling through the transfor-
mation of teaching practices" (p. 19) and participation as "an
essential condition of job-related training" (p. 24).

Education is a concept which must go beyond the learning of
skills to viewing individuals more holistically. Such a view
also acknowledges that what is learned in the workplace may
stimulate further learning outside of the workplace, and vice
versa. Fletcher and Ruddock (1986) make the point that "All
adults are defined by their employment, their socially useful
tasks, their leisure and self-teaching activities, or by being
deprived of these factors" (p. 42). The authors discuss four
learning processes (p. 45) including formation, deformation,
reformation and transformation, all of which apply to work-
place settings.

A discussion on a philosophy of education in the workplace
applies to all those in the organization. The focus is not just on
those employees that need basic education but to other em-
ployees, since all are learners. Cross (1981) makes this point by
saying that "...if an educator wants to know how to help a
learner learn, he needs to know how teachers should behave
in order to facilitate learning" (p. 227).

As basic education becomes a specialized focus within the
broader field of adult education, there is a need to extend the
specialized body of knowledge in this field, based on reflec-
tion, research and experience. As always, theory and practice
complement each other and extend the meaning and under-
standing of practice.

A number of questions further help to focus on the need for a
dialogue on philosophy. For example, how do we account for
different value orientations, different cultures and differing
perspectives in an organization and in classrooms (see Barer-
Stein, 1988)? Where is the place of the employee as learner in
the organization? Is education in the workplace to focus only
on immediate work-related learning or does it include goals
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which help people become more sc cially responsible, includ-
ing the development of their capacity to think? Is our educa-
tional goal to help people make choices?

There are a number of things that we do know. We know that
education in the workplace is not a neutral enterprise but
involves both political and philosophical decicions. We know
that our philosophy influences all aspects of an educational
program from its original inception to the methods we use in
teaching and the way we evaluate. We know that particular
philosophies, based on particular assumptions about human
nature, can help to democratize the workplace. Also, we know
that there needs to be a compatibility of management and
infrastructure with the philosophy which we expound and
want to emulate. We know that our philosophy, like culture
and values, is learned. Our philosophy may encourage us to
seek partnerships with employee learners, with the commu-
nity, and with such organizations as school boards.

We know that people learn in a variety of settings and the
workplace is only one of them. But it is also true that learning
in the workplace is one of the oldest educatioaal settings in the
history of modern human development. We also know that
the forces which influence our behaviours are real and may
conflict with our habitual way of behaving. For example a
funding agency may impose a quantitative model of evalua-
tion upon a basic education program which values qualitative
outcomes of learning. Similarly, within a given organization,
corporate policies may be incompatible with the philosophy of
a workplace education program.

Finally, we know that our philosophy is an expression of an
ideology. All of the chapters in this book express, in one form
or another, particular ideologies, beliefs and values. But we
have a tendency to take our ideologies for granted. We need to
rethink the meaning of literacy (Draper 1986) and to pause and
reflect on our philosophies which are the foundation upon
which we act. These are the rudders which steer us through
our daily life and which determine how we will teach and
behave in countless other ways. A philosophy is not a theoreti-
cal thing that other people have. It is the understanding which
provides meaning faz each individual.
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Chapter 7

UNDERSTANDING A
PROJECT PROPOSAL
DEVELOPMENT

Audrey Anderson

ABSTRACT

Developing and implementing workplace literacy programs draw
together partners with varying perceptions about the benefits of
participating in workplace literacy initiatives. The common thread
is that all have a stake in maintaining a vigorous workplace through
appropriate skills training. Developing a funding application or
proposal is the applicant organization's key opportunity to thor-
oughly research and assess the need for the workplace literacy
ptogram. A careful needs assessment will ensure that the program
proposal is grounded in the real needs of workers within a particu-
lar economic and social context. This chapter poses a number of
critical questions and provides sources of relevant information
which an applicant organization should consider when assessing
the need for a workplace literacy program.

This chapter is about how an organization can develop a
funding application for a workplace literacy program after
assessing the need for it in its community. A strong statement
of need and proposed plan of action can be convincingly
preJented after analyzing the diverse factors affecting work-
place literacy programs; the varying and, at times conflicting,
perceptions of the benefits of a workplace literacy program;
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and the statistical and personal information relevant to the
particular setting.

A step by step guide to writing a proposal is riot included here;
hinders will have their own criteria and required information.
Instead, this rthapter will pose key questions and concerns
and identify critical sources of information that the applicant
organization should consider in assessir.6 the need for a work-
place literacy program. By concentrating on what exists rather
than on conjecture, the organization will not only develop a
strong argument to support its proposed plan of action, but
will also clarify its own statement of its goals and objectives,
without which it may drift between what the funder's criteria
might require and what the organization assesses the real
needs of its constituency to be.

Organizations differ in many ways. An organization may be
very focused in its mandate (programs for immigrant workers,
occupational health and naiei y training, company specific, job
or industry specific, etc.) or it may be a community committee
assessing the workplace literacy needs of its economic com-
munity. Members therefore, may share a common political or
philosophical starting point (such as a union) or may hold very
diverse opinions (such as educators, business people, volun-
teers, federal or provincial civil servants, etc.) on workplace
literacy issues.

The applicant organization will undoubtedly already be con-
vinced of the need for a workplace literacy program and have
some possible solutions in mind. The program proposal proc-
ess should clarify the specifics of that vision and consolidate
the differing points of emphasis that members hold. The
applicant organization may also have some background or
expertise in developing and delivering workplace programs. If
not, it will at least be familiar with adult literacy programs.
These areas of expertise are the organization's first source of
information arid should not be overlooked but used exten-
sively in the program proposal process.

Whatever the nature of the proposal, a considerable amount of
data gathering should be done to establish the proposal's
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statement of need. The project's objectives, activities, time
frame and method of evaluation will all depend on what is
discovered in a prelimlnary needs assessment.

This chapter will assist you in your information gathering by
suggesting three key questions to answer in writing the pro-
ject proposal.

1) Why are you looking for information about your
community?

2) What community knowledge do you need?

3) Where will you find this information?

Please keep in mind that this chapter will outline what you
would ideally try to include in a proposal. In reality, you almost
never have enough time, money, energy, human resources or
community cooperation to compile all the information you'd
like to include in a funding application's background "state-
ment of need." A range of possibilities will be presented here
so that you may list your priorities and select the information
you want to include.

The Project Proposal - General Guidelines

Before we discuss how workplace literacy needs can be as-
sessed, some general principles of project proposal develop-
ment are noted here. These points have been learned through
tile author's experience as a literacy and English as a second
language instructor, program developer and advisjr to North-
ern Ontario community and workplace literacy programs.
These points may help to keep the specifics of your project
proposal within the context of a big picture.

1. The proposal should reflect the expressed needs and
concerns of the intended program participants.

2. The propos. should consider and incorporate in the plan
of action t. liverse factors (economic, social, political,
cultural) which affect the target population.

3. The proposal should reflect strong consultation with a
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broad range of resource people such as employees, union,
management, industrial trainers, local economic advisors, so-
cial planners, educational and training institutes.

4. The proposal development process should sensitize and
raise awareness among the members of the applicant organi-
zation, the target population, the community and the funder
whether the organization receives funding or not.

5. The proposal should be clear about whose voice this pro-
gram will make audible. Our society recot, lizes till literate
voice but does not hear the voice of the marginally literate. The
proposal should ctemonstrate in what way this literacy pro-
gram will make this voice heard more clearly.

Assessing the Need

Workplace literacy programs draw together partners who de-
spite varying organizational cultures, values and assumptions
have a common interest in maintaining an economically vi-
gourous workplace through appropriate skills training. Work-
place literacy programs provide the foundation (basic
academic skills, job related literacy skills and life skills) upon
which further sl.11s training programs can be based.

Your organization will be challenged by the uroad range of
needs a program could potentially meet. You will also be chal-
lenged by how differently the benefits of a workplace literacy
program are perceived (increased productivity for employers,
greater personal self-esteem and satisfaction for employees,
more activ_ participation in union activities for organized la-
bour). The differing perceptions of the benefits will influence
how each of the partners, employers, employees, unions and
community, visualize the program. There exists a working rela-
tionship, however, because all partners do have something to
gain by participating in workplace literacy.

Your first job, therefore, is to be clear about whose needs will
be met by the program.

Will the workplace literacy program be a means for the com-
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pany to implement in isolation its own workplace training
agenda? Will It be a means of worker empowerment within
and outside the workplace? Will it reflect the joint learning
goals of both employees and employers?

Workers not only operate within a web of interdependeni
social forces such as employer expectations and pressures, co-
worker cameraderie or rivalry, the protection and obligations
of organized labour, societal and familial ties and responsibili-
ties but also work in settings which are affected by at least
three factors.

1. equipment - the tools and physical environment of the
job,

2. work processes - the way the work is structured,

3. worker skills - the education or training available to the

worker.

Change in any one of these areas will impact on the others.
(Sarmiento and Kay, 1990). The modernization, for example,
of a pulp and paper mill in a small single-industry northern
Ontario town is a change felt in many different areas of the
workers' lives. An older worker with elementary school edu-
cation may feel greatly stressed by the challenge of retraining.
The worker may not have the literacy skills to access training
and may feel vulnerable about this information being known
to supervisors or co-workers. Few or no alternative employ-
ment opportunities may exist in the community but relocation
may not be a desired alternative for the family. The worker
may be protected by a strong union negotiating on his or her
behalf but the worker will need to articulate concerns. The
worker may not be comfortable with active participation in
structured organizations and may be aware of the need to
adapt to new job demands but may not recognize the need for
basic skills upgrading . lccomplish this. Workers' economic,
private and social all be affected by the change of
plant modernization. An assessment of the need for a work-
place literacy program in this setting, therefore, cannot ignore
these different impacts of the change.

1 }°E'



112 Anderson

The proposal, therefore, should reflect solid knowledge and
sensitivity to the needs and interests of a diverse workforce
situated within its larger context, local, regional, provincial,
national, international. A well researched and thoughtful
funding proposal will not only provide a better understanding
of literacy as a holistic activity but will also contribute greatly
to the success of subsequentprogram delivery.

No organization should proceed in developing a proposal
without the active involvement of, and consultation with,
organized labour. This is true whether the target workplace is
unionized or not. Unions have a great deal of experience in
planning education and training opportunities for their mem-
bership. They already have an established means for struc-
tured dialogue between employer and union through the
collective bargaining process and other labour-management
committees. Unions also have an established relationship
with workers and are alert to badly designed programs which
could harm their members. (Sarmiento and Kay, 1990) Any
proposal should reflect the consultationyour organization has
had with the union.

Your proposal can present a strong statement of need for the
workplace literacy project if:

you show why you think this information about work-
place literacy in the context of your community is impor-
tant to your project;

you identify which diverse sources of workplace-related
information are necessary to prove the need for the
project;

you identify where you will find this information.

Your proposal's focus can, in this way, be solidly situated in
the context and priorities of your community. Your proposal's
method can be realistically outlined according to the availabil-
ity of resources. Your proposal's sample can be drawn from
the identified sources of information.
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Why Are You Looking for information About
Your Community?

You are looking for information about all aspects of your
economic and social community because you want to:

1. Establish a statement of need for your proposal set in the
context of your community's current economic and social
situation.

2. Identify factors which have turned the public's attention
to basic literacy needs in the workplace.

3. Demonstrate how your proposal closes gaps in available
services and how it does not duplicate what exists al-
ready. If the project proposal appears to duplicate an-
other service, you must clarify and explain.

4. Demonstrate how the proposal complements other serv-
ices in your community.

5. Identify support for your proposal by identifying key
people organizations involved and the key stakeholders
in the proposal's outcome. (Keck and others, 1988)

6. Identify clear outcomes and specific benefits. If you can't
sum up the entire project in four lines, you may still be
confused as to its purpose.

What You Should Know about Your
Community

Your application should express an understanding of the so-
cial, economic, political and educational factors that affect the
community. How might the free trade agreement affect jobs at
the lumber mill, for example, or how might the world price of
nickel affect the proposed mine expansion? What options do
employed workers and recently laid off miners have in their
community where there is no upgrading program? Will train-
ing for another trade require relocation to another commu-
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nity? Will there be a buyer for the worker's house? In particu-
lar, what factors would affect a workplace literacy program?
The funder wants to lrnow how the applicant knows there is a
need.

Here are ten suggested areas of research that will help you to
situate the need for basic literacy within the context of your
community. While funders will not expect you to have the
depth of knowledge of an economist or sociologist, they will
want to see an analysis of how large scale trends are affecting
or will affect your community in concrete ways.

1. Your Community's Reality

Describe your community.

Where is it?

What is the population?

What is the ethnic make-up?

What issues concern the general public?

How does it interact with other communities in terms of
commerce, education, work, transactions?

What social services support an individual?

You may not want to include all the information in your pro-
posal, but the exercise will help you to identify important
connections, You may, for example, learn a high percentage of
the population has a mother tongue other than English but
there are no English as a second language programs in town.
This fact may alter the nature of a proposed workplace
program.

2. Labour Market and Economic Trends

You should demonstrate a basic knowledge of current labour
market and economic trends regionally, provincially, nation-
ally and internationally.

What are the main industries or employers (resource in-
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dustries, health services, education, etc.)? Which factors
have the g-eatest impact on local business and industry?

Which trends are emerging, what industries or economic
sectors are on the way out or on the way in?

What are the main indicators that a community's domi-
nant industry may be shifting?

3. Labour/Workforce Trends and Demographics

Although you do not need to document historical trends of
who and how many workers were in which workforces, you
do want to state what the present workforce looks like. Brief
summary statements about the numbers of total workers in
different businesses and industries, the ethnic composition
and gender make-up, number of languages used, and so on,
will provide the base from which to make predictive state-
ments about possible changes in those patterns. You might
want to try answering the following questions.

What are the demographics of the labour force (age, total
numbers, distribution, mother tongue language, income,
level of skill, mobility patterns)?

What would be the response to a major shift in the work-
place? (Massive layoffs in a northern Ontario mining town
surprisingly did not result in a major exodus but rather a
significant participation in training and upgrading pro-
grams.)

What groups in the workforce are at risk in the event of
technological change?

How does your situation compare with other areas and do
the official statistics reflect what you know on a daily
basis?

It is important to have this information to determine if your
proposed program meets present and future workforce
trends.
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4. Educational and Training Background ofWorkforce
Establishing the workers' formal levels of education and train-
hIg may give you a starting point from which to judge whether
these levels match present and future labour demands. But
because actual reading abilities differ dramatically for any
formally attained level of education, it is very difficult to know
what percentage of the workforce functions at a basic reading
level. Since part of your proposal may be to establish this
information, your proposal may simply include overall im-
pressions derived from a small selected sample of people
(union, executives, industrial trainers, personnel depart-
ment). The object would not be to determine levels of literacy
but rather to identify if there is a perceived mismatch between
literacy abilities and expected performance.

5. Educational and Training Opportunities and
Infrastructure

You will find it useful to know which employees get training
and to what extent. Perhaps the bulk of the training dollar goes
to middle management and very little to entry level workers.
Perhaps the employees most in need of training opportunities
receive the least investment.

What message does this convey to the worker?

Will the company be receptive to a proposal to increase
spending on the unskilled sector of the workforce?

How is training carried out and does the method, time
allocated and training site, vary with the level of worker?

What are some trainees' responses to the tr&ming oppor-
tunities which exist?

What other training or ,ducational opportunities and fa-
cilities exist in the community?

Does your community have the required expertise to offer
a wide range of educational and training opportunities,
and does the mandate of the facility match required
programming?
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Can you identify new training opportunities?

You do not need to gather all these answers yourself. An
economic development officer or industrial training commit-
tee staff person would most likely be able to give you this
information.

6. Gaps in Services

Identify the training and education gaps in your community
as they relate to the workplace needs. How will your proposal
complement other training services or fill an existinggap? The
funder, in particular, needs to be assured that the proposal
does not duplicate existing services or infringe on the mandate
of another deliverer of training or educational services.

7. Technological Change

Rather than repeating catch phrases about technological
change, find out which aspects have an impact on which
employees in which business and industrial sectors, At the
proposal stage, it is not necessary to have an in-depth under-
standing of technological change. You do, however, need to
demonstrate your knowledge of what factors may be impor-
tant. When employers talk about technological change in the
mining industry where robotics and computerized equipment
are used, you want to have some idea about which miners are
affected. How many miners will be retrained in this new
technology? How many jobs will be lost as a consequence?
Some initial inquiries with managers, union and trainers will
help you to speak more specifically, rather than in bland
generalities.

8. Employer's and Employees' Perception of Need

Employers and employees may demonstrate a different un-
derstanding of whether basic literacy and numeracy skills are
required for the job. They may demonstrate, a different opin-
ion of who is responsible for enabling an employee to gain
these skills and they may differ on what problem in the work-
place should be resolved. An employer, for example, may
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think upgrading a worker's literacy levels will solve the prob-
lem of a high number of machinery breakdowns. The em-
ployee, on the other hand, may identify antiquated
equipment, inadequate maintenance procedures or poor user
training programs as the problem.

For the purposes of proposal writing, you may want tu identify
the perception of need for basic workplace literacy from em-
ployers and employees. The program you implement will
address these perceptions.

9. Political Ramifications Affecting an Industry or
Community

The Canada-U.S. Free Trade Agreement and the Goods and
Services Tax are two political decisions which have had tre-
mendous impact on industry. Some industrial sectors will
express support for free trade (mining and forest product
industries, the Canadian Manufacturers' Association and the
Canadian Organization of Small Business). Some sectors are
vulnerable to job losses as a result of the agreement, such as
clothing, automotive and paper products, and the service
sector. (Bohnen and uthers, 1988) In considering political deci-
sions you will want to ask:

What workers will be displaced and what gender and age
are they?

What retraining and skills upgrading will be needed by
employees in affected industries?

10. Consequences of the Failure to Act on the Identified
Issue

Try to detail what might happen if a program is not imple-
mented. What cost is attached to the failure to act on an
identified need in the workplace?

Where Will You Find the Information?

Many organizations collect and interpret labour force and
educational training data. Refer to existing survey and
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search information, and equally important, speak to key re-
source people from all sectors of the community. Contact
unions, training and economic development offices to identify
the key agencies and sources of labour market information in
your community. Some of the organizations and sources of
information you may want to use are:

1. The Applicant Organization

The members of your organization may be composed of peo-
ple from the business and training community. Draw upon
their expertise in the initial stages of the proposal develop-
ment. They can provide pertinent information, additional
names of key people to involve and access to resources and
they will lend credibility to the activity in the communky and
workforce.

2. Employers

Talk to key employers to gauge

their awareness of changing economic and training issues,

their sensitivity to basic literacy needs of the workforce
and any commitment to action they may have planned,

their perception of the key issues which affect training and
economic development.

Even a brief sample of five employers demonstrates the appli-
cant's willingness to talk to the front-line people, on-site and
on-topic. Try to get a sense of the culture of learning in a
workplace. Is training encouraged and supported? Are there
other learning opportunities available that are not work re-
lated? It is also very helpful to speak to personnel department
staff who read and evaluate many applications. They often
have a clear assessment of employees' skill levels. If possible,
also speak to industrial trainers.

3. Employees

It is the employee who is most affected by shifts in economic
and skills or training trends. It is the employee who will be
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recruited to participate in the applicant's proposed project.
The proposal should demonstrate, therefore, consultation
with employees about the need for literacy in the w_tplace
programs, and specifically, the project.

4. Unions

The Ontario Federation of Labour, the Canadian Labour Con-
gress, the Canadian Federation of Labour and unions have a
strong intereL t in improving the training and educational op-
portunities of their memberships. They can provide direction
to workplace literacy initiatives based on their own surveys,
research, advisory committees and experience. Their feed-
back is invaluable in ensuring that a proposal focuses on the
interests of the employee.

5. Community and Industrial 'Paining Committee

In Ontario, one organization which identifies and conducts
research on industrial training needs is the Community and
Industrial Training Committee. Its job is to identify skill short-
ages, skill upgrading and training available in an industry,
trends in training, the areas of training oversupply and under-
supply within an ecnnomic sector, and training programs
funded and available through the Committee. The compara-
ble body in the United States is the Private Industry Council.

6. Chamber of Commerce

Almost every community has a chamber of commerce. It
compiles a membership directory (business, contact name
and address) which is available to non members. The direc-
tory gives a good overview of the kInds of business and indus-
try that are present in a community.

7. Economic Development Office

In Northern Ontario the office which provides economic sum-
maries of an area, demographic information and statistics on
population, education, income, age, sex, language and build-
ing permits is called the Economic Development Office. Find
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out if a comparable office which encourages economic devel-
opment exists in your community. There is always some gov-
ernment sponsored mechanism by which nev, business
start-ups are encouraged for an area.

8. Federal or Provincial Ministries or Departments

Identify the government ministry or department which is
responsible for your area of particular concern such as the
Ministry of Labour, Ministry of Natural Resources, the Minis-
try of Northern Development and Mines, and so on. Although
many offices have some comm,mity profile information avail-
able, many of their reports and research papers may be confi-
dential. You will want to identify a key contact person within
this government office who can alert you to pertinent research
and findings.

9. Municipal Councils and Town Clerk

Your area's municipal council and town clerk can be an excel-
lent sources of data. They have access to many surveys and
research papers specific to your community. Locally elected
council members want their community to thrive economi-
cally and will want to speak to anyone who can suggest ways
the community can respond to new challenges. The council
will be interested in your ideas to improve training services
and opportunities to the constituents. Councillors may also
have information on how proposed or existing provincial,
regional and international initiatives and legislation will affect
the community. The town clerk is the person who applies for
various funding for the community and may be able to help
you with specific suggestions.

10. Regional Human Resources Training Centres

Your area may have a private human resources training centre.
To anticipate and develop relevant programs for the business
community, this facility will collect and analyze economic
sector information on an on-going basis. Staff may be pre-
pared to share their findings with you.
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11. Canada Employment Centre

The Canada Employment Centre office provides statistics on
employment trends on an "as requested" basis. They also
provide community profiles, an employer list, and a list of
federally sponsored programs available in each area.

12. Statistics Canada

Statistics Canada provides statistical information on the popu-
lation and will conduct specific searches as requested. Data for
small communities are not always accurate because the sam-
ple is too small. Target groups are represented in special
Statistics Canada publications, such as, "Women In Canada."

13. Community Colleges

Community colleges are very actively involved with a region's
business and industrial sectors. They conduct workplace
training needs assessments, implement training programs
and identify areas of research. In Ontario, it may be a college's
Industrial and Business Training Department, the Ontario
Skills Development Office anlior the Ontario Basic Skills for
the Workplace Office which is involved. Find out how your
area's community college interacts with the business commu-
nity.

14. Community Networking

You can never fully know the story of a community through
surveys and statistics. You might consider including a "snap-
shot" of the community by providing an ovei.all picture of how
people feel about job security, perceptions of economic
changes, willingness to retrain, and so on.

Workers and their families are often aware of rumoured
changes long before they are officially known. You will want to
understand what personal and family stress is caused by such
rumours. In small communities, the post office, the coffee
shop and the churches are often the distribution centres of
information.
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The family unit is often the first to feel the effects of job
insecurity. Tap into the knowledge of the community's mental
health program, family and children's services, women's crisis
centre, the women's group, the Public Health Unit, moms and
tots groups, doctors of teachers, or employment courrelling
services.

The success of a basic literacy program, be it at the workplace
or elsewhere, will depend on its sensitivity to and its aware-
ness of the issues that affect the learner as a whole person
within his or her social and economic context. Stress created
by one area of a person's life often shows itself in a completely
separate area. The effects of job lay-offs, for example, is some-
times seen in the increased incidence of family violence.

15. Newspapers, Trade Journals, Magazines

By maintaining a newspaper clipping file, it will be easier to
note trends that affect the workplace and your community. It
is also a valuable source of key people you may want to
contact. Create file categories which reflect your community.

Trade-specific journals will give you information about
present and future technology articles and, indirectly,
through advertisements. Speak to equipment sales represent-
atives and equipment trainers to identify trends in technologi-
cal change. Further discussions with company managers will
help to verify any tentative conclusions.

16. Pubr Libraries

Reference librarians can be very helpful in locating relevant
information locally, through inter-library loan or by a comput-
erized literature search.

17. Other Sources

The following organizations may also be able to provide data
on the demographics and needs of your community: Social
Planning Council, Educators and Trainers Council, Local Ad-
justment Committee, Indtistrial Adjustment Service, Ministry
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of Skills Development, Labour Market Research Group, Min-
istry of Education, Community and Workplace Literacy Unit,
Ministry of Community and Social ServicAvNIXanadian
Council on Social Development.

Concluding Comments

Your careful collection of relevant data, thoughtful analysis of
economic and community information, and active consulta-
tion with key partners and stakeholders will ensure that your
funding proposal for a workplace literacy project will be based
on a strong and realistic statement of need. The time taken at
this stage of project development to accurately assess the need
will maximize your organization's chances of providing a
meaningful program which will further the goals of the
worker.
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Part 2

IDENTIFYING WORKPLACE
TRAINING NEEDS

r
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Introduction

Once the need for workplace literacy has become evident and
sensitivity to basic skills issues has been achieved by the major
workplace stakeholders, it will be necessary to identify work-
place training needs. How to do this may not be immediately
obvious, evr to companies who already offer sophisticated
technical training, since there may be no precedent of basic
skills training within that business or industry which could
provide guidance. In the absence of a clear cut plan for action,
delays often occur in determining an approach and getting
started, even when the will to act is strong.

Part 2 presents a number of approaches identifying workplace
trairdng needs in the area of literacy upgrading. In Chapter 1,
four training specialists from Frontier College outline the ways
in which Frontier's Learning in the Workplace Program (LWP)
addresses issues such as assessment, recruitment, and tutor/
learner goal setting. Examples are provided from Frontier's
wide range of experience with workplace basic skills pro-
grams.

In Chapter 2, Sue Waugh explains how to conduct an Organi-
zational Needs Assessment (ONA) as a first step to determin-
ing whether a workplace basic skills program is desirable. The
chapter highlights ways in which a service provider can gain
valuable knowledge about a workplace and its culture
through the process of an ONA. This knowledge base permits
the service provider to make training recommendations built
on a consultative process which respects the expertise and
concerns of all players.

A Blueprint for Success is presented by Anthony Carnevale,
Leila Gainer and Ann Meltzer in Chapter 3. This chapter
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provides a step by step outline of how to establish a workplace
basic skills program. From conception to program implemen-
tation, eight concrete steps are delineated which will assist
business and labour partners and service providers to see a
sequence of actions beginning with the identification of prob-
lems necessitating basic skills training and ending with evalu-
ation and monitoring of the training program.

Maurice Taylor takes on a topic of recurrent interest and con-
cern - how to perform worker testing and assessment. Testing
and assessment have long been the subject of differing view-
points and approaches. Chapter 4 explores the range of test
and assessment instruments which are available, and the
limitations which pertain to each of them in a workplace
context. He looks at elternative modes of assessment and how
these forms may be more attractive to some practitioners than
the more traditional tools.

In Chapter 5, Bert Hawrysh takes us on a tour of the sawmill
operations in British Columbia and guides us through the
process of identifying communications skill demands in tradi-
tional and high-tech mills. He makes the point that when the
Council of Forest Industries began their basic skills project,
there were few places to go for information or advice. This
chapter ensures that others desiring such advice "" not face
the same problem since they will have the COFI experience tr,
relate to.

Maurice Taylor and Glenda Lewe recently spent the greater
part of a year examining the subject of LiteracyTask Analysis.
In Chapter 6, they show how literacy taskanalysis can contrib-
ute to the identification of basic skills upgrading needs in the
workplace and to the development of relevant training pro-
grams. They highlight major elements of the process and key
techniques and raise frequently asked questions about literacy
task analysis. The chapter will be particularly useful for stake-
holders who are grappling with the problem of how to make
sure that basic skills training deals with what workers actually
need to know in order to progress on the job and be ready for
new work challenges.
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In Chapter 7, jorie Philippi enters the creative world of pro-
gram design and development. She shows us how to use a
literacy task analysis and actually apply it through the build-
ing of lesson plans which relates to the specific workplace
situations. Her insightful chapter will provide new avenues of
thought for practitioners who have said to themselves, O.K.
so far, but what do I do next? and How do I use the identified
needs to move forward?
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Chapter 1

HOW TO ASSESS LEARNERS
AND BUILD WORKPLACE
LITERACY PROGRAMS

Miria loannou, Gordon Nore,
Brent Poulton and Sarah Thompson

ABSTRACT

This chapter describes Frontier College's method for determining
learning needs and developing programs within organizations to
meet these needs. Informing senior managers, carrying out orgi...
nizational needs assessments, and implementing volunteer tutor-
ing programs are all elements of the method describnd. Pnwntial
learners and tutors are recruited from within the organization and
interviewed to determine areas of need and interest. Tutors are
trained and matched with learners one-to-one or in small groups.
Program evaluation is also discussed.

Learning in the Workplace: An Integrated
Approach

Learning in the Workplace (LWP) is a project of Frontier Col-
lege. The goal of LWP is to enable employees to meet the
growing literacy demands placed upon them in their work-
place. The project's premise is that existing resources in work-
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places can be used to increase the literacy skills of employees.
LWP staff have developed methods, training matetials and
workshops to enable organizations to implement their own
workplace learning programs.

LWP is also based on the premise that workplace literacy
programs should be integrated into existing training when-
ever possible. To this end, LWP trains company trainers, su-
pervisors, personnel managers and human resource directors
to incorporate literacy into everyday training and working
activities.

Executive Briefings

The first step in establishing any kind of program, integrated
or not, is making senior managers aware of the nature of their
organization's learning needs. This can be done through an
executive briefing. Frequently, we are called in to do this when
an employer has some indication that employees are having
difficulty with reading, writing or using numbers. Sometimes
employers find they are having difficulty implementing new
training, such as WHMIS or Pay Equity, or incorporating new
procedures, such as Quality and Assurance Programs or &a-
tistical Process Control. In other cases, employers may simply
have heare about literacy and want more information.

The executive briefing is a tool which allows us to bring em-
ployers up to speed. During these sessions we strongly en-
courage the involvement of employees from all levels
including union representatives if the company is organized.
We focus on training and learning issues rather than 'literacy'
since there are many individuals who may interpret lack of
literacy skills as the inability to learn.

The briefing usually consists of information on the changing
workplace, new types of learning, growing demands on em-
ployees and some statistics on the reading skills of Canadians.
We prefer to tour workplaces before giving a briefing in order
to give us an :dea about the areas of work which require more
complex reading. This also allows us to tailor our presenta-
tions more specifically to the worksite and its employees.
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Many people we speak to have misconceptions about work-
place reading and writing needs. The following are some of

the most common: employers believe that lack of literacy skills
is not an issue in their organizations because they only hire
people with Grade 12; they feel they have a literacy problem
because they have large numbers of employees with English
as a second language or dialect; they do not think people
really have to do all that much reading or writing onthe job.

Recent reports and surveys have been quite useful in resolving
some of these misunderstandings. (Calamai, 1987; Statistics
Canada 1990). Employers are frequently surprised to know
that many people with a high school diploma have difficulty
performing tasks involving reading and writing that are con-
sidered routine. Also, many people with considerably less
than a high school education manage their literacy needs quite
well. From this we show employers the folly of assessing
literacy on the basis of grade-level attainments.

Many people think that there are large numbers of unskilled
and non-literate people immigrating to Canada. It is impor-
tant here to point out that the majority of people identified as
having difficulty with reading and writing are Canadian born
and educated.

Employers are still frequently unsure as to how this affects
them. One tool that we find quite useful in developing aware-
ness is the "Quick self-assessment of your workplace" ques-
tionnaire which is described below.

Quick Self-Assessment of Your Workplace

Following are some questions you can ask yourself about your
organization. A "yes" answer does not mean that literacy is
the only problem. However, if you are having trouble in any of
the following areas, you may have a literacy problem.

1) Have your executives reported that they have had to go
outside of the organization to fill new jobs?

2) Do procedural changes initiated by senior management
seem to take a long time to reach the entry level?
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3) Are you aware of paperwork that must be rechecked?

4) Has there been a resistance to new management ap-
proaches?

5) Do executives report that employees do not participate
in in-house projects, such as Health and Safety Commit-
tees or Employee involvement?

6) Is there a high rate of industrial accidents in your organi-
zation?

7) is the implementation of new technology taking longer
than you expected?

8) Is there a high turnover in your organization?

9) Do you see excessive waste, low productivity, or too
many mistakes?

10) Are employees apprehensive about making decisions
independently?

This is not in itself an organizational needs assessment but an
opportunity for employers to begin to see how low levels of
literacy might be a factor in other organizational isst: like
health and safety, promotability, morale and so on. This gen-
erally leads the way for employers to discuss other kinds of
documents, forms, printed materials and procedures that are
involved in workplace reading.

Organizational Needs Assessment

Once employers understand the issues, it is easier for them to
determine if they have literacy needs in their organization. If
they are interested in finding out where these needs are, we
recommend an Organizational Needs Assessment.

Learning in the Workplace divides assessment into two
phases. The first is the Organizational Needs Assessment
(ONA). This process isolates communication and training is-
sues which relate directly to the literacy needs within an
organization. From these, a company can determine focus
areas for increasing literacy skills. For example: reading and
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applying information gathered from work orders, or increas-
ing proficiency with fractions and weights. This phase also
provides an idea of where, and to what extent, gaps exist
between required and actual job performance levels.

The ONA consists of a series of interviews of about 10 percent

of the workplace population. Customized interview forms are
developed for senior managers, human resources personnel,
trainers, midule managers, supervisors, union representa-
tives and workers. Information is gathered confidentially and
voluntarily. Rather than focusing on 'literacy' and 'reading;
we ask employees about their learning and training needs and
experiences. This informal process provides individual in-
sights and can also determine how well the vision of senior
management is making its way to the entry level. In addition,
it can evaluate how well the needs and concerns of the shop
floor are being expressed to senior management. What results
is often a fairly accurate picture of the organization's learning
culture. Once the information has been gathered, it is com-
piled into a report.

Using this information, we are able to recommend a range of
options for the company. The idea is to provide a continuum
which includes in-house tutoring programs, assistance in de-
veloping learning materials and training of tath-iers in literacy

issues. Frequently, clear language training is also recom-
mended, particularly where people with technical expertise
are suddenly involved in training or communication.

Literacy as an Element of Existing Training

Whatever the options suggested, it is made very clear to the
organization that any initiatives undertaken have a much bet-
ter chance of succeeding if they are integrated into existing
opportunities.
Stand-alone programs are often seen as unrelated to daily
workplace reality. While employers can easily legislate partici-
pation in such programs, involvement and retention are left
totally to chance. Sticht (1982) has shown that people in the
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workplace retain more when their studies are derived from
workplace-specific materials and experiences.
Literacy in the workplace ought to be seen as a support for
both existing training initiatives and the people involved in
them. In every training or education program in the work-
place, as in every class anywhere, therewill always be learners
who have more difficulty than the rest. Generally, such learn-
ers are left behind. A literacy component, such as the use of
peer tutoring, can ensure that all learners have additional
opportunities to absorb and understandworkplace material in
the way that makes the most sense to them. In effect, literacy
programs provide 'quality control' for workplace education
efforts.

One example of integrating a literacy component into existing
training took place at an LWP pilot site in Toronto. Allanson
Manufacturing, an electrical components manufacturer, was
planning to train its workforce to use Bills of Material (BOM) -
a combination of drawing and parts list that was being rede-
sign:1i by the Drafting Department. All shop floor employees
were to be required to use BOMs.

Since responsibility for the training was a function of the
Drafting Department, LWP consulted with the traineron such
issues as training room set up, presentation of material and
testing. It was suggested, for example, that where testing was
used, it be designed as an evaluation of training effectiveness
rather than as an assessment of the trainee's comprehension.
In conjunction with the BOM training, a list of clear language
tips were provided for use by the engineers and draftspeople
designing the BOMs. We suggested that plant floor people be
consulted on the clarity and readability of this material.

A further development which enhanced the integration proc-
ess took place between an employee and his workplace tutor.
The employee had specifically requested training in BOMs.
working with the BOM trainer, an LWP trainer and plant floor
supervisors, the tuter developed a program that met her stu-
dent's needs. As a result, her student learned about BOMs
and increased his understanding of procedures and materials
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flow for the entire plant. The tutor was also able to apply what

she had learned about BOMs when she was assigned to re-

design work areas throughout the plant.

Despite some obvious successes, it is still difficult to integrate

literacy into other workplace training since many companies

have not yet developed their training and education capacity.

Cpportunities to develop and sustain an in-house training
capacity, such as Workplace Hazardous Materials Information
System (WHMIS), are often treated as anomalies best left to

outside consultants, and then forgotten.

The Company Coordinator

Once there is commitment from a company to implement an

rated workplace learning program it is very important to have

an individual from within the organization, who is in daily

contact with participants, in order to maintain the program.
The company coordinator, usually a person from human re-

sources, a union steward, or senior management person, is a

central figure for the program.

The coordinator is often the same person who has done the

fact-finding and has approached outside agencies to address

company learning needs. This individual may need to arrange

briefings to various segments of the organization in order to

inform and garner support for the concept.

The coordinator arranges times and places for the Organiza-

tional Needs Assessment and delivers the message of the
completed document to key figures in an organization, partic-
ularly senior management and employee representatives. The

coordinator must bring together all the 'political' elements of

the workplace to support the program, for suspicion or igno-

rance will only lead to failure.

If a company chooses to implement a volunteer tutoring pro-

gram, the coordinator handles the intake of tutors and learn-

ers to the program. It is crucial that the coordinator guide
people through the initial meeting phase, for some learners
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and tutors are shy about getting started. Scheduling times and
locations for learning sessions, collecting and compiling re-
ports on participation levels and areas studied, and conduct-
ing or arranging for tutor training and follow-up sessions are
all the coordinator's responsibility. The coordinator must also
maintain a constant level of informal contact with participants,
to get a sense of new opportunities or problems that need to be
addressed.

Finally, the coordinator keeps in mind both short and long
term plans, is able to see links between literacy and training,
and encourages a learning culture within the organization.

The Recruiting Process

Recruiting volunteers for a tutoring program really begins
with the ONA. By talking to a cros; 7tion of individuals from
the organization at thebeginning of tne process and asking for
their input, two recruiting tasks are accomplished. First, those
interviewed pass on information about a potentiai program to
their co-workers. Second, people feel that they are i lived in
the program because their input has been conside.

Once a decision has been made to implement a program, a
more formal recruiting campaign is initiated. The campaign is
the clearest statement of the intent and values of t' e program.
For this reason the language of the recruiting process should
state that the program is open to all. The ONA will have
identified "at-risk" populations within the workforce peo-
ple who have less than a high school education; those whose
first language is not English or who speak other than a stand-
ard dialect of English; those whose jobs are changing rapidly.
People are not necessarily targeted, but recruiting strategies
include them. Instead of talking about literacy, it is important to
talk to people about learning things that are meaningful to them in
everyday life, such as reading with children, paying bills at the
bank, filling out work-related forms independently and par-
ticipating in company projects. Emphasizing literacy as a goal
can be discouraging to those who presently lack literacy skills.
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Literacy should be the means of their learning not the content.
Learning to read and write is not a goal; it is a lifelong process. This is
particularly relevant to multicultural work environments
where people who have enjoyed more communicative 1.-3wer
in the past want to get it back and have difficulty setting
reasonable short term goals.

The Learning Committee

This collection of 6-10 employees acts as a sounding board for
the experiences of program participants. The committee helps
to identify new or important education and training issues,
and suggests ways in which tutors and learners might include
such workplace materials in their work together. The commit-
tee also takes a lead role in promoting the program through all
areas of an organization. In addition, it acts as an advocate for
the needs and interests of participants, ensuring that the
program remains student-centred and satisfying for those
involved.

The committee also suggests creative ways of dealing with the
contingencies of workplace life, such as rotating shifts, layoffs
and seasonal activities in order to maintain the peer tutoring
program. This gives members of the committee valuable and
marketable experience in long-term planning, team work, and
negotiations witl- labour and management. In our experience,
many employees who are taking part in committees for the
first time learn how to function in meetings.

Building Momentum

Commitment: The coordinator must be I:ommitted to the pro-
gram and be willing and able to devote time and energy to it.
Other key figures who are recruited in support, especially the
learning committee, must likewise be enthusiastic and ener-
getic. The message of commitment will spread through the
organization.

Time: Long time lags between assessment and recruitment,
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between promotion and actuality, erode the confidence of
those who might wish to get involved, and make the program
seem like just another 'flavour of the month' from the Human
Resources department. It will take several months to move
from assessment to functioning tutor-student matches. While
people are anticipating a program, it is important to continue
promotion, anu involve the learning committee in investigat-
ing workplace learning needs. There is always the inevitable
time gap between initiation of a program by key players, and
its popular adoption by employees.

Promotion and Recruiting: There are often many regular
channels of workplace communication like weekly meetings,
committee meetings, notice boards and pay packets. Posters
and pay cheque inserts in plain language can be used to reach
many employees including those who do not read. Posters can
be read by co-workers and pay cheque inserts by family mem-
bers. Rather than asking people to "sign-up' we suggest
including the name of a contact person - a sapervisor, Human
Resources manager or program coordinator. The opportunity
for a brief, private conversation will be more encouraging to
those who are uncertain.

It is important to give information to all levels, and especially
to those who act as leaders either by position or personality.
Word of mouth is one of the best ways to build momentum.
The program should be promoted at any special staff func-
tions, such as parties, picnics, awards nights and ad hoc
sports events. Every needs assessment or recruitment inter-
view, every briefing to key parties, every discussion around
training - all provide opportunities to get the word out on a
personal level. These situations also provide immediate feed-
back on how the initiative is perceived, and may suggest
alterations in approach.

Throughout the recruiting process people should be asked for
their ideas and advice and be invited to participate.

The Interview

The second phase of the as 3essment process involves inter-
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views with potential learners and tutors. These interviews
pick up where the Organizational Needs Assessment (ONA)
leaves off by providing a more detailed look at the learning
needs and interests identified by individuals.

Once there is a list of individuals interested in taking part, as
learners or tutors, interviews can take place. It is during this
process that details can be gathered about individual learning
needs. Interviews usually take about thirty minutes and are
conducted by the program coordinator in a quiet, private
location. An empty office or board room can be used for this
purpose. Complete confidentiality is essential. Interview
schedules should be worked out in advance and arrange-
ments made with supervisors for people to get the time off.

Following are some strategies we've used which we find help-
ful in relaxing the interviewee and eliciting more qualitative
information.

People should sit beside, rather than across from the inter-
viewer so that the potential learner, or tutor, can see what
is being written.

They may want to read a copy of the questionnaire first or
keep a copy in front of them during the interview.

An informal interview-style is recommended. Informa-
tion should be recorded as it comes. There may be more of

it that way.

Potential students should describe literacy tasks that they
can perform, since many believe, mistakenly, that they
have no skills.

At the end of the interview the potential students or tutors
should hear what has been written about them and be
asked if their needs and interests have been identified.

The assessment approach described above is based on Fron-
tier College's learning model SCIL (Student Centred Individ-
ualized Learning). SCIL is a re-entry point for adults who
cannot or do not wish to take part in other formal upgrading
opportunities. It emphasizes the needs and interests of the
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learner and the importance of trust and commitment in the
relationship between tutor and learner. SCIL operates on the
principle that everyone can learn using relevant materials, in a
familiar environment and with the support of their peers.

By .bcusing entirely on the goals expressed by the learner, the need for
direct testing is eliminated. Working with a tutor who is properly
trained and supported, the learner is encouraged to recognize
and build on the skills and knowledge which have already
been acquired. In our experience, many testing models fail to
make these revelations about the student's abilities and are
therefore discouraging. our preference is to show the learner
not only how much there is to learn but how much they
already know. In addition, direct testing of reading levels
places the tutor in a position of authority and the learner in a
position of dependency that compromises the spirit of peer
tutoring.

Potential tutors and learners are assessed using the same
criteria. The questions are very simple. What is their previous
experience and what do they want to do in the program?
Learners are asked to describe the kinds of reading, writing
and math activities they do as part of their job. They are also
asked whether they do any of those activities when they're
not at work. We ask them about their experience because this
information can be useful in determining their environmental
needs. What shift do they work? Do they prefer a tutor who is
a peer? We also ask that they indicate a workplace goal and a
personal goal they wovld like to achieve through the program.
This last piece of information is passed on to the tutor.

Together, tutor and learner break the goal down into manage-
able steps that guarantee success. Where the learner has diffi-
culty identifying larger, job-related learning needs, the tutor
can help do an on-the-job learning needs analysis. This proc-
ess involves examining the daily work routine by looking at
where orders and information come from and where finished
work and information go to. They also look at written materi-
als and writing reopirements and the skills involved in using
these materials.
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Waining 'Mors

Tutor trairing usually takes place on company time and con-
sists of an 8-hour session or two 4-hour sessions. The major
focus of the training session is for tutors to see themselves as
facilitators of the learning rather than teachers who are going
to impart knowledge. Key adult learning principles are intro-
duced such as: everyone can learn, learning is an equal ex-
change between tutor and learner, adult learners have a good
sense of what they want to learn, and many adults learn best
by being involved and by doing.

The session also emphasizes that the most effective tutor
training begins when tlie tutor and learner sit down to work
together. Therefore, some time is spent simply preparing tu-
tors for this event. Potential tutors need to know that they are
not expected to be experts; that the first meeting probably will
not involve any direct instruction; that it is alright to be ner-
vous. At the end of the training, tutors should have learned
how to listen to their learners, to help them set reasonable
goals for themselves and to involve them in lesson planning.

Participant Commitment

Both learners and tutors must make certain commitments to
the program if it is to be successful. Both must make at least a
three-month commitment to the program and be prepared to
devote some personal time, in addition to what is being given
by the company to prepare for sessions. Tutors must also
report to the program coordinator on the progress being
made. During tutor training, for example, we frequently ask
tutors to discuss the consequences of not meeting these com-
mitments; what, in fact, would their students be 'learning' if
their tutors did not appear .to take their role seriously. Simi-
larly, learners must agree to take an active part in lesson
planning and goal setting and be willing to contribute ideas
and materials to the sessions.

EP
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Matching Learnem and 'Mors: One-on-One

After interviewing potential learners and tutors, the program
coordinator should have gathered enough information to de-
termine what kind of a tutor would work well with an individ-
ual learner and vice versa. In general, the coordinator would
look for related interests, a similar background if possible and,
again, when possible, a match in temperament. For example,
a nervous or hesitant learner should not be matched with a
tutor who may seem overly confident. During this process the
coordinator is asking: Do I think these people willget along? It
should be remembered that matches should never be consid-
ered permanent. Where they don't work out tutors and learn-
ers can be rematched.

Role of the Tutor

Since the interview determines the areas where the learner
wants to focus, it is important to choose a tutor who is inter-
ested in working on this area. The tutor does not need to have
specific expertise in an area in order to facilitate the learning.
Rather, the tutor should be willing to learn about new topics.
The openness of the tutor to new experiences is critical.

Small Groups

If the program is set up to accommodate small group learning
then the tutor should feel comfortable working with a number
of individuals. Sometimes, when learners have English as a
Second Language requirements, it may be useful to find a
tutor who has another language, preferably that of the
learners.

In one LWP pilot site, the evening supervisor introduced us to
five potential learners of Laotian, Chinese and Vietnamese
heritage. The Laotian student, Jean, had spent a number of
years in his father's native France and also had some knowl-
edge of Cantonese and Vietnamese. The tutor was fluent in
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English and French. The early sessions were chaotic until
people got used to the idea of translating for each other. This
interdependency within the group made each individual an
equal partner in learning and decentralized the tole of the
tutor, as she could not function without the full participation
of the other group members. In effect, each participant was
both student and tutor.

Maintaining a Program

Because volunteer programs in genetal need a great deal of
support, it is very important for the company coordinator to be
prepared to do some renewal and re-energizing. Some indica-
tions of the needs for renewal include: the participants are
losing interest; they find the workload too heavy; they wonder
if they are accomplishing anything; they are not enjoying the
sessions.
There may be a number of reasons for these problems: the goal
setting may have been too vague; student or tutor progress
was not reviewed often enough; materials used did not reflect
the student's interests.

In response, the coordinator should consider: reviewing and
clarifying the learner's and tutor's objectives; reviewing the
progress made; discussing the material being used; remat-
ching students and tutors if warranted.

Evaluation

To determine the effectiveness of a tutoring program, the
following questions may be asked:

Are learners meeting the goals they have identified for
themselves?

Is there a review of the organization's priorities or areas of
concern identified in the ONA?

Are some learners moving on to more formal types of
'.1cation or upgrading?
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Have learners kept a written log of material they have
worked on so that they can keep track of the progress they
have made?

Fluve superiors or co-workers noticed differences in the
learner's job-related literacy skills or performance?

Concluding Comments:
Changing the Corporate Culture

Workplace literacy programs reach beyond work. While the
personal literacy goals, such as reading to children, may not
have a direct bearing on productivity, safety or profitability,
there are still benefits for the workplace. The individual atten-
tion of a peer tutoring system can strengthen self-confidence,
increase participation in all areas of working life, improve self-
esteem and competence, and increase employee demands for
involvement and fairness.

By demonstrating commitment through time off, resources,
and money, companies give a powerful affirmation about the
value of individual employees. A literacy component can be
the underpinning for an organization which truly under-
stands the need to develop a learning culture.
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Chapter 2

HOW TO ASSESS
ORGANIZATIONAL NEEDS
AND REQUIREMENTS

Sue Waugh

ABSTRACT

Although there is an abundance of literature on workplace literacy
and basic skills, little is available on how service providers of
workplace basic skills programs can assess the needs of the work-
place from an organizational perspective. This chapter will outline
a process ror conducting an Organizational Needs Assessment
(ONA) as a first step to determining whether a workplace basic
skills program is desirable and whether other complementary ac-
tivities are needed to reach organizational and employee goals.
This process was orginally developed and expanded through the
Multicultural Workplace Program (MWP) (it George Brown College
in Toronto and has evolved as a useful tool to determine basic skills

issues within an organizational context.

The need to examine basic skills requirements within an orga-
nizational context has been documented by business, labour,
education and government. For example, Askov and others
(1989:2-11) stresses the need for service providers to conduct a
situational analysis of business and industry in order to con-
sider organizational needs, climate and resources. The goals
of the situational analysis are "to determine if problems have



148 Waugh

educational solutions and if the educational solutions have an
literacy component; to identify educational supports and ob-
stacles for workplace literacy interventions and to obtain orga-
nizational commitment to allocate resources to literacy
services 1

Sarmiento (1989), speaking from a labour perspective, states
the need to examine workplace basic skills programs and
literacy audits within the context of critical organizational
factors. He advocates the need to investigate such aspects of
an organization as its corporate culture, labour-management
relations, communication channels, and management philos-
ophy before assessing the reading and writing skills ofwork-
ers. He also points out the need for a collaborative effort in
which worker input is central to determining the need for and
content of a workplace basic skills program.

As well, Job-Related Basic Skills: A Guide for Planners of Employee
Programs (Business Council for Effective Literacy, 1987); How to
Set up Literacy and Basic Skills Training in the Workplace (Ontario
Ministry of Skills Development, 1989); and Workplace Basics:
The Skills Employers Want (Carnevale, A., Gainer, L. and Melt-
zer, A., American Society for Training and Development and
the U.S. Department of Labour, 1988) state the need to exam-
ine basic skills training needs within the context of other
organizatinal factors and requirements. They also indicate
that training, in itself, is not the only way to address work-
place issues.

This chapter is written from the point of view of a provider
offering services to address basic skills issues at the workplace
to employers and unions. Possible service providers include
labour organizations, community colleges, school boards,
community literacy groups, community -based organizations
and private consultants. They may offer a variety of services
including assessing needs, setting up workplace programs,
providing trainers, training in-house or trades trainers or
training workers to be tutors. They may also offer consultation
around plain language in addition to other services.

1 6 1
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What is an Organizational Needs Assessment?

Underlying Assumptions

The first underlying premise of the Organizational Needs
Assessment (ONA) is that basic skills issues cannot be looked

at in isolation from other critical workplace issues which are at
play at any one time. Instead, the belief is that basic skills
issues must be investigated within the complex web of work-
place and social systems in which they occur. A second prem-
ise which closely follows the first is that strategies
recommended to address basic skills issues need to reflect the
interrelated way in which they occur within the workplace
structures. Strategies that address workplace basic skills is-
sues must avoid being simplistic by only developing narrowly
defined skills in stand-alone basic skills programs. Innovative
approaches where basic skills issues are integrated into regu-
lar training are needed. Moreover an organizational develop-
ment approach where organizations and unions and their
structures are a focus for change in addressing basic skills
issues and velated issues is necessary.

This is contrary to an approach that "blames the worker" ane
puts all the onus for change on individuals who need to
upgrade their basic skills. :n a model where the total focus is
on the individual worker, it is unlikely that all organizational,
union or worker goals will be met.

Purpose of the ONA

The purpose of the ONA is to provide an overall reading as to
what the basic skills training needs are from the perspective of
the workplace and its members. In addition, it provides cr-i-
cial information on:

critical factors which could have an impact on workplace
basic skils programs and their ability to achieve estab-
lished goals and objectives.

other strategies besides stand-alone basic skills programs
that need to be undertaken to address basic skills and
related issues within an organization
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A Description

An ONA is a systematic approach to determining the basic
skills training needs of a workplace within the complexity of
the context and culture in which they occur. It involves a
sampling of workers, supervisors, managers and union lead-
ership. It does not single any employees out as the need for
basic skills upgrading on the part of an individual is not a
prerequisite fcr selection in the ONA. The ONA is a qualita .
tive assessment which focuses on similarities and differences
in perceptions of basic skills and other training and communi-
cation issues from the point of view of different workplace
players. It provides a snapshot of the workplace at a specific
point in time. The ONA also examines and ascertains the
present organizational climate and culture as well as the oral
and written communication systems of the workplace. This is
crucial information for service providers who want to develop
successful strategies to address workplace basic skills issues
and develop strong partnerships with their clients. As a result
of the ONA, clear courses of action can be recommended and
priorities established. Moreover, a base has been established
to conduct task analysis and/or focus on specific areas of need
within the organization.

An ONA may be conducted by an outside service provider of
workplace basic skills, the unionor internally by the employer.
However, employees may be more comfortable in speaking
with their union representative or an outside party than their
employer.

The way in which an ONA plays itself out will be varied and
numerous. In some cases, the service provider will be able to
work with an assessment which has already been carried out.
In other cases, the Union may be responsible for carrying out
this kind of assessment by canvassing its members. One way
of conducting the ONA is presented in this chapter. It is only
one of many ways that this kind of assessment could be
accomplished. The important points to be made are that as-
sessing basic skills within an organizational context is a crucial
ster ;It aesigning a strategy to address workplace literacy

if;3
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issues and that there will be many creative ways to accomplish
this given each workplace situation.

Why Conduct an Organizational Needs
Assessment?
Building Commitment, Support and Awareness

The ONA allows service providers to gain support from and
establish rapport with management, the union and employ-
ees within an organization without singling out employees or
putting them at risk in any way. As a result of soliciting the
input from all levels of the work force, it encourages all ste-
holders to buy into recommendations the service provider
makes. This is more likely because the expertise of all the
players has been recognized through the consultative process.
In addition, the ONA begins the process of raising awareness
around workplace basic skills and establishing a respectful
tone and use of language in talking about these issues. This is
facilitated through the example the service provider and other
partners can set.

Perception of Needs According to all
Levels of the Work Force

Service providers cannot assume that the perceptions of the
contact person(s) within the organization as to what the basic
skills issues are, will necessarily reflect the total reality of the
work force and its stakeholders. Often, they do not; or they
present only a partial picture. Take for example, this situation:

The personnel director of a hotel called in the service provider
to set up a workplace basic skills program for the hotel's
multilingual, culturally diverse work force. There were a
large number of employees, according to the director who
wanted to get ahead but couldn't because of their written and
oral communication skills. He stated that there were at least
70 employees who were anxious to attend a workplace pro-
gram. -tie ONA showed that although several employees
were Tested in a program, it was not the target group
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identified initially by the director. In fact, there was little
interest from the departments identified initially. In addition,
there were other pressing issues identified such as the nee(
for new skills for managers and supervisors in communicating
with their multicultural work force.

Other Critical Factors

The ONA establishes the real need for a workplace basic skills
program within the context of an organization and other criti-
cal factors which are at play within it. These critical factors
may suggest other strategies and activities which should be
implemented along with a workplace basic skills training pro-
gram. In rare cases, it pinpoints hidden agendas which have
not been disclosed by management which would discourage
the success of a workplace basic skills program and jeopardize
the position of the service provider and employees attending
such a program.

The situation that follows illustrates how other critical factors
might be at play:

In a manufacturing company, management wished to set up
workplace basic skills programs to placate discontented work-
ers and improve the morale of the workplace. During the
course of the ONA, the writer discovered that the workers
were discouraged, their input was never solicited and there
were p fm...iction problems due to antiquated machinery that
was always breaking down. Discontentment was so high,
that workers were divided in a struggle to organize the
workplace. This fact was not put fort;; in any of the initial
meetings with management. Upon concluding the ONA, it
was apparent that a workplace basic skills intervention would
have to be postponed until other issues at the workplace had
been resolved satisfactorily.

Mapping the Workplace Culture

Every organization has its own corporate culture with its
overall philosophy, values, beliefs and codes of expected beha-
viour. The ONA assists the service provider in mapping the
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workplace culture. This is critical information in assessing
how to work successfully with an organization and addr.:..ss its
needs For example, an organization that considers itself to
have a flat structure were front-line worke-s appearfirst on the
organizational chart and everyone is considered equal will
need to be approached differently than one that has a well-
established, top-down organizational structure. Interaction
with a unionized workplace will be very different from that
with a non-unionized workplace. In a unionized workplace,
there will be two equal partners instead of one.

The way in which a service provider communicates, estab-
lishes a strategy for a working relationship and partnership
with an organization will depend very much on the culture of
the workplace. Consider these two different workplace
cultures:

In a medium-sized, man4acturing organization, open com-
munication was encouraged and ideas from front-line work-

ers solicited on a regular basis. The organizational chart
showed the front-line workers at the top of the chart as the
company's most important asset with the general manager
appearing last. In addition, the employees, hcluding the
general manager, wore jeans and T-shirts to reflect the com-
pany philosophy of equality esrused by the organization in
its mission statement. In response to the cult 4re of the
organization, the service provider found she had easy access
to different individuals in the organization and that they
were free and open in providing written and other informa-
tion she needed. She was told that she could contact several
key personnel without having to go through the contact
person each time.

A large trust company which was very hierarchical in its
structure and formal in its communication provided a very
different experience. In order to talk to anyone, approval had
to be granted by a number of people. Similarly, when the
service provider asked for company print material, approval
had to be granted by a number of senior managers. In addi-

tion, she was required to sign a letter stating she would not
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divulge the contents of any of the materials. No communica-
tion could occur between any employees and the service
provider without going through the company contact per-
son, It took a great deal of lead time to get things done in the
organization.

These two scenarios indicate that no two wof place cultures
will be the same and that the service provider needs to have a
good grasp of the workplace culture to work effectively with
an organization. The ONA also allows the service provider to
determine the organizational climate at the time and any
external isies such as a shrinking labour pool or increased
competition, that are affecting a particular industry or com-
pany within the context of the larger economic climate.

The ONA Report: Backup Support and a Marketing Tool

The ONA provides backup and support when the organiza-
tion questions training and other recommendations made by
the service provider. It puts workplace basic s'Als in the con-
text of other organizational strategies that net d to be imple-
mented along with basic skil's programs to achieve
organizational and employee goals. It assists organizations in
prioritizing training and other issues. It also helps the service
provider clarify what can and cannot be accomplished
through a Workplace Basic Skills Intervention. A Workplace
Basic Skills Intervention refers to both training and other
organizational development strategies that are undertaken to
address workplace basic skills issues. Finally, the ONA report
can be used as a marketing tool to convince employers and
unions that they should be investing time and money in basic
skills training and other activities to address critical workplace
issues and self-identified needs of employees.

The Relationship of the ONA To Other Forms
of Assessment

Literacy task analysis and individual assessments are not a
substitute for the ONA. The ONA does not intentionally focus
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on specific jobs or individuals who might benefit from a work-
place basic skills program. Instead, the ONA provides an
overall picture of the workplace and sets the context from
which both the assessment of individual needs and literacy
task analysis can logically follow.

The areas in an organization which may require the subse-
quent use of literacy task analysis should be clearly identified
in the ONA. Taylor and Lewe (1990:42) define literacy task
analysis as the "defining of the literacy elements to do specific
jobs." Although there are many ways to perform a literacy task
analysis, the focus should be on the literacy elements required
for a particular task rather than on the "skills deficiencies" of a
particular worker.

Individual assessments for employees who will be attending
workplace programs should be custom-designed for the
workplace, be non-threatening and take into consideration
the individual aspirations and interests of these employees.
For example, a personal interview can focus on the specific
needs, interests, fears and concerns of employees. In addi-
tion, tasks built around basic skills requirements designed
from workplace materials can simulate what the employees do
on the job and assess their skill level in completing these tasks.
The need for confidentiality cannot be stressed enough. These
results must be kept confidential by the service provider.

The needs assessment strategy used will depend on the size,
nature and needs of a particular workplace. Information from
a combination of literacy task analysis, individual assess-
ments and the ONA will form the basis for learning objectives.
In using these three sources of information, a service provider
can ensure that the objectives and content of workplace basic
skills programs provide a good balance in meeting the needs
of all the stakeholders at the workplace-program participants,
management and the union.

1 (' ')
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Figure 1

An Overview of the Steps in Setting up a
Workplace Basic Skills initiative

Conduct
Further
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Evaluate Training Programs
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Situating the ONA

Figure 1 clearly shows where the ONA fits into the overall
process of implementing a Workplace Basic Skills Interven-
tion.

Initial Contact Interview

The initial contact interview with a die actually provides the
base for determining an ONA strategy..., addition to carefully
listening to the basic skills and other commlnication needs
expressed by the client, there are other iv,iportant areas to
probe as well such as:

the composition of the work force (gender, race, ethnicity,
age)

technological and other changes that have taken place at
the workplace

types of jobs performed

number of shifts and their duration

peak periods

shutdowns

turnover, layoffs

An Overview of the Steps

Figure 2 outlines the process in conducting an ONA. It is an
expansion of step 2 of the previous figure, An Overview of the
Steps in Setting up a Workplace Skills Initiative.

Form Project Team

The success of a workplace basic skills intervention is based on
a strong partnership that has been developed among the
service provider, the employer and the union (if there is a
union). A key element for service providers is to be aware of
the need for flexibility in working with organizations on their
own terms. In developing such a partnership, the time that

1 7
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Figure 2

ORGANIZATIONAL NEEDS ASSSMENT
PROCESS

Form Pro Oct Team

Design ONA Strategy in Consultation
with the ProjK1 Team

Conduct ONA

Analyze Datv

Write Report on Findings and
Recommendations

Source: Waugh, S. (1989).

employees can devote to such an undertaking will have to be
taken into consideration !.n determining the expectations of
key members of the project team. However, it is wise to be
wary of an organization which does not want or expect to have
any input and expects service providers to do everything on
their own.

Once the organization and union have agreed to have the
service provider conduct an organizational needs assessment,
a project team should be formed. Its purpose is to advise and
assist in the process of conducting the ONA and implement-
ing subsequent recommendations.

Ideally, the project team tould include one senior manager,
one union representative, one or two supervisors and one or
two employees. The members of the project team should be
chosen by management an the union according to their com-
mitment to addressing workplace skills, their ability to pro-
vide useful information and feedback on all aspects of the
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process and their good standing in the workplace community
in that they are respected by their coworkers. The members of
a project team, if chosen carefully, can go a long way in
building support and commitment internally for both the
ONA and subsequent steps in the process of implementing a
workplace basic skills intervention. In many cases, there may
be education committees or other committees already in place
from which the project team can be drawn.

These, of course, are ideal circumstances. In many cases,
especially in small -qmpanies, it will not be possible to have a
project team. In this case, the service provider may work with
a company representative, alone, or with both a company and
union representative in unionized workplaces.

Design ONA in Consultation with the Project Team

Participants

Experience shows that surveying approximately 10% of an
organization in the ONA provides an excellent, holistic pic-
ture of the needs of that organization. In large organizations,
specific departments may be targeted where it is not feasible
or cost effective to concentrate on the entire organization at
one time. On the other hand, in very small companies, it may
be advisable to survey all employees. This aspect of the ONA
will need to be decided on with the project team or key
management and union contacts. A good guideline to follow
in large organizations is to start small and successfully with
pilot projects in one or two departments. After successful
projects are completed, basic skills issues in ther areas of the
organization may be addressed.

Participants in the ONA should reflect a representative sample
of different jobs, positions, and shifts as well as gender, race
and ethnicity of the work force. The project team can recom-
mend participants for the ONA, but participation must be
voluntary. In cases where a high need has been unanimously
identified by the project team in certain areas of an organiza-
tion, the ONA may focus on a longer percentage of workers,
supervisors and managers from these areas. However, front-
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line workers selected for the ONA should not be employees
perceived as "needing" a workplace basic skills program.
Some employees selected for the ONA may eventually attend
a program, but their basic skills needs should not be a focus for
selection in the ONA. If an organization has a company nurse,
doctor or Employee Assistance Program (EAP) counsellor,
they should be interviewed.

Areas to probe

Questions for the assessment should identify differences and
similarities in the perceptions of employees regarding these
issues and needs (Elver, L., MacDonald, J., and Goldstein, T.
1986). Therefore, the same questions should be asked of all
participants. These questions may be worded differently de-
pending on the participants. The project team will be able to
advise on the wording of questions. One point to remember is
that the questions should be open-ended in order to receive
the richest information and cut down on interviewer bias.

Key areas to probe with participants in the ONA from which
questions can be developed would include:

changes they have seen at the workplace and the impact of
these changes

their job and what it includes

who they communicate with and what they communicate
about

impact of cultural, racial and linguistic diversity

whether they work in a team or they work alone

what reading, writing, and mathematics employees use to
do their jobs (management and union representatives
would be asked to comment on their own jobs as well the
jobs of other workers)

where there might be difficulties in these areas

what kind of training in these areas might be useful for
employees in general

1 73



ASSESSING NEEDS
161

other training needs
if training programs in these areas were offered to employ-

ees what exactly they should include

what training and orientation they (and their employees/
members received when they started working for the
company)

how people get promoted
how communication could be improved at the workplace

Methodology
Confidential, face-to-face interviews and focus groups pro-
vide the best methods of conducting an ONA. Interviews that
promise confidentiality and anonymity can successfully tap
the perceptions of the work force. They should usually be no
longer than half an hour and be conducted in a private place.
Focus groups work most effectively with supervisors aild
managers. They are useful in identifying the similarities and
differences in perceptions of needs and issues through a
group process. At the same time, a by-product of the focus

roup may be heightened awareness of basic skills issues. It is

generally not a good idea to mix workers and supervisors in a
focus group. Workers may be reluctant to state what is really
on their minds if their supervisor is there to hear it. Focus

groups may last as long as two or more hours.

Questionnaires are not recommended for the ONA for many
reasons. Firstly, there is a built-in assumption that employees
will have the skills to complete the questionnaire and sec-
ondly, that they will feel comfortable putting their opinions in
writing. In addition, a questionniare does not allow for further
probing of key points that may be raised.

Pilot testing the instrument

The project team can provide valuable feedback on questions
for interviews and focus groups by going through the process
themselves. Not only can they provide important feedback on
the suitability of the questions but through the pilot testing,
they can also provide another source of input for the ONA.
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Other components

A workplace tour will be an essential component of the ONA.
This may occur during the initial contac iterview and or
during a subsequent meeting. Bulletin buards, workplace
signs and slogans, company newsletters and posters can pro-
vide useful information on the workplace culture and the
work-related reading required by employees.

A sampling of job-specific reading material can be examined by
the service provider to determine whether it is appropriately
geared to the needs and levels of the work force. This will be
useful at the literacy task analysis stage as well. Customer
complaint records, end of shift reports, test results and partici-
pants' evaluations from other training programs can also pro-
vide useful insights as to the skill levels of the work force and
the need for a workplace basic skills intervention. Again, the
combination of methods used in the ONA will depend on the
organization's resources, the culture of the workplace, size of
the organization, type of industry and employee comfort level.

Inform work force about the ONA

The service provider, in consultation with the project team,
will need to develop a way of informing the entire work force
about the ONA, its purpose and how participants have been
selected. This is an important step. If the entire work force is
not informed about what is going on, rumours begin and
mistrust on the part of employees as to the real purpose of the
ONA and its ramifications will build rapidly. The work force
can be informed of the ONA through a joint management-
union memorandum or through personal contact with mem-
bers of the project team.

Conducting ONA

Once the ONA strategy has been developed and logistics for
implementing it, determined, the key to success will be the
ability of the person conducting the assessment to develop
rapport and trust with selected participants in a short period
of time.

175



ASSESSING NEEDS 163

One of the most important concepts that can be used success-
fully in both in the ONA and individual assessment in order to
understand the culture of the workplace and the people in it,
is that of ethnography. Researchers become students in that
they learn from the people they interact with while putting
aside their own biases and assumptions to interpret what is
going on (Spradley, 1979). These same principles can be ap-
plied when a service provider conducts an ONA. This means
consciously starting the assessment from ignorance as much
as possible. It also means using the language of the interview-
ees when probing with further questions and not skipping
questions because we think we know the answer already.
Active listening, in which understanding is checked fre-
quently will ensure that the service provider and employee are
on common ground and that the assessor has correctly inter-
preted the input of the respondent. Open-ended questions
will be much more successful in yielding information from the
assessment than closed questions.

Other important factors to remember when conducting the
ONA are, firstly, that a clear explanation of the purpose of the
ONA must be given at the beginning of an interview or focus
group; secondly, that respondents are assured of confidential-
ity, and lastly, that they understand that they are under no
obligation to answer anything about which they feel uncom-
fortable. Interviews and focus groups should be conducted in
a private, quiet space. Service providers must be prepared to
be flexible and ready to deal with on-the-spot situations dur-
ing the ONA process.

Establishing rapport with participants in the ONA is para-
mount. Sometimes this will be difficult, especially in the case
of supervisors or senior managers who are not yet convinced
there is a need to address basic skills. Allowing people time to
get their viewpoint and real concerns across will go a long way
in building bridges for the future. Moreover, the concerns and
needs expressed may not be the same as those of the service
providers. Therefore, it is important to allow participants in
the ONA the chance to express their opinions and concerns .
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Some employees will be overwhelmed at being asked their
opinions on issues related to the workplace because their
opinions may never have been solicited before. The job of the
service provider is to put respondents at ease so they feel
comfortable during the ONA process. Other employees may
try to get e service provider to agree with their opinions or take
sides on workplace issues. The task of the service provider is
to gain an understanding of the workplace and its issues and
needs while remaining impartial.

In addition, some respondents in the ONA may voice opin-
ions that are in direct conflict with what the service provider
believes to be true. Some of these opinions may be perceived
as offensive. It must be stressed, however, that the ONA
process is not a platform for educating respondents. Manage-
ment may inquire as to what certain employees have contrib-
uted during the ONA. This situation must be handled
tactfully. Referring back to the confidentiality of the results
from ONA and assuring management that major issues will be
included in the ONA report will usually diffuse this kind of
situation.

Analyze data

Once all the components of the ONA have been completed,
the data collected must be analyzed and categorized according
to participants' responses in terms of issues they have identi-
fied and other findings. A framework for analyzing the data
from from the ONA has been adapted from that presented by
L'!ver, MacDonald and Goldstein (1986) during a Train the
Trainer Program for Multicultural Workplace Programs. This
framework includes basic skills issues, other training issues
and structural issues. Sub-issues under basic skills may in-
clude reading, writing, problem-solving and/or oral commun-
ication skills. These needs may apply to first or second
language speakers. Numeracy upgrading would also be in-
cluded as a sub-issue under basic skills.

Other training issues might include technical, health and
safety, management, plain language and on-the-job training.
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In mu-ticultural workplaces, there may be a need for intercul-
tural communication and race relations training or "managing
diversity" training. Non-training issues form the third major
categty. Non-training issues might include needs related to
promotional practices, orientation programs, performance
appraisal, communication channels, employment equity,
readability of print material, and management style. The
ONA report can be done in chart form or in narrative form. A
good strategy to use is to find the format favoured by the
organization in reports of its own.

Write report with recommendations and
macro program outlines

It is important to present findings from the ONA in a clear,
consistent fashion in language that the client can understand.
The report should include:

an introduction which includes background information
leading up to the ONA including the ONA strategy

a summary of the issues identified during the ONA proc-
ess with examples

recommendations including overall workplace program
designs, other organizational strategies and a procedure
for further assessment such as a literacy task analysis,
presenting programs to employees and conducting indi-
vidual assessments

a breakdown of costs

a conclusion

It is a good idea to walk the contact person(s) through the
report before presenting it to the project team. It is not advisa-
ble to just send a completed report to an organization without
this personal walk through. Ideas that are not expressed
clearly or information that may be taken out of context can be
adjusted through this process. Ideas that have been presented
can be elaborated on, The project team's feedback on the
report should serve as a validation t the findings in the ONA.
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Concluding Comments

When service providers go into the workplace, ways of doing
things that have worked well in the context of their own
institutions may not be appropriate there. For example, an
intake model used in continuing education departments
where participants are "signed up" for courses without an
ONA will not be advisable; neither will programs that focus
only on assessing the personal and community needs of em-
ployees. The needs of the organization as an entity with
different players have to be assessed. An ONA gives direction
to any recommendations that the service provider makes.

Service providers must be flexible in working within organiza-
tional parameters. This may mean surveying employees for
the CNA in the early hours of the morning or late at night to
,over a sampling of employees on all shifts. Similarly, the
service provider will need to work within the time constraints
of the project team and employee. As visitors to the work-
place, service providers need to get to know each organization
on its own terms, Workplaces need to be approached as if one
were learning a "new culture". Biases and assumptions and
personal agendas need to be put aside when conducting the
ONA. The "real stories" told in the words of ONA participants
must be heard.

Service providers also need to be prepared to deal tactfully
with unexpected, on-the-spot situations. Some examples of
these situations have already been described. The most com..
mon situation that a service provider may have to deal with is a
situation where ONA participants are not ready for a variety of
reasons, to divulge much information. No one should be
obliged to participate in the ONA or answer questions that
cause discomfort. Other situations will revire the service
provider to show empathy, practise impartiality and preserve
confidentiality.

As organizations differ, each one must be approached crea-
tively. This may mean developing and implementing different
ONA strategies depending on the nature of the workplace
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situation and its players. However, a service provider must be
enterprising and innovative without compromising the ONA
process. Situations in which employees representing different
areas and positions in the organization have been part of the
consultative process in developing and implementing the
ONA will yield more fruits than those that do not involve a
consultative process. When employees are consuited, they
tend to feel ownership in the process.

A successfully conducted ONA can provide a solid, positive
base from which to build an effective Workplace Basic Skills
Intervention. Moerover, the ONA begins the process of estab-
lishing rapport and building trust among the service provider,
its partners and employees. As a result of the ONA, subse-
quent steps in the process of implementing a Workplace Basic
Skills Intervention can be more a xurately and smoothly im
plemented.

NOTES

1. Acknowledgement and thanks are given to my colleagues, Leslie Elver
and Barb Ward, with whom I worked on developing the rationale and
process for conducting the ONA through the Multicultural Workplace
Program at George Brown College in Toronto.

REFERENCES

Askov, E., Ade. man, B., and Ilemmelstein, N. (1989)

Upgrading Basic Skills for the Workplace. University Park: Institute for the
Study of Adult Literacy, College of Education, Pennsylvania State
University and the Pennsylvania State Coalition for Adult Literacy.

Business Council for Effective Literacy. (1987)

Job-related basic skills: A guide for planners of employee programs.
BCEL Bulletin, Issue No, 2.

Carnevale, A., Gainer, L., and Meltzer, A. (1988)

Workvlace Basics: The Skills Employers Want. Alexandria, VA: The
American Society for Training and Development and U.S. Department
of Labour.



168 Waugh

Elver, L., MacDonald, J., and Goldstein, T. (1986)

Improving Intercultural Communication in the Workplace: An Approach to Needs
Assessment. Toronto: The Board of Education for the City of Toronto ant the
Ontario Ministry of Citizenship.

Taylor, M., and Lewe, G. (1990)

Basic Skills Training-A Launchpad for Success in the Workplace. Ottawa:
Algonquin College.

Ontario Ministry of Skills Development. (1989)

How to Set up Literacy and Basic Skills Training in the Workplace. Toronto:
Government of Ontario.

Sarmiento, A. (1989)

Workplace literacy and workplace politics. Work America 6,(9).

Spradley, J. (1979)

The Ethnographic Interview. New York: Holt, Rinehartand Winston.

Waugh, S. (1989)

Guidelines for Implementing Multicultural Workplace Programs and Redesigning
Tailor Made Intercultural / Race Relations Training Programs for the Workplace.
Toronto: George Brown College.

181



169

Chapter 3

HOW TO ESTABLISH A
WORKPLACE BASIC SKILLS
PROGRAM: BLUEPRINT
FOR SUCCESS

Anthony Carnevale, Leila Gainer
and Ann Meltzer

ABSTRACT

This chapter summarizes the applied approach for establishing a
training program in workplace basic skills. The model has eight
steps: identifying the need for basic skills trainkig; building sup-
port for training; gaining management's and the union's approval
of the plan; performing task analyses on selected jobs; designing
the training program; developing the curriculum; implementing
the training program; and evaluating and monitoring the program.

The applied approach for establishing a training program in work-
place basic skills is based on input from experts and practitioners,
extensive review of state-of-the-art literature, and seminal work in
instructional systems design by the U.S. military. The :teps do not
need to be followed sequentially. However, if all steps are covered,

the chz.nces of establishing and implementing a successful work-
place basics program are enhanced significantly.
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Step I: Identifying Problems That May Require
Basic Skills Training

Hints of basic skills problems may appear in various ways. A
supervisor may report that integration of a new machine on
the shop floor is slower than anticipated. The new quality
circle program - which relies so heavily on teamwork - may be
going badly because employees "aren't getting along." Prob-
lems may surface when employees report they need help to
handle new responsibilities, or customers may complain
about quality.

But recognizing there is a problem is not sufficient; the key to
winning management and union support for establishing a
workplace basics program lies in solid front-end work.

Assessing the Extent of the Problem

An investigation into the size and scope of the challenge
ahead is essential to determine the appropriate level of re-
sponse. Part of this step is to consider options for mitigating
the problem. Is training the only solution? Are the perform-
ance problems, in fact, caused by skill deficiencies or other
factors - such as an insufficient incentive system, a need for
more selective recruiting, an inadequate equipment mainte-
nance schedule, or poor union-management relations? Rather
than training, the approriate solution to the problem might
be, for example, modifying written materials, changing policy,
or using new technology.

The assessment of the problem should look beyond the visible
signs of distress, or initial reactive measures may provide only
temporary relief. Specific instances of workplace basics prob-
lems could be the tip of the iceberg - key ii(clicators of broader-
based organization-wide distress. Undetected and unchecked,
such problems ( n affect safety, integration of new technology
or processes, or individual career development.

Analyzing Selected Jobs

Job analysis begins with acquiring job descriptions, which are
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general summaries of what a person does on a job and the
conditions under which he or she works. In large companies,
job descriptions are usually on file in company personnel
offices. Companies that do not maintain job description files
can find adequate substitutes in the Dictionary of Occupational
Titles published by the U.S. Department of Labor or might use
job descriptions developed by oth, r companies.

The second stage in job analysis if o analyze each job descrip-
tion to identify the duties of the )x,b and the ba3ic workplace
skills required to perform these duties. Job description re-
search and analysis can be carried out quickly and ea 3ily by in-
house personnel with some experience in job analysis. If no
experienced in-house person is available, an outside expert
can be hired to perform this limited task at relatively little cost.

Documenting Performance Deficiencies

After the job analysis is completed, the performance of indi-
vidual employees or groups of emplGyees in the selected jobs
must be documented. The purpose of this step is to obtain a
preliminary idea of who needs training in workplace basics.
This information will indicate roughly the size and scope of
the problem and will be necessary for making an effective case
to establish a training program. In addition, this groundwork
provides the foundation for tailoring the curriculum to meet
the trainees' needs.

Step II: Building Support for Workplace Basic
Programs

Once training is identified as the right solution, the advocacy
process begins. The chances of establishing a successhil pro-
gram increase when management and employees, including
unions, provide support. A program advocate must skillfully
use two tools - logic and olitics - fo garner this support.

The case for establishing a workplace basics program rests on
the foundation of data collected in Step I. It must be a proac-
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tive that illustrates the impact of basic workplace skills defi-
ciencies on the employer's ability to operate effectively. Left
unchecked, will these deficiencies affect the employer's bot-
tom line? What is the impact on productivity, quality, and
safety? Has the introduction of new technology or production
processes been impaired?

Being proactive also means anticipating how identified defi-
ciencies will affect the employer's future plans. Will imple-
mentation of strategic changes be hampered? Can product
diversification or customization strategies be successful given
employees' current skills? Can the workforce cope with pro-
posed shifts in organizational philosophy or mPnagement
practices that demand a higher base of skills?

The logical arguments for establishing workplace basics pro-
gram can be persuasive, but success in making the case and in
sustaining organizational commitment often rests on less tan-
gible factors. Politics comes into play. Support from influential
menagers, union officia!s, employee representatives, and the
informal leadership structure is critical. Ideally, leadership
from the Chief Executive Officer (CEO) provides tremendous
leverage in getting support from other levels of the institu-
tional hierarchy, as well as from top union officials or the
board of directors.

Coalition building is also essential. This process should begin
by securin& commitment from a respected leadership figure in
the formal or informal authority structure of the institution.
Here again, the CEO is ideal for this role, but coalition leader-
ship may also come from further down the management lad-
der, from members of the governing board or from union or
employee representatives. Effective coalition leaders are peo-
ple who can communicate both horizontally and vertically
throughout the organization and who can forge networks of
allies.

Establishing a representative task force or advisory committee
is another usual sten in coalition building. Typically, such a
committee includes rtpresentatives from the training and hu-
man resources department, operational department heads or
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supervisors directly affectel by the proposed training pro-
gram, plant managers, and employee representatives, includ-
ing union representatives. The committee should be carefully
constructed because it is an important vehicle for building
compary-wide acceptance for the training program.

Gaining Acceptance

A number of additional methods can be used to gain employ-
ees' acceptance. For example, employee representatives
should be enlisted to spread the word that the program will
not jeopardize anyone's employment status. The positive as-
pects of the program should always command centre stage.
The program should be promoted as an effort to improve
company-wide technical readiness; offer employees a chance
for improving their promotion possibilities; and maximize
limited training dollars to improve both company and individ-
ual performance.

Sensitivity is important because the potential for misunder-
standing is great. If employees know what is going on and
why, they 3re more likely to support the establishment of a
training program. Without their concurrence and coopera-
tion, the workplace basics program will never leave the
launching pad.

This is also the time to begin laying the groundwork for a
sustained institutional commitment to the training progam.
Leadership is a powerful and necessary ingredient for launch-
ing any program but is fragile and often temporary. Programs
that flourish under one leader often wither when that leader's
tenure ends - unless the programs are institutionalized
through administrative processes and procedures. Budget
and staffing commitments are key, but they too will be only
temporary unless workplace basic skills training is linked to
the strategic decision-making structure of the employer.

Efforts to build institutional commitment must focus on "de-
stigmatizing" basic workplace skills training by making it an
accepted and integral part of the employer's overall training
agenda rather than a remedial add-on. Whenever training
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needs are examined, questions about basic workplace skills
deficiencies should be part of the discussion. With training
linked to the strategic management process, maki: ,g an inven-
tory of employee skill.; will become routine, triggered by the
anticipation of events such ,.ts shifts in institutional strategies,
creation, of new jobs, or new safety regulations.

Step Ill: Presenting a Proposal to Management
and the Unions for Approval

While the workplac^ basics advocate constructs a base of
support, he or she niust also be developing an action plan for
establishing a basic skills training program. Once developed,
the plan should be presented for the approval of management
and labor. This plan should antici?ate and address employees'
concerns.

A formal meeting should be requested to brief key decision-
makers on the plan and solicit their approval. If the union is
proposed as a training program partner, it will need to have an
equal vote with management. Written copies of the plan
should be provided to each person whose approval is needed.
Both the plan and the presentation should be comprehensive
and concise and include these items:

coT iclusions drawn from preliminary research;

strategic implications of these findings;

a recommendation that a program be developed;

options for establishing a training program (outlining
costs; time frame; program content, responsibilities, and
design; and barriers to implementation); and

the recommended option (based on cost versus benefit to
the employer).

An important part of the proposal is recommending whether
an outside provider should be used. Would an outside pro-
vider be needed to design and develop customized training or
provide an off-the-shelf training program? Should a combina-
tion of in-house expertise and outside consultation be used?
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Step IV: Performing a Task Analysis on Each
Selected Job or Job Family

The next step is to identify the skills required to perform the
tasks and duties of the jobs targeted for training. This task
analysis is a more in-depth analysis than conducted in Step I.
An accurate task analysis lays the foundation for a good in-
structional program, providing information that instructors
can use to develop lessons on the skills, knowledge, and
attitudes needed to perform a job successfully.

Task analysis begins with rtviewing all literature on the specific
job and collecting all available lists of tasks performed by work-
ers on a particular job. Many excellent published listings of job
tasks are available from such institutions as The National Cen-
ter for Vocational Education, Ohio State University, The V-
TEC's Consortium, and several state education agencies.

A task analysis usually breaks a job into three component
parts. The task listing is a comprehensive list of tasks per-
formed by workers on the job. The task detailing is a systematic
breakdown of the skills, sequencing, knowledge, and atti-
tudes an individual needs to perform each task successfully.
The task inventonj consists of lists of duties and tasks for
incumbent workers about the way a task is performed.

There are many techniques for performing a task analysis.
Some commonly in use are open-ended and closed question-
naires, individual and group interviews, observation of work-
ers on the job, and analysis of existing documents, such as
manuals or other instructional materials. Some sophisticated
methodologies combine scveral of these techniques: DACUM
(Developing A Curriculum) by the National Academy for Voca-
tional Education; the Adult Competency Education (ACE)
Project, based on a taxonomy of basic skills common to 75
jobs; and the literacy task analysis developed by Professor
Larry Mikulecky, Director of the Learning Skills Center at
Indiana University.

Any analysis must be based on information obtained from
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expert or highly skilled workers. Without this type of input,
information on how a job ought to be performed is simply
speculation. A core group from the company-wide advisory
committee should be designated as the task analysis subcom-
mittee, which selects members for job-specific review commit-
tees. Each such committee will validate the final task listing for
the job or job family in its own area of expertise.

Step V: Designing the Training Program

The curriculum design stage includes designing the instruc-
tional program, evaluation instruments and processes, and a
recordkeeping system, plus developing an operational
budget. To ensure continuity throughout program design,
development, and implementation, the position of program
manager should be filled no later than the design stage.

The manager will be responsible for developing all program
operating objectives; planning, organizing, staffing, and su-
pervision of the training project; and evaluating and linking
the program to the employer's operations and goals. The
individual selected for this position should have a substantial
knowledge of the employer's corporate culture and practices,
as well as a background in adult education, training, and
evaluation.

Performance-Based Instructional Program

Curriculum design is strongly influenced by the duties and
tasks 9f the targeted jobs, but it should also take into account
the trainees, Often, workplace skills training programs benefit
employees who are seeking elf-improvement or who sense
that keeping a job or securing a promotion is not possible
without improving their skills. Such programs are generally
not driven by the economic or strategic needs of the employer
and, therefore, do not need to be linked to employees' jobs. In
such cases, it is often more cost-effective for the employer to
have an external provider design a generalized curriculum for
a particular workplace skill, or to simply provide tuition reim-
bursement for training from outside providers.

1 s 9
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Most state-of-the-art training designs are performance-based
and focus on mi tery of tasks that have been designated
essential for successful performance on the job. Standards for
successful performance are clear, and success is measured by
learning, not by the amount of time the employee takes to
perform the task. This method is particularly effective for
adults when job-related materials and concepts are the basis
for training - the functional context approach. The idea is to fill

in the gap between what the trainee already knows and what
he or she needs to know to be effective on the job, taking into

account the existing knowledge and skills of the trainee and
building on them.

At the heart of designing a performance-based, functional
context curriculum are two key concepts: written performance
objectives and criterion-referenced testing. Performance ob-

jectives are essential to measuring training success and should
be written for each task selected for training. The objectives
should specify what the learners are currently able to do on
the job, the conditions under which they must perform while
demonstrating mastery, and the desired future level of per-

formance.
Criterion-referenced testing involves pre- and post-training
testing. Diagnostic pre-training tests determine employees
skill deficiencies. The post-training tests should be of the same
length and format as the pretraining tests, but test only task
behaviours treated during instruction. The objective of crite-
rion-referenced tests is to verify the iearner's mastery of tasks
identified in the performance objectives. Therefore, it is best
to construct tests after the performance objectives have been
written and the learning materials are developed.

Evaluating and Recordkeeping

Without sound, objective training evaluation, we have only
subjective assessments of a program's efficiency, effective-

ness, and usefulness. In these times of tight resources, evalua-

tion must be keyed to discovering the most appropriate and
cost-effective training and to illustrating how that training
helps the organization meet its strategic goals.
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Budgeting

This is also the time to consider thebudgetary implications of
program operation. Before extensive time and energy go into
the development of curriculum materials, a final implementa-
tion budget should be presented to management for approval.

Step If!: Developing the Curriculum

This step involves crafting the curriculum; integrating instruc-
tional techniques; selecting delivery systems, facilities, and
equipment; and developing measurement tools. The three
major steps in developing a curriculum are:

1. Prepare the course outline. Decide what skills learners need
to master before they can perform each task. Because the
goal of instruction is improved job performance, the tasks
should be sequenced according to which ones will be
most important for the employee to master in order to
achieve that goal.

2. Develop lesson plans. The lesson plans should identify
what the learner needs to do on the job, not what the
instructor might like to teach. The focus should be on task
details and performance objectives.

3. Develop instructional materials. Materials should be devel-
oped or adapted for existing resources, as appropriate.
Only material that will help the learner satisfy the per-
formance objectives should be selected. Material should
be at the level, or move toward the level, the learner will
use on the job.

In selecting instructional techniques, the goal is to minimize
costs without affecting the quality of results. The techniques
used will determine the type of facility, the number of instruc-
tional personnel, the cost of producing original materials, and
so on. All of these factors, plus the impact on learning, must
be taken into consideration.

The delivery systems that can be used include traditional
classroom, multimedia classroom, tutored video classroom,
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interactive Tr classroom, self-study, guided learning centre,
computer-based training, and interactive videodisc with per-
sonal computer.

Selecting appropriate facilities and training equipment de-
pends on a number of variables, including the type of learning
required, such as heavy equipment, production line or of-
fice; the instructional strategies selected; the location (on- or
off-site); the number of learners; budgetary restrictions; the
time available for training; the training presenter (in-house or
external); and the curriculum.

The final step is to develop evaluation and monitoring instru-
ments. Line managers and supervisors should participate in
this development, to establish a common perspective on the
kind of training needed and the standards that constitute
improved work performance after training.

Step VII: Implementing the Program

One of the most important activities during the early imple-
mentation period is moving the employee-awareness cam-
paign in high gear. Meetings should be scheduled to answer
employees' questions and present a positive view of the pro-
gram. Information about the training should also be promi-
nently displayed in employee newsletters and on bulletin
boards. It is particularly important that employees know the
start-up date and the person to contact for more information.

Another important part of the early implementation period is
otaff selection. After the program manager, who should al-
ready be on board, the second most important staff person is
program administrator. The administrator evaluates instruc-
tional staff performance, selects facilities and equipment,
schedules instructional staff, ensures that course material is
prepared and available, and assures program follow-up. This
individual should have a strong backg iund in project man-
agement and instructional technology a id some experience in
working with adults and using evaluation techniques.

192
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Together the program manager and program administrator
should select the instructional staff. Few companies can afford
to hire full-time instructors for basic skills training, but there
ale other options. Experienced employees and managers may
take train-the-trainer courses to become part or full-time peer
trainers. They should also receive special training in instruc-
tional techniques and support counseling. Peer trainers are
most effective if paired with professional trainers. Together
these two instructional staffs can also facilitate company-wide
employee acceptance of the training program in a manner that
cannot be replicated in any other way.

Other options include contracting with an external provider for
program delivery or hiring part-time instructors from outside
the organization. Outside help is available from a variety of
sources. Local school districts, community colleges and univer-
sities, nonprofit literacy groups, for-profit organizations and
individuals, private industry councils (PICs), and others in the
community can supplement in-house expertise. Small busi-
nesses (fewer than 500 employees) should also consider larger
local employers as potential providers. If proprietary rights are
not an issue, these companies may allow access to their training
or provide copies of already developed curricula.

Counseling is an integral part of a successful training pro-
gram. Many employees will not have been in a formal learning
situation for some time and will be afraid of failure. Some will
have had negative experiences in school and therefore will be
anxious. While counseling may be handled by instructional
staff, a separate counseling staff is recommended.

Step VIII: Evaluating and Monitoring the
Training Program

Once a program has completed at least one cycle and employ-
ees have returned to their work stations, evaluation can begin,
and it should be performed periodically thereafter to deter-
mine whether program goals are being met. Available data
sources should include surveys of trainees' reactions, pre- and

1:43



ESTABLISHING A SKILLS PROGRAM 181

post-tests to measure learning, obser ation of employes' be-
haviour, and interviews. Evaluation should identify changes
such as productivity improvements, cost reductions, quality
improvements, or reduced turnover - that have occurred in
the workplace since training occurred. All changes must be
considered when evaluating the effectiveness of training. No
one change alone will provide accurate feedback.

Program monitoring also provides continual feedback on
whether instruction is working well from day to day. Usually,
personnel trained in evaluation techniques or independent
evaluation specialists carry out program evaluation, but the
program manager, project administrator, and instructional
staff conduct program monitoring.

Monitoring and evaluatioit should be viewed as living proc-
esses. Together they provide the information for adjusting and
improving the program to ensure training is efficient and
effective.

Concluding Comments

Programs created to provide employees with training in work-
place basic skills are most successful when:

They are preceded by a well-constructed action plan that
includes an in-house marketing campaign to mrshal
managemer L and union support, and that connects the
workplace basics program to the employer's competitive
strategies; and

They use a systematic approach to training design, devel-
opment, and delivery.

They incorporate an applied learning method that uses a
functional context approach to job-specific training.

Together, these three elements constitute an applied approach
to workplace training that better reflects the needs and reali-
ties of today's workplace. This innovative approach merges
political realities such as scarce dollars, technological change,

1 f)
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and the sometimes conflicting perspectives of management
and labour with state-of-the-art thinking on training design,
learning methods, and return on investment.
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Chapter 4

HOW TO APPROACH
WORKER TESTING AND
ASSESSMENT

Maurice C. Taylor

ABSTRACT

With the recent development ui workplace basic skills programs,
there has been a growing awareness of the importance of learner
assessment. In addressing this issue an attempt is made to help
practitioners decide which approach to use in the assessment of

individual trainees. This chapter outlines the new rangeof work-

place literacy requirements needed for effective performance and
progress on the job, describes several testing and learner assess-
ment procedures and highlights how these approaches may be
applied in a workplace program.

A common concern among practitioners in the development
of workplace basic skills programs is the issue of learner
assessment. Due to the evolving nature of this specialized
field of literacy, trainers and instructors are often hard pressed
to find information and guidelines that will assist them in
making decisions about when, how and what types of ap-
proaches to use in assessing workers who enroll in such
programs. Some practitioners quietly develop methods that
grow out of their day-to-day experience while others lean on
procedures frequently used in general literacy practice. One
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thing that is common to both is that there is a constant search-
ing and experimentation in the methods of worker assessment

The purpose of this chapter, therefore, is to examine several of
the dimensions related to this important aspect of workplace
programs. First it may be useful to discuss the wide range of
basic skills now required for an adaptable workforce. A better
understanding of this new set of workplace requirements may
help contextualize the issue of worker assessment. Having
some sense of the work-related competencies necessary for
effective performance and progress on the job may be useful
when considering which method to use in the assessment of
learners.

In the second section The Nature of Testing and Assessment,
several approaches to learner assessment are highlighted.
Types of standardized testing and alternative methods of as-
sessment are briefly described. By providing some of the
general background information surrounding the use of test-
ing instruments and various alternatives, practitioners may
feel more confident in selecting an approach that is suitable to
both learner and workplace program.

In the final section, Applying Assessment Methods in Work-
place Programs, an attempt is made to describe the specific
application of these various assessment methods to workplace
basic skills training. A review of three standardized tests,
approaches towards the development of workplace criterion-
referenced tests and considerations in selecting alternative
assessment procedures are discussed.

Workplace Literacy Requirements: The Skills
Employers Want

Practitioners working in the field of adult literacy and basic
education observe that both general and workpla,..e programs
are vastly diverse in terms of learner groups, Ivaching styles,
curriculum and administration. However, the literacy de-
mands of the workplace appear to be i:ather different from
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general literacy requirements. In an attempt to better under-
stand these differences, researchers have begun to identify
the basic skills individuals need in ord e. to enter and progress
in the workplace. For example, Hull and Sechler (1987) exam-
ined the nature and extent of adult literacy needs in several
major U.S. corporations. Results from the study indicated that
basic literacy skills often serve as prerequisitcs to the learning
of more technical knowledge. This knowledge is specific to
types of equipment and industries but the underlying skills
tend to be somewhat generic. Company managers, instructors
and union trainers reported that the types of skills needed to
enter and progress on the job could be classified into five
major categories: mathematics, reading, writing, listening,
and speaking.

Basic workplace research conducted by the American Society
for Training and Development and the U.S. Department of
Labour also examined the skills needed in the workplace.
Carnevale, Gainer, and Meltzer (1988) indicated that more
recently employer complaints have focused on serious defi-
ciencies in areas that include problem solving, personal man-
agement, and interpersonal skills,

In a pioneering attempt to conceptualize the skills employers
want, the researchers developed a framework which consists
of seven skills groups. These groups include: 1) learning to
learn, 2) 3R's, 3) communication, 4) creative thinking a id
problem solving, 5) goal setting - personal and career devel-
opment, 6) negotiation, teamwork, and 7) leadership. The
authors propose that this framework is a prescription for a
well-rounded worker who has acquired a number of discrete
skills and who has the ability to acquire more sophisticated
skills when necessary.

In an effort to meet the work-readiness needs of employers,
Pesti llo and Yokich (1988) developed a working construct of
employability skill categories. The purpose of the initiative
was to identify those skills and behaviours employers believed
to be important across a broad range of business, service, and
industrial .or jobs. A second purpose was to inform current
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and future workers of employer expectations. Given the wide
variety and complexity of jobs in the labour market the skill
categories were generic in nature. For effective performance in
a changing workplace five categories were developed: aca-
demic, personal management, career mobility, 6roup and or-
ganizational effectiveness, and adaptability.
Recently, in a Canadian context the Ontario Ministry of Skills
Development s Irveyed 329 employers across nine industrial
sectors ranging from manufacturing to service hospitality.
According to Shields, Embree, Taylor, and Wallace (1989) the
purpose of the investigation was to develop a training profile
reflecting the skills, competencies, and tasks actually per-
formed in the workplace. The goal of the project was to de-
velop an integrated curriculum accommodating the basic
training needs for client groups bound directly for employ-
ment and those wishing to qualify for skills training, appren-
ticeship or post-secondary programs. Occupational literacy
skills needed to enter and progress on the job were classified
into five major categories: communications (reading, writing,
and other linguistic competencies), mathematics, science,
computer literacy, and work adjustment.

Together, these studies provide a clear indication of the basic
skill categories required of trainees and employees to either
enter the labour market or perform effectively on the job. There
also appears to be a general consensus that within each major
category or group there are articulated lists of specific skills. As
Hull and Sechler (1987) point out, skill lists are critical tools for
personnel mar ,gers, industrial trainers, and workplace liter-
acy instructors. Basic skill lists help these people:

a) relate to changing job requirements to needed employee
skill levels,

b) assess the skill levels of job applicants and existing em-
ployees to determine how well those skills match the job
requirements for hiring and advancement,

c) identify both group and individual basic skill deficiencies
in order to plan workplace literacy training programs,
and
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d) analyze the effectiveness of such courses or programs.

Based on the findings of the previously discussed research on
workplace literacy requirements, an attempt has been made to
develop a Basic Skills Profile (Figure 1).

This profile is a compilation of the major skill categories with
examples of specific skills and competencies. These compe-
tencies were drawn from the results of the Canadian study
conducted by the Ontario Ministry of Skills Development. The
full range of specific skills are not included here but rather
only some of those most frequently cited by employers. In
examining the profile it would appear that these broad and
portable skill categories are slightly different from the goal
level statements and subject matter content taught in some of
the more conventional adult education programs. If one uses
the profile as a rudimentary road map it may help determine
ways of choosing the most effective approach towards worker
assessment.

The Nature of Testing and Assessment

Frequently at workplace literacy conferences and training de-
velopment seminars, practitioners ask the question How
should I assess the workers in my group? While the answers are
as diverse as the program types the term standardized testing
usually surfaces. It may be helpful to examine the term at this
point in the discussion. Sticht (1990: 4) says that a standardized
test is a test that is administered under standard conditions to
obtain a sample of 1Parner behavior that can be used to make
inferences about the learner's ability. A standardized test differs
from an informal test in that the latter does not follow a fixed set
of conditions. For example, in a standardized reading test, the
same reading materials are read by different learners following
the same procedures, answering the same types of questions
and observing the same time limits.

Types of Standardized Tests

There are two types of standardized tests: norm-referenced

2,J
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Figure 1

Basic Skills Profile
1. Basic Literacy and Numeracy Skills (reading, writing, and

computationl
Read notes, job orders, schedules, charts, regulations, and
instructions

Read to determine facts, opinions or implied meanings

Write short notes and single paragraph letters, short phrases and
sentences.

Estimate how long it will take to do a job and measure metric units

2. Basic Listening and Oral Communication Skills
Receive facts or directions and give information

Understand opinions, purposes or implied meanings

State possible reasons which might cause certain faults or
symptoms

3. Creative Thinking and Problem-Solving Skills
Ask probing questions, use reference manuals, and show
information

Establish a priority or sequence in checking for problems

Solve numerical problems in word form

Implement solutions and track and evaluate results

4. Personal Management Skills (skills related to developing the
attitudes and behaviors required to keep and progress on the
lob)

Know company policies and practices and employer/employee
expectations

Show initiative and suggest new ideas for getting a job done

Learn new skills and ways of doing things

Know the basic workplace hazards and care of equipment and
materials

5. Teamwork Skills (skills needed to work with others on the job)
Work with supervisors and co-workers

Sticking to a schedule and decision-making skills

Giving directions and feedback

Identify with the goals, norms, values, customs, and culture of the
group
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and criterion-referenced. Although these terms may sound
technical they are quite easy to understand. Many standard-
ized tests have been developed to permit a learner's s ore to be
interpreted in relation to or in reference to the scores of other
people who have taken the test. This type of test is called
norm-referenced. An individual's standardized test score is
interpreted by comparing it to how well the referenced group
normally performs on the test (Sticht, 1990:5).

Norm-referenced tests

In most adult literacy and basic education programs standard-
ized tests are frequently used that have been normed on
children. The types of tests provide scores that are usually in
the form of grade level equivalents. For example, an adult
learner may score a grade level of 6. n a reading test. What
this means is that the adult reads on the level of a child in the
fifth month of the 6th grade. As Sticht (1990) points out,
interpreting these grade level scores for adult learners is not
straightforward. As will be discusse .1 in the next section some
standardized tests provide norms for adults in adult basic
education programs that permit test users to interpret scores
both in grade levels and in relation to adub performance on
the test.

Criterion-referenced tests

The second type of standardized test is a criterion-referenced
one. This testing is closely related to the develor ment of self-
paced, individualized pre-programed instruction. in programs
following this approach, a domain of knowledge and skill is
carefully defined. An absolute standard or criterion of perform-
ance is set and everyone's score is established in relation to that
standard (Sticht, 1990:8). Learning objectives that can be as-
sessed are specified and units of instruction, frequently called
modules, are developed to teach the various subsets of knowl-
edge and skill identified by the learning objectives.

For example, in many institutional adult retraining programs
learners are introduced to a mathematics module Fractions
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preceded by a pretest. The purpose of this premodule test is to
see if the learners already know the material on fractions to
some predetermined criterion such as 85 percent correct. If the
learners pass the pretest they go on to the next module Deci-
mals with its pretest and so on. However, if a pretest is failed,
then the learner is assigned the lessons and exercises of the
module in question, works through the materi.il and then is
administered a post-module test to see if he or she can per-
form at the desired criterion.

In this approach to assessment, learner gain is interpreted in
terms of how many units of instruction are mastered at the
prescribed criterion level. A module on Fractions, for example,
may include five different operations developed into five units
of instruction. This type of testing does not assess the learn-
er's change relative to a forming group.

Alternative Approaches to Assessment

As indicated in a recent Business Council for Ffective Literacy
Newsletter (1990, no. 22: 7) there is a growing number of
practitioners who have begun to explore alternative ap-
proaches to assessment. Problems involved in obtaining valid
measures of learner's development in both general and work-
place programs have stimulated interest in finding alterna-
tives to standardized tests. According to Solorzano (1989)
intake and progress interviews are examples of alternative
methods. For instance, in the California Adult Learner Pro-
gress Evaluation Process (CALPEP) interviews record such
information as the type of reading the learner does; the uses of
literac, in the daily lives of learners such as on the job, in the
home and community; self-evaluations of reading ability; and
judgement of ability by teachers. In addition, Wolfe and Hill
(1989) describe portfolio ,..(Nelopment as another method of
alternative assessment. In this approach learners develop
portfolios of their work in reading, writing and mathematics
including both in class and out of class work. Peers, teachers
and learners meet periodically to discuss the learner's work
and how it is progressing.
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Both of these alternative assessment strategies have grown out
of the general literacy program environment. However, their
application in a workplace context has considerable possibili-
ties as discussed in the United Kingdom accreditation initia-
tive found in Part IV of this book. Most important to these new

proaches to assessment is the fact that they communicate
respect for adults - for what they bring to learning and for
what they come to learn.

Applying Assessment Methods in
Workplace Programs

In considering the option of standardized testing, workplace
trainers and instructors should keep several things in mind.
As Sticht (1990) points out, standardized tests can be useful in
making comparisons. They let us compare a person's ability at
one time to that person's ability at a second time as in pre and
post-testing. However, for tests to give valid results for making
such comparisons, they must be administered according to
standard conditions. Opponents of standardized basic skills
tests believe that they are not useful measures of what adults
can do in that they are contextually meaningful and test scores
do not point to an appropriate instructional program. Often
the questions posed deal with isolated, decontextualized bits
and pieces of reading sub-skills such as word recognition,
spelling or paragraph comprehension. In addition, most tests
exclude the central role of prior knowledge in understanding
or interpreting new information. Finally, some critics also
mention that the tests treat literacy as a neutral mechanical
skill unrelated to different communities and cultural and lin-
guistic traditions (Business Council for Effective Literacy
Newsletter, 1990)

To date, no standardized tests have been developed for spe-
cific use in the workplace. However, in the case of job-related
basic skills programs where learners wish to pursue grade
level equivalencies, practitioners often rely on the wisely used
norm-referenced reading achievement tests administpred in
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ABE and ESL programs. Several reviews of these tests have
been recently conducted (Jackson, 1990; Taylor, 1989).

To assist in making decisions about which standardized tests
to use in such workplace programs a brief overview of some of
these tests may be useful. Although the tests were developed
to measure grade level equivalencies, practitioners may want
to keep in mind the types of skill categories and specific
competencies outlined in the Basic Skills Profile described in
the first section. The three tests reviewed here include: The
Canadian Adult Achievement Test (CAAT); Tests of Adult
Basic Education (TABE) - Forms 5 and 6; aid The Gates-
MacGinitie Reading Tests (GMRT) - Canadian Edition. Each
test is examined under three categories - test content, test
development, and test usability. The purpose of the test and
type of items or questions asked are described under the
heading test content. The procedures used to develop the test
norms and grade equivalents are presented under the heading
test development. Also mentioned are the areas of test reliabil-
ity evidence and test validity evidence. Reliability means consist-
ercy and a test is valid when it measures what it was intended to
measure.

To the novice practitioner this category may seem to be ve.7
technical. An attempt has been made to simplify and con-
dense the information and to introduce the terminology usu-
ally found in the actual test manuals. An evaluative statement
is made under the heading: test usability, and indicates the
appropriateness of the instrument in the assessment of the
essential skills for the workplace.

A Review of Three Standardized Tests

1. The Canadian Adult Achievement Test

Test content:

The Canadian Adult Achievement Test (CAAT) is a battery of
tests designed to measure the level of edv at onal achieve-
ment among adults. The CAAT was developea to fill the need
for an instrument which would better meet the assessment

4Lo
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requirement of national training programs. The three levels
of the CAAT, like the Adult Basic Learning Examination
(ABLE), were ci.c.,veloped to accommodate segments of twelve
yc.irs of formal education.

Level A is for adults who have had from one to four years of
formal education. This level includes five subtests: vocabu-
lary, reading comprehension, spelling, number operations,
and problem solving.

Level B is for adults who have had from five to eight years of
formal education and includes six subtests: vocabulary, read-
ing comprehension, spelling, number operations, problem
solving and mechanical reasoning.

Level C is for adults who have had at least eight years of formal
education and may or may not have graduated from high
school. Level C includes the same subtests as Level B aswell as

Language Usage subtest and a Science subtest.

Like the ABLE, the CAAT vocabulary subtests include words
sampled from applied or general vocabulary, from vocabulary
of the physical and natural sciences and from vocabulary of
the social sciences. And like the ABLE, the CAAT reading
comprehension subtests for Level B and C inclurle material of

a functional nature and material of an educational nature. As
ctated by the test authors, a core of test items are common to
both the CAAT and the ABLE.

Test development:

T!-.e test authors state that because there is still no suitable
criteria for defining the population of adults across Canada for
whom the CAAT would be appropriate, it was decided that
CAAT research would be conducted with a number of adult
groups whose characteristics would define the "users" of this
type of instrument. The CAAT norms are the results of the
collection of data from volunteer users (N ;equal 5,700).

This standardization procedure does raise serious concerns
about the adequacy of the sample. A few of those concerns are
mentioned here: 1) the percentage of females taking Level C



194
Taylor

was higher than the percentage taking Level A and B, 2) most
of the participants were under 30 years of age and there were
no participants over 40 years taking Levels B or C, 3) overall,
the Western and Atlantic region provinces make up 79% of the
total sample.

The manual contains guidelines for interpreting the content-
referenced scores, scaled scores, percentile ranks, and grade
equivalents. However, the grade equivalents are based on actual
scores of students tested in the U.S. during the development of
ABLE. These grade equivalents were obtained by equating the
CAAT subtest to the Stanford Achievement Test series. Valida-
tion studies in a Canadian context are currently underway.
Test usability:

Although the CAAT measures educational achievement of
adults who have had varying amounts of formal schooling and
provides a grade equivalent, it is one of the more usable
existing literacy tests for a workplace environment. The con-
tent of some of the items in the reading, comprehension,
problem solving, and mechanical reasoning subtests corres-
pond to work-related topics. Wher. examined against the Basic
Skills Profile the CAAT measures only indirectly a small num-
ber of the specific workplace competencies.

2. Tests of Adult Basic Education Forms 5 and 6
Test content:

The Tests of Adult Basic Education (TABE), Forms 5 and 6 are
norm-referenced tests designed to measure achievement in
reading, mathematics, and spelling. The test authors state that
TABE 5 an -I 6 focus on the basic skills required for a person to
function i; ;ociety. The instrument has seven sections which
include reading vocabulary, reading comprehension, mathe-
matics computation, mathematics concepts and applications,
language mechanics, language expression, and spelling.
There are four overlapping levels with estimated grade ranges:
Level E (Easy), range (2.6 - 4.9), Level M (Medium), range (4.6
- 6.9', Levc1 D (Difficult), range (6.6 - 8.9), and Level A
(Ad'vanct.d), range (8.6 - 12.9)

047
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Test development:

Test authors maintain that items are based on educational
objectives and broad process classifications. The content cate-
gories were defined by examining adult education curriculum
guides, published te,-.ts, and instructional programs. Vocabu-
lary difficulty was controlled by reference to Basic Reading
Vocabularies and the Living World Vocabulary.

Norm data are based on 6,300 students from four types of
programs in the U.S.: adult basic education programs (includ-
ing literacy and pre GED), adult offender programs, juvenile
offender programs (juveniles sixteen years or older) and voca-
tional/technical training programs. Norms are reported for
each group. Two thirds of the sample were taken from Asian,
Black, and Hispanic groups with 49% of the examinees in the
15-24 age group

Manual scoring is moderately complex and time consuming.
The number correct on each section is converted to a scale
score percentile or grade equivalent by looking in the appro-
priate norm tables. Grade equivalents are provided through
the calibration and equating of TABE 5 and 6 to the California
Achievement Tests, Form E (CAT-E). Kuder-Richardson For-
mula 20 coefficients range from .71 to .93 and standard errors
of measurement are reported.

However, the data were based on the administration of the
tryout tests, which are somewhat longer than the final TABE
tests. Limited validity data is reported in the manuals. The
scores on the TABE have correlated moderately (.55 to .64)
with comparable scores on the GED. It should be noted that
the TABE tests now provide competency-based information
for interpreting individual items.

Test usability:

In terms of workplace usability one of the strongest features of
the TABE is that the items are adult in content. The content
categories were defined by examining adult education curricu-
lum guides, published texts, and instructional programs. Al-
though the test has an academic orientation some of the
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specific competencies outlined in Skill Group 1 and 2 of the
Profile are indirectly related, However, the test would not be
able to provide information on any of the specific skills men-
tioned under creative thinking, personal management, and
teamwork.

3. The Gates-MacGinitie Reading Tests,
Canadian Edition

Test content:

The Gates-MacGinitie Reading Tests (GMRT), Canadian Edi-
tion, consist of seven levels which cover grades 1 through 12
and include vocabulary and comprehension subtests. They
are norm-referenced tests. For Basic R and Levels A and B,
vocabulary is said to be primarily a test of decoding skills.
Learners must select the word that goes with a picture from
among choices that look and sound rather alike. For Levels C
through F vocabulary is tested by having learners select the
correct meaning for a printed word; as a result, the vocabulary
test for these levels is primarily a test of knowledge and not a
test of decoding skills. Thus, the vocabulary tests for Levels C
through F represent a somewhat different skill than what is
measured :it the lower levels.

Vocabulary items were selected from 16 commonly used read-
ing series for grades 1-3 and from recognized lists of words
frequently used in school reading materials. The comprehen-
sion subtests for Basic R and for Level A and B require learners
to select a picture that answers questions or matches the
information given in a short passage. For Levels C through F
students must read a passage and answer two or more ques-
tions about it. The comprehension subtests at all levels involve
both literal and inferential questions, but the percentage of
inferential questions increase in Levels D, E, F. The subject
matter content of the Comprehension Tests emphasize mate-
rial from the humanities, social sciences, the natural sciences
or narrative material. The selections included range from cur-
rent materials by contemporary writers to important timeless
writings.
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Test development:

To construct the norms, a sample of 46,000 Canadian students
was tested from 10 provinces and the Yukon Territory. In
provinces with large French speaking populations, English
speaking students constituted the norming groups. The sam-
ple appears to have been carefully selected to be representa-
tive of Canadian students and the manual contains adequate
guidelines for interpreting the standard scores, percentile
ranks and grade equivalents. Although the vocabulary and
comprehension subtests are said to measure two somewhat
different abilities, no information is available in the manual to
support this claim.

For Levels A to F splif- half r.. liability coefficients for vocabulary
range from .85 to .94 and for comprehension from .85 to .92.
For Levels B through F, these coefficients are only given for
Form 1. No information is given on reliability for the total
scores on each test and no statistical data on test validity is
presented in the manual. An attempt has been made to estab-
lish content validity by explaining how the items were devel-
oped to reflect typical school programs.

Test usability:
Based on the five categories of the Basic Skills Profile, The
Gates MacGinitie does not measure the majority of the spe-
cific workplace competencies reported by employers. How-
ever, for the discrete skill of reading some of the vocabulary
items and comprehension selections in Levels D, E, and F are
common to both school and work environments. This tool is a
standardized achievement test and, like the CAM and ABLE,
may be useful for employees wanting to obtain a grade equiva-
lency in a workplace learning environment.
As indicated in this review, instrument, that have a strong test
development quality could be useful if a company or business
elects to provide general literacy services to their employees.
Other standardized tests such as the Basic English Skills Test,
the Adult Basic Learning Examination, the Comprehensive
Adult Student Assessment System and the English as a Sec-
ond Language Oral Assessment, although not reviewed here,
may also be used.
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However, if learners and employers are not interested in grade
level equivalency work-based programs, practitioners may
want to consider a criterion-referenced approach to worker
assessment.

How to Use Criterion-Referenced Tests

As previously mentioned, criterion-referenced tests assess a
learner's gain according to some criterion or particular learn-
ing goal. These types of tests are intended to measure the exact
objective and the specific behaviour required to accomplish a
particular task. This assessment approach is not concerned
with how quickly individuals learn or how they perform com-
pared to one another.

Carnevale, Gainer and Meltzer (1990) have suggested that in
designing a curriculum for workplace programs, the job situa-
tion can be transformed into valid learning situations that
simulate the conditions on the job under which an individual
must work. This involves the design of performance objec-
tives which in turn form the basis for criterion-referenced tests
that signify competence. Theauthors maintain that these tests
can be used at three different points to perform three impor-
tant functions.

The first point is the pretest for diagnosis. The function of a
criterion-referenced pretest is to provide employees with the
opportunity to perform representative samples of each of the
task behaviors required on the job. Testing employees before a
program begins can help identify those tasks in which the
individual is deficient and can assure workers that they are not
being exposed to training they do not really need.
A second function of a criterion-referenced test is in the forma-
tive assessment of the course. By testing individuals during
the actual instruction, feedbackcan be obtained to find out if a
trainee is successfully learning the material and it also allows
the trainer to modify materials and teaching methods. Finally,
a criterion-referenced test can be used as a post-tes1:. This is
done by comparing performance on post-te with the learn-
ers' pretest results.
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Developing Criterion Referenced Testing

Practitioners may wonder how to go about developing such a
test. As Sticht notes "one of the things you've got to do
whenever you're building a test to see if a person can or cannot
perform the literacy requirements of a specific job is to design
a specific test derived from the analysis of the job or the job
field" (Business Council for Effective Literacy Newsletter, 1990, no.
22: 6), Carnevale, Gainer and Meltzer (1990) point out that the
construction of functional pretests and post-tests is most ef-
fectively accomplished after performance objectives have
been written and instructional materials developed. They sug-
gest that a separate criterion-referenced test be written for
each performance objective. In using this approach towards
assessment the results are easy to interpret in that the trainee
demonstrates that he or she has learned the knowledge, skill
or attitude defined in the performance objectives. An excellent
resource for workplace trainers in the development of such
tests is the Inst ructional Development Learning System: Criterion
'fists by P. Esseff and M. Essef (1989). In this manual, trainers
are introduced to a variety of test development exercises such
as constructing types of knowledge skills criterion items, per-
formance checklists and performance tests, (as in live demon-
strations, case studies and live role plays).

Consideratilis for Alternative
Evaluatiol d Methods

If neither norm referenced or criterion-referenced assessment
approaches seem fitting to the nature of the workplace pro-
gram, practitioners may want to consider alternative evalua-
tion methods such as those presently being used in the
Massachussetts Workplace Education Initiative. This state-
funded program help,, local partnerships of employers, un-
ions and education providers deliver workplace basic skills
programs. A more detailed description of the program ap-
pears in Part III of this book.

The Initiative has recently conducted a pilot study based on
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open-ended interviews with management, supervisors, and
union officials. Basically, the irterviews focused on two types
of questions - what are the changes you have seen on the job
as a result of the basic skills pregran; and what are the changes
you are looking for? The aim was to identify critical factors in
evaluating the outcomes of workplac..e_e&cation.

The findings, which include anecdotal information about
what really matters to employers, will be used to shape a
structured questionnaire for more formal evaluation. Prelimi-
nary results seem to indicate that employers are seeing work-
ers with better skills and morale, people who are more
self-confident and able to work independently. They're seeing
changed behaviour on the work floor and they're saying
"that's what they're looking forr not test results on paper
(Business Council for Effective Litemcy, no. 22, 1990: 8).

Another consideration in the selection of alternative assess-
ment methods is the role of the learner. By definition learner
centred or participatory assessment should be an on-going
collaboration between the trainer, the trainee and the course
materials, in order to review and modify what should take
place in light of progress being made.

Participatory assessment can be eclectic involving the use of a
variety of procedures rather than on a single process (Lytle,
1988). Information derived from a wide range of indicators
such as scripted or ethnographic interviews by students with
students, portfolio's of student writing, interactive readings
selected by participants for discussion, observations by in-
structors and peers and task simulations collected over the
duration of a course can provide a rich view of learning and
accomplishment. it may well be that the workplace is the best
type of environment to try out these methods and to lead the
way in the development of alternative assessment methods.

Concluding Comments

Although practitioners often search for a readable prescrip-
tion of how to assess learners and trainees in basic skills
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programs, it's somewhat difficult to describe the instructions
of such a prescription. Hnit. ver, a crucial factor in determin-
Mg assessment approaches lies in the actual purpose for im-
plementing a workplace program. It has also been observed
that a mix of methods such as the ones described in this
chapter can provide different types of information about im-
proving a program and encouraging learner success. Finally,
at the core of every decision concerning worker testing and
assessment is the individual trainee - the main reason for
delivering a workplace literacy program.
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Chapter 5

HOW TO IDENTIFY
WORKPLACE
COMMUNICATION SKILLS
IN THE BRITISH COLUMBIA
SAWMILL INDUSTRY

Bert Hawrysh

ABSTRACT

While a great deal of generalized information has been developed
about literacy levels, no specific information has been available to
deal with problems surfacing in the lumber production industry.

In a jointly sponsored program the Council of Forest Industries of
British Columbia and the International Woodworkers Association
(I.W.A.) Canada have, with the support of the National ...eracy
Secretariat, designed a research project focused on supervisory
and productioa workers in the sawmill industry.

Althcugh the study is not yet complete, it has produced a wealth of
experience and information on how to initiate a research project of
this kind. It has also developed greater awareness on the inherent
problems in typical manufacturing settings, and has stimulated
discussions and planning on how to address the problems of
effective commmications in a changing workplace.
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The Changing Sawmill industry

The lumber production industry in British Columbia was esti-

mated in 1988 to employ 28,500 workers (Price Waterhouse,
1988). Traditionally the sawmill sector has been a secure work-
place characterized by long term employment. Indeed, it has

provided career opportunities that resulted in job histories
often spanning decades with the same employer. Steady se-
cure employment and leading wage rates have attracted a
variety of workers to the industry.

New Canadians in particular have pursued jobs in the indus-
try and have made up a large portion of the manpower re-
quirements. In addition, the organization of the workplace,
based on a well established technology, tended to develop a
work force culture that depended on the value of the knowl-
edge and skills acquired directly in the actual workplace.
Apart from formal apprenticeship trainkig for certain trades
such as millwrights or electricians, the acquisition of skills was

dependent upon on-the-job training, very often conducted by
demonstration as well as verbal instruction. Written instruc-
tion and formal training were not major characteristics in the
development of a sawmill worker's job skills.

However, in the late 1970's dnd eirly 1980's, faced with serious
economic downturns and chan&ing market patterns, the lum-
ber industry found it had to address serious questions relating

to productivity and changing customer demands.

Producers, large and small, began to realize that tariff and
trade issues, competing natioral and international suppliers,
the economics of the marketplace and a host of other influ-
ences were leading lumber manufacturers to explore organi-

zational and technological options that would allow them to
continue to remain competitive and to maintain their share of
the market. Indeed, many producers found it necessary to
differentiate their product lines and to develop new markets.
At the same time they also began to seek ways to enhance
efficiency and productivity in their operations.

2
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As the industry moved to acknowledge and address these
problems, it became clear that the introduction of new tech-
nologies and the redesign of the manufacturing processes
were key elements in meeting the market challenges. These
changes in turn began to place greater demands on the work
force. A production worker or supervisor acquiring skills in
the workplace and carrying out duties as for most of his
working career, now was faced with new kinds of machinery,
new processes and often a new organizational structure.

Computerized controls, sophisticated scan tling systems and
automated processes were being introduced, placing a grow-
ing emphasis on understanding the technical aspects as well
as the functional and operational procedures. These changes
placed a greater demand on workers to be able to understand
the new systems and to carry out their job functions in the
changing workplace. It is a credit to workers and supervisors
that they have adapted and adjusted to their changing work-
place as well as they have.

In spite of the changes of the1980's, and the improvements in
productivity and quality control, industry representatives
continue to predict even more changes in the next decade.
They forecast an emphasis on the diversification of product
lines, more attention to environmental issues, higher utiliza-
tion and recovery from the raw logs and overall improvements
in mill level productivity and efficiency.

Job Communication Skills

The changing work environment during the last decade has
had a major impact on the methods and complexity of com-
munication. New systems created the need to communicate
far more complicated information and to do so rapidly and
effectively. Operating instructions and maintenance informa-
tion needed to operate the new systems and procedures now
often came in the form of technical bulletins or manuals re-
quiring an ability to read and understand complex documents
and information in written format. The traditional reliance on

2 1
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skills learned on the job through verbal instruction, although
still an effective means of communication in the workplace,
began to be insufficient for carrying out operations that were
changing their production processes.

Work Force Competency

The Southam literacy survey conducted in 1987, confirmed
what many were discovering in the workplace. In an industry
such as lumber manufacturing, many workers who had been
born outside Canada were limited in their ability to under-
stand basic instruction in English, let alone the more complex
kinds of communications becoming more prevalent in the
workplace.

Actual experiences surfaced to illustrate the requirement for
basic reading and numeracy skills. Often the problems related
to long term employees but they also began to be a factor in
recruitment of new workers.

In one operation it was discovered that an employee, who had
for years submitted a daily written report on his shift activi-
ties, had been going home and dictating his experiences to his
wife, who wrote up a report which he then submitted. New
procedures requiring on-the-job reading and writing skills
brought this worker's problem out into the open and created a
difficulty in trying to finda place for a valued and experienced
employee in the new workplace.

Similar kinds of experience began to surface with respect to
the instructions and information on the m"-c ouphisticated
equipment and processes being introduced into the mills.
Health and safety issues and the "right-to-know" philosophy
inherent in the Workplace Hazardous Materials Information
System (WHMIS) also highlighted the need to understand
written instructions and information.

The Current Situation

It has not been too difficult to verify that the circumstances
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and experience identified by the Southam and Statistics Can-
ada surveys of 1987 and 1989 apply in the lumber manufactur-
ing sectors in British Columbia. It has also been evident that
while the industry as a whole has responded remarkably well
to the challenges by instituting improvements in productivity
and efficiency, it is equally evident that traditional methods of
developing skills and the communication of informatic.:i are
not going to keep pace with what has been happening in the
workplace.

Labour and management representatives have thus, devel-
oped a new awareness. They know that maintaining a skilled
work force, providing new job opportunities, ensuring job
security and above all, responding to external market and
regulatory pressures are going to be serious challenges for the
industry in the next decade. It seems necessary to accurately
define the scope of the 'illiteracy problem', prepare an accu-
rate assessment of the conditions in the sawmills, and finally,
to try to develop some reasonable responses to meet both the
organizational and workers' needs.

Defining the Problem

In 1989 a group of practitioners in the fields of industrial
psychology and training approached the Council of Forest
Industries of British Columbia with a proposal to research the
extent of illiteracy among sawmill workers. Stimulated by the
Southam findings, as well as their own experiences, they
wanted to find a focal point for their research interests in the
area of adult literacy. They recognized that they needed the
involvement and support of labour and management to prop-
erly introduce and obtain partLipation in a study of this nat-
ure which would not only assess status or levels of literacy
present in the industry but also would provide some direction
for rest .ving the problems.

Baseu , .. our members' experiences and our view of the needs
of the next decade, we agreed to participate in a study to
assess a cross section of mills and their workers. We hoped to
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establish the general literacy levels existing z nong supervi-
sory and production workers as well as to conduct an evalua-
tion of the effectiveness of the communication materials
commonly used in the mills.

Our members held the view that the changing environment in
the sawmill workplace was signalling a greater need for abili-
ties to read and write as well as understand and use numerical
operations. They also felt materials such as maintenance man-
uals, job breakdowns, material safety data sheets and other
similar documents were often poorly mitten for workplace
applications.

Discussions with the practitioners and labour representatives
led to a detailed propos. al and application to the National
Literacy Secretariat of the Department of Multiculturalism
and Citizenship for support to review and measure the degree
of illiteracy among workers in ten sawmills distributed geo-
graphically across British Columbia. The primary objective of
the study was to to examine the effect of illiteracy on sawmill
operations in British Columbia with respect to issues of
worker training, industrial safety, productivity, maintenance
and operating costs.

We wlre pleased by a favourable response from the National
Literacy Secretariat and a grant was approved to conduct a
study and to prepare a summary report which covered ten
randomly selected sawmills. The study is designed to assess
literacy and numeracy skills of a randomly selected cohort of
350 workers including supervisors and managers as well as
production workers.

Planning and Implementation

To this point enthusiasm for the proposed study had carried
along the interest and support. However, it became clear that
such a study was unique and therewere not many examples or
much history to draw on to assist in organizing and guiding
such a research project toward the broad objective we had
established. We recognized that a wide range of factors such as
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confidentiality, the selection of mills and the voluntary partici-
pation of workers were key factors in conducting a useful and
credible study. We knew also that introduction of the study
and the personal sensitivity of the issue were critical factors
and needed careful planning if the study was to be siiccessful.

Consequently a joint union and management Steering Co, 1.-

mittee was struck to provide overall direction for the project.
The committee's main responsibility has been to establish
contact with individual mills, to provide information and an-
swer questions of the participants regarding the study. At the
same time the committee acts as an advisory or reference body
for the consultants. The committee considers and responds to
the consultants' suggestions or resolves any problems they
might encounter in soliciting mill participation, dealing with
union and supervisory and management staff, and in general
setting up the mill visits and interview procedures.

Our experience has confirmed how important it i to provide
management and union representatives, as well as individual
workers with complete information on the test and assess-
ment procedures and to address all the concerns raised by the
supervisors, managers, plant committee and union represent-
atives, and the mill workers themselves. The personal sensi-
tivity and reaction to illiteracy cannot be emphasized too
strongly.

Following the introduction phase, our procedures call for the
consultants to meet with mill staff to set up the interview
procedures and to explain how they will carry out their inter-
views. They concentrated on confidentiality concerns and
explaining how the test and interview procedures will be
conducted.

One of the first issues faced by the Steering Committee was to
define the study objectives in practical terms. As has been
described, was early established that the purpose of the
study wa 5. research the capabilities of a selected cross-
section of workers, as well as conducting an analysis of the
materials ordinarily used in the sawmill workplace to commu-
nicate information on safety, productivity, operating proce-

2 2
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dures, maintenance information and other specific training
directives. Therefore, our focus became, not only to measure
and evaluate individual competency, but also to assess the
effectiveness of the materials commonly in use in sawmills.
One of the first realizations we came to as a committee was
that the word illiteracy carried with it a serious stigma that
created a barrier to conducting our study. Furthermore, accu-
rate definitions of levels of literacy did not properly fit our
concept of the requirements of the industry. The committee
therefore decided to call the study, The Job Communications
Skills Project - emphasizing the objective of examining the
materials and forms of communication as well as the skill
levels of the individuals.

The committee also realized the deep sensitivity of workers
whose personal competency was being examined. Mill repre-
sentatives from management and the unions expressed great
concerns regarding confidentiality and anonymity. Accord-
ingly, procedures were worked out with the consultants, out-
lining the statistical methods to be used to select the workers
and mills that would be approached to particpate in the study.
All of the discussions and meetings emphasized and ex-
plained the random selection process and the assurance of
strict confidentiality. Neither mill management nor union rep-
resentatives will have access to any test materials or informa-
tion. Test results are designed to provide a mill-level report as
well as aggregate results including all of the participating
mills.

From the outset participation has been based completely on
voluntary agreement. Any mill or individual can choose not to
participate without having to justify the reasons. Selection of
mills is only qualified to allow for geographic distribution, size
based on annual production and a technological categoriza-
tion labelled as traditional mills, high-tech mills and transi-
tional mills. The latter factor was deemed necessary to reflect
the changing conditions in the industry.
Very early in our process we found that introducing the study
to individual mills was an extremely important and critical

r 3
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step. The very first perceptions and understanding of proce-
dures dictate the acceptance and cooperation of all of those
involved. Our experience has been that the initial contact
should be made by the Steering Committee. It is important to
obtain the agreement and support of the local union officials

as well as the plant management and plant committee.

Usually the mill management and plant committee chairman
request a meeting with representatives of the Steering Com-
mittee before introducing the consultants. They also often
wish time to consider the project and an opportunity to de-
velop further quesVons before giving the go-ahead. The time
frame for introducing the proposed study and the final agree-
ment to go ahead is often a lengthy one, but one that cannot be
hurried.

Because of our experiences, our consultants prepared a mill
protocol document which describes the history and identifies
the participating group. It also provides some background
information on the consultants and their staff. The protocol
features a statement of confidentiality and explains the pur-
pose of a consent form requiredby the consultants.

Details of the individual sessions and a description of the
interview and tests are also described in the protocol docu-
ment. Particular emphasis is placed on explaining the inter-
view procedures. Participants are assured that the interviews
are not pass or fail tests. The tests are designed to be able to
prepare an assessment of how well the participants under-
stand written communication and how effective the materials
in use are to convey necessary information.

Meetings with mill staff and plant committees also stress the
confidentiality and anonymity of the results. Participants are
asAired that no one at the plant or the steering committee are
provided with individual results. The information is gathered
in summary form and is retained by the consultants.

Individuals who might express a personal concern about their
skills are provided a phone number for a confidential contact
with the consultants who are prepared to offer advice or
referral information.
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Materials used at the mill, such as operations and mainte-
nance manuals, job safety and health information, Material
Safety Data Sheets (MSDS) and other pertinent documents
are assembled and evaluated by the consultants to determine
how difficult they are to read and understand. The consult-
ants will report the match between workers' skills and the
levels of clarity and effectiveness of the materials examined.

While this study is not intended to re-write or re-design these
materials, it is expected that the analysis will indicate specific
problem areas and provide suggestions for improving the
effectiveness of the documents commonly used in the mills.

Pilot Study

The Steering Committee, with the advice of the consultants,
decided to initiate a pilot study in a sawmill to evaluate the
procedure and test materials developed. A mill was selected
and interviews and tests were conducted with more than 40
employees. A report has been prepared for that mill and the
general results have been useful in planning and organizing
the remaining mill visits. The Steering Committee's main
interest in the pilot study has been to ensure that all the
concerns of confidentiality and anonymity are addressed and
to review the practical steps of how to initiate and conduct a
study of this kind. We found early in our planning stages that
there were no guidelines or documented procedures available
on how to conduct a study of this kind. Our experiences in this
phase of the project have been very valuable in, our approach
to other mills and individual workers.

The consultants found it necessary to develop an interview
test procedure that related to sawmill work experiences. They
desIgned an structured interview procedure to obtain infor-
mation measuring a worker's background and experience, job
communication needs, levels of language familiarity and data
on training achieved, as well as expected future needs.

To address the wide range of skills among the workers, a bank
of tests were also developed to accommodate participants
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who might not even be able to read or write in any language, as
well as those with full high school level skills and beyond.

The two-hour interview and test procedure designed by the
consultants commences with a one-on-one interview followed
by a standard test to measure receptivity and reasoning capa-
bility. Cloze tests, using materials familiar in the sawmill
workplace, were constructed to address up to five levels of
comprehension or understanding. The entire process is care-
fully balanced to encourage trust and credibility anti provide
opportunity for interaction and an accurate representation of
the situation.

The result is a detailed assessment providing key information
on an individual's background and education, communica-
tion understanding and competence, and workplace relation-
ships and requirements. Designing and administering tests
has been a special problem in dealing with the various ethnic
groups frequently found in B.C. sawmills.

Field Studies

After the pilot project was completed and assessed, the selec-
tion of the additional test mills commenced. Random order
selection has been followed but obtaining agreement to partic-
ipate has proven difficult. Most mills are supportive of the
objectives of the study but otber commitments, such as major
maintenance programs or technological changes, have created
delays in obtaining the roster of ten mills needed for the study.

While participation has created problems in organizing the
field work, tests have been conducted in five of the remaining
mills and agreements reached with the remaining mills to
complete our sample of ten mills. An interesting aspect of
feedback from the field interviews has been the positive re-
sponses from the volunteer participants. The study has also
done a great deal to heighten the awareness of the problems of

communications in the workplace.

While the study of sawmill operations is not yet complete and
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therefore firm conclusions are difficult and probably inappro-
priate, a great number of factors can be identified for the
possible guidance or as suggestions to others who may be
contemplating a similar study.

The following are therefore offered as points for consider-
ation:

1. Defining the objectives of a study into literacy competency
is critical. It is important to be clear on what the study is
intended to achieve and what its focus will be. Agreement
on the objectives provides positive guidance at all phases
of the study.

2. In an industry where unions are involved it is important to
obtain their cooperation and participation in the study. The
purpose and procedures involved in a study are often
perceived to have industrial relations relationships. Dem-
onstration of ioint union and management support is
vital to the acceptance and participation in a study of this
kind.

3. Confidentiality and anonymity are key concerns of all those
involved in a study. Not only must the procedures dem-
onstrate confidential treatment of the individual and sub-
sequent data accumulated, they must also respect the the
individual's personal feelings and attitudes. Our study
has demonstrated time and again how personal the mat-
ter of illiteracy is and the degree of avoidance that individ-
uals will pursue to not reveal what they consider illiteracy
or incompetence in comprehension of materials they are
required to use in their work.

4. Any study of this nature should make some provision for
help or assistance if any kind of personal shortcomings are
perceived or identified in the course of the interviews.
Confidentiality is again very important.

5. Thought should be given as to how to do a thorough
analysis of the information obtained through the study.
Members of our Steering Committee have begun discus-
sing how to use the results of our study in resolving the
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problems identified. While formal upgrading of skills will

be an important feature of any measures taken, many
participants in the study have begun to considerdifferent
approaches that are relevant to the needs of the worker in
a sawmill workplace.

6. Initiating a study implies some action or follow-up to assist
people who may have a problem. Expectations are raised,
and therefore study planners should consider what
action will follow the research phase.

7. Finally, in developing this study we found that not much
information was available to assist in planning and imple-
menting a project of this kind. We would encourage other
industries and other groups to consider similar studies
and to publish their experiences and results. Not only would
such information be helpful to others, but the results
would be very valuable in increasing awareness and find-
ing solutions.
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Chapter 6

HOW TO PLAN AND
CONDUCT A LITERACY
TASK ANALYSIS

Maurice C. Taylor and
Glenda R. Lewe

ABSTRACT

Literacy task analysis, a process for identifying the basic skills re-
quired to do various jobs, is increasingly being seen as a useful and
innovative way to establish training needs and develop workplace

programs. This chapter provides an overview of how to plan a
literacy task analysis as well as an outline of the basic steps necessary
to conduct such an exercise. A brief description of some of the
numerous techniques and methods that can help a trainer collect
and analyze job information is also discussed. In addition, the
chapter poses some questions which are frequently asked about
literacy task analysis and provides some answers - all with the view
of helping readers to decide whether this is a process which would
be suitable for their own workplace.

Practitioners who instruct in workplace literacy programs are
coming to realize the importance of teaching basic skills using
the content of specific jobs. Inherent in this principle is the fact
that a training curriculum must be customized to meet the
needs of the company, tne worker, and the specific jobs to be
done. One effective way of doing this is usng the materials
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that are actually found on the particular job site for instruc-
tion. Exactly how this process is conducted has been the
challenge of many workplace practitioners and researchers in
recent years. However, a method that is showing some prom-
ise for the development of a job-related training program is the
literacy task analysis approach.

In this chapter three major themes related to the area of
literacy task analysis are discussed. In the first section how to
prepare and plan for such an exercise is presented. Important
characteristics of a job and task analysis are described to
provide a background for understanding the dynamics of a
literacy task analysis. An outline of a planning checklist indi-
cating some of the questions that need to be considered is also
summarized. The second section actually takes a reader
through the five basic steps of a literacy task analysis and,
based on the findings of a recent applied research project,
highlights a number of techniques that can help a trainer
collect and analyze job information in relation to basic skills
requirements. The third section of the chapter poses some
questions which are frequently askedat workshops and train-
ing sessions about literacy task analysis and provides some
answers. The purpose of this final theme is to help readers to
decide whether this is a process which would be suitable for
their own workplace.

Preparing for a Literacy Task Analysis

Simply put, a literacy task analysis is a method of obtaining
information about the specific parts of a job that require liter-
acy skills such as reading, writing, computation, creative
thinking, problem solving, personal management, and team
work skills. Once ihis information is analyzed it can provide
the direction and scope for setting up a workplace literacy
program based on the actual job content. As with traditional
job and task analysis, literacy task analysis also encompasses a
wide range of methods for collecting and analyzing Job infor-
mation. As part of the planning stage for such an exercise, it
may be useful to consider some of the characteristics of a job
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and task analysis as a way of understanding this newer area of
literacy task analysis.

Viewing the Dynamic Properties of a Job

In order to help the analyst gather systematic data or informa-
tion for a specific work problem, it is important to have a
frame ,ork to guide the decision-making process. Pearn and
Kandoli (1988) suggest that one of the main challenges for
analysts in performing a job and task analysis is to conduct it
in such a way that it does not artificially distort the job or task
being analyzed. There is a risk that when the job or task is
broken down into specific sub-tasks or elements, the dynamic
properties of the job or task are missed. By concentrating on
the microscopic detail, the analyst could fail to see aspects of
the overall picture which are critical to success.

Application Specific

Levine, Thomas, and Sistrunk (1988) report that in the ab-
sence of theoretically determined ways of selecting a job anal-
ysis approach, the discovery of the best method to use must
rely primarily on the needs of the user organization. A job
analysis is usually performed in order to facilitate one or more
human resource management applications. Research evi-
dence suggests that job analysis methods are application-
specific. Levine and others (1983) demonstrated that some
methods seem to be better suited and have more utility for
certain applications than for others. Therefore, purpose and
practicality must govern the choice of a job analysis method.
With this in mind it is important to remember that all methods
involve different levels of analysis each with a large number of
alternatives.

Examining the Whole Job

Another approach to job and task analyses is to view it as a
process which examines the component parts of some whole.
According to Carlisle (1986) this process entails several basic
steps. First, the analyst breaks down the task by finding what
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the job is and then detailing how the job is done. A clearly
communicated definition of the job car, result from this com-
pleted listing of task statements. Once the analyst has discov-
ered what tasks are significant and has listed them, it is
important to describe how these tasks are done. This is called
task detailing. Only the most critical tasks are analyzed for
sequence, relationship and other details like needed tools,
equipment and materials. From a task detailing it is possible to
develop the job aids for training programs. A final step in
analyzing a job is to determine how to acquire or learn the
tasks, skills, and knowledge associated with performance.
Flow charts, decision tables, and other documents which
come out of the actual analysis provide adequate information
to learn the job with simple on-the-job training. The analysis
itself can provide the final method for learning the job.

As can be seen from the preceeding discussion, the larger
domain of job and task analysis can offer much to the trainer
who is interested in conducting a literacy task analysis. View-
ing the dynamic properties of a job, determining methods
based on specific purposes, and understanding the analysis
as a process provides insightful information required to better
understand the intricacies of literacy task analysis.

Planning a Literacy Task Analysis

A good literacy task analysis always starts with careful plan-
ning and an eye towards detail. It is important to remember
that a request to conduct a literacy task analysis may come
from a wide range of workplace environments - a small busi-
ness with less than 15 employees or a company with 65 work-
ers or a larger organization with more than 200 employees. As
well, the request may come from the owner of a shop, or a
union representative or a union-management committee. In
addition, the business, company, or organization may have
had a previous track record in offering quality worker training
programs or may be entering this area for the first time. For
each of these circumstances, planning for a literacy task analy-
sis may mean asking different questions such as those men-
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tioned below. In effect, these categories of questions can be-
come the start of a planning checklist.

Checklist Questions for Planning

Purpose questions

What is the specific purpose of the literacy task analysis?

Is there a particular department mar ager or union that has
made the request?
Who has expressed this need?

Workplace background questions

Is there a training culture evident in the business or work-
place?

What kinds of training programs have been offered over
the last three years?
What were the factors that determined successful partici-

pation?

People and product wiestions

Who will you be working with in conducting the literacy
task analysis?
Are the arrangements to be drawn up formally or left
informal?

What are the expectations of the different members in-
volved in the exercise?

What are the time frames?

Trainee questions

How will confidentiality of trainee information be treated?

If a training program is to be developed, which employees
will be involved?

Job questions

What kinds of problems have occurred within the job in
the past?
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What kind of information can be provided about the jobs
to be analyzed?

How do you propose to collect the job information, to
analyze this information, to plan the training program, and
to develop the training materials?

Procedures questions

Will someone be involved in verifying the information you
have collected and analyzed?

Will your methods interrupt the work process?
Are the methods you have chosen the simplest ones?

Basic Steps of a Literacy Task Analysis
Over the last few years, experts in the field of workplace
literacy such as Mikulecky (1985; 1988), Carnevale, Gainer
and Meltzer (1988; 1990), Askov (1989) and Olson (1989) have
developed a process for conducting a literacy task analysis.
While there are various ways of performing such an exercise
there are some fundamental steps common to each approach.
In this next section an attempt is made to outline both the
fundamental steps and some of the techniques that can be
used in each step of the analysis exercise. This information is
based on the findings of a recent investigation by Taylor and
Lewe (1990) who further explored the applicability of methods
and techniques used in general job and task analysis for the
ourpose of performing a literacy task analysis. The study was
conducted with different level employees from diverse jobs
and varied work environments in fouroccupational sectors. In
selecting the various methods and techniques the researchers
found the following three key resources useful: Analyzing Jobs
and Tasks by K. Carlisle; job Analysis - A Practical Guide for
Managers by M. Pearn and R. Kandola; and The Job Analysis
Handbook for Business, Industry and Government by S. Gael.

STEP 1 Identify the main duties, tasks or activities of the job
based on the interview with the employee, employer,
or union representative.
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Job information can be obtained through a variety of means
such as interviewing a competent worker from the area where
training needs have been identified, or the supervisor of the
job to be examined, the union representative of a unionized
workplace, or ever the technical trainer familiar with the job
to be analyzed. The Interview Note Technique is particularly
useful in this step. It is essentially an interview with the
worker during which the trainer records main duties or re-
sponsibilities with particular attention to those which are cen-
tral to the job's purpose. In some cases it is useful to have a
prepared set of questions that can help the worker identify the
main areas of the job that may be perceived to require basic
skills. These questions can be open ended as well as struc-
tured as in the Structured Job Analysis Interview Technique. This

interview form consists of 33 questions which cover many
aspects of literacy and numeracy. The technique is designed o
provide a good broad-brush picture of a job and includes such
categorical questions as place in the organization, main objec-
tive, duties and responsibilities, contact with others, and
physical environment. (Pearn and Kandola, 1988, pp. 126-
129). Another type of interview is the Observation Interview

which entails both observation and subsequent questioning of
the worker in order to obtain further information on the main
tasks being carried out. This is usually done while the worker
is performing his or her duties.

STEP 2 Collect information about how the main duties, tasks,
or activities of the job are done.

Another essential part of the literacy task analysis is observa-
tion of the worker. It is a vital complement to the interview.
During this 'agreed upon' observation period the trainer may
also want to collect manuals, work sheets, forms, and other
workplace documents. The Daily Log Technique is a type of
diary or log compiled by a competent employee outlining
tasks performed over a period of a week or two and is another
means of collecting job information. Using this technique the
employee simply records the main activities of the day within
certain time intervals and jots down a couple of details about
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what was going on during that activity. Sophisticated writing
skills are not required since the information is recorded in
point form. The result of this exercise is a list of tasks that are
actually performed over a given period of time. It is also
important to consider what kind of forms or aids to use in
collecting job information. The Job Learning Analysis Technique
is used both for the collecting and analysis of job information.
This method describes the job in terms of nine learning skills
which contribute to satisfactory performance. Some of these
categories include checking, assessing; ordering, prioritizing,
planning; anticipating; diagnosing, analyzing, solving; and
adapting to new ideas. (Pearn and Kandola, 1988:49).

STEP 3 Break down the main tasks of the job into steps or
sub-tasks and verify the information with the
employer or employee.

By observing a job being done and interviewing a competent
performer the analyst will have probably collected enough
information to proceed with the next steps of the analysis. In
these next steps one can begin to understand how the job is
done by breaking down the main duties and looking at the
basic literacy skills required to perform these duties. In other
words you are taking the job information collected and mak-
ing it useable for trainingpurposes . There are many ways to go
about organizing and presenting this information. One
method which can stow how a job is done is the Task Matrix
Technique. The analyst goes over the notes made from the
interviews and observations and lists the major duties verti-
cally and the basic competencies required horizontally. From
this exercise it is possible to get a good understanding of the
various skill areas that a worker brings to each major job
function. This method easily results in a job description. As
well employees can verify the information very quickly. De-
pending on the job to be analyzed, it may be desirable to
organize the material in a particular way to provide a sharper
focus. The Job Function Technique, for instance, which catego-
rizes job functions as they relate to information, people, and
things provides another method. An information function, for
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example, could involve compiling ( r analyzing reports. A
people function could be supervising or assigning duties,
while a things function could be operating a machine. The Risk
Assessment Technique is used after the task statements have
been itemized using any of the methods previously men-
tioned. The importance and difficulty of each task is graded on
a numerical scale which assists the analyst to focus the train-
ing design on the most important tasks.

STEP 4 Analyze each of the sub-tasks for the basic literacy
skills and knowledge required to do the task.
Remember that skills such as problem solving and
teamwork are just as important in the analysis as the
traditional literacy skills of reading, writing and
numeracy.

STEP 5 Assemble the job information collected and analyzed
in a usable way ready for developing a workplace
basic skills curriculum.

Another method for understanding how a job is done is the
Basic Task Description Technique. In using this technique the
analyst details the major tasks looking for sequence and back-
ground information such as conditions, equipment, and
standards. This method can be used to record the steps or
elements in a task along with related information like specific
workplace ba..,ic skills. It provides a moderate level of detail
and is also helpful when asking employees to verify the results
of the analysis. At this step or at step 3 a method called Task
Criticality can also be useful. Similar to the risk assessment
technique it helps the worker rate additional task characteris-
tics such as frequency, importance, special training required,
and difficulty in learning each of the major tasks. This infor-
mation is also recorded on a rating scale with numerical val-
ues. Once the analyst has discovered what aspects of the job
are significant it is important to describe how these tasks re
done in terms of the basic skills requirements. The Flow Chart
Technique is another method for organizing job information by
showing actions and decisions in a relatively straightforward
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way. Using this technique the analyst is able to produce a very
clear and understandable task description which outlines ac-
tivities or tasks as sequential steps. This finished chart can
also be used as a job and learning aid. The method may be
useful in better understanding job tasks that require creative
thinking and problem-solving skills and team work skills.

Unshrouding the Mysteries of
Literacy Task Analysis

Literacy task analysis is relatively recent in the Canadian con-
text, although job and task analysis have been used for a
number e different personnel purposes such as the elabora-
tion job desaiptions, the introduction of new production
processes, and, most recently, the comparison of jobs for
employment equity. With the attention that literacy has re-
ceived in International Literacy Year (1990) and with the publi-
cation of various reports and studies on literacy task analysis,
more people are aware of this approach to workforce training.
Yet, there are several questions which often emerge in regard
to literacy task analysis. These questions are:

1. What are the advantages of using literacy task analysis to
identify training needs and to develop workforce train-
ing?

2. How do you determine which jobs to analyze and which
techniques to use?

3. Will this be a time consuming process, both in learning
the techniques and in conducting the analysis?

4. What's in it for me as a workplace stakeholder? (as a
company manager, a union leader, a service provider, a
worker)

The answers to these four questions will serve to clarify any of
the 'mysteries' which appear to surround literacy task analy-
sis for those persons who haven't been exposed to it in thus
far. It will also help to answer the prime question: Is literacy
task analysis something I want to use in the context of my own
workplace situation?

23
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1. What are the advantages of using literacy task analysis
to identify training needs and to develop workforce
training?

Literacy task analysis offers several key strengths in identify-
ing training needs and in developing workforce training. First,

it is based on knowledge gained from workers about jobs
which are actually being performed in the workplace. A major
criticism of some basic c.kills training approaches is that they
are not relevant and are too far removed from a real-life con-
text; literacy task analysis, by analyzing the basic skills found
in jobs, avoids this criticism.

Secondly, literacy task analysis permits the analyst to gauge
the different basic skills required to perform various jobs. This
will allow the trainer to take into account possible career paths
of trainees and build the training program accordingly.
Thirdly, literacy task analysis is able to identify and highlight
the variety of basic skills which pert in to specific jobs. It could
be helpful to know, for instance, that problem solving, se-
quencing and teamwork are just as essential basic skills in a

job as are the traditional basic skills of reading, writing and
numeracy. The knowledge of how these broader basic skills
are reflected in a job will help the trainer develop training
which addresses the whole spectrum of need.

2. How do you determine which jobs to analyze and which
techniques to use?

Give considerable thought to this question before proceeding
with a literacy task analysis process in a workplace. You need to

know at the outset why you are analyzing jobs in that workplace.
Has the workplace gone through recent technological change
which means that workers need to learn new job tasks? Is the
company setting up a new division which will involve a great
deal of training for entry level new employees? Is transferability
of workers from one job or department to another a goal desired
by management, union and workers? Are there workers who
exhibit strong qualities of loyalty and reliability but who may lack

the level of basic skills required for promotability? These are the
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kinds of quotions which you will explore in order to determine
what jobs to analyze.

After you have decided on the purpose of the analysis you will
be able to make a judgement about which jobs to analyze.
Remember that with literacy task analysis you will be applying
the process to experienced, highly competent performers
rather than to the most likely candidates for basic skills up-
grading. The reason for this is that literacy task analysis is the
study of the job, not the worker. You will be looking for the level of
basic skills required to do the job - not looking at basic skills
proficiencies of individual workers. The analysis points the
way toward developing training which incorporates the skills
levels that workers need.

Individual assessment is a separate issue which will be ad-
dressed after the literacy task analysis is complete and when it
is being used to design programs or other training ap-
proaches. Knowing the putpose of your analysis, then, is the
main guide which will help you decide on what jobs to ana-
lyze. After that purpose is clear, management, labour and the
service provider can determine together how many employees
should be interviewed, observed or otherwise involved in the
analysis, and who they should be.

Which techniques to use will to some extent flow out of your
purpose, as well, although it is certainly true to state that there
are a great many techniques and nc, paiticular formula or
gameplan governing their use. Nevertheless, if you are look-
ing at basic skills training within the context of facilitating
workers' transferring from one job to another, then you will
certainly want to use a technique that lends itself to compara-
bility, and several techniques do just that.
The Job Learning Analysis Technique developed in Great Brit-
ain which looks at jobs in terms of nine learning categories is
an example of this. If, on the other hand, you are more inter-
ested in knowing detailed information on basic skills required
to undertake complicated new processes, then you will want
to choose a technique which looks more intensive at the ele-
ments within one job rather than at comparability. The
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Task Matrix Technique is an example. Full details of various
techniques and their use are found in the Literacy Task Analysis

"How-to" Manual and the Final Technical Report which we
issued earlier this year. What it all boils down to is that you will
choose techniques which suit your own situation and individ-

ual preferences.

3. Will this be a time consuming process, both in learning
the techniques and in conducting the analysis?

How long the process will take will depend on a number of

variables. Among them are: the number of jobs which you
pick to analyze, the complexity of those jobs, and the nature of

the workplace. It is important to note as well that literacy task
analysis is part of the larger training picture. The amount of

time that the actual literacy task analysis takes is a relatively
small amount of time of the total apportionment of time in-
volved in conceptualizing, designing and delivering a basic
skills training program or developing alternate approaches to
training. However, you can probably count on several stages in
the literacy task analysis exercise, each one of which will have

a time frame. These could be described as follows.

I.;formation gathering stage - outaining and reading rele-
vant documentation on literacy task analysis and 'digesting'

the contents.

Consultation stage - meeting with workplace partners at one
or more workplaces to determine if literacy task analysis
would be a viable training option, and if so, for what purpose.

Preparation stage becoming familiar with the workplace, its

culture and its dynamics through site tours and interviews
with key employer and labour people; conducting a formal or

informal needs assessment, determining which jobs to ana-

lyze and why.

Inrilementation stage - interviewing and observing highly

competent performers and applying a variety of literacy task
analysis techniques to the jobs selected; completing the analy-

3is and holding verification meetings to confirm findings.
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Recommendation stage - suggesting to the workplace part-
ners ways in which the literacy task analysis of the selected
jobs can be used to target training toward specific objectives
which emerged from the analysis; highlighting the types of
basic skills required for specific jobs and indicating how they
relate to other key job skills.
Follow-up stages - designing a training plan or other training
approaches, developing materials, implementing training,
evaluating training. The person who conducts the literacy task
analysis may or may not be involved in the follow-up stages.
Sometimes, the information from the literacy task analysis is
given to another training partner for these stages. At other
times, the analyst is involved as well in these latter stages,
either as the major service provider or in an advisory role. This
will depend on the situation and the agreement which is made
among the workplace partners at the beginning. If another
training partner will be brought in for the latter stages, it will
be important for the person or persons doing the literacy task
analysis to keep well documented notes of the analyses com-
pleted and the recommendations. Ideally, all training partners
should be aware of their role from the beginning and shard
information tht Atshout the total training process.
There are no exaL, time parameters that can be put on these
stages, since that will dh *,!r from situation to situation. It may
be helpful to know, however, that interviews of employees are
generally not more than an hour or hour and a half in length,
and that observation of an employee would probably not
exceed three or four hours, spread over several days.
4. What's in it for me as a workplace stakeholder? (as a

company manager, a union leader, a service provider, a
worker)

Perspectives Applicable to each
Major Stakeholder
The company
The company is interested in goals such as improving produc-
tivity, enhancing market share and introducing new processes
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as smoothly as possible. Securing the bottom line means being
successful in all these areas - but success vQry much depends
on employee performance and motivation. Are there a num-
ber of older workers who are ready to retire, with places to be
filled? Are there workers who have been working on onerous
physical tasks or repetitious duties for so long that they are
beginning to report injuries and illnesses? Are there new
processes being introduced which will call on increased basic
skill competency by workers? Is pres it training 'hit and
miss', somehow missing out on integrating basic skills up-
grading with other workplace skills? Do workers seem bored
with their present jobs and anxious for new challenges?

If the answer to these questions is yes, then there is every
reason to believe that literacy task analysis may be used as a
vehicle for targeting training so as to address the areas of
transferability, promotability and the learning of new skills.
The changes which can result from giving attention to these
areas will serve the company's objectives.

The union

The union is interested in goals such as inL..:?.asing workers'

knowledge and understanding o; their rights, and encourag-
ing their full participation in the workplace, especially in
relation to union activities and priorities stemming from the
collective agreement. The union is interested in the worker as
an individual, as a family member, as a citizen. Union based
training programs strive to strike a balance between learner
centred activities which serve individual social goals and work
related training which contributes to greater expertise in per-
forming the duties of a job. If asked to choose between these
two types of training they usually opt for the former. Unions
have sometimes eschewed job related training, stating that it is

part of the management agend.l. However, job related training
- particularly job related basic skills training - can also appear
high up on the labour agenda. When workers, fortified with
stronger bisic skills, are able to display more confidence in the
workplace, seeking opportunities and roles which they may
have avoided before, 'empowerment' has truly been achieved.
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By using literacy task analysis to help workers to establish
their own training goals, many of which may pertain to the
areas of transferability, promotability,, and learning new jobs
and duties, the union may contribute to greater worker satis-
faction. This union support will be crucial in the success of the
resultant training.

The service provider

The service provider (trainer) is interested in goals such as
gaining access to a workplace where the skills of an adult
educator will be welcome, and a receptive environment where
those skills may be applied. Many adult education service
providers have benefitted from Literacy Institutes and other
'train the trainer' initiatives and are now ready to show that
adult educators are flexible and able to work in a variety of
situations, many of which are far removed from the traditional
classroom context. A major hurdle that the service provider
must face, however, is how to ensure the relevance of training. If
the content of jobs is a mystery to the service provider, it will
be difficult for him or her to use relevant examples, pertinent
vocabulary and terminology, and appropriate background in-
formation. Workers are more likely to be comfortable with the
idea of basic skills training if is related to their work life. If basic
skills training does not have a workplace context, the trainee
may feel that training is not relevant and will wonder why it is
taking place. Literacy task analysis will provide that very
important contextual framework, both for the service provider
and the trainee. Literacy task analysis can provide the neces-
sary information base which the trainer can use to develop
basic skills programs that present basic skills as part of an
integrated whole.

The worker

Workers are interested in their daily work life, the extent to
which it is enjoyable, or at least endurable, and the opportuni-
ties which they may have to contribute their skills and gain
recognition or advancement.
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Workers' goals vary widely depending on their background,
culture, education and access to opportunities, so it is not
possible to make statements that pertain across the board.
However, in general, workers seeksatisfaction on the job, and
satisfaction can often be equated with the glow one feels when
one knows that a job has been well done. Workers whose basic

skills have been allowed to languish are being deprived of this
vital satisfaction. Training can give it back to them. In quality
circles and other meetings of worker with worker job related
training desires are often expressed. "If only I could under-
stand metric better!" or "I'd sure like to try John's job when he
retires next year but I don't know if I can do the necessary
maths and report writing!'

Literacy task analysis can ensure that training can be looked at

from the viewpoint of comparability between jobs, so that it
will be no mystery what basic skills will be required for the
next incumbent of John's job. It is clear, therefore, that literacy
task analysis has something to offer to every stakeholder.

Concluding Comments: The Context
for the Future

Given the strengths of literacy task analysis as a means of
directi% training, we can expect to see it used in a variety of
innovative ways in the future. Whether it is used in the context
of a workplace literacy program, a plain language approach to
materials development or a means of establishing content for
training manuals, literacy task analysis has the capacity to add
new vigour to basic skills training for the workplace.
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Chapter 7

HOW TO DESIGN INSTRUCTION:

FROM LITERACY TASK

ANALYSES TO CURRICULUM

Jorie W. Philippi

ABSTRACT

The functional context strand of a workplace literacy program serves the
core instructional component. It provides participants with training in
how to use thinking strategies and basic skills applications in the perform-
ance of critical job tasks. Instruction that models, that is, demonstrates by
"thinking aloud" the thinking strategies used by competent workers to
apply basic skills to job tasks, helps participants transfer learning to actual

job performance.

Developing functional context curricula requires the creation of custom-
ized lessons that teach these higher level thinking skills, using the vehicle
of actual job materials and situations. It also may include the selection of
supplemental commercial materials to integrate with created instruction as

a means of prrividing additional practice and support in specific basic skills

operations!

Translating Literacy Task Analyses into
Instructional Blueprints

Successful curriculum developers qualify as "master jug-
glers." As they plan instruction, they must simultaneously
consider the parameters for content, time, ability levels,
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media, and format. Because of the complexity of this process,
it is essential that curriculum developers be the same persons
who conduct Literacy Task Analyses observation-interviews.
This enables the multi-focused gathering of data necessary for
generating instructional materials.

Developing the Content of Instruction

The documented results of literacy task analyses (LTAs) and
the task-related job materials collected during this process are
the first considerations in organizing a plan of instruction.
Because the job tasks analyzed are those identified as critical to
job performance by employers, these should be the focal points of
curriculum content.

By carefully studying the various subtasks and skills con-
tained in the documented LTAs, the collected print and com-
puter screen materials, as well as equipment sketches and/or
photos, the curriculum developa can begin to identify key
elements in the thinking processes necessary for application
of basic skills to the job tasks.

Many times, the analyzed task will be too complex to teach as
one lesson. It will need to be broken down into subtasks for
units of instruction. Examine the example LTA in Figure 1. It is
the product of simultaneous observations and interviews,
conducted at a southeastern US public utilities company, of
competent truck drivers who soon must take the mandatory
Commenial Drivers License examination. Notice the com-
plexity of the subtasks. Even if instruction were to be sched-
uled fc,r an 8-hour session, learners would be unable to absorb
all the necessary information in one sitting. To facilitate learn-
ing it is recommended that complex subtasks be treated in
short, individual lessons or units of instruction.

Within the LTA for Vehicle Inspection, there are six subtasks.
Competently performing any (-me of the subtasks requires the

1. This article is adapted from a previously published work by Jorie Philippi, Literacy
at Work. The Workbook for Program Developers. "Part IV: Designing Instruction,"
(c)1990, Simon and Schuster Workplace Resources, New York, NY. Reprinted here
with permission.

2 4



DESIGNING INSTRUCTION 239

application ot a group of specific thinking strategies and basic
skills. For example,

Subtask 3 requires:

knowledge of safety regulations
reading and interpreting gauges
following sequential procedural directions
recognizing defects and missing equipment by drawing
conclusions
predicting outcomes.

Subtask 4 requires:

knowledge of technical vocabulary
locating, reading and entering information accurately

onto a form
translating information into the correct format
writing summary statements.

These subsets of cognitive activities suggest natural breaking
points for division of instruction into manageable units:

Possible Lesson
Subtasks 1 & 2 - Cold and running walk-around checks:

following procedural directions
sequencing steps
recognizing defects (compare/contrast,
cause/effect, drawing conclusions).

Possible Lesson
Subtask 3 Running check inside cabin:

reading gauges (various increments)
interpreting gauges (knowledge of ranges,

cause/effect, predicting outcomes, drawing
conclusions).

Forms and materials collected during LTAs can also serve as
organizers for instructional units. The Vehicle Check List form
noted in Subtask 4 of the sample LTA is shown in Figure 2.

Notice that the form contains three separate sections: a daily
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Fl ure No. 1

LITERACY TA
Job Title: Truck Driver

Subtasks
1. Cold Check - Before starting, check

oil, water, antifreeze, belts & hoses
(condition). Check tires for inflation.

2. Running Chock - walk around.
Turn on engine. Check lights, body,
windshield, (diesel/air brakes). Check for
leaks on ground. Recheck hoses for leaks.

3. Running Check - Inside cabin.
Check for debris, fire extinguisheA first
aid, flares ("fuses"). Check gauges.

4. Fill out Vehicle Check List form.
Write summary statements for any
problems found or requested repairs.

5. Act on results of checks by deciding
whether vehicle is safe to load and use for
cargo transport or should remain in yard
for immediate minor repairs or extensive
major repairs. Checks with garage to
determine availability of service time.

6. Load equipment and cargo. Check cargo
area for compliance with safety
regulations.

SK ANALYSIS
Job Task: Vehicle Inspection

Literacy Skill Application
1.1 Following sequential procedural

directions.
1.2 Recognizing defects, i.e., compare/

contrast; drawing conclusions.
1.3 Knowledge of equipment operating

procedures, i.e., cause/effect.

2.1 Following sequential procedural
directions.

2.2 Recognizing d
contrast; draw

2.3 Knowledge of
procedures, I.

2.4 Predicting out

Subsets of skill
applications provide
division points for
planning units of
instruction.

3.1 Knowledge of safety regulations.
3.2 Reading gauges, i.e., interpreting

increments; knowledge of acceptable
ranges.

3.3 Foilowing sequential procedural
directions.

3.4 Recognizing defects or missing
equipment, i.e., drawing conclusions;
predicting outcomes.

4.1 Reading skills, i.e., comprehension
word recognition.

4.2 Knowledge of technical vocabulary.
4.3 Chart reading.
4.4 Skimming/scanning for headings.
4.5 Entering Information murately onto a

form, i.e., translation to format; locating
areas on a form.

4.6 Writing summary statements.

5.1 Predicting outcomes.
5.2 Priortizing actions.
5.3 using multiple sources of information.
5.4 Decision making.

5.1 Spatial estimation.
6.2 Knowledge of safety regulations.
5.3 Recognizing hazards, violations, Le.,

compare/contrast; cause/effect; drawing
conclusions; predicting outcomes.

5.4 Following procedural directions.
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check list at the top a weekly check list in the centre, and
statements requiring signatures at the bottom. The first two
sections are arranged as charts, displaying information about
vehicle part names, days of the week, and decisions on de-
fects, with minimal directions for entering information. De-
pending on the results of the checks, summary remarks for
corrective actions may also need to be entered onto the charts.
The bottom of the chart contains statements that need to be
distinguished from one another and the correct statement
signed by the driver. These organizing features of the form
and the ways you observed them being used during the LTA
observations and interviews also suggest skill application
clusters that can be broken into units of instruction:

Possible Lesson

Entire chart Organization of information on forms:
three sections
how sections differ
what each section contains.

Possible Lesson
Top and centre parts - Chart reading:

skimming and scanning, use of head-
ings

technical volabulary
locating information (columns and

rows)
how items are arranged (order in which
they are checked).

Possible Lesson
Entire chart - Entering information onto charts and

forms:
locating correct spaces
Using correct symbols (x or ;ck)

Top and centre parts - Writing summary statements:
paraphrasing, identifying key words,
deleting, combining.
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Fl ure No. 2

VECHICLE CHECK LIST
Vechicle No. 8-455 Date --41416.4 8 Beg. Mileage 50891

Check the following items everyday before taking Vehicle from parking area.

Enter check (r) if OK; mark an X if defective.

ITEM M T W Th F 1,1 CorrecUve Action / Remarks

Tires visual check EMI , 60 Format and use of Job
materials suggest
division points for
units of instruction.

Windshield di or cracked r r r MI IU
Trailer hitch secure , , E5,, Ai
Mirrors and Glass 8.. r Ell , ,.. I I
Head I hts , , EMI, A IrePrffeir

IEIII=Mvf./
I

Rear lights Itel ,
Si nal I hts r ' r ,' ' I IMIMI.di
Wipers & Horn r .., .... .., r I I
Engine oil !Mgil

10° 10° na,
r riEffirrrii,i.'II AlFuel su

Fuel leaks r 0, r 0, r I I a
MINIM

Check the following items every Monday (or first day in . : icle is
used) before taking vehicle from parking area.

ITEM OK DEFECTIVE Correct! Actio / Remarks

Body defects
First aid kit
Fire extinguisher r
Belt and hoses r
Radiator water 1.1.MEE7 , more waler

Battery water p
Generator / Alternator p
Power steering oils r
Tires ( ta_msure)

Other defects found.

I have inspected this vehicle using this check list. I have found the
vehicle safe to operate and without defect; except as listed. Any
defects found have been reported to my supervisor.

OPERATOR:

SAFE to Drive? YES 0 NO N SUPERVISOR.

(Check one) DATE.
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By integrating the results of your preliminary analyses of LTA
skills clusters and job materials, the key elements of instruc-
tion and a logical sequence of their presentation to learners
can begin to take shape. Prepare a tentative list of selected and
sequenced key elements of instructional content; note the
collected workplace materials that you want to use in creating
exercises and simulation activities. This is the first step in
formulating a functional context curriculum design.

Developing Time Blocks for Instruction

The next parameter to consider in shaping inaruction is time.
The schedule for delivering instruction and the duration of
each instructional period will dictate the amount of content
able to be delivered in each instructional session. The result-
ing time blocks become an organizer for further refining deci-
sions about where to break instruction into units.

In developing curriculum, you will need to consider:

the total amount of time to be allotted for course delivery

the length of each instructional period

the sequence of instruction in relationship to other ac-
tivities performed by the learners.

For example, if the employer decides to provide forty hours of
instruction for drivers, twice a week for a ten-week period,
you will need to think in terms of 20 two-hour blocks of
instructional time. If the employer wants to schedule 32 hours
of instruction for 4 hours once a week, the curriculum devel-
oper must design instruction to fit 8 four-hour time blocks.
Decisions need to be made about where to combine or separate
topics into timed instructional units and about how much in-
structional material can be effectively covered within the allotted
time frames.

The instructional delivery schedule must interface with the
skill and task content to be addressed. Topics should not
abruptly break off in mid-session due to inappropriate plan-
ning for topic delivery time. Design units of instruction to

2 5
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allow for continuity of topic presentation and sufficient prac-
tice time for learner mastery.

Begin by estimating the length of time you think is required to
conduct an adequate number of instructional activities for
each topic. If topics are too long for one session, try to identify
natural 'break points' or subtopics. It may be necessary to
highlight only key concepts within a complex subtask, or to
plan to spread a subtask over several periods of instruction.
Lenk at the example LTA in Figure 1. Subtasks 1 and 2 might
be combined because the skill application clusters are similar
for each subtask. Subtask 3 requires additional skill applica-
tions the ability to read and interpret gauges. Because these
skills add a cluster of subskills to the skills required to perform
Subtasks 1 and 2, Substask 3 should probably become the
basis for a separate lesson.

Subtask 4 requires entry of information onto the Vehicle Check
List form. Using the format of the Vechicle Check List as a guide
(see Figure 2), the skills content could be split into three
separate lessons: organization and location of information on
the form; chart reading; and entering information onto the
form, to include writing summary statements.

After considering time frames and content skills and tasks,
you can prepare a curriculum instructional unit planning
chart like the one in Figure 3. The sample is based on an
instructional delivery schedule for a forty-hour course of two-
hour sessions, to meet twice each week for ten weeks.

Considering Ability Levels

The third parameter to consider while developing curriculum
is the ability levels of the participants. Conducting a needs
assessment will enable you to determine the number of learn-
ers who are low-level or non-literates, or who use English as a
Secona Language (ESL). This need not be a formal or stand-
ardized test. Using structured learner interviews or doze tests
constructed from workplace materials can help you better
match the instructional level a'. your planned curriculum to
those of potentially targeted program participants. Learners

ntb4,00
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Fl ore No. 3

SAMPLE CURRICULUM
INSTRUCTIONAL UNIT PLANNING CHART

WEEK 1:

2-HOUR SESSION #1 2-HOUR SESSION #2

Administer Pre-course par-
ticipant survey Job Simula-
tion Pretest; course overview

Task A - Vehicle inspection
Cold & Running Walk-
around checks: following
dir., sequencing, recog. def.

WEEK 2:
Running check inside
cabin: reading, interpreting
gauges I ranges

Vehicle Check List form:
organization of form info.

WEEK 3:
Vehicle Check List form:
chart reading, tech vocab.

Vehicle Check List form:
Entering info, writing sum-
mary stmts.

WEEK 4:

--/-
WEEK 10:

Taking action on inspec-
tion results: decision mkg.
prioritizing, predicting

Task B - Loading Safely
Load cargo: comply w/
Safety Regs: spatial estima-
tion, following dir

i
Course review:
Job Simulation Post-test.

/
Post-course participant
surveys. End of course
achievement ceremony.

identified as those functioning at lower ability levels will need
additional support and more time to master course content
than intermediate literates will need.

Supplemental materials and special teaching techniques must
be incorporated into the curriculum design to meet any special
needs of the participants. Instructional units must treat
smaller incremental steps toward mastery. Techniques for ef-
fective instruction with such populations that can be incorpo-
rated into lessons include language experience and
manipulative materials. If the majority of the eligible popula-
tion for the program is identified as belonging to any groups of
special learners, your course design and the core materials
you create will need to be adapted for their use.

2 5 6
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Methods for refining functional context curriculum design to
provide instruction for populations with less than intermedi-
ate level skill abilities vary with needs.

Several programs operating in Canadian manufacturing
plants have developed mock-up quality control forms
for low-level literates. These forms provide learners with
a series of structured interim instructional steps that
allow mastery of vocabulary and subtasks before tack-
ling the actual workplace Statistical Process Control
(SPC) forms that are used in job performance. For exam-
ple, technical terms encountered on SPC forms, such as
average or lower control limit, are taught in special
exercises that facilitate recognition of meaning and use.
The whole number operations for computing averages
are treated in sequential mini-lessons that focus on their
relationship to the SPC process.

In the southwestern U.S., a community college learning
centre has developed customized ESL materials for criti-
cal workplace tasks and situations for numerous high
tech industries. Line workers, managers, and foreign-
born engineers who are non-native speakers of standard
English focus on learning specific skill applications for
equipment operation, safety, and workplace interper-
sonal communication. Courses are short, targeting spe-
cific tasks or subtasks, and emphasize learner mastery
of prioritized English speaking, reading, and writing job
skill applications. For example, workers are taught how
to communicate with each other during breaks. Man-
agers study the art of asking questions that elicit more
than yes or no answers. Knowledge of and appreciation
for cultural diversity and how to cope with it in work-
place situations is a strong theme running through all
the instructional materials.

Using the truck driver vehicle inspection LTA in Figure 1 as an
example, the focus of a course for participants with low skill
ability levels might be Subtask 4, 'filling out the Vehicle Check
list'. You should design short, focused lessons, addressing
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skill mastery in small increments. This type of instruction
precedes at a slower pace as basic skills are being built to a level
of automaticity for use. It means that understanding and
using the Vehicle Check List form might well be the entire
content of the course, with instructional emphasis on task-
specific vocabulary and communication skills.

If your program's eligible population is identified as contain-
ing participants with special low-level skill needs, plan to

target smaller segments of content within the timeframe
of a session or course

utilize special instructional materials and delivery tech-
niques

offer a sequence of courses leading up to skill applica-
tion mastery over a longer period of time.

Considering Instructional Delivery

The fourth parameter to consider is the medium or media that
will be used to deliver instruction. The over-riding principle
should always be the ability to develop curriculum that most
nearly resembles the context in which the skill implications are used
to function on the job. This will enhance the likelihood of trans-
ferred learning from the instructional setting to improved job
performance. The main purpose of functional context materi-
als is to facilitate the learner's ability to bridge the gap between
skill development and skill application.

For example, if job task performance does not utilize com-
puters, such as the truck driver's vehicle inspection, then
using computers to deliver instruction would abst.act learn-
ing one level from actual task context. Since the Vehicle Check
List is a paper-pencil task, using paper-pencil instructional
materials most closely simulates the actual use of skill applica-
tions on the job.

If the job requires the use of computers, then computerized
simulations of job tasks are the appropriate vehicle for deliv-
ery of instruction. However, using computers in a classroom

253



248 Philippi

or lab setting that cannot replicate computer programs and
procedures as they are utilized at work stations also abstracts
learning one level from the actual task. A midwest heavy
equipment manufacturer is developing a functional context
skill enhancement program to be delivered as on-line modules
on the shop floor. Instruction in applied basic skills will resem-
ble extended 'Help screens'. This will directly relate instruc-
tion in learning to locate and use information displayed on
computer screens to specific critical job tasks.

If computers are not available for use in delivering instruction,
computer-screen printouts or simulations of workplace com-
puter tasks are the next best option. In a recently developed
functional context curriculum for banking institutions across
the country, mocK-up computer screen print-outs were used
to instruct learners in how information was organized on
menus and screen formats, how to locate specific facts, and
how to apply located information to solve customer service
problems. Because keyboarding skills were a technical skill
and were not identified as a performance problem, and be-
cause locating and applying screen information were identi-
fied as critical, simulated paper-pencil versions of screens
were a suitable substitute for the actual workplace context.

There is a need to furthk... explore the constantly expanding
avenues of technology as alternative means for instructional
delivery. Several companies also have begun to develop func-
tional context programs that integrate video tapes and video
discs with print and computer curricula. A southeastern
transformer and power equipment manufacturer is develop-
ing video tapes of competent employees performing and ex-
plaining critical job task skill applications as a means of
illustrating thinking strategies used on the shop floor. A joint
labour-management math project by a major car manufacturer
plans to incorporate interactive video discs into the functional
context curriculum now under development, to assist partici-
pants with visualizing the transfer of skill applications to job
and everyday life tasks.

Whatever medium or combination of media options you have
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available to employ for delivering instruction to learners, de-
cide what to use according to the methods that will effect the
best transfer of learning to job performance. To do this, you
should try to utilize the media that can provide learning experiences
most nearly resembling the use of skill applications on the job.

Considering the Format of Instruction

The choice of a format, or structural design, for your curricu-
lum is determined by the options for instructional delivery:

If learners are to use instructional materials indepen-
dently in a self-study program, the curricult I will need
to contain explicit directions and feedback to the partici-
pants.

If an instructor is going to present the lessons, model
new concepts, and monitor learner participation, mate-
rials for use by learners may consist of a series of hand-
outs.

If you are going to be the instructor for the course, you
may need only brief notes to accompany the replicated
job materials and scenarios used for testing and exer-
cises.

If you are developing curriculum fcr delivery by other
instructors or trainers, you will need to include imple-
mentation guidelines, answer keys, and so forth, and to
prepare preservice and inservice training materials to
accompany the program. More detailed directions and
guidance for instructors is required when instructors are
not known by you or when a curriculum is to be used in
multiple or distant locations. You will need to provide
descriptions and examples of desired teaching metho-
dologies and techniques to be used; an overview of
activities and instructional goals for each session; in-
structions for administering tests; and suggestions for
tailoring application activities to local site situations.

2tli.
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Figure No. 4

Employee Needs Assessment
Instrutment

Instructor
WalnIng

Job Simulation Pretest Individual Diagnostics

Lessons modelling how to apply
skills to job performance Instructional Delivery Guidelines

Customize6 Skill Application
Exercises using

Job Materials and
Scenarios

Job Simulation Post-test

Commercial materials for learner
support on specific subtasks

Job Activities for
extended practice

Developing Functional Context Curriculum

A well designed functional context curriculum contains the
following components:

Employee Needs Assessment

Needs assessment should not be confused with needs analy-
sis of the workplace. Because the primary purpose of a work-
place functional context curriculum is to improve employees'
abilities to utilize tninking strategies and skill applications for

4 6
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competent job performance, its content is determined by pre-
selected critical job tasks. The purpose of the needs assessment
is to match eligible learners with instructional materials. It is a
gross screening and placement 'ool developed from job mate-
rials or situations used to measure ability levels of potential
program participants. Additionally, it is used to identify spe-
cial learner requirements such as low literacy skill levels or a
need for English as a second language (ESL) so that supple-
mental support materials and methodology are included in
instruction.

Job Simulation Pretest and Post-test
The pretests and post-tests for a functional context curriculum
are used to measure learner gains in what has been taught.
They may also be used as diagnostic tools to determine course
content areas that individual learners either have mastered or
still need to work on. The most relevant and informative tests
are built from key elements of course instruction. Representa-
tive exercises developed from job scenarios and materials are
compiled to provide opportunities for learners to demonstrate
their ability to apply thinking strategies and literacy skills to
job tasks.
For development of job simulation pretests and post-tests it is
recommended that the skills to be tested be identified from the
instructional unit plaid-ling chart. This helps ensure that all
skill applications requisite for performing critical tasks and
subtasks that are contained in the course are being tested. For
example, in a chart created for curriculum for cashier-clerks,
typical tasks might include ringing up purchases, locating
items for customers, and handling exchanges and refunds - all
with a series of subtasks that involves the application of sets of
literacy skill clusters. A pretest for such a curriculum should
include job simulation exercises that require the learnei to
demonstrate his or her ability to utilize the skill applications
necessary for performing the job. For the ringing up pur-
chases task, one subtask might be making decisions for bag-
ging and using verbal codes. To test a learner's ability to draw
conclusions, predict outcomes, and translate decisions into
appropriate format (codes) for performance of this subtask, a
test exercise might read like the one in Figure 5.

6 2
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IM Figure No. 5

JOB TASK SIMULATION PRETEST OR POST-TEST ITEM I
You are ringing up purchases. You look up and count four cus-
tomers in line for your register. The order in front of you contains
approximately 40 items.
Should you call for a courtesty clerk to help bag or ^at?
Why or why not?

PiedIctIng Outcomes I

You are working at register number 5. If you need a courtesy
clerk to assist you, what verbal code would you speak into the

Use the list of code numbers below. 4116414111anslatIng Into torm2tj
intercom system?

VERBAL CODES to USE:

Robbery - 1 (or hit silent alarm under counter)
Disorderly behaviour from customer - 2
Clean-up for breakage - 3
Courtesy Clerk - 4
Manager - 5
Shoplifting - 7

To facilitate and expedite pretest and post-test development, it
is recomme _led that the actual writing of test items occur after
the lessons and exercises have been completed. This allows
the curriculum developer to select prioritized skill applica-
tions emphasized in lesson contents and to quickly rework for
inclusion in the tests lesson exercise items that have already
been developed. If the pretest is to be used as a diagnostic to
indicate which lessons individual learners have already mas-
tered and may skip, a series of mini pretests and post-tests
might be developed. For example, the cashier-clerk curricu-
lum might have three mini tests - one each for ringing up
purchases, locating items for customers, and handling ex-
changes and refunds. If a participant demonstrated mastery of
locating items, he or she would need to work only on lessons
for mastering ringing up purchases and handling exchanges
and refunds. Caution: Be sure to test the 1,.?arner's ability to
perform the literacy skill applications and not the technical
knowledge required for the task.

Job Scenarios: To create a scenario, you need to visualize a job
situation in which a competent worker would perform the

f;
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task and utilize the skill application clusters you have selected
to test. The scenario should set the stage for the learner.

Test questions to accompany job procedural document: The ques-
tions you write should be designed to require the learner to
demonstrate ability to perform the skill applications in each of
the clusters to be tested. The questions should not be focused
on literal comprehension, i.e., identification of stated infor-
mation presented in print rnatuials to answer factual ques-
tions, but rather emphasize the thinking skills necessary for
identifying and using the information the document contains.
For example, do not ask questions like, How many extension
tabs are on the red cap? This does not require the learner to
process information by utilizing text organization cues, such
as boldface type and numbers to locate specific steps. Instead,
ask questions like, Under what heading should you look to
find information about assembling replacement a needle con-
tainer? This type of question requires the learner to demon-
strate understanding of what a heading is, skim text to match
the key words in the question to key words in the document
headings and locate the appropriate heading, and skim the
text information given under the selected heading to deter-
mine its content relevance or irrelevance to the question. To
make the question contextual, you can rephrase it to accom-
pany the scenario. The question then might read, You need to
install a replacement needle container. Under what heading
should you look to locate information about assembling it?

The only exception to this guideline would be under circum-
stances in which the curriculum combines technical training
content objectives with those for literacy skills. Because most
vendors provide technical equipment or process materials for
training on new procedures or equipment, this is not usually
the case. However, if a curriculum that performs double duty
is required, you will need to remember the capacity of learners
for absorbing new information and guard against concept
overload. Additionally, the person(s) chosen to create such an
instructionally complex product would need to be seasoned
experts, able to effectively integrate layers of parameters for
two separate sets of instructional goals.
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Figure No. 6

INTRODUCTION OF CONCEPTS
(5 rMn.) Ask learners to name different types of

loans. Anticipate from a friend or relative,
from the bank, student loan, automobile
loan, mortgage, home-improvement loan,
etc. Record their responses.

Ask learners to describe what they know
about paying interest on money borrowed.

(1-2 min.) Tell learners that being ble to answer
questions about loan payments will help
provide better customer service. In this
activity, they are ping to learn skills for
performing multiple calculations to com-
pute interest, principal, and total payments
for home equity loans. Explain that this is a
type of loan in which the amount of the
principal payment differs from month to
month. They should pay close attention to
how to read tables and calculate amounts
and the thinking steps they use as they
perform these job duties.

Build background and
draw on learner

experiences

rRelate to le:son
rationale

Lessons modeling how to apply skills to job performance

Build motivation and background knowledge at the beginning of each
lesson. Select a subject that is related to the lesson and com-
ri,-ln to the experience of the learners. This introduces the
instructional concept by helping learners recall prior related
experiences or develop background knowledge on which
learning n be built. For example, if you were writing a lesson
for bank personnel to facilitate applying skills to the task of
calculating home equity loan rates, you might begin the lesson
with the introduction to concepts shown in Figure 6.

Remember to ask open-ended questions that require more
than just a Yes or No answer. You also should provide learners
with a rationale that links this opening activity to the skills that
will be presented in the lesson. The underlying instructional
purpose is two-fold: to lead learners from what they already
know to what they need to learn; and to create additional
mental hooks on which to hang new information and thus
facilitate recall. It is also motivational in that it acknowledges
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and validates the adult learner's wealth of personal knowl-
edge and life experiences. Be sure to use a motivational topic
that embodies the subject matter or that utilizes the same
processing skills that are to be taught and with which learners
are all likely to be familiar.

Build knowledge of new or untimiliar technical terms. If task per-
formance requires learners to recognize in print or to repro-
duce technical terms that are sew or only in their speaking
vocabulary, you may want to piovide a brief presentation of
the terms. A maximum of ten new words per session is recom-
mended. Words with three or more syllables or with special
technical use are good candidates for selection. A good tech-
nique for encouraging discussion is to list the words on the
boarl or a flip chart and then elicit meanings from learners.
With the help of the whole group, develop one or two-word
definitions from learners' responses. These are the easiest to
remember. Record learners' definition for eh word to give
them a feeling of ownership for the terms . This, too, will aid
learning and recall.

Model the thinking strategies used in skill applications. Explain the
thought processes involved in completing tasks, one step at a
time. To do this, think aloud the steps a competent performer
uses to successfully practice skill applications in job tasks. For
example, to model how to read a three-column chart you need
to use a sample chart to explain how to perform the following
thinking steps:

STEP ONE -First I let my eyes travel quickly over the chart,
noticing words in boldfaced print and capital
letters. I skim over the page to locate headings
at the top of columns or to the left side of the
rows. This helps me identify the location of
the information the chart contains. I try to
understand how the information contained in
the chart is organized on the page.

STEP TWO -Next, I think about the specific reason I'm

f I
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luoking for information in the chart. For exam-
ple, I may need to find out how to replace a
needle container. I pick a key word or two to
describe my need. In this case, I'll use the
words replace needle container. Then I skim, or
or quickly read, the boldfaced words, or head-
ings, in the chart, searching for my key words.

STEP THREE -Then, I move my fingers down the column
and across the row by each of the headings
that fit my information category. Where my
fingers meet and the column and row inter-
sect, I find the cell of information I need. Let's
see, sealing the opening - no, disposal of
sealed container - no, replacing needle con-
tainer - there it is, in the second column from
thi! right. Now sometimes there's not a direct
rzi itch. Then I have to think of synonyms, or
other words that mean the same thing, to use
as my search words. If I hadn't found a match
for replace needle container, I might have used
new container or something like that.

Suppose I needed to find out where to throw
away old containers. I could use the words
throw away used containers. If I skim the head-
ings, I don't find those words. What words
could I use inste.id to search that mean almost
the same thing? (and so on)

The instructor should work toward the gradual transfer of
responsibility for articulating these steps from instructor to
learners. If materials are to be self-study, i.e., to be used
without the assistance of instructor delivery, the lessons
should be ii -ractive, requiring frequent responses from
learners and pi oviding feedback after each step.

Good modeling breaks instruction into manageable chunks. It
requires careful explanation of each small step until learners
are proficient at them. Talking throu gh each thinking step and
guiding learners in trying out indiv:clual steps throughout the
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Figure No. 7

PRACTICE EXERCISES
Directions: Use the DAILY RATE job aids provided to answer
questions in the following exercises. You will have to:

recognize key words in the customer questions;
skim for headings that match these words;
read across the rows to find the facts you need; and
use the information to answer the customer questions.

Exercise 1

1. Jo, ' hrahms just received his Federal Income Tax refund
for $1,u1112. If he purchases a 9-month (275 day) certificate
Wednesday, what rate of interest will it begin to earn?

a) Key words to guide skimming:

the
Exercises provide

practice in applying
skill subsets taught

check
on

Exercise utilize real
job mate As and

scwarlos.b) Rate of interest: cyo

2. If Joe keeps the certificate for the full 275 days, what
expect?

a) Key words used to guide skimming:

d can he

b) Yield: %

CERTIFICATES - $1,000 to less than $25,000

Mon Tues Wed Thurs Fri
Rate Yield Rata Yield Rate Yield Rate Yield Rate Yield

91 days to 181 days 8.25 8.60 Holiday 8.20 8.54

182 days to 364 days 8.45 8.82 no rate 8.35 8.71

1 yr. to less than 18 mos. 8.35 8.71 change 8.30 8.65 --
18 mos, to less than 2 yrs. 8.35 8.71 8.30 8.65

2 yrs. to less than 3 yrs. 8.35 8.71 8.25 8.60

) 1990. Strategic Skill Builders tor Baniong, Book 1: Reading Job Aids Mlkulecky, Larry and Philippi, Jorle, NY:

Simon & Schuster Workplace Resources. pg 59.

lesson helps them master the entire strategic skill before they
are asked to practice and apply it. The success they experience
also builds self-confidence, which can enhance personal
growth and development.

Focusing curriculum content on the step-by-step thinking
strategies competent employees use to apply skills to perform-
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ance of job tasks enables the learner to develop an awareness
of abstract processes. It is these abstract processes, such as
being able to retrieve necessary information from a three-
column chart to solve a problem, that transfer from task to
task. For example, once an employee has mastered the process
for reading a three-column chart, the content of the chart may
be changed as job duties, equipment, and materials evolve;
however, the process for extracting information from any
three-column chart, displayed on paper or on a computer
terminal screen, remains constant and is, therefore, a transfer-
rable skill.

Customize.1 skills application exercises

After learners lemonstrate ability to successfully complete
the entire process and seem comfortable with it, they should
implement the process independently on follow-up exercises
with additional job materials and scenarios. At least three
additional exercises should be available for learners to use in
practicing the applied skills to achieve mastery. Be sure ti
exercises you create require the same skill applications that
were taught.

Provide exercises for guided practice: Practice provides learners
with opportunities to try out the skills that have been modeled
during the lesson. Look at the sample exercise in Figure 5.
Notice how it requires the learner to apply each step of the
thinking strategies that have been presented for reading three-
column charts and applies the skills to a job scenario.
As learners workon exercises they should have ample time to
express themselves and ask questions during practice. Good
instruction is a mixture of instructor explanation and learner
activity - a mixture that should limit to 50 percent or less the
amovnt of teacher talk that occurs. Practice offers learners a
chance to spend time on task and repeat their newly acquired
skills as they work toward proficiency. Be sure instructors (or
interactive materials) ask learners how they arrived at their
answers as they work. This allows for a check on progress as
learners master the thinking steps modeled in the lesson. Lots
of positive feedback should be offered as well.

"))



DESIGNING INSTRUCTION 259

Provide evercises for applied practice: Part of curriculum develop-
ment should include generating a list of available commercial
resource materials from which support lessons directly related
to the skill applicatio%s being taught can be integrated as needed.
These materials can be used to provide extended practice for
learners or to provide supplemental instruction in brushing-
up on individual skill gaps.

Summarize what was learned to bring closure: In addition to
paper-pencil exercises, other forms of practice are essential.
Additional practice on the job of skill applications taught can
be encouraged. One technique for facilitating transfer of learn-
ing to job performance is to provide a 5 minute oral closure
activity for each lesson. This type of activity solidifies learners'
understanding of the skills presented and increases skill re-
tention. Requesting that learners put what was learned into
paraphrased summary statements builds conceptual under-
standing and a sense of ownership of the skill. It also aids
retention and facilitates the recognition of new oppurtunities
to apply it.

Some Additional Tips for Developing
Workplace Literacy Curriculum

A Literacy Task Analysis for a complex task, like troubleshoot-
ing, may contain several pages of documented information. If
the number of skill application dusters for a task are too many
to cover in the alloted time for instructional delivery, select key
critical clusters for presentation to learners. These should be
the skill application clusters that are most difficult to perform
or the ones workers most frequently make mistakes on during
performance.

If instructors delivering your curriculum are unknown to you,
provide lesson overviews, goals for instruction, and a rela-
tively detailed trainer script. This will enhance the retention of

your original concept of instructional delivery as it is filtered
through the personalities and communication skills of various
other instructors. As a result, your curriculum becomes less
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dependent on the delivery by specific training personality
types and more adaptable to use in a variety of situations. This
feature facilitates replication of yogr program at other sites.

Concluding Comments

After you have identified the critical job tasks and analyzed
them to recognize the manner in which thinking strategies are
used to apply literacy skills to competent job performance,
you need to consider the following parameters in developing
blueprints for instruction:

content - Literacy Task Analyses documentation and
job materials

time - schedule for instructional delivery and re-
quirements for skill mastery

ability - level of participants and any special require-
ments identified with informal participant
needs assessment

media - delivery of instruction via media that most
nearly match actual job performancecontext

format - structural design of materials to best satisfy
delivery options, e.g., self-study, hand picked
instructors, etc.

The components of a functional context curriculum include:

employee needs assessment instrument

job simulation pretest(q) and post-test(s)

lessons that model how to apply skills to job perform-
ance

customized skill application exercises using job sce-
narios and materials.

An individual lesson should include the following sections:

Introduction of concepts to build motivation and back-
ground knowledge (5 minutes suggested time)



DESIGNING INSTRUCTION
261

Discussion of unfamilar or new technical terms con-
tained in instructional job task materials (1045 minutes
suggested time)

Direct instruction that models the thought processes
involved in applying skills to job performance (20-25
minutes suggested time)

Guided practice of skill applications that gradually turns
over responsibility for performance from instructor to
learner (20 minutes suggested time)

Applied practice that transfers learning to real job sitatu-

tions (20-30 minutes suggested time)

Closure activity that requests learner to paraphrase a
summary of what was taught (5 minutes suggested
time).
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Part 3

EXAMPLES OF PRACTICES

IN WORKPLACE BASIC

SKILLS TRAINING
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Introduction

Once the basic skills needs of the Norkplace have been identi-
fied, we come to the most arresting of all challenges - the
actual delivery of a literacy program for workers. This is an
area in which philosophy and creativity combine to bring into
being a plethora of approaches and program designs.

In Chapter 1, Jim Turk and Jean Unda of the Ontario Federa-
tion of Labour display the strengths of the Basic Education for
Skills Training Program (BEST) which has proven to be an
effective tool for the empowerment of thousands of Ontario
workers. As a prime example of a learner centred model, it is
being adapted by labour federations in other parts of Canada.

In Chapter 2, Julian Evetts and Patrick Flanagan examine the
role that literacy and numeracy play ii the work life of a skilled
tradesperson. They make a plea for sensitizing trades instruc-
tors to the various strategies for developing reading compre-
hension and "learning to learn". They make the case for a
competency-based training model which embeds basic skills
instruction in training for specific tasks.

Peggy Kinsey takes us inside the Scarborough Board of Educa-
tion's Workplace Classes (WPC) in Chapter 3. She shows that
educational institutions can become effective partners with
business and labour in developing and delivering basic skills
instruction in the workplace. The process model which she
presents is described in the kind of detail which will excite
practitioners who have not yet come to terms with the myriad
steps which are required in bringing a program from concep-
tion to reality.

The Massachusetts Workplace Fducation Program is featured
Chapter 4. This program has received plaudits for being par-
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ticularly versatile and innovative and for reaching out to a
variety of very different workplaces. Judy Hikes outlines the
successes and problems of specific partnerships which were
part of the program. She deals with the ways in which state
policy encouraged companies to take on greater financial re-
sponsibility for basic skills training within their workplaces.
Chapter 5 highlights the action-research practices of a volun-
teer agency working exclusively in the field of adult literacy -
Laubach Literacy. Luke Batdorf describes the Industrial Tutor-
ing Project which Laubach established in eastern, central and
western Canada. He indicates that many lessons were learned
from this experience - lessons he is willing to share with
readers. He provides a series of recommendations directed
towards improving programing for this volunteer-intensive
type of project.

In Chapter 6, Rose Taw shows us that workplace li:2racy
programs across ti..? ocean in Great Britain have a great deal in
common with thoso in North America. When she mentions
the mandatory training required by legislation for Control of
Substances Hazardous to Health (COSOH), and how that
training suddenly highlighted hidden literacy deficits, Cana-
dians will immediately think of the similar situation which
emerged with the Workplace Hazardous Materials Informa-
tion System (WHMIS). At the same time, Americans will
think of the requirements of the Occupational Safety and
Health Administration (OSHA). Rose Taw reviews the ele-
ments of the union originated WORKBASE which have made
it an example of outstanding practice, and provides a case
study which gives concrete information on how WORKBASE
was implemented in residential homes for the aged inan inner
city borough.

Finally, moving from the concrete to a more abstract mode of
thought Michael Langenbach concludes Part 3 with his discus-
sion of workplace literacy ccuriculum models and their diver-
sity. He talks of the pi:rposes which workplace literacy
curriculum models must accommodate to be successful. His
critique of the structured system used by Laubach and the
learner centredness of Fteire is indicative of the range of ap-
proaches favoured within the literacy movement.
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Chapter 1

SO WE CAN MAKE OUR
VOICES HEARD: THE
ONTARIO FEDERATION OF
LABOUR'S BEST PROJECT
ON WORKER LITERACY

James Turk and Jean Unda

ABSTRACT

Literacy is increasingly considered to be the solution to fundamen-
tal economic and social problems. It is not. At most, literacy pro-
grams can be a useful means towards personal and collective
empowerment in confronting daily issues. But literacy programs
can only accomplish this when they are specifically designed to be
empowering to the participants.

Every aspect of Basic Education for Skills Training (BEST) is de-
signed to facilitate the growth in the individual and collective
ability of working people to shape their world. As a result of BEST,
workers are enabled to overcome the silence often imposed on
them and to take more effective control of their lives at work and in
their community.

The more general implications of DEST are discussed here and this
chapter conclude, with an exdmple of what BEST is about.
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The Real Issue is Empowerment

The premise behind Basic Education for Skills Training (BEST)
is that the so-called 'literacy problem' is really an 'empower-
ment problem'. Literacy can help empower people - but not
necessarily. Literacy skills can help people take more control
of their lives, but literacy can also contribute to people being
controlled and silenced. Draper (1990) has recently elaborated
this point. He began by reminding us of a familiar claim in
literacy circles:

To be literate is to become liberated from the con-
straints of dependency.
To be literate is to gain a voice ...
To be literate is ... to become self-assertive
To be literate is to become politically conscious
Literacy makes people aware of their basic human
rights.

But he then questioned these widely accepted assertions:

It is incorrect to assume that these statements will be
fulfilled merely through the achievement of literacy ...
[They can only] be fulfilled through literacy education
providing the education programs make the effort to
teach these as learning outcomes, and providing the
political and social climate which will nourish these
statements and will help to fulfill them. (Draper, 1990)

Draper's comments are a useful correction to the suggestion
that literacy is the key to escaping exploitation and oppres-
sion. In many developing countries with high rates of illiter-
acy, people have struggled powerfully and competently to end
oppression. For example, literacy, or the 1 ick of literacy, has
had little bearing on the ability of the Sout t African majority
J maintain their fight against apartheid. In Nicaragua, the

literacy campaign came after the people had successfully over-
thrown the powerful, American-backed Somoza dictatorship.
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On the other hand, there are many examples of highly literate

peoples in industrialized countries who continue to be ex-
ploited and oppressed. The recent Jane Fonda and Robert
De Niro film Stanley and Iris inadvertently illustrates this point.
De Niro (Stanley) is a cook who is fired because he cannot read

or write. Jane Fonda (Iris) volunteers to tutor him. As a result

of her help, he learns to read and write. His star rapidly rises
into the executive suite of a large corporation. Fonda and her

daughter - both bright and highly literate - remain stuck in
dead-end jobs despite their skills.

Many suggest that illiteracy is the cause of social and economic
problems in Canada, and that literacy is the solution. This is
imprecise and misleading. While a significant number of Ca-
nadians lack the literacy skills they desire, it is wrong to
overstate the consequences of the problem.

Limited literacy is not a major cause of unemployment - lack

of jobs is. Cancellation of the free trade agreement, lower

interests rates and an .:nd to artificial supports for the Cana-
dian dollar will do more to get people into good jobs than all
the literacy programs operating and imagined.

Limited literacy is not a major cause of accidents and disease at

work - unsafe workingconditions and widespread use of bxic
substances are. Tougher health and safety laws and vigorous
enforcement If those laws are the only way in which there will

be a significant reduction in the human illness and disability
in the workplace.

Limited literacy is not a principal cause of low productivity -
inadequate capital investment, outdated technology, and poor

work organization are.

Limited literacy is not a major reason for poverty - too few
jobs, a low minimum wage, an increasing proportion of part-
time as opposed to full-time jobs, a growth in the relative
number of low paying service sector jobs, and inadequate
levels of social assistance are. Unless we tackle these problems
directly, we are only misleading people by pretending that
literacy is what will remedy their impoverishment.
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Limited literacy does not account for Canadian industry's
difficulties in international competition - foreign ownership,
small research and development budgets, high interest rates
and a high-priced dollar do.

Literacy is not wholly unrelated to these problems. Better
literacy skills across the society would help deal with all of
them but in a much more modest way than many literacy cam-
paigners now promise . Limited literacy skills compound
many problems but cause few. The most important impact of
improved literacy skills would be to allow people to be better able to
tackle these broader problems. Poverty, for example, is not re-
duced by helping a poor person to become more literate so he
or she can take a job away from someone with fewer literacy
skills. Poverty is addressed by helping people to name the
problems facing all of us and to engage together in developing
solutions .

We know a democratic system is strengthened to the extent
decision-making is widened and made more collective. Liter-
acy can play an important part provided it is incorporated into a
program that has the larger goal of helping people take more
control of their own lives individually and collectively. Unfor-
tunatdy, the opposite is what often happens. The way the
terms literacy and illiteracy are used commonly serve to dis-
able people - to make them less able to promote change. So
much of the rhetoric around literacy makes people feel that the
problems they face are their own fault; that something is
wrong with them; that they are deficient, if not dumb.
The negative connotation of illiteracy has spread to the term
literacy as well. Too often, a literacy program is seen as a
program for the less able. The problem with tnese terms is not
due to unreasonable sensitiviiies. It is due to accurate recogni-
tion that many people using them do blame the victims; do
tre f the problem as individual failure; do blame social ills such
as unemployment, poor health, inadequate productivity on
individual lack of reading, writing or math skills.
This then is the nature of the problem - we have too many
people in Canada who are shut out socially and politically - at
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work, in the community and at home. This affects the quality
of their lives and all our lives. It diminishes the potential of our
democratic system.

Literacy programs can be an important part of a solution to
this problem provided the programs are clear that literacy is a
means to an end and provided one of the ends is an empower-
ing process for the partici ,ants. Only some literacy programs
meet these criteria. Man' see their mission simply as impart-
ing technical skills to (lea: h.lers) - filling up those empty heads
with material they should have learned earlier in their lives.
The Ontario Federation of Labour has attempted to put this
vision of literacy into practice over the past two and a half
years through the BEST project. This project has derived
much of its inspiration from the pioneering programs devel-
oped by the Labour Council of Metropolitan Toronto and from
progressive literacy programs run by community groups such
as East End Literacy in Toronto.

The Design of BEST

BEST assists in the development of better skills in reading,
writing and math, but in the context of the broader trade
union struggle to empower working people. BEST is a literacy
program that grows out of a movement fighting for greater
social justice and equality fox working people. The fact that
BEST is part of this broader struggle of the labour movement
continuously puts literacy into perspective - as a tool - as a
means to an end and not the end in itself. Greater social and
economic justice comes not from higher individual skill levels
but from collective action for change. Every aspect of BEST is

designed to facilitate the growth in the collective ability of
working people to shape the world in which we live.

The philosophy of BEST comes from labour's conception of
the broader goals of social unionism: to help empower work-
ing people to takt control of their lives individually and collec-
tively; to be better able to speak with their own voices; to be
better able to make those voices heard; to question, criticize,
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evaluate and act as full citizens with a broad social vision in a
democratic society.

1. BEST is Workplace-based

This larger goal has design implications. It is important that
programs be accessible. BEST is run in workplaces. Programs
in the workplace make it easier for workers to participate,
especially when the classes are run partially or wholly on
work time. For example, the participation rate of women in
BEST programs is directly related to whether the classes are
offered during work time. When the classes are after work,
women's obligations at home effectively prevent most from
participating. The participation rate falls even more when the
classes are away from work so that travel time is added.

BEST is run in the workplace also because the workplace is
familiar territory for workers. Many of the people who want to
improve their abilities in reading, writing and math are reluc-
tant to return to schools, For a lot of workers, schools still
produce feelings of anxiety, inadequacy, rejection and irrelevance.
Bringing the educational program to the workplace means
workers can learn in an atmosphere that they know and in
which they feel competent.

The most important reason for BEST being a workplace pro-
gram relates to our vi.w that empowering experiences require
action and rAection in a collective setting. The workplace
brings together people who have shared interests and the
unionized workplace is a place where there is the possibility
for shared action on the part of workers actions growing out
of their shared experiences in workplaces and unions.

2. BEST Instructors are Co-Workers

It is also important that programs rely on the skills of all the
participants and exemplify a vision of democratic education
that recognizes everyone has skills and all can help each other.
Partly for this reason, instructors in the BEST program are
exclusivei, co-workers from the same workplace. Shared ex-
periences, shared backgrounds and shared day-today life

:
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events of worke .s in a workplace become invaluable resources

for adult basic education provided the educational approach

allows for a genuinely learner-centred curriculum and provided

the instructor shares the knowledge and understanding of the

participants. Although outsiders can do this, it is easier when

the instructor is from the group itself. Co-workers instructors

also convey an important message: workers collectively are

able to meet their own needs. The medium is the message.

Once a local union has identified that there is a need for a

BEST program in a workplace, the union must identify a co-

worker who can be trained as an instructor. The local is ad-

vised that this person should have certain qualifications: good

communication skills; respect for co-workers regardless of

racial, religious, ethnic, gender or cultural differences; inter-

est in helping others to learn; respect for workers' skills and

abilities; potential to develop a leadership style that allows for

collective participation by group members; and a commitment

to trade union educational work.

3. BEST Relies on Small Group Learning

It is equally important that the programs are based on small

groups - not one-to-one. Group learning allows participants

to help each other. Learning opportunities are enriched by

being able to draw on the collective abilities of the group rather

than the single abilities of the instructor. Groups also provide

a practice place for collective process and the skills useful for

collective action: discussion, questioning, listening, analysis,

goal setting, assessment of progress and evaluation of the

process. The group provides participants an opportunity to

hear themselves and to have others listen and respond to what

they hear. Such individual and collective self-awareness and

esteem is vital if they are to have the confidence to demand

that their voices be listened to in other contexts.

BEST is Learner-Centred

The term learner-centred has almost been emptied of mean-

ing. Virtually every adult basic educational program claims
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to be learner-centred - however standardized and unrespon-sive to the needs and interests of the participants. Yet, the
uncorrupted concept of learner-centred education is worthtrying to reclaim.

BEST programs are based on the simple assumption thatpeople learn when they want to learn; when they see learning
as relevant to their lives. For thisreason, while BEST programsare in the workplace, they are not necessarily about the work-place. Each BEST program begins with what people want tolearn. It makes no difference whether they want to learn toread the Bib 10 to their grandchildren, want to help their chil-dren with homework, or want to get into a job-related training
program. Once participants have acquired the skills to readand write better, they can apply them in any endeavour theychoose. The focus in BEST is on txte process, not on a particu-lar text or type of text.

Learner-centred, in a group context, does not mean an it di-vidualized program in which each individual is engaged in aprocess separate from the others. BEST is a group program sothe aspirations of the individuals have to be expressed withina process that is collectively developed. Negotiation is neces-sary. Participants come to see the interdependence of theirindividual interests and the benefits of sharing and mutualsupport.

At the start of a program, group members participate in aneeds assessment. This consists of self-assessment in an inter-view with the instructor. The group then meets to plan how itwill spend the time in the first few weeks of the program. Thisprocess of reflection, developing plans, acting on them, evalu-ating how they have done and developing new goals is contin-uous through the coume of the program.
The collective interests of the participants in each group shapethe learning content and direction for their BEST program.Each BEST program is unique in this sense. There is no stand-ard text. There is no standard curriculum. Instructors areprovided with materials and ideas that serve as examples andcatalysts in helping the group achieve what it wants. Most
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importantly, instructors are provided with the principles that
guide the process of learning. A regionally based staff of BEST
program coordinators assists the instructors.

5. BEST is Labour-Run

An essential feature of the BEST project is that it is labour-run.
The fact that these are not employer-initiated programs is
important. They must be, and must be perceived to be, the
workers' own programs, dedicated to workers' needs as they
identify them. Too many workplace based programs attempt
to impose a workplace curriculum. Some go even further by
trying to impose an employers' curriculum. One of the largest
literacy organizations in Canada promotes its workplace ef-
forts with the slogan "How to Make Employees More Valuable
to Employers!'

Real learning results from one's desire to learn, not from someone
else's desire to teach. A labour-run program helps assure that
the workers' concerns will guide the program. A labour-run
program also helps assure that it is safe to come forward, that
there will be no retribution from employers for admitting the
need to acquire skills the employer may assume the worker
already has.

6. BEST Training Exemplifies its Content

BEST puts a good deal of its resources into instructor training.
After the instructors are chosen by the unions, they attend a
two week residential instructor training course. This course
attempts to be a model of the kind of educational experience
instructors are expected to promote when they return to their
workplaces.

A month or two after they have begun their programs, instruc-
tors are brought to a second stage training for several days. At
this point, they have a number of questions and concerns that
arise out of their practice as instructors. This training provides
an opportunity for instructors to share their experiences and
to reflect collectively on their practice. Later in the first year,
they are given several more days of training. At the beginning

284



276 Turk, Unda

of their second (and each subsequent) year as instructors, they
pari.icipate in additional training that is focused around their
needs and their practice. These training sessions supplement
the ongoing assistance instructors szt from each other and
from the BEST program coordinators in their regions.

7. BEST is Flexible

Many workers are unable to take advantage of educational
programs because the program conflicts with the rhythm of
their lives: shift workers, parents wit children, single parents.
By being available in the workplace and being run by a co-
worker, BEST programs can be made available when the par-
ticipants find it most convenient. BEST programs run at all
hours of the day and night. Some start at 4 a.m. and others run
from 11 p.m. to 1. a.m. for the evening and night shifts.
Typically, the programs run four hours a week in two 2 hour
sessions. But in some workplaces they run four hours in one
hour blocks. The choices of the group are often limited be-
cause of the constraints of how work is organized in that
workplace. The group itself decides what works best given
their schedules and their lives.

BEST is Supported Financially by Governments,
Unions and Employers

Currently, there are 100 BEST programs all over Ontario - in
mines, hospitals, manufacturing plants, bush camps, hotels,
breweries, nursing homes, municipalities and even universi-
ties. There are programs for taxi drivers, bus drivers, and
construction workers. Employers play an important role. In
virtually every case, they provide the physical facilities - the
meeting room, use of photocopying facilities, a flip chart and
similar resources. More important, through negotiations with
their unions, most employers have agreed to provide time for
the programs. Some BEST programs are run entirely on work
time. Almost all other employers have agreed to share the time
equally with the workers - a typical two hour session meets
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one ho' - on the employers' time and one hour on the work-

ers, twice a week.

The unions that make up the Ontario Federation of Labour

have contributed significantly to the BEST program. They

provide staff time and assistance, office facilities for regional

BEST offices, and the time of their members to help run the

program. The Ontario Ministry of Education has provided

most of the funding to make the project possible such as the

costs of the project staff, the training of instructors and many

of the training and program materials. In 1989 and 1990 - the

National Literacy Secretariat provided funds for materials de-

velopment and for the production of two videos about BEST -

one English and one French - that take the viewer inside BEST

sessions and give a first hand sense of how the program
operates. It has also provided support for development of

francophone programing.

BEST has Broader Implications for
Literacy Programs

The BEST model is relevant to literacy programs in other settings.

BEST shows that literacy programs are most likely to be empow-

ering when they are directed by people who share life experi-

ences, when the programs are part of the work of an
organization which represents the participants' interests and

when the organization links its literacy work to action consistent

with its organizational purpose. BEST has worked as a work-

place program, mainly because it is run by the unions of which

the participants are members, but also because BEST is seen by

them and their unions as an integral part of the union's work.

An employer or a community group is not likely to be able to

pick up the BEST model and use it successfully in the work-

place. On the other hand, it is a model that lends itself for

adaptation to other groups running programs for their mem-

bers in settings natural to them and as part of their larger

purposes - whether it be native organization'', womens'

groups, ethnocultural organizations or churches.

r
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What Really Goes On: What It Does

The test of an educational program is what it does for the
people involved in it. Peggy Lampman is a worker in a rubber
factory in Ontario. She was selected to become the instructor
in her workplace. Like many participants in BEST (both in-
structors and group members), Peggy wrote a story about the
effect of her involvement in the BEST project. It exemplifies
what BEST means when it talks about empowering people
individually and collectively. Her story speaks to what really
happens in BEST:

'Pardon me Don, but I think we have a problem: This is how
conversations start between myself and management now.
Its not my prvblem, or their problem, its our problem.

Six months ago this would not have been me saying those
words. I didn't really care. Just eight hours of my day, doing
the same old thing. Seeing things that didn't seem right. Not
reacting, not caring. Just eight hours of my day.

My supervisor loved me. But then, why not? I never argued
with him. 'You shall lead and blindly I follow', that was my
philosophy in life. 'Gee, Peg, sorry I have to do this to ya
but...: 'Yeah, I know:

Then one day someone scooped me up and whisked me off to
some foreign land. Off to the Emerald City of BEST Instruc-
tors. I spent 2 weeks with someone poking and prodding at
my feelings and thoughts. What do you think about this? or
how would you react to this situation? You mean to tell me
that my opinions and feelings really count? It didn't take too
long for that to click in, but I tried to fight it all the way.

When I finally gave in to the program: just another form of
thought control, I spent a lot of time questioning everything,
'Why did we do this today?How come we have to discuss this
crap? Did you understand me when I said that? Hours and
hours after sessions I grilled my coordinator. I think I drove
him nuts. A lot of times he laughed at me, and that would
start another tirade. What did I say that was so funny? So
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then you give me the answer Einstein! He never did, and

that made it worse. I'll show him who he can laugh at!

Boom! Back to Kansas with a bang.

Now, however, it's not the same old grind. Now I really hate

my job, but not because it is boring. It's always been boring,

but something just isn't right.

Two weeks back, I got my answer. I'm justanother number in

the system: 1145, the final cheque through payroll. Now

some guy with less seniority then myself gets the overtime
I'm entitled to. 'Oh sorry Peg, we forgot about you, way over
there.' Somehow that just didn't seem to be enough, al-

though, it would have been six months ago.

So within one hour I had scouted down my steward, shook

the dust off of him, and filed my second grievance in 14 years.

I'll show you who's the last number in the system! Ignore my

seniority rights will you?

'How long has this been going on?"What do you think
you're trying to do?"Who do you think you're dealing with

here?' I didn't even give my supervisor a chance to answer.
He knew who he was dealing with now, and so did I. I
realized at that time that I did not go away for two weeks of

mind control. It was more like a deprograming. You just go

with the flow for so long, you tend to forget what you really

are - a person, an individual, someone with feelings and
thoughts, and yes, sometimes a pretty darned good idea.

Now things are a little different. Management remembers

where I am, they talk to me and not at me anymore, and
they're actually listening to some of the ideas that I have.

But, do you think they have any other choice? (Lampman,
1990)

28 d
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Chapter 2

BASIC SKILLS UPGRADING:

A TRADES TRAINING
PERSPECTIVE

Julian Evetts and Patrick Flanagan

ABSTRACT

While the workplace is undergoing rapid changes, efforts to im-

prove the educational level of tradespeople are hindered by a

number of problems. These problems range from attitudes towards

training held by the tradespeople themselves, and by their unions

and employers, to lack of innovation in the area of instructional

design and delivery.

Changing the content rid process of trades training will be a
challenge during the 90's if workers are to function in a workplace

where basic skil . and literacy are as important as manual skills and

specialist knowledge. Effective and timely training will depend on

changing attitudes toward training; developing a more systematic

approach to the selection and professional development of trades

instructors; and in all cases, evaluating present trainir .o see if it is

effective and, where necessary, replacing it with more appropriate

instructional approaches.

The Context: Skills and Demands

As changes in the workplace accelerate, literacy skills are

becoming a necessary part of every job. Jobs once regarded as
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unskilled now requiv reading and mathematics. Even la-
bourers are now required to use laser levels, follow detailed

't.tr:11 instructions for handling toxic substances such as
and peiform calculations in order to mix cement-

finishing solutions. In the skilled occupations, technological
change demands workers with sophisticated reading skills.
Research in the workplace has shown that the average techni-
cal school student will enter a workplace where he or she will
be expected to read technical material at a reading grade level
(RGL) of 12 plus for up to two hours a day (Mikulecky, 1989,
1982).

Trades textbooks and technical manuals often have a very high
reading level due to specialized vocabulary, and the necessity
for aco iracy and comprehensiver.ess. Thornton (1 97) found
that carpentry textbooks used in secondary vocational
Courses required a college level reading ability. Clark (1978)
estimated the readability ievel of junior and senior high ir.dus-
trial arts texts ranged from a reading grade level (RGL) of9.3 to
13.3 with a mean of RGL 11. While both of these studies weredone in the United States, the frequent use of American
textbooks in Canada suggcsts a very similar situation. When a
representative sample of materials from the training program
for plumbers and pipefitters in New Brunswick was scanned
for readability, the RGL ranged from 9 to 12 for union-pro-
duced texts, while code books and texts from othei sources
tended to make greater reading demands with Ra's of 12 to
13 (NBPTA, 1989). Despite tEis very real need for a high degree
of reading skill, little is being done to actively promote the
development of appropriate content-area reading skills in-
struction needed by tradespeople to cone with these reading
demands, either on the job or in training courses.
Many technical/vocational students do not have sufficient
ability to deal with curricular or occupational reading effec-
tively. Traditionally, reading instruction has been concen-trated in the early grades and has focused on primary skills
such as word recognition and the ability to comprehend narra-
tive structures. In later grades, apart from the specific work
with other forms of literature in language arts classes, reading

N,
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instruction is limited to similar skills teaching in remedial
situations. This tends to perpetuate the impression among
subject-area instructors that reading instruction means the
teaching of these early reading skills.

The student with basic skills deficiencies is passed from
teacher to teacher, with few opportunities for the specific basic
skills instruction that would perhaps clear up some funda-
mental misunderstandings. Technical/vocational students are
not unique in the school system, and differ only in degree
from students in the academic stream, many of whom take
remedial reading and study courses during their first year of

university.

The forecast for the future is that not only a greater demand for
literacy will be required, but, as well, a higher level of general
education. Success in the Works, a 1989 Employment and Immi-
gration Canada profile of our future workforce, predicts that
skill requirements for workers will rise dramatically, and that
adapting to this change will involve making training a normal

part of working life.

Some tradespeople and their unions have enthusiastically
taken up the challenge of skills upgrading, but others are slow

to respond. Many tradespeople are unprepared to meet new
work requirements or to even undertake the learning required
to do it. As one instructor noted recently about some of his
membership, 'We can only hide so many of these guys on the
job." His own union offered specialized technical and skills
training as well as upgrading for the interprovincial certificate,
but courses that would lead to increased employment oppor-
tunities in the lay-off prone construction industry were poorly

attended.
What follows is a discussion of the problems which influence
training and re-training for this portion of the workforce. The
final section briefly looks at examples of programs and prac-
tices which have been, or may be, useful in overcoming the
problems. The authors recognize that theirs is a fairly limited
viewpoint, stemming mainly from work with trade unions in
the construction industry. It is also important to

2 2
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state that while the current definition of what constitutes basic
skills is quite broad, most of our attention has been focused on
the reading and study skills needed for the classroom portion
of trades trainiag. This seems to be the area where instructors
and tradespeople themselves feel less able to cope, and where
understanding is most needed.

Problems with Training In the
Construction Trades

The practical problems of delivering any kind of training to
tradespeople afte. they have reached journeyman status are
manifold. They stem from attitudes toward education held by
the tradespeople themselves, a lack of commitment by em-
ployers and unions to build effective training programs, in-
adequate training of trades instructors, and a poor
understanding of the trades by the secondary schools.

Attitudes Toward Training

Historically, training for any of the skilled trades has relied on
apprenticeship and the direct transmisrion of knowledge,
skills and attitudes from a journeyman to the younger, less-
experienced worker. 'Book learning' has been seen as a poor
substitute for the practical, common sense knowledge learned
on-the-job. Any young apprentice soon discovers that doing
the job 'by the book' is likely to be met with amusement or
derision. Older workers know that too much thinking while
engaged in work processes is counterproductive, and familiar-
ity with the work processes allows them to shortcut and
simplify procedures. For example, thr judicious use of
chalklines and a t wo-foot rafter square can eliminate a lot of
paper calculations. However, it takes only one look at the
devices being built and repaired today to prove that in the
future these abilities will have to be exercised in a more ,:om-
plex and technical fashion.

There is also a widespread feeling that the people who write
textbooks are not all that knowledgeable about how work is

2 3
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actually done. Scepticism about the validity of cold print, and
its unknown author, leads to a reliance on personal inform-
ants. Common sense wisdom is seen as mot, creative than
book learning since it is intimately linked to the resources at
hand for the job and the application of these resources to the
problem. Ingenuity is called for when the tools and materials
specified in the repair manual are not available.

Common sense also dictates that there is nothing like learning
from the 'horse's mouth' - usually the 'grandfather' on the
job-site, a senior worker who is knowledgeable as a result of
experience, not book learning. This learning strategy is, of
course, based on the assumption that the future will look very

much like the past. However, the level of basic skills needed by
tradespeople is high and rising. The quickening pace of tech-
nological change - new processes, new tools and new materi-

als has changed the way that jobs are performed. In many
cases the old hands have no useful experience to draw on and
'looking it up in the book' is the only alternative. Unfortu-
nately, trades training has left many workers short on the skill

needed to use printed materials effectively.

The increased literacy required for succe,s in training courses
reflects changes in the work required of tradespeople. The
content of training courses today is qualitatively different from
that required for trade-entry even a few years ago. The fear of
failure is a real disincentive to participation for many workers
with real or perceived basic skills deficiencies, and we have
heard accounts of tradespeople withdrawing from training
courses when presented with the textbook or training manual.

Where training is not directly linked to a concrete benefit, such

as more money, cleaner work, or even an extension of the time
before being laid-off, it is hard to sell to most workers. For
tradespeople, who already feel themselves to be respected
and highly-skilled workers, it is even harder to sell. In the
union environment, especially where there is labour-manage-
ment tension, becoming passionate about self-improvement
can be a mistake. Solidarity demands that training not be seen
as 'breaking ranks' , individual gain. It takes close coopera-
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tion between the employer and the union to sort out who is to
be trained, to what end, and to whose benefit. Often, mistrust
between labour and management works against efforts to
upgrade basic skills, as in the case of basic skills programs
which can not (or will not) do any assessment because it is
feared the information will be used by management as the
basis for promotions or terminations.

Whether justified in the past or not, current attitudes toward
training are out of line with the changing demands of the
workplace. These outdated attitudes both influence and mir-
ror the level of commitment to labour force training in the
workplace.

Inadequate Commitment to Training

A commitment to recurrent ee.acation for tradespeople is not
evident among many unions or employers. The systematic
training effort we have been told we will need is not yet on the
ground. Employers in many cases do not see themselves as
having any responsibility tot training, and continue to act as
though there is an over-supply of skilled workers. To date,
unions have failed to make training a high priority in collective
bargaining. They have also failed to promote or to mount
extensive and effective training programs.

A large number of tradespeople working on construction pro-
jects or working for small enterprises have even fewer oppor-
tunities and less support for any kind of training.
Tradespeople on large construction projects typically live
away from home or commute, and little real time exists for
upgrading courses. Community colleges and other training
facilities are often far away. Without employer support in the
form of time off or on-site training opportunities, it is not
practical for many to take training. Construction companies
have no incentive to develop local tradespeople. Unlike pro-
ject managers and engineers, who are committed to the com-
pany and receive support for relocation, tradespeople are
hired on-site and let go when the job is completed.

2P5
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Small enterprises which employ skilled tradespeopk: - the
machine shops, service companies, and garages - also have
little incentive to upgrade an emrioyee's skills. Doing so
would only increase the probdbility of tI It person moving on

to better paying employment, possibly with a competing com-
pany. Funding in many cases is available from federal and
provincial agencies to help these small companies pay for
training, but these programs are almost universally viewed as

'too much red tape' (ACOA, 1989).

Once an apprentice reaches jounteyman status, and full un-
ion membership, his or her practical incentive for further
training is significantly reduced. Adult educators may be
amazed at the reasons for undertaking personal learning pro-
jects, but few people take welding courses for self-actualiza-
tion or even for general interest. With few exceptions, the
trade ticket is the only qualification to strive for. Once in the
'back pocket', it assures the bearer employment as a skilled
worker with no need to upgrade, re-qualify, or take any fur-
ther training. Additional skills upgrading is neither recog-
nized nor remunerated. Larger employers and many unions
offer skills upgrading - in the case of some companies, right
from the shop floor to an engineering degree - but filling the
seatP with bodies is a problem.

Skilled tradespeople, and more specifically members of craft
unions, define their craft according to the body of tradition
and skills passed down from master craftsman to apprentice.
To a great extent this idealistic view of the unhurried work-
place where teaching and learning are mixed with work still
exists, and most journeymen take the training of apprentices

as a serious responsibility. While this can be said on an indi-

I-Aual or training committee level, it is often not true at the
ugdon level, where education and training issues are usually
second to 'bread and butter' issues. The drive to higher levels
of productivity, especially in the construction industry, will
challenge unions to preserve the conditions that allow ap-
prenticeship to work effectively. As one instructor commented
when he heard that a large construction project had oeen

2 nt



288 Evetts, Flanagan

completed six months ahead of schedule, "It is hard to believe
that any transfer of skills (between journeyman and appren-
tice) is happening on that job."

Within the skilled trades, and in this regard the plumbers and
pipefitters we have been working with are fairly typical, it is
common for instructors to be full-time workers. Instructional
duties are extra, part-time work carried out after a normal day's
work. For many instructors in other contexts, a three hour
class is a day's work! The quality of instruction given under
these circumstances must be questioned. Most instructors
manage, and feel strong solidarity with their working brothers
and sisters, but at the same time are left with little time for
class preparation, assessment of trainees' educational
achievement, or specific work on integrated basic skills. In
some cases, one is also left with the impression that the reed
for these educational requirements is not understood by any-
one but the instructors.

Not surprisingly, negative attitudes toward training, and a
minimal commitment to support or participate in training,
lead to generally underdeveloped systems for instructor r.,elec-
tion, preparation and retention.

Instructor Preparation and Professional Development
With few exceptions, unions and community colleges lack a
systematic approach to instructor development and retention
that would creat2 a cadre of instructors upon which to build
effective and forward-looking trades training cap ,ity. No
matter what claims are made by those organizing or promot-
ing training programs, what goes on in the classroom remains
much the same as it always has been. We know that the need
for classroom training will increase in the future, and that
what is tausht will b.? more complex.

Nevertheless, little is done id develop the instructors for this work.

In the trade unions, instructors are generally respected by the
rest of the membership but the position is not one of privilege.
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Training, especially short-term, part-time training or training
involving travel, tends to be regarded as a perk, and subject to
the constraints of seniority, or perceived fairness. This attiftide
limits the amount of time instructors can spend on in-service
activities, whether as provincial or regional staff persons, or as
participants at training events offered by the international
union or other agencies. It also means that training is spread
thinly over a large number of active and inactive instructors,
rather than being used to adequately develop a few.

Whether working in the community college or in union train-

ing and upgrading programs (many instructors do both),
trades instructors are given little help in becoming efficient
facilitators of learning. The critical classroom interaction be-
tween instructor and student remains unexamined. As J. Den-

nison and P. Gallagher (1986) note in :heir analysis of the
community college system:

... college teaching has not been rigorously and sys-
tematically evaluated and ... few resources have been
devoted to improving '-he quality of instruction. The
quesion of how good college teaching really is has not

yet been answered.

The place of general education in the curriculum has been a
thorny issue for vocational educators, including those in the
skilled trades. Instructors in the vocational/technical stream
have, in the past, been journeyman-level tradespeople. They
were valued for their expert content-area knowledge, rather
than for their teaching ability or qualifications whicn were, in

some cases, even considered a liability. In many provinces,
tradespeople were recruited into the college system during the
period of expansion in the late 60's and early 70's. In some
provinces, novice community college instructors were given
some initial pedagogical training, but for the most part they
have been left very much to their own devices in developing
proficiency of instruction.

This is not to say that many of these tradespeople did not make
fine instructors, but rather that they interpreted their roles
narrowly. The result has been an emphasis on "manual skills"

2 3
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and 'hands-on training', and limited teaching of theory and
basic academic skill:J.. The feeling that the teaching of reading,
writing and mathematics belongs elsewhere in the educa-
tional system persists to this day.

Also lacking in many cases are any alternate models for in-
structional design or delivery. Compared to the innovation in
other fields of adult education, trades training seems unimagi-
native to say the least. The presentation of curriculum topics
following a traditional classroom approach seems to be the
norm. With the exception of the self-paced TRAC (Training
Access) Program in British Columbia or the efforts of institu-
tions like Prince Edward Island's Holland College to develop
differirig approaches to curriculum and non-conventional in-
struction, there are few organized attempts to introduce or
train instructors to use specific methodologies. Although this
flies in the face of everything we know about the education of
adults, without alternatives, instructors will teach in the way
they were taught.

Secondary Schools and the Trades: Attitudes
Although it is beyond thescope of this chapter, it must also be
noted that within the secondary school system, attitudes to-
ward any kind of vocational training often date from the Mid-
dle Ages. Many teachers and administrators regard vocational
education programs as the repository for students unable to
complete the work necessary for university entrance. Stu-
dents entering high school with academic ability are almost
certain to he counselled away from the technical/vocational
stream. The mistaken impression that not much education is
needed for 'manual work' in the trades has led some commen-
tators to suggest that high school teachers, many of whom
have bounced from school, to um:. ersity, and back to school,
be sent out to do 'real work' away from the academic environ-
ment. (Worswick, 1985) As one of the union brothers put it,
"they need to realize that it takes more than lawyers and
doctors to make the world go round."
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Toward Effective Training

All of the above is not news to many tradespeople. On the job,

no complex assessment procedures are needed to identify the

tradespeople in need of upgrading or basic skills classes. They

can be i,..entified by anyone who works with them, or even by

the local business agent . The challenge is to deveiop an attitude

towards training which would see it as the customary or usual thing

to do and not as a special one-time event.

Two large impediments must be overcome if tradespeople are

to participate in training in large numbers. First, they must be

made aware of the need and opportunities for training and

upgrading in basic and trade skiils. This is no mean feat with a

group which generally feel their training is complete, and who

in some cases entered a voiational area which they felt re-

quired a minimum of schooling. Whether or not one attributes

it to learning style, many intelligent children do not perform

well in school, and as adults are reticent to enter any environ-

ment that reminds them of that experience.

The second impediment is that a lack of commitment to recur-

rent education for tradespeople means that the resources and

skilled instructors for an effective, large-scale training effort

are not available. Overcoming these impediments will require

a concerted effort by unions, employers and government.

Lifelong Learning

The message that training will be needed if one is to catch the

'third wave' has not been heard by most tradespeople who

still see training as a matter of individual preference. It seems

that before any skills upgrading can take place, a broader

approach to adult education will have to be adopted. One

example of a program that attempts to encourage adult learn-

ing for skilled tradespeople is the BAC to Learning Program

initiated by the Bricklayers and Allied Crafts, :ten (BACS)

k 1989). Promoted as a "workshop to encourage BAC members

to invest in their futures through lifelong learning". the pro-

gram helps tradespeople in the tile trades to first see training

3
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within the larger context - as a matter of craft and union
survival - and ultimately as a national issue. They are thenasked to assess personal educational goals, to look at obstacles
to taking training that exist in their own lives, and finally toinvestigate resources for further education within their ownunion and community. The program also provides a helpful
framework for planning and engaging in further training.

Improving Instruction

Many tradespeoplehave been away from school for some timeand lack effective strategies for classroom-based learning.
Many will also lack the basic reading and math skills to under-take further training. In some cases these deficits have been
present since elementary school. Effective training for theseworkers requires instructors with not only trade knowledge,
but also expertise in the process of teaching and learning.Before these instructors can be developed, there must be acommitment to creating a role for them within a long-termtraining effort, and support for this role at a local and national
level.

Several elements are needed to prepare trades instructors tocope with the twin challenges of preparing tradespeople for amore complex and more literate workplace, and teaching
greater numbers of older, and in some cases less academically-
able, students. These include academic upgrading for instruc-tors themselves; a greater range of techniques for teachingbasic skills, especially reading; more understanding of learn-ing style and 'learning to learn' strategies; and in some situa-tions, different methods for organizing and deliveringinstruction.

The first of these is simply making sure that instructors them-selves are given opportunities to upgrade their own basicskills as the requirements for these changes. For example,
plumbers and pipefitters must often calculate the deviation or'offset' of a pipe from a straight advance. This is acr, m +fishedusing a right triangle and calculating the square root by esti-mation to arrive at the length of the hypotenuse. For these
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workers this is a basic skill', even though it is irrelevant to
most work situations and to the lives of most adults. They are
also taught to use iiigoi.ometry to accomplish the same thing.
In one class where offset was being covered, we witnessed a
baffled instructor faced with a student, newly out of schooi,
who was using polar coordinates and vectors and a very smart
little programable calculator. The instructor was unaware of
this method, and unable to give the student any advice about
how to set up the problem using it. The advent of computers
and plotters probably means that more and more plans and
specifications will demand a higher level of mathematical
ability, and instructors will have to stay on top of the changes.
This need extends to all the trades, wheth21 it be metrification

in the building trades, numerical control for machinists, or
digital electronics for the electricians.

The pace A change has been quicker in the US, and the need
to re-skill and upgrade workers for a higher-tech workplace
has become a priority. Employers there have also started to feel
the demographic shifts, predicted in studies such as the Hud-
son Institute's Workforce 2000 (1987), which are forcing them to
recruit workers they would have passed over a few years ago.
Both of these trends have led to a careful evaluation for the
way such education is presently carried out and the introduc-
tion of strategies to cope with basic skill deficiencies among
both entry-level and older workers.

Because of the highly specific nature of workplace basic skills
training, great efforts are being made to recruit and train
profess;onal educators and reading specialists for this work,
rather than looking to volunteers, or to vocational educators
with little expertise in this area. One common model for
training design and development, linked trade or job special-
ists with a professional educator to work together on curricu-
lum and learning activities. It is also becoming increasingly
common to find practitioners with both an academic degree
and trade certification.

While most trade instructors seem willing to work on basic
mathematics, there is almost a universal feeling among the
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ones we have spoken to that helping students read better was
beyond their understanding arid ability. This is fairly under-
standable when one considers that many, if not most, elemen-
tary and secondary school teachers are in the same position. It
is clear that if instructors are to help train more literate trades-
people, they will need to develop a better understanding of
the reading process and techniques for teaching the reading
skills needed in their content-area. It is generally iecognized
that teaching basic skills within the functional context of work-
related tasks is effective and results in greater retention of
learning. In the case of reading this means forsaking the
teaching of general reading skills using generic materials. As
Philippi (1986) explains in the rationale for the BSEP (Basic
Skills for Enlisted Personnel) Reading Program:

For the past decade the Army has contracted with
educational institutions to improve the general read-
ing skills of soldiers. In fact, increasing soldiers' (gen-
eral) reading abilities built their self-confidence and
enabled them to functiot IL better in a literate society, but
did not necessarily improve their pert :mance on the
job. Improwinent of general reading skills with ge-
neric materials in the classroom does not carry over to
military materials used on the job.

The need for specific content-area reading skills has long been
recognized in the school system, and over the last few years
efforts have been made to implement programs and instructor
training courses for vocational educators. This approach was
taken by the New Brunswick Pipe Trades Association
(NBPTA) (1989) wh it decided to work toward greater liter-
acy for its memb, .3. The content of curricular reading was
examined with a view to the specifics of text organization and
vocabulary. A manual of content-area reading instruction
techniques was assembled (NBPTA, 1990) and trade instruc-
tors given training on how to integrate reading instruction into
all training by teaching reading skills specific to the content
and form of flick materials.

Although implementation is hampered by lack of appropriate
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materials, the Awed for, and effectiveness of, learning to learn
instruction is also being recognized within trades training.
The inclusion of content-area reading instruction during train-
ing, or reading and study courses prior to training is a feature
of some programs in the United States. Eastman-Kodak, for
example, offers its employees a learning to learn component
(Heiman, 1989) as an adjunct to general education and techni-
cal training courses. These to are covered in the professional
development modules for vocational educators put out by the
National Centre for Research on Vocational Education (1987).

One approach that seems to be more appropriate for many
training situations is a competency-based model which
embeds basic skills instruction in training for specific tasks.
The competency-based training system used by General Mo-
tors (Esseff, 1989) gives instructors the ability to perform task
analysis, organize learning hierarchies and modules of in-
struction, write criterion tests, use interactive instructional
strategies, and validate any training developed. Instruction
for basic skills is integrated into training for tasks requiring
those basic skills. Tradespeople, taken directly from the shop
floor, are trained to use the system in a very short period of
time. From that point on, they control the de sign and develop-
ment of training and are able to quickly put together training
for new equipment or new tasks as the need arises. The
rigorous evaluation of training results, and self-eva. tion of
instructional competency, produces confident instructors
and, more importantly, effective training.

Concluding Comments

The importance of manual skills, and the long tradition and
experience of craft unions in manual skills training, should not
be overlooked. All traces have a core of tool skills and manual
competencies crucial to getting the job done. However, the
attitude that these are all that is needed is becoming more and

more dysfunctional. The same worker who rigs and lifts a
three ton piece of equipment in more or less the same way as
his grandfather did, now needs to punch up a detailed place-
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ment plan on a computer screen before he can put it down
again. And while every trade contains heavy, dirty work that
remains the same as it was a century ago, the number of
workers who do this exclusively is shrinking.

Training the large numbers of tradespeople needed for the
future will depend on a firm commitment from trade unions,
employers and governments. Trade uniens need to make
training an issue internally by establishing and supporting
training departments and recurrent education for their mem-
berships, and at the bargaining table by making sure that
incentives for training are part of norinal working conditions.
Employers will have to see, as many already have, that an
investment in people is a paying proposition and that their
welfare depends on highly-skilled workers. Lastly, govern-
ment policies are needed to secure coordination and stand-
ards for trades training, as well as a forward-looking and active
approach to labour force development.

Where will the impetus for change come from? If not from
trade union training professionals, government labour market
analysts, or human resource development specialists em-
ployed by management, then change will be driven by the
quickening pace of technological obsolescence, by the stall in
labour force growth, and by the challenges of a truly global
marketplace. Although this pressure will surely be critical in
some parts of the country and barely perceptible in others, as
long as we as a society continue to support the principles of
equal access to opportunity and high quality of life for all
Canadians across the country, responses to the issues sur-
-ounding literacy in the workplace will remain a shared re-
sponsibility.
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Chapter 3

WORKPLACE ESL AND
LITERACY: A BUSINESS AND
EDUCATION PARTNERSHIP

Peggy Kinsey

ABSTRACT

This chapter explains how to initiate and implement a workplace
partnership between an educational institution and business. The
partnership model featured is between the city (borough) of Scar-
borough Board of Education, (Greater Metropolitan Toronto) On-
tario and the Scarborough business community. Scarborough
Board's Workplace Classes program has been in operation since
September 1986, and in 1989 approximately 900 employees partici-
pated in classes.

The Seven Stage Partnership Process

Setting up a workplace literacy program is a challenging task.
The Scarborough Board of Education, working with industry,
has devised 3 seven stage process, which, taken together,
constitutes an effective workplace partnership.

The Scarborough Board's Workplace Classes have required
the support of both the educational institution arri :he busi-
ness community. As the following quotes attest, this co-opera-

3 7
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tive spirit is alive and well in Scarborough, setting the scene
for creative, stimulating skills and upgrading opportunities
for the borough's workers.

We fully support and cooperate with industries to pro-
vide English-as-a-Second Language (E.S.L.) and
Adult Basic Education: Math and English upgrading to
those people in the workplace who desire to improve
their communication, writing skills and numeracy
skills. It is hoped that we can continue to be a partner
with industry in this worthwhile endeavour. (W. Ro-
bert Kerr, Associate Superintendent, Planning and
Operations, Scarborough Board of Education.)

With the influx of new technology and the ever increas-
ing demands for excellence in customer service, the
need to improve math skills and understand and speak
English becomes imperative. Because English-as-a-
Second Language (E.S.L.) programs and Adult Basic
Learning classes are tailored to the individual work-
place environment, the participants are able to relate to
what they are learning, making the program practical
and successful.

Because of the efforts made by both Industry and
Education, the partnership provides a foundation
from which the working student can grow. The final
result is, everybr\ly wins. (Carol Gamble, Human Re-
source Representative, Nest lé Enterprises Limited.)

Each step of the seven stage process of Workplace Classes
contributes to the success of the program. From marketing to
contract and assessment, and from the program design stage,
through scheduling, implementation and evaluation, the
adult educator and corporate partner move step by step
through a process that benebts workers.

This is how the process works.

Stage 1 Marketing the Program

The Scarborough Board Workplace Classes Program Leader

F.

t)
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makes initial contact with the company by mail in an introduc-

tory letter and brochure, followed by a ielephone call to the

company representative. Next, a meeting is arranged with the

plant manager and/or the human resources or personnel of-

fice manager, the union president or representative and the

program leader. In order to highlight the scope of workplace

classes, Scarborough Board has produced a short eight min-
ute video which gives an overview of the program. This is

shown at the meeting and can be left for others in the company

to view.
The initial meeting is an informal exchange wh'ich deals with

the background and setup of the program, program design,

general and specific needs of the company, morale within the

company and the approach to employees. Possible scheduling
arrangements are discussed to ascertain time frames and flexi-

bility, with details to be confirmed later. Because the issue of
literacy is so sensitive, it is crucial at this point to determine the
manner of approach to be used in presenting the classes to the

employees.
There are several questions which are generally addressed at

this stage.
1) is it better to offer the course as if it is coming from the Scarborough

Board directly rather than through management or union?

This decision will vary from company to company and cl.pends

on the emotional climate between management and workers.

At the initial meeting with the contact person, the program
leader must be very forthright about approaching this topic, as

it is pertinent to the program's success. Depending on the level

of interest, support, respect and trust between the two levels
(management and the workers) it can be decided whether
Scarborough Boat d presents the program with management
support and facilities, or whether management presents the

program using Scarborough Board's teachers and program d9-

sign. How it is presented is important in terms of how the
workers perceive the course in relation to the workplace.

2. Should employees be approached individually or as a group?

This decision must be negotiated with the main contact per-
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son. There are several possibilities. Sometimes a presentation
is given to a group. Someti ; each supervisor approaches
each employee individually, or at other times the Scarborough
Board program leader may come in and make a presentation to
the employees. Each company determines the best approach
to suit its own needs.

3. What means should be used to publicize the program?

Employees may be made aware of the program through
posters or advertisements. As well, a notice may be enclosed
with pay cheques. However, this usually requires an oral
presentation as well because many workers may not pay atten-
tion to written material.

Finding answers to these three questions will determine the
approach that you will use. Finding the best approach is
probably the key to the success of the program because of the
sensitivity of the issue. It willbe important to give support and
encouragement and, above all, to promote the idea that: "This
is your chance to do something just for yourself. This program
is your own. You have a say in what you learn and the level at
which you will be taught."

Because of the negative connotation associated with the word
literacy and the various interpretations of its meaning, it is
best to avoid the use of the term in presentations to the
employees. The most valuable role of the company and union
in this partnership is in the area of support and co-operation.
Since sign-up is usually of a voluntary nature, it is imperative
that the program be viewed by the employee as being person-
ally valuable and that it receive strong support in the work-
place.

Classes can be planned if at least ten employees show interest,
thus meeting the Scarborough board's minimum enrollment
requirement. Two return appointments are then scheduled;
one for an extensive tour of the company, and the other for
individual employee interviews. These are scheduled to be as
minimally disruptive as possible to the employees and the
workplace.
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Stage 2 - The Contract: Confirming Support
and Co-operation

An initial one-time only assessment fee is paid to the Scarbo-
rough Board. It is a token indication of commitment by the
company and/or union to the Scarborough Board, confirming

support and co-operation. There is no further charge if classes

continue or resume at some other time or if the program
design changes. A contract is signed between the two partners
(Business and Board). Unions to date, have not been involved
with the signing of the contract but have been instrumental in
making management aware of the program, setting up the
program, supplying relevant curriculum material and giving

ongoing support.

A copy of the company's liability insurance coverage is re-
quired by Scarborough Board to verify protection for the
teacher in the workplace.

At this time, a decision is made regarding class time, fre-
quency and location. Classes may be }geld in boardrooms,
meeting rooms, workrooms, cafeterias, or whatever space the
company and program leader deem appropriate. The room
must have one or more tables, chairs and a blackboard.

Stage 2 - Assessment Determining the Gaps

The purpose of assessment is to determine the gaps in linguis-
tic and numerical learning and knowledge of the employees
enrolled in the program, and thus determine both their needs
and the requirements of the curriculum. Gaps in knowledge
vis a vis job skills and vocabulary will be taken into account, as
will potential job transfers, both laterally and upward, and
technological changes. In addition, interests and life goals of
the employees will be considered. The objective is to improve
the work of the employees and to improve their general qual-
ity of life and their capacity for further growth and advance-
ment.

Assessment is carried out in two ways:

1) A Ten to Fifteen Minute Interview Between a Member of an
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Assessment Team and Each Employee - This is a relatively
informal, non-threatening oral interview which may in-
clude an appropriate writing and math evaluation if the
level of proficiency allows.

2) Communication Assessment Forms - These forms are distrib-
uted to all management associated with employees taking
classes and are filled in and returned to the program leader.
See Figure 1 which appears at the end of this chapter.

Finally, a comprehensive confidential assessment report of the
company's and the employee's education needs is formulated,
with a description of tl.,e classes to be offered, the levels, needs
to be filled, and the aims and objectives of the instructor.

Stage 4 - Program Design: Materials and Delivery

During the set-up period, the management and union gather
sample materials to be used in the curriculum design. These
include materials relating to the Workplace Hazardous Materi-
als Information System (WHMIS), Statistical Process Control
(SPC), health and safety data, policies and procedures, forms,
reports, job descriptions, charts and floor plans.
On the tour of the company, pictures are taken of machinery,
the processes of production, safety posters, tasks of workers,
and signs and charts which can then be used in class as a
relevant teaching tool. Along with the pictures, workplace
vocabulary and expressions are noted. These, along with any
specific information needs indicated by students, comprise
part of the course curriculum.

Since this is an employee oriented program, their needs and
goals always come first. The level of delivery and r,' te rial
depends on the proficiency of the employees and the type of
classes. For example, it may be English as a Second Language
(ESL), Adult Basic Upgrading, or Report Writing. MatrriAs
can be simplified to fit particular levels and needs.

Stage 5 - Scheduling: Time Flexibility

A unique aspect of this program is its accessibility. Classes are
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timed to fit employees' work schedules. If a person works on

one of four 12 hour rotating shifts, changing every two days, it

would be almost impossible for that person to attend either
day or evening school. The Scarborough Board's Workplace

Classes have the flexibility to accommodate any possible
workshift, although most companies find that periods of onJ

to two hours once or twice a week are most convenient. The

length of the course depends on the needs of the group and

the type of course being offered. Sessions range in length from

;our weeks to fifteen weeks and can be repeated or continued

on request. A Scarborough Board certificate of achievement

marks the end of each session. Employees are encouraged to

commit themselves for at least one full session and then to

reapply if they wish to continue for another session.

Stage 6 Implementation: A Continuing Liason

Classes begin. Since each program is tailored to the individual

needs of employees and employers, there is on going curricu-

lum and material development to meet these needs. At any

time management/union or employee can submit relevant
materials which the teacher will simplify, adapt and include in

the program. The program leader is the continuing liaison
between the company and the teacher, and the teacher and

the employees, throughout the sessions. At no time does the

teacher become involved in company policy cor potential

grievances.

Stage 7 Evaluation: Shared By All

Each session, no matter what the length, is evaluated in the

same way. Halfway into the session 3nd at the completion the

teacher writes a report of what has been covered in class which

is forwarded to the program leader and the company. Also,
halfway into the session the students themselves have the
opportunity to give feedback to the program leader about the

program design and the extent to which it is meeting their
needs. TWs allo vs for a change of program contents, level of

delivery or any other concerns before the completion of the

course.

313
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At the completion of each session a complete program evalua-
tion written by the teacher and the program leader is submit-ted to the company and union. The evaluation covers all
aspects of the session including objectives, atmosphere, com-
pany support, attitude of employees and problems encoun-
tered. On the completion of the course the employees receive
a diploma and a report of their progress. They also have the
opportunity to evaluate the session by means of a formal
evaluation sheet which goes to the company or the union. If
further courses are offered in the company, the same evalua-
tion technique applies.

After a certain period of time (3 to 6 months after the initial
course concludes), a survey evaluating the long term effects
and results is completed by the management and/or unionand returned to the program leader. Out of the companies
surveyed to date, there has been a 60% return. Generally the
results have been positive. Understanding of safetyrules, oral
communication, morale and self confidence show a very posi-
tive response. Details are provided in Figure 2 which appears
at the end of this chapter.

Role of the Teacher

The teacher is crucial to the success of the program. Placing
the right teacher to fit the needs tor each level arid type of
workforce is extremely important. Not all teachers are com-
fortable teaching every specific group. It is important to know
the teacher's capabilities and comfort levels. When possiblethe teacher should be involved with the initial tour, assess-ment and program design. It is wise to involve these teachers
as much as possible in determining what is required to dealwith varying student ability levels, types of workforce and
workplace climates. The teacher must also be aware of com-
pany and union confidentiality procedures and policies. The
classroom must not become a forum for grievances.
Mile a teacher should commit herself to a complete session,
another teacher may take over if a continuation program

314



BUSINESS EDUCATION PARTNERSHIP
307

begins. The number of teachers working in the program varies
constantly as new classes can begin at any time . Some teach-

ers are employed at only one company (as they may have other

jobs elsewhere) while others may work in three more locations

during the same period. There is ongoing material develop-

ment and curriculum planning, and at any time there may be

new materials submitted by management or union that need

to be adapted, simplified and incorporated into the classes.

Teachers are brought together monthly to share curriculum
ideas and specifically designed workplace related materials.

The Variety of Program Design

All courses are designed around the employees' specific needs
and levels and the environment of the workplace There are
three major categories of program design.

1) English as a Second Language - All levels of ESL are of-

fered. Each level includes the 4 skills (active and passive)
speaking/writing, listening/reading, appropriate to the per-

sonal needs of the employees and relevant to their work-

place needs.

Conversational English - Occasionally, when the need seems

to be primarily oral communication, we will offer this skill

only, on a level relevant to the learners.

2) Adult Basic Upgrading - English and Mathematics Improve-
ment - Learn to Read.

3) Language for a Specific Purpose - We offer specific classes for

specific needs such as:

a) Concentrated English for report writing;

b) WHMIS training (Workplace Hazardous Materials
Information System);

c) S.P.C. (Statistical Process Control) - simplification and
training.

3 1 5
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Impediments to Success

Work climates do not always remain consistent. Changes
within the economy and workplace can affect training pro-
grams in many ways. Economic recession and the resulting
production slowdowns leading to layoffs and an unstable
workforce disrupt training programs. Changes in management
staff can occur rapidly, affecting interest and support of the
program When there is a lack of company support or changes
in overtime scheduling and other disruptions, these factors will
have an effect on class size, continuity and regularity.

Secondly, middle management may occasionally undermine
classes as well, because they are fearful of their staff surpass-
ing them. This is particularly so if education is not a high
priority in the lives of this level of management. In addition, if
the employer's presentation to the employees has not been
handled in a sensitive manner, employees may shy away from
the program. Also, publicity and advertising of the Scarbo-
rough Board Workplace Classes program has been limited.
This has led to a lack of awareness of the program in some
parts of the business community.

Finally, more than 75% of all businesses in Scarborough have
25 or fewer employees. Since the Board insists on ten students
per class, this makes the program inaccessible to the majority
of employers. A possible solution would be to combine
neighbouring companies but this seems to be not viable owing
to different work schedules, the difficulty of niiloring course
content to diverse workforces and the problem of location of
classes.

Incentives

Many incentive ideas have been generated by companies to
encourage a-. -..upport employees to take courses. These vary
from compat .J company depending on size, type of pro-
duction, numbers of interested employees and morale within
the company.
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Some companies offer the employee the opportunity to take

classes both on their own time and during work time. Taking

employees off work is not always advantageous or possible in

some kinds of production. Some companies allow employees

to be withdrawn from work, but the employees make up the

time on other days. For the many companies that cannot ont

for any timc If during the day, classes are held solely on

employee time, but several other support incentives can be

offered. Several companies offer a cash bonus or gift on com-

pletion of a course, while others at st 'ary review time will

automatically increase salaries based on completing self im-

provement training.

A few companies have taken the view that if there is 'nothing

at stake' employees will not take training seriously. Therefore,

they have charged employees for the course, with the under-

standing that on completion they will receive refunds, or in

the case of non-completion, the money will be sent to a char-

ity. Still others feel that having a party for the employees and

showing ongoing interest and support is enough of an incen-

tive, and that employees have to be self-motivated if they are

going to learn.

Concluding Comments

The success of the Scarborough Board's workplace Classes

program hinges on four main ingredients.

1) Flexibility and convenience of classes;

2) Individual program design which takes into account the

workplace environment and the needs and goals of the

employees;

3) Constant evaluation and re-evaluation of the program, and

the ongoing updating of materials to keep them relevant to

changes in the workplace and to students' needs;

4) The continuous support of management and union for as

long as a program is in place.
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The way of the future is life-long learning and retraining. Thegrowth of adult education will become more rapid as peoplebecome more aware of the role that learning plays in theirlives. Learning right on location at the worksite will prove tobe the most cost efficient means for governments and bvsi-ness, and the most relevant and convenient type of educa-tional programing of all.

Figure 1

SUPERVISOR'S ASSESSMENT FORM
SUPERVISOR'S NAME

COMPANY

DEPARTMENT

1. What type of communication do you have with the employees?

before shift instructions

machine breakdown

other

2. What method of communication is used?

one on one

group

meetings

how often?

3. Do you have an office?

Do workers come to yc

For what reasons to they come to you?

How often?

3
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4. Do you use interpreters?

How often?

5. How do employees report illness?

To whom?

6. What language is needed in punching in and out?

7. How are plant rules and safetycommunicated to employees?

8. Do employees need to fill in forms or reports in their jobs?

How often?

9. Do you have to deal with missunderstanding between ethnic groups?

10. Does the lack of oral or written English hinder advancement for

employees?

11. Does the lack of numeracy hinder advancement for employees? _

12. Does the lack of technical training hinder advancement for employees?

13. Do you post information on the bulletin board?

14. Is there a need for Statistical Process Control training incorportated into

classes?

t r\ 1
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15. Has limited reading and writing skills been identified as a problem with
some of the employees?

Is so, how many?

16. Is there a need for upgrading skills in English and Mathematics for some
of the employees in order for them to deal with either technical or
communication changes in the company?

If so, how many?

17. What language elements would you like your workers to learn?

job related words

understanding instructions

explaining problems

dealing with the unexp=ted

safety

machine breakdown reporting and explaining

expressing facts

social language

memo writing

report writing

charting

18. For what reasons do you want your employees to go to English classes?

r: 1
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Figure No. 2

WORKPLACE CLASSES - PROGRAM EVALUATION

Yes No
Not

Sure
N/A

1. Was/ Is there an improvement in general
conversation (work related and social)?

2. Has there been a change in morale and self
confidence of employees?

3. Was/1s there a better understanding of
safety rules, pulicies, procedures forms or

other 'lb related documents?

4. Has improvement of employees' skills
affected changes for promotion?

5. Was/Is there a noticable improvement in

reading comprehension?

6. Was/Is there a noticable improvement in

writing skills?

7. Has there been fewer number of job-related

misunderstandings?

8. Was/1s there an increase in interest in other
training or education programs?

*9. Was/Is there a noticable improvement in

numerical efficiency?

81%

75%

81%

44%

62%

44%

50%

560/0

31%

6%

14%

6%

13%

13%

19%

13%

31%

31%

13%

6%

13%

19%

25%

37%

31%

13%

19%

6%

25%

6%

25%

°The figures in this question reftect the fact that numeracy skills weren't

recognized as a need to be dealt with in many of the companies. The

majority of programs were language based.

32,1
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Chapter 4

THE MASSACHusEns
WORKPLACE EDUCATION
PROGRAM

Judy Hikes

ABSTRACT

In 1986 Massachusetts began a state-sponsored workplace educa-
tion program. Four state agencies collaboratively fund and manage
the program. The worksite projects are set up and run by partner-
ships of educational agencies, companies, unions, and workers.
An examination of different aspects of the program and its impact

on the people involved shows some of the things we have learned
over the last four years.

The Massachusetts workplace education program is pre-
sented as one model of a state-wide worksite basic skills pro-
gram. The program's structure, the way different projects
have operated, and the results thus far are discussed and
analyzed. The various sections of the chapter focus on

An introduction to three worksite classrooms and to the
overall goals of the Massachusetts Workplace Education
Initiative;

a description of the program's guidelines and of how
projects are initiated;

partnerships at the state and local levels mentioning their
strengths and weaknesses;

322
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development of curriculum for worksite projects, includ-
ing assumptions, content and methods;

language coaching and peer tutoring;

the impact of worksite basic skills classes on participating
workers, union personnel, line supervisors, and
managers;

elements which were barriers to project success; and

conclusions which can be drawn from the Massachusetts
experience.

Three Worksite Classrooms

A Garment Factory in a Southeastern Massachusetts City

There is a turn-of-the-century look and feel to the roomful of
women bent over the largc., loudly reverberating sewing ma-
chines. They reach quickly for the precut clothing pieces
stacked beside them. They are paid piecework: by the number
of pieces they finish, not by the hour. Nearly all the women
who work here are from the Azores Islands, and the main
language spoken in the factory is Portuguese. At five o'clock
the worl:ers turn off their machines one by one. Ten of the
women, instead of going home, move to a corner of the shop
floor where there are several tables covered with plastic cloths

the cafeteria. In a few minutes their English teacher comes in
and greets everyone. She props up a small blackboard and
class begins. Along with standard English grammar and vo-
cabulary they discuss typical job situations such as what to do
when your machine breaks down. This means loss of money
to workers doing piecework; one woman had had to deal with
the problem just that afternoon.

A Machine Tool Factory in Western Massachusetts
We enter an old, high-ceilinged hangar-like building. Men
wearing earphones for protection from the noise stand at
machine-tooling work stations. The work stations appear bat-

3 3
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tered, and large grease spots cover parts of the floor. In a small

enclosed room in the centre of the plant another workplace

class is going on, this time in basic math. There is a GED class

in a room nearby. "We constructed these rooms especially for

the classes,'' the plant training manager told us proudly. We

learned, however, that at first workers attending the classes

did not feel so proud about needing help. They asked for

shades on the windows of the rooms so their fellow workers

would not see them there After several workers got their

GED's and helped to recruit new people for the classes, the

feeling of shame was lessened. In fact, the GED graduates

requested an advanced, machine-related math class, and a

visitor can now find them enthusiastically working on trigo-

nometry problems. Like the garment shop, the machine shop

is a 'mature industry' factory, two of the many struggling to

survive in today's changing economy.

A Large Hotel in a Boston Suburb

The spacious lobby with chandeliers and luxurious sofas is in

sharp contrast to the well-used, pre-high-tech era machinery

and buildings of the two factories. Industry growth patterns

bear out the contrast. The service industry is thriving while

there has been a sharp decline in manufacturing jobs. When

the workplace class teacher takes us through an almost-invisi-

ble door in one wall of the lobby, we are suddenly in a narrow,

rather dark corridorwhere housekeepers and kitchen workers

pass by quickly. This is the back-of-the-house, the workers'

territory. A group of workers gathers in the Game Room,

where they sit around two tables set up next to the videc

machines. The smell of chlorine drifts in from the nearby

swimming pool. The hum of conversation has snatches of

Haitian Creole, Spanish and Portuguese. In one corner is the

typical workplace class 'blackboard', an easel with a pad of

newsprint. Anna, the teacher, carries the 'bag of tricks' (com-

mon objects, file cards, felt-tipped pens) indispensable to an

ESL teacher and especially useful in this multi-level class.

Advanced students have had to become adept at helping

others who do not read and write well. The various
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conversations turn into warm greetings for Annaand me, andthen everyone turns to the lesson.
Our visits took us to three Massachusetts workplaces where
state-sponsored workplace education classes have operated.Classes at the machine tool factory are still going on. The hotelclass has closed down, although the workers stall need andwant English classes. The Game Room, where video ma-chines competed with lessons, was not suitable, but the hotel
never came up with, another room. When the personnel man-ager, who was the company's main supporter of the class wasout sick for more than a month, the learning provider (anearby community college) found that there were too manyobstacles to running a class there and pulled out.
The class in the garment factory stopped after two successful
years of operation. To receive state funding beyond two years
employers and/or unions are required to pay a percentage ofthe project's costs. Two unions and three garment shopscollaborated in this project, but none of the partners could, orwould, contribute the required amount.
However, there are currently fifteen projects that have been
operating succespfully from one to five years. In addition to
factories, other sites include nursing homes, large city hospi-tals, clothing distribution centers, large and small high techmanufacturing firms, a paper company, metal working com-panies, and a large university. The latter offers ABE, GED and
ESL classes to its ground.; crew, maintenance workers, driversand kitchen staff. The Massachusetts Workplace Education
Initiative (MWEI) is jointly funded by the Department of Edu-cation (DOE), the Department of Employment and Training(DET) and the Executive Office of Labor (EOL). In 1988-89approximately 750 workers attended workplace ABE, ESL orGED classes.

The MWEI's two main goals are: to give workers access tobasic education classes at the workplace, which will, it ishoped, enhance theiropportunities for job advancement, andsecondly, to strengthen the state economy by upgrading the
English, math and literacy skills of the workforce. Of the

izt*.
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current 15 MWEI projects nin are ESL, two are ABE/GED,

and four offer ABE, ESL and GED. The workers who attend

classes range from recent immigrants to native-born workers

with more than 20 years on the job.

Organizational Structure

A four-person Steering Committee formulates over-all poli-

cies for the program and makes decisions on the funding of

individual projects. The Committee is composed of one per-

son from each of the three funding agencies - the Department

of Employment and Training, the Department of Education
and the Executive Office of Labour - plus one person from the

Commonwealth Literacy Campaign, which has an advisory
and resource role. Two Workplace Education Coordinators,

hired by the Steering Committee, do the field work (project

monitoring and technical assistance) and oversee day-to-day

operations.

MWEI grant funds go out to individual projects through the
local Service Delivery Area (SDA) offices, who are co-moni-

tors, along with the State Coordinators, and are responsible

for fiscal administration and data collection. To initiate MWEI

projects, the Steering Committee forwards Requests for Pro-

posals to the SDAs, who elicit proposals from local learning

providers. After initial review by the SDAs and the Regional

Employment Boards, proposals are sent to the Steering Com-

mittee for final review.

Initiating a Workplace Education Project

The MWEI grant application process is initiated by a learning
provider a company, a union or an SDA. The "learning pro-
vider" could be a community-based organization, a school
department adult learning centre, a community college, a
state college or university, or a private non-profit adult educa-

tion provider. The need for basic education at a company is

determined or confirmed when the learning provider speaks
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with company managers, union representatives and workers,
and, if necessary, does a preliminary literacy audit of the tasks
needed to perform jobs. If there is a clearly esta l. hed need
and the company is interested, the local SDA planner is con-
tacted, and plans begin for writing the proposal. The group
that does the planning and proposal writing will eventually be
the project's Advisory Board. The local partners are represent-
ative from the learning provider, the SDA, the company, and
the union or, in the absence of a union, a representative from
the workforce. The board may also include company supervi-
sors, city or town officials and other interested parties.
The current state policy for the workplace education program
is to fund eligible, well-functioning model projects for two
years with the idea that companies who experience the bene-
fits of basic education for their workers will gradually take on
the costs of providing it themselves. After the first two years a
specified cash contribution is a requirement for refunding. In
each succeeding year a larger cash match from the companies
is required, and thus public funding s gradually reduced. In
some cases unions may pay for the classes, or they may ensure
that a company provides them by including provision for basic
education in collective bargaining agreements. In the current
fiscal year (1991), nine of the projects are being partially
funded by their sponsoring companies and unions.
The interest in basic education for their workers on the part of
different companies varies greatly. The financial stability and
profit margins of companies vary also, and so the ability of
some businesses to commit resources to education for their
workers may be limited. When the state's third year cash
match policy went into effect some good programs were
discontinued because companies could not, or would not,
help to financially support them.

Project Coordination

The job of project coordinator is a pivotal one requiring crea-
tivity, organizational skills, educational expertise, diplo-
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macy, and lots of energy. The coordinator is usually, though

not necessarily, a learning-provider person. Union represent-
atives and SDA planners have been project coordinators. In a

small project the coordinator and the teacher are one and the

same person.

The coordinator convenes the Advisory Board, negotiates
with company and union to organize recruitment drives and

ehass times and rooms, arranges for teachers to spend time
with workers on their jobs to find out what literacy, English or
math skills they need. The person meets with supervisors to
get their input for the curriculum, their feedback and advice

on the way the program is going, and, later in the year, to find

out if there have been improvements in workers' job perform-

ance as a result of the classes. Using supervisor, union and
worker input, the coordinator works with the teachers to
develop a curriculum tailored to the specific workplace. The
individual sets up workshops for teachers, sometimes in con-

junction with other workplace education projects, to expand
and share their newly developing workplace teaching exper-
tise. The coordinator is also responsible for the paperwork. To

sum up, the project coordinator, in conjunction with the Advi-

sory Board, designs and defines the project, responding to
requests and needs of workers and company personnel and,

in addition, is the main trouble shooter.

Partnerships: Successes and Problems

The different viewpoints and areas of expertise of the mem-
bers of the state Steering Committee are a rich resource for the

Workplace Education Program. However, at the operational
level agency collaboration has been difficult because of the
necessity to combine the forms and requirements of three
different funding sources. An integrated system is gradually
being worked out but not without a certain amount of confu-
sion, uncertainty, and, at times, resentment among the part-

ners at both the local and the state levels.

Partnerships at the local level have brought together differ-
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ent segments of the community. The result can be a creative
working group whose ideas and efforts sometimes go beyond
the original scope of the project. Local partnerships have
raised additional money enabling projects to add student-
produced books and more teachers. They have sponsored
informational meetings on workplace education for area busi-
nesses and unions. One group applied for and received a
grant from the Federal Department of Labor for an ABE com-
ponent which was added to their existing workplace ESL
program.

Problems arise when one or more of the partners does not take
an active role. Two projects failed because changes in person-
nel at their sponsoring companies brought in new plant man-
agers who were not committed to workplace education. One
union-coordinated project came close to failing because for
much of the year the union was very involved in an organizing
drive and a strike at another facility and had little time left for
the project.

One group whose importance was not completely foreseen in
initially designing the workplace education programs, are the
company supervisors. '.ney know the job tasks and the indi-
vidual workers, best. Involving supervisors in program start-
up and on-going planning turns out to be essential.
Supervisors can provide invaluable help in recruitment, cur-
riculum development and program and student evaluation. In
some projects they work as language coaches and participate
in cross-cultural workshops to learn more about their workers'
countries of origin. If the supervisors are not supportive of a
project, people working under them will not feel supported in
attending dass and may not attend. To ensure their support,
supervisors should be given formal responsibilities in the
designing and implementation of projects.

Curriculum

Specific workplace curriculums have been developed by all
the projects. The most successful respond to the educational,

3p9
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life and work needs of the workers. To write work-related
lessons, teachers have to understand job tasks and job vocab-
ulary. Union contracts and company policy manuals are used
for some lessons, and union and company personnel often
make guest appearakces to teach these lessons.

Workplace projects have produced photo stories, books of
student writings, newsletters and videos. The film Norma Rae

was viewed and discussed in one union-based ESL class.

Their interest in the film's message and dynamics led to the
class members' attendance at a garment workers' union meet-
ing one evening a few weeks later. The small, all-maie group of
regular attenders were so surprisedand jolted by the unprece-
dented entrance of a group of eight women that a verbal
argument between two of them became physical. The women
left, but they planned to return and to discuss, for one thing,
the way meetings were being run.

Following a supervisor's suggestion the ESL teacher in an
electronics factory worked on flow charts in the class. After
completing a flow chart for his job, one worker cut out some
unecessary steps and shortened the time needed to do the job,
for which he received an award from the company.

Recently the coordinator of a project in a nursing home in
Boston's Chinatown detailed a two-year curriculum develop-
ment process in which he and his teachers have been en-
gaged. Their commitment to the development of a
learner-centred curriculum led them in a very different direc-
tion c ml the one they had originally envisaged. Uvin (1990:6-
9) states that from our teaching practice, we learned that we
had trapped ourselves and our students in a web of inflexibil-
ity by making the attainment of competencies the purpose of
instruction. We needed to re-think out whole approach to
program and curriculum development. We started by redefin-
ing what we see as the overall purpose of Workplace Literacy.
The following is a working definition.

Workplace literacy is an active recess in which adult
learners engage and collaborate to increase their un-
derstanding of and their impact on their learning envi-

33 cif,
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ronment. As learners investigate iscues in their lives
and in their workplaces, they develop collective and
individual problem solving skills, solidify their ability
to communicate in English and across cultures, gain
self confidence and improve their self esteem.

Prior to the start of classes the nursing home teachers spent a
considerable amount of time speaking to people in the nurs-
ing home, observing workers on the job, and documenting
the oral and written language used. They developed a se-
quence of lessons, or competences based upon their prelimi-
nary study. Once in the classroom, however, the workers'
reactions to their jobs rather than the jobs themselves became
the curriculum's central theme, and lesson development be-
came an on-going, participatory process. The workplace doc-
umentation was indispensable, but the workers' involvement
was the element that brought the curriculum to life and made
it work. Uvin (1990) gives two examples:

In one class students wrote a play based on their expe-
riences with verbally and physically abusive residents.
In collaboration with their teacher, they found out
about their rights and the residents' rights and re-
wrote the script, practised in class, and then used what
they had learned on their jobs. In another class, house-
keepers wrote a letter to their department head asking
how they could recycle more on their jobs.

Language Coaching

Peer tutoring, that is, workers helping others with math or
English, takes place in a number of projects. In one ESL
project a number of supervisors, workers and union officials
volunteered to be trained as language coaches. The trainer
was Lorrie Verplaetse, a counselor at Southeastern Massachu-
setts University who has specialized in workplace language
coach training. Verpla?tse (1988:24) reports that participants
were sensitized to the fears and frustrations of the immigrant
worker; exposed to simplified language learning theory and
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methods; and organized into teams to encourage workers
who want to speak English during everyday on-the-job com-
munications.

Outcomes
In 1989-90, the fourth year of operations (of the Workers'
Education Program), the program evaluators did a study of
the impact of the workp)ace education projects on participat-
ing workers, employers, and unions. They developed the
evaluation procedures and questionnaires in collaboration
with teachers, project coordinators, company managers, and
union representatives. A questionnaire was used for a broad
survey of members of each group. Then the evaluators inter-viewed a smaller number of people from each group. Some ofthe general findings were: that there was substantial agree-ment that participating workers' reading, writing, and speak-ing skills had improved, and secondly that a substantial
number of union representatives and supervisors whowanted workplace education to change working conditions attheir companies, agreed that conditions had changed in posi-tive ways. However the evaluators found that there was not adirect con Aation between successful participation in a work-place education program and an increase in job mobility orsalary. Mobility depended more upon whether or not there

were internal opportunities for advancement, and salaryraises were often tied to union contract negotiations. Wherethere were opportunities for movement, however, class partici-
pants were shown to have become better positioned to takeadvantage of them. (Rayman, Sperazi, Maier, and Lapidus,
1990;3)

In addition, the workers who were interviewed were verypositive about their participation in the classes:
"(My opinion of myself) changed both on and off thejob, ... gives me more confidence to get up and
speak."

"I have more confidence, and I accomplished some-
thing I wanted to do a long time ago."

312



326
Hikes

... makes me feel proud for myself!'

They also described how the classes helped them do better

work:

"It helps with the gauges."

"When we have problems, we can get help on the tele-

phone."

"I put more confidence; on the job btcause I knew I could

read better."

"In English, I understand the meetings!"

Now I rin read the paperwork, and I know what to do."

"If I see something wrong, I can report it." (Rayman and

others, 1990:36)

Naturally, managers were interested in whether or not the

program had saved them money. In many cases they wete not

sure how to measure savings which resulted from the classes.

An increase in staff retention or a dramatic reduction of wast-

age after classes were implemented, were clear cost benefits.

A number of managers are interested in working further on

their own and with the evaluators to figure out how to do an

analysis of cost benefits. One company is looking into the

possibility of tracking the difference in hourly output pre and

post-ESL classes. Some already obvious cost savings include:

Recruitment and retention of staff - savings on training

costs and the hiring of substitutes, who cost more per

hour and require more supervision time.

Decreased wastage - one company saw a 40% reduction

after ESL classes were in operation.

Improved safety - fewer 'loss of time accidents.

Supplies - interestingly, savings have come from workers

acting upon their concerns about wastefulness as well as

from their improved ability to read package directions.

More and more manufacturers are restructuring their produc-

tion process to try to save time and money and to meet
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customer specifications. Often the restructuring is based on
the performance of quality control by workers at each stage of

production rather than by quality control inspectors when the
product is completed. In some plants restructuring is superfi-
cial in that workers only learn how to enter certain codes into a
computer and do not have a chance to influence how the
process is working. Some managers, however, took restruc-
turing seriously and started to depend on continuous input
from the workers, making problem-solving and communica-
tion skills essential. Some quality control procedures require
good basic math as well. Companies instituting these kinds of
changes are extremely interested in workplace education. Ac-
cording to Rayman and others (1990: 57-84) some of the MWEI

companies repo:4ed that:
(1) Workers are asking more questions, helping each other

more to problem-solve, demonstrating greater self-confi-
dence, making suggestions, participating more in team
projects and writing better memos.

(2) There is increased ability of enrollees to work together
and problem-solve in 'quality circles.'

(3) Workers are more self-reliant. They ask questions and
take initiative with the machines. They teach each other
about statistical process control. There is an improve-
ment in paper work.

(4) In a nursing home employees are more self-confident,
speak up more freely, are less dependent on translators
and interpreters, and have therefore improved the qual-
ity of patient care.

(5) In a plastics manufacturing plant workers can identify
what's wrong with a machine and get a mechanic to fix it

without a translator. There is increased self-confidence
and satisfaction with being at work and greater iiidepen-
dence in job performance, as well as increased coopera-
tion with co-workers. There is also an increased
appreciation for education.

(6) Union leaders in a brake linings plant saw an increased
understanding of union rights and benefits and a greater
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appreciation for education in general. The ESL program
improved general relationships throughout the com-
pany; that is, between supervisors and workers and
between workers and workers.

In March 1990, at a conference in Worcester, Massachusetts
(Workplace: Today and Tomorrow), employers and union rep-
resentatives talked about their involvement with workplace
education. Both groups were dealing with changes in technol-
ogy, in the manufacturing And in the make-up of the
workforce. One conference member felt that company success
would only come about by the involvement and participation
of all workers, pushing responsibility down to the factory floor
and, getting decisions made there. Education became the
foundation of all the kinds of improvements and participation
that was needed for it to become a successful organization. In
this context, it becomes clear how to measure the program's
impact. It's not a question of how someone has improved his
or her English from this point to that point. It's end results.
When the company's Valued Ideas program went from 50
ideas in 1988 to 600 ideas in 1990 and workers' participation in
quality circles markedly increased, the employer decided the
program was working.

We have observed a wide divergence in the manner in which
managers implement change in the workplace. Rather than
eliciting the participation of workers, management may sim-
ply issue orders to follow a new set of procedures. In this
context a basic education program is seen by management as
enabling workers to do this. A narrow, purely instrumental
view of learning can be a barrier to the smooth implementa-
tion of change. One ESL program was directed toward teach-
ing workers to operate computerized numerical control
machines in a short period of time. The workers' lack of basic
math and literacy skills as well as their limited English and the
fact that they had no understanding of how the computerized
numerical control machines fit into the process as a whole,
made the task impossible. The teachers and the union con-
vinced management to lengthen the time frame, and to in-
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dude transferable English, literacy, and math skills as well as

information about the overall changes in the manufacturing

process.

Barriers

The majority of MWEI projects have worked well. However, if

more public funding were available, based on the number of

requests we receive, the program could double or triple in

size. Nevertheless, the percentage of Massachusetts compan-

ies with workplace education projects would still be very low.

It may be that the current sponsoring companies and unions

are more interested in trying new programs and in education

than other places, an attitude which positively affects the

quality and quantity of their contributions to the projects.

What about the projects that haven't worked? One downfall is

a non-working local partnership. The local partnerships have

become a cornerstone of the program structure. Non-existent

or non-viable partnerships have meant that adequate support

for projects within several workplaces was lacking, resulting

in no release time for workers to attend classes, problems with

classroom space, and, finally, inability to raise the hard cash

contribution required for third year funding.

In one workpla:7e the employer suspected the service prov ider

of trying to bring a union into the plant. The teacher's imita-

tion to speakers hum the community, such as a public health

worker, seems to hove led to the employer's unfounded suspi-

cion. Subsequenay when he spied on the classes to try and

find proof, the enviionment became too tense to run the

project. In another factory a long, seemingly unresolvable

labour-management dispute made for another tense environ-

ment and kept a planned project from ever getting off the

ground.
Buy-outs cause instability and uncertainty in the workplace

because contract agreements be,:ome precarious, and often a

buy-out is followed by lay-offs. One participating company

was given one day's notice by the new owner to discontinue
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what had been a very successful project. Large lay-offs forany
reason decimate classes, which tend to be made up of entry
level workers. Some projects have pulled back together afterlay-offs, but often they are not able to.
On the positive side, projects have left the MWEI because the
company, union, or a union-management partnership tookover their funding. Themost significant was the Local 26 Hoteland Restaurant Workers' Union. Collectively they bargained
an agreement with Boston hotels, assuring the provision ofESL, ABE and GED classes for members.
The attitudes of workers may be another stumbling block.Long-term workers who feel secure in their jobs may viewclasses as a threatening type of change. For some workers,immigrants in particular, their children's advancement andsuccess rather than their own is their main goal. These peoplehave difficulty making time for their own education. Previous
negative experiences in school make classes unattractive toothers, especially those for whom the experience was recent.
Some women do not envision themselves moving up a careerladder or are discouraged by husbands who find their wives'
advancement threatening. And, as often is the case there'sjust the general fear of failure.

These ot tacles and the stigma attached to classes that may bethought of as 'remedial' affect native born English speakingworkers more than recently arrived immigrants, for whomlack of English is not a stigma. Union stewards have taken
instrumental steps inbreaking down barriers by taking classes
themselves and by encouraging other workers to sign up. In alarge hospital the successful completion of a senior nursin6assistant training course by a group of older women who hadworked for many years as nurse's aides led to a union-negoti-
ated $3,000 raise for them.

Concluding Comments

Our experience has shown that good on-site basic education
programs for workers, such as the ones we have described, are
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effective and meet the goals of companies, unions, and work-
ers. Problems such as those posed by buy-outs or a workplace
that is not open to innovation or structural change indicate
that increased adult literacy is not the only key to the country's
economic future. Keeping the economy healthy will take re-
structuring at all levels of business, labor and government.

Major trends toward the de-skilling of jobs, forced wage and
benefit concessions, sub-contracting jobs to avoid collectively
bargained rights, investment in financial speculation rather
than in capital, move us in the opposite direction. Rather than
the kinds of cooperation that use everyone's potential to the
fullest, these practices widen the gap between groups of
workers both in terms of skills and of salaries. In our projects
we have seen partnerships work, workers become more
skilled, productivity increase, and some once-floundering
companies make strong comebacks. We have also seen in-
creased communication leading to a better atmosphere and
smoother operations at a number of workplaces.

Probably the most important thing we have learned from the
Massachusetts experience is that the country's economic fu-
ture does not rest solely on the skills or lack of skills of the
lower echelon workfo.ce. For desired changes to be effective,
workers, supervisors, 111anagers, union leaders and govern-
ment policy makers must all work together on learning and
implementing the skills needed for economic viability after
the year 2,000. In a very small way, workplace education
projects which are true collaborations of employers, unions,
workers, teachers and government funders can serve as
models of this type of change.
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Chapter 5

A CANADIAN VOLUNTEER:

INDUSTRIAL TUTORING
PROJECT

Luke Batdorf

ABSTRACT

Canada's largest volunteer tutoring agency (Laubach) launched a

three year pilot project with industries in Winnipeg, Southern
Ontario and Cape Breton. After three years, and 379 tutored work-

place students, many practical lessons for improved programing

and policy tecommendations for human resource development
leaders in management, unions and government have been discov-

ered. industry had little skill or interest in specifically relating
pioductivity to basic educational competence, but was prepared to
participate with a volunteer effortbecause it was costlbenef it effec-

tive, and sensitive to local culture. For the literacy practitioner this
chapter provides some practical steps tofollow, and some pitfalls to

avoid in planning and implementing a workplace 1;teracy effort.

The chapter is a descriptive report of an action-research effort of a

volunteer agency working exclusively in the field of adult literacy.

A brief background of the origin of the project will be presented,
followed by a step by step description of program planning and
implementation of an industrial workplace tutoring project. Gen-
eral results will be presented with a suggested list of procedures for
improved programing in the future.
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Project Background

In 1986 the owner of a small Fish Processing Plant in the
Maritimes began to be concerned when he determined that
his work force was largely illiterate. With some careful mea-
sures he discovered that much of his office manager's time was
taken up in filling in forms, writing documents and executing
papers and records that employees were responsible for and
should have been able to do for themselves. This meant a
considerable cost to the business without considering the
productivity costs for which there were no tight measures. As
an employer he was already sensitive to the illiteracy problem
because he was a member of the local volunteer literacy coun-
cil.

Now he began to grapple with the problems of illiteracy in the
workplace. The local public educational system could only
offer help if there was a large enough group of people who
could come to a literacy class during their work hours or, on
tneir own time, in the evenings. This was of no help. The
employer could not give sufficient time-off during the day.
The employees were not prepared to admit to illiteracy but,
most of them were functionally illiterate. They were in low-
paying and seasonal jobs, did not perceive a need for literacy
training, and did not see themselves as failing members of the
dominant literate society.

The employer knew that he was locked into a vicious circle of
low pay, low productivity and low technology. Any attempt at
solving the problem always pointed to low levels of literacy as
a barrier. He could not engage the work force in problem
solving or develop workers who were willing to participate in
joint decision making. Replacing some workers with high
technology machinery was a partial solution. But the fear that
the remaining workforce could not operate the machinery,
along with the initial large capital cost of the high technology,
was a further barrier to change.

Checking with other employers in the area he found out that
most of them had no literacy education priority in their strate-
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gic planning. They usually spent no money on it, and when

they did, it was public money. This did more to enhance their

working capital position than their productivity. Indeed, most

employers saw very little connection between productivity

and literacy. Generally they had no reliable measures of pro-

ductivity to correlate productivity and education. A vague
pre-employment requirement of a grade 10 or better was gen-

erally given as a condition for employment, without evidence

that this requirement was relevant to competency in the work-

place. The general rule among employers was: cheaper to fire

and hire than to train. All felt a vague problem, but none

seemed to want to examine the loss factor as it related to

illiteracy. Even if there was a clear relationship between a
competent labour force and literacy, all felt that any problem in

this regard was the responsibility of the public or of the unions

to manage.

Although there was no union in his workplace, the employer
could not even encourage the workers to create a union, or

seek association with an existing union for fish plant workers.

He would have preferred this as an employer because it is

easier to negotiate with one person than with many, and the

union may have helped with the illiteracy problem. However,

after examining the neighbouring union he discovered that
they like the employer, were totally uninterested. Indeed, they

held a suspicion that any effort to achieve literacy in the
workplace may be for management's benefit rather that to
enhance the employee's benefits.

Thinldng that he might be on the wrong track the employer

began an extensive search of the literature on literacy in the

workplace. He discovered that almost nothing existed in Can-

ada, and little in the USA. He then turned to the volunteer
literacy sector for help. He got th.,, help from Laubach Literacy

of Canada, who presented a proposal for funding as a pilot

project to the Canadian Employment and Immigration Com-

mission (CEIC), Innovations Program.
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The Volunteer Agency

Any history of literacy education must include an account of
Frank C. Laubach, known to some as "the apostle of literacy".
Even though Laubach began his career, at the turn of the
century as a missionary to the American Philippines colony in
the Protestant Congregational Church, he soon changed his
mission from eradicating heathenism to eradicating illiteracy.
He was a social change agent who saw literacy as a means to
cultural, economic and social ends. He inspired literacy efforts
in dozens of countries and developed primers in 312 lan-
guages. He saw all successful literacy efforts as having three
basic assumptions: (1) literacy programs should be a means to
an end, (2) programs should grow out of the problems of the
participants, and (3) learners should play an active part in the
teaching process. He developee the slogan Each-One-Teach-
One. Laubach Literacy Action i American volunteer pro-
gram which tutL-s illiterates in all walks of life. Its own
publishing house is New Readers Press.

In 1971 tile system came to Canada and in 19F it became a
completely independent Canadian volunteer ( uzation. It
has a six step approach known as The Laubacii system which
is:

1. recruit volunteers to tutor illiterates (both )ne-to-one and
groups) on a free and confidential basis,

2. train these volur teers to begin tutoring with a phonetic
system to get them started quickly, and continue to train
them with a certifying process which helps tutors use a
variety of training techniques and methods,

3. recrui, ihiterates and pair them with a tutor,

4. set learning goals with the learner and tutor to meet these
goals,

5. evaluate and feed back progress to the learner, and
6. write and publish literacy training materials and books.

There are Laubach Volunteer Literacy Councils all across the



A CANADIAN VOLUNTEER
337

country with trained, volunteer tutors. Prior to this project

they had not been involved with literacy in the workplace,

although some local councils had responded to local business

training needs.

The Proposal

The Laubach organization prepared a national proposal for

literacy training in the workplace. It was funded by the Inno-

vations Projects of the Canadian Job Strategy Program for a

three year period from January 1987 to January 1990.

The project proposed that the volunteer councils in Cape

Breton, Winnipeg and the Niagara area of Ontario enter nego-

tiations with unions and employers in these regions to explore

and implement innovative ways to train illiterates in the work-

place. Each of the three areas were to target 100 illiterates each

yew for three year Only the Niagara area was able to meet

this target.

The project had a built-in formative evaluation component

and a research component. In the proposal, evaluation is

understood to measure program impact and research to mea-

sure cause and effect. All of the formative evaluation was

conducted by the organization, and some of the research. Part

of the research was conducted by a Department of Education

at one of Ontario's major universities.

Project Stages and Results

Preparing the Ground

Before establishing an industrial literacy project in a work-

place setting there needs to be simultaneous commitment

from the volunteer sector, union and management. This needs

to be linked with publicity, media support and the offer of the

volunteer agency providing not only tutoring to the

workforce, but a clearinghouse of educational opportunities

for the whole workforce. The volunteer must be present in the

workplace most of the time to function as either an arm of the
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union or management for purposes of sorting out the educa-tional needs of the employee. Analysis of skill demands in theworkplace must be made in co-operation with employer andemployee. These demands need to be transferred into appro-priate learningmaterials as reinforcers of learning.
An important by-product of this activity is that it helps a:l-ions, employees and management know the volunteer as askilled and well trained practitioner and, therefore, one who isreliable andcompetent. It helps everyone understand that theonly difference between the professional adult educator inliteracy and the non-professional is not competency, but pay.The volunteer tutor is without pay demands.

Preparing to enter a community and workplace is a verycomplex activity. A climate must be set before the training canbe developed with both community and workplace accept-ance. It is an activity for the trained, experienced volunteer;not for an amateur.

Negotiating the Contract
Research of theworkplace yields both the educational needsof employees and the demands for workplace competency forexample, laws requiring safety as in the Workplace HazardousMaterials Information Systems (WHMIS) legislation and pro-ductivity demandsas in Statistical Process Control (SPC), Thecontract mast specifyexactly how the educational needsof thelearner will be met, and how they will impact on the companyworkplace needs. The contract must state time-off; pay expec-tations P.r.d rewards for increased competency; unions andmanagement inputs in terms of dollars, time and support;details of the process and finally a committee of the workplacewho will assume responsibility for the ownership and moni-toring of the training. The total educational 'clearinghouse'function of the volunteer shouldbe clearly specified.

Selecting the Learning Environment
Part of the contract will state the learning environment. Thiswill vary according to the wo. icplace and its demands. When
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there is a manufacturing industry the environment will be

quite different from a service industry. A small industry will

often choose to have very confidential learning done by the

local literacy council in a private place. A large industry may

set aside a fully equipped training room.There may even be

supervisors tutoring at extended lunch breaks. Each situation

will be different.

Providing the Resources

Laubach Literacy has all the resources it needs for the work-
place tutoring process. There are skill books for volunteer
tutors and learners ranging from the completely illiterate to

grade eight levels. Training for the volunteer tutors is given by

professionally trained trainers, and no volunteer is permitted

to tutor until they are certified with a minimum of a twelve

hour workshop. There is a system to take workplace materials

and put them into language levels matching those of the
beginning student. A coordinator matches the appropriate

tutor with the appropriate learner. Time must be taken to put
together, in a professional manner, the actual materials gath-
ered from the workplace in a usable way for both the tutor and

the learner.

Recruiting and Training of Tutors

Ideally, the tutors should be recruited from the workplace.
The company and union must commit themselves to this

process. They must identify and help develop means of moti-

vating and rewarding tutoring. If this workplace recruitment
cannot be accomplished the local council should be ap-
proached. The last recourse is the normal process the volun-
teer system uses to recruit from the community. The volunteer
project manager is the best one to recruit and communicate
with the workers in theworkplace to recruit tutors. The volun-

teer, by using plain language, is able to clarify and realistically

assure the potential tutor of the facts and realities of time and

difficulties in tutoring. The normal training of tutors used by

the Laubach system is adequate as a start, but some additional

training of the use of workplace materials which may be spe-
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cific for the participating industry may be needed. Usually the
Project Manager is the trainer; therefore the project manager
must be a certified trainer in the Laubach network. The new
tutor must not be permitted to tutor until he or she meets the

iteria of the Laubach volunteer training standards.

Recruiting Learners

This is is the most critical of all the stages. The project has
revealed that by far the most successful recruiters of learners
have been the volunteer project managers who have been
given permission to recruit in the workplace without the pres-
ence of management; in some cases, without the presence of
senior union leaders. Promotability was a factor in recruit-
ment, but far from the primary factor. Most people wanted to
advance themselves in general terms. Most of the same tech-
niques for recruiting learners in the regular local council sys-
tem apply in the workplace. Tutors and learners can be
recruited at the same time. Different approaches need to be
used in different regions of Canada because of the varying
cultural, social and economic climate. The local councils in the
area in which workplace literacy is implemented are the best
resources to suggest recruitment techniques.

The Instructional Process

The same process used by the volunteer system in the commu-
nity works in the workplace. The process is confidential,
individual, learner centred and starts with the level of the
learner's ability. Each learner is individually measured to de-
termine his actual performance ability in reading, writing and
numbering using Laubach diagnostic tools. The learner is
then tutored, beginning at the point of his abilityto cope.
Instruction is toward the individual's competency needs and
personal goals with constant feedback.

The Evaluation Process

Testing is necessary to help tutors determine what and which
techniques are :essful for the learner. As well learners
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want to know how they are progressing, as do both union and

management. The appropriate sections of The Canadian
Adult Achievement Test (CAAT) should be used to establish
the entry level. Form B rather than the whole test is recom-

mended as adequate. If additional tests are used other than

the usual progress measures used by Laubach, they must be

related to the specific goals of the learner, and free from the

threat of failure. Testing must be seen by the learner as merely

an indicator of progress. The initial workplace contract should
have established a set of productivity, safety, and attendance
indicators which were agreed to by both union and manage-
ment, and with the worker, as appropriate for use as a mea-
surement of progress.

If there is an intcrest or desire of the employees to measure
themselves against non-work standards such as grade school
levels of achievements in addition to the agreed-upon work-

place standards the Laubach tests will be adequate. A post
CAAT measure could also be used as an additional confirma-
tion of grade level standings. If there is to be research, it must
be under the joint management and control of the volunteer
national organization and the union or company. A university
and/or private research agency may be sub-contracted to do
the research, with collaborative monitoring procedures. The
issue is tco sensitive to be left to those who have little or no
experience in the workplace.

Project Results

The project had disappointing resuIts in terms of numbers of
students. The Cape Breton site was able to select only 7 learn-

ers. The Winnipeg site engaged 15 learners, but the Niagara
area was able to meet more than its target with 347 learners.
The measures used by the university were standard achieve-

ment measures and indicated very little gain in reading ability.

Yet employees and employees indicated that there was a re-
markable change in both attitude and performance. A re-
search and evaluation report entitled Industrial Tutoring Project

Final Report 1990 gives detailed descriptions of each area in
terms of both the industries participating and the progress of
the learners.

34 8



342 Batdorf

Rewards

It was revealing that most learners were satisfied that their
own progress was reward enough. They only needed the
assurance that there was a fair and level playing field for their
promotability compared with others who had a higher grade
level upon employment. At the initial contract negotiations
both union and industry must agree that they will not pro-
mote or reward any employee solely on the achievement of
certain grade level. Grade level achievements are not accurate
indicators of performance. Promotion needs to be agreed
upon only after evidence of successful performance in the
basic skills related to actual work performance requirements
have been demonstrated.

Project Management

Much has been learned through this project about project
management. It is clear that the project manager must have
knowledge and experience of both the volunteer adult basic
educational system and the local economic environment. All
the usual skills of manager apply. The person must be adept at
both public relations and interpersonal competency skills.
The project manager cannot be a volunteers There is simply
too much to do. It is a full time job and must be paid as a full
time effort. If the individual is managing tutors and learners in
several workplaces in one region, the manager must be ini-
tially employed by Laubach. If there is only one manager in
one large industry there may be a joint initial hiring team
between Laubach, union and management.

Results and Lessons Learned

The three year project was very succesful and more than met
its expected outcomes in highly organized and industrial
Southern Ontario. Failure to meet the goals in Cape Breton
and Winnipeg indicate that as modifications were made to the
project, the goals would have been achieved in these two
areas.
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The project's most important outcome is a workplace literacy
training model which can be made workable in various parts

of Canada.
The most important lesson learned is that industry will not
invest either money or much time in literacy training until it

can clearly see, through a competent task analysis of work-

place skills, the relationshipbetween litPracy and productivity

as it affects the 'bottom line'.

Canada has a vast range of literacy competency in the work

force. No single standard, national literacy training program

can work. Industries in the primary and service sectors, by far

our largest industrial sectors, see no need for literacy upgrad-

ing in the work place. With high levels of unemployment and

low wages, low technology literacy training is seen as unnec-

essary, and even undesirable. The large available pool of la-

bour is seen as adequate for the demands of workplace
production. The volunteers were able to penetrate this barrier
because of the cost-benefit factor.

The Canadian industries which did acknowledge the need for

basic training in the workplace had very little precise data

relating skill development to productivity. They responded
because there was a public perception that low productivity
and low skill levels impact on their national or international
competitive position or because they had a social concern for
their employees. However they did not place high priority on
this level of training. Again the volunteer system was able to
penetrate this barrier because it was efficient, trained, flexible

and most cost effective.

The volunteer system was seen by many employers as the
most sensitive and appropriate vehicle to provide the service

of sorting out the educational needs of the employees and to
make referrals to other educational agencies providing higher
levels of training such as community colleges and local school

boards.

The Research Element
constant problem in the project was its research element.
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The volunteer system had a sound formative evaluation sys-
tem and a very workable management information system
which served it well. However, the university appeared un-
able to relate to the workplacesituation as far as managing its
measurement needs in such a way that it did not interfere with
the employer-worker relationship in terms of both time and
conf identiality.

The university and the project team, were were unable to
secure from employers valid indicators of productivity as they
relate to basic skills. There were no efforts made at the begin-
ning of the project to secure these indicators.

The procedure for securing a correlation between basic skills
and work performance must be the usual one of task analysis,
necessary for each workplace site. The co-ordinator, the per-
sonnel department and the union need to detail the compe-
tencies needed for work performance prior to entering the
learning contract. This assumes an ability on the part of one of
the three partners to lead the task analysis process. The
Laubach volunteer organization had within its network vol-
unteers who could lead this process, but neither the univer-
sity, the employers, the union or the volunteer co-odinator felt
this was a necessary part of the planning process. It was a
serious mistake. It became impossible to secure any valid
indicators of change in the wnrkplace without this basic task
analysis correlation with basi skill demands of the work to be
performed.

Originally the university v% as to manage the testing and mea-
surement task. This was not done and the volunteer organiza-
tion took over this management task. The volunteer
organization had the sensitivity and knowledge of the work-
place which made it possible to secure time and opportunity f
or measurement.

Responding to Literacy Demands in the Workplace
Local volunteer literacy councils were as slow to respond to
literacy demands in the workplace as viere the local school
boards and the community colleges. The co-ordinator had to
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recruit and train volunteers from the general community to
meet these demands. Some councils did not see themselves as

being responsible for improving the workplace literacy skills,

and generally felt that this was the responsibility of the

employer.

Unions had mixed reactions to literacy in the workplace train-
ing. Some were active in recruiting and strongly supportive,
others felt that this must be purely a union activity and re-
sented the volunteer in the workplace. The volunteer was seen

as being too neutral. Response depended largely upon the

type of leadership in the local union.

The response from community colleges, school boards, con-
tinuing education programs of schools and libraries was also
spotty. There was generally good co-operation but in some
localities where community colleges felt this was their area of
responsibility, a sense of competitiveness developed in rela-

tion to the volunteer. The usual reluctance to appreciate the
trained volunteer, and the unfounded sense that a volunteer
approach is destructive of a long term final solution was often

apparent. However the volunteer system, because this was a

very familiar problem for them, usually included the local
school system by referring students to them for higher bwel

training.

Local, provincial, and federal government response was also

spotty. Municipal governments showed no interest, nor did
they see this as part of their mandate. One city government
saw this as an opportunity for training, but not something

they could support financially. Provincial governments, de-
spite limited budgets and frequent personnel changes, had a
high interest in the field. However, they frequently lacked
ability to understand the volunteer method of functioning.

For its part, the federal government was most cooperative,
helpful and usually understanding. However, because of the

BNA Act regarding education it had to keep some distance
from the educational question.

To overcome this barrier the coordinator of a volunteer agency

3521%



346 Batdorf

must make a constant effort to communicate frequently with
governments and to engage them in the initial planning proc-
ess. Each government department must be encouraged to feel
ownership of the project.

Concluding Comments

There were many lessons learned. The reader is invited to
write to the author or to the Laubach organization for an
extensive list of these lessons which have implications for
improved programing. Here, only recommendations for pol-
icy are presented.

1. Regional differences require different approaches. The
highly organized industrial centres of the country are
more receptive to training for basic skill development
than are more remote areas where workplaces are essen-
tially in the primary sector. Some urban areas have En-
glish as a Second Language as the workplace literacy
requirement. The volunteer sector should be left to de-
cide in which aspects it can best serve and with which
tools. There should not be a single model for the nation.

2. The words literacy or illiteracy should not be used for
workplace basic training.

3. A well-organized and well-trained volunteer agency has
both an effective and an efficient impact on workplace
literacy, but it must not be permitted to engage in work-
place literacy without a full-time, paid project manager
for every 100 to 125 unpaid tutors.

4. Management and union (where there is a union) must
put literacy high on their agenda for Human Resource
Development, and provide an inra-structure, before any
workplace literacy program is initiated.

5. A literacy training contract which outlines in detail the
conditions, behaviours and standards for all four part-
ners (management, union, volunteer and learner) must
be carefully negotiated and agreed upon before tutoring
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is begun. The contract should be for no less than three
years.

6. Produztivity and performance indicators, along with re-
wards, must be agreed upon before the volunteer educa-
tors develop the actual learning materials for instruction.

7. No funding from government sources should be given to
companies, unions or public schools for workplace liter-
acy basic training. Management, unions and schools may
qualify for a tax rebate, or a tax credit after evidence of a
competent operating literacy program has been pre-
sented. Start-up funds may be provided, but only as a
charge against later iox credits.

8. Prior to the start of a workplace project the program
should be required to have a built-in formative evaluation
system which would be agreed upon to be valid for final
reporting purposes.
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Chapter 6

INORKBASE% PRACTICAL
APPROACHES TO LITERACY

IN THE WORKPLACE

Rose Taw

ABSTRACT

Workbase Training in Britain, has organized and campaigned for
skills training for manual workers and low grade staff for twelve

years. T 5 chapter will use the experiences and history of
Workbase, to examine a range of practical ways of taking literacy
into different workplaces. It will look at approaches taken to fur-
ther this work in light of recent change. Finally it will review the
future of workplace training in basic skills. A case study illustrating
the Workbase approach appears at the end of the chapter.

Work-related basic skills provision is a relatively new area of

work for many practitioners in Britain. Workbase, an indepen-
dent non profit organization with charitable status, has been
working in this field for 12 years. It promotes training for
manual employees and ancillary staff and provides direct
training in all aspects of communication skills, working na-
tionally in both the public and private sectors. It receives fee
income from employers, with grant aid for new initiatives and
coordination from the Adult Literacy and Basic Skills Unit
(ALBSU), the London Borough Grants Committee and an
Urban Aid Grant through the London Borough of Camden.
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Workbase offers support and training for training organiza-
tions, Local Employer Networks (LENS) and Training and
Enterprise Councils (TECs). Workbase works together with
educationalists to provide opportunities for education and
training to those who have received least in the past. Recently
ALBSU has provided Special Development funding to enable
Workbase to increase support to practitioners particularly
those in Adult Education and Colleges of Further Education to
whom this type of work is a novelty.

Workbase has the full support of the Confederation of British
Industry (CBI), the Local Government Training Board
(LGTB), and the National Health Service Training 1- thority
(NHSTA). It also works with the full support of the Trade
Unions and has been approved by the Trade Union Congress
Education and Training Committee. Despite all these en-
dorsements of credibility, convincing employers to undertake
this training is still a difficult, slow process.

Origins of Workbase

In 1978 the full time National Union of Public Employees
(NUPE) official for the Southern region, working withporters
and domestics at the University of London, discovered a por-
ter had problems with reading and writing messages. The
University agreed that paid release would be given in work
time, and cover provided, so that a group of cleaners and
porters could be taught by students at the Institute of Educa-
tion nearby. The managers were startled that this approach
caused problems.

Essentially, the workers demanded teaching from adult expe-
rienced practitioners who would show them respect. Such
tutors were found and NUPE funded the teaching. Four hun-
dred university manual workers received basic skills training
under the "NUPE Basic Skills Project". This later became the
"Workbase Trade Union Education and Basic Skills Project".

That w ?. twelve years ago, but now the British workforce is
ageino lid requiring new skills. Suddenly, it is widely re-
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quired that workers be more competent, confident, numerate,
literate, technologically-minded and flexible than ever before.

Research Findings

A training agency study found that only 11% of the group
surveyed had received training during a three year period
between 1984 and 1987. One in three adults is unqualified,
and only 13% have post A level General Certificate of Educa-
tion qualifications or equivalent, that is, entrancequalification
to a college or higher education. Fifty-two percent of qualified
adults go on to receive further training compared to 16% of the
unqualified. In other words, to those who have, more is given.

Furthermore, while manual employees are neediest, they
have the least access to provision. The organizational barriers
are shiftwork, rotas, night work and long hours. The scale of
workplace need is huge. Recent research found that 95% of 51

Asian workers in a food industry company wanted literacy
support at a basic level. Secondly, a systematic random sam-
ple of 100 manual workers in a heating company found 71%
wanted communication skills. Finally, an average of 30% of

any organization's workforce will need basic or post basic
communication-skills support (Bonnerjea, 1987).

As well the research demonstrates that there are many reasons
wfrf an knployee did not gain basic skills in childhood: educa-
tion was interrupted by illness or war, or family responsibilities;
lack of interest in schooling or lack of support during compul-
sory education. Over time, many omployees also lost confi-
dence in the basic skills they had acquired because they were
not practised in jobs requiring primarily manual dexterity.

Placing a Value on Training

Our scale is small. In the past thirty months employees from
fourten organizations have benefited from basic skills provi-
sion. Given the range of employees' demand, this must be
increased.

3 5.7, 4. 1.
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But how do we persuade our employers, who are on the
whole conservative, to recognize that their employees need
extra training effort to improve basic skills? The weaknesses
have been invisible to some emp.oyers. However, this is
changing.

Firstly, since companies and individuals have to meet compet-
itive world class standards of performance, employees have to
gain higher level skills to meet stringent quality and cost
targets. For example, some employees' numeracy skills are
insufficient to meet the demands of Statistical Process Contol
within engineering companies.

Secondly, there is a decline in demand for unskilled workers,
with 400,000 fewer jobs anticipated in the early 1990s, and
growth in demand for those workers with higher skills. For
example, the introduction of information technology de-
mands an ability to apply and interpret information.

Demographic changes country wide have concentrated per-
sonnel managers' minds on how to attract new employees to
the workforce as well as how to retain existing employees. As
80% of workers of the year 2000 are already in the workforce,
training and personal development for employees has become
a critical employment issue. As well, recruitment of ethnic
minorities and women returners to the workforce has become
a reality. Exploring other options such as job-sharing, or work-
place nurseries is also crucial. But as in wartime, when there
was a political will, it could be done.

Local authorities frequently have an equal opportunities pol-
icy, which can be invoked usefully to remind employers of
their duties, and the advantages to them of implementing
good recruitment, retention and retraining strategies. This is
further explained in the case study of an inner city borough's
social services department, which appears at the end of this
chapter.

The Bloomsbury District Health Authority Workbase Project,
with funding for one worker full time, is an example of provi-
sion arising from a furthering of Equal Opportunities and
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retraining needs. Some workers were not taking up training

opportunities because of fears that their lack of basic skills

would be discovered. In addition, recruitment and retention

of Afro-Caribbean staff to hospital jobs in this inner city health

authority was most unsatisfactory and did not reflect properly

on distribution within the local population , Shift and night

work made it hard for some women to take up jobs; however,

in response to this problem a workplace nursery was estab-

lished. Five 150 hour courses have now taken place, and many

short, specific courses such as customer care, assertion, math,

and spx Aen English and communications have been held or

are planned. Apart from personal benefits, students report

more confidence in applying for job-related training and in

applying for promotion. They also display improved morale.

Marry health authorities want basic skills training to ease the

introduction of new practice, like the cook-chill procedures at

the North Middlesex Hospital. There was a great need at the

hospital for basic communications courses since 80% of staff

had basic skills difficulties. This need existed alongside con-
siderable staffing roblems and constraints, such as problems

of staff attraction and retention. Some staff had felt such
anxiety at proposed changes that they contemplated leaving

the service, despite having worked for the authority between

18 and 25 years.

A northern company producing heaters had instituted huge

changes in a hurry through team briefings and quality circles as

part of quality control. These were not greeted with open arms

by the operatives who despite good pay and profit sharing, felt

the changes were being imposed on them and were a trick to get

more work out of them.

Despite this kind of resistance to change, training is seen to

represent excellent value for money. Workbase was received

very positively and staff are now not only not resisting work

training but demanding it. "If wider training were given there

would be more flexibility", said one operative.

Mandatory training such as Food Hygiene, Pesticides and Con-

trol of Substances Hazardous to Health (COSHH) has already
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caused employers to be more aware that basic skills training is
needed. This is evidenced by the fact that some cannot benefit
from the necessary technical or work-related training while
their basic skills need improvement.
The European single market has several implications for basic
skills training, as for example in legal compliance with Euro-
pean Economic Community (EEC) pesticides regulations. A
private firm, Thamesmead Town Ltd, found the pesticides
course a waste of money, as so few staff had the literacy or
numeracy skills required to understand the course work, let
alone pass the test involvingcomplex calibrations and metrics.
Numeracy and basic skills courses improved the situation.
To win contracts for Compulsory Competitive Tendering (the
policy of inviting tenders for services such as school cleaning
and refuse collection), Workbase is sometime called in to do
basic skills training. This has the added effect of i.nproving
morale. A domestic finishing a Workbase course at University
College Hospital, who in 20 years had not received any train-
ing said: "I like studying, I would like to learn something else,
especially if our jobs are given to a private firm." Now she
attends a Local Authority Adult Education Institute's (AEI)
evening classes.

Setting Targets and Standards

The Government has set targets for training in the '90s which
are of considerable relevance to workplace practitioners. First,
by 1992 all employees should be having company training or
development. Secondly, by 1995 at least half the workforce
should be aiming for updated or new qualifications within the
National Vocational Qualification (NVQ) framework and
should have individual action plans to which their employers
should be committed. Thirdly, by the year 2000 a minimum of
half the workforce should have reached level 3 NVQ or its
academic equivalent.

The climate for training is becoming more positive. There is a
move to create a 'qualified society'. Industry-based occupa-
tional standards are being developed and Training and Enter-
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prise Councils (TECS) have been created to help provide the
country with the skilled and enterprising workforce it needs for

sustained economic growth and prosperity. However, 85% of

TEC funding is for developing training with the unemployed

and only 15% for developing all other categories of training.

Employers generally do not have budgets allocated for basic

skills workplace training. The need for communication skills
must be first demonstrated, starting with a pilot project which

fits in with operational requirements. C ae Managing Director

said after a long period of negotiation, when a need for basic
skills training had been identified: "Why are we paying for
these people to read and write when they don't need to?
You're not having a budget for this!"

As well employers want some control over or knowledge of

content, as they have to work to performance indicators, and

meet high targets of productivity. Lead bodies are working to

help industries assess competencies in all work areas. Each
Industry Lead Body (ILB) is a forum of all interested groups
and employers. Such as the Confederation of British Industry,

the Industry Training Board (clow defunded), City and
Guilds, and educationalists who meet to work out objectives

and set coopetencies.

The National Council of Vocational Qualifications has to ap-

prove national st?ndards but needs help from ILBs n aiming

for a standard format to be used nationally. In practice, involv-

ing managers in courses seems to work well. To use them as a

reaource, source of information and further training can only

help to empower students. It also important public relations

for workplace communication skills training. Students on
workplace courses are encouraged to continue learning
through the local provision. Seizing wider training opportuni-
ties within the workplace is also encouraged, whether voca-
tional or personal development skills are involved. Workplace
cultural change and job satisfaction are possible when work-

ers are together shaping an effective, dynamic organization.
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How Workbase Works

Workbase uses marketing techniques to establish what we are
selling, how it is unique, how it will benefit the employer and
what it will cost at the outset. It often takes a year from the
initial contact before a course is set up. Making contact with
the employer is not always easy, and mailshots and cold call-
ing are expensive for the results produced. Workbase often
targets employers identified as pc ntial clients via the trade
unions. The ideal organization employs a high propoMon of
manual staff, is undergoing a process of change andis-repre-
sented on bodies such as the TEC, Chamber of Commerce,
Employers' Assocation or Local Employers' Network.

We are advising those who work in local Adult Education
provision and want to set up workplace projects from scratch
to ask current students where they work and what training the
employer offers. We suggest discovering which other Local
Government departments have contacts they could use.
Working through the Chamber of Commerce or Employers'
Association and offering them a presentation is a common
means of access.

Workbase has over time developed a method of surveying
workplace needs to discover both organizational and individ-
ual requirements. The process is made up of several stages:
presentations, interviews and courses.

Presentations

Presentations are made separately to all the different groups
involved: senior managers, union representatives and line
managers. They inform the different groups of participants,
and give everyone the opportunity to air opinions, and ask
questions. It is important at this stage for Workbase to learn
about the employer's organizational and training needs. The
employer and union groups have separate interests, which
must be considered. First, and most importantly, the trade
union officials in the organization need to be properly in-
formed. In negotiations, they can point out to management
the advantages of trained staff.
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Line managers and supervisors also need to be completely
aware of the benefits and implications of workbased training
for their staff. They will have to cope with the management
headaches of sorting out cover arrangements, release, rotas
and schedules problems. A working group representing line
management, personnel and training officers, trade union
representatives, educationalists and Workbase define the
terms of reference for training. Communication skills audits

are used to produce a clear and coherent training plan. This
avoids potential pitfalls later.

Workbase has discovered that in general, supervisors know
they will benefit from having more independent, literate and
numerate staff. The benefits are many and varied and have
been identified by,a wide range of corporate managers. They

include:

increased skills

better communication

greater efficiency

improved staff morale, internal promotion and staff reten-

tion and improved confidence and motivation.

Interviews

The next stage is private, confidential interviews on site,
planned to fit in with work patterns. The point is to establish
corporate needs via an overview of a cross section of the
workplace, as well as to establish the individual's needs.

Supervisok 3 know when their staff have severe literacy prob-
lems, even if this is never discussed because of staff embar-
rassment. To preserve everyone's pride convoluted coping
strategies have nev been mentioned. Such workers often
refuse promotion because of anxiety about increased pa-
perwork involved. One woman said, "I'm fine with forms,
I've learnt it all off, but they don't know that at work (they
probably do), and God help me if they change the forms." Of
course forms do change. One of the result; of new technology
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is that relatively low grade staff are expected to be able to key
numbers and codes into computers, and often worry about
this.

Reports

Next, a report is prepared, giving breakdowns of results of the
survey, a profile of the project, and suggestions and recom-
mendations, accompanied by tables, figurp and conclusions.
This report is sent to all parties. It is generally presented at a
Steering or Working Group meeting. Sometimes manage-
ment is surp.....2d that so many staff express an interest in
training (often 90% want some sort of training), and that the
identified need for the most basic skills training should he so
extensive 5 to 8% or higher if the workers are English speak-
ers of other languages.

Courses

Courset1 are custom-designed for each client. They vary from
the shoP 2 to 5 day customer care, assertion training, or report
writing courses, to the more thorough 150 hour basic skills
Workbase course, in both literacy and numeracy. Outcomes
are usually of benefit both to students and to the company as a
whole, as at Baxi Heating where management and workers
were brought together in a fruitful debate on benefits of qual-
ity circles.

Ealing school cleaners had two parallel courses, one of Asian
women who needed a great deal of support, many of whom
were illi'xrate in the mother tongue, and a group mostly of
Asian women, some of whom were well qualified. They all
became much more positively engaged with the workplace as
a result of the course, acting up, speaking in meetings, mak-
ing positive suggestions about safety and getting rules
changed on working alone late in the building as a result.
At the other end of the spectrum there are one day courses.
For example a one day course on Report Writing skills, which
was one unit in a week's training for a social services team
working with hientally handicapped persons, mostly in day
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centres or residential homes. Workbase has run short cus-
tomer care courses, assertion training and metric maths,
sometimes in the hope that it will get a foot in the door of the
organization, and uncover the scale of need for the employer.
Manufacturers and other private sector Workbase courses
have, in general, been fairly short. The company has not been
able to afford production time, though the outcomes have
always been favourable and managers have made remarks
such as "the benefits can not be calculated in financial terms, I
had my misgivings, but the response has been fantastic".

The Future of Workplace Training in Basic Skills

The future for workplace provision in Britain may not be easy
because of financial constraints, but the need is well estab-
lished.

The Ford example illustrates what employers may do once
they take on board the idea that training will benefit them, in
increased motivation, quality and even health of their employ-
ees. The Ford Motor Company in Britain followed the Ameri-
can parent company's solution as well Ls preempting present
governmental thinking on post-school education and its cost.
They did this by offering vouchers to all employees to offset
against training. Workbase courses in basic skills were offered

as an option. While golf was more popular, this scheme has
put education and training firmly on the Ford agenda and the
unions have accepted that it is a real staff benefit.

Open Learning

Or, e practical alternative to courses, which is relatively low
cost, and which offers continuity and eases cover problems, is
Open Learning. Increasing numbers of employers are intro-
ducing Open Learning resource centres to their companies.
Since these centres provide management and technical train-
ing. they seem to be yet another case of education excluding
the neediest. Yet if a cent e. can be set up, it can train a large
number of employees for literacy relatively quickly compared
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to the small-group-one-course-at-time model, whereby it can
take years for an identified need among say 100 employees to
be met. The centre offers other advantages: the time can be
extended, course duraticr is flexible, it provides self-directed
learning, and it may lessen barriers of attitude inld attached
stigma if it is seen as something of high status.
A national shift of emphasis on how the working world is
viewed has meant that all training is being seen as potentially
aiding the process of corporate change,

. For this to be more
than cosmetic, there is a need for resources as well as state-
ments. Political will is present theoretically but even the TECs
which are supposed to be supporting agents of change are
under-resourced. Companies themselves are proving slow to
invest in the future.

What is required is a strategy for getting the issue of manual
worker training onto national agendas within tiades unions,
employers' organization and the government itself. If not
centre stage as yet, we have certainly moved away from com-
plete marginality. This has been evidenced by greater govern-
ment funding for Workbase to assist in the setting up of
workplace literacy schemes in colleges, and adult basic educa-
tion provision in the new education departments of local
authorities.

However, for most practitioners of adult education, workplace
education is a completely new idea, as are the other organiza-
tional recent changes brought about by bringing a market
approach to the public sector. It is puzzling to many to envis-
age making money out of illiteracy and out of manual workers.
But what makes it harder for educationalists is that they have
not usually thought of many of their students as 'workers',
since they meet them as 'studt Its' and since many adult basic
education students are not employed. There are consequently
low and unequal expectations of literacy students in some
areas.

Workbase too has moved away from simply teaching small
groups, to analyzing an entire workforce's need, coming up
with large scale analyses and a training plan that takes on

36f;



'WORKBASt:' PRACTICAL APPROACHES 361

board ways of implementation. In other words, the role has
become increasingly that of consultant rather than provider.
This is especially true outside London as it is more sensible for
local providers to teach.

Commitment from employers and Trades Unions outside
London is also increasing. The recoj,nition is growing that it is
the managers who are the clients, rather than the employees.
Harmonization of pay, breaking down artificial divisions be-
tween manual and clerical staff for example, aims to get the
best out of staff abilities and uses all the expertise and brain of
the organization. This goes hand in hand with a wish to make
'total quality' a reality, rather than a pious dream. Opportuni-
ties for training are being increased because conditions of
service, and indeed job descriptions., are changing.

Within the Trades Unions training is being taken more seri-
ously, whereas previously there was great hostility to the idea
of Paid Educational Leave (PEL) replacmg money on and
working conditions as bargaining issues with employers. Un-
ions are now more likely to recognize that part time workers,
mainly women, women returners, and black workers, previ-
ously neglected, are an important part of the Trade Union
movement for whom training can mean a greater involvement
in the union as well as personal benefits.

For Britain the move towards a single European market has
meant that unions and managers have had to rethink their old
complicated approach. Now there is the bigger issue of com-
petition from Europe. Together they have to see what the
company needs in order to compete effectively with more
highly trained European colleague,.

Concluding Comments: The Challenge for
the Future

What is exciting about all this is the challenge offered by NVQ.
National Vocational Qualifications offer a promise to all of
Britain's employed that their competencies in jobs, and their
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interpersonal and technical skills, will be recognizedand certi-
fied, so that at last we will produce an achievement positive
model in this country, rather than the failure, deficient model
we have held so traditionally.

Under the new system everyone will be able to achieve credits,
in small stages. The Trade Unions have had to become in-
volved in this process, and can see there are advantages.
Workbase has already begun the process by becoming an
accredited centre.

Another hallmark of the future is that linked courses are
increasingly demanded which means, for example, that a
Customer Care course will have a literacy component inte-
grated within it. It will be structured so as to enable the least
literate to contribute.

For the British Government to meet its ambitious targets in
terms of the nation's improved qualifications, skills and per-
formance, it will need to provide improved acess to appropri-
ate training for the 13% with basic literacy problems.
Workbase has the experience and strategies to move forward.
We are excited by that challenge.

Case Study: The Challenge of Regrading and
Workplace Change
Client

The client is the Social Services Department, Adult Residen-
tial Homes Section of an Inner City Borough. It is Labour Party
led and has strong policies aimed at overcoming disadvan-
tage. It believes in providing high quality care services. Resi-
dents of the Homes are elderly persons who can no longer
care for themselves in the community. These Homes are re-
ceiving an increasing number of residents who are confused
or suffering from mental problems.

The borough's Economic Policy Unit had recommended
Workbase for manual worker training so that staff in the
Homes would apply for and benefit from job-related training.
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Because of recommendations made in The Griffith Report
(1989), managers realized that staff would need training to
cope with the proposed regrading program. A training plan
that balanced personal and corporate needs was required. In
the future, staff would be expected to take on extra duties, take
more responsibility, have less supervision and become more
involved with residents rather than being just 'minders'.

Care Assistants, regraded to Residential Social Workers and
given 'key worker' status, felt pressured by additional duties
including making initial assessments, taking temperatures
and blood pressures, giving medication and making decisions
in the absence of senior staff. The main aims of the training
plan were to identify the communication skill needs of the job
and to recommend training to meet these needs.

The Process

A meeting took place between representatives of Workbase,
the Adult Homes senior management and the Training Sec-
tirn of the Departmont. These members formed the core
Steering Group to oversee the project, agree upon aims, and
make the training happen. Workbase sought agreement to
make presentations about training to all staff in four homes for
the elderly. This included over 100 workers in the areas of
residential social work, care assistants, domestic assistants,
kitchen assistants, cooks, laundry persons and handy per-
sons.

Presentations to managers of homes for the elderly

Presentations were made first to managers of the four homes,
and all those with staff supervisory status. They were enthusi-
astic and clear as to how the homes would benetit. They would
be more likely to retain their st lff if they felt they were making
progress through training. Upgrading would make them
more confident when applying for promotion, and kitchen
assistants could qualify as cooks, thus removing the need for
Agency cooks.
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rresentations to staff

Presentations were made to staff in Adult Residential Homes
,-ithout management being present. The Union Representa-
tive introduced Workbase to the staff and described the pro-
ject. The Workbase consultant described what a typical course
might provide for staff. She urged all to take part in the survey
to assess their training needs which might range from written
to spoken English and brush-up maths to a Social Work Certif-
icate course.

Interviews

One hundred care assistants, domestic assistants, cooks,
kitchen assistants, laundry persons and handy persons in
four homes received 20 to 25 minute interviews. Question-
naires with checklists were used to probe oral and written
communication needs. A common comment at the interview
was: "I've been too frightened to go on training before in case
someone finds out that I can't write."

Training needs analysis and report

All interviews findings were examined and collated forming
the basis of the report. Ninety percent of the workers inter-
viewed were interested in Workbase. Women returners who
wanted to brush up on clerical skills emerged as a considera-
ble group. Basic skills needs that were identified included:
telephoning, messsage writing, report writing, using Cardex
systems, taking temperatures, handling residents' money and
shopping, counselling approaches, understanding ageing
and health matters, metrics in the kitchens, timetables, mak-
ing action plans for residents, and promoting awareness of
equal opportunities.

The analysis section of the report grouped staff according to
need and types of training they identified for themselves. The
report included a draft course outline. Reports were sent to
the managers of all homes. The Senior Manager then called a
meeting to discuss the findings and decide on further action.
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Courses

It was agreed to set up two pilot courses running consecu-
tively t wo days a week fel' 12 weeks. Managers express interest
in being course speakers on topics such as Equal Opportuni-
ties and Health and Safety in Homes. Workbase welcomed
this involvement. Tutors prepared materials suitable for dif-
ferent levels within the group, and used workplace forms and
literature. Students were encouraged to fulfil their own aims,
such as "filling in my own time sheet".

Evaluation

Evaluation is now being conducted with Workbase pro for-
mas. Informal student evaluations stated:

"I never thought I'd be able to use a calculate'

"I don't want to stop. I want to go on and never stop
learning."

"Others should have the chance:'
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Chapter 7

TOWARDS A WORKPLACE
LITERACY CURRICULUM
MODEL

Michael Langenbach

ABSTRACT

Curriculum models are useful devices for analyzing and compar-
ing a variety of adult education practices. Models can be classified
according to the primary purpose they serve. Organizational effec-
tiveness models are built around the purpose of improving a prod-
uct or a service. Literacy models are designed to promote more
autonomous functioning of a person. A workplace literacy curricu-
lum model must accommodate the two purposes to be successful.
Learner and job needs must be collaboratively discussed and de-
cided upon. Goals and objectives, likewise should be determined
collaboratively. The approach to methods and materials can be
eclectic, but evaluation should be both quantitative and qualitative
and short and long term. Too little is known at this time if such a
model will work.

Whatever endeavor is undertaken there are always two ways
to look at it. One way is to focus only on the specific task to be
accomplished. The necessary methods and materials are ar-
ranged for and the task is begun. When it is finished, the next
task is taken up in much the same manr, --. Little, if any, time is
spent on reflection. Often the luxury of time for reflection CT
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one's job is not present and consequently the second way to
look at an endeavor is passed up.

Reflecting on a task means a broader and longer view is taken.
The specific task always exists in a context and taking the
context into account is the beginning of reflection. In addition
to considering the context, reflection means moving to other
levels of abstraction levels that include principles and pur-
poses. The importance of principles and purposes is that they
guide our specific actions. Even if we are riot able to articulate
them, principles and practices can be inferred from what we
do. They are always present and knowing about them is better
than not.

Practitioners in any field can be so consumed with the tasks at
hand that they are not able to reflect on their actions. But the
conditions of any work setting should not preclude consider-
ations that may be more abstract, but are nonetheless impor-
tant. The discussion of curriculum models is unavoidably
abstract, but the intention is to assist literacy instructors, un-
ion stewards, tutors and others who reflect on their practices.

Curricular concerns revolve around the task of creating access
to knowledge. Learning to read and being able to read are
necessary prerequisites for gaining and benefitting from
knowledge. A curriculum model can be used as a guide for
those who provide literacy training to adults.

A curriculum model can be used as a guide, both conceptually
and procedurally, for planning all kinds of educational and
training programs. Whether they are called curriculum
modeis or program planning models, seems to be a moot
point. What is important, and what this chapter will attempt
to elucidate, is that the models be understood with regard to
the assumptions upon.which they are based and the implica-
tions these assumptions have for practice.

Maintaining a distinction between education Ind training
could ..e helpful if usage were consistent in the literature. It is
not. The teems are used interchangeably by a sufficient num-
ber of writers and among the citizenry that attempts to estab-
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lish conceptual clarity with regard to them are thwarted. Be-

cause the terms have come to have such overlapping mean-

ings, they will be used interchangeably here, as well.

While models can be convenient summaries of action, they

cannot account perfectly for the reality they purport to repre-

sent. No abstraction can do that. The advantage models have

is the built-in tolerance for deviations within their various

elements.

Although models can be helpful, they have little or no mean-

ing, in and of themselves. It is not until a model is put to actual

use that any consequence will be gained or suffered. And

models do not solve many of the problems inherent in any

educational endeavor. The models can, however, represent
different points of view, the articulation of which can promote

dialogue between different interest groups.

Newman (1980) has prov: ed a curriculum model for adult
literacy. She considered it an instructional model, but it has
the necessary features to warrant discussing it as a curriculum

model. As a model, it outlines what is involved in providing

access to knowledge and skills.

The challenge is to place a literacy curriculum model either

one like Newma ,i's or any other with the learner as the focal

point, within a workplace setting. Workplaces, by definition,

do not have education or training as their primary reason for

being. The object of organizational effectivenness is a better

product or service. Workplaces are so results-oriented that, at

first blush, it is unlikely they would be perceived as tolerating

the relatively high emphasis placed on process without the
concomitant assurance of a desirable product.

On2 useful approach to a discussion of curriculum models is

to consider the purpose being served by the model. When

purpose is considered, the assumptions being made can be-

come more clear. Purpose will be the point of departure in this

attempt to construct a workplace literacy curriculum model.
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Purposes in Adult Education

Many curriculum models can be classified by considering the
purpose they serve. To be sure, there are generic and multi-
purpose models, but single-purpose models abound. The
obvious purposes, discussed more completely in Langenbach
(1988), are organizational effectiveness, liberal education,
adult basic education, and continuing professional education.
Each of these purposes possibly can accommodate some vari-
ety of curriculum models within it, but the assumption here is
that the purpose, more than any other factor, will drive deci-
sions that affect curriculum development, implementation,
and evaluation. The challenge will be to reconcile what may be
distinctly different purposes and the assumptions they sup-
port in an effort to construct or infer a hybrid model, that is,
one model that has features of two other different models.
Highly detailed descriptions of workplace literacy programs
would permit inferences of a model. Unfortunately, such
richly described accounts do not yet exist. Certainly, the ac-
counts can be part of the research agenda for those with an
interest in curriculum, workplace education, or literacy.

The absence of sufficient data makes generalizations risky. At
best, the generalizations can sensitize us to the critical issues -
purposes, assumptionF, and decisions - that are inherent in
any educational or training enterprise.

Three of the most useful guides to contemporary workplace
education are Eurich's, Corporate Classrooms (1985) and the
companion works of Rosow and Zager's, Training: The Compet-
itive Edge (1988) and Casner-Lotto and Associates', Successful
Training Strategies (1988). Combined, these sources provide
both general and specific information about workplace educa-
tion within la i ge corporations. Of all the educational and
training activity occurring in workplaces, a significant portion
of it is accounted for in large corporations. Costs of programs
and scarcity of resources preclude most organizations, that is,
smaller ones, being involved in education or training except
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for the most rudimentary of orientation programs for new

employees.

Three of the most helpful resources on adult literacy are

Freire's Pedagogy of the Oppressed (1970), Newman's Adult Basic

Education: Reading (1980), and Taylor and Draper's Adult Liter-

acy Perspectives (1989). Other so: irces exist, but the above three

provide the most relevmt ini ,rmation for considering the

assumptions made within a lit racy curriculum model.

Finally, three excellent sources of information on workplace

literacy help to refine the model-building by providing rela-

tively detailed accounts of issues and actual programs. The

three are: Tenopyr's Realities of Adult Literacy in Work Settings

(1984), Fields and others' Adult Literacy: Industry-Based Training

Programs (1987), and Askov and others' Upgrading Basic Skills

for the Workplace (1989).

An Organizational Effectiveness
Curriculum Model

The distinguishing feature of an organizational effectiveness

curriculum model is that it begins with the needs of the

organization, most often defined as jobs and tasks to be per-

formed. The point of such a model is to make the organization

more effective - larger profits or improved service - and this is

accomplished by making the worker fit the job. The worker is

the object. The education or training is from the top down.

Indeed, as long as there has been a surplusof the unemployed

it has been more expedient to replace a worker rather than

retrain one, This condition is changing now, but it has been a

significant assumption upon which such models have been

based.

A generic organizational effectiveness curriculum model,

adapted from Blank, appears in Figure 1.

Three features of the organizational effectiveness model bear

mentioning for emphasis. The job and its tasks drive the

subsequent decisions. Actually, learner/worker prerequisites
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Figure No.1
A Generic Organizational Effectiveness Curriculum

Model, adapted from Blank (1982:26)

[ IcJer-7Tand verify job tasks.]

[--Analyze job tasks and add
necessary knowledge tasks

[Mite terminal performance objectivesi

ISequence tasks and objectives

Develop performance tests

Develop w itten tests

Develop lesson plans or
self-naced learning guides

Field test and revise, if necessary

Implement and evaluate

need to be considered before any training can commence. Forexample, for a job that requires lifting 40 pounds waist high,
only tho .e people , ho could do that would even qualify forthe training.
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The worker is manipul,ited to fit the job. Whether it is called

education, training, or human resource development, the

worker, or prospective worker in the case of vocational

schools, is molded to fit the requirements of the job and
organization. And, in workplace settings, the learner/worker

is not always voluntarily engaging in education.

Finally, one cannot avoid noticing the emphasis placed on
'terminal performance objectives: The phrase has such an
accountable ring to it. Organizations have 'bottom lines' and

other equally responsible-sounding phrases; it is no wonder

'terminal performance objectives' has caught on so with in-
dustry's trainers, not to mention the alarming number of

public schools that obsessively embrace the same.

A Literacy Curriculum Model

Newman (1980) offered a literacy curriculum model that will

serve as the basis for the one described below.

The possibility exists that a literacy curriculum model does not

have the learner at its centre. The Laubach system, despite

using a tutorial approach, "is usually highkr structured, using

commercially prepared m. ierials, controlled vocabularies,
and a phonics-based approach" (Gaber-Katz & Watson,

1989:122). The use of volunteers, especially those with little or

no teaching experience, may explain why highly otructured

systems are advocated by Laubach. The commercial materials,

in addition to making a profit for the publisher, provide a
framework of security to the uninitiated. A phonics approach

can be useful, but here literacy will mean that the learner is the

point of departure for planning goals, objectives, methods,

etc. The methods can be eclectic, whatever works. Too many

references to success with learner-centred approaches exist to

dismiss this important focus - even for the expediency of

training volunteers.

The use of learner-created or learner-centred materials for
writing and reading appears standard in the community-
based and otherwise free-standing programs, with the obvi-
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Figure No. 2
A Literacy Curriculum Model

adapted fror INewman (1980:46)

Planning
Strategies

Diagnosing LearnerH
Characteristics

ISetting
Objectives

Planning
Assessment

Integrating Learner
Environment

Planning Use
of Resources

Implementing

Revising

ous exception of the Laubach types. The school-based pro-
grams, reviewed by Mezirow and others (1975), suffer from a
combination of teaching literacy to a group and the excessive
dependence on commercially prepared materials.

Literacy is more than only knowing how to read, write, and
compute. The actual skills are necessary in any definition of
literacy, but the sense of self-worth and competence that ac-
companies the acquisition of the skills appears to be included
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in most accounts of literacy achievement. Both self-reports
and descriptions by others of how the nonliterate becomes
transformed once he or she experiences success within the
literate culture support the contention that literacy teachers
must be concerned with more than the acquisition of the
relatively superficial, technical skills of 'unlocking symbols
through phonetic analysis: The learner must be seen in total,
i.e., as a personal, social, political being with needs, interests,
attitudes and distractions, and worked with in regard to these
attributes, before much skill acquisition progress can be made.

Freire's contention that literacy work should be an education
of equals, rather than an education that flows from the top
down is difficult to dismiss. That the Laubach system does
dismiss it is probably attributable to the reliance it places on
the use of volunteers.

The literacy model begins with the learner. The teacher helps
the learner diagnose needs through interviews, informal in-
terest and reading inventories, or standardized tests. The least
threatening techniques appear to be the interview and infor-
mal inventories. The point of this step in the model is to gather
information about the interests of the learner and reduce the
anxiety, if any is present, that the learner may bring to the
session. The model presupposes a one-to-one setting, but
small (less than five) group work could be possible.

The emphasis on the learners in the literacy model elevates
them to a position of importance not found in models of
organizational effectiveness. The learners, with the assistance
of the teacher, determine most of what will ensue in subse-
quent activities: the content, 4he preferred method (assuming
the teacher has a repertoire of appropriate methods), and an
e-aluation based on cooperatively defined goals and objec-
tives. The literacy curriculum model assumes the learners are
present on a voluntary basis.

Certainly not all nonliterate adults would require the kind of
attention the literacy model portrays; non-native speaking
adults, for example, might be more comfortable with a
straightforward, teacher-centred, conventional schooling sit-
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uation. And, it is possible that a few adults, ESL excluded,
actually would prefer an approach from a teacher that most
resembled their past experience, using commercially pre-
pared materials and having the teacher control the variables of
content, method, and evaluation.

Any model is an abstraction that can account for a variety of
activities, but because of the especially wide variety present in
most adult education endeavors, no one model will accommo-
date all activities. The distinguishing feature of the literacy
model depicted here, however, is the location of the learner at
the beginning, with all of the other features responding to the
learner. Concomitant with the learner being considered first is
the treatment of the learner as a subject, not an object.

A Proposed Workplace Literacy
Curriculum Model

We can consider what appears to be a case of irreconcilably
different models to advance toward a workplace literacy cur-
riculum model. The most obvious shift must be at the begin-
ning. It is unrealistic to think organizations will abandon an
effectiveness model, but, as Rosow and Z.ger observe,

1) The number of young adults (eighteen to twenty-
four years old) available for employment is decreas-
ing while job openings are increasing.

2) The basic academic skills of many young adults and
mature workers are insufficient for handling new
technology (1988:173)

Organizations may have no other choice than to train the
preserf workforce. The pipeline for new workers is much less
full than in the past.

Another shift has occurred recently that could affect the em-
phasis organizations traditionally placed on routine jobs for
which workers were trained. Eurich articulates the new chal-
lenge to industry-based trainers:
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This new third revolution is not synchronized with the
begetting a. sufficient new jobs naturallybecause of its
'knowledge-intensive' nature. A new and different
type of retraining is called for - more specific, in-
formed and sophisticated. It is learning of a higher
order for understanding conceptual bases essential to
the operational control and utilization of information
systems (1985: 36).

Eurich is not calling for more of the same training industry has
used in the past, but for training not easily measured by test
scores. Many educators and trainers have relied on test scores
and other quantitative indicators of success for so long that
they will find it difficult to function without the security
numbers can bring.

The change will not be without resistance from the corporate
world. The much heralded IBM systems approach to training,
for example, has "educational objectives, from the start, (that)
are directly tied to business goals" (Casner-Lotto and others,
1988:260). It simply may not be realistic to expect any organi-
zation to suspend its inherent interest in its own well-being.

The combination of learner and job needs for workplace liter-
acy is spelled out by Askov and others,

Included in the relationship between provider and
learner is the new client, business, industry and labor
organizations. This creates a new dynamic in that the
provider comes to agreement with the learner's em-
ployer rather than merely the learner (1989:iii).

Goals, objectives, and methods are "determined by the needs
of this new client rather than by the learner" (Askov and
others, 1989:iii). Whether or not a true alliance is suggested
here remains to be seen. It appears as if the organization's
effectiveness is the primary, if not exclusive, concern.

Building on the work of Sticht and others (1986) within the
military, Rosow and Zager suggest abandoning the conven-
tional teacher-centred and textbook-oriented approach to lit-
eracy training. Their suggested approach builds on the
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learner' current knowledge and uses words, tasks, and mate-
rials directly related to job performance (1988). Rosow and
Zager's admonition appears to accommodate important fea-
tures of the organizational effectiveness model, where im-
nrwed job performance is the goal, and the literacy model,

begins where the learner is and builds from there. The
necessary assumption regarding the learner is that he or she
wants, more than anything else, to improve performance at
the job. If the learner/worker's interests are compatible with
the organization, two purposes can be served at once.

A workplace literacy curriculum model considers the learner
to be a worker, and as such, assumes knowledge of the work-
place is of critical importance. Learning the words and other
symbols associated with the job to be performed is supposed
to satisfy the worker and the organization.

The workplace literacy curriculum model should begin with a
collaborative arrangement between teacher and learner.
Goals, objectives, content, methods and evaluation should be
discussed and decided upon collaboratively. The job responsi-
bilities need to be addressed, but the learner's interests will
influence the degree to which any new learning will be accom-
plished efficiently.

Solely teacher-directed group activities and exclusive use of
commercial materials, or any materials developed with the
exclusion of the learner, bode ill for successful literacy train-
ing, at the workplace or any place. It is trite, but fair, to
propose an eclectic approach regarding methods and materi-
als. Too little is known with any degree of certainty to reject
any approach completely and embrace another equally
fervently.

The beginning point, however, is not as debatable. Treating
the learner as a subject, not an object, is a non-negotiable
element in the model. Beginning with and maintaining a
sensitivity to the needs, interests, and experiences of the
learner is a necessary prerequisite for the adult literacy trainer.
Figure 3 represents a workplace literacy curriculum model.
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Figure No. 3

A Workplace Literacy Curriculum Model

Learner and job needs
collaboratively discussed

and decided upon

Methods:
tutorial
self-paced
small groups

IGoals and objectives I

Materials / content:
learner related
job related
commercial

Evaluation-Qualitative
and Quantitative:

Short term (within six
weeks after training):
self-reports
supervisor reports
standardized tests
customized tests

Long term (after six
months after training):
self-reports
supervisor reports
standardized tests
customized tests

A good account of literacy training in the workplace is Fields,
Hull, and Sechler's description of seven such programs (1987).
They provide enough detail to make some inference about the
nature of these specific programs. For example, from their
accounts, it appears four of the seven make some attempt to
collaborate with the learner in rega d to goals, objectives, and
content. These four utilize a one-t, -one approach, as well as
some small group and self-paced approaches. Evaluation is
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qualitative - self-reports and supervisors' comments. All of
the programs reported voluntary participation of the learner/
worker.

Twu of the programs appear to be using teacher-directed
group methods and commercially prepared materials. One
program simply states that "all literacy requirements are in-
tended to be job related" (1987:18).

No attempt was made to determine which, if any, of the seven
were more effective. It was too early to makc. those kinds of
comparisons. But it is not too early now. Especially needed are
qualitative kinds of information. Learners need to be asked of
their perceptions and feelings. Learners' responses to in-
iquiries regarding their sense of accomplishment, and their
sense of how they feel about themselves need to be analyzed
to help determine the success of literacy training. The quanti-
tative data derived from so many studies have been found to
be superficial and misleading. Literacy and its attendant feel-
ings of competence and self-worth are not amenable to quanti-
fication.

Problems

A number of problems are inherent in any discussion or action
involving education. The problems need to be identified and
discussed, but they need not preclude taking action. It is
possible that many so-called problems never occur once an
activity is under way. It is unwise, however, to plunge into an
action without anticipating potential trouble before it occurs.
Two sources of difficulty are the oversimplifications of educa-
tion and the tendency of overgeneralizing.

Fducation is a human enterprise and like other human enter-
prises - parenting and counselling, both of which have edu-
cative features - there are no guarantees. Parents cannot
assure themselves or others that their children will lead pro-
ductive lives and counselors are more than a step away from
guaranteeing anything about the values and behaviours that
ensue after therapy. Indeed educators and counselors may
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well be drawn to these professions because of the very human
challenges they represent. Parents, it might be added, accept
or reject the human side of their enterprise or, at the worst, are
indifferent toward it. Literacy and the expected enhancement
of empowerment, both autonomously and ideologically
(Street, 1989), like other important human variables, can be
discussed but cannot be measured or stated in terminal per-
formance terms, despite the best efforts of the behaviouralists.

Accountability for anyone assuming any of the above roles is
grounded in the process, and does not rest on the product.

We often do a great deal of damage with our generalizations. It
is just as obvious, however, that we must use generalizations,
even though we risk being inaccurate and unfair. Not all
workplaces are the same. The differences occur in a variety of
ways, but for our purposes the important differences are
between workplaces that consider employees to be parts of a
machine, easily replaceable, and workplaces where employ-
ees are treated as human beings with importantneeds that are
critical to the overall success of the workplace. It is too easy
and unproductive to characterize all workplace owners or
managers as heartless bosses. The context of an orgarfization
is a powerful force on behaviour. People who support the
organization, including union members, have en important
stake in improving the organization's effectiveness.

It is likewise too simple to characterize adults who need liter-
acy training as hypersensitive poets-in-waiting who must be
treated with kid gloves, lest they suffer permanent ego dam-
age or run and never be seen again. The very context of an
organization may be sufficient for learners to overcome the
anxieties associated with literacy training. Le ners may be
more robust than that for which they hay? been given credit.
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DISCOVERING
APPROACHES FOR
PROGRAM DEVELOPMENT
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Introduction

No matter how successful a workplace basic skills program is,

the various stakeholders in the initiative are constantly look-

ing for a means of renewal. If a program is not to remain static,

it needs a cor Jtant influx of new thoughts, new ideas, new

methods and approaches. This is sometimes the most trouble-

some aspect of a workplace literacy program, since once an

effective program hasbeen commenced, there is a tendency to

rest on one's laurels and simply replicate the same program at

another time and in another place. Yet with the emergence of

new approaches and new research findings in workplace liter-

acy, practitioners could benefit from learning more about this

constantly evolving field. The opportunity to discover ap-

proaches which will stimulate program development and im-

provement must be sought out - particularly in remote

communities whne an information base is not readily accessi-

ble. Part 4 provides a framework in which programs can be

examined with a view to benefiting from the growing body of

knowledge which is accumulaiing in the field of basic skills

training.

In Chapter 1, Susan Imel provides a veritable cornucopia of

resources. Building from her work with the ERIC Clearing-

house, Ms. Imel presents a choice of resources which are

available in the many areas of workplace literacy. Whether you

are looking for an historical or policy perspective, an overview

of successful programs, details of instructional methodology

and materials development, or ways of monibring success,

this chapter on choosing workplace literacy resources will

open new vistas for exploration.

In Chapter 2, Avis Meenan illustrates approaches to adapting
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workplace materials for ESL students. The chapter providesconcrete examples of how to use role pkving, flash cards,question and answer exercises and videos tu promote learning
objectives. Her practical approach places emphasis on a com-petency based approach which reflects an understanding ofthe immigrant's immediate needs.

Thinking critically in the workplace is the focus for Chapter 3.Gloria Pierce takes a sociological look at this topic, reflectingon the ways in which critical thinking in organizations, andthe resultant decision making, impacts on the working envi-
ronment. She also deals with critical thinking from the em-ployee's perspective, showing how learners in the workplacecan benefit from expressing differing perspectives and chal-lenging one another's assumptions. She presents a set ofguidelines for program development which take into accountthe role that critical thinking plays in every adult educationexperience.

In Chapter 4, Leslie Morphy sets forth a framework for theaccreditation of basic skills used in the workplace. She de-scribes the system which has been devel aped in Great Britainto ensure that workers gain credit for l'asic skills which theyuse on the job, She describes the way in which credits accu-mulated in one vocational context may be applied to another.The involvement of industry in setting industry-specificguidelines is highlighted.

Television has long been recognized as having a key role toplay in adult education. In Chapter 5, Dehra Shafer providesan overview of a tTaining partnership model involving publictelevision, the cable industry, a national buok company and aState of Pennsylvania governmental agency. She shows howinteractive video can be used as a powerful tool for literacyprogram development and outlines the innovative ways inwhich businesses and education providers can utilize televi-sion to support basic skills development in the workplace.
Program Development rests upon the ability to take stock ofprogress and to change gears when necessary. Probably themost frequuntAmer, ,n in literacy circles is How do we knowJ-



387

that our program is working as well as possible? Chapters 6

and 7 look at program effectiveness from two different per-
spectives. In her chapter, Kathryn Chang looks at evaluation

from a process perspective. She asks What is evaluation? Why

evaluate? When to evaluate? and How to evaluate? Her an-

swers to these questions will provide insight into the rationale

for evaluation and how to judge when standards are bei.itg

met.

In Chapter 7, Larry Mikulecky describes the ways in which

various workplace literacy programs have been evaluated e-nd

presents trends which are apparent from examination of

present evaluation practices. He concludes that the majority

of workplace literacy programs described in available research

literature tend to report no rigorous evaluation data.

It is hoped that the approarlws for program development
contained in this final part of thebook will serve all stakehold-

ers well as they seek to open up new pathways for worker

satisfaction and corporate and individual growth through en-

hancing basic skills.
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Chapter 1

CHOOSING WORKPLACE
LITERACY RESOURCES

Susan Imel

ABSTRACT

Practitioners need information in order to answer questions about
workplace literacy programs. The rapid growth of resources in the
area of workplace literacy makes it difficult to access the literature
base. A framework for organizing the burgeoning literature base in
workplace literacy is proposed and described using relevant re-
sources Twenty-three of the 36 resources discussed were pub-
lished either during 1990 or 1989. Some trends in the development
of the literature base are noted as a part of the discussion. A list of

organizations that can be consulted for further information con-
cludes the chapter.

As practitioners make decisions about expanding existing or
initiating new workplace literacy programs, they need infor-
mation to answer questions related to developing, implement-
ing, and refining approaches to workplace literacy. Some
frequently asked questions include: What literacy skills are
needed fur the workplace? What kinds of programs currently
exist? How can effective programs be developed? What are
appropriate methods of assessment? How can programs be
evaluated? and Are there existing instructional mate, iais that
can be used?

When workplace literacy emerged as a priority in the late
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1980s, resources, which could provide answers to these and
other questions, were scarce. During the past two years that
situation has changed, and now the literature base related to
workplace literacy is burgeoning. Whereas, earlier, practition-
ers were faced with a shortage of materials, they are now
confronted with having to make sense of a plethora of re-
sources.

The purpose of this chapter is to help indiv:.duals access the
expanding resource base related to workplace literacy by pre-
senting a framework for organizing workplace literacy materi-
als. The framework is described through a discussion of
reievant resources, with some trends related to workplace
literacy resources highlighed as a part of the discussion. A list
of resource organizations that can be consulted for further
information concludes the chapter.

A Framework for Organizing Workplace
Literacy Resources

Expansion of the workplace literacy resources has made it
possible tcl classify the information according to categories.
The framework described in this section has been developed
as a means of organizing the resources. It can be used to
distinguish the types and kinds of available materials as well
as to locate the most appropriate resources. An advantage of
the framework is its flexibility. As the resource base expands,
categories can be added to it. For example, the category Evalu-
ation and Assessment was recently appended bek.,.use re-
sources related to these topics are emerging in the literature.
Although some resources could fit in more than one of the
framework's categories, most have an emphasis that makes
them easy to classify.

General Information

Resources in this category of the framework provide general
information about workplace literacy. Because there are so
many materials in this category, it has been subdivided into
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the following three groupings: (1) definition/description,
(2) information analysis/synthesis, and (3) critical perspec-

tives.

Definition / Description

Resources that define or describe need for workplace literacy

programs usually provide a general overview of the so-called

problem, enumerating the number of workers lacking ade-

quate basic skills and describing the cost of an insufficiently

prepared workforce in terms of industrial accidents or other
mistakes. Many of these resources have been developed to
alert employers or the general public to the need for workplace

literacy programs.

Back to the Basics (Copeland, 1987) and Workplace Illiteracy: Shall

We Overcome? (Zemke, 1989) are two e-amples of the type of

resources included in this category. Copeland's article, which

appeared in Newsweek, alerts the general public to what
businesses are doing to "close the 'literacy' gap." Zemke's
article, directed toward employers ;Ind trainers, provides
some statistics about illiteracy rates and job skill levels and

reports on the situation in specific companies in order to
create awareness of the connection between litnacy levels and

productivity and economic competitiveness.

Information Analysis I Synthesis

A number of resources that analyze or synthesize information
on workplace literacy have been developed. Althongh most of

these materials define and describe the need for workplace
literacy programs, they go far beyond that. Many include a
discussion of the issues related to workplace literacy, critique
existing programs, and/or suggest approaches that can be
used in program development.

An early example of this type of resource is Job-Related Basic

Skills: Cases and Conclusions by Sticht and Mikulecky (1984),

two of the individuals who have done much of the research in

workplace literacy. In this publication, they describe the job-
related basic skills of the work force and explore ways of
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developing and improving the reading, writing, and computa-
tional abilities of workers. Three case studies of basic skills
training programs, as well as guidelines and methods for skill
development programs, are included.

Basic Skills and the Workplace, a chapter in the Office of
Technology Assessment's [19901 Worker Training: Competing in
the New International Economy," is a recent example of a re-
source that reviews and synthesizes information on work-
place literacy. After describing workplace basic skills
demands, it provides an overview of workplace-oriented pro-
grams and concludes with some implications for policy. Be-
cause it draws on a number of background studies
commissioned for the development of the report, it is an
exceller1: source of recent information.

Critical Perspectives

There are several resources that take a position on workplace
literacy for the purpose of presenting a critical perspective on
the topic. The Education Writers Association has produced
The Literacy Beat, a series debunking myths related t literacy.
Three of these, "Myth #10: Business Can Define Workplace
Literacy" (1989), "Myth #8: Reading is More Important than
Math" (1988), and "Myth #2: Schools are to Blame for Prob-
lems in the Workplace" (1987), explore many of the issues
contributing to workplace literacy-related myths. Each are
designed to help readers develop a more critical perspective
on the topic under discussion.

A fourth resource in the critical perspective category is "Be-
tween Paulo Friere and Tom Sticht: Adult Education and Job
Training at Boston Technical Center" (Gedal, 1989). Using the
Boston Technical Center's basic skills program as a basis, it
portrays the link between adult education and training, high-
lighting some of the tensions bet..,een the two systems.

Research

The body of research in workplace literacy is still small, but it,
too, is beginning to grow. Because of the specialized nature of
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many of the resources in the research category, it has been

divided into the following four sections: (1) reviews of re-

search, (2) workplace literacy versus general literacy, require-

ments of the workplace, and (4) other.

Reviews of research. Although many of the resources in the

inform :ion analysis/synthesis category review research as a

part of their coverage of the literature, there ai.e no reviews

devoted solely to research in workplace literacy. In his review

of adult literacy research, however, Sticht (1988) includes a

section on lileracy and productivity at work. Although brief,

this section oi the review is notable because Sticht points out

the contributions of industrial psychologists, which he says

have been "largely ignored by literacy researchers" (p. 79). It

serves as an introduction to a body of research for those who

are unfamiliar with it. Undrubtedly, as the research base in
workplace literacy expands, it will be reviewed and analyzed

in separate pieces.
Workplace literacy versus general literacy. Research2rs have

studied the literacy demands of the workplace and general

literacy requirements, such as those encountered in school, in

order to understand their differences. Larry Mikulecky is one

researcher who has examined the differences between work-

place and general literacy, and two publications resulting from

his research are described here.

The first, Literacy Task Analysis: Defining and Measuring Occupa-

tional Literacy Demands (Mikulecky, 1985), examines problem of

analyzing literacy demands and abilities in the workplace. A

process for analyzing the literacy requirements of jobs, which

is similar to general job task analysis, is described and Exam-

ples of procedures that can be used to assess job-related liter-

acy levels are provided. Throughout, the emphasis is upon
accommodating the differences between the requirements of

general literacy and workplace literacy.

Training for job Literacy Demands: What Research Applies to Prac-

tice (Mikulecky and Others, 1987) also focuses CO the differ-

ences between job-related and general literacy. The paper's
sections include (1) an overview of the range of reading and

writing demands and strategies found in the workplace, (2) .n
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examination of some theoretical frameworks useful for under-
standing the literacy demands of the workplace, and (3 a
discussion of implications of current research findings for
improving adult education job-literacy programs.
Literacy requirements of the workplace. Because the literacy
demands of the workplace are different from general literacy
requirements, researchers have attempted to identify what
basic skills individuals need in order to enter and progress in
the workplace. Two studies, which have investigated the liter-
acy skills required for the workplace and resulted in lists of
skills, are discussed here. A third study that investigated the
literacy requirements of specific jobs is also included.

An early study of basic skills required for the workplace is
reported in Adult Literacy: Skills for the American Work Force
(Hull and Sechler, 1987). The skills, which were identified
through a review of literature, site visits to industry-based
training programs, and consultation with a technical panel of
experts, were classified into five categories: mathematics,
reading, writing, listening, and speaking. The lists, which
were verified by company ar d union trainers, are included as
charts in the publication, with a column on the chart indica-
ting whether a particular skill is needed to enter or to progress
(or both) in the workplace.

The results of a more recent study are described in Workplace
Basics: The Essential Skills Employers Want (Carnevale, Gainer,
and Meltzer, 1990a). Conducted by the American Society for
Training and Development (ASTD) with funding from the U.S.
Department of Labor (DOL), the study responded to the ques-
tion 'What do employers want?' This book provides an in-
depth understanding of a comprehensive list of 16 skills that
employers believe are workplace basics. The applied approach,
including a model for establishing a workplace basics program,
is presented, and a 40-page list of references and suggested
readings is included. When compared to the list developed by
Hull and Sechler (1987), the ASTD list reflects the F. -t that the
range of skills needed by workers is expanding.
Research in Workplace Literacy: The Level of Literacy Required in
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Specific Occupations (Grover, Seager, and deVries, 1990) reports

on a project funded by the DOL that developed and field
tested a method for l_zsessing the literacy level required in two
entry-Lvel jobs at each of three manufacturing sites and three
hcspital sites. Data were collected through observation, inter-
views, and focus groups with workers, employers, and union
representatives. Among the study's conclusions were the fol-
lowing: job descriptions and training manuals were not reli-
able indicators of literacy requirements, but observation and
interviews were; traditional assembly line work entails few job
literacy tasks and minimal calculations; employers do not
always have the information they need to set hiring criteria;
and workplace literacy skills are different from those in aca-
demic settings because they are usually repetitive, performed
cooperatively, and driven by procedural knowledge or oral
instructions rather than written directions. A 38 page review
of the p _vious research in workplace literacy is included in
the publication.

Other. Research studies that do not fit into one of the other
subcategories are currently classified as "Other" in the frame-
work. As research in workplace literacy expands, it is likely that
the research category of the framework will be further subdi-
vided. The three studies described here represent the variety in
the research that comprises the "Other" classification.

An ethnographic study conducted by Crandall (1981) is an
example of the type of research that was undertaken before
workplace literacy became a priority. Five clerk-typists and
five applications clerks in a large federal agency were studies
using interviews, observations, and a 3-week job literacy pro-
gram. Both in their performance on job tasks and in the tests
and exercises in the literacy program, the clerks demonstrated
a number of strategies by which they could quickly locate
information: sorting, avoiding, searching, relying on oral in-
formation, and using manuals. The study illustrates the de-
gree to which people exceed others' expectations of their
literacy skills and demonstrates the importance of ethno-
graphic research in order to understand better the relationship
between literacy and job performance.
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The Conference Board of Canada recently released the results
of a study of employee illiteracy in Canadian businesses. In
The Impact of Employee Illiteracy on Canadian Business, Des-
Lauriers (1990) reports the results of a survey of a random
sample of 2000 vice-presidents of human resources or general
managers in Canadian establishments with over 50 employ-
ees. The opinions of the 626 survey respondents was supple-
mented by a series of 13 case studies and a r-ound table of
literacy experts. Among the study's principal findings are the
following; 70 percent of the surveyed companies feel that they
have a significant problem with functional illiteracy in some
part of their organization; 26 percent of reporting companies
indicated that illiteracy has slowed down the introduction of
new technology, and 34 percent report that it impedes training
and the acquisition of new skills; and problems with illiteracy
often come to light only as a by-product of some other change
in the workplace, such as the introduction of new techr ology.

The links between the structure of the United States' economy
and the literacy it requues are examined in Requirements for
Workforce Ligerary: An Interindustry M lel (Passmore, Garcia,
Silvis, and Mohamed, 1990). Analytical methods for relating
the production and consumption of goods and services in an
economy to the requirements for literacy among its workers
are demonstrated in the paper. An economic model, devel-
oped by economist Wassily Leontief and called the interindus-
try model, is used to expose the links among production,
consumption, employment, and literacy.

Evaluation and Assessment

Recently, a ni mber of resources related to evaluation and
assessment in workplace literacy have emerged. Although
most of these deal with the assessment or testing of workers to
determine the level of their basic skills, some related to the
evalutation of programs are also beginning to appear.

Evaluation results from the first projects funded by the U.S.
DPpartm nt of E lucation's demonsfEation grant program that
supports workplace literacy partnerships between education
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and business and industry are being reported. The Depart-
ment commissioned Pelavin Associates to prepare an evalua-
tion report of all first year projects; scheduled to be released in
January 1991, the report was not available at the time this
chapter was prepared. However, some evaluations of individ-
ual projects funded during the first year have already been
disseminated. An example of such a report is Hosp Pal Job Skills

Enhancement Program: A Workplace Literacy Project, Final Evalua-

tion Report (Nurss, 1990). The publication describes a detailed
description of the program as well as a copy of the final
evaluation report. (Additional evaluation reportsof individual
projects are available through the ERIC database.)

A number of resources on assessment have been developed.
Some, such as A Review of Workplace Literacy Tests and Testing

(Short and Grognet, 1988), are concerned with the assessment
of workplace literacy. Prepared for the Hudson Institute, this
paper discussed various definitions of literacy, the feasibility
of using commercial tests to help determine the literacy skills
of workers, and the necessity for determining the job literacy
requirements for employment positions. It also evaluates the
test most commonly used in the workplace and offers sugges-
tions for composing a workplace test.

Others report on what types of assessmenv are occurring in
the workplace. The article, Workplace Testing: The 1' 10 AMA
Survey, Part I (Greenberg 1990), reports some of the results of
an American Management Association (AMA) survey of more
than 1,000 human resources managers. According to Green-
berg, job competency testing - testing for specific job skills
rather than basic reading and math proficiency is by far the
most popular form of workplace testing. Such tests encom-
pass everything from simple typing tests to sophisticated real-
life simulations at high management levels.

Still others, such as Testing Job-Specific Literacy of Industrial
Workers: Cooperation Between Education and Industry: (Anderson
and Stewart, 1989), report on assessment-related research. In
their study, Anderson and Stewart found that the McCoy
Assessment of Worksite Literacy Abilities, a job-specific iiter-
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acy test, could not predict the job success of the 100 employees
who took it. The 108-item test was based on literacy tasks
encountered by employees in the course of a routine day at
McCoy Electronics Company, a 500-employee firm in Pennsyl-
vania.

Curriculum and 'Training Materials

Although there are a growing number of materials related to
the instructional aspects of workplace literacy programs, there
is still a shortage of workplace-specific curricula. A number of
factors may contribute to this .sit uation including the need to
customize instructional materials in order to produce job-
context materials and the relative newness of the field.
The Finger Lakes Regional Education Center for Economic
Development has developed several pieces of workplace cur-
ricula: Workplace Mathematics. Modules 1 & 2. A Working Curric-
ulum. (Farrell, 1989), Workplace Written Communication Modules:
I IX 1. A Working Curriculum. (Huggins, 1989b) and Workplace
Oral Communications I. A Working Curriculum. (Huggins,
1989a). It is geared toward mid-level literates, aiming to move
the learner toward a full 12th-grade level. Although it uses
workplace examples, this curricula may not be applicable to
many job contexts.

The Hospital Job Skills Enhancement Program: A Workplace Literacy
Project, Curriculum Manual (Chase, 1990) describes the curricu-
lum portion of the Hospital Job Skills Enhancement Program
(HJSEP) that was funded by the U.S. Department of Educa-
tion's Workplace Partnership Literacy demonstration projects.
The HJSEP curriculum, which was based on the whole-lan-
guage approach, was designed to improve the literacy skills of
entry-level workers in housekeeping, food service, and laun-
dry departments of Grady Memorial Hospital, a large urban
public hospital. A detailed description of the literacy audit and
development of the curriculum is presented. Copies of curric-
ulum units and assessment instruments used in the project
are also included.

Those seeking assistance in developing workplace-context
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materials may find the following two resources helpful. How to

Gather and Develop Job Specific Literacy Materials for Basic Skills

Instruction: A Practitionm's Guide (Drew and Mikulecky 1988),

is intended for instrueiors in schools and business and indus-

try who need to gatNer materials and design, develop, and

implement job-specific basic skillc programs. It provides a
practical model for establishing cost-effective basic skills and

literacy programs offering practical advice about how to use

the information to develop instructional materials and basic

skills job simulations. Philippi's (1989) Job-Related Literacy

Training: Teaching Reading on the Job gives step-by-step instruc-

tions for teaching job-related reading literacy. This booklet

contains many practical guidelines, fully explains job-specific

reading processes and competencies, and provides a sug-
gested lesson format.

Many workplace literacy programs serve individuals with lim-

ited English proficiency and Workplace ESL Teachers Manual

(Reyes 1989) contains ideas and techniques that both experi-

enced and less-experienced teachers in a wide variety of work-

place English as a Second Language (ESL) classes may find

beneficial. Among the contents are innovative approaches to

second language teaching, appropriate grammar lessons in

ESL literacy instruction, a teacher self-observation checklist,
and a brief list of suggested readings on workplace ESL in-

struction.

Guidelines for Program 'development

Individuals wishing to implement workplace literacy pro-

grams are frequently knowledgeable about educational pro-

gram development, but may not have had experience

developing job-related basic skills programs. Although many
workplace literacy resources contain information that can be

used to guide program implementation, the major purpose of

the five described here is to provide guidelines for program

development.

Two guides that have been developed to give employers guid-

ance in developing basic skills programs are Job-Related Basic
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Skills. A Guide for Planners of Employee Programs (Business
Council for Effective Literacy, 1987), and How to Set Up Literacy
and Basic Skills Training in the Workplace (Ontario Ministry of
Skills Development [OMSD], 1989). Both provide step-by-
step suggestions on setting up programs. They also contain
soun.c .! of information on workplace literacy and discuss re-
lated issues that program developers may wish to consider.
The one produced by OMSD is particularly useful for its
references to Canadian sources of information. DevelGped to
guide businesses just starting programs, they wili also be
helpful to those in other sectors.

Written from the perspectives of both the educator and the
employer, Perspectives un Organizing a Workplace Literacy Pro-
gram (Arlington County Public Schools, 1989) summarizes the
many steps in developing, implementing, and evaluating a
workplace literacy program. Although the suggestions in the
handbook are useful for any business, and either basic skills or
ESL programs, the curriculum sections and some examples
are drawn from ESL experience in hotels The education sec-
tion discusses specific steps in curriculum development,
teacher selection, program evaluation, and pre- and post-
testing. The business section outlines preparatory steps for
contributing to a program partnership.

Worker-Centered Learning: A Union Guide to Workplace Literacy
(Sarmiento and Kay, 1990) examines organized labour's views
on adult literacy and describes several union-Gponsored work-
place educationprograms. The bulk of the guide is devoted to
nine program development steps for designing a work-cen-
tered program. A section, "Getting More Information," in-
cludes information on outside funding sources, useful books
and articles, and a listing of the labor organizations whose
programs are mentioned in the guide.

By far the mott comprehensive program development guide is
Workplace Basics Training Manual (Carnevale, Gainer, and Melt-
zer, 1990b). Produced as a part of the ASTD-DOL study de-
scribed earlier, this manual includes step-by-step in.- ructio.ns
for establishing and implementing a program t teach the
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basic skills necessary in the workplace, using the applied

approach 1.:lat motivates learners by linking learning to im-

proved job performance. Seven steps of program develop-

ment are contained in the guide, which is filled with sample

forms and checklists. Lists of recommended readings accom-

pany most chapters.

Program descriptions. Information about existing programs

can be useful to those considering developing workplace liter-

acy programs as well as to those with programs already in

place. As the number of workplace literacy programs has

increased, more information about specific programs has ap-

peared in the literature. For example, many of the final reports

developed by projects funded in the first year of the U. S.

Department of Education's Workplace Literacy Partnership
Demonstration Projects are available through the ERIC data-

base. Also, several of the resources discussed previously in

this chapter contain information about existing programs. The

following articles also describe programs that may be of inter-

est to those seeking to learn from the experiences of others.

"The Education of Harry Featherstone" (Finegan, 1990) de-

scribes the conversion of the Will-Burt Company from a Ford-

owned company into an employees stock ownership plan

(ESOP). The role of education, especially in the area of com-

putation, is discussed in the success of the company's quality

control program. Particularly interesting is the discussion of

the change of employee attitude toward basic skills training.

In "Motorola U: When Training Becomes an Educationr Wig-

genhorn (1990), Motorola's corporate vice president for train-

ing and education and the president of Motorola University

describes how Motorola's $7 million training budget became a

$120 million annual investment in education. At Motorola

three things are required of the manufacturing employees:

communication and computation skills at the seventh grade
level (soon going up to eighth and ninth); the ability to do

basic problem solving, both individually and as a part of a

team; and acceptance of Motorola's policy of devoting time

needed to ship perfect products to the customer. Wiggenhorn
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explains the role ofeducation and training in helping employ-
ees meet these conditions.

"So We Can Use Our Own Names, and Write the Laws by
Which We Live: Educating the New U. S. Labor Force" (Col-
lins, Balmuth, and Jean, 1989) recounts the experiences of twotrade union sponsored workplace literacy programs in NewYork City that were organized in response to the needs of
adult workers, especially immigrants, for literacy, job skills
upgrading, and problem-solving skills. Four case studies tai-lored to specific needs and workplace settings illustrate theshift in focus from worker literacy to workplace literacy.

Concluding Comments
The rapid development of the literature base makes it difficult
for practitionersto keep up with the resources, let alone select
the most appropriate materials in workplace literacy. For ex-ample, 23 of the 36 resources used in describing the frame-work were released in either 1990 or 1989. In addition, many ofthem are so-called 'fugitive' materials, available to most indi-viduals only through computerized databases such as ERIC
(Educational Resources Information Center). The framework
presented here is a tool that can be used to both organize and
access the rapidly expanding resources in workplace literacy.
It serves as a means of categorizing the resources iAs well as atool for pinpointing the most suitable.

Resource Organizations
The organizations listed below are sources of further inform &-Hon about workplace literacy. In addition to producing re-sources, many of them can provide referrals to programs and
individuals kno% ledgeable about workplace literacy. Phonesnumbers are given.

Adult Literacy and Technology Project, 2682 Bishop Drive,
Suite 107, San Ramon, CA 94583 (415/824)-4200).

AFL-CIO, Education Department, 815 16th Street, NW, Wash-
ington, DC 20006 (202/637-5144).
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American Society for Training and Development, 1630 Duke
Street, Box 1443, Alexandria, V 22313 (203/683-8100).

Business Council for Effective Literacy, 1221 Avenue of the
Americas, 35th Floor, New York, NY 10020 (212/512-2415).

Canadian Business Task Force on Literacy, 35 Jackes Avenue,
Toronto, Ontario M4T 1E2 (416/723-3591).

Education Writers Association, 1001 Connecticut Avenue,
NW, Suite 310, Washington, DC 20036 (202/429-9680).

ERIC Clearinghouse on Adult, Career, and Vocational Educa-
tion, Center on Education and Training for Employment, 1900
Kenny Road, Columbus, OH 43210-1090 (614/292-4353).

Institute for the Study of Adult Literacy, Pennsylvania State
University, 248 Calder Way, Room 307, University Park, PA
16801 (814/863-3777).

Ministry of Education, Litiracy Branch, 6th Floor, 62 Church
Street, Toronto, Ontario M4Y 2E8 (416/326-5471).

National Adult Literacy Database, Fanshawe College of Ap-
plied Arts and Technology, P.O. Box 4005, London,
Ontario N5W 5H1 (519/659-3125).

National Center on Adult Literacy, Graduate School of Educa-
tion, University of Pennsylvania, 3700 Walnut Street, Phila-
delphia, PA 19104-6216 (215/898-1925).

National Clearinghouse on Literacy Education, Center for
Applied Linguistics, 1118 22nd Street, NW, Washington, DC
20037-0037 (202/429-9551).

National Literacy Secretariat, 25 Eddy Street, 11 H25 Ottawa,
Ontario, K1A 0M5 (819/953-5568).

U.S. Department of Education, Division of Adult Education
and Literacy, 400 Maryland Avenue, SW, Washington, DC
20202-7240 (202/732-2396).

U. S. Department of Labor, Employment and Training Ad-
ministration, 200 Constitution Avenue, NW, Washington, Dq
20210 (202/523-6050).
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Wider Opportunities for Women, Inc. 1325 G. Street, NE,
Lower Level, Washington, DC 20005 (202/638-3143).
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Chapter 2

ADAPTING WORKPLACE
MATERIALS FOR TEACHING
ESL STUDENTS

Avis L. Meenan

ABSTRACT

Dramatic changes in the workplace have caused a tension between
the nature of job requirements and the skills of workers. An econ-

omy once based on labour-intensive jobs has shifted to one based
on literacy-intensive jobs (Mendel, 1988). As educational and skill
requirements for jobs increase, the largest influx of new workers is
from traditionally undereducated groups. One of the most chal-
lenging of these groups to adult educators, especially toEnglish as
a Second Language (ESL) teachers and program administrators, is
the non-English speaking immigrant population. The limited En-
glish proficient (LEP) entrants into the workforce are composed of
both literate and illiterate members. Because this group of immi-
grants needs immediate skills to survive in the workplace, tradi-
tional methods of teaching ESL are considered to be inappropriate.
A more appropriate technique for teaching English in an efficient

manner is a functional context and competency based approach.

Workplace Language Requirements

Research in workplace literacy indicates that today's workers
are faced with demands for more intensive and extensive uses
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of reading, writing, computation, and problem solving at
work than ever before. There are a multitude of complex
reasons why chqnges in the workplace have taken place.
These include the effect of technology, the globalization of
national economies, and the collapse of middle management.
The end result is that workers are required to have a broader
range of skills, including the ability to communicate verbal)...
listen to instructions, read and write to perform tasks or com-
municate to others, and to trouble shoot or solve problems.

One of the greatest changes in the workplace is that most jobs
require higher levels and more frequent use of reading and
writing. It is estimated that on a daily basis, workers will
spend at least two hours reading work-related materials (Diehl
& Mikulecky, 1980). The difficulty level of these materials is
usually high, averaging from a 10th to 12th grade level or
higher (Sticht, 1987).

The type of reading and writing in the workplace differs
substantially from the type of reading and writing skills taught
in school (Mikulecky, 1982). Workers use print materials in a
variety of ways to complete tasks and solve problems (Miku-
lecky & Winchester, 1983). This differs from school-based
literacy in which students often use reading and writing to
learn 'bits' of information in order to answer teachers' ques-
tions or to pass an emam (Richardson, 1983) rather than to
solve a problem, complete a task, or fit pieces of information
into an integrated whole.

An additional tension exists between the way language is
taught in school and the way it is used at work. Because
school-based approaches to teaching language are inappro-
priate for the workplace, the challenges of teaching language
in the workplace are being met 17 new instructional ap-
proaches. Research has demonstrated that, in general, lan-
guage learning is content specific and that workers learn most
efficiently when they are taught language skills in a relevant,
work-relat, -1ntext (Pershing, 1988). The 'functional context
approach' _Jmpasses adult learning theory in that it pre-
scribes that adult learning should be experience and problem
centered (Knowles, 1980).
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Non-English Speaking Immigrants

A contemporaneous occurrence to the dramatic changes in the
nature of work is the large influx of LEP immigrants into the
labour force. Many of today's immigrants have had little or no
contact with formal schooling. Many come from Southeast
Asian, Latin American, or African countries where illiteracy
rates range from approximately 45% to 90%. In the United
States, it is estimated that approximately 48% of the adult non-
native English population is illiterate Eighty-six percent of
these adults from non-English backgrounds were also illiter-
ate in their native language (Vargas, 1986). For those who are
literate in their own language, there may still be an educa-
tional gap between their language skills and those required at
work. Like native-English speaking workers, they must face
the demands of a highly complex, technology-based work-
place.

English as a Second Language for Immigrants

Two issues complicate the teaching of English as a second
language to both literate and illiterate immigrants. 1. Literate
immigrants need immediate 3urvival and workplace language
skills. 2. Illiterate immigrants need literacy training in addition
to survival and workplace language ski"..s (CAL/ERIC, 1983;
Friedenberg & Bradley, 1988; Penfield, 1984). These issues are
discussed more fully below.

Issue 1: The Immigrants' Need for Immediate Survival
and Workplace Language Skills

The goals of ESL for the workplace are focused on helping the
LEP student to acquire job training, employment, and to func-
tion effectively on the job. The goals are to:

1. enhance the LEP employees' ability to communicate with
co-workers and supervisors;

2. increase the LEP employees' awareness of both the new
country's culture and that of the organization in which
they work; and
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3. maximize the training and promotional opportunities of
LEP employees (Kremer, 1984).

ESL instruction for the workplace has been influenced by the
functional context approach to language learning which is charac-
terized by a focus on a particular job context (Project BICLET,
1988). It is considered to be more effective than the traditional
audio-lingual method because it deals with the critical need to
combine job training with language learning (Belcher & War-
bord, 1987). Because a functional approach to teaching ESL
differs substantially from traditional methods of teaching ESL,
an understanding of these differences is important.

One of the primary differences between audio-lingual ESL and
job-related ESL is that some audio-lingual programs focus pri-
marily on grammatical objectives whereas job-related pro-
grams focus on job competency objectives, including language
skills necessary to perform job tasks. For example, an objective
in a job-related ESL program would be that a worker needs to
operate a piece of equipment. The worker would learn lan-
guage skills (e.g., vocabulaiy, sequence, cause and effect) re-
lated to the operation of the machine.

Another difference between audio-lingual ESL and job-related
ESL instruction is that workplace programs often use a compe-
tency based approach to language learning. Competency based
education (CBE) is especially suited to the needs of workers or
trainees who are performing at varying skill and language levels
and to the needs of teachers who face classes of mixed groups,
abilities, and job levels. CBE is an individualized approach to
help workers or trainees master specific tasks or language skills
(Arlington Public Schools, 1987). A CBE approach differs from
that of general or audio-lingual ESL classes in that the instruc-
tional focus is on work-related competencies while developing
the language skills necessary to perform these skills. It is what
workers 'do with' the language rather than 'know about' the
language (CAL' C, 1983).

Genera) ESL ana workplace ESL classes differ not only by
objective but in methods and techniques. In ESL for the work-
place, drills, dialogues, vocabulary and grammar are taught
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only as they are related to the content of the job. Grammar is de-
emphasized because the goal is for workers to usethe language
rather than learn about the language. Pronunciation is de-
emphasized and is corrected only if clarification is needed
because it is recognized that non-native speakers seldom mas-
ter pronunciation of a second language (Friedenberg St Bradley,
1988; Longfield, 1984; Project BILLET, 1988).

Issue 2: Tird Immigrants' Need for Literacy Training

Although it is not the purpose of this chapter to discuss the
varying levels of literacy instruction for different immigrant
groups, it is important to note (as experienced teachers already
kno,v) that different groups and needs exist. The Center for

lied Linguistics in Washington D.C. has described these
groups as:

1. nmliterates who possess no reading or writing skills in
any language

2. functional illiterates who possess three or four years of
formal education or minimal literacy skills, and

3. non-Roman alphabetic literates who are fully literate in
their own language but who need to learn the Roman
alphabet (CAL/ERIC, 1983). Ideally, these students should
be separated in a program since they require a different
instructional approach. Some will require instruction in
pre-reading skills, such as left to right orientation, holding
a pencil, holding a book, and so forth.

One of the traditional approaches to ESL instruction is for
illiterate non-native English speakers to first become literate in
their own language. However, some writers suggest that this
approach has both practicai and theoretical flaws. For example,
often a qualified teacher who can teach native language literacy
is not available. Learning native language literacy first is time
consuming and derails students from a more immediate need -
English language and literacy acquisition. Additionally, there
seems to be no hard evidence that teaching native-language
literacy first is a more effective means for non-literate LEP
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adults to acquire English language literacy (CAL/ERIC, 1983;
Longfield, 1984).

There are, of course, major differences between teaching liter-
acy skills to non-native English speakers and to native-English
speakers. Primarily, because non-native speakers do not al-
ready speak and understand English or know the cultural or
social appropriateness of its use, the traditional approach has
been to first develop oral proficiency in English before teaching
reading and writing skills. Otherwise, it is considered that
learning the written language will be a meaningless and frus-
trating experience (CAL/ERIC, 1983).

Although early instructional emphasis may be on developing
oral proficiency, the importance of workers acquiring reading
and writing skills cannot be minimized. Because more jobs
require workers to use print based materials to communicate
and perform tasks, it would be difficult to prepare workers for
jobs without helping them to acquire reading and writing skills.
For all groups entering the workplace, the importance of learn-
ing reading and writing skills cannot be ignored since these
have become a basic skill tor work. Instruction for all LEP
students should incorporate print-based materials from the
workplace or job training prop am as a basis for teaching read-
ing and writing skills.

Adapting Workplace Materials for ESL Students

Students, vocational instructors, and on-the-job trainers or
supervisors are excellent sources of information about the re-
quirements of jobs. Students may bring to class print material,
such as bills-of-lading, order forms, insurance forms, or job
orders which they need to master. This will give teachers an
opportunity to customize instruction for specific student
needs. Other excellent sources of information about job compe-
tencies as they are related to language skills are published in
two ERIC documents (Project BILLET, 1988; Arlington County
Public Schools, 1987) which are in the reference list.
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The first step in adapting workplace materials for ESL students
is to determine the job-related tasks. For example, a waiter
needs to learn to toke an order from a customer or a truck driver
needs to identify traffic signs. The second is to determine what
language skills are embedded in these tasks. Language skills
can be divided into vocabulary (technical and non-technical)
and grammatical structures. The third step is to decide if the
language functions include listening, speaking, reading, and/
or writing skills. The fourth is to determine specific cultural
information, such as employee/boss protocols, eye contact, and
physical distance related to tasks (CAL/ ERIC, 1983; Frieden-
berg & Bradley, 1988; Project BILLET, 1988). Teachers may find
it helpful to develop a chart to list this information as they plan
lessons.

Adapting Instruction for a Health-Care Provider

An illustration of the above steps for adapting instruction for a
health care provider follows:

Workplace Task: Apply direct pressure to a wound
to control bleeding

Language Skills: Appropriate vocabulary and
grammatical structures

Language
Functions: Speak to patient

Listen to patient

Cultural: Comfort patient
Know how to handle accidents
(reporting to authorities, family)

A variety of learning activities can be used in order to learn the
above task and skills such as a video, a series of pictures, or
simulation. A teacher could then conduct a language experi-
ence activity and ask students to tell what steps they observed.
The teacher could describe the procedure and ask students to
repeat after him. The teacher could identify important vocabu-
lary (wound, victim, accident, bleeding, blood) and important
grammatical structures (imperatives: Calm the victim. Stop the
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bleeding). Role playing could be used for students to practise
the prorredure while they describe the steps used. Obviously,
the lesson could be adapted for various levels of students
depending on their English language skills. At a beginning
level, students will be able to identify and describe the steps
orally. At a more advanced level, students could label the steps
or read from an instruction sheet adapted from a first aid book.

Adapting Instruction for a Waiter or Waitress

A second illustration for a waiter or waitress taking an ord . r is:

Workplace Task: Take a food order from a customer

Language Skills: Appropriate vocabulary and
grammatical structures

Language
Functions: Listening to customer

Reading menu
Writing order

Cultural: Politeness

A lesson plan could be developed which would script the role
playing and outline learning objectives. A script for the role
playing of a waiter and customer might look something like
this:

Role playing:

Waiter: "Good afternoon. May I help you?"

Customer: "I'd like a cheeseburger with the works!'

Waiter: "Yes. Do you want something to drink?" or
"Yes. (Would you like) something to drink?"

Customer: "Sure. I'd like a Coke."

Waiter: "Is there anything else?"

Customer: "An order of fries."

Waiter: "Thank you."

The role playing could be conducted with two students or
instructor and student. Other students would observe so that
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they can tell what went right and what could be improved in the
communication process.

The following language skills could be taught.

1) Speaking skills including using the proper intonation for
the interrogative, "May I help you?";

2. Vocabulary including terms like 'Coke; 'fries,' and 'cheese-
burger' plus idiomatic expressions like 'with the works; or
'with everything' common to food service. Also included
in the vocabulary would be contractions such as 'I'd' for 'I
would; '

3. Grammar skills such as understanding the difference be-
tween the subjunctive (I would like) and the future tense
(It will be);

4. Reading and writing skills such as the ability to read the
names of food items from a menu and to write the names
of the items or codes for the items on an order form or to
input the inf mmation into a machine;

5. Interpersonal skills such as learning the expression, 'thank
you; and establishing appropriate distance and eye con-
tact.

Vocabulary would first be taught orally through role playing or
by repeating after the teacher. After this, the teacher could ask
the students to label pictures of the food or to match names of
food items to the pictures. Finally, the teacher, could hand out
order forms similar to the ones used in a restaurant and ask
students to write in food items 07 codes for food items.

Adapting Instruction for a Work Environment

Another illustration irwolves the use of signs commonly found
in a work environmelit. Commercial drivers, for example, see
many road signs as they drive and should be able to read these
signs and understand the laws that prescribe a driver's re-
sponse to the signs. The teacher could display a picture of the
sign in class. For the purposes of illustration, let's say the sign
reads 35 M.P.H. Students would first be asked to name where
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they had seen the signs before and to say what they had done .

Or the teacher could describe the sign and explain what it
meant, for example that M.P.H. meant 'miles per hour' (and
explain the difference between miles and kilometers if appro-
priate). The teacher could help the students generate state-
ments to describe the sign and to describe how they react to
seeing the sign. Other examples of signs which are more uni-
versally seen in the workplace are 'no smoking,"dangee 'exit',
'employees only; and 'no admission' signs. Students could be
asked to bring in photographs, drawings, or copies of signs to
class.

Teachers can also help students develop language skills to
understand and solve problems at work. It is important that
workers learn both critical thinking and language skills neces-
sary to discuss and solve problems in the workplace. Workers
must be able to make routine and emergency decisions about
problems such as incorrect shipments, production difficulties,
inventory shortages, accidents, or disabled co-workers.

Another common problem in some workplace sites is employee
use of drugs or alcohol. The teacher can put an illustration of an
employee taking drugs or drinking on a flip chart or black
board. The first step would be to make sure that the students
could identify the vocabulary needed to describe the picture.
The teacher could point to the worker, the bottle, the drugs, and
so forth while she called out the name and asked the students
to repeat after her. In a second or third round, the teacher could
supply cards with these words and ask the students to paste the
word on the appropriate place on the picture. Students coLld
write the words on a hand out.

Generating a question and answer exercise by asking students
questions like Where is the worker? What is the worker doing?
and taking the opportunity to teach the future tense by generat-
ing other questions such as What will happen to the worker?
can start discussion about the consequences of drunken or
drugged behaviour at work. As students come up with an-
swers, like 'accident,"fired,' or 'death; the teacher can write
these on the picture and form a semantic map. After
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completion of the brainstorming, the teacher can ask the stu-
dents to repeat the words. Once again, students can be asked to
write these on their hand out. The teacher can then say the
words again and ask the students to circle them.

Next, the teacher can help students generate statements about
the problem. The usefulness of students learning statements
appropriate to problem/solution activities has been illustrated
by Merman, and others (1989). The following discussion is
based on this work.

The teacher creates a series of lead-in question and flash
cards that help pairs of students structure their discus-
sion. For example first question would be "What is the
problem?" The answer would be "The problem is

" with the respondent filling in the ap-
propriate information, such as "The problem is that the
truck driver is drunk." The second question would be
"Tell me more about it." The answer would be "To be
more exact, ." The student could com-
plete the statement in several ways, such as, "the 'oink
driver drank five beers in thirty minutes," as long as
more detailed information is given. The next question
would be 'What is the result?" with the answer being
"The result is " For example, "The result
is that he is a dangerous driver;" or "The result is an
accident." Finally the question could be "How do we
solve this problem?" The answer would be "A solution
is " For example, "A solution is to get
him off the road; " or "A solution is do not drink and
drive."

Concluding Comments

As can be seen from the above discussion and illustrations,
adapting workplace materials for ESL students is a creative
enterprise for both teachers and students. It is necessitated by
the lack of standardized materials appropriate for workplace
language instruction and also by the varied and complex needs

Aqi



420 Meenan

of the workplace LEP population. The emphasis on a functional
and competency based approach reflects an understanding of
the immigrant's immediate need for language skills to help him
or her function effectively in the complexity of any technologi-
cally-based work environment.
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Chapter 3

THINKING CRITICALLY
IN THE WORKPLACE

Gloria Pierce

ABSTRACT

The meaning of literacy in today's workplace extends beyond read-
ing, writing and performing job duties. It requires that workers
develop the ability to question organizational norms and practices,
challenge assumptions and beliefs that drive decisions, and ex-
plore alternative perspectives and actions. These critical thinking
skills play a vital role in developing critical literacy in the workplace
- the ability to understand the organizational world and to actively
participate in creating a healthier workplace. Recent research sug-
gests that both literacy and critical thinking programs are most
effective when firmly grounded in certain principles cf adult edu-
cation. This chapter draws on this research to provide a set of
guidelines for developing critical thinking and literacy programs in
the workplace.

Critical Literacy at Work

The meaning of literacy in the workplace of the 1990's and the
21st century extends far beyond narrow definitions concerned
mainly with reading, writing, computing and other skills re-
quired for basic functioning and adapting to the organiza-
tional environment. A much broader concept of literacy is
needed to understand and confront the complex issues and
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problems of today's workplace and its interaction with the
world.

The conceptual, historical foundation of an expanded view of
literacy can be found in the work of radical educators, most
notably Paulo Freire and Henry Giroux. Freire's concept of
literacy "entails a quality of consciousness" that enables peo-
ple to challenge and transform structures and institutions that
limit and oppress human development (Bee, 1981:55). For
Freire (1982), emancipatory literacy is not just a set of technical
skills thai help people adapt to society and its institutions. It is
the ability to decode not only words and symbols but also
institutional structures and the assumptive world upon which
they are built.

Immense global problems demand that educators "conceive
of literacy as a means of increasing people's consciousness
and their ability to participate anistructively and ethically"
(Botkin, Elmandjra and Malitza, 1979:92). This wider concep-
tion of literacy, says Botkin and his associates, encompasses
many people not conventionally considered illiterate. Focus-
ing on this wider illiteracy "would more accurately reflect the
more serious proble :trinsic to the deterioration of the
human condition" (Botkin, Elmandjra and Malitza, 1979:92).
Giroux (1988) agrees that:

...illiteracy as a social problem cuts across class lines
and does not limit itself to the failure of minorities to
master functional competencies in reading and writ-
ing. Illiteracy signifies on one level a form of political
and intellectual ignorance. ... (It) refers to the func-
tional inability or refusal of middle and upper class
persons to read the world and their lives in a critical
and historically relational way. (p. 157)

As the interdependent nature of social and ecological reality
becomes increasingly clear, it compels a reading of the world
that recognizes the gaps and errors in the dominant paradigm
and reconsiders the basic criteria for literacy.

Critical literacy in the workplace means the ability to think
critically about the jaeliefs upon which organizational prac-
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tices are based, to analyze and question assumptions upon
which organizations are structured, to assess the values and
norms that inform organizational culture. It includes the abil-
ity to examine the effects of all these on one's own develop-
ment and that of co-workers, on the relationships between
organization members and organizational units and on pro-
ductivity. It even involves developing a critical consciousness
concerning the organization in relation to its environment.

Toward a Holistic Model of Critical Thinking

Developing critical thinking in the workplace means facilitat-
ing reflective learning in adults. Reflective learning involves
critical reflection and critical self-reflection, both of which
inform critical thinking (Mezirow, 1990). Critical reflection
probes the premises upon which problems are posed; critical
self-reflection examines how one's own attitudes, values and
beliefs affect one's work and interactions with other organiza-
tion members.

Central to both processes is the development of both intraper-
sonal and interpersonal competence, the two basic elements
of what Gardner (1983) refers to as personal intelligence.
Intrapersonal awareness provides "access to one's own feeling
life ... as a means of understanding and guiding one's behav-
ior" (p. 239). It can also be described as "personal psychologi-
cal insight" (Rosenberg 1989:2) or the capacity for
seif-d;3covery. The interpersonal aspect of personal intern-
gen concerns the ability to understand, empathize and com-
municate with others.

These forms of personal or "affective intelligence" are neces-
sary for critical reflection, for entering into dialogue and criti-
cal discourse with others, for self-discovery and
self-understanding. Affective intelligence supplies us with
the knowledge necessary to all the relational aspects of living -
relationship with self, with other humans, with organiza-
tions, with society, with the environment.

Contemporary Western culture, however, generally has failed
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recognize the validity and value of this alternative way of
knowing and experiencing. Criteria for intelligence within the
dominant paradigm are based mainly on the rational-logical
problem-solving skills associated with quantitative analysis
and the scientific method. Models of critical thinking that
accept this bias continue to emphasize judgments based al-
most exclusively on rational considerations of evidence. Nev-
ertheless, an alternative ethic of connectedness, care and
responsibility forms the basis for a different kind ofjudgment
and reasoning, one which includes the affective-relational
aspects of a situation (Gilligan, 1982). In a more holistic model
of critical thinking, therefore, judgments include relational as
well as rational elements, affective as well as analytical intelli-
gence, subjective as well as objective knowledge.

The adult learner in the workplace is not "a disembodied
intellect" but an integrated unity whose thinking suffers
when disconnected from emotions (Branden, 1971:6-7). De-
nial of the affective domain can severely cripple the capacity
for critical reflection and learning. Conversely, emotional reac-
tion can actually precipitate the critical questiming of ac-
cepted knowledge and social patterns. Unconventional
emotional responses or "outlaw emotions ... are necessary to
develop a critical perspective in the world (and) presuppose at
least the beginnings of such a perspective" (Jaggar, 1989:160).

Emotions are the underpinnings of critical reflectivity in that
they signal "that something is wrong with the way alleged
facts have been constructed, with accepted understandings of
how things are" (p. 161). Looked at in this way, emotions are
the internal counterpart of the "disorienting dilemma", an
event such as divorce, illness or job loss that can trigger
significant changes in perspective (Mezirow, 1990:13). Al-
though Mezirow uses the term "disorienting dilemma" gener-
ally to refer to an external event that leads to perspective
transformation, jaggar implies that even very subtle stimuli
can mobilize emotional capacities and provoke change. In any
case, it is the emotional substance of the experience that
provides the impetus to engage in critical reflection, learning
and change.
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In sum, emotions are powerful sources of energy and informa-
tion crucial to the critical thinking process. Affective knowl-
edge is a form of intelligence v4tal to effective functioning in
the workplace. It should be so acknowledged and integrated
with other forms of intelligence in a holistic model of critical
thinking to guide the design, development and delivery of
programs.

Critical Thinking in Organizations

Unless organizational decision-makers can see a link between
critical thinking and improved organizational effectiveness in
terms of productivity and profit, they will be unlikely to en-
gage in or provide support for efforts to think critically. Evi-
dence is mounting that poor organizational decisions are
costly and harmful to the internal functioning and health of
the organization. Furthermore, poor organizational decisions
can also be detrimental to the enviromnent in which the
organization operates because decisions made within a partic-
ular workplace extend beyond its boundaries and can have
great impact upon millions of stakeholders who do not di-
rectly pirticipate in making those decisions.

Many organizational decisions are made on the basis of un-
conscious or semi-conscious assumptions which may be in-
adequate, erroneous or obsolete. When these implicit
assumptions are made explicit, such errors and deficiencies
and the consequences resulting from them are revealed and
better judgments are possible.

Critical thinking in the workplace requires that employees (1)
become aware of the unintended effects and consequences of
their actions; (2) identify and challenge the validity of the
assumptions and beliefs upon which decision-makingcriteria
and operating practices are based and (3) expand their aware-
ness to include alternative perspectives, modes of thinking
and possible courses of action.

Several highly visible events of the past decade illustrate the
adverse effects of organizational decisions made without criti-
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cal reflection about consequences or alti native actions. One
dramatic example is the explosion of tne Challenger space
shuttle in January 1986; another is the grounding of the Exxon
oil tanker Valdez off the Alaskan coast in March 1989.

Investigation of the Challenger disaster focused attention on
the flawed decision-making practices and underlying mana-
gerial assumptions at NASA and Morton Thiokol. NASA was
described as "a hidebe und space agency fraught with lax
management oversight, intramural turf battles between head-
quarters and key field centres and a tendency toward compart-
mentalized bureaucratic thinking" (Magnuson, 1986:14). Key
officials had not even been informed of the engineers' opposi-
tion .o launch. Those managers who did hear of the recom-
mendation to delay the launch assumed safe conditions,
demanding proof from the engineers that conditions were
unsafe.

Similarly, the assumption made by upper management at
Morton Thiokol demonstrated an apparent disregard for the
knowledge and expertise of those employees at lower levels in
the organizational hierarchy. One manager was told to take off
his engineering hat and put on his management hat, implying
that managerial and technical decisions could be clearly sepa-
rated. The final recommendation to NASA was made without
any "vote" from the individual contributors most familiar
with the equipment in question - the engineers.

The Alaskan oil spill revealed similar distortions at Exxon:
inadequacy of emergency clean-up plans, failure of supervi-
sory action to insure safe operation of their vessel, and staffing
cutbacks to reduce costs. Furthermore, the Coast Guard and
Alyeska, a consortium of oil companies operating in Prudhoe
Bay, resisted the safeguards proposed by the state of Alaska,
such as double-hulled tankers, radar monitoring and tugboat
escorts through Prince William Sound (McCartney, 1989;
Malcolm 1989). The dismantling of clean-up plans and safety
precautions was based on the belief that such a catastrophe
would not occur and that the benefit of such measures did not
warrant the expense. More careful critical analysis of such
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assumptions could have altered the choices which eventually
resulted in damage to the environment, the organizations
involved, and other stakeholders.

ln any case, the event revealed a poor reading of reality at
various levels of several organizational hierarchies. As officials
told the Associated Press, "Decisions made by state and fed-
eral officials and the oil industry bear far more scruti.ty than
the drinks downed by Capt. Joseph Hazelwood." Former De-
partment of Environmental Conservation supervisor, Randy
Bayliss used this metaphor: "We all allowed the grenade to be
built. Hazelwood merely pulled the pin" (McCartney,
1989:C1).

Furthermore, r..search on "changes in the nature and struc-
ture of work and in the capacities for work" (Berryman,
1989:22) shows that not only have literacy requirements in-
creased but also that critical thinking is becoming increasingly
necessary -o perform most jobs. Both service and manufactur-
ing industries demand ever more varied, unpredictable re-
sponses to more complex events and information. At all levels
of the organization, employees are challenged to deal with
uncertainty, to understand the business environment, to initi-
ate task revision for performance improvement, and to antici-
pate and solve unfamiliar problems. "There is a stunning
parallel between these changes in the nature and structure of
work and the defining characteristics of higher-order (critical)
thinking" (Berryman, 1989:28).

Unless employees are able to read, write, reason, and ques-
tion, standards will be lowered and competitiveness in the
world marketplace will be hurt. Employers and managers
who realize that their competitive edge lies in a critically
literate workplace will support programs that facilitate em-
ployees' abilities to read, write and think critically. They will
also recognize the need to examine their own operating prac-
tices and explore alternatives that would better serve long-
term profitability and organizational vitality and strength.
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A Workplace Case Study

This chapter draws on research conducted in a Fortune 500
company that d-monstrates just such a link between critical
%inking (critical reflection plus action) and bottom-line
results. Over the course of a decade, managers throughout
this company attended a week long workshop aimed at im-
proving the quality of corporate management by developing
critical thinking skills.

A major goal of this workshop was to reformulate organiza-
tional problems by identifying and questioning pervasive be-
liefs, assumptions and norms which might be dysfunctional
or self-defeating. Another objective was to become cognizant
of the impact of managerial decisions and actions both within
the organization and outside its boundaries. A third aim was
to explore alternative perceptions, beliefs and practices.

The program was designed to facilitate the process of critical
thinking by helping participants to:

1. Reflect critically on the assumptions underlying actions.

2. Make these implicit beliefs explicit.

3. Consider alternative perspectives.

4. Frame the issue or pose the problem from an expanded
perspective.

5. Speculate on consequences of decisions.

6. Imagine and explore alternative actions.

7. Choose actions from an expanded perspective.

Several months after their participation, managers were sur-
veyed and interviewed to determine the impact of the work-
shop on organizational practices and effectiveness, and to
identify the factors that facilitated or inhibited their efforts to
think critically. A striking outcome was reported bya manager
whose work team framed a problem differently through criti-
cal reflection: "Our unit is responsible for a $70,000 savings to
the company just sir ce the workshop because people got
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together and proved the problem and how to solve it" (Pierce,
1986:237-238). Less dramatic improvements were also docu-
mented: better coordination, cooperation and communication
among organizational units as well as lower absentee rates
and highcr levels of worker satisfaction and productivity.

Guidelines for Program Development

Although this case study focused on critical thinking in man-
agement, more general principles can be extracted from the
research findings to yield a set of guidelines for developing
programs to foster critical thinking and literacy throughout
the entire workforce. Workplace literacy/basic skills programs
share common educational principles with management edu-
cation programs for critical thinking because adults in both
groups need fundamentally the same conditions in order to
learn effectively. Facilitating learning at any organizational
level - whether it is the development of basic skills, literacy or
critical thinking - requires the active engagement of learners,
relevance and importance to their (work) lives, a positive
outcome or benefit, and enhancement of self-esteem and com-
petence.

Creating a Climate for Critical Reflection

Programs should be designed and facilitated with the intent of
helping participants see more clearly the results of their
actions and the beliefs upon which those actions are based.
The reservoir of experience, knowledge, skills, abilities and
attitudes that employees at all levels of the organization bring
to their work is a double-edged sword. On one hand, it is a
rich resource from which the organization benefits; on the
other, it is a pool of habitual responses based on enistemic,
socio-cultural and psychic distortions (Mezirow, 1990) that
impede optimal functioning.

Socio-cultural distortions can be especially dysfunctional in
the workplace since they involve beliefs about power and
social relationships reinforced by the structure of most bus-
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Mess enterprises. For example, beliefs about the desirability of
competition can lead to a tribal encampment mentality that
pits one organizational unit or function against another. Also,
beliefs about the omniscience or omnipotence of authority
figures can lead to reluctance on the part of managers to share
power with subordinates and a posture of dependence on
managers to produce the answers to all organizational prob-
lems. Ciitical thinking corrects such distortions and releases
the energy of all members of the organization to cooperatively
solve problems.

Critical reflection upon entrenched beliefs is not merely a
detached intellectual exercise, however. Adults are emotion-
ally invested in their belief systems and do not relinquish
them easily or comfortably. Because examination of long-
standing patterns of behavior based on embedded assump-
tions can be painful and threatening, it must be done in safe,
supportive conditions. Thus, a climate must be created in
which both challenge and support are valued and emerge at
appropriate times.

Active listening plays a key role. Paraphrasing the factual
content and reflecting the emotional content of messages en-
ables learners to clarify their ideas and positions, to better
unde stand themselves and others, and to identify lapses and
errors in their judgments. The accepting attitude of active
listening encourages honest expression of thoughts and feel-
ings and makes possible the discussion of organizational se-
crets - those causes of dysfunction and inefficiency that have
become publicly undiscussable (Argyris, 1982). An atmo-
sphere of strict confidentiality must be maintained to accom-
plish such honest examination of norms and their
consequences.

Role of Facilitator

The facilitator's role in fostering a climate for critical thinking
and crif :al literacy cannot be overemphasized. Facilitators are
first and foremost the role models for critical thinking atti-
tudes as well as the reinforcers of critical thinking efforts on
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the part of learners. When facilitators are critically reflective
about their own work, values and relationships, they model
critical thinking. Remaining open to other perspectives and
scrutinizing one's own assumptions are essential attributes for
educators who would foster critical thinking in others.

A skilled facilitator has a wide repertoire of behaviours and
knows when it is appropriate to respond with encouragement
and understanding. "Empathic provocateur" (Mezirow,
1990:366) is a term that captures the dual nature of the facilita-

tive role - a posture of critical questioning within a genuinely
caring, accepting attitude. When facilitators are willing to meet
participants within their own phenomenological world, they
acknowledge and validate the participants' experience and also
earn the trust and credibility to challenge and question.

Programs should begin with the problems and needs of partic-
ipants but also "provide the basis for critique of dominant
forms of knowledge" (Giroux, 1988:103). Facilitating critique
of established behaviours and beliefs means that "student
experience must be given preeminence in a way that neither
unqualifiedly endorses nor delegitimates it" (Giroux,
1988:197). In other words, facilitators model receptivity to
other points of vies at.; well as critical analysis.

Instructors stimulate open inquiry and discussion by probing,
raising issues and posing questions rather than by more didac-
tic methods. Questions should be framed so that they stimu-
late learners to critically reflect on their own experiences, how
their assumptions influence actions, and alternative assump-
tions they might consider. Asking expanding questions that
focus on participants' feelings and beliefs draws on real needs,
situations and problems as a basis for stimulating reflective

thought.

Promoting Dialogue and Multiple Perspectives

Critical dialogue is enhanced through exercises in which usu-
ally silent voices become part of the community. The goal is to
create a community of critical discourse and problem-posing
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where the "contradictory and multiple ways of viewing the
world" (Giroux, 1988:167) can be identified and understood.

Learners engage in dialogue with each other in order to see
and benefit from multiple perspectives on a problem and to
identify and challenge one another's assumptions about a
situation. Participants reported that this process "made both
sides stop and listen and say, 'is it this way, or this way, or is it
both ways?" (Pierce, 1986:243). Others stated, "Now I try to
see what's really behind the problem" (p. 241) and "I looked at
the move from their viewpoint which I never would before" (p.
223). Dialogue can result in a redefinition of the problem
situation.

Feedback given in a caring, supportive way can stimulate the
process of critical self-reflection and lead to self-discovery.
Participants described their experience: "I found out how they
perceived me as a manager and a lot of that wasn't a pretty
picture. One said I reminded him of Tom Terrific and I was
doing everything for myself and not building the organiza-
tion. I had not ever allowed myself to know that" (Pierce,
1986:236). Self-discovery was apparent in this manager's met-
aphor: "I was blind, I was sleepwalking. I never knew how
what I did made so many people afraid of me" (Pierce,
1986:204).

A Pause for Reflection

The hectic pace and organizational culture of most workplace
settings mitigate against the development of critical thinking
skills. An orientation to action and habitual response pattnns
typical of so many business enterprises hinders critical reflec-
tion and makes it difficult to learn how to think critically
within the work environment. A more effective approach is
the creation of a cultural island, an off-site residential work-
shop in which learners are freed from distractions, demands
and expectations of everyday life. The intensity and isolation
of such a 'pause' breaks the trance of normal perceptions and
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behaviours and creates the space for reflection, dialogue and
imaginative speculation.

As cultural islands, the workshops become microcosms of a
workplace in which critical thinking is fostered. The more
links that can be made between workshop insights and appli-
cation in 'the real world', as participants refer to the work
environment, the more valuable and effective the learning will
be. In otLer words, the workshop becomes a model for critical
thinking in the workplace.

Concluding Comments

This chapter is based on several important assumptions re-
garding literacy, learning, and critical thinking. First, "literacy
means far more than sounding out and decoding words.
Literacy entails reading, writing, and communicating ideas,
concepts and thoughts as well. It entails examining the world
and becoming active participants rather than being passive
observers in it" (Rosenthal, 1990:18). Critical thinking also
involves such examination and active participation.

Second, literacy education and education for critical thinking
share common elements and processes. Both workplace liter-
acy/basic skills programs as well as programs to develop criti-
cal thinking are most successful when they use principles and
practices of effective adult education.

Third, adults learn only when and what they are motivated to
learn. Thus, the workplace is an especially appropriate setting
for learning. Not only do external factors such as promotions
and pay increases contribute to motivation but internal factors
related to work can be even more powerful motivating forces.
To a greater or lesser degree, adults identify with their work
and derive self-esteem and self-confidence from their sense of
competence in their jobs. Work-related learning, therefore,
increases involvement and builds a sense of success, achieve-
ment and mastery that benefits both worker and organization.



436 Pierce

Fourth, only content that is meaningful will actively engage
adults in the learning process. Because motivation consists of an
emotiona' component as well as an intellectual one, learners must
be engaged on both levels, through the use of materials and
topics that address their concerns and draw on their experi-
ence. Adults readily invest energy in learning something of
value and relevance to them.

Fifth, active engagement is necessary to develop critical think-
ing abilities and to build generative knowledge knowledge
that is readily available to interpret new situations and experi-
ences because it has been grasped through the process of
critical thought. In other words, effective adult education as-
sumes the inseparability of generative knowledge and critical
thought and is methodologically based on facilitating the
learner's active struggle to know through thinking.

Generative knowledge enables learners to continue to learn by
seeking, analyzing and questioning information, taking a va-
riety of perspectives, and relating information to other knowl-
edge. "The goal of building generative knowledge requires the
learner to practice thinking ahead, recognizing the actual
problem, anticipating consequences, and seeing applications
to other situations" (Handler, 1990:21). These abilities are
becoming increasingly necessary in virtually every job in to-
day's organizations. They are best developed in an atmo-
sphere of community where diaiogue is encouraged and
learners support and assist one another's efforts to learn.

Finally, a business-as-usual approach will not solve the orga-
nizational and global problems we face as the 21st century
approaches. The days of 'mindless' factory work are disap-
pearing as workplaces become more complex and demand
higher skill levels in oral and written communication and
critical thinking from workers at all levels of the organizational
hierarchy. We must begin to see and understand ourselves
and our environment, especially the places we work, from an
expanded perspective and to make choices based on a criti-
cally literate reading of organizational reality.
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Ciltical thinking enables decision-makers in organizations to
identify the roots of dysfunction, to envision new ways of
operating, and to make the transformative changes necessary
for organizational viability. In sht rt, critical thinking is the
bottom-line requirement for a healthy workplace.

NOTES

Because this way of knowing is clearly centred in the affective domain, I prefer to
use the term "affective intelligence". Rosenberg (1989) refers to these capacities as
"emotional intelligence".

Perspective transformation refers to a change in the way a person interprets the
meaning of an experience. It results from reassessing presuppositions and
reformulating assumptions "to permit a more inclusive, discriminating, permeable,
and integrative perspective" (Mezirow, 1990)
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Chapter 4

ACCREDITING BASIC SKILLS
FOR THE WORKPLACE

Leslie Morphy

ABSTRACT

In the United Kingdom ant; elsewhere, adults with inadequate
basic skills will find it increasingly difficult to cope with the de-
mands of work. Employers increasingly need employees who can
respond to change, can learn new techniques and processes and
can largely manage themselves as part of a team. Communication
and numeracy underpin most work roles and occupational tasks,
difficulties in these areas reduce competence at work. The identifi-
cation of standards required for communication and numeracy are
a prerequisite for providing accreditation for and in the workplace.
Such standards need to be transferable across occupations and
across work roles if they are going to be meaningful. They also
require national credibility both with employees and employers.

Few people deny the importance of basic skills in the work-
place. You do sometimes hear employers say that a particular
job does not require someone to have to read or write or use
numbers. You also occasionally hear employers worrying that
if unskilled workers gain more basic skills they may not stay in
what are seen as boring and repetitive jobs. But on the whole
there is general agreement that better basic skills would lead to
better work, a higher degree of job satisfaction and greater
chances of job mobility.

444;
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From time to time public attention is drawn to problems
caused by the difficulties people have with communication
and numbers. Employers often express frustration when their
staff cannot perform competently because these basic skills
are lacking. Employees shy away from promotion and change.
But changes in employment patterns, new working practices
and prot. :dures accelerate the need for good communication
and numeracy. Attempts to introduce cashless pay or to de-
velop 'xtal quality control and a greater degree of self manage-
ment reinforce the awareness of and need for better
communication and numeracy. These become more rather
than less important. This is particularly true now. What was
formerly, often mistakenly, called unskilled work is disappear-
ing and is being replaced by knowledge work where communi-
cation and numeracy are taken for granted.

Towards Occupational Competence

Employers want their employees to be competent at their job.
Employees want job satisfaction, both related to their ability to
do their job and their ability to progress within it. In reality
occupational competence cannot be obtained without the es-
sential skills of communication and numeracy. And yet these
skills are largely implied or hidden. Assessing and accrediting
the areas of communication and numeracy, implicit in work-
ing roles, broadens the concept of occupational competence.
With job demands and work roles changing rapidly, those
aspects of competence which enhance the progression and
t.-ansfer between occupational areas will provide a bedrock on
which to layer new skills.

There are several questions which can be raised.

Does flexibility mean equipping more individuals with
several task specific skills - multi-skilling or, put more
crudely the kitchen fitter approach? Or is the a need to
shift the emphases more towards developing broader
or process skills? Do we need to concentrate on those
competences that underpin effective performance
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across a wide spectrum of employment and indeed life
itself?.... In an environment in which we do not know
precisely what skills are required, it seems plausible
that at least part of our effort should be devoted to
developing flexible adaptable people who can quickly
acquire new skills as they become known. Motivation,
initiative, confidence and the ability to learn must also
play some part in future human development needs.
(Kendall, 1989)

Those who did not take and pass school or college examina-
tions have not been given achievement standards in the area of
communication and numeracy. And skills which are required
on entry to occupations frequently bear no relation to the
practical demands of jobs.

Entry tests into many occupational areas tend to replicate the
contrived questions and situations to which wrong answers
were provided at school. They ask people for example, to add
fractions or do long division, even though such number ma-
nipulation is entirely unnecessary in the proposed job. This
seems not to have struck the gatekeeper. In effect they are
screening people out of jobs and not assessing whether some-
one could practically fulfg the tasks expected -:chin the job.
They are also reinforcing failure. This is an unfortunate by-
product in an economic environment that increasingly de-
mands high motivation and the ability of the workforce to
learn and and relearn.

What are the basic skills which people need at work? Getting
people to define what basic skills are actually important out-
side the generality of reading, writing, spelling and maths is
difficult. In practice, people's competence depends on their
ability to use basic skills appropriate to the situation in which
they find themselves, in their working or non working life.

Developing Standards for Communication Skills

In the United Kingdom, the Basic Skills Accreditation Initia-
tive (BSAI) (1990) been set up to develop standards for corn-
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munication skills and numeracy which are applicable across
education and training. The standards can be recognized in
different employment sectors and occupational levels. The
intention has been to provide tools for recognizing and. assess-
ing the areas of communication and numeracy which under-
pin competence both in work and in non-working contexts.
The intention is also to give employers and the employees a
clear set of targets for individual achievement.

It is worth mentioning that the general climate within which
this Initiative of basic skills provision should be seen, has been
extended over the last few years. Whereas ten years ago most
basic skills provision took place in local education authority
evening classes or in classes run by voluntary schemes, now
provision can be found far more widely through training
organizations, work based training, further education col-
leges and most recently through open learning centres.

There have been increasing demands for forms of certification
in basic skills in both vocational and non vocational contexts
and there is a need for a clear connection between any new
basic skills certification and other qualifications. Changes in
the needs for qualifications are having an effect on the way in
which people's achievements are certificated and recognized.

Two particular changes should be noted. Firstly, a National
Curriculum in schools covering the years of compulsory edu-
cation is being introduced. Changes in assessing and accredit-
ing learning in schools has implications for post school
assessment and arxreditation. This is partly because they pro-
vide a bench mark from which post school education and
training is launched. It is also because adults who failed at
school need, when they return to learning in later life, to be
able to forge some kind of relationship to those qualifications
which they, for whatever reason, failed to achieve in school.

The second development in the United Kingdom, the institu-
tion of the National Council for Vocational Qualifications
(NCVQ). This was set up in 1986 by the Government to reform
and rationalize the system of vocational qualifications The
NCVQ Frar- . ,ork will eventually cover all occupations and
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significant areas of employment. It is a competence based
system, with qualifications made up of units which are sepa-
rately assessed and credited.

National Vocational Qualifications are rTiterion-referenced
modes of assessment as opposed to more traditional norm-
referenced modes. They are in many ways more in tune with
approaches commonly adopted in basic skills work, looking to
mark success rather than failure. They are not time bound or
tied to a particular course. But perhaps most importantly for
those adults who have basic skills needs, or who have been
failed by the traditional system of gaining qualifications, they
take the mysticism out of assessment. People know aactly what
they have to do to achieve the standards set. The Basic Skills
Accreditation htitiative has been designed to articulate these
changes and to allow communication skills and numeracy to
be assessed and certificated as part of vocational training,

hether that takes place within or outside the workplace.

An Accreditation Framework

There were a number of aspects to our brief to design an
accreditation system for basic skills. It had to fulfil the follow-
ing demands. It had to be:

1. relevant to and applicable across a range of difierent
learning/teaching settings;

2. capable of delivery through a range of subject matter;

3. consistent with developments in the National Council for
Vocational Qualifications and the National Curriculum;

4. nationally recognized;

5. allow people to gain credit at different levels of achieve-
ment.

A number of things follow from such a brief. Perhaps the most
important point is that it is very clear that any kind of course
with a fixed syllabus to which accreditation and certification
adhere would not allow the flexibiLty that was demanded. In
particular, in the context of work based accreditation, it would

4 4 I
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create problems wikh delivery. More seriously, the contextual-
ization of basic skills would be limited with a fixed syllabus. To
allow people to demonstrate their skills in any context required
the development of an Accreditation Framework which was
independent of any particular mode of delivery or context.
Both of these are crucial to being able to accredit basic skills in
the workplace.

Rather than crediting the process of learning, the Framework
contains outcomes of learning - what people can actually do.
How in practice do we use communication skills and nu-
meracy? We also need to recognize that people need to de-
velop and use these skills at different levels of sophistication,
depending on the demands of the required task role.

The Accreditation Fr-mework developed by the Basic Skills
Accreditation Initiative is designed to provide a vehicle for
highlighting and recording people's ability to use communica-
tion skills and numeracy. The approach is a functional one
focusing on outcomes of learning, rather than on the 'what',
'how' or 'why' of the learning process. In researching these
outcomes, the purposes of these skills in everyday and work-
ing life have been identified.

A series of 40 units have been designed. These units specify
standards of performance and are made up of a series of
elements and performance critefia. Each unit stands on its
own for the purposes of external recognition and describes a
coherent cluster of activities. It is the smallest component
deemed to have a degree of meaning to the outside world; this
means that external validation can adhere to a unit. Each unit
is made up of a number of elements which are separately
recognized for assessment purposes. Each element describes
an activity which is an appropriate sub-division of a unit.

A number of performance criteria are attached to each ele-
ment. These performance criteria set down the requirements
that have been judged to ensure that whatever activity some-
one is doing works. The units are not designed to be a teaching
or a learning program. It is for the learner or tutor, trainer cr
trainee to develop the learning program. Through this they
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can identify strengths and weaknesses that need to be worked
on to produce a portfolio of work which demonstrates compe-
tence. The framework acts as a curriculum generator, enabling
a learning program to be developed which is relevant to the
context in which the learner wishes to learn and which can
allow the learner to reach the necessary standard.

In resolving the issue of different levels of certification a range
statement has been attached to each element in the frame-
work. The range statement illustrates the constraints on per-
formance by specifying the kinds of material and situations
which apply. It is the prime methodokgical device which has
enabled lower and higher levels of sophistication in using
communication skills and applying numbers to be accredited.
Four levels of communication skills and three levels of nu-
meracy are contained within the framework.

Using the Framework

The Accreditation Framework can be used to recognize an
individual's achievement in two distinct ways. The units can
be attached to other more specifically vocationally based quali-
fication to highlight basic skills achievements. They have been
designed to fit into the same format that vocational qualifica-
tions increasingly have and the units can be delivered as part
of vocational qualifications. In addition, certificates in nu-
meracy and communication skills can be awarded through
City and Guilds Institute of London, one of the UK's major
awarding bodies.

There is a strength in people achieving a recognized qualifica-
tion in communication skills or numeracy, separate from a
more specific vocational qualification, even if it means that
adults may have to achieve learning outcomes that are not
necessarily directly related to their work roles. It enables peo-
ple to develop skills which they may not have to use today, but
they might expect to use in the future. There is also little doubt
that many adults with basic skills needs are unable to benefit

'ly from training without improving their basic skills. Work-
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ing towards the certificates, in particular those the foundation
levels, provides them with a mechanism for reaching a thresh-
old where they can benefit from training.

There has been a tendency to see communication and nu-
meracy skills as more important for office based jobs, and for
those employees engaged in the administrative and clerical
aspect of a business. But increasingly the more forward look-
ing employees are seeing how essential they are on the shop or
factory floor. The Confederation of British Industry has taken
an almost evangelical role in promoting the importance of
basic skills in the workplace for all employees:

Firm foundation skills provide the basis for progres-
sion throughout working life. Releasing the untapped
potential of individuals is crucial to the raising of skill
levels. (CBI, 1989)

One of the first employers to set up a program in the work-
place to accredit basic skills through this framework is a major
manufacturing company which had identified about 30 per
cent of its workforce as having some difficulties with basic
skills. As part of its long term strategy it is moving towards the
principle of a far greater degree of self management from
within the shop floor. In the short term it is introducing
Statistical Process Control. It saw little possibility of moving in
this direction without a concomitant rise in the communica-
tion skills and numeracy levels of its workforce.

The introduction of Statistical Process Control has acted as a
trigger in many manufacturing companies. It has highlighted
the need for shop floor employees to have an adequate grasp
of basic skills. Without the introduction of Statistical Process
Control companies would not be able to compete. It provides a
very clear example to employers of the effect that inadequate
basic skills has on the 'bottom line'. Shop floor employees
have to be able to record readouts from equipment regularly,
to use and understand graphs and to notice trends develop-
ing. These new demands are pervasive. Where previously
written instructions came down to supervisors for transmit-
ting verbally onward, increasingly the whole workforce has to
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take in the written instruction, which will frequently appear
on a computer screen. As one senior training manager in a
electronics firm says: 'The day of the supervisor is dead".

Applying Communication Skills

Different employment sectors and different jobs clearly have
differing basic skills demands. It is this that has made tradi-
tional communication and maths qualifications of dubious
direct relevance in the workplace. The major requirement of
employers is that their employees can apply communication
skills and numeracy. The primary aim of the units in the
accreditation framework is to develop and accredit applica-
tions. They have been designed, as said above, so that the
applications are not prescribed. Essentially what this means is
that they have equal relevance in the retail sector as they do in
agriculture. That is not to say that all the units have a direct
relevance within all employment sectors. They don't. In effect
the communication skills and numeracy demands differ
within and between employment sectors.

In looking at job demands in a range of employment sectors
we can see how the standards can be mapped across. They can
be used both to highlight the employee's developmental
needs and underpin their efficiency. They describe how an
activity should be conducted to result in competence and
therefore move the trainer on from a needs analysis through
diagnosis to implementation.

Perhaps it is useful to give a couple of examples. An assistant
at the delicatessen counter in a large supermarket describes
part of her job as follows:

The most important part of my job is serving the cus-
tomer and it's something I enjoy very much. The cus-
tomer has lots of questions to ask - whether we have
any mature Camembert or how much is peppered
salami? I enjoy talking with them, helping them and giving
them the information they need. Of course I don't always
know the answer and sometimes I have to go and see the
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manager to find out about something, for example when
we are next going to have a delivery of ham.

Once the customer has chosen something to buy I have
to prepare it for them. For example , if they want some
Red Leicester, I take a large block of the cheese, put it
on the cutting board, estimate how much a quarter pound
is and then use the cheese wire to cut that amount. I
weigh the cut cheese on the scales and I input the price
per lb.

The training manager added that working on the delicatessen
counter involves learning to communicate using a whole new
vocabulani.

Both communication skills and numeracy are demanded to
fulfil the job adequately and the appropriate standards from
the Basic Skills Accreditation Framework could be applied.
These are:

Explain or describe orally.

all necessary informaftm is provided
language used is clear
language used is appropriate

Obtain information from - another person.
check that the person is able and willing
ask for clarification if something is not understood

Calculate and weigh out required quantities.
weights are estimated to an appropriate accuracy
all calculations are performed accurately

Refer to written data to carry out an activity.
refer to instruction at the start
check on progress as needed

In the very different employment environment of the farm the
standards are equally applicable. A farm steward describes
some aspects of his work:

Once a week at least, I am in contact with my farm
manager - during harvest almost every day! I have to
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be his ears and eyee. I explain to him on the phone about
the very important decision to be made; for example
after the harvest we discuss the percentage of moisture in
the stored grain. When the manager visits, we go
around the field and decide what sorts of sprays to use
and in what quantities. And though he supervises, I'm
left in charge of the day to day running of the farm. If
the tractor breaks down I have to speak to our contact
at the tractor company to explain the problem and per-
suade them to come out and do the repair. We have a sort
of production line; it takes a year to go from the begin-
ning to the end. Planning when to do what is impor-
tant. If the weather upsets your plans, you should
know what you need to do to adjust them.

Throughout the year I am responsible for the spraying
which we do to protect the crop. I have to decide what
volume of chemical to use. For this I have to calculate
the relationship between the speed the tractor usually
averages and the speed of the spray. After the spray-
ing, I record how much went into every field so the com-
pany has an accurate picture of conditions of the farm.

Appropriate standards are found across the Framework. They
include:

Provide information to another person.
check the other person's understanding

Explain or describe a situation to help reach a decision,
measure out required volume.

all calculations are performed accurately

Support a case orally.
provide all necessary information
use language which is understandable and

appropriate

Plan and schedule events.
take account of likely problems

Present information on charts or graphs.
use the data for the intended purpose
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On many small farms in particular, one person is often in sole
charge fulfilling a variety of roles - part manager, part labourer
and part technician. The need for extensive training coupled
with a willingness to go on learning in an industry which is
now highly technical, is obvious. A system of delivering ac-
creditation which does not depend on attending a class or
training course at set times a week or months is crucially
important in such an industry.

Agriculture, ruled as it often is by factors outside human
control, is an obvious employment sector where any accredita-
tion system needs to be flexible. But the advantages of flexible
delivery of learning linked to accreditationare clear not only to
employers but also to the employees who wish to gain accredi-
tation. Most of us have limited spare time. We juggle work,
domestic responsibilities and leisure. Learning needs to fit
into our timetables rather than demanding that we fit into the
timetables of learning providers. Learning systems that don't
suit the individual are not likely to suit the employer or organi-
zation using them.

Managing Learning in the Workplace

For accreditation of basic skills in the workplace to be success-
ful requires a system that is flexible enough to be adaptable to
a range of different contexts and levels. There is also clear
requirement for national recognition to record achievements
as and when they occur. The importance of national recogni-
tion for qualifications and achievements should not be under-
estimated. They matter to those who acquire them as well as to
their employers. They matter particularly to those who have
for whatever reason failed in the past to achieve pieces of
paper which indicate success. Very many of the adults who are
now working on their communication skills and numeracy
through the Accreditation Framework will have left school
without any qualifications. To receive something for the first
time in their lives which says 'Pass' brings them into a new
relationship with learning. Accreditation and certification pro-
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vide an important motivator for adults which is being increas-
ingly recognized by employers.

Learning in the workplace not only creates a different relation-
ship between the individual and his or her job, it creates a
different relationship of employee to employer. It is not diffi-
cult to see the effectiveness of learning where it links closely
with the everyday tasks and working environment in which
an individual is immersed. It no longer becomes an abstrac-
tion; something that happens somewhere else or to someone
else. However, to be successful in the workplace learning has
to be systematic and unobtrusive. This requires commitment
and understanding from those who control the work-Ilace of
what can be and needs to be achieved from trainers, supervi-
sers and line managers.

Managing learning in the workplace is an enormous chal-
lenge, if the development of the individual is to be maximized.
In the UK the culture for learning is, as has been implied,
sadly lacking and the result is a waste of the human resources
which are, after all, the raw material of most organizations. A
framework which contains the standards for communication
and literacy provide one of the tools for managing learning at
this level.

It provides clear objectives and a means of assessment which
is visible to assessed and assessor alike (the process of assess-
ment is often a rather obscure one).Traditional tests and exam-
inations which you either pass or fail frequently leave the
candidate with very little idea why they did well or badly. They
don't know the ground rules; they are not involved in the
assessment process. In the area of basic skills, where the
history of failure has often been not only acute but painful, it is
crucially important that those being assessed know and un-
derstand the rules. Assessment providing at the same time a
method of reviewing performance and identifying areas
which cause difficulties, builds in the potential for progress.
Accreditation which can take place in small and achievable
steps reinforces not only motivation but provides the building
block \ and which tc build the learning curriculum.
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The construction industry provides another example of man-
aging the teaching and learning of basic skills, within the
process of managing learning of the tasks actually involv.7d in
construction. This is an industry which is subject to a nigh
degree of change not just in terms of personnel but in methods
of approaching' work. New technology is now a significant
factor within the industry. A senior development manager in
one of the larger construction companies said:

Our industry has changed and so have the demands
made on employers and employees. New technology
has come in; there is a lot of money invested in plant
and equipment which must be used efficiently and
safely by fewer, more skilled people. There are a lot
more written instructions, thing have become more
technical, and people have to take a lot of responsibil-
ity. If you are transporting something like a crane, you
have to be able to work with bridge heights and road
widths. (BSAI, 1990)

A pilot project within the construction industry has been
concerned with integrating literacy and numeracy into craft
training. It has used the standards within the Framework to
fulfil basic skills demands required by craft training and by the
industry's vocational qualifications. They have provided a tool
for the craft instructor or trainer to identify literacy and nu-
mPr?:_. needs of individuals as a first step to being able to help
them. A learning plan is drawn up, on the basis of the initial
assessment with the trainee, which enables the trainee to
monitor his or her own progress. Specialist tutors work along-
side the craft instructors, giving advice on materials and meth-
odology in nlation to teaching basic skills and providing extra
assistance to small groups. The basic skills materials have
been designed to complement the craft learning. The basic
skills standards can be accredited alongside, and as part of
those standards which need to be achieved within the voca-
tional qualification. The communication skills and numeracy
standards are seen as relevant to all trainees, not just to those
who need more help in acquiring basic skills. Thus basic skills
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achievement is not something that is only seen as necessary
for the few with special needs, but for all.

Concluding Comments

The human resources development plan to include learning
has to permeate throughout the organization. Training and
learning is not simply something that takes place on training
courses or outside the working environment, although clearly
off-the-job learning will continue to have an important role.
The concern of those therefore who wish to highlight the
importance of basic skills must be to integrate it within the
overall training and learning philosophy, to embed it in other
learning and to give tangible credit for it.
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Chapter 5

USING TELEVISION FOR
WORKPLACE BASIC SKILLS
TRAINING

Dehra W. Shafer

ABSTRACT

Work Force Basic Skills Training Ttirough Television is an American model
partnership program involving public television, the cable industry, a
national book company and a state governmental agency. The objective of
the three-year project was to make available, via The PENNARAMA
Channel, Pennsylvania's Network, a television-based, basic skills training
series for adults functioning between fifth and eighth grade performance
level. The long-term goal is to upgrade workers' skills so that they can take

advantage of higher level training required for initial hiring or job reten-
tion and retraining. This involved production of a unique, video series
titled ON YOUR OWN and the development of broad-based support for the
use of the series in Pennsylvania.

Beginning in October, 1989, the programs continue to air on The PEN-
NARAMA Channel in support of the basic education and job training
programs participating in the project.

Literacy Challenges to Business

Pennsylvania, like much of industrialized North America, is
presently undergoing a significant change in its economic
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base and labour force composition. The economic revitaliza-
tion of the state requires that a changing work force, currently
oriented to unskilled and semi-skilled jobs in heavy industry,
be retrained in the technical and service skills. In western
Pennsylvania in the Pittsburgh area, for example, only fifteen
percent of the workers are now employed in manufacturing.
By contrast, nearly half of the work force was employed in
industrial manufacturing three decades ago (McKay, 1986).

Current training programs tend to skim the cream of the work
force and successfully retrain workers who are most ready to
be retrained. There remains ir Pennsylvania, however, a sig-
nificant second stratum of the work force - workers who
typically cannot take advantage of higher level technical train-
ing because they lack basic competency skills.

Two trends in business and labour are influencing the need for
improved basic skills among Pennsylvania workers. First,
businesses and labour groups face major challenges to retrain
the current work force for more complex jobs. From the mid
1980's until the year 2000, there will be dramatic increases in
the number of service and technology-related jobs. Philadel-
phia executives report having to downgrade job descriptions
because employees do not have the skills required to work
with new technologies that require rapid response to cus-
tomer requests and order processing (Omega Group, 1989).
Second, there is a significant change occurring in the entry-
level work force. The labour pool of younger workers is declin-
ing in both quality and number as the post World War II
generation of high birth rate gives way to a generation of
smaller families and therefore fewer people entering the work
force (Mitchell, 1987). Of 407 Pennsylvania businesses sur-
veyed, 56% reported having positions which they could not fill
because of a lack of qualified candidates. An astounding 404 of
the 407 attribvted the problem to a lack of basic skills among the
applicants (Fox, 1989).

The challenge to Pennsylvania business is two-fold. First,
there is the need to retrain older workers as the numbers of
younger workers decreases and their level of education de-
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dines. Many of these older employees are the second stratum
workers who either never mastered the basic skills that they
need to move into technical training or who have seen their
skills fade from lack of use. Second, there is the need to
upgrade the skills of younger, entry-level workers so they too
can take advantage of higher level job training. It is these target
populations of workers that the Work Force Basic Skills Training
Through Television project aims to reach. To do this, it uses a
unique, basic skills training resource, titled ON YOUR OWN
and a unique delivery system - The l'ENNARAMA Channel,
Pennsylvania's Network.

The Training Resource: ON YOUR OWN

ON YOUR OWN is a highly flexible and motivational series of
interacting video programs and texts for adults studying at the
fiftin through eighth grade level, produced by WPSX-TV, a
public television station licensed to The Pennsylvania State
University (Penn State). This station has had a commitment to
adult basic education an& adult literacy for almost a decade.

The Contents

The series includes thirty-three, ten to fifteen minutue pro-
grams and four textbooks in mathematics, reading, writing
and grammar. The video components teach basic skills in the
context of real life, dramatic situations, often in job locations.
The teachers and students are real-life, likeable, blue collar
characters. They is a racial balance of black, white, Hispanic,
and Oriental people. They provide role models for adult learn-
ers since it is either stated or implied that most of did not finish
high school but have gone to adult education classes to earn
their diplomas.

This 'slice of life' approach in the video is a key factor in the
instructional success of these programs in the classroom.
Adults need realistic, believable problems and role models
with whom they can identify, for learning to be most effective
(Griffith & Porter, 1984). Such modeling of learning behaviour
is also extremely motivational, especially for the adult who
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probably was an underachiever while in elementary and/or
secondary school.

The ON YOUR OWN programs are also designed for flexible
use. They can be viewed before studying, the text to introduce
new concepts or afterwards, as a way to summarize or review
material just learned. Or they can be viewed intermittently as
a student works through a chapter for reinforcement of key
concepts. In all cases video is articularly appropriate for
these activities (Gueulette, 1988).

The Learning Results

David Gueulette, Professor of Instructional Technology.
Northern Illinois University, in a speech titled, Giving Our
Studer. N., The Learning Edge, cited studies that show that
significantly greater /earning results when audiovisual media
are integrated into traditional teaching programs. The use of
sound and motion increases understanding by percent over
other presentation methods. Interest, motivation, ard reten-
tion remain increased by 33 percent for as long as a year after
viewing.

In the pilot test of the ON YOUR OWN math programs, there
were similar findings. The Appalachian Youth Service (AYS)
of Ebensburg, Altoona and Johnstown,. Pennsylvania, used
the math programs in a welfare demonstration project de-
signed to motivate, educate and employ people on public
assistance. Significantly, the test group using the ON YOUR
OWN materials improved 2.6 grade levels on post-test scores
compared to a 1.0 grade level improvement for the control
group.

Harder to measure, but just as significant, was the change in
attitude of the test group. Adults who previously had little
interest in 'book learning' began to understand the value of
learning as a means for improving their own lives. In general,
AYS found that the videotapes and materials 1) proved to be a
successful motivational tool in terms of enrollee interest, real
life practicality and applicability; 2) statistically indicated a
quicker learning curve than enrollees from groups who did
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not work with the materials; 3) positively changed enrollees
perceptions of education as it relates to holding jobs and
seeking advancement; and 4) helpe,t enrollees become more
confident in their attitudes toward competing in the job
market.

The Adult Education and Job Training Center of Lewistown,
Pennsylvania, also critiqued their initial use of the math and
writing tapes and texts. The math teacher reported that the
math programs were a good reinforcement of the concepts
presented in class and in tutoring sessions. Adult students felt
that the programs were, for the most part, realistic. Theygave
the students a chance to see how they can apply the math to
their own real life situations. The writing teacher reported that
her students enjoyed watching the videos. The videos moved
slowly enough for the students to take notes. The students
sometimes laughed at tiv dramatic situations and this seemed
to reinforce what they mre learning.

Extended Development of ON YOUR OWN

In the fall of 1986, Penn State's Center for Instructional Design
and Interactive Video (WPSX-TV station) entered into a con-
tract with Cambridge Adult Education Book Company, now a
part of Prentice Hall publishers, to produce the ON YOUR
OWN series in cooperation with Penn State's Beaver County
Campus Adult Literacy Action project and the College of
Education's Institute for the Study of Adult Literacy at Penn
State's University Park Campus. (Prentice Hall has published
the companion texts and is marketing both nationally and
internationally.) The project developed from the station staff's
long record of work in adult basic education with the Pennsyl-
vania Association for Adult Continuing Education and the
Pennsylvania Depa ment of Education, including the pro-
duction and distribuhon of the staff development series Help-
ing Adults Learn. Early work also included a nationwide effort
to assess the quantity and quality of media use in adult basic
education.

Later, the second-year effort of Project Lit aracy U.S. (PLUS)

4 5 9



460 Shr.4er

began to make the United States aware that the U.S. work
force was lacking in the basic skills needed for the United
States to remain competitive in a world market. PLUS is a joint
public service campaign that was initiated by the Public Broad-
casting Service (PBS) and Capital Cities/ABC Inc. (ABC) in
1986 to focus community attention on the problem of illiteracy
and to help community agencies prepare for increased de-
mands on literacy services in the United States.

Therefore, Penn State's public television station, WPSX-TV,
was in a rnique position to provide support to Pennsylvania
businesses io meet that challenge because of its pioneering
work in use of media in literacy, its production of the ON
YOUR OWN series, and its management of The PEN-
NARAMA Channel, Pennsylvania's Network.

The Delivery System: The PENNARAMA
Channel, Pennsylvania's Network

The PENNARAMA Channel is a 24 hour-a-day cable televi-
sion service, unique to Pennsylvania. Its primary purpose is to
provide learning opportunities to part-time adult students via
cable television. Courses are for degree-seeking adult stu-
dents, for adults seeking to learn for personal enrichment,
and for adults need continuing education programs from basic
skills instruction to occupational and professional pursuits.
Programs repeat several times each week to allow adults to
select viewing times convenient to their individual schedules.

The PENNARAMA Channel is managed by Penn State
through an agreement with the Pennsylvania Educational
Communications Systems (PECS). PECS is a non-profit orga-
nization established by the cable television industry to inter-
connect cable television systems in Pennsylvania thus making
the distribution of KiNNARAMA programing possible. Tor
ten years The PENNARAMA Channel has spearheaded ale
development of technology for education in the state, C e
operators financd, construct, and maintain the technical cii-
ties that are-needed and provide channel space for The PEN-
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NARAMA Channel. Through PECS, the cable television in-

dustry in Pennsylvania expresses its commitment to educa-

tion within the state.

The impact and extent of The PENNARAMA Channel has

grown exponentially since its inception over a decade ago,

indicating a need among Pennsylvanians flr education

through the medium of television. Many adults, especially

low literate adults, cannot be reached in any other way. It is

well-known that the adult illiterate is often reluctant to even

implicitly admit deficiencies. That is why The PENNARAMA

Channel was invaluable to the Work Force Basic Skills Training

Through Television project - it could reach adult learners in

the privacy of their own homes as well as in the workplace or

adult classroom.

As a part of its plan for adult basic education, WPSX-TV

maintained all Pennsylvania rights to the series in the negotia-

tions with Cambridge, thus making possible the use of the

series on PENNARAMA. Funding was needed to support the

organization and training of a statewide network of personnel

from business and industry and adult education agencies to

ensure the effective use of the series.

How the Partnership Worked

In the fall of 1987, WPSX-TV received the first of three grants

from the Ben Franklin Partnership Program of the Pennsylva-

nia Department of Commerce to develop the Work Force Basic

Skills Training Through Television project as a statewide effort

using as matching funds the contract with Cambridge Adult

Education. The Ben Franklin Partnership Program funds pro-

jects are joint training efforts between the private sector and

educational institutions like Penn State. It chose to support

this project because its goals include maintaining and creating

jobs, improving productivity in Pennsylvania and diversifying

the state's economy.

The first major effort of ate project was to organize a network

of personnel from business and labor, education agencies, and

461



462
Shafer

government to serve as itn advisory board. The expertise and
commitment of this group was a major factor in the project's
success. Their insight and understanding of the business com-
munity was invaluab)., They also helped to open doors to
business and industry :hat might otherwise have been dosed
to project staff. Funding from the Ben Franklin Partnership
primarily supported the recruitment and training ofbusiness
personnel, teachers, and tutors, and community volunteers in
the use of the ON YOUR OWN series. It has been a three-year
process. The major focus of the first year was to create a
statewide awareness about the project and organize the advi-
sory board. During the second year, project staff targeted
appropriate businesses and industries, and education pro-
viders. involved in worksite basic skills training efforts. Year
two culminated with the unveiling of the ON YOUR OWN
series and its premiere on PENNARAMA launched by thewife of the governor of Pennsylvania. The primary activity of
the third year has been to train personnel in utilization of the
training package. Also, in the third year of the project, the
Barco-Duratz Foundation of Meadville, Pennsylvania, and
Mellon Bank of Pittsburgh added their in-kind support to the
project. The Barco-Duratz Foundation provided WPSX-TVwith funding to promote The PENNARAMA Channel and
increase the number of cable companies that carry tlie chan-
nel. The bank provided a grant to develop and produce 3-5
minute adult literacy video brochures. The video brochures
are used in Pennsylvania Job Service offices to tell applicants
about basic skills and job training opportunities like the Work
Force Basic Skills Training Through Television project.
Businesses and education providers now utilize the series to
support basic skills development in the workplace in a variety
of ways. Several businesses make the programs available intheir learning centers for self-directed study. One business
uses the series as a resource in a one-on-one tutoring programit has initiated. In some cases, project staff have served as
brokers and linked a business with an education provider who
utilizes the series as a part of basic skills instruction for the
workplace. Employees may attend classes at the worksite, but
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more often they go to classes sponsored by the education
provider. In general, education providers see the ON YOUR

OWN series as an invaluable resource aq they are increasingly

being asked by businesses to develoi ,asic education pro-

grams in support of job training.

Businesses and education providers in twenty- seven of sixty-

seven counties in Pennsylvania can access ON YOUR OWN via

The PENNARAMA Channel, the primary delivery system.

However, literally by popular demand delivery has been ex-

panded to broadcast on WPSX-TV pubIc television, and other

instructional settings under the supervision of Penn State

Continuing Educa ion offices. Consequently, the project has

developed statewide impact. Therefore, although Ben Frank-

lin Partnership funding ended in August 1990, the ON OUR

OWN' series will continue to air in support of basic education

and job training programs in Pennsylvania.

Concluding Comments

The Work Force Basic Skills Training Through Television pro-

ject has brought together a diverse group of organizations
committed to the need for basic skills training in Pennsy!vania

workplaces. It is breaking new ground technologically not

only in Pennsylvania but in other parts of the United States.

Jump Start, a study of the Federal role in adult literacy pub-

lished by the Southport Institute for Policy Analysis in Janu-

ary, 1989, reports:

There have been some promising experiments with
using television for (basic sk:Tls education) in both the

United States and other countries. And the potential
economies of scale involved in broadcasting or other

forms of telecommunications are so great that we are
clearly remiss for not making a greater effort to dis-
cover how we can put them to use in the basic skills

field. (Chisman, 1989:12)

It has been pointed out, and corroborated by a project survey,

that technical training programs in industry sometimes fail
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because employees cannot read, write, or manually compute.
Furthermore, many workers lacking these basic skills do not
qualify for job-specific training and become vulnerable to dis-
missal. It is this second stratum of Pennsylvania's work force
that this project was designed to reach. It is also hoped that
business and industry's use of The PENNARAMA Channel as
a resource for basic skills training will help to avert two eco-
nomic dilemmas: 1) the relocation of these firms in more
literate areas outside Pennsylvania, and 2) the continued un-
employment of individuals who possess a desire to work by
lack the fundamental skills required for employment.
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Chapter 6

DECIDING ON THE
EFFECTIVENESS OF

WORKPLACE LITERACY

PROGRAMS

Kathryn Chang

ABSTRACT

The term evaluation seems to be a threatening one, and program
evaluation is often feared or avoided.The purpose of this chapter is

to destigmatize formal evaluation and to assist in the systematic

development of evaluation processes for workplace literacy pro-

grams. Formal program evaluation, quite apart from informal eval-

uation, is essential to the improvement and continuance of

programs.

Looking at Program Evaluation Positively

Evaluation is often the last thing that program organizers

think about when planning for workplace literacy programs.
However, program evaluation is useful in the processes of

initiating, developing, improving, justifying and terminating

educational programs. More importantly, business leaders
and employers have long used evaluation as a critical factor in
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production and management. If workplace literacy programs
are to survive, educators working in the employment environ-
ment must adapt to the management practices of business and'ndustry in addition to evaluating for purely educationalreasons.

At the outset, it is necessary to acknowledge some complex-
ities. First, it is recognized that the term workplace literacy has
a variety of definitions; suffice it to say that all types of pro-
grams need to be evaluated. Second, there are diffe:ent types
of evaluation processes for plaaniN, implementation and
assessment of programs. This chapter will focus on the latter
two, formative and summative evaluation. As well, informal
evaluation is common, but the focus of this chapter will be on
formalized evaluation. Finally, while the evaluation process is
ideally initiated in the planning stages of program develop-
ment, program organizers may simply have to begin the eval-
uation process at any point in the implementation of the
program.

Looking Backwards: What the
Literature Reveals

A review of the literature in the field of workplace literacyreveals very little on the subject of program evaluation. Some-
times program evaluation is mentioned as one of the steps in
developing a workplace program (Carnevale, Gainer and
Meltzer 1988). Most common are compelling arguments forevaluation.

If there is one point at which most program developers fall
short, it is in determining the value of the program (Sticht
and Mikulecky, 1984:36).

One of the most important questions is whether adult
literacy training by employers is effective ... the literature
m this area is incomplete or inconclusive (Tenopyr,
1984:13).

The persistence of functional illiteracy in industrialized
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countries provides a perfect example of the unfortu-
nate effects that can be produced in societies which
have not set up sufficiently accurate mechanisms for
monitoring the results of their efforts (Brand,
1987: 21).

Chisman, author of Jump Start: The Federal Role in Adult Literacy
(1989), says that, in order to address adult illiteracy, the U.S.
government must, among other things, demand systems that
produce large gains in basic skills and hold programs account-
able for achieving those gains. It appears that literacy program
evaluation is essentially missing in the literature and yet it is
highly recommended by experts.

Actual evaluation reports are difficult to find; however, claims
of program success are common. After instituting a literacy
program, a floundering Vancouver firm found that "soon staff
turnover was reduced to manageable levels, productivity in-
creased, and within six months the company was turned
around and became profitable" (Gibb-Clark, 1989). At Levi
Strauss in Hamilton, a literacy program for workers "brought
better communication with management and co-workers and
led to a better understanding of their individual responsibili-
ties. Also, ... workers are now better able to protect themsel-
ves and others against injury" (Davis, 1989). Based on the
Southam Literacy Survey, Calarnai (1987) concluded that for
every dollar spent on literacy upgrading, businesses get five
dollars back in increased productivity. From a speech regard-
ing the BEST Program in Ontario, comes the warning against
unrealistic or unsubstantiated claims and promises:

We feel it is important to be more realistic about the
gains from increased literacy because overstated expec-
tations will lead, over time, to a withering of broad
commitment to resolving literacy problems (Turk,
1989).

Example of Literacy Program Evaluations:

There are a few examples of workplace literacy program evalu-
ations in the literature, among them:
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the Massachusetts Workplace Education Initiative which
has recently conducted a pilot study to evaluate programs
within its jurisdiction (BCEL) (Business Council for Effec-
tive Literacy 1990).

Adult Literacy: Industny-Based Training Programs (Fields,
Hull, and Sechler, 1987), a publication of the National
Centre for Research in Vocational Education.

an evaluation of the Job Functional Literacy Program as
reported in Job-Related Basic Skills: Cases and Conclusions
(Sticht and Mikulecky, 1984).

the Lessons Learned Report (Philippi, 1989) for the Technol-
ogy Transfer Partnership joint project of Meridian Com-
munity College and the Peavey Electronics Corporation,
prepared for the Natior'l Alliance of Business.

a report by Mark (1987) which provides evidence that
some American workplace programs have resulted in im-
proving the basic skills of workers.

Problems in Evaluation:

There has been just enough evaluation reporting for the critics
to have been at work; the problems which have been identified
can be avoided through planning. According to Tenopyr
(1984) and BCEL (1987), the most serious problem in evaluat-
ing the research literacy is the lack of control groups. That is,
the achievement of persons who received training has not
been ...ompared with that of comparable groups of persons
who did not receive training. Another problem has been the
dual set of objectives, employer-centred and student. centred.
Fingeret (1984) points out the problems of determining, stat-
ing and measuring the multiplicity of workplace program
goals. A third problem has been the barriers to data collection
(McCune and Alamprese, 1985) for example: insufficient time,
as well as insufficient financial and human resources, exper-
tise, standardized measurement tools. Obviously then, there
are a set of optimum preconditions I... formal evaluation, such
as time, resources, and expertise.
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Most program organizers report that their programs are just
too new to have been systematically evaluated. More com-
monly, projects are just now underway to develop evaluation
models and/or to conduct large scale program evaluations. For
example:

the Adult Literacy Evaluation Project which is developing
and examining evaluation procedures in some 70 adult
basic education programs in the Philadelphia area (BCEL,
1990).

the model for evaluation of workplace literacy programs
currently being developed for the National Literacy Secre-
tariat of the Canadian Department of Citizenship and
Multiculturalism.

In the literature, there is no commonly used method or model
of evaluation, but there is a great deal of advice.

Looking Around: What the Term
Evaluation Means

As mentioned earlim, the concept of evaluation is typically
met with negativity. It can be better accepted and imple-
mented when one is familiar with the what, why, when, how
and what of formal program evaluation.

What is Evaluation?

To evaluate means to determine the value of something. The
assigning of value implies judgement and subjectivity, and for
this reason, the concept of evaluation is often controversial. At
its most neutral impact level, the process of evaluation in-
volves objective description, comparison and judgement of
individuals, programs or products. Evaluation becomes either
positive or negative depending on the perceiwd purpose of
the process; ideally, the evaluation process is mdertaken to
assisf- in making decisions. Various technical iefinitions of
evaluation may be found in the literature ef administration
and education (Stake, 1967; Stuffiebeam, 1971). According to
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Provus (1969), program evaluation is the process of agreeing
upon program standards, determining whether a discrepancy
exists between some aspect of the program and the standards
governing that aspect of the program, and using discrepancy
information to identify the weaknesses of the program. For
practical purposes, evaluation may be defined as a process of
description and measurement, comparison and judgement
(Brack and Moss, 1984).

Why Evaluat e?

According to Stake (1967), records which document causes
and effects, the match between intent and accomplishment,
should be maintained and these records should be kept to
promote action, not obstruct it. Ultimately, the evaluator
wishes to rommunicate, to inform, educate, inspire, arouse,
or otherwise produce a beneficial impact upon the appropri-
ate people (Smith and St. John, 1985).

Practically speaking, eva; ation is performed in the service of
decision-making, therefore it should provide information
which is useful to decision-makers. The decision-makers, in
the context of workplace literacy, include the potenthl stu-
dents who may or may not choose to participate; the actual
students who may or may not choose to continue participa-
tion; the instructors and tutors who determine materials and
methods; the F., ogram administrators who manage human
and financial resources and who have responsibility for plan-
ning; the labour leaders who may or may not endorse pro-
gramming; the corporate management which may terminate
the program, or its involvement in it, at any time; the funders
who need to account for expenditures; and the legislators who
need to justify decisions to the public. Each has a purpose in
wanting to know about the outcomes of a given program, and
reasons relating to their own program objectives.

From the literature, it is clear that program evaluation is essen-
tial to the process of making decisions for funding, marketing,
substantiating, kilproving, and continuing literacy programs.
The most basic question to ask when planning for program
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evaluation is "who wants to know what?" It stands to reason,
however, that all decision-makers are looking for demonstra-
tion of success; and success is measured differently by each
decision-maker.

When to Evaluate?

As mentioned previously, formal evaluation can be conducted
during three decision-making situations: program planning,
implementation and conclusion. During the planning stage,
evaluation of needs and opportunities is conducted in order to
determine program objectives and plans. Formative evalua-
tion is that which is used in the development of a program and
summative is that which is used to make an overall judgement
about a program. Either type of evaluation can be conducted at
any time as circumstances dictate. However, typically, forma-
tive evaluation is conducted during the program cycle or be-
tween ongoing cycles to indicate areas of strength and
weakness. Typically, summative evaluation is conducted at
the end of a program cycle for the purpose of determining
continuance.

How to Evaluate?

A great deal of information must be gathered, in a variety of
ways, during all phases of a prop am cycle in order to conduct
a program evaluatic n. There are a large number and variety of
sources of information, and there are an equally large number
and variety of methods of gathering data. In determining the
sources and most appropriate methods and tools, the paper
Overview of Alternative Evaluation Methods (Smith and St. John,
1985) is particularly useful.

What to Evaluate?

The purl 'se of evaluation is essentially to make program deci-
sions relative to the objectives of some or all of the relevant
decision-makers. What to evaluate, therefore, is the measure by
which each decision-maker may or may not judge the program
to be successful, ie. what they want out of the program.
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What do employers want out of basic skill programs? Accord..
ing to the Canadian Business Task Force on Literacy report The
Cost of Illiteracy to Business in Canada (1987), business and
industry measure the cost of illiteracy in terms lost productiv-
ity; poor, inconsistent product quality; excessive supervisory
time; lack of worker ability to be trained or promoted; and
poor morale and absenteeif ,.1. It would make sense, then, to
measure program success 'n terms of these same criterla.
Houston (1990) says fhat an employer may be looking for
something as complex as increased sales, customer satisfac-
tion and profit, or as apparently simple as workers who can
think for themselves; neither are easy to evaluate. For employ-
ers, evaluation is a cost benefit analysis (Tenopyr, 1984). This is
not surprising when it is estimated that Canadian employers
could spend approximately $50 million on basic literacy train-
ing. Difficult as they may seem to measure, the first compo-
nent of program evaluation must relate to the employer's
objectives for program success.

The second major group of decision-makers are the students-
employees. Obviously, the first criteria is attainment of basic
skills. In addition, according to the literature, the wage-earner
is looking for more decision-making muscle, more flexibility,
opportunities for advancement and increased job security
(Houston, 1990). The BEST program in Ontario, which is
union-sponsored rather than employer-sponsored, exists for
the purpose of improving ti re quality of life for union members
(Davis, 1989). The second evaluation component must be
achievement of learner goals and objectives.

Other program components that must be evaluated relate to
the list of items to be included in the criteria outlined later in
this chapter.

Looking Forward: The Evaluation Steps

The actual evaluation is a process of describing, comparing
and judging. In order to examine an educational program, it
must be described in observable terms. Measurement, tile
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process of determining status and amount, provides the most
observable statements about a program and makes description
moTe concrete and useable. A program, once described, can
either be compared to ter such programs in relative terms, to
standards of acceptability and excellence in absolute terms, or
to its own goals and achievements over time. Comparison leads
to judgment about the value of the program, whether it is as
good as other such programs or at all acceptable.

Step 1: Description

The first step in the program evaluation process is an objective
description of what currently exists with regard to objectives,
students, staff and facilities. Although all of this information
may not be required, a program description could include:

1. a statement of purpose, that is, the rational for this
program;

2. specific details of location, timeframes, numbers of stu-
dents, staff, sponsorship;

3. program objectives, that is, what is intended as an out-
come for the students and the funders;

4. a description of the client population including the per-
c 'hied needs, abilities and selection criteria;

5. the behaviours students will be expected to demonstrate
upon completion of the program, that is, the major
learning objectives of the program;

6. the teaching materials, methods and plans that will en-
able the students to achievf, the program goals, that is,
instructional objectives;

7. a description of the instructional staff, the criteria for
their selection, the level of their pre-program compe-
tency, and the expected level of the competenze follow-
ing any in-service training;

8 a descrir 'on of program staff functions, the number
and type of positions;
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9. a descriptive ,ist of administrative support require-
ments, facilities, materials and equipment;

10. the financial plan; and

11. planning documents, short and long term plans.

A second description is also needed, that is, a description of
the ideal standards of acceptance and/or excellence. Internal
standards, or program objectives, are relative to the learners
and sponsors of the particular program and/or to those in
other programs. External standards, or principles of good
practice, are the result of experimentation, consultation and
concensus by experts in the field. To date, no absolute stand-
ards have been articulated for workplace literacy programs.
However, the following may be taken as a suggested list of
characteristics of good programs. From the U.S. Dep lrtment
of Labour, The Bottom Line: Basic Skills in the Workplace (1988):

1. Both the goals and projected results for the company
and for participating employees are clearly stated.

2. The program has active support of top-level manage-
ment.

3. Employers use recruiting techniques that are appropri-
ate to the employees they wish to reach.

4. The planning and on-going operation of the program
involves management, human resource development
personnel if applicable), supervisors and workers.

5. Explicit standards are used for measuring program suc-
cess. This information is shared with participating em-
ployees and determined with the help of their
supervisors.

6. Pretests that simulate job situations and tasks are used
to diagnose employee needs and strengths ane to guide
the development of learning plans for participating em-
ployees.

7. Employees' personal goals are solicited and incorpo-
rated into learning plans.
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8. Instructional methods, materials, and evaluation state-
gies are tied directly to learning goals.

9. Instructors know the basic skills needed to perform job
tasks in the specific &vision or department for which per-
sonnel will be trained.

10. Employees and supervisors get frequent feedback on
their progress and that progress is carefully documented.

11. Evaluation data are used to improve program effective-
ness. Post-tests that simulate job situations and tasks are
used to measure learning.

Add, from Job-Readed Basic Skills: Cases and Conclusions (Sticht
and Mikulecky, 1984):

12. As skills and knowledge are best learned if they are
presented in a colitext that is meaningful to the persons,
training uses job reading and numeracy materials and
tasks.

13. Learning conditions are arranged so that the greatest
amount of time possible is spent with each trainee ac-
tively engaged in a learning task.

14. The skills and knowledge to be taught are related to the
person's occupational setting and mastery levels have
been set accordingly.

Add, front article by Spikes and Cornell (1987) about effective
employee participation:

15. There is a positive employer/employee relationship that
enhances employee's motivation.

16. There is assurance of job advancement if skill levels are
attained.

17. Individual counselling is available regarding health,
welfare, housing, daycare, police and schooling.

And from AT&T and Tenopyr's article (1984):

18. The program objectives are measurable; standards for
program 'success' have been clearly identified at the
outset.

A,";
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19. Evaluation of program effectiveness is carried out in a
systematic fashion, with control groups and other ap-
propriate elements of good study design.

20. Program objectives are achievable, consistent with over-
all company objectives, and tied to practical business
outcomes.

Finally, additions from the Business Council for Effective Lit-
eracy (1987):

21. The program is taught by well-trained teachers.

22. The program is offered on company time.

Please be reminded: this list is controversial, incomplete and
unsubstantiated! In terms of the evaluation process, at this
point two descriptions have been created, the real and the
ideal, either relative or absolute.

Step 2: Comparison

The second step in the evaluation process is comparison of the
real or current description to either the relative or absolute
standards, In the act of comparison, one is looking for dis-
crepancies between observations about the program and the
standards or objectives for that program. The discrepancy
information becomes feedback for the program organizers
either in the formative sense of correcting weaknesses or in
the summative sense to pass judgement on a program.

Step 3: Judgement

Rational judgement in educational evaluation is a decision as
to how much to pay attention to the relative and/or absolute
standards that have been set in deciding whether or not to take
some administrative action (Stake, 1967). Smith and St. John
(1985) offer this basic list of questions to ask in deciding to take
action.

1. How can we best understand what is happening in this
program?
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What is the nature or character of the program?

Whn are the conditions and activities of the program?

What are the central issues, themes, conflict tradeoffs?

What seems important?

2. How could this program be made to work betteri

Are resources being used optimally?

Where is there a critical lack of feedback?

What are the barriers to improvement?

What are the critical weaknesses?

3. What are the outcomes of the program?

What objectives are/are not being met?

What 'side effects' does the program appear to have?

4. What important variations are there in the program's activi-
ties or effects?

To what extent are different groups affected in different
ways?

In what ways has the program varied over time?

How do the program's resources, services, or outcomes
vary geographically?

5. How worthwhile is the program?

Overall, how good is the program?

Is the program cost-effective?

The conclusion of the evaluation process is a report ina format
usable by the relevant decision-makers.

Concluding Comments

The evaluation of workplace literacy programs is a veritable
frontier of unanswered questions and difficulties. Neverthe-
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less, it presents a challenge that can be met by program orga-
nizers with .ne guidance of evaluation experts and the experi-
ences of workplace literacy pioneers.This chapter contains
some insight, from both sources, about such to topics as a
rationale for evaluation, evaluation procedures and problems,
and potential standards for workplace literacy programs.
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Chapter 7

EVALUATING WORKPLACE
LITERACY PROGRAMS

Larry Mikulecky and Lisa
d'Adamo-Weinstein

ABSTRACT

A review of current research on workplace literacy programs re-
veals few programs reporting rigorous evaluations. Assessments
are often limited to the completion of questionnaires, surveys of
program participants, and anecdotal reports of effectiveness. Oc-
:asionally a standardized reading test provides an indication of
learner gains.

Only a few evaluations provide follow-up data on the impact of
programs on learner job performance, retention, or earning power.
Among r-ograms for which more rigorous evaluations have been
performed, a few trends are apparent.

1) Effective programs require significant resources in terms of
learner time on task (that is, 50-100 hours of instruction per
average 1 year of learner gain).

2) Effective private programs report learner cost figures more
than double those of average public programs (that is, $7000
vs $2800).

3) Effective programs integrate basic skills training with work-
place technical training. This usually involves counseling as
well as on-the-job trair.ing linkage and analysis of the basic
skills needed on learner jobs.

*An earlier version of this material uws presented to the Work in America Institute, The
Harvard Club, New York (November 7, 1990)
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Early Evidence for Effective Programs

During the 1970's, the U.S. military Functional Literacy (FLIT)
Project collected the most extensive workplace literacy pro-
gram evaluation data yet available. The 120 hour, six week
program evaluated data for over 700 enlisted men. Results
indicated that students in the FLIT program demonstrated
three times the improvement in job-related reading as in gen-
eral reading and performed job-related reading three times
better than comparable students in other Army and Air Force
programs. This indicates that general reading training does
not transfer well to job reading performance and the targeted
job-literacy training is more effective than general training,
Further, retention studies indicated that after 8 weeks FLIT
personnel retained 80% of their end-of-course gain in job-
related reading, but only 40% of their end-of-course gain in
general reading. General reading gains for the 120 hour pro-
gram averaged .7 grade level while job reading gains averaged
2.1 grade levels (Sticht, 1982: 24-27).

During the early 1980's, a few civilian programs attempted to
integrate workplace instruction with on-going technica: train-
ing. Mikulecky and Strange (1986) reported on a program to
train word processor operators and a second program to train
wastewater treatment workers. Each program involved exten-
sive training time (several hundred hours) and involved some
form of screening for emission. The word processor opera-
tors attended paid training 40 hours per week for 14-20 weeks
(until they were able to function at levels comparable to aver-
age employed word processor operators). The wastewater
treatment training prngram involved 20 full weeks of volun-
tary training which alternated classroom trainins sith on-the-
job training and provided approximately 100 hours of
supplementary literacy support for the least academically able
of its workers.

The word processor training program experienced a drop-out
rate below 10 percent. The average learner reached job-level
competence in an average of 20 weeks or 800 hours (the earli-
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est trainees found employment in 14 weeks with a few taking
nearly 28 weeks). The 1981-82 program concluded in the mid-
& , a major recession in which one third of cooperating
coii..panies stopped all hiring. In spite of these economic diffi-
culties, 70 percent of program participants found employment
as word processor operators by October of 1982. The wastewa-
ter treatment workplace literacy program focused on the least
literate 20 percent of workers. Nearly half passed their techni-
cal training post-tests. The consensus of technical instructors
was that less than 5 percent would have passed without addi-
tional support. Of students attending special training ses-
sions, nearly 70 percent were able to accurately summarize job
materials in their own words by the end of training. Only
about 10 percent of learners demonstrated gains in general
reading abilities and these were students who invested 5 or
more hours weekly outside of class on general reading materi-
els. Retention of students receiving special basic skills training
was higher than that of more able students who attended
technical training only.

Current Workplace Literacy Program
Evaluations

Research and evaluation data on the effectiveness of current
workplace literacy programs are bit uneven. A few programs
(Heigler, 1990; Philippi, 1989, Hargroves, 1989, Auspos and
others, 1989) have systemathAly collected evidence of effec-
tiveness. Many other program reports are limited to sketchy
descriptions of program components, anecdotal recountings
as indications of effectiveness, and ir complete references to
learner performance results.

Among recent workplace literacy programs which report eval-
uation data are two programs which transfer the U.S. Army's
Job Skills Education Program (JSEP) to civilian settings. JSEP
consists of 315 workplace basic skills lessons, the majority of
which are computer based and which contain approximately
300 hours of instruction. The individualized, competency ori-
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ented, self-paced lessons are intended for adults functioning
between fifth and eighth grade reading levels. Students using
the JSEP system are identified by their job specialty and their
instructional needs are keyed to the basic skills associated
with their particular jobs.

Haig ler (1990) describes a civilian modification of the military
materials which was tested in an adult basic education setting
in White Plains, New York and Philippi (1989) reports the
evaluation results of a similar modification by a Mississippi
business/community college partnership. In the White Plains
program, 61 adults (31 ABE students, 20 ESL students, and 10
GED students) spent an average of 78.8 hours on line with the
computer modules to complete an average of 40.5 lessons. Pre
and post-test results on the Test of Adult Basic Education (TABE)
indicated an average gain of 1.26 grade level in reading and .94
in math. Students also avelaged 37% gain on a 65 item test
developed from learning materials. Gains ranged from 22%
for GED students to 54% for ESL students (Haigler, 1990).

Philippi (1989) reports on a JSEP adaptation in Mississippi
involving the National Alliance of Business, Meridian Com-
munity College, and current employees of Peavy Electronics.
The employer was interested in whether participation in the
basic skills program would enable employees to better per-
form on the job, better prepare workers to deal with the
introduction of new technology, and better prepare them for
promotion. A pilot group of 63 employees, screened to be
between grades 5 and 8 in reading ability, used JSEP lessons
prescribed to match skill demands of their jobs. Literacy task
analyses were used to determine job skills demands. For
twelve weeks, employees twice weekly attended 1 hour and 40
minute classes. Ninety-five percent of employees missed one
or fewer classes. The remaining students missed a maximum
of three classes. Learners averaged 39.47 hours of instruction
with a range of 35 hours to 40 hours.

Though no control group was available for comparison, post-
program interviews with supervisors indicated varying de-
grees of program effectiveness. Supervisors noted job
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performance improvement in 33% of participants. Over 20%
of participants had inquired about openings in jobs requiring
higher skills and/or computer operation. Supervisors indi-
cated they wodd recommend 57% of JSEP participants for pay
increases and 60% for promotions . In terms of impact on
operations, supervisors noted increased productivity and
quality in the work of participants. This increase was attrib-
uted to improved ability to read gauges, schematics, do calcu-
lations, and work in teams. Nearly half of supervisors felt
their jobs had become easier as a result of the JSEP program
(Philippi, 1989:58-59).

One area of conclrn for future users of the JSEP system was
hardware reliability. Phillipi notes that "the instructor's log and
the learner comments about JSEP management and hardware
systems indicate less than sae sfactory interface with the sys-
tem" (Philippi, 1989:64). Documented complaints highlighted
frustrating equipment failure, difficulties with the use of the
light pen technology, as well as complexities and inaccuracies
with computerized record-keeping system, Accessible techni-
cal support would seem to be key for future JSEP use.

Federal Reserve Bank's Skills Development Center

Hargroves (1989) reports on a particularly extensive long-term
study of the impact of a workplace basic skills program upon
job performance, earnings, and retention. She presents the
resuits of a 15 year comparison of Federal Reserve Bank basic
skills trainees to a peer group of entry level workers in terms
of: 1) effectiveness of training in helping under educated
youth catch up, 2) retention, 3) job performance and 4) earn-
ing power. Hargroves describes the Boston Federal Reserve
Bank's Skills Development Program v. nich integrates basic
skills and clerical training, supervised work experience, and
counseling. Trainees come into the program because they lack
basic skills needed in most clerical jobs. Though 50% of train-
ees have graduated from high school, half read at the eighth
grade level or below. Two out of three Skills trairwes attend
long enough to complete an extensive class and on-the-job
training program leading to job placement.
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Hargroves (1989) gather,c1 information on 207 Skills Center
trainees from 1973 to 1988 and compared employment data to
that of 301 Bank employees hired for enhy-level positions
from 1974 to 1986. Results indicate that several months of
formal training combined with on-the-job experience and
counseling can enable under educated youth to catch up to
typical entry-level workers. Two thirds of trainees (who would
not otherwise have been eligible for employment) were placed
in jobs. The trainees, on the everage, stayed longer then their
entry-level peers, despite a low unemployment rate and am-
ple job opportunities outside the bank in the late 1980's. The
majority of Skills Center graduates earned as much as thetr
entry-level peers who were more educated and experienced.
"In summary, the program produced a supply of employees
who were trained as well or better than other new entry-level
employees and understood the Bank's employment practices;
it also provided trainees to departments on short notice for
extra clerical help." (Hargroves, 1989:67)

Several elements key to program success are highlighted.
These include: 1) integrating basic skills clerical skills, work
experience and intensive counseling, T self-paced and often
one-on-one instruction focusing on competence, 3) connec-
tions to community agencies for recruitment, and 4) good
communications with Bank supervisors in order to develop
job placements. The rogram cost was just over $7,000 per
enrollee in 1987 which ,..ontrasts to an average of $2,800 per
person in publicly-funded adult training programs (Har-
groves, 1989:67). Given the high turnover rate in many bank
positions, the more expensive private program with a proven
track record has been judged to be cost-effective.

Vestibule and Pre-Work Basic Skills Programs

Another thorough recent evaluation of a pre-work literacy
program is the evaluation of JOBSTART in 13 diverse sites
across the country (Auspos am; others, 1989). JOBSTART is a
demonstration program designed to address the employabil-
ity problems of school dropouts. Funding comes from more
than a dozen so. .es, but the program is offered primarily
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under the federal Job Training Partnership Act (JTPA). The
program offers basic education, occupational skills training,
support services, and job placement assistance for economi-
cally disadvantaged dropouts who read below the eighth-
grade level.

In the first year, 2,312 applicants were randomly assigned to
either an experimental group receiving JOBSTART training e...
to a control group not offered JOBSTART, but receiving other
available community services. 1,401 of the original applicants
were availabie for a 12-month follow-up survey. Participants
averaged 132 hours of basic education.

Comparison of JOBSTART participants to other JTPA partici-
pants revealed that they were more disadvantaged and re-
ceived more training (6 months vs. 3.4 months) than is typical
for JTPA participants. Approximately 30 percent of partici-
pants reported receiving a GED within twelve months of
entering the program (43 percent for those starting above a
seventh grade reading level and 20 percent for those begin-
ning below that level). Only one third of the participants were
tested for reading gains. The Test of Adult Basic Education was
used to measure gains. These participants averaged .7 of a
year gain in reading ability (average grade 6.9 to 7.6) after
approximately 100 hours of instruction.

Compared to the control group, JOBSTART participants were
substantially more likely to receive GEDs or high school
equivalency certificates. Job placement for JOBSTART partici-
pants was the least eff ,ctive component of the program. In the
short term, JOBSTART participants averaged low earnings
than control group members. The evaluation also discusses
constraints placed upon the program by JTPA performance
standards. Chief among theEe is that increasingly vendnrs are
paid only if enrollees reach benchmarks in achievement in-
cluding placement in a training-related job. This creates an
incentive for less training and more rapid placement. Simi-
larly, no funds are available for vendors to recruit and keep
records on control group participants. These practices have
been identified as likely to discourage vendors from working
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with populations who tend to need longer and more expen-
sive training and from evaluating program effectiveness in any
rigorous fashion.

Hirschoff (1988) describes another vestibule literacy project
designed to help low-income women become blue-collar
workers. Non-Traditional Employment for Women (NEW)
was established in 1978 as more than a basic skills preparatory
employment program for /ow-income women. The program
includes job placement services and introducing women to
non-traditional career opporttnities. In 1984, NEW began
providing a literacy program for women with reading scores
below an eighth grade level. NEW applicants were steered to
the literacy program if their reading and math scores preclude
reasonable hope for acceptance into a skills training or decent
jobs.

NEW's literacy program served fifty-six students during the
1987 fiscal year. The only evaluative process appears to be pre
and post-testing of the students reading abilities using the Test

of Adult Basic Education (TABE). Sixty-two point five percent of
the students in the 1987 program "who took post-tests im-
proved their scores by two to three grade levels, while twelve
point fi..7e percent gained three levels or more. All but six
gained at least one grade level" while approximately twenty-
two students improved enough "to enter NEW's skills train-
ing program. Twelve entered pre-apprenticeship classes and
are now earning $10 to $18 an hour in blue-collar positions.
Eleven women took NEW's building maintenance course and
went on to related jobs. Two entered GED programs and
received their certificates' (Hirschoff 1988:10). No informAtion
was provided on the average learning times needed to obtain
the reported gains. The program claims it maintains no set
curriculum nor fixed time frame, partly because applicants
enter the classes at any time throughout I:he year and partly
because their needs and backgrounds vary so much.

Though data on vestibule literacy program effectiveness is
limited, the JTPA Evaluation Design Project is in the pror.ess of
developing an extensive guide for JTPA program evaludaon.
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The evaluation guide is an eight volume series of "evaluation
tools that are useful to states and local service delivery areas in
judging how JTPA programs are being managed and how they
are impacting program participants and employers" (Wash-
ington State Dept. of Employment Security 1986:1). The eight
volumes are the following:

Volume 1: Overview

Volume 2: A General Planning Guide (State and local
version)

Volume 3: A Guide for Process Evaluations

Volume 4: A Guide for Gross Impact Evaluations

Volume 5: A Guide for Net Impact Evaluations

Volume 6: An Implementation Manual for Net Impact
Evaluations

Volume 7: Issues related to Net Impact Evaluation
A. Issues in Evaluation Costs and Benefits
B. The Debate Over Experimental vs. Quasi-

experimental Design

Volume 8: MIS Issues in Evaluating JTPA

Later volumes are not yet available and the evaluation guide
does not address the constraints identified by the JOBSTART
evaluation.

Washington's Department for Employment Security (1986:2)
reports that the volumes "respond to the differing needs of
both state and local users ... designed to offer JTPA users a
fairly selective yet diversified menu of technical assistance
products to meet a variety of evaluation needs and interests.
Taken together, these products support comprehensive evalu-
ations over the JTPA planning cycle".

Current Program Descriptions Without
Extensive Evaluation Data

The research data bases include several descriptions of work-
place literacy programs developed as cooperative ventures
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between businesses, unions, communities, and educational
providers. Though few thorough evaluations are mentioned,
some indications of program evaluation are discussed.

Rosenfeld (1987) describes four innovative and effective adult
literacy programs in four employer-based sites: a university in
North Carolina, a naval base in Tennessee, a large company in
Virginia, and a coordinated community progra..n in Alabama,

The goal of the Physical Plant Adult Basic Education Program
at North Carolina State University was to provide basic skills
and GED education to university service employees. The pro-
gram offera two different levels of basic education and a GED
test preparation course. Instructors use student stories, litera-
ture, poetry, songs, cultural experiences, and histoiy relevant
to the interests of the students because of the program's belief
that workplace literacy programs do not :lave to teach only
job-related skills through job-related materials. Gains in read-
ing levels for the participants have ranged from 1.5 to 2.0 grade
levels. However, no mention is made as to how these gains
were measured. The prograni lasts eleven months, and partic-
ipants spend four hours of work-release time a week in
classes.

Rosenfeld (1987:8) admits that economic outcomes are diffi-
cult to documer t and that "indirect benefits to the university,
according to the director, are more qualified employees who
are less prone to be absent and to feel frustrated by lack of
qualifications and opportunities". Again, no evidmce for
these indirect benefits is provided. There is some question of
the transferability of reading poetry to that of reading a memo
from a supervisor. No data related to this question were pro-
vided. Rosenfeld concludes that the goals of the program were
"more altruistic than economic. It is a case more of community
service than plant efficiency" (1987:8).

The U.S. Navy and the city of Memphis, TN developed a joint
workplace literacy project in 1986 entitled Project Literacy. The
navy had been conducting a short-term total immersion pro-
gram called Academic Remedial Reading (ARR) for its re-
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cruits. No details about this program's effectiveness are pro-
vided. As part of the cooperative effort, the Navy's program
was modified to fit the needs of the sixteen Memphis Sanita-
tion and Parks Department emrloyees who participated in the
ten full workdays program. At the end of the ten days, it was
noted that all sixteen learners made "increases in the reading
levels ranging from 0.5 years to 6.0 years. The average im-
provement was 3.6 grade levels" (Rosenfeld 1987:6). These
gains were measured by comparing learner pre and post-
program test scores on an unnamed test. Other reported gains
were improved self-esteem among the participants, a desire to
continue improving their learning, and an esprit de corps
which led to peer support and tutoring. The basis for these
gains %vas not mentioned. Program reports indicate a need for
testing hearing and eyesiEtht, flexibility in modifying lessons
according to student needs,and having course materials "be
relevant to aduit learners" (Rosenfeld, 1987:5).

The Newport News Shipbuilding and Drydock Company in
Virginia and the local school system joined together in 1985 to
improve the opportunities for the company's older Employees
and to perform a service to the community. The partners
received a grant from the state to design a joint literacy pro-
gram entitled The Reading Program. Curriculum included
both work-related and personal living experience materials.
"Participants learned about money management and health
care as we; as shipyard safety and work-related communica-
tions" (Rosenfeld, 1987: 9). Based upon anecdotal reports,
Virginia had given increased finandal support to the second
year of the program before a more formal evaluation report
was completed. As of the writing of Rosenfeld's article, a
formal evaluation was being done, but the results were not yet
available. Therefore, no comment on evaluation practices was
made.

The Albertville City School System, four local large employers
(Keyes Fiber, Arrow Shirt Company, Kendall Company, and
the City of Albertvillo), and the Northeast Alabama Area
Adult Basic Education Program established the Albertville

A o
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Business/Industry Educational Program in 1985. The program
was designed for workers in area industries who were unlikely
to be reached through regular Adult Basic Education programs.
Each of the four participating employers worked with the
school system to provide their own job related materials at each
of the worksite classrooms. Support by both plant managers
and local politicians is reported. No information about program
effectiveness or evaluation is presented. The only results indi-
cated are that, "more than half of the employees who strength-
ened their basic educational skills through the program went
on to complete their GED" (Rosenfeld 1987: 11).

The Business Council for Effective Literacy (1987) reports on
the role of unions in providing i.dult basic skills education.
Launched in 1985, the Consortium for Worker Literacy in NYC
was created through the cooperation of eight unions (Team-
sters Joint Council 16, International Ladies Garment Workers
Union, United Auto 'Norkers District Council 65, American
Federation of State County and Municipal Employees District
1707, Amalgamated Clothing and Textile Workers Union,
United Auto Workers Local 259, Health and Hospital Workers
Union District Council 1199, and Hotel and Restaurant Work-
ers Union). Consortium activities are reported by BCEL to
compromise one-third of the total adult education classes
provided by the New York City Board of Education. The Con-
sortium also "works with CUNY (City University of New
York) to develop research on questions of direct concern to its
basic skills efforts" (Business Council 1987: 5). No research
results are provided, nor is there any indication of program
practice evaluation.

In Adult Literacy: Industry-Based Training Programs, Fields,
Hull, and Sechler (1987) discuss the operation and evaluation
of seven industry-based programs. As part of theis research
for the National Center for Research in Vocational Education at
Ohio State University, they interviewed comp;.:.ny officials,
plant managers, union officers, literacy instructors and em-
ployees to find out what happens in industry-based litcracy
programs. These programs of the early 1980's include those at
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Texas Instruments Inc., Philadelphia Hospital and Health Care
1199C, Onan Corporation, Planter's Peanut Company, Polaroid
Corporation, R.J. Reynolds Tobacco Company, Rockwell Inter-
national. Each of these industry-based training programs pre-
pared the foundation for future literacy developments. And in
he Canadian context, as discussed in other chapters, there
have also been a number of model programs and many of these
ax discussed in detail by Patterson (1989).

Summary of Evaluation Results

Several trends are apparent from examination of current work-
place literacy program descriptions and evaluations.

1) Programs able to demonstrate effectiveness require sig-
nificant resources in terms of learner time on task. Effec-
tive programs average from 50-100 hours of instruction
per average 1 year of learner gain. Traditional business
short courses are not particularly useful. Effective private
programs report learner cost figures more than double
those of public programs.

2) Effective programs integrate basic skills training with
workplace technical training. This usually occurs with an
on-the-job training linkage and analysis of the basic skills
needed on learner jobs. Counseling is also integrated in
the more effective programs.

3) The majority of workplace literacy programs described in
the available research literature tend to report no rigorous
evaluation data. When programs are evaluated, assess-
ments are often limited to the completion of question-
naires, surveys of program participants, and anecdotll
reports of effectiveness. Occasionally a standardized
reading test provides an indication of learner gain in
general reading ability.

4) Only a few evaluations provide follow-up d"a on the
impact of programs on learner job performs -1c ;, reten-
tion, or earning power.

An°
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Concluding Cernments

The eight volume T,T?A evaluation plan (Washington State
Dept., 1)86) is the most thorough guideline for evaluation the
effectiveness of vestibule literacy programs. It's very thor-
oughness, and the difficulty of keeping careful records and
control group data in the face of federal counter incentives and
limited resources may make such evaluations close to impos-
sible, however.

In addition, proponents of alternative assessment methods
suggest that traditional assessment may miss essential aspects
of program success. For example, Sterling (1989) points out
that Headstart demonstrates its true effectiveness several
years after children leave the program. In addition, traditional
test-driven assessments miss gains in learner-chosen goals,
which can nnly be determined by careful and continued inter-
view wing ethnographic methodologies.

Not all program evaluations are published. Corporations with
workplace literacy programs sometimes hire consultants to
evaluate programs with the provision that results must be the
sole property of the funder. Mikulecky and colleagues* have
performed several such evaluations using a version of Stuff le-
beam's (1974) Context, Input, Process, Product Evaluation
Model modified for use with workplace literacy programs.

In brief, Stufflebeam's model employs the use of interviews,
document analysis, observations, and test data to determine:

1) the degree to which all involved with the program under-
stand and share program goals;

2) whether the resources in terms of personnel, materials,
learning environment, and learner time are sufficient,
given current knowledge, to achieve the goals;

3) whether the learning processes and methods employed are
sufficient to accomplish the goals; and

*Mikulecky & EVnger with electronics occupations, Mikulecky & Philippi and Philippi,
Mikulecky & Kloostermen with automotive occupations, Mikulecky & Helms ly with health
service occupations.
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4) what evidence exists that goals have actually been accom-
plished.

Program goals

Interviews, analysis of memos and planning documents, and
early program observations often reveal that significant differ-
ences about program goals exist among funders, supervisors,
instructors, materials designers and learners. Evaluation
feedback during early program stages often initiates necessary
clarification among program planners and participants. In
some cases goals are expanded, in some cases goals are re-
fined, and in some cases new vendors are sought.

Resources:

Early examination of resources often reveals that resources are
insufficient to accomplish goals espoused by program plan-
ners. Typical deficiencies are: 1) insufficient learner time to
accomplish purported goals, 2) lack of learning materials or
resources to develop materials which match the workplace
literacy goals, and 3) hiring instructors with experience in
general basic skills instruction but little knowledge or exper-
tise about workplace literacy program development.

Learning processes:

When instructors do not understand or share program goals,
and resources are insufficient to meet these goals, observation
of classes and interviews with learners are likely to reveal
similar inadequacies, Examples are: 1) Insufficient learner
practice time with literacy and too much class time allocated to
discussion, 2) aching general reading instruction with
school books, oft the shelf materials, or sometimes materials
the instructor thinks will be of motivational interest to learn-
ers, and 3) Little feedback on learner accomplishments (often
instructors are unable to comment upon what individual
learners can and cannot do). Effective programs employ a
mixture of v orkpk re materials or modified workplace materi-
als matched to jobs, some general materials (especially for

4 9 5
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very low level readers), and sufficient learner practice time to
allow reasonable expectation of success. The learning time
and materials often revolve around using reading, writing,
computation, and some team work to solve problems similar
to those encountered on the job or at home. Some effective
programs even manage to expand practice time through
homework.

Evidence of goal attainment:

Effective programs have gathered baseline data on the reading
abilities and the reading practices of learners. This is accom-
plished through formal tests, informally constructed tests re-
lated to workplace expectations, and interviews with learners
and sometimes supervisors. This information establishes a
base for later comparisons. Later results can reveal that pro-
grams work most effectively for a particular ability level of
learner. Some goals may be found to be achieved (i.e. job
reading gain and application of learning strategies to the job),
while other goals (i.e. general reading gain or educational
attainment) may require more time. One program with which
the author is currently working is attempting to have entire
work teams enter a combined technical trailing and work-
place literacy training program. It is hoped tF.at internal poli-
tics will allow evaluators to gather baseline data or defect
rates, down time, and general productivity comparea u 4eams
not yet in training.

The workplace literacy program evalnation model outlined
above the advantage of being both formative and summative.
Potentially serious flaws in program design, which have been
found in every program evaluated by the author thus far, can
be addre3sed early while modification is still possible. In
addition, the model involves program planners at the outset
in gathering baseline data related to articulated program
goals. This is often a political process. Sometimes difficulty in
gathering baseline data unearths issues which must be dealt
with before program delivery and success is likely.

Evaluation of workplace literacy programs involves a commit-
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ment on the parts of all involved to determine the degree to
which programs are effective. This will require several
changes in attitude and practice. Initially, sufficient resources
must be allocated for formative and summative evaluation. In
the experience of this author, 2-3% of program development
costs is a typical figure for effective evaluations. More compli-
cated evaluations, of course, cost more. Attitude changes
must also occur. Business leaders sometimes look at literacy
programs as either a charity expense or as something one sub-
contracts to a vendor. Program quality will improve when
funders view workplace literacy programs the same way the
view any other cost of business which must be routinely
evaluated and monitored. Vendors who are unable to perform
are replaced in other areas of business. A degree in caring is
not sufficient. Finally, vendors and instructors (often from
local Adult Basic Education agencies) need to understand that
workplace programs require a different way of doing busi-
ness. Though the relationship between instructor and learner
is still key, it is insufficient to guarantee program effectiveness.
Business and union fundefs have every right to expect reasoa-
able answers about how long gains will take, what resources
will be required, and who will have access to evaluation infor-
mation. Many program providers have never needed to con-
sider such questions and indeed find such questions
somehow distasteful. To become effective in this new area,
program providers must instead adopt a trouble-shooting atti-
tude toward their own programs. This means regularly ask-
ing: "What is working and what is not?" and "How do I really
know?"

497.
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Epilogue:

REFLECTIONS ON
EDUCATION IN THE
WORKPLACE

James A. Draper

ABSTRACT

The essays in this book identify important issues and trends for all
aspects of education in the workplace. This chapter provides a
personal reflection on these key issues and trends with discussions
and interpretations for the future of workplace educational pro-
grams that will be of particular interest for employers, labour
unions, managemen.-union committees, trainers and business
leaders.

Workplace Settings as a Venue for
Lifelong Learning

The first of many observations which can be made about the
writings in this book is that workplace educational programs
are to be seen as part of an individual's life-long education.
The workplace has always been and is only one dimension of
one's daily life. It is impossible to bring to work only the
working part of one's self, ignoring one's other roles such as
friend, parent, daughter, consumer and spouse. Acknowledg-
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ing the holistic worker is likely to be more frequently reflected
in future workplace education programs.

The implications of this can be far reaching. Values, attitudes,
skills, (including literacy skills) seli-concept and interpersonal
relationships which have been learned in the past, are ex-
pressed in a variety of settings. What is learned in childhood at
home becomes the basis for adult learning and living in the
broader community. In a similar way, knowledge, skills and
attitudes learned in the workplace - formally or informally -
become an integral part of a person's daily life

By acknowledging such an interactive and holistic viewpoint,
the implementers of educational programs in the workplace
can more effectively nourish the continuing education of
workers, extending the purpose and meaning of basic skills to
a broad and deep extension of what people already know and
have experienced.

The Need to Understand Learning
and Education

Labour unions, employers and business leaders actively en-
gaged in workplace basic skills programs don't often think of
themselves as educators, nor do they think of education as the
provision of opportunities for learning. But thinking of one-
self as the provider of learning opportunities draws one into
reflections about learning. Understanding how people learn
can be a valuable tool for planning and for aQsessing the
effectiveness of workplace programs.

Barer-Stein (1989) speaks of learning as "a process of experienc-
ing the unfamiliar". Her five phase process, from being aware to
eventual habitua. (familiar) behaviour, points out that habitual
learning - the goal of all educative programs - is achieved in ',No
ways. The first way (rote learning) emphasizes external rewards
for repetition of knowledge, skills or attitudes while the second
way emphasizes internal rewards (self-esteem, confidence,
personally relevant meaning) and is based on critical reflection
rather than acceptaiFe_aqd rote imitation.

t.)
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What is important for the educator is to recognize the phases
of learning, to assess those agr As that benefit from rote
learnirg and those that require u itical reflection, and to facili-
tate the worker's opportunities to become aware, to observe,
to try things out and where appropriae to imitate or to gain
experience in critical reflection not just on the content of the
learning, but the process of the learning as well. Many writers
in this book have emphasized the growing need for workers to
be responsive, flexible and critical and such characteristics are
enhanced in reflective learning. In the concept of life-long
learning, newly acquired or re-interpreted learning always
comes out of what is already known. To this extent, all learn-
ing is a process of up-grading.

Furthermore, learning is seldom singularly sequential. Many
processes of learning are going on concurrently, within and
outside of the workplace. The three major components of
learning: the affective (feelings, attitudes, and values), the
cognitive (content and subject-matter) and the psycho-motor
(basic skills of communicating including listening, reading
and writing) are interchangeable in any process of learning.
Much as educators might have believed otherwise, one never
just learns content. Simultaneously one is also learning atti-
tudes and values about the content. In talking about the
learning process it is important to articulate what appears to
be obvious.

More could also be said about articulating the basic principles
of education (Brundage and MacKeracher, 1980) and the un-
derlying assumptions which guide and direct workplace edu-
cation. For example, the basic assumptions that: everyone can
learn; people have a sense of what they want to learn; people
are willing and able to take responsibility for their own learn-
ing; learning should be an equal exchange, for instance, be-
tween tutor and student; people learn best those things which
they perceive to be relevant.

One can observe as well the increasing distinction and inter-
relationship between the process and the product of educa-
tion. Generally, workplace training has focused on the rapid
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achievement of predetermined end goals (the product) of an
educational program, based on a behaviourist model of edu-
cation. More attention and value is now being put on the
process of learning new attitudes, skills or content. If one
values the experiences which employees bring to the work-
place and to education programs and if we increasingly value
the process of self-discovery then time and attention needs to
be given to helping this process to happen.

The Generic Components of Education.

A theme throughout this book notes that literacy education is
more than the acquisition of reading, writing and computa-
tion skills. Also being learned are broader goals for education
including the improvement of an individual's self-concept as a
learner and as a person; the self-diagnosing of one's need's;
the increasing ability to think critically and to solve problems;
the improvement of inter-personal relationships; and build
the ability to teams of learners, for instance, between tutors
and employee-students.

These general educational goals do not automatically come
about. A conscious effort must be made to achieve these. A
holistic approach to education is one that values the affective
and qualitative outcomes of learning. The strengths and not
the deficits of learners should be the focus, building on their
abilities, interests and potential. Learning more about them-
selves as learners and developing critical and transferable
skills can have a life-long impact. How many workplace edu-
cators involve the worker-student in a discussion of the learn-
ing process? Imagine the long-term impact this could have.

Mention has been made about the importance of building an
individual's self-concept and self-confidence. The importance
of doing this is not to be underestimated. Attention to this has
often been neglected. The tendency in many educational pro-
grams is to immediately begin with the content or the skills
which are to be learned, without first attending to the negative
feelings a person may have about himself or herself as a
learner. These feelings and attitudes have been learned and

err"' rt
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probably have their roots in one's early years, long before the
person entered the work force. Many such persons have been
given and have acquired labels which they now believe de-
scribes themselves: lazy, a slow learner, trouble-maker, or
stupid. Such labels may influence self perception profoundly.
An effort to 'unlabel' or 're-label' workers may be the first step
in a workplace education program and a redirection towards a
pathway of new learning.

Managing the Learning Process

Many authors have spoken about the need to learn more
about managing the education process those activities which
create, implement and sustain any education enterprise. The
goal of 'managing' is to facilitate the learning of others, and
oneself as the 'manager'. Special facilitating, planning, coun-
selling and evaluating skills are required to do this. Given the
increasing trends in workplace education programs to value
personal life experiences, increasing attention should be given
to developing specific curriculum materials relevant to both
employee and employer. Seeing the relationships between
what people are expected to learn and what they already know
is one of the first steps in managing the educational enterprise

Policies Which Create Environments for Learning

It goes without saying that in introducing innovations into a
workplace program, and in sustaining effective and relevant
education programs, an equally innovative set of policies need
to be created. Many contributors to this book have pointed out
the need to allow the necessary time to develop programs
which involve employees, to reflect on needs, to articulate pur-
poses, and to engage in collaborative decision-making.

Policies and procedures also need to reflect the values which
are both articulated and assumed. What policies are required
to allow for flexibility in developing unique curricula in th
responds appropriately to specific needs? What policies will
encourage workers to link experiences and integrate commun-
ication skills (including literacy ones) into the widest range of
learning in the workplace setting?

5 4
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It goes without saying that the extent to which workplace
education programs can be both effective and ongoing, will
depend on continuous financial and moral support from man-
agement and unions as well as workers. Time is needed for
people to learn/ to think about learning and to assess the
effectiveness of particular programs. Policies must be set in
place that enable such interaction, such support and such
learning. Many examples are given in previous chapters of the
ways that managers can support, reward and recognize both
hainers and workers for committment to learning. In return,
respect and loyalty will become increasingly apparent.

Policies themselves can and often do create barriers to partici-
pation. Cross (1981) identifies three classifications of barriers:
situational barriers which arise from one's situation in life at a
given time; dispositional barriers, those that relate to attitudes
and self-perceptions; and institution& barriers which in-
cludes all those prdctices, policies and procedures used and
developed by agencies and institutions which exclude or dis-
courage adults from participating. The first step for manage-
ment, unions and workers to take in attempting to build a
workplace climate for learning is to critically examine existing
policies and eliminate those which get in the way of workers'
learning.

To a great exeent then, it is the policies which hdp to create the
climate, context and environment for learning within the
workplace. The context is both physical (the space required)
and also social and psychological, as pointed out in a number
of chapters.

Philosophy as Reflected in Behaviour

In one way or another, all the contributors to this book have
expressed certain philosophies about education as well as a
faith in the capability of people to learn. Through reflection,
these values and their underlying assumptions will be more
clearly articulated and understood by those involved in work-
place educational programs. The importance of such reflec-
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tion should not be underestimated. In achieving the generic
goals for workers of developing learners with self-direction
and problem solving ability, these and other goals are not
restricted to any educational program but need to permeate
the workplace. Consistency is important and managers and
others should examine the implications of being consistent.

From the accounts reported in this book, there are many
examples of attempts to humanize the workplace Ftather than
a primary focus on capital investment and quantity produc-
tion, with the emplcyee as a unit in the production process,
there is a greater concern for quality production as a result of a
mutually supportive team of employee-worker-learners. As
for basic education and other programs in the workplace,
these are to be seen as a means for personal and collective
empowerment. Always, the philosophies expounded in the
workplace need to be sensitive to the larger 'cultural' context
within which people work and live and learn.

The Words We Use are Important

The vocabulary we use in describing educational programs in
the workplace express our values, and our intentions. Think
of the differences between such program descriptions as: liter-
acy in the workplace, basic skills for the workplace, continu-
ing basic education in the workplace, or continuing education
in the workplace. Each has differing implications and reflec
subtle shifts in what is being perceived and achieved through
the program. More and more, using the word 'literacy' is seen
to be offensive to some workers. Education programs are
reaching beyond the basic skills of reading, writing and nu-
meracy and attempting to imprcrie communication, concep-
tual skills, and sell esteem.

The term 'learner' is usually meant to refer to the students
enrolled in educational pograms. But limiting 'learners' to
the role of a student detracts from the fact that all people are
learners, including tutors, counsellors, researchers, adminis-
trators, coordinators, planners and managers. Would any of
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these groups deny their need for continuous learning or that
they were not influenced by others? As always, care should be
given to the implications of the words we use.

Many of the authors in this book have distinguished between
'education and 'training'. Although some may disagree, there
seems to be an advantage to distinguishing between the two.
Training implies the teaching of specific skills for specific
tasks. Education has a much broader meaning: the intended
outcome being to develop a more holistic person, including
thinking, communicating and problem-solving capacities. If
education generally values process, training is likely to focus on
product.

As for the future, there seems to be a trend to using the
broader term 'education'. Arguments and practices for doing
so have been outlined earlier in this chapter. The debate about
definitions, concepts and terms continues. What is good is
that there is an increasingly critical approach to examining the
words we use.

The Political Reality of Education
in the Workplace

It is possible that some employers may perceive as a threat and
not understand the use of such terms as, 'self-assertiveness',
'gaining a voice', 'the empowerment of workers', 'shared
needs assessment' and 'problem solving', and such goals as
encouraging people to be critical thinkers and to be self-direct-
ing. In themselves, none of these 'political' terms need to be
threatening, except to the extent to which they are misunder-
stood.

The term political is used in the field to refer to power relation-
ships between people, that is, between employer and em-
ployee. When people learn new skills or acquire different
attitudes or attain additional knowleage, they change. The
status quo has been shifted and this alters their 'power' rela-
tionships. This process should be perceived positively. In
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humanizing the workplace, involving employees in their own
education, producing a more responsible worker, a differing
way of thinking in the workplace must be accepted. Domina-
tion and authority must give way to cooperation and joint
decision-making accompanied by shared responsibility. The
shift in politics in the work place is not only desirable, but is
essential. Power is not a finite commodity, it can be shared.
Sharing power can be mutually beneficial to the holistic devel-
opment of individuals within the context of the workplace -
and elsewhere. Because there is an increasing tendency for
employers to assume responsibility for the major costs of
workplace education, there could be an accompanying ten-
dency to focus more narrowly on specific skills for specific
tasks. Several writers in this book allude to this point in
emphasizing the importance of a holistic and participatory
approach to workplace education. Put another way, what
might the implications be of not adopting such a holistic ap-
proach, or not exploring to discover a compromise between
rote and reflective learning and between specific skills and the
development of the whole person?

Building and Extending Partnerships

What is surely a trend for the future, as illustrated in many of
the chapters here, is the partnerships which are being devel-
oped to create and sustain workplace education programs.
These programs include more than the functions of teaching.

Partnerships and the exchange of ideas andresources are now
being shared between workplace sites and school boards,
colleges, the voluntary sector, governments, public television,
and the cable T.V. industry, to cite ()lily a few such possibili-
ties. This collaborative tendency is in keeping with the trend
toward diversifying the delivery, methods and techniques of
educational sk ^vices including those characteristic of distance
education.

Workplace programs are operating less in isolation. The part-
nerships being developed open up the possibilities for creat-
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Mg educational innovations that build on collective experi-
ences. The greater use of technology in the delivery of educa-
tion programs, including computers, help overcome time and
location barriers to learning. It goes without saying that in
exploring and establishing linkages with others, one must be
critIcal of vendors and what they say they have to offer.

Expanding previous isolationist policies for education in the
workplace is also in keeping with changes occurring in the
larger meaning of education. This includes holistic views of
employees whose needs transcend the workplace. Educa-
tional programs may take place within the workplace, but
need not confhte their content to the workplace.

The workplace educatfonal partnerships are also being
formed within the workplace itself, between employer and
employee, between tutors and employee-students, and with
learning partnerships between workers themselves. All these
help to create an environment and an excitement for learning
in a community which is larger than the workplace.

Research: The Creation and
Application of Knowledge

What is encouraging throughout this book is the continuous
're-searching' for new meaning. It is regrettable that the con-
tribution of research and evaluation to education in the work-
place has been underestimated. Paradoxically, business and
industry accepted the need for research long ago in marketing
and production but seemed hesitant to incorporate research
into their involvement in education.

The increase and diversity of workplace educational programs
predicted for the future is likely to parallel the integration of
research and evaluation into these programs. To many practi-
tioners in basic education programs, research has not been
held in high esteem. The problem begins with an attitude. It
also includes misinformation or misinterpretation practition-
ers might have had about the contribution which research can
make to education.
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As pointed out by many authors in this book, research and
evaluation are not an addition to a program, if one has time
and resources to do so. Nor is research a distraction to educa-
tion, nor are sophisticated skills and resources necessary to
undertake relevant research. Statements such as: Who needs
research? Don't waste money on research. Just give us the
money to do programing. or We don't have time or energy to
do research, could be interpreted to mean that there are no
serious concerns about improving programs.
In fact, much of what the practitioners are already doing is
based on the experiences and research of others. While work-
place educational research is likely to be applied and action-
oriented, as compared to theoretical research, its importance
for specific programs as well as for general workplace educa-
tion principles, should be not be underestimated.
A greater concern in the future to follow-up and continuing
education programs, where one program or course builds
upon the other, will be linked to short term and long term
research. A greater understanding of the basic principles of
valuing, conceptualizing and undertaking research could be
predicted for people in the workplace. Examples of such prin-
ciples include: that the outcome of research enhances learning
and is therefore integral to the learning process; that any
person can be involved in the process; that research should be
both internally satisfying as well as externally rewarding to
educators, program planners and employers; that research
can enhance communication and improve interpersonal rela-
tionships; and that research aids problem solution and im-
proves awareness of what really constitutes effective teaching.
More than one chapter in this book discussed the need and
benefit of evaluation, both formative and summative. It is
evident that evaluation as a component of research is already
integral to many workplace education programs. Increasingly,
there is acceptance of evaluation to assess effectiveness. Both
qualitative and quantitative evaluation and research are re-
quired to assess the outcomes of the learning process. The first
step in all this, as mentioned above, is to understand the
dynamics of learning.

5 to
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Needs assessment is actually another component of research,
but seldom thought of as such. The traditional assumption in
planning educational programs assumed that the profession-
als and specialists knew best what others should learn and
how they should learn it. Increasingly, students are involved
in assessing their own learning needs. Such a participatory
approach (increasingly used) emphasizes the need for and the
appropriateness of qualitative (descriptive) rather than quan-
titative or numerically prescribed testing. In fact, this is an-
other means of involving the workers in research, and
broadening the scope of the skills to include personal and
workplace assessments as well as enlarging recognition of
resources for information. A future trend will be seen in the
sear for alternative approaches to assess both learner needs
and achievements.

Research is really only valuable ii it is reflected upon, applied
and shared with others. Already there is substantial informa-
tion available on workplace education and the process of
creating new knowledge will undoubtedly increase. This in
turn calls for a data base which will store, categorize this
information, in a retrievable form. The ERIC (Educational
Resources Information Center) and the Association of Cana-
dian Community College Literacy Data Base at Fanshawe Col-
lege in London Ontario, are two examples of resources
essential to the creation and use of workplace education
knowledge. The availability of information encourages further
research and so the field of workplace education becomes
more specialized. Since a major mandate for universities is to
undertake research, the future will likely bring a clearer per-
ception of how such institutions can work more closely with
workplace and other settings where basic education programs
are conducted.

Concluding Comments

No doubt the best way to imagine the future is to highlight
what is currently happening. This gives us not predictions but
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possible directions. The writings in this book give us many
clues.

As more educational programs become established in the
workplace, such programs will contain greater flexibility and
have a more individualized program design. Workplace edu-
cational programs will be perceived more in their wider con-
text and within the broader framework of continuing and
life-long education. Skills for planning, implementing dnd
evaluating will be learned and shared by employers and em-
ployees alike. Equity in the workplace will include degrees of
equality in making decisions and implementing policies. All
forms of education, including literacy and basic education,
will be viewed and valued within the broader framework of
improving communication skills and these will be seen as
important as manual skills.

There is no one perspective on workplace education, but each
will be influenced by the context and intent of each program.
The broader goals of education, improving the quality of work
and daily life, will help to develop more responsible and
caring human beings. An issue to be further pursued in the
future will be the identification of standards as a prerequisite
for providing accreditation for and in the workplace transfer-
able across occupations and across work roles.

One can also say that the demand for education in the work-
place will parallel the greater demand for and higher level of
general education outside of the workplace. There seems little
doubt that in the future, workers will increasingly be valued
for their self-confidence, their interdependency, and by their
ability to think, to analyze and to be self-directing. What better
qualities could one imagine for an unknown future?

Many businesses and industries are becoming increasingly
convinced that high labour turnover is costly. Many of the
same industries are asking employees What do you like about
working here? and What would make you more satisfied with
your workplace?. Employees are responding by saying that
they wanted better training, better communications with their
supervisors, and, above all, wanted their bosses to "make me
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feel like I made a difference" (The Economist, 1991: B6). From
this and other examples, the future will likely see greater
attempts to consult workers more cohesiveness, and feelings
of community within the workplace.

What one is learning will be less important than active involv-
ment in learning and in personal development. In attempting
to increase people's consciousness, an understanding of the
learning process will be at the core of whatever we envision for
the future.

In all, the task for workplace education is more than that of
'fine-tuning' workers. The challenge is to create a new para-
digm for thinking aboui education in the workplace. Workers,
educators and others will be learning more about how to
facilitate their own learning and the learning of others. The
response to the question: What are you teaching? will change
from naming a specific skill or content to "I'm helping people
to learn." Education within the workplace will increasingly
become the norm, instead of the isolated exception.
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