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Under the auspices of a United Stated Department of Education National 

Workplace Literacy Program grant, the Columbia-Willamette Skill Builders, a community 

college consortium, developed a prototype workplace educator training program in 1994. 

The Skill Builders workplace educator training program was 9 months long and offered 90 

hours of instruction, including a 20 to 40 hour workplace field experience. Twenty-six 

people completed the prototype program. 

This investigative study posed two research questions: 

1. What can we learn by identifying and evaluating the critical elements in a 

prototype workplace educator training program? 

2. What can be gleaned through this investigation that can be utilized to design 

a workplace educator training program? 

Workplace educator is a new term emerging from the field of workplace literacy. 

A workplace educator facilitates basic learning involving language and computation, as well 

as communication, teamwork, problem-solving, and decision-making. 

An examination of the pertinent literature identified five fields that impact on 

workplace education: workplace basics; training and development; workplace literacy and 
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the contextual teaching approaches; current management theory with an emphasis on the 

high performance work organization; and workplace learning. 

The critical elements involved in the prototype program were identified through 

extensive inquiry using questionnaires, survey evaluation instruments, personal interviews, 

reports, journal review of the participants, and a focus group of Portland, Oregon, area 

employer representatives managing workplace education. The identified critical elements 

include an understanding of: (a) education in the workplace; (b) the characteristics of 

workplace educators; (c) workplace culture and organizational practices; (d) business/ 

education relationships; (e) the educational environment; (f) needs assessment/evaluation 

and assessment procedures; (g) workplace program design; (h) how to facilitate learning; 

(i) the development of communication skills for the workplace educator; (j) culture, class, 

and gender diversity in the workplace; and (k) appropriate uses of instructional technology. 

In addition, the data were examined through an evaluation research framework using 

the Stufflebeam (1983) CIPP (context, input, process, and products) model. The analysis 

showed that the program was highly satisfactory to the participants. The most important 

finding in this study is the need for workplace educators to fully understand the workplace. 



The Design of a Workplace Educator
 
Training Program: An
 

Investigative Study
 

by 

Wayne S. Werbel 

A THESIS 

submitted to 

Oregon State University 

in partial fulfillment of 
the requirements for the 

degree of 

Doctor of Education 

Completed April 25, 1995
 
Commencement June 1995
 



Doctor of Education thesis of Wayne S. Werbel presented on April 25, 1995 

APPROVED: 

Major Professor, representing Education 

Director of School of Education 

Dean of Graduate S 

I understand that my thesis will become part of the permanent collection of Oregon State 
University libraries. My signature below authorizes release of my thesis to any reader upon 

request. 

Wayne S. Werbel 

Redacted for Privacy

Redacted for Privacy

Redacted for Privacy

Redacted for Privacy



ACKNOWLEDGEMENTS
 

During the long and tedious effort to complete this dissertation, I received support 

and direction from many individuals. I wish to thank them all for their assistance and 

encouragement. Thanks to the members of my committee Dale Parnell, Sally Davenport, 

Larry Kenneke, Jack Miller, and Stephen Reder. I dedicate this thesis to Dale Parnell in 

recognition for his lifelong leadership in the community college movement, foundational 

work in the Oregon State University Community College Leadership Program, and general 

commitment to scholarship, learning, and a boundless spirit of generosity. In doing so, I 

wish to recognize the kindness of his lovely wife, Beverly. 

Thanks and recognition to my colleagues, Stephanie Sussman, Nan Poppe, and Betty 

Bode for helping me stay the course. Additional appreciation is extended to Charles 

Carpenter, Sam Stern, Mary Kinnick, Nancy Chally, and Marjorie Taylor for their help 

along the way. 

Special recognition is offered to the National Workplace Literacy Program, for 

without the opportunity to serve as Director of the Columbia-Willamette Skill Builders 

Consortium, there would have been no workplace educator training program to investigate. 

Thanks to Lani Searl for her work preparing the manuscript in a professional and 

timely manner, Dorothy Bray for preparing the presentation materials, and to Paul Bertain 

for his early computer work. 

And most importantly, special thanks to my wife, Lynne Phillips-Werbel, who for the 

past three years has sacrificed time, money, and labor to see me bring this project to a 

satisfying conclusion. Our children, Libby and Teddy, share in this accomplishment. 

All the achievements of this study, I share with my advisors, colleagues, family, and 

friends. The responsibility for its weaknesses, I alone assume. 



TABLE OF CONTENTS
 

Page 

CHAPTER
 

I INTRODUCTION 1
 

II REVIEW OF THE LITERATURE
 

Purpose of the Study 1
 

Statement of the Problem 4
 

Significance and Timeliness of the Study 6
 

Research Questions 9
 

Limitations of the Study 11
 

Definitions of Terms 12
 

15 

Workplace Basics 17
 

Workplace Literacy: Contextual and Learner Centered
 

Current Management Theory and High Performance
 

53
 

Training and Development 23
 

Approaches 32
 

Work Organizations 39
 

Workplace Learning Theory 44
 

III METHODOLOGY 

53CIPP Methodology 

54Context
 
Input 55
 

55
Process 
56Product 

56Literature Review
 

Prototype Workplace Educator Training Program 56
 

59
Student Interviews and Surveys 



TABLE OF CONTENTS (Continued) 

Page 

Employer Focus Group 59
 

60Data Analysis 

60Context: Goals
 
Inputs: Resources 60
 

Process: Teaching and Learning Methods 
Products: Programmatic, Learning, and Job Performance
 

61
 

Objectives 61
 

Surveys and Interview Descriptions 62
 

Preliminary Student Survey 62
 

Student Survey (In-Class) 62
 

Journals
 
End of Quarter Course Evaluations (Graduate Credit
 

Students) 63
 

67
 

63
 

Field Experience Questionnaire 64
 

Field Experience Plan 64
 
Questionnaire for Program Dropouts 65
 

Post-Training Survey 66
 

Personal Student Interviews
 
Employer Representative Focus Group 68
 

69Conclusion 

71IV FINDINGS 

Profile of the Participants: Preliminary Student Survey 71
 

72Education
 
Competencies 72
 

Weekly Student Evaluation 76
 

On Exposure to the Workplace 77
 

On Task Analysis and Needs Assessment 78
 

On Current Areas
 
On Organizational Issues 79
 

80
 

78
 

On Instruction and Learning 79
 

On Simulations 



TABLE OF CONTENTS (Continued) 

On Instructional Materials
 
On Field Experiences
 

Summary of Field Experiences 

Journal Reviews 

Student One
 
Student Two
 
Student Three
 
Student Four
 
Student Five
 
Student Six
 
Student Seven
 
Student Eight
 
Student Nine
 
Student Ten
 
Student Eleven
 

Final Questionnaire for Program Withdrawals 

Reason for Withdrawal 
Barriers 
Expectations of the Non-Completers 
Strengths and Weaknesses as Viewed by the Non-Completers 

Post-Training Survey of Program Completers 

Reason for Participation 
Satisfaction Scores 
Program Value 
Instructor Effectiveness 
Liked Best 
Liked Least 
Add to Program 
Dropped from Program 
Recommendation for Type of Training for Workplace Educators 
Ingredients of Workplace Education 
When Should Training be Taken 
Personal and Professional Changes 
Applicability 
Improvement 
Impact of Training 

Page 

80 
81 

81 

86 

86 
87 
87 
88 
88 
89 
90 
90 
91 

92 
92 

94 

95 
96 
97 
97 

98 

99 
99 

100 
101 
101 
102 
103 
103 
104 
105 
106 
108 
108 
109 
111 



TABLE OF CONTENTS (Continued) 

Page 

113Quarter Course Evaluations 

117Personal Interviews 

Focus Group Summary	 120
 

125V CONCLUSIONS 

Summary of the Study: Context, Inputs, Processes, and
 
Products Analysis (CIPP) 126
 

126Context: Goals
 
Inputs: Resources 129
 

Process: Teaching and Learning Methods 
Products: Programmatic, Learning, and Job Performance
 

132
 

Objectives 135
 

The Design of a Workplace Educator Training Program	 138
 

Education in the Workplace 139
 

Characteristics of Workplace Educators 140
 

Educational Environment
 
Business/Education Relationships 141
 

140
 

Workplace Culture and Organizational Practices 142
 
Needs Assessment/Evaluation and Assessment 142
 
Communication Skills for the Workplace Educator 143
 

Culture, Class, and Gender Awareness in the Workplace 144
 

Facilitating Learning 145
 

Program Design 146
 

Instructional Technology 147
 

Recommendations for Further Inquiry and Future Action	 147
 

and Future Action 143
 

152REFERENCES 

157APPENDICES 

158A Skill Builders Course Outline
 
B Preliminary Student Survey 162
 

164
C Student Survey (In-Class) 
166D End of Quarter Course Evaluation
 

E Field Experience Questionnaire 168
 

F Questionnaire for Program Dropouts 170
 

G Post-Training Survey 174
 



LIST OF TABLES
 

Table Page 

1 Context, Input, Process, Product (CIPP) 54 

2 Skill Builders Student Knowledge Essential Areas of 
Workplace Instruction 73 

3 Participants' Satisfaction with the Workplace Educator 
Training Program 100 

4 Skill Builder Pi ogram Instructor Effectiveness Ratings 101 

5 The Impact of Skill Builder Training on Learner Change of 
Knowledge 112 

6 Quarter Course Student Evaluation 114 

7 Skill Builders Course Participants' Knowledge Outcomes 116 



THE DESIGN OF A WORKPLACE EDUCATOR
 
TRAINING PROGRAM: AN
 

INVESTIGATIVE STUDY
 

CHAPTER I 

INTRODUCTION 

PURPOSE OF THE STUDY 

Workplace literacy or workplace basics is an emerging field combining elements 

from adult basic education, and training and development. The practitioners of this new 

field are termed workplace educators. Askov (1994) described workplace educators as 

those whose efforts develop the literacy skills needed to participate in a high performance 

work organization. High performance work organization is best described as a current 

management practice of structuring work that encourages the full participation of workers 

in all aspects of an organization. The term workplace educator does not appear in the 

literature because of the novelty and synonymous job titles (trainer, teacher, tutor, mentor, 

supervisor) or multiple functions that the work requires. This thesis concerns the 

identification of the critical elements involved in the training of workplace educators and 

the curriculum design of an exemplary train-the-trainer program. 

The value or importance of understanding the competencies and best practices of 

workplace educators will form the basis of preparation for this emerging field. There is no 

clear career pathway or training program for the individual to become a workplace 

educator. Recent movements such as the shift to high performance work organizations 

(Orsburn, Moran, Musselwhite, & Zenger, 1990), total quality improvement with its reliance 

on statistical process control methods and international manufacturing standards (Demming, 
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1987), and learning organizations (Senge, 1994) are redefining the role and expectations of 

front line workers. As a result, dramatic training needs, including remediation and 

developmental skills (literacy), emerge as business and industry shift from traditional models 

of industrial organization (Taylor, Lewe, & Draper, 1991) toward self-directed work teams 

and democratic work organizations illustrated by the dramatic restructuring of work and the 

re-engineering of American corporations. 

It is the hypothesis of this study that workplace education is becoming an 

increasingly important issue in our country, particularly as more organizations become high 

performance workplaces. However, since this is such an emerging field, there is little 

consistency in the design of a workplace education training program. 

The function of training and education will play a key role in the workplace as more 

powerful informational tools enter the domain of the front line worker. Layers of 

management and supervision are being removed through organizational restructuring. 

Decision-making is becoming decentralized and direct contact with the market or customer 

is driving the self-directed work team. The recognition for training as an essential value in 

any enterprise is giving rise to a cadre of field educators, workplace trainers, and 

organizational development specialists. Some of these workplace educators may be 

consultants, technical trainers, school teachers, college instructors, or current managers or 

supervisors. Workers must master new learning processes and the workplace educator 

facilitates the process. Training work force educators to train in uncertain environments, 

fields, and contexts certainly must require a different preparation or perhaps different 

personal characteristics, adjustments, or experiences than those expected of traditional 

educators. 

Workplace education occurs in the corporate education system or in a small/medium 

business environment, as well as in public sector employment. Carnavale, Gainer, and 
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Meltzer (1990) divided workplace training into four areas: (a) management, (b) 

supervisory, (c) technical, (d) basic skills. They pointed out that the workplace is changing 

and so are the skills that employees must have in order to change with it. The National 

Association of Manufacturers (1992) noted the changing demographics with fewer entrants 

into the work force, an aging population, increased immigration, and growing ethnic and 

cultural diversity. These are the populations which have been least well-served by 

traditional schooling. This factor, combined with the increased complexity of the workplace, 

has made training and education of all American workers a critical necessity. 

While business has historically offered top down training in the form of management, 

supervisory, and technical training, now bottom up training in basic skills and literacy for 

front line workers is beginning to develop a critical mass and generate stronger demand. 

Filipczak (1992) reported that 42% of the largest U.S. organizations, those with 10,000 or 

more employees, currently sponsor some kind of basic skills program for their workers. Of 

all organizations surveyed with 100 or more employees, 19% offer some kind of course in 

the three R's or English as second language, which represents a doubling over 3 years from 

11% in 1989. 

It was pointed out by the United States Department of Education (1992b) that by 

1988, businesses, industries, unions, and individuals were bringing the issue of American 

global competitiveness and workers' needs for basic skills enhancement to the attention of 

federal policy makers. A national program of workplace literacy grants was authorized as 

a statute (P.L. 100-297), amending and extending the Adult Education Act. The National 

Workplace Literacy Program was established to provide grants for projects designed to 

improve the productivity of the work force through improvement of literacy skills needed 

in the workplace. 
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The Columbia-Willamette Skill Builders Consortium, involving a group of 

community colleges in the Portland, Oregon, metropolitan area, received funding for two 

National Workplace Program grant cycles. The second grant required extensive staff 

development activities as a response to the evaluation of earlier programs as identified by 

the United States Department of Education, Office of Vocational and Adult Education 

(1992a). There was general agreement that workplace education teachers could greatly 

benefit from a systematic orientation and training program. This led to the 

recommendation that "a formal, comprehensive staff orientation, training and development 

program for workplace educators is needed" (United States Department of Education, 

Office of Vocational and Adult Education, 1992a, p. 29). Therefore, as emphasized in the 

Skill Builders Consortium program requirements, an opportunity was developed to create 

a program to provide staff development or train-the-trainer for workplace basic skills 

instructors. 

STATEMENT OF THE PROBLEM 

This study identified and evaluated the critical elements involved in preparing 

workplace educators by examining the Skill Builders Consortium workplace basic skills 

instructor training program. By doing an in-depth examination of the Skill Builders 

instructor training program, baseline data were collected comprised of context, inputs, 

process, and products. Furthermore, by investigating in detail the experience from the 

perspective of the participants, a greater insight was revealed in the yet to be clearly 

identified field of workplace education. 

One of the most commonly cited obstacles to providing more effective workplace 

educator training is the lack of well-educated and trained workplace educators. Doucette 

(1993) surveyed chief executive officers of community, technical, and junior colleges in the 
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United States to determine the extent and nature of programs providing work force training 

for employees of business, industry, labor, and government. Out of a 73% response rate 

(N = 1,042), only 10% involved workplace education. 

Workplace learning providers in Massachusetts identified as a problem the lack of 

a labor pool of qualified workplace educators (Uvin & Nash, 1993). A recent report from 

the United States Office of Technology Assessment (U.S. Congress, 1990) indicated that 

in workplace education programs, the majority of the instructors are part-time and lack 

professional development in adult education. 

The central problem identified in this study was the identification and assessment 

of the critical elements involved in workplace education which will provide the foundation 

for the design of a Workplace Educator Training Program. 

Sheckley, Lamdin, and Keeton (1992) pointed out that establishing and maintaining 

an employable work force means helping individuals develop basic verbal and numeric 

literacy skills, interpersonal and team-work skills, adaptive skills, cognitive skills, and 

lifelong learning skills. Every worker needs to obtain and maintain the academic skills, 

work skills, generic capabilities, and knowledge necessary to get and hold jobs as the job 

requirements continue to change (Sheckley, Lamdin, & Keeton, 1992). 

Sheckley, Lamdin, and Keeton (1992) added that employers must redefine their 

businesses as continuously improved learning organizations. By creating an expanded 

learning system, with a continuum of learning services, employers can develop, maintain, 

and enhance employability of workers. Employers can complement the formal education 

system by using their resources to redesign work settings as learning environments 

(Sheckley, Lamdin, & Keeton, 1992). 

Ideally, educators contribute three vital elements to the employees-educator 

partnership network: (a) highly developed expertise, (b) learning resources, and (c) 
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knowledge of the learning process. The ability to acquire and use information in the 

workplace is increasingly critical. It is here where the expertise of educators can be put to 

new uses. Because academics understand the best ways to develop skills in the critical 

selection and use of information, educators can be an important partner in a Workplace 

Educator Training Program (Sheck ley, Lamdin, & Keeton, 1992). 

Eurich (1985) pointed out that compensatory education is needed in the workplace 

on both basic and advanced professional levels. Employment ofminorities, immigrants, and 

school dropouts, and those poorly trained from the school experience, necessitates remedial 

courses in reading, writing, and arithmetic, as well as knowledge of advanced engineering 

due to more sophisticated machines. Education in the workplace must be viewed in a 

larger educational and social context (Eurich, 1985). Goldstein (1987) pointed out that 

growth in technology and machine sophistication paradoxically increases demands on human 

beings. It gives individuals responsibility for operating increasingly smart machines, thereby 

also increasing the cognitive complexity for human beings. 

SIGNIFICANCE AND TIMELINESS OF THE STUDY 

Jurmo (1991) stated that research is showing us, too often, that traditional workplace 

education programs have simply adopted academic instructional approaches found in 

schools. These curricula are seen as having little direct relevance to the particular job tasks 

which employees face on their jobs or might face in future jobs (Mikulecky & Cousin, 1982; 

Resnick, 1987). If mastery of job-related literacy tasks is at least part of the program's 

purpose to begin with, such standardized academic curricula are not a very direct route to 

those job-related objectives. 
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Paul Jurmo (1991) stated that: 

We have as a field been led into trying to do our jobs with limited training, 
inappropriate prepackaged materials and assessment tools, meager salaries 
and benefits, and instructors who really don't know the learners and 
communities they are supposed to be serving (pp. 79-80). 

Jurmo (1991) pointed out that for most practitioners of developmental education, 

workplace education is a completely new idea, as are the other recent large scale 

organizational changes effecting the world of employers. But what makes it harder for 

educators is that they have not usually thought of many of their students as workers, since 

they meet them as students and since many adult basic education students are not 

employed. 

Evetts and Flanagan (1991) stated that workplace educators are left to their own 

devices in developing proficiency of instruction. Furthermore, workplace educators have 

limited exposure to the theory of teaching basic academic skills. They suggested that the 

need exists for the academic upgrading of instructors themselves. They need a greater 

range of techniques for teaching basic skills, especially reading, more understanding of 

learning style and learning to learn strategies; and in some situations, they need different 

methods for organizing and delivering instruction (Evetts & Flanagan, 1991). Evetts and 

Flanagan (1991) stated that because of the highly specific nature of workplace basic skills 

training, great efforts are being made to recruit and train professional educators and 

reading specialists for this work, rather than looking to volunteers or to vocational 

educators with little expertise in this area. 

The United States Department of Education, Office of Vocational and Adult 

Education (1992a) stated that teaching in the workplace is "demanding work and requires 

many different skillsteaching skills, curriculum development skills, managerial skills, 

interpersonal skills, and even the skills of a cultural anthropologist" (p. 28). The Office of 
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Vocational and Adult Education concluded that the skills teachers need for work-based 

programs are best taught through ongoing systems of staff development and networking. 

The significance and timeliness of this study can be seen from the national trends 

concerning the need for workplace educators, complexity of the task of workplace 

education, the limited number of trained workplace educators, and highly limited workplace 

educator training opportunities. This study attempted to design a workplace educator 

training program by identifying and evaluating the elements involved in workplace 

education. 

There has been little systematic development of workplace educator training 

programs except for specific staff development activities associated with federally funded 

workplace literacy efforts. Besides the Skill Builders program, the only workplace educator 

training program this researcher found was a Massachusetts program where a 30-hour 

course was offered to a network of workplace educators throughout the state. While there 

has been no attempt to examine the critical elements of workplace education, nevertheless 

the Massachusetts effort must be recognized as the first implementation of systematic 

workplace educator training. 

However, there are a variety of activities as examined in the literature review that 

converge on workplace education training. These include such areas as workplace basics; 

training and development; workplace literacy; workplace learning; and current management 

theories like developing the learning organization, the quality movement, high performance, 

and re-engineering. The development and implementation of a prototype workplace 

educator training program provided an opportunity to examine the content and instructional 

elements from the point of view of the participants. One benefit of this study was to assist 

individuals seeking training for the field. The training may also apply to individuals on the 

periphery of workplace education school to work; cooperative education; primary, 
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secondary, and post-secondary educators seeking to link to the workplace; and human 

resource and organizational development specialists. 

By identifying the critical elements involved in the design of a workplace educator 

training program, a systematic framework of the content or competencies becomes available 

to any educational entity or organization committed to developing instruction to prepare 

individuals responsible for facilitating the learning function in a workplace organization. 

Most importantly, an in depth examination of the significant components of a workplace 

training program sets a standard that incorporates the multidimensional nature of this field. 

RESEARCH QUESTIONS 

This investigative study revolved around two fundamental research questions: (a) 

what can we learn by identifying the critical elements in a prototype workplace educator 

training program?, and (b) what information can be gleaned from this investigation that can 

be utilized to design a workplace educator training program? 

A prototype workplace educator training course was developed by the Columbia-

Willamette Skill Builders Consortium (Skill Builders). The Skill Builders course was 9 

months in duration including 90 contact hours and the required completion of 20 to 40 

hours field experience. The Skills Builders program involved a broad survey course using 

a variety of experts from education and the employer community. 

Curriculum elements were gathered from a variety of sources, and the program was 

built around the organization of the following texts: Workplace Basics: The Skills Employees 

Want (Carnavale, Gainer, & Meltzer, 1988); Workplace Literacy: Reshaping the American 

Workforce (United States Department of Education, Office of Vocational and Adult 

Education, 1992b); Worker-centered Learning: A Union Guide to Workplace Literacy (Kay 

& Sarmiento, 1990). Groups of potential instructors gathered three times to develop and 
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organize the course. A survey of prospective students was distributed and consideration was 

given to feedback as the course was developed. Extensive evaluation activities were 

undertaken, including class meeting critiques, quarterly evaluations, weekly journals, and 

detailed post-course surveys. The Skill Builder course ran from March to December 1994. 

This study offered an in depth examination of the prototype course to ascertain the critical 

elements of workplace educator training. 

This study included a group of 50 people who participated in the Skill Builder 

Workplace Educator Training Program. In addition, data were gathered from four 

employers who participated in a focus group to discuss the qualities they look for in hiring 

workplace educators. The training itself was constructed in a fashion that limited the type 

of participants due to the time of day as well as the overall length of the program. The 

goal to be a more effective workplace educator and help individuals develop workplace 

basic skills unified a diverse group of participants. Given these limitations, the Skill 

Builders course may be considered as one of the most elaborate, comprehensive training 

programs in the field of workplace education. As a survey course, some content was too 

basic, simple, or of surface value for most expert participants, while other elements were 

new and represented broad areas in which they had little expertise. Yet, the course 

provided for an integrated program based on individual competencies. The strength of this 

study lay in the qualitative observations of participants' views andexperiences as described 

by them. Their reaction to the process of becoming workplace educators and trainers, and 

their application of knowledge in the workplace gave a grounding to the observations about 

what they learned. 

In order to analyze the prototype Skill Builders program, four basic questions were 

asked: 
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1. To what extent were the overall goals of the prototype program achieved by 

the participants and employers? 

2. Were program resources available in sufficient quantity to make success 

possible? 

3. What assumptions about educational philosophy did the prototype designers 

utilize and were these assumptions implemented? 

4. What were the prototype program objectives and were these objectives 

achieved? 

This chapter has discussed the changes in the workplace and the need for basic skills 

instruction. It has briefly described a prototype training program that prepared workplace 

educators which is described in detail in Chapter III. The research problem for this study 

involved identifying the critical elements involved in workplace education. This process 

provided the foundation for the design of a Workplace Educator Training Program. 

Chapter II surveys the literature on workplace education and the fields and theoretical 

frameworks that directly impact on workplace basic skills instruction. Chapter III describes 

in detail the methodology used in this study. Chapter IV reports on the data gathered and 

the information gleaned from this study. Chapter V provides a summary of the entire study 

and reports on the findings related to the research questions, including observations and 

conclusions flowing from this research. 

LIMITATIONS OF THE STUDY 

While the prototype Skill Builder workplace education program presented in this 

research provided rich data for analysis, there are three primary limitations to the 

generalizability of this study. 
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1. Case approach: This is one case or one group situation that happened at 

one time and occurred in one context, and therefore cannot be generalized to the entire 

population. 

2. Methodological restrictions: This study was limited by use of the Context, 

Input, Process, Product (CIPP) methodology, which is a simple heuristic tool that 

illuminates information for decision-makers (Stubblefield, 1983). Critics of the CIPP have 

suggested that the orderliness and predictability of the decision-making may be too general 

and global. More microscopic approaches may be necessary to analyze and refine the 

critical elements and draw more precise conclusions. 

3. Lack of clear definition: Workplace education is a new and emerging field 

and is not sufficiently developed in the literature to provide clarity of terms and their 

meaning. The principles and concepts upon which it is built still require clarification. This 

investigative study worked to address this limitation and help develop the field. 

DEFINITION OF TERMS 

The following working definitions of some words and concepts used in workplace 

education are provided by Uvin and Nash (1993): 

Assessment: Process of collecting and analyzing information on participants, mostly 

on their learning and the transfer of it to the job. Often used interchangeably with 

evaluation, which causes confusion. 

Basic Skills: Key skills needed to function in society and the workplace. 

Contextualized Curriculum: Curriculum that aims at facilitating the teaching and 

learning of skills, knowledge, and attitudes in the context(s) in which they occur. 
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Contextualized Instruction: Teaching of skills, knowledge, and attitudes in the 

contexts of society, the workplace, and/or the experiences of learners. Context-specific 

materials are used. 

Functional Context Approach to Workplace Education: Approach to program 

development, curriculum development, and instruction that draws on the belief that 

effective workplace education programs teach the application of basic skills needed to 

perform job tasks so that transfer of classroom learning to the job is promoted. Common 

models encourage the development of curricula and instruction from literacy audits that 

identify key skills. Once learners are assessed to see where they are skill-deficient, the 

curriculum and instruction are developed to bridge the skills gap that was identified. 

Organizational Approach to Workplace Education: Approach that draws on the belief 

that more is needed than workplace education programs in order for workers and 

organizations to achieve their goals. It examines basic skills within the context of the 

workplace culture and workplace issues. 

Participatory Approach to Workplace Education: Approach which employs a process 

where the active participation of learners is sought in program-related decision-making. 

Workplace Educator: Umbrella term used to describe the field of education 

opportunities not training that promote the development of work-related basic 

skills/literacy skills. Curriculum is workplace-specific. Instruction is mostly offered at the 

work site. 

Workplace Basic Skills: Umbrella term used to refer to the key skills needed at or 

in preparation for entry into a particular workplace or the work force. Several working 

definitions are used that sometimes contradict each other. Some are narrow and include 

only reading, writing, math, oral communication, and problem-solving. Others are broader 

and may include any of the following: oral communication, reading, writing computation, 
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math, problem-solving, analytical thinking, the ability to maintain self-esteem and self-

manage, interpersonal and intercultural skills, the ability to self-direct learning and the 

ability to adapt to change, etc. The terms workplace basic skills and workplace literacy skills 

are often used interchangeably. 

Workplace Literacy: Literacy instruction that ties literacy requirements to a 

particular workplace and its workers. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

Uvin and Nash (1993) of the Massachusetts Department of Education implemented 

a 30-hour basic skills instructor training course which is the only known training besides the 

Skill Builders program. Their final report stated that the problem with the diversity of 

program design, timelines, resources, types of services provided, staffing patterns, 

experience, and qualifications would make it virtually impossible to identify one staff 

training or development model that would accommodate the idiosyncrasies of various work-

sites (Uvin & Nash, 1993). While promising practices in work-based education can be 

identified, no clear formulas exist to meet the unique challenges of every site. Therefore 

the Massachusetts mini-course was an introduction to the field and used a broad brush 

stroke to cover the many aspects of workplace education. 

Furthermore, Uvin and Nash (1993) suggested training is needed for those new to 

the field of workplace education as well as experienced practitioners. This point is 

reinforced by the United States Department of Education, Office of Vocational and Adult 

Education (1992a) in that the central aspect of the development of this corps of workplace 

educators is teacher training. Effective staff development programs communicate an 

understanding of instructional, assessment, and evaluation techniques designed for the 

workplace and a sense of the workplace itself. Courses must be participatory and 

responsive to deal with the participants who come for varied reasons and from diverse 

contexts. 

While presenting a variety of sometimes competing approaches to workplace 

education, the goal of the Massachusetts mini-course was to help teachers develop their 

own analytic frameworks for critically examining these approaches and making informed 



16 

pedagogical choices with the focus being on tools, strategies, processes, and frameworks. 

The United States Department of Education, Office of Vocational and Adult Education 

(1992b) identified best practices which suggests the hiring of teachers with flexibility and 

experience in teaching adults. 

The national directors of federal workplace literacy programs identified by the 

United States Department of Education, Office of Vocational and Adult Education (1992a) 

generally felt that a bachelor's degree should be the minimal educational requirement for 

teachers. They agreed that hiring tutors who graduated from the workplace education 

program would assure a level of satisfactory training to staff. Little beyond the 

aforementioned sources describe elements of workplace educator training. Yet to examine 

a deeper source of information, one must look at the fabric that covers the field of 

workplace education. An in-depth literature review is provided. 

There are five strands that weave through the fabric which covers workplace 

education. They are not identified by order of importance but as salient dimensions in 

order to better understand this emerging field. The first strand is workplace basics, focusing 

on the ground breaking work by Anthony Carnavale, Vice President of the American 

Society for Training and Development. The second strand examines the role of the 

instructor in the field of training and development. The third strand comes specifically from 

the area of workplace literacy and examines both the functional context and learner centered 

approaches. The fourth strand examines current management theory with particular interest 

in high performance work organizations as a framework to understand the role of 

workplace education. The fifth strand involves an analysis of workplace learning looking at 

the environment within which the workplace educator must practice. Each strand involves 

certain critical elements that impact at different levels of workplace education (i.e., traits 

analysis of a good workplace educator; a structural or functional analysis of training and 
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development, and workplace literacy; and situational analysis focused on the management 

and learning theories associated with workplace education.) 

WORKPLACE BASICS 

Carnavale, Gainer, and Meltzer (1988) identified new technology, participative 

management, sophisticated statistical quality controls, customer service, and just-in-time 

production as forces affecting the workplace. The workplace is changing and so are the 

skills that employees must have in order to change with it. The study recognized that many 

people do not have the basic essentials or the opportunity for acquiring more sophisticated 

technical skills. Carnavale, Gainer, and Meltzer (1988) identified the basic skills that 

employers want. In a work-related context, the following set of basic skills is identified as 

being required to perform job tasks competently: basic oral, written, computation, reading, 

and reasoning competencies. Carnavale, Gainer, and Meltzer (1988) expanded upon these 

skills to include teamwork skills, decision-making skills, and learning to learn. A subject 

matter list of workplace basics is as follows: 

Learning how to learn. 

Reading , writing, and computation. 

Listening and oral communication. 

Creative thinking and problem-solving. 

Self-esteem, motivation, goal setting, and employability/career development 

Interpersonal negotiation and teamwork. 

Organizational effectiveness and team work. 

This list provides an overview of all aspects of expertise an instructor may or may 

not need to function well in workplace education. These activities do impact as foundation 
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skills for further technical training and therefore workplace educators must be competent 

in the workplace basics areas. 

Furthermore, Carnavale, Gainer, & Meltzer (1990) identified a seven-stepblueprint 

for success in establishing workplace basics programs and serves as an excellent situational 

analysis. 

Step 1 requires identifying job changes or problems related to basicworkplace skills, 

then assess the extent of the need for training because of job changes or problems and 

performs job analysis for selected jobs which then allows a method to identify employee 

performance deficiencies on selected jobs. The process is necessary to enable the 

identification of the population to be targeted for training. Carnavale, Gainer, & Meltzer 

(1990) suggested forming a company-wide, broad based representative advisory committee 

and the need to build cooperation with unions. 

Step 2 involves building support for training through alliances with management and 

unions by making the cz,I;e for training in workplace basics and building support for skills 

training in workplace basics. 

Step 3 concerns the presentation of the training strategy and action plan for 

approval. 

Step 4 requires the performance of a task analysis. One needs to determine whether 

to select a quick route through task analysis and determine which process is most 

appropriate. 

Step 5 is the design of the curriculum which leads to the design of the performance 

based, functional context instructional program and evaluation system which would include 

documentation and record keeping system. Once final budget approval is obtained, then 

implementation is the next step. 
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Step 6 is to develop the program where the instructional format is prepared, and 

instructional techniques, facilities, and equipment requirements are identified and selected. 

It is then necessary to develop evaluation and monitoring instruments. 

Step 7 involves implementation of the program which requires selection and training 

of the instructional staff. 

Step 8 involves the responsibility to carry out the initial evaluation and begin 

ongoing program monitoring. Furthermore, it wise to advise and consult with management 

on program status. 

In a corporate learning environment and in small to medium size businesses, the 

functions required to deliver workplace education are similar, while the structure of the 

instructional system greatly vary. If one examines a big corporation in relation to workplace 

basics programs, the three jobs identified are workplace education manager, program 

administrator, and instructor. Carnavale, Gainer, & Meltzer (1990) analyzed the job 

descriptions of a workplace basics department in a large organization. The workplace 

education manager actively participates in the development of the training program design. 

He/she is responsible for developing all program operating objectives, planning, organizing, 

staffing and supervising the training project, and evaluating and linking the training program 

to the employer's operations and goals. The person 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. 

Carnavale, Gainer, and Meltzer (1990) suggested that the program administrator 

evaluates instructional staff performance, selects facilities and equipment, schedules 

instructional staff, ensures the course material is prepared and available, and assures 

program follow-up. The person selected for this position should have a strong background 
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in project management and instructional technology, some background and experience 

working with adults, and some experience in using evaluation techniques. 

In a sample workplace basic skills instructor position description, Carnavale, Gainer, 

& Meltzer (1990) identified the following major duties and responsibilities: (a) instruct 

adult learners using basic workplace skills training program and curriculum and materials; 

(b) diagnose individual learner problems and help select appropriate instructional program 

and materials; (c) monitor learner progress; (d) support learners in their efforts and 

recommend counseling services when appropriate; (e) administer tests; (t) keep records of 

attendance and progress; (g) assist and cooperate with other program personnel; and (h) 

bring concerns and problems to the attention of the program administrator. 

The personal characteristics desired of a workplace educator include dynamic and 

energetic, flexible and open to cooperation, and patient and supportive. The skills and 

abilities required include demonstrated knowledge of adult education theory and practice; 

demonstrated knowledge of basic skills subject matter; successful experience teaching basic 

skills to adults; direct work experience or demonstrated awareness of knowledge, skills, and 

attitudes required in trainees' jobs; and demonstrated knowledge of company policies, 

procedures, and culture. 

It is the experience of this writer that in selecting a workplace basics instructor, the 

following questions must be asked: 

1. Is the person familiar with adult learning and the psychology of learning? 

2. Has the person actually worked with adults and is information available on 

his/her performance? 

3. What is the person's level of subject expertise? 

4. Will the person be comfortable using new subject curricula and instructional 

approaches that are not school based? 
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5. Does the person have experience in teaching workplace skills in a job related 

context? 

6. Will the person be responsive to company requirements and working with 

company personnel? 

The general and development literature emphasizes the value in helping existing 

employees or developing the skills of supervisors to take on a training role. Since a 

majority of job training (80%) takes place on the job, the training of internal staff may have 

great value. As for the preparation of internal staff, Carnavale, Gainer, and Meltzer (1990) 

suggest they can take train-the-trainer courses to become part or full-time peer trainers. 

They add they should receive special training in instructional techniques and support 

counseling. They recommend peer trainers will be more effective if paired with professional 

trainers. 

There are other options for providing workplace basic skills education such as 

contracting with an external provider for program delivery, or hiring part-time instructors 

from outside the organization. Carnavale, Gainer, and Meltzer (1990) suggested that train

the-trainer activities are beneficial in preparing an external provider or part-time instructor 

from outside the organization by providing information and training in these areas: 

1. Institutional Orientation. This orientation would cover areas such as 

corporate mission and philosophy, employment regulations, compensations, benefits, 

performance reviews, disciplinary action, termination and appeals procedures, and union 

member point of view. The purpose of this orientation is to gain a common frame of 

reference with program participants. 

2. Training Program Familiarization. This orientation would be provided by 

in-house staff, expert employees, and training providers. The information provided to train 

instructional staff should include the review of contextualized learning perspectives, review 
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of curricula with hands-on practice, familiarization with course objectives, familiarization 

with course procedures and accountability requirements, case studies in counseling and 

human relations, familiarization with record keeping and documentation requirements, and 

one week observing or working on actual jobs for which training is provided. 

3. Human Relations Training. Trainers may not be familiar with the 

characteristics of the potential training population or how to relate to them. Carnavale, 

Gainer, and Meltzer (1990) suggest that "instructors should be given human relations 

training to help them relate to trainees of different races, different cultural backgrounds, 

both sexes, different educational levels, different socioeconomic backgrounds, and different 

ages" (p. 10). Such a program might include knowledge of human relations tendencies, 

understanding of self in inter-group relations, help in developing working relationships, 

articulating feelings, understanding the dynamics of exclusion, and understanding the 

educationally and economically disadvantaged (Carnavale, Gainer, & Meltzer, 1990). 

Carnavale and Carnavale (1994) and the American Society for Training and 

Development provided a usable listing of the elements of workplace training basics. They 

include: (a) the seven steps for establishing a workplace basics program, (b) job 

descriptions outlining the major duties for the workplace education manager and the 

workplace education program administrator, and (c) a job description for a workplace basics 

skills instructor. They provide a strategy for developing internal staff as workplace 

educators as well as orienting or training outside or external instructors. 

Carnavale, Gainer, and Meltzer (1988) offered a major conceptual organization of 

the workplace education field with content specific areas, competencies for instructors, 

organizational structures, or functional roles for workplace educators. While the integration 

of workplace educator positions is limited to large organizations with training departments, 

with the shift in the growth of medium and small sized organizations limiting full-time 
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employment opportunities, the functions are important to understand and the work must 

still be done. Oregon and Washington established Northwest Basics to develop curriculum 

adapted from Carnavale, Gainer, & Meltzer (1988). Northwest Basics is customized to 

regional industry and targeted to preemployment or entry-level worker competencies. 

Carnavale, Gainer, and Meltzer (1988) rarely considered organizational development 

or performance problems often associated with workplace education. The primary focus 

was on teaching, not learning through a prescribed curriculum. The specific competency 

areas were built into the Skill Builders course in the application phase examining language, 

computation, ESL and the soft skills, such as team building and use of technology. While 

the realization that one cannot make someone a competent math teacher in 9 hours or an 

ESL instructor in 6 hours, it is possible to build on past teaching experience and connect 

the instructor to tool development strategies or networks. While there are significant 

overlaps in observing all instructional elements, workplace basics will give participants the 

grounding to build on the prior expertise, or manage content specific instructional activities, 

or identify what instructional resources to seek to address organizational needs. 

TRAINING AND DEVELOPMENT 

Eurich (1985) states that "corporate learning has become an absolutely essential part 

of the educational resources of the nation" (p. 1). To train and educate their employees, 

corporations are spending huge amounts of money. Estimates range from $40 billion 

upward approaching the total expenditures of all of America's four-year and graduate 

colleges and universities. The number of employees involved in corporate education may 

equal the total in those same institutions, nearly 8 million students. Today, a wide range 

of education/training programs, seminars, and institutes is offered in the workplace. These 

programs cover a variety of topics, including a growing emphasis on basic skills. 
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The Secretary of Labor's Commission for Achieving Necessary Skills (SCANS) 

(United States Department of Labor, 1992b) identified three foundation areas of basic 

skills, thinking skills, and personal qualities. The Commission then went beyond the 

foundation to identify five workplace competencies needed by all employees in high 

performance workplaces. They include the abilities to productively use (a) resources, (b) 

interpersonal skills, (c) information (d) systems, and (e) technology. SCANS recognized 

that there is a growing consensus that productivity, stability, and competitiveness of today's 

firms is more and more directly tied to the quality of its work force. 

Rosow and Zager (1988) suggested in leading-edge companies that contend with 

international or domestic competition, training for new technology has moved from the 

periphery toward the center of the managerial concern. They offered four reasons for the 

shift: (a) constant accretion of new technology-based products and processes is an essential 

weapon in the competitive struggle; (b) new technology cannot be successfully acquired and 

implemented without training; (c) the value added by proper training and losses incurred 

by inadequate training are too high to be ignored; and (d) the net value of training for new 

technology increases with wider dissemination throughout an organization. There can be 

no question that new technology is a major driving force for worker training and 

development in organizations today. 

In a survey conducted by Clement, Walker, and Pinto (1979), they asked, "What is 

the single most important skill or knowledge requirement for success as a training and 

development professional?" The greatest number of responses were for human relations 

skills, which included developing mutual trust and interpersonal relationships. Responses 

were focused on relationships to managers with whom trainers must work in designing 

training programs. The next ranked group of responses was related to communication skills 

needed as part of the training process. The third ranked set of responses emphasized 
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knowledge of the training field, including recent developments, understanding new training 

technology, and how adults learn. The fourth ranked item, analytical skills, was related to 

abilities to analyze performance deficiencies, and assess training needs. Other responses 

dealt with management skills, referring mainly to managing the training department and 

knowledge about the organization, referring to the kind of knowledge that makes it possible 

to anticipate training needs and understand organizational goals. The survey offers a view 

of the traits or characteristics of a successful workplace educator. 

In a later study, Draper (1991) added that special facilitating, planning, counseling, 

and evaluating skills are required to be a workplace educator. 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 process. The trainer must have the ability to plan, 

organize, execute, and evaluate the training program. Therefore, trainers must be aware 

how people learn, the most appropriate methods for assessing training needs, how to 

establish training objectives and integrate them with diagnosed needs, how to bring together 

different training methods to accomplish these objectives, and perhaps most importantly, 

how to communicate effectively. 

It is apparent from these and other studies that the criteria for the selection of a 

trainer can be identified by analyzing the training program from two perspectives: training 

program content or subject matter, and training strategy or method. The type and difficulty 

of the program content determine the kind and amount of expertise the trainer must 

possess. The training strategy determines the professional knowledge and training skills 

required of trainers. Training objectives, the content of the program, and the training 

strategies are the source of criteria for selecting a trainer. 

Sims (1990) suggested the first consideration in selecting an instructor is expertise 

in the subject matter. A trainer cannot teach what he or she does not know. The second 
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consideration is the professional knowledge and experience the trainer has in using the 

principles of learning and training as they apply to adult learners. Sims (1990) added, 

"knowing and doing are quite different things, particularly in training" (pp. 147-148). Sims 

(1990) elaborated that there are many identifiable skills and abilities associated with 

training duties. Among the most important, are the skills needed to select and use a variety 

of training methods, techniques, and aids; the skill to deal with individual differences (for 

example, learning styles and skills) among trainees; and the ability to construct, use, and 

interpret evaluative instruments on the effectiveness of the training program and trainer. 

The trainer must be a good communicator both orally and in writing. Most of the 

basic methods used in training (lecture, demonstration, and conference), many of the 

techniques of instruction (illustration, questioning, and explaining), and many of the training 

aids require good oral communication skills. In addition, effective written communication 

skills are necessary for such training tasks as writing and preparing lesson plans and writing 

material on the board, chart pack or butcher block presentations, overheads and computer 

projection software (e.g., Powerpoint) (Sims, 1990). 

Sims (1990) suggested personal characteristics (the ability to speak well, to write 

convincingly, to organize the work of others to greater achievement, and the trainers own 

learning and training style) are important factors in the selection of trainers. The trainer 

also plays an important role in evaluating the training system during the validation phase 

of the training program design. Clement, Walker, and Pinto (1978) determined that the 

activities that occupied the greatest part of the training practitioner's work were program 

design and development in order to meet specific learning and behavioral needs. 

Rhinesmith (1994) suggests the trainer must update his/her own competence in the 

technology of training, on-the-job training, redesigning work, job and task analysis, finding 

and using subject matter experts, and integrating learning with work. Sims (1990) added 
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that training methods can be classified in three ways: information presentation, simulation 

methods, or on-the-job-training. Lecture, conference, demonstration, and performance 

methods have been used in training from the beginning. Sims (1990) suggested that new 

training methods appear every year. While some are well founded in learning theory or 

models of behavior change (e.g., behavioral modeling), others result more from 

technological than from theoretical developments (e.g., videotape, computer based business 

games). The decision to use one strategy or another must be made on the careful analysis 

of the training situation from several standpoints: training objectives, training program 

content, trainee population, training staff, space, facilities, equipment, training materials, 

time, and costs. 

The competencies required for various instructional methods often depend on the 

context. If you are required to make formal group presentations, you should have good 

public speaking and stand-up training experience. If training is to be delivered in a formal 

one-to-one setting, individuals must be good tutors, and for computer-based situations, the 

instructor must be technology literate. Dick and Carry (1985) suggested situational factors 

that if it is a trainer dependent learning experience, it requires the trainer to be expert in 

the training content and experience. While a trainer independent learning experience 

requires little expertise in content or process because training materials have been carefully 

crafted. 

The question always is raised as to how much should the trainer know about the 

organization and the learner. When trainers are familiar with the organization's culture and 

the learners' jobs, they are usually better able to explain reasons for the learner to succeed 

in training and emphasize on-the-job applications of what the learner masters through 

training. When trainers are familiar with learners as individuals, they can describe the 

importance of lessons in terms of the learners previous experience (Dick & Carey, 1985). 
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There are essentially two basic sources of trainers, inside and outside the 

organization. Internal people have credibility with operating managers but the drawback 

may be that they do not know enough about the process of designing and delivering basic 

skills training to employers. Outside people lack the credibility with operating management 

or with prospective participants, lack of cultural knowledge about the organization (how 

things are done around here) as well as the values and personalities of the key decision-

makers (Dick & Carey, 1985). 

New in-house basic skills trainers experience two major training needs: The first 

need is environmental. Individuals must understand the history of the training department 

and basic skills training program, including the mission, goals, objectives, and long-term 

instructional plans of the basic skills training program. The second need basic skills 

instructors require can be determined by examining the expected activities the trainer must 

know and do. Sims (1990) suggested the result of this equation determine individual 

training needs of the instructor. A final criterion in selecting a trainer is the ability to work 

with people. Effective interpersonal skills are the cornerstone of facilitating, motivating, 

and working with trainees in a program. 

Clement, Walker, and Pinto (1978) suggested that the selection of trainers can be 

enhanced by deciding on the specific roles, activities, and knowledge and skill requirements 

the trainer must perform: needs analysis and diagnosis; determine appropriate training 

approach, program design and development, develop material resources (make), manage 

internal resources (borrow); manage external resources (buy), individual development 

planning and counseling, job/performance related training; conduct classroom training; 

group and organizational development, training research, manage working relationships with 

managers and clients, manage the training and development function, and professional self
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development. Further analysis can be offered by examining the various functions in the 

training process. 

Wehrenberg (1989) recommended that those responsible for selecting and evaluating 

trainers decide to what extent the trainer will be involved with the training process. This 

problem-solving process can be broken down into five broad areas (roles) the trainer will 

perform: analysis, design, development, delivery, and evaluation. 

In selecting trainers for the analyzer role, look for evidence of experience in 

observing work, occupational analysis, interviewing, negotiating with supervisors and line 

managers, discovery of performance discrepancies, and presenting information (written and 

oral); and knowledge of principles and current theories in the behavioral sciences, 

motivational theories, learning theory, and job design. 

In selecting for the designer role, look for evidence of experience in designing 

training programs, selecting alternatives to expensive classroom training when appropriate, 

and developing clear performance and training objectives; and knowledge in a wide range 

of performance-enhancing methods, with the ability to help the learner understand the 

connection between content or knowledge and the context of application. 

When selecting for the developer role, look for evidence of experience in developing 

lesson plans, training schedules, training aids, and other instructional materials; writing such 

materials as instructions, workbooks, and job aids; planning training events and using a wide 

range of training media; knowledge of media selection; and principles involved in 

developing written instructional materials and adult learning theories. 

When selecting for the delivery role, look for evidence of experience in speaking 

before groups, managing classroom process, dealing with conflict, giving performance 

feedback, and using various training media; and knowledge of training objectives, individual 
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and group behavior, and specific techniques of public speaking (such as getting and keeping 

participants attention, and the use of humor). 

When selecting trainers for the evaluator role, look for evidence of experience in 

observing and measuring performance, presenting (in writing, visually, and orally) results 

of evaluation, applying statistical techniques to data, and comparing performance to 

standards; and knowledge of work measurement techniques, statistical measurement 

analysis, and data collection. 

In the training field, competency-based models should be applied to the trainer. 

Advocates for a competency model for the development of a workplace educator suggested 

by London (1989) want training design principles to be applied to establishing curricula and 

development programs for training personnel. Such principles involve the same front-end 

analysis required for performance problems and determining possible solutions. Elements 

of front-end analysis include identifying job behaviors, skills, and knowledge required for 

competent performance. This approach requires the development of a competency model. 

A competency model describes the major elements of a job and outlines those behaviors 

and associated individual characteristics (knowledge, skills, and abilities) necessary for 

acceptable performance and for advanced or high levels of performance. Competency 

models can be developed for each major role in a training department. 

As described by London (1989), in a competency-based certification process, the 

emphasis is on giving those who meet the entry standards the background and knowledge 

they need to become expert. While there is no uniform accreditation process in the human 

resource development field, some organizations may want to develop their own training 

programs. The competencies fall within five areas: (a) applies principles of adult learning, 

(b) managing course structure and organization, (c) presentation methods, (d) subject 

matter expertise, and (e) administration and evaluation. 
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The question as to whether classroom training is the best setting to develop skills 

as a workplace instructor must to be considered. Bard, Bell, Stephen, and Webster (1987) 

suggested the advantages of classroom type work-based instructor training are that you will 

learn from an expert; you will work with peers, broaden your horizons; you will be in a 

learning environment; you will have time to practice and make mistakes; you will have an 

opportunity to watch the context of application as well as learn the content. Workshops 

are a good way to see a trainer in action, model ways of giving instructions, processing 

group feedback, handling objections, and presenting technical information. The 

disadvantage of workshops is they are usually designed for the mass market, not individuals. 

The participant does not have control of the design of content or design of the class. 

The general importance of the training and development field has been established, 

yet its role in the future is dependent on the advent of new technology and re-engineering 

processes occurring in the employer community. The literature (Sims, 1990; Clement, 

Walker, & Pinto, 1978; Wehrenberg, 1989) identified trainer traits and characteristics, 

criteria for selection, and a competency model for the field. In addition, sources of trainers, 

training methods, and the trainer's prior knowledge of the organization and employees have 

been considered. 

The field has identified traits and competencies required to be an effective trainer. 

Furthermore, it offers frameworks to match workplace educators with the appropriate 

challenge. The preparation of workplace educators should honor the training and 

development field, its tools and techniques, with particular emphasis on needs assessment 

and evaluation. Training and development does operate from a top down model following 

traditional or scientific management approaches which may limit the usefulness when 

addressing the training of the front line workers with limited basic skills. Training and 
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development does recognize the necessity for applying adult learning theory to workplace 

education efforts. 

The field of training and development has the most extensive literature on the 

training and preparation of instructors for the workplace. The primary limitation is that the 

training and development field includes technical and management training which consists 

of a major portion of training activity. Nevertheless, training and development contains in 

its domain a large portion of workplace education. There has been a longstanding 

recognition that training can address performance problems. Now, however, new 

technology is the driving force for training. 

WORKPLACE LITERACY:
 
CONTEXTUAL AND LEARNER CENTERED APPROACHES
 

During the 1980s, workplace literacy dominated the language of literacy reform 

efforts. Workplace literacy became important as a solution to our economic difficulties 

because it was felt that the United States was losing its competitive edge. Workplace 

literacy programs were developed with the goal of raising workers' basic skills so that they 

could perform more effectively in increasingly complex work environments. The notion 

took hold that technical training could occur only if a solid foundation of basic skills 

existed. Therefore, instructional approaches based on the cognitive sciences recognized the 

value of the context of the workplace as the source of educational content. The 

contextualized approach poses that literacy is the use of written language to accomplish real 

world tasks of interest to the reader and writer (Harmon, 1987; Harste, Woodward, & 

Burke, 1984). 

A contextualized approach 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 
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practicing those strategies in real, meaningful literacy activities. Computation or 

mathematical literacy considers the quantitative aspects of the workers' world as reflected 

in computer aided drawings or specifications, statistical reports, numerical control process 

information, or spreadsheets which are becoming most common in the workplace. 

Rothwell and Brandenburg (1990) suggested there are three types of basic skills 

problems. The first is a remedial problem where the learner functions at or below the 6th 

grade level caused by economic or social disadvantage, mental handicap (lack ability to 

learn), learning handicap, and recent immigrants who lack English skills and knowledge of 

American culture. The second is an intermediate basic skill problem where the learner 

functions between the 6th and 9th grade levels. Their skills are not adequate to meet 

potentially changing job demands. Trainers who work with these learners should be 

familiar with the learners' jobs and with the methods of applying the functional context 

approach to basic skills training. The third group is the high level basic skills problem who 

function between 9th and 12th grade levels. They are proficient in reading, writing, and 

computing; however, their abilities are outmatched by changing job demands due to new 

technology or work methods. Trainers should be very familiar with the industry and 

organization, and familiar with the skills presently required by the learner jobs, the possible 

skills likely to be needed in the future, and the functional context approach to training. 

Draper (1991) suggested literacy education be seen as more than the acquisition of 

reading, writing, and computation skills. Literacy education today includes the improvement 

of an individual's self-concept as a learner and as a person, the self-diagnosis of one's 

needs, the increasing ability to think critically and to solve problems, the improvement of 

interpersonal relationships, and the ability to build teams of learners. 

Another approach identified as learner-centered (Soifer, 1990) is a variation on a 

theme which involves employees in the design of workplace education from the start. A 
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participatory workplace program sees the worker as a human being with considerable 

strengths and interests which are assets, and the program is structured to provide multiple 

opportunities for workers to build on their strengths, to enable them to think critically, to 

analyze and solve problems, and to communicate clearly. 

Jurmo (1991) suggested when we look at the research emerging from not only 

workplace 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 whether in workbook, 

computerized, or video formats do not seem to work very well. This research indicated 

that alternative, contextualized approaches are what we need to be developing. Sticht 

(1987) showed that people in the workplace retain more when their studies are derived 

from workplace specific materials and experiences. 

The functional contextual instructional approach is described by Sticht (1987). This 

approach to basic skills instruction for the workplace is a collection of strategies, methods, 

and materials which focus the learner on basic skills applications used to perform relevant 

tasks. The key instructional points are: (a) change from hierarchical approaches to 

learning (i.e., the idea that there is a continuum that begins with simple word recognition 

and moves through comprehension to reasoning and problem-solving; (b) emphasis should 

be placed on teaching the skills involved in finding answers rather than knowing the right 

answer; (c) instruction needs to occur from the concrete to the abstract; (d) materials used 

are those actually used on the job; and (e) modeling how to approach problems and mental 

steps involved is a key instructional point. 

A key source-work in functional contextual teaching is extracted from Shoemaker's 

(1967) approach to education and training development which rested on two points: 
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First, try to make the instruction as meaningful to the learner as possible in 
terms of the learner's prior knowledge. This facilitates the learning of 
information by making it possible for the learner to relate it to knowledge 
already possessed, or make it possible for the learner to transform old 
knowledge into new knowledge. Second, as much as possible, use the 
materials and equipment that the learner will use after training or education 
as part of the instructional program. This will motivate the learner by 
showing that what is being learned is relevant to a future goal, and it will 
promote the transfer of learning from the classroom to the next training or 
real world activity. In short, the functional context method of instructional 
design attempts to motivate and promote learning and transfer by making 
the program meaningful in terms of the learner's past, present and future 
(Sticht, 1987, p. 4.3). 

In constructing functional context-based instruction, Sticht (1987) suggested that 

efforts must be taken to consider the following elements: (a) facilitate entry into the 

course; (b) motivate learning; (c) facilitate in-course learning; (d) motivate basic skills 

learning; (e) reduce instruction time-efficiency; (f) develop learning to learn; and (g) 

facilitate transferability beyond the particular course. 

The methodology and application for functional contextual instruction includes the 

following: 

1. Explain what students are to learn and why in a way they can always 

understand both the immediate and long-term usefulness of the course content (facilitates 

entry into the course, motivates learning). 

2. Consider the old knowledge that students bring with them to the course, and 

build new knowledge on the basis of this old knowledge (facilitates entry learning). 

3. Sequence each new lesson so that it builds upon prior knowledge gained in 

the previous lesson (in-course learning). 

4. Integrate instruction in reading, writing, arithmetic, and problem-solving into 

academic and technical training programs as the course content poses requirements for 

information processing (facilitates in-course learning, motivates basic skills learning, reduces 

instruction time, develops learning to learn, ability transferable beyond the course). 
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5. Derive objectives from the careful analysis of the explicit and tacit knowledge 

and skill needed in the academic, training, or employment context for which the learner is 

preparing (facilitates transfer). 

6. Use, to the extent possible, learning contexts, tasks materials, and procedures 

taken from a future situation in which the learner will be functioning (facilitate transfer). 

Evetts and Flanagan (1991) suggested that the contextual teaching approach is a 

competency based model since it embeds basic skills instruction in training for specific tasks. 

The competency-based training systems give the instructor the ability to perform task 

analysis, organize learning hierarchies and modules of instruction, write criterion tests, use 

interactive instructional strategies, and validate any training development. Instruction for 

basic skills is integrated into training for tasks requiring those basic skills (Evetts & 

Flanagan, 1991). 

Therefore, the functional contextual teaching pedagogy recognizes the development 

of physical, intellectual, cognitive, and personal aspects of the adult learner in a sequential 

manner then considers age appropriate tasks and behavior in the fostering of learning 

activities and recognizes the teachable moment. As a result, new knowledge is put to 

immediate use. Parnell (1993) considered the elements of contextual learning in his 

description of logolearning through (a) the acquisition of content, (b) application within 

context, (c) association for problem-solving, and (d) assimilation for understanding. In 

logolearning (contextual learning), it is the major task of the teacher to broaden the 

student's perception so that meaning becomes visible and the purpose of learning 

immediately understandable. As Parnell (1994) stated: 

I am convinced that few educational strategies will so effectively help 
individuals learn as understanding the connection between classroom subject 
matter and the problems and challenges they will encounter in the course of 
their lives (p. 11). 
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Learner-centered approaches or participatory ways of teaching are based on theories 

of participatory education which posit that individuals learn best when they have control of 

the learning processes and when they define the skills to be learned, how, why and the ways 

in which learning should be documented. In addition, learners research their own learning 

needs, methods, and styles. Worker-centered activities include cooperative learning, role-

playing, and the language experience approach and the making meaning methods of 

teaching. Brookfield (1986) suggested that programs incorporate both action and reflection 

as ongoing processes so that learners will become more proactive in assuming control over 

setting their own goals and establishing criteria for evaluating their learning. He adds 

teaching should be conceived of as facilitation; teachers make it possible for learners to 

experience varied ways of thinking and acting so that they can make informed choices about 

their process of learning. 

Lewe (1991) suggested 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 programs, multiculturalism and ESL programs, and workplace 

orientation. It is important that facilitators or instructors from all these program areas 

enter into a dialogue with the basic skills instructor or coordinator so that the basic skills 

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 (Lewe, 1991). 

Workplace functional context and learner-centered approaches consider literacy as 

the use of language, computation, critical thinking, and interpersonal dynamics to perform 

tasks in the workplace and increase effectiveness the worker's life. Instructional approaches 

vary from drawing on the context or including participation of the learner in the design 

process. Elements of basic skill instruction are competency based since they are embedded 
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in training for specific tasks. Yet learner-centered activities considers a facilitative model. 

Carnavale and Carnavale (1994) recognized that the trainer's role must change from expert 

teacher to expert facilitator. A trainer's power might just be how street smart he or she 

may be, knowing an organization's structure and staff well enough to pinpoint the resident 

experts in technical knowledge and skills and to use these experts to design, deliver, and 

evaluate training. 

In a discussion on workplace mentoring, Zey (1984) pointed out a similar theme that 

there exists no instructional manual explaining to the mentor the most effective methods 

for imparting knowledge regarding technical skills and management style. Yet, successful 

mentors seem to have developed effective methods for transferring technique, particularly 

by using non-directive teaching methods that increase independence, Socratic questioning, 

learning by doing, and role participation. 

Workplace literacy fixes on the foundational skills upon which to build technical or 

advanced training. Workplace literacy has evolved methodological approaches for the 

acquisition of developmental skills that are embedded either in the context of the job, 

workplace, or worker's life. Based on cognitive science, workers learn by performing 

language, computational activities, and soft skills (e.g., critical thinking, team work). For 

the workplace educator, the context approach offers a competency based model. It rejects 

traditional literacy approaches. 

Contextual approaches build on what we know about adult learners, recognizing 

their assets including learn to learn and meta cognitive strategies with the primary focus on 

retention of learning. The adult learning models utilized are primarily teacher or facilitator 

centered. These methodologies for structuring context-based instruction are still able to 

include the elements of participatory learning where the instructor serves as a learning 
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agent or the expert facilitator. These aspects or qualities become essential for workplace 

education. 

CURRENT MANAGEMENT THEORY AND HIGH
 
PERFORMANCE WORK ORGANIZATIONS
 

The Secretary of Labor's Commission for the Achievement of Necessary Skills Report 

(SCANS) (United States Department of Labor, 1992b) recommended the creation of high 

performance workplaces. High performance work organizations are characterized by 

commitment to customers and quality. They achieve these goals through flexible processes 

and teams, shared responsibility for quality, and highly skilled workers who are given 

ongoing training and responsibility for decision-making. Lohman (1992) suggested that high 

performance work organizations result in a variety of competitive advantages, such as 

flexibility in responding to customer and market demands, higher productivity, continuous 

learning and improvement, shorter production cycles, and more effective implementation 

of technology. At its core, high performance is a way of structuring work that respects and 

encourages the full participation of workers in all aspects of an organization. 

Lohman (1992) added that the literature on high performance and competitiveness 

continually emphasizes the ability to work in teams as essential for workers now and in the 

21st century. Self-directed or autonomous teams in high performance work organizations 

are responsible for problem-solving and decision-making. For example, teams of workers 

may set their own production schedules, order materials, conduct quality control, vacations 

reviewing schedules, hire and fire team members, and set production goals. 

Orsburn, Moran, Musselwhite, and Zenger (1990) suggested that with their broader 

responsibilities, members of a self-directed work team must communicate more effectively 
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than conventional workers, both one-on-one and in groups. In short, every team member 

must learn to collaborate in getting the right information, sending the right information, and 

using that information to increase productivity (Orsburn et al., 1990). 

Orsburn et al. (1990) added that in most cases the position of supervisor, as such, 

disappears; the team performs almost all supervisory duties, and regulates its own daily 

operations. The direct management approval and control that teams still require are often 

performed by managers one level higher because the decisions requiring help are higher-

level decisions. To analyze the problems they run into, and to come up with good solutions 

as a group, team members must learn a basic approach to problem-solving that helps them 

zero in on the problem area, gather facts, analyze the cause, and select the best solution. 

Having the same set of problem-solving concepts and terminology will help members work 

together (Orsburn et al., 1990). 

Osterman (1994) surveyed American business to examine high performance practices 

and concluded 35% of private sector establishments with 50 or more employees have 

achieved substantial use of flexible work organization. The adoption of these forms of work 

organization is correlated with being in an internationally competitive product market, 

having a technology that requires high levels of skill, and following what can be termed a 

high road strategy which emphasizes variety and quality in contrast to low cost. There is 

also evidence that certain human resource practices, such as higher level of training, are 

associated with adoption of flexible work organization. 

Marsick (1988) pointed out that a group of popular management writers and 

theorists who have examined trends and pockets of innovation in successful business such 

as entrepreneurship and intrapreneurship, decentralization, networking, participatory 

management, flattening of middle management, and a culture of empowerment (Naisbitt 

& Aburdene, 1985) made collective calls for new forms of organization. At the heart of 
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their argument is an emphasis on intangible factors of success that often take second place 

in bottom line thinking such as a concern for underlying human values, new forms of social 

interaction, commitment, a service orientation, risk-taking, independent thinking, and 

creativity. 

Perelman (1984) analyzed the crisis of human capital brought about by the mismatch 

between rapid economic change and insufficient attention to human development. While 

it is estimated that 20% of the work force are functionally illiterate and require remedial 

education, approximately 4 million skilled white collar and professional workers face job 

losses due to an inadequate fit with the technological requirements of a shifting economy. 

Perelman (1984) suggested a paradigm shift, a change in the way organizations view work 

and workers, to meet these needs. 

Marsick (1988) added that the accelerated pace of the post-industrial society as well 

as the demands of better educated workers for shared decision-making and meaningful 

work create what Eric Trist calls a "turbulent field" within which organizations must operate. 

(cited in Marsick, 1988, p. 470). A new management model or paradigm for organizational 

thinking is required. The old rational model of management leads to conservatism, an 

unwillingness to take risks, and a culture in which creativity, innovation, and the 

acknowledgement of values are stifled. Excellent companies emphasize experimentation 

through action, autonomy, entrepreneurship, and simultaneous loose-tight properties of 

organizational management (Peters & Waterman, 1982). 

Morgan and Ramirez (1983) argued that complex organizations move away from 

mechanistic, hierarchical models in order to maximize their ability to act adaptively. They 

argue for the creation of systems that are able to learn from their own experience, and to 

modify their structure and design to reflect what they have learned. Participants in such 
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a system must constantly reflect on what they and others are doing to appropriately identify 

and solve problems, and to keep the organization flexible. 

Carnavale and Carnavale (1994) reported that the trend that ranked number one 

for impact on the human resource development profession was the ever-increasing creation 

of high-performance work organizations in which work is reorganized, redesigned, and re-

engineered to improve performance. The technological trend with the highest probability 

rating was the continued migration of computer power from the mainframe, to the desktop, 

to the briefcase, to the user's hand. The training trend expected to have the biggest effect 

on organizations was the increased use of just-in-time training delivered in the context of 

a job or a task. 

The American Society for Training and Development (1994) provided the following 

advice for the trainer: 

Lead the way into the new workplace. Make it your mission to equip people 
with the survival skills they will need: vertical teamwork skills, skills for new 
kinds of affinity and communication, comfort with new ways of working, and 
consummate flexibility (p. 32). 

Peter Senge (1994) suggested useful roles for training and development people is the design 

and facilitation of the learning process. The second important role for training and 

development professionals involves guiding the diffusion of new learnings. In principle, it 

is the job of training and development professionals to support organization-wide learning. 

Draper (1991) indicated that we know education in the workplace is not a neutral 

enterprise but involves both political and philosophical decisions. He adds, 

We know that our philosophy, like culture and values is learned . . . we know 
that our philosophy is an expression of an ideology . . . we need to rethink 
the meaning of literacy and to pause and reflect on our philosophies which 
are the foundation upon which we act (p. 505). 

The term political as used in this field, pointed out Draper (1991), refers to power 

relationships between people, that is, between employer and employee. When people learn 
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new skills or acquire different attitudes or attain additional knowledge, they change. The 

status quo has been shifted and this alters their power relationship. 

Friere (1970) in the conscientization model added further dimension to the political 

perspective of learning, contending that changes in perspective or consciousness are the 

defining characteristics of learning in adulthood. Conscientization is "the process in which 

men, not as recipients, but as knowing subjects, achieve a deepening awareness both of the 

sociocultural reality which shapes their lives and of their capacity to transform that reality" 

(Friere, 1970, p. 27), and is what takes place in an authentic educational encounter. 

The movement toward workplace high performance dramatically changes the locus 

of learning to the center of the organization. As work gets restructured to self-directed 

teams, workers become encouraged to full participation in all aspects of the organization. 

The new work paradigm shifts the role of supervisor to trainer or learning facilitator. 

Various approaches to workplace learning presented are described in the following section. 

The political dimension of learning in the workplace is clearly the result of the shift to high 

performance and the empowerment of front line workers. Capital investment in training 

will dramatically change because everyone must work smarter. Nevertheless, workplace 

learning will always be governed to some extent by the instrumental focus because the 

primary purpose of such organizations is productivity. 

Current management theory looks at a constellation of forces known as the high 

road and views basic skills in a broader context than simply related to direct organizational 

performance or bottom line thinking. It connects to broader themes such as notions of 

quality, customer service, high performance-oriented, and self-directed work teams. It 

assumes worker functions requiring critical thinking and problem-solving, and learning as 

central to organizational development. The rate of acceptance of these movements will 

continue to transform business and industry at an ever accelerating rate. The instructor 
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embodies the values empowering front line workers, embracing the principles of total 

quality and statistical process control, or the sacred nature of interaction with all customers. 

The workplace educator is a facilitator of content or connecting basic skills to the 

broader values. The workplace educator serves in the role as missionary, one who 

embodies the values that may force the workplace educator to contend with mitigating 

forces resistant to change in the organization, typically older middle level managers. This 

is a role that is contrary to the more compliant educator or trainer yet more akin to the 

organizational development models. In some situations, the method of intervention adopts 

the Friere (1970) model concerning the political nature of the learning process. In any 

regard, the workplace educator operates in the role of change agent. 

WORKPLACE LEARNING THEORY 

The focus of the new workplace paradigm is on learning, not training or education 

as traditionally understood. Training usually refers to short-term activities that emphasize 

practical skills immediately applicable to the job. Education usually refers to longer term 

courses that develop generic knowledge, skills, and abilities rather than specific job-related 

competencies. Draper (1991) pointed out that while workplace learning 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 educational principles, should not be 

underestimated. 

The role of the workplace educator as a learning agent is difficult to define. The 

longer an individual functions in a specific company or industry however, the greater the 

likelihood he/she will participate in constructing workplace learning practices. Schultz 

(1993) suggested broader and more inclusive understandings of teaching and learning may 

be more appropriate to the new workplace. The changing workplace requires new ways of 
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interaction which necessarily expands the definition of literacy beyond isolated skills to a 

larger notion of literacy. Shultz (1993) added that curricula based on critical literacy often 

begin with the learner's own interests and goals, and frequently include a critical 

examination of existing relationships and social and political action. 

The notion of literacy as including social and cultural practices means learning new 

patterns of interaction and collaboration. Workers may be required to take more initiative, 

make more judgments, and communicate to a wider variety of people in a broader range 

of circumstances. This approach used the definition of literacy as social practice in 

conceptualizing, planning, and operating programs, and suggested exploring, with individuals 

and groups of learners, the diverse literate practices learners bring to programs (Schultz, 

1993). 

Schultz (1993) summarized the transformative potential of critical literacy, critical 

reflection, or new literacy, and states this view emphasizes the role of individuals situated 

in the workplace as the site of knowledge or potential change. The new definition of 

literacy as critical literacy suggests that workplace education programs should have their 

focus not only on the tasks of the workplace, but individuals must develop an understanding 

of the historical, social, and political relations that surround work and the possibilities for 

transforming both the workplace and one's position within it (Schultz, 1993). As work 

organizations move from functional to process teams, and simple to multidimensional high 

performance workplace organizations, any definition of literacy context must consider social 

relations and cultural issues. 

Learner-centered or participatory ways of teaching are based on theories of 

participatory education which posit that individuals learn best when they have control of the 

learning processes and when they define the skills to be learned how, why and the ways 

in which learning should be documented. In addition, learners research their own learning 
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needs, methods, and styles. Worker-centered activities include cooperative learning, role-

playing, and the language experience approach and the making meaning methods of 

teaching. Teaching should be conceived of as facilitation; teachers make it possible for 

learners to experience varied ways of thinking and acting so that they can make informed 

choices about their process of learning. 

Carr and Kemmis (1983) analyzed the paradigm shifts taking place in the field of 

teaching and learning. Practitioners of the technical paradigm are urged to master and 

apply an objective body of knowledge through the transmission of predefined knowledge 

and skills. The role of the educator is to select the best technology to meet these ends. 

The interpretive paradigm sees learning as a process of interaction helping learners 

understand the way in which events bring meaning to their lives. Education is a practical 

art in which the educator makes judgments based on his/her experience about how best to 

facilitate learning in personalized situations. The strategic paradigm emphasizes critical 

reflection on the way in which social, cultural, historic, and economic forces have shaped 

the mutual interpretation of experience and how learners can examine and act to change 

these forces. 

Mezirow (1985) differentiated among three domains of learning: Instrumental 

learning is task-oriented problem-solving; dialogic learning aims at increased understanding 

of one's situation with people coming to understand consensual norms like the culture of 

the organization, or when they interpret policies, procedures, goals and objectives; self-

reflective learning is the way in which we learn to understand ourselves. A move in that 

direction means a shift in focus from fixing up the individual to enabling individuals to work 

with larger social units to change systemic dilemmas. When a person achieves a higher 

order meaning or perspective transformation, they do not typically revert to prior meaning 

perspectives to interpret their world. 
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Action learning, suggested Argyris, Putnam, and Smith (1985), aims to enhance the 

capacities of people in everyday situations to investigate, understand, and, if they wish, to 

change the situation in an ongoing fashion. Traditional training would focus on specific 

skills when the real need might be to change the individual's vision of him or herself as a 

productive employee. Schon (1983) described reflection-in-action as a more informal type 

of learning in action. That in the world of practice, more attention must first be paid to 

problem-setting, which is an interactive process of naming the focus of our attention and 

framing the context in which a problem is understood. 

Management theorists such as Schon (1983) believed that one of the modern-day 

manager's most important functions is the education of his/her subordinates. 

Understanding the conditions which foster learning and how to create such conditions is, 

therefore, an integral part of management education. Self-discovery, therefore, seems 

inextricably linked to the educative function of management. Training for managers should 

provide theoretical background in human development, human motivation, and 

communication skills, as well as opportunities to experience and practice the concepts 

presented and to gain insight into oneself (Schon, 1983). In the new organizational 

paradigm the manager facilitates learning. 

A new paradigm of workplace learning depends on increased participation of all 

individuals in decision-making and in dialogue about shared goals, norms, values, and 

procedures (Schon, 1983). Since workplace learning is catalyzed by an instrumental focus, 

learning in all domains takes place for the purpose of productivity (Schon, 1983). The 

organizational ideal resembles Morgan and Ramirez's (1983) holographic model in which 

all employees are encouraged to learn many aspects of the work, participate jointly in 

appropriate decentralized decision-making, and continually monitor actions and results to 

keep the organization flexible. The unit for learning is not only the individual, but groups 
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within the organization joined together to create their working roles and relationships. As 

a learning environment, it must provide opportunities for experimentation, risk-taking, 

dialogue, initiative, creativity, and participation in decision-making. 

Engstrom (1993) suggested that it is the worker who must master the new learning 

process, learning to face new situations by analyzing problems and conflicts displayed in 

practice, and developing a systematic understanding of work activity. He suggests that 

networks of mutual tool developers will evolve among workers seeking solutions with each 

generating context specific tools to address problems. Ownership of the learning process 

comes through creation, alliances, and networks of learners. The workplace educator 

facilitates that process. 

This training for change approach considers that new skills are being acquired while 

the new model is being created. Deep restructuring of work learning is occurring at the 

same time as the new paradigm is being constructed. 

Engstrom's (1993) method of developmental work-based research considered the 

following eight items: 

1. The unit of analysis is the entire activity of the workplace. 

2. The multivoicedness of the workplace is a crucial resource. 

3. Contradictions are the moving force in the development of the activity 

system. 

4. Concrete historical analysis is needed to understand the multivoicedness and 

contradictions. 

5. Transformation of work may be seen as a cycle of expansive learning. 

6. Researchers or consultants intervene in the learning cycle to provide tools 

and to document and analyze the process. 
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7. Workers/practitioners are the tools and are increasingly responsible for the 

analysis and design of new models. 

8. The generalizability of the findings, tools, and models is tested. 

Participation in setting the problems for learning is as important in this paradigm 

as is finding and implementing the best solutions. Marsick (1988) suggested that "formal 

training, if appropriately designed and timed, is valued" (p. 189). However, more emphasis 

is placed on helping individuals and groups of individuals to learn effectively through 

understanding their daily informal interactions and using them for personal and professional 

development. As discussed by Mezirow (1985), individuals also learn about the consensual 

norms through dialogue, and they learn about themselves by reflecting on their identity vis-

a-vis work and the organization. Individuals are most productive when they can participate 

fully in negotiating their contribution to shared organizational goals and norms and feel that 

work is personally meaningful. Individuals are encouraged to develop a habit of reflectivity 

in both formal and informal learning modes. Similar to action learning or context learning, 

individuals continually probe their experience as to why they are or are not effective and 

how they can learn to become so. 

Rhinesmith (1994) suggested the roles for the training profession are changing. New 

roles include (a) decentralization; (b) the shift of training delivery from professional trainers 

to nontrainers such as managers, team leaders, and technical workers; (c) the outsourcing 

of training to professional organizations; (d) the shift from training to learning, and the 

integration of learning into work itself; and (e) the development of learning teams and 

organizations (Rhinesmith, 1994). The importance of the wider concept of learning 

organizations has relatively recently come to the fore as an important factor at all levels of 

training efforts. 



50 

Ioannou, Nore, Pulton, and Thompson (1991) stated the major focus of a 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 introduced such as: 

(a) anyone can learn, (b) learning is an equal exchange between tutor and learner, (c) adult 

learners have a good sense of what they want to learn, and (d) many adults learn best by 

being involved and by doing. They point out that 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. 

A holistic approach to education is one that values the affective and qualitative 

outcomes of learning. The strengths, not the deficits, of learners should be the focus, 

building on their abilities, interests, and potential. Learning more about themselves as 

learners and developing critical and transferable skills can have a long-term impact. Draper 

(1991) suggested the ultimate question to be asked is how many workplace educators 

involve the worker-student in a discussion of the learning process. 

Knowles (1980) wrote about a theory of adult learning which recognizes that (a) 

adults are generally self-directing, (b) adults bring rich experiences to the learning 

environment, (c) adults are ready to learn what they can directly apply, and (d) adults are 

performance centered. Rogers (1969) identified a high degree of trust, authenticity, 

openness, and acceptance of the ideas, opinions, and feelings of others as key ingredients 

of a climate conducive to significant adult learning. 

The critical element in any workplace education program is the professional 

knowledge and experience of the trainer, and how the trainer uses the principles of learning 

as they apply to adult learners. Sims (1990) concluded that there are many identifiable 

skills associated with training duties. Among the most important are the skills needed to 

select and use a variety of training methods, techniques, and aids; the skill to deal with 
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individual differences (for example learning styles and skills) among trainees; the ability to 

motivate and guide trainees; and the ability to construct, use, and interpret evaluative 

instruments on the effectiveness of the training program and the trainer. 

The focus of Workplace Learning Theory is on learning, not training or education. 

The emphasis is on learning new patterns of interaction and collaboration. This begins with 

the learners' own interests, relationships, and social activities, and recognizes the role of 

individuals situated in the workplace as the site of knowledge or potential change. The 

workplace educator must understand the tasks as well as have an understanding of the 

historical, social, and political relations that surround the workplace and the possibilities for 

transforming the workplace including one's position in it. 

The focus of workplace learning theory is on participatory educational 

methodologies, operating under the strategic paradigm which works with individuals in 

larger social units to change systemic dilemmas. This is done by working at changes of 

higher order meaning through the use of self-reflective learning. 

Workplace learning theory honors process, operates free of extra organizational 

values, and is limited to an instrumental focus (productivity). It supports an action learning 

model encouraging employees to learn many aspects of the work, participate in 

decentralized decision-making, and continuously monitor results. It occurs in a facilitated 

learning environment, encouraging risk-taking, dialogue, initiative, creativity, and 

participation in decision-making. 

The workplace educator involves participation for setting the problems for learning. 

More emphasis is placed on helping individuals and groups of individuals to learn 

effectively through understanding their daily informal interactions and using them for 

personal or professional development. Consensual norms are developed through dialogue 

which helps people learn about themselves in relation to their work and the organization. 
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The more precise role of a workplace educator is to model parallels in a way that of tutor. 

The tutor would involve the worker-student in a discussion of the learning process. 

Workplace learning theory is based on action learning rather than context learning models. 

Preparing work force educators is a transformative process congruent to the 

transformative process occurring as the workplace changes. Preparing the workers of 

tomorrow is often discussed in terms of uncertainty. Training work force educators to train 

in uncertain environments, fields, and contexts certainly must require a different preparation 

or perhaps different personal characteristics, adjustments, or experiences than those 

expected of traditional educators. 

This survey of the literature examined the five key dimensions of workplace 

education: (a) workplace basics; (b) training and development; (c) contextual and learner 

centered approaches; (d) high performance work organization and current management 

theory; and (e) workplace learning theory. While there is considerable overlap, the 

objective of this review was to focus each discussion towards the identification of the critical 

elements required in a workplace educator training program. 

Upon a review of the literature, it appears that the following critical elements must 

be considered in the design of any workplace educator training program: (a) the world of 

work, the context for workplace education; (b) workplace culture and organization; (c) 

understanding the worker/learner; (d) the educational environment; (e) assessing and 

evaluating need; (f) characteristics of educators and instructional skills; (g) facilitating 

learning program design, instructional design, and developing course materials. These 

elements were reviewed again as this study examined and compared baseline information 

gathered from employees and employers, and is discussed in Chapter IV. 
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CHAPTER III 

METHODOLOGY 

This investigative study attempted to identify the critical elements that must be 

considered in the design of a workplace education training program. In order to identify, 

these questions were developed for this study: 

1. What can we learn by identifying the critical elements in a prototype 

workplace education program? What are the observations of students in the program? 

What are the opinions of representative employers on the subject of workplace education? 

2. What information can be gleaned from this investigation that can be utilized 

to design a workplace education training program? What does the literature, in particular, 

have to say on this subject? 

Evaluation research methods were employed in the development of this study 

utilizing the Stufflebeam (1983) Context, Input, Process, Product (CIPP) investigation 

model which examines: (a) context, (b) inputs, (c) process, and (d) products. 

CIPP METHODOLOGY 

Stufflebeam and Shinkfield (1985) offered a management-oriented approach to 

decision-making in the field of education. The CIPP model was chosen for this 

investigative study because it gives the researcher an organizational framework to make 

decisions related to the design of the program. It also provides a framework to collect 

sufficient information about the relative advantages and disadvantages of each decision 

alternative to allow a fair judgment based on specific criteria. 

Worthern and Sanders (1987) pointed out the rationale for the CIPP is that 

assessment information is an essential part of good decision-making and accountability. It 
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offers an orderly systems approach. The decision-maker's concerns, informational needs, 

and criteria for effectiveness guide the direction of the study. The model identifies the 

decisions a planner, in this case the designer of a workplace education training program, 

must make. 

As a result, the CIPP framework helps in deciding precisely what information to 

collect, limiting the range of the investigation. As House (1980) suggested, even if one 

cannot define precisely the decision alternatives, one can eliminate a number of liens of 

inquiry as being irrelevant. The CIPP framework provides useful information through the 

use of a heuristic tool, examining every component of an educational program as it 

operates, grows, and changes. It examines closely four areas: context, input, process, and 

products. 

TABLE 1
 

CONTEXT, INPUT, PROCESS, PRODUCT (CIPP)
 

Planning Decision Structuring Decision 

Context Evaluation Input Evaluation 

Recycling Decisions Implementing Decisions 

Product Evaluation Process Evaluation 

Context 

The initial part of the CIPP framework focuses on the planning decisions that define 

the institutional context, identifies target populations and assess their needs, identifies 

opportunities for addressing needs, and judges whether proposed objectives are responsive 
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to assessed needs. Stufflebeam and Shinkfield (1985) suggested using survey, document 

review, and interviews as methods to assess contextual information. The results or analysis 

will provide guidance for the choice of objectives and assignment of priorities. 

Input 

The second part of the CIPP framework focuses on the structuring decisions that 

identify and assess system capabilities, alternative program strategies, procedural designs 

for implementing the strategies, budgets, and schedules. This assessment inventories and 

analyzes available human resource material resources, procedure design for relevance, 

feasibility, and economy. Stufflebeam and Shinkfield (1985) suggested methods for 

analyzing input include literature search and pilot trials. The results of this analysis 

provides guidance for choice of program strategy. In addition, analysis provides input for 

the specification of procedural design and basis for judging implementation. 

Process 

The third part of the CIPP framework points at implementing decisions that identify 

and predict factors in process, defects in the procedural design or its implementation, and 

to record and judge procedural events and activities. It provides a method for monitoring 

potential procedural barriers. It points toward remaining alert to unanticipated barriers by 

obtaining specified information on program decisions and by describing the actual process. 

It also encourages the interaction with and observing the activities of the programs. The 

results of their analysis provide guidance for implementation, and refining program design 

and procedure, as well as provide a log of the actual process. 
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Product 

The last part of the CIPP framework places emphasis upon recycling decisions 

(continue, terminate, modify, or refocus) by collecting descriptions and judgments of 

outcomes that relate to objectives. The method defines operational outcome criteria by 

examining the judgments of stakeholders (participants and employers). This assessment 

method offers guidance for termination, continuation, modification, or installation, and to 

present a clear record of program impact. 

LITERATURE REVIEW 

Little basic research has been done on the subject of workplace educator training. 

Unfortunately, the information that is available is largely anecdotal. However, an attempt 

was made in Chapter II to review and analyze the related literature on workplace 

education, and teaching and learning theories related to adult education. 

PROTOTYPE WORKPLACE EDUCATOR
 
TRAINING PROGRAM
 

A prototype workplace educator training program called Workplace Basic Skills 

Instructor Training was conducted between March 28 and December 7, 1994, under the 

auspices of a U.S. Department of Education National Workplace Literacy Grant (see 

Appendix A). The Columbia-Willamette Skill Builders Community College Consortium of 

Portland, Oregon (Skill Builders), as grant recipient, conducted the course as a staff 

development training program for workplace educators associated with the Skill Builder 

project. Participants included adult basic education instructors affiliated with the 

community college consortium and members of the local American Society for Training and 

Development's Train America's Workforce (TAW) Committee. The TAW Committee was 
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interested in learning how to teach the areas identified in workplace basics. They had been 

actively promoting the workplace basics agenda but members needed more training in order 

to implement instructional programs. 

The adult basic education programs in the Portland, Oregon, area community 

colleges have worked with the employer community over the years to provide basic skills 

instructors in the workplace, but have had limited experience in providing workplace 

literacy. Portland, Oregon, area community colleges have departments that broker training 

to business and industry, and have been receiving increasing requests for basic skills 

instruction. Most importantly, the Skill Builder grant program helped instructors to become 

more effective in delivering workplace education. Given the multiple groups and an interest 

in focusing on a set of competencies applicable to workplace education, the goal in the Skill 

Builder program was to establish a certification process. 

As a result, a training program was developed that considered the critical issues of 

adult learning, workplace dynamics, instructional design, and applications from workplace 

basics (language, computation, team work). The program included a field experience or 

practicum aimed at integrating and applying the course content. Since no single expert was 

available and the range of topics was so wide, a survey course was envisioned. The content 

areas were identified by Skill Builder project staff after examining these texts: Workplace 

Basics Training Manual (Carnavale, Gainer, & Meltzer, 1990), Basic Skills for the Workplace 

(Taylor, Lewe, & Draper, 1991) and Worker-Centered Learning: A Union Guide to 

Workplace Literacy (Kay & Sarmiento, 1990). A questionnaire was distributed to individuals 

interested in taking the course and responding to general outreach efforts as to desired 

areas of instruction. Three meetings were held for interested instructors that led to the 

formulation of a training program structure. This resulted in a three academic quarter 

course which was approved for graduate credit through the Portland State University School 
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of Education, as well as for Portland Community College Continuing Education Units 

(CEU) should the student not choose graduate credit. The U.S. Department of Education 

grant covered all costs associated with the delivery of instruction including the cost of a 

part-time course coordinator. All students completed a total of 100 hours of instruction 

plus a 20 to 40 hour field experience/practicum, and received an extensive training manual. 

The cost of the training was projected at approximately $10,000.00. 

The Skill Builder course was structured to meet on Mondays from 3:30 to 6:30 p.m. 

starting on March 28, 1994, and met weekly for 21 consecutive weeks through September 

14, 1994. Four additional class meetings were held during the field experience which ended 

December 6, 1994. There were 50 students who attended the class during the first few 

weeks, and 25 completed the 9-month program. 

The Workplace Basics Skills Instructor Program was described as a survey training 

program in workplace literacy for interested adult basic education, English as a second 

language, college-based contract training staff, general educators, corporate trainers, and 

human resource professionals. There were three objectives for the course: 

1. Participants will gain a theoretical knowledge of work force literacy basics 

that includes the skills needed by today's work force, company culture, functional context 

approach, and design and development of worker-centered training. 

2. Participants will gain knowledge and practice in delivering training in 

workplace basics. These areas include learning to learn, whole language, computation, 

interpersonal communication skills, and English as a second language. 

3. Participants will examine teaching methods while gaining experience in 

workplace basics training through a program each has developed using the knowledge and 

skills gained in the spring and summer terms. 

http:10,000.00
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The format for the class involved program instruction during weekly classroom 

meetings, except during the practicum experience where students met four times during the 

quarter. There was an overall course facilitator and multiple content-specific instructional 

staff who varied according to the scheduled topic or content sets. Weekly instructional 

sessions contained small group activities, lecture/discussions, case studies, and peer-sharing 

interactions. The only prerequisite for the program was a bachelors degree and a 

commitment to complete the training. 

STUDENT INTERVIEWS AND SURVEYS 

All participants in the Skill Builders course participated in continual evaluation 

activities through a variety of instruments and work products. Five students from the 25 

course completers were selected for in-depth interviews as a part of their investigative study. 

These five students were interviewed at the completion of their field experience. Some 

students seeking graduate credit maintained a journal about weekly class sessions and 

general comments. In addition, personal observation, student evaluations, and student work 

samples provided a rich source of assessment information. Interpretations of the qualitative 

data were cross-referenced with additional data gleaned during the course of the training 

program. 

EMPLOYER FOCUS GROUP 

A reaction panel of four experts who would employ workplace educators identified 

the critical design elements of a training program from their perspective. The panel was 

composed of experts familiar with the field of workplace education and involved with 

workplace educators. Through an analysis of the transcript of the focus group discussion, 

their reactions were incorporated into this investigative research. 



60 

DATA ANALYSIS
 

An analysis of program design requires a model to organize the data. The CIPP-

based (context, inputs, processes, and products) evaluative model (Stufflebeam, 1983) was 

utilized to examine four interrelated aspects of the program: (a) goals (context); (b) 

resources (inputs); (c) teaching and learning methods (processes); and (d) programmatic, 

learner and performance outcomes (products). 

The surveys, questionnaires, journals, field experience document analysis, and 

interviews were used to address questions regarding each of the four CIPP program aspects. 

Context: Goals 

To what extent were the overall goals of the prototype program achieved by the 

participants and employers? 

1. To what extent were the goals as reflected in the prototype program design 

achieved as perceived by the employers' representatives? 

2. Were the underlying assumptions about program goals shared with the 

students and were they compatible (e.g., about why there is a need for the program, about 

program screening and assessment techniques, or about accommodating individual learner 

needs and learner styles) with individual student goals? 

Inputs: Resources 

Were program resources available in sufficient quantity to make success possible? 

1. Was there enough time available to meet instructional goals? 

2. Were appropriate instructional materials available? 

3. Was the class conveniently located and scheduled for learners? 

4. Were sufficient support services available? 
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5. Were appropriately trained and experienced instructors available? 

6. Did instructors have the resources they needed to be successful? 

Process: Teaching and Learning Methods 

What assumptions about educational philosophy did the prototype designers utilize 

and were these assumptions implemented? 

1. Were individual differences in goals and learning styles being addressed and 

accommodated in instructional planning, and if so, how? 

2. Were adequate records kept about learner goals? 

3. Were classroom instructional materials appropriately job specific and hands-

on? 

4. Was sufficient attention given to the key elements involved in workplace 

education? 

5. Was the Skill Builder instructional plan implemented? 

6. Were learner and employer goals met in this prototype program? 

Products: Programmatic, Learner, and Job Performance Objectives 

What were the prototype program objectives and were these objectives achieved? 

1. Were student interviews and formal and informal assessment data examined 

to judge the extent that program design satisfied individual students and employers? 

2. What evidence is available that indicates the extent of learner gains in job-

related performance? 

3. Was informal assessment data collected on the self-report of competencies 

mastered? 
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SURVEYS AND INTERVIEW DESCRIPTIONS 

Preliminary Student Survey 

A preliminary student survey (Appendix B) was distributed to all interested 

individuals who expressed a desire to participate in the Skill Builders course. A seven-

question survey profiled the learners' educational backgrounds as well as their needs. It 

inquired if they had ever taught basic skills before, if it had been in the workplace, and 

what the most challenging aspects were. The students were surveyed as to their education 

and experience in 10 essential areas of workplace literacy instruction on a scale of none, 

some, and much. They were asked what motivated them to take the course and what areas 

in the field of work-based training interested them the most. The results were then 

tabulated and the qualitative data or responses to open-ended questions were aggregated 

for analysis. 

This survey and all subsequent surveys were developed by this researcher to assess 

the Skill Builders workplace educator program. The questionnaires were reviewed by 

project staff for comprehensiveness. 

Student Survey (In-Class) 

A simple classroom survey (Appendix C) was distributed at the end of each of the 

26 sessions. The questionnaire inquired about satisfaction with the class and with the 

instructor, as well as whether the content met the learner's needs. It further inquired if the 

instructor was knowledgeable, organized, enthusiastic, approachable, stimulating, and 

prompt. The above questions provided the respondents a scale of 1 (low) to 5 (high). 

Lastly, it asked whether the learner could recommend the class and instructor to others with 

the opportunity to explain why not. It then provided for an open-ended opportunity to 

make any suggestions or comments about the course (instruction, content, facility, materials, 
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etc.). The last question provided for an opportunity to listen to the participants' feedback 

in their own words. This feedback information was then averaged for each class as well as 

the total for all classes. All the comments were recorded together without reference to the 

participants. These comments were then reviewed for their insight, or evidence identifying 

the critical elements crucial to the design of a workplace educator training program. 

Journals 

All students taking the course for graduate credit were required to keep a weekly 

journal reflecting on all class meetings as well as their field experience participation. 

Journals were submitted at the end of each quarter. While they were part of a graded 

requirement, the journals were meant to serve as an opportunity to integrate learning from 

the class with field experiences. The journals were reviewed by this researcher in order to 

identify critical information. In addition, the journals were reviewed to prepare for the 

individual participant interviews. 

End of Quarter Course Evaluations (Graduate Credit Students) 

The Skill Builder course spanned three academic quarters and the training program 

was organized into three distinct classes: (a) theory, (b) application, and (c) field 

experience. The overall training course was approved for three graduate credit classes 

through Portland State University, School of Continuing Education, School of Education. 

At the end of each quarter, a voluntary and confidential 20-question standardized course 

evaluation was distributed (Appendix D). 

Questions were asked concerning the workshop presenter, format and activities, 

atmosphere and morale, content, materials/handouts, and overall course quality on a 5-point 

nominal scale. In addition, the knowledge outcomes were explored as to intellectual 

stimulation, new ideas, concrete facts, job-related application, job competence, integrating 
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theory, and practice on a 5-point scale ranging from strongly agree to strongly disagree. 

Students were asked how they learned about this class and what they intend to do as a 

result of this course. Room was available for general comments. Portland State University 

provided a computer printout with data summary and narrative according to each question. 

The information was then cross-referenced with specific recognition that questionnaire 

responses represented a student view of the major sections of the course. 

Field Experience Questionnaire 

Prior to the field experience part of the course, students were given a 14-question 

survey instrument (Appendix E) to explore their needs and expectations of the practicum. 

Responses were tabulated and served for the basis in selecting appropriate settings for the 

participants' needs. Survey questions included: 

What alternative experience beside a practicum would be beneficial? 

Are you looking for an experience to develop workplace experience? 

What aspect of workplace education would you like to apply? 

Do you want a field experience that will help you develop your practice? 

What professional goals would you like to develop from your experience? 

Should we use classroom time to cover additional content areas or provide 

supplemental instruction? 

Field Experience Plan 

Each student was required to submit a one page plan for their field experience. The 

field experience plans were reviewed and summarized identifying the nature and purpose 

of the practicum. This provided an overall context to examine which field experience 

afforded the students the best opportunities to integrate theory and practice. 
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In addition, all students were required to submit a one page summary about their 

practicum to illustrate some aspect of their experience as a workplace educator. All 

students led a 20-minute discussion on the case presentation. The case studies were 

reviewed for information about how to enhance the field experience in the overall program 

design. 

Questionnaire for Program Dropouts 

Participants who withdrew from the training received a questionnaire (Appendix F) 

to essentially explore what effected their decision to leave the course before completion. 

The instrument was mailed to 24 individuals whether they had attended one or all but one 

of the sessions. The three-page questionnaire asked why they had withdrawn in their own 

words and how many sessions they attended. It asked for an assessment of the instructor 

effectiveness on a scale of 1 (excellent) to 5 (poor) for knowledge of subject, organization, 

delivery, creating appropriate learning climate, and quality of material handout. Thirty 

possible barriers were presented and dropout students were asked the influence each barrier 

had on course participation on a scale of 1 (none) to 5 (extensive). They were also invited 

to state any other barriers not listed. In addition, students were asked: What they expected 

to learn? What they did learn? How could the course have been improved? What were 

the strengths and weaknesses of the course? Could the program be recommended to 

others? In addition students were asked for general demographic information: gender, age, 

educational level, occupation, and whether this was their first workplace educator training. 

They were also asked how they found out about the training. In there own words they were 

asked why they decided to attend the course and what they learned. The data are 

presented in Chapter IV. 
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Post-Training Survey 

All 25 program completers were recipients of an extensive 10-page confidential and 

voluntary survey instrument (Appendix G) at the last class meeting. Participants were given 

a self-addressed envelope and were requested to return the questionnaire within 2 weeks. 

This survey accounted for all program elements including the field experience. 

Basic demographic information (gender, age, level of education, occupation, prior 

workplace educator training and the location) was gathered. Participants were asked where 

they found out about the training and why they decided to take this course. Class 

satisfaction was investigated on a 5-point scale concerning organizational arrangements, 

time, duration, location, facilities, and meeting needs as a teacher or trainer. The value of 

the training was explored on a 5-point scale (great value to no value). 

Students were asked if they were interested in further training by the provider. The 

overall instructor rating on a 5-point scale (excellent to poor) explored the instructor's 

knowledge of the subject, organization and presentation, style and delivery, responsiveness 

to participants, and the creation of an appropriate learning climate. Open-ended questions 

were asked on: What you learned, what you liked best about the program, what you liked 

least, what should be added and dropped, and what you might do differently as a 

practitioner as a result of the training? 

Furthermore, students were asked what kind of training they would recommend for 

a person who is a workplace educator and to list some key ingredients. Participants were 

asked to rate their potential as workplace educators on a 10-point scale as well the extent 

they might incorporate workplace education knowledge into their work (presented in 

Chapter IV). Most significantly, participants were asked to evaluate the change of their 

overall knowledge of 33 different key competencies on a 6-point scale (1 = no change, 2 

and 3 = some improvement, 4 and 5 = very much better, and 6 = don't know). 
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Students were asked about levels of satisfaction in their role as a workplace 

educator. This question was asked on a 9-point scale (1 representing much less satisfaction 

to 9 representing much more satisfaction, with 5 representing no change. Students were 

also asked at what point they feel the training should be taken and why. Open ended 

questions were asked concerning what was most memorable about the training and the 

students were asked to describe any changes (e.g. personal, work, relationships) directly 

related to participation. The frequency or use of instructional techniques or materials 

provided during training was explored using a 6-point scale (1 = all the time, 5 = never, 

and 6 = don't know) with an opportunity for explanation. 

Among concepts presented, participants were asked to identify and explain which 

concepts as learners they may have difficulty applying. A significant question was asked 

about students' own rating of their workplace educator abilities before and after attending 

the training (1 = low to 9 = high, B = before and N = now). Students were also asked 

how much of an increase in teaching effectiveness they attribute to training (0-100%) 

(reported in Chapter IV). 

Personal Student Interviews 

Five students who had a field experience were selected randomly for in-depth 

interviews and asked the following questions (notes were recorded by the interviewer and 

compared among the respondents): 

1. What was the goal of the training? Was the structure of the class 

appropriate for the training goal? 

2. Were the elements of the course comprehensive for the field? What was 

missing and how could it have been included or added? 
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3. What competencies do employers look for in workplace educators? Did the 

training operate from a competency model that describes the major elements of a job? 

How could these competencies have been included in the training? 

4. Did the instruction prepare students for their field experiences? How could 

this have been improved? 

5. Did you have control of the content or design of the class? 

6. Can you identify behaviors and associated individual characteristics 

(knowledge, skills, and abilities) necessary for acceptable performance and for advanced or 

high levels of performance? Can you identify or facilitate a learning environment in an 

organization? What elements of the training developed this understanding? 

7. Describe the cohesiveness of the students? How could the group process 

have been better facilitated (getting to know each other early in the process)? 

8. Were the participatory activities and simulations effective instructional 

strategies? 

9. Was the certification program a factor in retention. How could the 

certification process been improved? 

Employer Representative Focus Group 

A group of four human resource managers from the employer community who are 

responsible for managing basic skills instruction training participated in a one-hour focus 

group discussion. The participants, all from the Portland, Oregon, area, included Sharon 

Mackin, Vice-President of Human Resources at Mt. St. Joseph Hospital; Emil 

Frederickson, Training Manager, James River Corporation Camas Mill in Washington; Tina 

Dillon, Training Coordinator, Computer Consultants, Inc.; and Nancy Chally, Coordinator, 
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Customized Workforce Training at Portland Community College. Twelve general questions 

were prepared to guide the discussion: 

1. How would you define a workplace basic skills educator? 

2. What are your experiences in using workplace educators? 

3. What makes a good and bad workplace educator? 

4. Are there special skills you require to come to your site? 

5. What are the personal qualities you seek in a workplace educator? 

6. What are your expectations of content expertise? 

7. What type of preparation is needed for workplace educators? 

8. Is basic skills training valued the same as management training? 

9. What are the future training needs of the employer community? 

10. Where do you now get workplace basic skills instructors? 

11. Describe the best and worst examples of a workplace educator? 

12. What should be included in basic skills instructor training?
 

The focus group discussion was recorded and transcribed for analysis in Chapter IV.
 

A large amount of information was gathered for reporting the analysis in Chapter
 

IV. The opportunity to collect data throughout an entire instructional course provides for 

a historical view of the program. 

CONCLUSION 

This study can help individuals embarking on their practice as workplace educators 

by isolating the critical elements identified in a training program. Everyone interested in 

workplace education approaches the field with instincts, competencies, experiences, and 

values. With an ever increasing importance for the role of learning in the workplace, the 

involvement of educational agents will accelerate. The group involved with the Skill 
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Builders training reflected the wide variety of individuals drawn to this field. By closely 

examining all the aspects of workplace education through the feedback of these participants, 

light was shed on the design issues necessary for a workplace educator training program. 

After examining the literature in areas converging on workplace education, critical 

elements of workplace education and the training of workplace educators were identified. 

Much can be drawn from workplace basics, training and development, contextual 

approaches, current management thinking, and workplace learning theory in preparing 

workplace educators. Another approach to generating knowledge, called action research, 

considered the development of ideas through immersion of the researcher in data. 

Research instruments included preliminary student surveys, field experience plans, field 

experience case study reports, participant journals, weekly in-class student surveys, end-of

quarter evaluations, post-program surveys for dropouts, personal interviews with 

participants, and focus group discussions with employer representatives. 

Through investigation utilizing feedback from participants in the prototype program, 

interpretations were organized. The CIPP framework which views goals (context), resources 

(inputs), teaching and learning methods (processes), and programmatic, learner and 

performance outcomes (products) was the framework for the data analysis (Stufflebeam, 

1983). While the CIPP typically serves the interests of the stakeholders in evaluation 

research, in this case there were higher empirical goals. By identifying the critical elements 

of a prototype workplace educator training program, the results can be utilized in designing 

a workplace educator training program. Chapter IV presents and analyzes the results. 

Chapter V analyzes the data in relation to the CIPP analysis of the identified critical 

elements involved in a workplace education program. 
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CHAPTER IV 

FINDINGS 

The findings presented in this chapter have been distilled from an extensive amount 

of information from an evaluation of the prototype Skill Builder program. Much of the 

data are captured from survey instruments with questions requiring ordinal numerical 

answers as well as open-ended responses. As often as possible, the respondent's natural 

language is used extracting the essential information and presenting it in a prose style. 

While conclusions may be drawn in this chapter, the bulk of the findings are organized into 

the Context-Input-Process-Product (CIPP) presented in Chapter V where the critical 

elements are also identified in the design of a workplace educator training program. The 

findings outlined in this chapter have been derived from nine prototype Skill Builder 

program activities: (a) profile of the participants, (b) weekly student survey, (c) quarter 

course evaluations, (d) post-training dropouts survey, (e) post-training completer survey, (r) 

field experience summary, (g) journal reviews, (h) personal interviews, and (i) focus group 

summary. 

PROFILE OF THE PARTICIPANTS:
 
PRELIMINARY STUDENT SURVEY
 

A brief one-page survey was distributed to initial Skill Builder students which 

resulted in 40 responses. A seven-question survey was developed attempting to profile the 

participants' educational backgrounds and their needs. Of the initial 40 respondents, 25 

had taught adult basic skills before, but only 15 had taught them in the workplace. 
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Education 

The educational backgrounds of the participating students included 2 individuals 

with doctorates (Ed.D.), 12 individuals with master's degrees (6 in business or applied social 

sciences and 6 in education related fields), 10 individuals currently working on a master's 

degree, and 6 individuals with only a bachelor's degree. Of the 40 participants, 10 were 

education-related degrees, 10 social science, 9 English or communication arts, 5 general 

studies, 3 math science, 2 business, and 1 foreign language. Therefore, students in this 

prototype course could be categorized as highly educated and a majority possessed 

experience as basic skills adult educators, with nearly a third with specific workplace 

educator experience. 

Competencies 

The students participating in the Skill Builders program were surveyed as to their 

education and experience in essential areas of workplace education based upon a review of 

the literature. Students were asked to respond by answering much (m), some (s), and none 

(n) in terms of their own education and experience. In reviewing the responses (Table 2), 

many required knowledge of task analysis and experience as related to preparing surveys 

and conducting focus groups. A large majority of the students had little or no background 

in developing functional contextual teaching approaches, evaluating training, performing the 

task analysis, or using observation to collect data. Nearly everyone had backgrounds in 

learning theory, designing instruction, and understanding adult learning styles. Therefore, 

critical elements for this group derived from this survey can be summarized as needing 

knowledge and experience in developing needs assessment instruments and techniques, in 

evaluating techniques, and facilitating learning through functional contextual teaching 

approaches. 
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TABLE 2 

SKILL BUILDERS STUDENT KNOWLEDGE 
ESSENTIAL AREAS OF WORKPLACE INSTRUCTION 

(N = 40) 

None Some Much No Response 
Essential Areas (%) (%) (%) (%) 

Assess needs of learners 7.5 62.5 25.0 5.0 

Learning theory 5.0 65.0 27.5 2.5 

Designing instruction 7.5 62.5 30.0 -

Adult learning styles 10.0 70.0 17.5 2.5 

Preparing surveys 45.0 40.0 5.0 10.0 

Functional context 42.5 35.0 17.5 5.0 

Conducting focus group 52.5 40.0 7.5 

Evaluating training 32.5 65.0 10.0 7.5 

Performing task analysis 37.5 52.5 7.5 2.5 

Observation data collect 22.5 60.0 15.0 2.5 

Fifteen of the students with specific workplace education experience were asked to 

identify the three most challenging aspects of workplace education. The individuals confirm 

the analysis of Table 2 that needs assessment, evaluation techniques, and functional 

contextual teaching approaches are critical elements in the design of a workplace educator 

training program. The respondents felt the greatest areas of challenge were: 

Assessing worker needs (60%). 

Working with management (53%). 

Evaluating the training (53%). 

Understanding complexity and contextual needs of learners (40%). 

Designing training in a systematic way (40%). 
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Performing task analysis (33%). 

Motivating the learners (20%). 

Setting up experiential activities (20%). 

The Skill Builder students initially enrolled in the program were asked about their 

motivation for participation. Their responses clustered around three primary areas: (a) 

career development, (b) instructional skill development, and (c) expand current knowledge. 

The career development purpose is recognized by the following comments: 

"employment potential and expanding field," "career development and potential jobs for the 

future," "career change" or "secure contract possibilities," "seeking employment," "working 

in the field," "going into human resources and value employee development," and "exploring 

the workplace educator training field." 

Another group of responses focused on developing instructional skills as reflected 

in comments like "to be a better basic skills instructor in the workplace," "to improve 

training skills and consulting," "more background on adult learning and workplace 

instruction," and "improve my range of instructional skills and range of adult learners I can 

instruct." Many wanted to "work with adults in the workplace" or "set direction of basic 

skills instruction for my company," and strengthen skills in instructional training design. 

Three respondents identified developing English as a second language applications to the 

workplace. 

Other individuals felt this field would complement their existing knowledge which 

"goes hand-in-hand with community college literacy programs," "connects to my previous 

experience as a factory worker," "applying the knowledge to working with the displaced 

homemaker program." Another suggested workplace education fits into new programs they 

are designing and desires to share knowledge with colleagues and "help me deal with 

training as my company is restructuring." 
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In continuing to profile the initial Skill Builder participants, they were asked an 

open-ended question: "In what areas in the field of work-based training are you most 

interested?" This question elicited a wide range of responses, some general and others 

quite specific. English as a Second Language (ESL) was specifically identified by about 

30% of the respondents along with ESL integrated with training, language development, 

culturally relevant training including organizational culture and worker culture, intercultural 

communication, and addressing cross-cultural problems. 

The second largest number of individuals (8) identified team building as an interest 

area. Three people identified an interest in developing interpersonal skills and human 

relations. The development of communication skills was identified by another seven people. 

In addition, seven people identified teaching adults as the area in the field of work-based 

training that most interests them. A significant number of individuals (6) identified needs 

assessment as an area of interest. Five students considered critical thinking and problem-

solving their key areas of interest. 

Adult Basic Education (ABE) was identified by three people with specific mention 

of the following areas: mathematics (4), reading (2), writing (3), English and business 

writing. There were five individuals who identified the design of training programs as their 

interest. Three participants identified the following interest areas: survival in the 

workplace, empowerment, dealing with organized work forces, building a confident 

productive work force, motivating workers to productivity, and creating a good work 

environment. Two students identified their interest as working effectively with 

management. 

Few respondents identified these areas as their interests with single references to: 

task analysis, curriculum development, learning theory, styles, training, and results 

evaluation. The following topical areas also received single interest comments: worker 



76 

understanding (blue collar), technology task-oriented training, TQM, and customer service. 

In addition, the following specialty instructional areas received single interest statements: 

life skills, self-esteem, career development, personal growth, and job seeking skills training. 

Overall, six people did not respond to this question, while four said everything interested 

them. 

There is value in reporting all the responses to this question since it reflects the 

body of knowledge that interest workplace educators. In summary, the critical elements for 

this group based on individual interest would be: (a) ESL and cross-cultural training, (b) 

team building, (c) communication skills, (d) training program design, (e) adult basic 

education, and (f) understanding workplace culture. 

Nearly everyone expressed interest in participating in a field experience. Of the 31 

who responded to this question, 24 said they would need help in developing an internship, 

yet 22 felt they could arrange a field experience within the organization with which they 

were affiliated. Therefore, the field experience and understanding the workplace culture 

or organization appear to be critical elements in the design of a Workplace Educator 

Training Program, along with providing assistance to students in developing workplace 

education experiences. 

WEEKLY STUDENT EVALUATION 

Skill Builder course participants were asked to evaluate the weekly class presentation 

and activities. A consistently high evaluation was given for all 26 weekly class sessions. In 

reviewing these evaluations, the predominant attention given to specific instructor strengths 

and weaknesses will be covered in greater depth later in this chapter. However, students 

were given the opportunity to express opinion through open-ended comments, and these 

observations are helpful in our present analysis. 
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These comments have been summarized around eight thematic areas that help point 

this study toward the identification of critical elements to be included in a workplace 

education training program: 

Exposure to the workplace. 

Task analysis and needs assessment. 

Content areas. 

Organizational issues. 

Simulations. 

Instruction and learning. 

Instructional materials. 

Field experiences. 

A brief sampling of comments is provided for each area that identifies or evaluates 

critical elements for the design of workplace educator training. 

On Exposure to the Workplace 

More experts from the workplace are needed. 

Students need more information on company culture. 

More experiences should be drawn from the inside of a company. 

Provide practical examples of work. 

Case studies of company training needs should be used. 

Need framework from the workplace to "hang the concepts on." 

Trainers need to be realistic about the nature of the workplace. 

How do you create/support a worker and management coalition? 

Case study research is needed tying learning to earning. 

How do you deliver adult learning experiences as a consultant. 
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On Task Analysis and Needs Assessment 

How do you develop task analysis applications for basic skills?
 

The vastness of assessment/evaluation requires more time.
 

The on-the-job experts is valued.
 

The inventory of needs assessment questions is valued.
 

The "sophistication continuum" was 'very helpful.
 

Provide samples of needs assessments used in actual situation.
 

The "things to look for on a site visit" handout was valuable.
 

Instruction in needed before performance assessment checklist.
 

On Content Areas 

More information needed on reading strategies adults employ. 

Research is needed on learning to learn and soft skills. 

More clarity is needed on "whole language." 

Math content-levels, knowledge, materials, and resources is valued. 

'More time spent on higher order skills, less on remediation. 

More time spent on workplace culture and future of the workplace. 

More time cultural factors and diversity issues for teachers/trainers. 

More time is need on instructional design. 

More instruction on cooperative learning groups in problem solving. 

More is needed on how to accommodate learning disabilities. 

More is needed on training critical thinking skills. 

More is needed on contextual learning strategies. 
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On Organizational Issues 

Have standards for the class.
 

'Detailed completion and certificate requirements would be helpful.
 

"Share learning objectives at start of each session.
 

Provide a bibliography and glossary of terms and abbreviations.
 

"Recognize and use expert resource people among students.
 

On Instruction and Learning 

There is a need for balance between content and process.
 

"Lecture format alone is not received well.
 

'Most people have stronger visual and kinesthetic learning styles.
 

More time needed on how to teach these methods.
 

'Emphasize aspects easy to develop and easy to train.
 

I value the group process experience and hands-on activities.
 

'Needed opportunity to practice an efficient organizational process.
 

"This is good modeling of the use of pre-test to set frame for learning.
 

Instructors demonstrated excellent use of pauses for questions.
 

'Appreciated using input and expertise of class
 

Group brainstorm helps teaching workplace instructional principles.
 

'There was excellent ESL role play opportunities.
 

"Stick to the syllabus."
 

We need more interactive techniques that work with larger groups.
 

Balance content and process to maintain interest and attention.
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On Simulations 

Too little time allowed for simulation activities.
 

Groups were too big limit to five members.
 

Company group exercises were valuable.
 

Written instructions on overhead transparencies give good directions.
 

Appreciate clarity before breaking into groups.
 

Designate individual in group to take responsibility for assignment.
 

Change groups from time-to-time to enable participants to meet.
 

Reached point of diminishing returns, "beginning to feel restrictive."
 

Examples from group output should be compiled into handouts.
 

Realistic situations enabled members to learn from each other.
 

On Instructional Materials 

Make sure overheads are readable with big type on transparencies. 

Use more headlines or bullets, less content, more graphs and color. 

Provide handouts of overheads. 

Color code handouts. I valued large print and white space for notes. 

Enjoyed handouts of hands-on-activities. 

Preferred smaller size classroom and tables to spread out materials. 

Materials should be provided in advance. 

Provide objective at the start of session and connect to overall goal. 

End session with how this related to the purpose of the overall goal? 

Coordinate assignments with the textbook. 

I valued "knowing agenda," brainstorming used to plan for class. 
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I find lecture/work group/break/lecture/question format good.
 

'Appreciated teachers for integrating values into instruction.
 

Cooperative learning is effective for adult learners.
 

On Field Experiences 

Introduction to the field experience session was facilitative. 

We need clear format and presentational guidelines for case studies. 

Reports ran over and need to manage time of presentation. 

More time was needed to allow for questions. 

Valued time for the case study reports. Comments included: 

"It makes the past 9 months worthwhile."
 

"Very inspirational, nice variety."
 

"Excellent hearing about others in class."
 

SUMMARY OF FIELD EXPERIENCES 

The field experience with employers was central to the success of the prototype Skill 

Builder Program. It provided a laboratory to help students to apply what was learned in 

the classroom. The field experiences are summarized in this chapter because they are so 

important to helping workplace educators understand workplace culture, organizational 

practices, and the business/education relationships. All of these understandings are 

important in the design of a Workplace Educator Training Program. 

Twenty-five students in the Skill Builders Program completed employer field 

experiences. Students met five times as a class during the academic quarter in which they 

were completing their practicum activities. Students were responsible for identifying sites, 

negotiating the parameters of the field experience with the employer, preparing a one-page 
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plan, completing the activities, preparing a one-page case study summary, and developing 

a poster capturing the graphic elements of the field experience to be displayed at a local 

workplace educator conference. The following companies are presented as the sites of the 

field experience along with a brief description of the practicum events. 

James River Corporation, Camas, Washington (paper mill). Two students prepared 

safety training in self-paced modules for developing a criterion referenced course. Activities 

included skill task listing, analysis of key tasks, prioritizing required skills into a skills 

hierarchy chart, and designing appropriate training. 

Simpson Paper Company, West Linn, Oregon (paper mill). One student 

participated as a volunteer tutor as part of a company literacy program called Read Right. 

The goal was to gain experience as a trainer in a workplace setting. The purpose of the 

program was to develop the skills and self-esteem of workers. The student assessed that 

the lessons were not directly related to job skills, comprehension skills were not developed, 

there was no writing component, and rotating shifts made scheduling difficult. The 

instructional sessions occurred on workers own time. There was some stigma for 

participation, and too much emphasis was placed on oral performance. 

Seal-A-Tron, Portland, Oregon (shrink wrap machine manufacturer). Two students 

concentrated on a small number of specific needs as defined in the employee and employer 

assessments, and addressed those needs through intensive ESL instruction at the workplace. 

Students performed the tasks of assessment, observation, material development, instruction, 

and evaluation. Their goal was to seek ways in which workplace basic instruction can be 

incorporated into a pre-employment program for limited English proficient refugee and 

immigrant clients; assess the needs of an employer for workplace ESL and other workplace 

basic instructions to be provided at the work site; develop tools for assessment, curriculum 
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frameworks, visuals, materials, and instruction for both pre-employment and on the job 

services; and explore funding sources for workplace basics component. 

SEH America, Vancouver, Washington (silicon wafer manufacturer). One student 

designed a training evaluation instrument which will be adaptable to various types of 

training in numerous departments. 

Deanco-Acacia, Beaverton, Oregon (electronic assembly). One student observed 

ESL training for multi-language work groups. The company was moving to a modular team 

work production system which required better language training as the basis for workplace 

communication. 

OECO Corporation, Milwaukie, Oregon (manufacturer). One intern was asked to 

develop a curriculum for managing and communicating with people and writing a 

performance review. The target audience was front-line production, administrative 

supervisors and lead workers who assist in writing performance evaluations. Based on the 

needs assessment, training was not recommended as the appropriate solution. This student 

uncovered other training needs but suggested a change in the performance review process 

to eliminate current performance evaluation problem. 

Oregon-Washington Carpenter's Training Center, Portland, Oregon (union). One 

student established computer-assisted drafting instruction, developed curriculum and taught 

courses to carpenter apprentices. The course served to develop computer literacy and 

expose the trainee to the impact of the computer on reading blueprints in the construction 

trades. 

Pendleton Woolen Mill, Milwaukie, Oregon (clothing manufacturer). Overall, five 

students completed their practicums at two plant locations. Each had different goals. All 

students served in a combination role of job shadow and mentee. Shadowing refers to 

observing and assisting instructors with activities. Through observation, they learned about: 
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'English in the workplace. 

Material development for this population. 

How to teach multi-level classes. 

Discovering new ways of meeting needs of this population. 

Identifying qualities a prospective workplace teacher needs. 

'Discovering potential constraints and advantages teaching on-site. 

Their goal was to gain a better understanding of how an ESL program operates in 

a workplace; find out how teaching experience can be useful in a workplace setting; and 

expand their skills in adult education; and to clarify the areas for improvement. Covered 

subjects included reviews of: safety rules, problems with the sewing machine, union 

agreements, coming to work, and interpersonal communication. Skills to be taught were 

pronunciation, social conversation, cultural information, role playing, making friends, safety 

issues in the workplace, reading, problem solving and sharing family information. 

Approaches used in the teaching included: music, jazz chants, warm-ups, small group, large 

group activities, interpersonal skills, art, guided imagery, writing, thinking skills, problem 

solving and games. 

PRO TEM, Portland, Oregon (temporary employment agency). One student 

instructed an 18 hour class entitled "Working: A Practical Approach to Staying Employed." 

Federal Aviation Administration Region X Seattle, Washington (government). 

Three students scripted and videotaped a communication training program based on 

problems the agency was experiencing. In doing so, they helped prepare trainers and team 

leaders to assess training needs of teams and team members during the development, 

scripting and shooting phases. The result was a video on the team building process, 

illustrating typical development problems and critical fail points in communication. 
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Portland Community College, Rock Creek Campus, Hillsboro, Oregon (school). 

One student implemented a corrective reading direct instruction program that targeted 

people who wanted better jobs and had to pass certain tests at their respective companies. 

The goal was to improve basic reading skills for employment purposes. Students improved 

in reading accuracy, reading rate, and reading comprehension. 

Electricians Apprenticeship Program (IBEW) Portland, Oregon (union). Two 

students taught a communication class to first term electrician apprentices. They developed 

some scenarios where students could practice their communications skills, and simulations 

where apprentices can experience subtle discrimination, and develop a short introductory 

lesson on professional appearance. 

Anonymous Automobile Dealership, Oregon City, Oregon. One student performed 

a job shadow, and then developed and taught a communication and interpersonal skills class 

using the Zenger Miller working materials. This automobile dealership needed basic skills 

instruction and a basic workplace value system to establish a foundation to develop better 

employees. 

Norm Thompson, Portland, Oregon (retail and mail order clothes and gifts). Two 

students observed and facilitated the training of technical skills using a computer-based 

training (CBT) program The goal was to gain an understanding of strengths and weaknesses 

of CBT as a training tool. In addition, they explored the best applications for basic skills 

training in this company. 

Fred Meyer, Portland, Oregon (merchandiser). One student interned with the 

corporate human resources department in order to gain an understanding of the Fred 

Meyer Corporation's Human Resource Employee Training policies and methodologies. 

The student focused on the PEP University (name for in-house training department) pre

opening worker training session and customer information desk training. The internship 
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occurred during a an employee strike, and therefore provided an unusual learning 

experience. 

JOURNAL REVIEWS 

Eleven Skill Builder participants were also taking this program for university 

graduate credit through Portland State University. One of the requirements for obtaining 

college credit was the participant of a weekly journal. These journals provide this study 

with a rich resource for an in-depth analysis of the content of this workplace educator 

training program. This researcher has reviewed the journal entries and highlighted 

comments that seemed pertinent to the identification and assessment of the critical 

elements in a workplace educator training program. The comments were viewed for their 

value in designing a new program. The comments have been integrated to permit a prose 

style presentation, leading with a significant quote that demonstrates a key learning concept. 

Student One 

"It is important to focus on the process which begins between the training provider and 

the company and discover what galvanized a company and the students to form a class with 

an instructor and how does this differ from other ESL class settings and purposes." 

Learning to learn is the critical skill, ties together the competencies. 

Enjoyed the case study approach learning all about companies. 

Learned how employees cope with a new situation. 

Learned how employees improve their own processes. 

Wished worker came to class to share his or her experience. 

Realized the potentially political nature of a workplace basic skills class. 

Realized how some companies view education as a threat. 
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Considering the consumer driven global market, learning is vital. 

Use design surveys specifically for workplace situations.
 

Critical to learn how to sequence the content of the training.
 

Important to consider the affective domain in sequencing a lesson.
 

Gained insights into my own preferred learning style.
 

Observed how the workplace differs from other teaching situations.
 

Workplace demands take precedence over the classes.
 

Exposed to what good teachers and willing students can accomplish.
 

Student Two 

"We are now a consumer driven marketplace and because of the rapidly daily change 

in market conditions a job can no longer be broken into repetitious components, as these 

components are updated with new information constantly. Workers are now told to contribute 

their ideas; be flexible and make decisions. Workers must now have high skills in the 

workplace." 

Critical moment was watching facilitator role model adult education. 

'Teacher avoided answering questions, asked students to answer. 

Good adult facilitator will observe own learning, actual step-by-step. 

Student Three 

"How cultural differences apply to learning gave me some insight on why it is so difficult 

to teach collaborative problem-solving and behaviors to my work force." 

'Lecture on disempowerment, education and Taylorism was good. 

Confused between needs analysis and task analysis. 

Whole language versus psycholinguistic still confusing. 
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Small work group on math anxiety was interesting. 

More needed in problem solving, decision-making and leadership styles. 

Plan on using the input/transforming/output model at work. 

Student Four 

"The workplace educators role must balance worker empowerment within organizational 

constraints. You want to help people better their lives at work, not realize what an uphill battle 

it might be. Management expects you to be part of the management solution, not bring up more 

problems or dissatisfaction on the workers part." 

Valued instructors with vast knowledge of training in industry.
 

Behavioral skills are more interesting than the three R's.
 

Give handouts readings ahead of time.
 

Great math materials for teaching in the workplace.
 

Good use of micrometers as a learning tool.
 

Enjoyed listening to everyone's progress with their field work.
 

Student Five 

"Considering the results of the National Adult Literacy Survey, I am reminded of the 

reality of people's abilities and lack thereof It is good to remember the importance of using the 

functional context approaches when teaching workplace basic skills. I have come across 

situations where students outright resent learning things with in the context of work They see 

it as another way of the company controlling them rather than giving them something." 

"Story for Teachers" is a good tool for ways people learn language. 

'Forced us to experience struggles and identify and describe the process. 

Gained empathy for students as well as insights into teaching. 
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Experiential application of theory produces the deepest learning. 

' Whole language allows connecting learning with the world.
 

Worthwhile to address emotional blocks related to math.
 

' Beneficial to explore math used in daily life.
 

Present objectives early in the Skill Builder course.
 

Clear objectives motivates adults and smoothes the learning process.
 

Give a clear, shared pattern to follow to the conclusion of a problem.
 

Student Six 

"The thing that surprised me the most is that I never thought about analyzing how I 

learn, not necessarily about learning, to help me understand how other adults learn. This class 

helped me make the connection of how to incorporate the process of learning into the content 

of learning. Workplace learning is like an organic lamp process, something that happens within 

each person, not a mechanical mirror process, nor just a reflection of what a teacher says is 

true." 

Workplace educators must continually be learning as well as teaching.
 

There are tools available to help develop training.
 

Key is to build on skills students possess, confidence to learn new things.
 

Case presentation of flattening layers of organization and teamwork good.
 

Because of employer reorganizations, training needs have surfaced.
 

Workers are doing new things like group problem solving communication.
 

Challenge people to become problem solvers and critical thinkers.
 

The simulation session was valued to practice using a literacy task analysis.
 

There is a need for continuous practice doing needs assessment.
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Better to measure what people do in context rather than isolated skill. 

Performance based assessment is helpful for individualized training plans. 

Student Seven 

"The important part that I understand now is not my own knowledge of math but getting 

the students to learn and use the math they need for their jobs and want to learn for their lives, 

it caused me to use some analytical and problem solving skills which are different than the skills 

it takes to memorize and use a formula." 

The challenge is to assess learner need, agree on company training time. 

Provide outcomes for training, but adapt as learners needs arise. 

ESL training involves communicating to accomplish the goal of learning. 

Communication skills can be observed with practice. 

"Managing mental processes" is a valuable tool in the work setting. 

'Practice the mental process of a task cycle. 

"Workers have increased involvement in critical thinking in organizations. 

'Need to be trained how to solve problems and when to use models. 

Student Eight 

"From the field experience, a huge impression from the classes had to do with getting 

the learner engaged in learning. The most important thing for me as the facilitator or instructor 

is to get the learner to self-evaluate his or her own learning process in any strategy that I might 

use. The key is not just to teach strategies for learning, because strategies may or may not work 

for a person, but when I am gone from that workplace training can they transfer the strategies 

to other areas. Are they learning to learn? I feel this must be my main objective, even above 
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teaching the basic skills that I am being paid to teach. When they are interested and engaged 

in the process, then most likely they are learning." 

Learned about competency-based education. 

'Simulation made groups answer questions related to task analysis. 

Simulations created life like situations for the assessment of needs.
 

In adult learning theory, process is more important than the content.
 

Objectives of adult learning are motivation, cognition, sociocultural.
 

Focus of workplace teaching is self-esteem, critical thinking, and team work.
 

Adults are insecure, diverse, voluntary, pragmatic learners; need respect.
 

Team organization increases demands for literacy.
 

Teams open up rich opportunities for literacy development.
 

Student Nine 

"I learned about the impact of global economic competitiveness: (a) continuous 

improvement philosophy, (b) just in time production, (c) cross training, (d) flexible production, 

(e) team based work, and (f) participatory management. Employers want cost effectiveness, 

meet goals and competitive challenges, productivity, and innovation. The transition to 

workplace learning considers: (a) non-remedial treatment, (b) create safe environment, (c) 

class makes ground rules, (d) objectives and goals, (e) partners contribute, 0 create evaluations 

of training, (g) establish rules for class, and (h) promote self-esteem. An example of shared 

company, team and individual goals are: keep customers, pitch innovation, contribute to quality 

circles, resolve conflict, and help the operation run smoothly." 

There is a demand for retraining educators to workplace realities.
 

As a change agent, instructor observes, assesses, develops the organization.
 

As workplaces change, new pattern of interaction and collaboration emerge.
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Learning to learn skills ties competencies to cost effectiveness.
 

As employees learn new skills quickly, greater flexibility equals profit.
 

Statistical process control and TQM requires higher math and writing skills.
 

There is greater need for higher order thinking skills.
 

Employees must manage personal areas, job transitions, self-esteem.
 

To work in groups, we must have interpersonal and team negotiation skills.
 

Workers must know how to influence the organization.
 

New organizational requirement is all providing leadership in workplace.
 

Student Ten 

"Successful elements of the workplace in transition were of a shared vision, identifying 

fears and motivation, managing the transition, providing information concerning the facts and 

reasons for the changes, shared information, and shared thinking, and a sense of urgency." 

Great to have a trainer from a workplace culture in transition.
 

Interested how workers felt about the changes and how they adapted.
 

New workplace has ongoing training, communication, participation needs.
 

New techniques where workers improve basics and develop group process.
 

Teacher must establish confidentiality, discuss context, build confidence.
 

Cooperative learning model is best in transformational workplace.
 

To evaluate the training, the teacher should look at competencies, not tests.
 

Student Eleven 

"Adults come sometimes bound by self-imposed or society imposed limitations and never 

seem to loose themselves from it. Example would be a low level basic skills student on welfare. 
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They become entrenched and have a hard time visualizing themselves as a successful learner 

or person who can overcome and be successful in life." 

View adult students within the context of their jobs (if working). 

Make basic skills applicable to their life at work and at home. 

Overcoming barriers to learning is continual process and not one shot deal. 

Outcomes need to be responsive to the learner and seen in the workplace. 

Assessment considers-culture, sophistication, expectation, money, urgency. 

Assessment tools are: focus group, survey, interview, tour, task analysis. 

Knows the target audience and secure the buy in of management. 

Workplace learning is based on situation, topic, skill, task, and content. 

Choose method similar to style of student, move slow to another style. 

Looking at the best workers helps set the goals of educational process. 

It is valuable for teachers to work on the line to familiarize with context. 

Practitioners must ask the same question to a lot of different people. 

Simulation overcomes stranger barrier among class members. 

+ + + 

While it is difficult to synthesize the distillation of every journal contribution there 

were five general impressions gained through this journal examination. The training 

allowed participants to clarify the personal level of instruction in which they wanted to 

participate. 

1. Participants gained perspective about the educational environment and as 

to whether they wanted to teach in the workplace or stay in the school-based classroom. 

In addition, the level of the learner and the type of content they were interested in 
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instructing was clarified through the course and reflected in the journals as people went 

through the survey course. It is of great help in the program design. 

2. Workplace education becomes the pathway or vehicle for organizational 

development work. Because of the connection between basic skills and work organization, 

instructors or learning agents are dealing with systems and must understand the 

organizational culture and be prepared to provide process consultation. 

3. There was a recognition that more emphasis needs to be directed toward 

understanding how to facilitate learning by both the instructor participant, as well as 

participants in workplace education. 

4. The basic approach to the content areas of the course was about learning 

and not about teaching. Obviously, a two or three session emphasis on English as a Second 

Language does not prepare someone to teach ESL, but understanding how one 

communicates in the workplace can help prepare someone to facilitate that learning. 

5. The Skill Builder's course allowed for the students to generally reflect on 

teaching the workplace, understanding the complexities of the workplace and multi-level 

learners, and the development of communication skills for the workplace educator. For 

some, this reflection served as a renewal of ideas and educational practices. 

FINAL QUESTIONNAIRE FOR PROGRAM WITHDRAWALS 

The Skill Builder program initially planned to enroll 25 participants in the workplace 

educator training. The interest generated from the widespread outreach efforts was very 

high. All interested individuals were invited to attend the sessions since there was adequate 

classroom space, the instruction was subsidized, and the training could only be guaranteed 

to run one time. Furthermore, it was thought that the group would level off at the desired 

goal to train 25 workplace educators. As a result, some 50 people attended one or more 
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sessions. When people stopped attending, they usually informed the staff or there was a 

courtesy attempt to call concerning their status. 

While this group was surveyed to determine what were the causes for not completing 

the course, the author suggests that 10 found workplace educator training jobs or work that 

related to training and development, some left during the three continuous elementary 

training sessions that minimized the value of the course, some withdrew after the first 

quarter class on workplace theory, and a few chose not to participate in the work 

experience portion of the course. A more detailed analysis is provided. 

A follow-up questionnaire was mailed to 24 individuals whether they had attended 

one or all but one of the sessions. There were 9 respondents to the questionnaire sent to 

the 24 people who withdrew from the program. Of these, 5 identified themselves as taking 

three or less sessions, with 3 attending between five and seven sessions, and 2 had attended 

the first two quarters and did not participate in the field experience portion of the program. 

An analysis of the responses of these program non-completers to the barrier does 

not reveal a consistent pattern except that this prototype program did not seem to meet 

their personal needs for a variety of reasons. 

Reason for Withdrawal 

An open-ended question was asked to why they withdrew. This question prompted 

several varied answers: 

The first session was poorly planned. 

The goals and objectives of the course very frustrating to follow. 

The level of instruction, presentations became lower as weeks progressed. 

I was not learning anything by spending time in class sessions. 

I had a schedule conflict had to work Monday afternoon. 
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I decided basic skills is not an area to expand with other areas I teach.
 

The course didn't meet my needs, I'm very experienced in workplace education.
 

The last segment dealt with basic skills instruction and I'm expert in this.
 

Barriers 

Thirty barriers were presented as separate items in the questionnaire. The dropouts 

were asked what influence they had on course participation on a scale of 1 (none) to 5 

(extensive). Out of the 30 listed barriers, there were 20 items where two or more 

individuals gave a response between moderate (3) and extensive (5). These are listed here: 

Work conflict/responsibilities on job (4). 

Didn't fit my needs (4). 

Content of the course (4). 

Too easy (3). 

No extra time (3). 

Didn't like underlying philosophy (3). 

Exploring interest (2). 

Responsibilities at home (2). 

Didn't get the jist (2). 

Lack of continuity or flow (2). 

Travel (2). 

Tired of classroom learning (2). 

Length of the total training (2). 

Not what I wanted to be (2). 

No value for job advancement (2). 
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'Learning facilities (2). 

Time of class (2). 

Length of class (2). 

No clue where the learning would lead (2). 

'Difficulty with instructors (2). 

Lack of childcare, transportation, not learning anything new, and lack of supervisory 

support each received one citation. One person identified "the spectrum of students 

attending ranged from novice trainers to the most experienced." Another person stated 

"content and participants geared for people who have never worked in a factory/workplace 

setting." 

Expectations of the Non-Completers 

As to the question, "What did you expect to learn?" three responses identified 

concrete expectations: "how to tutor basic skills students, at the very least how to set up 

a basic skills program," "training skills," and "concrete tools that can be used in an actual 

workplace." There were four responses to the question, "How could it have been 

improved?" that ranged from "some of the instructors were not very interesting" to "more 

breaks," and a "classroom with windows." Clearer goals and objectives were suggested. One 

recommended that all participants should have had workplace experience, with another 

suggesting "more theory, background, and emphasis on internal workplace learning as it 

highly affects learning." Another suggested two levels beginning and advanced. 

Strengths and Weaknesses as Viewed by the Non-Completers 

The strengths of the course were identified by the program non-completers as: 

"Exposure to a variety of professionals in the field. Well-structured classes that interrelated. 
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Well-managed series." Another suggested "varied perspectives and real life examples," as 

well as a "wonderful compilation of handouts, great diversity of speakers from all fields." 

The weaknesses question elicited responses like "some instructors did way too much 

lecture/content stuff and were not good role models for effective training techniques." 

Another thought the instructors "never got into anything deep, usually spent time listening 

to very basic questions that had the participants had any experience would not have been 

asked." Another criticized that the "time was not managed well, speakers went over, review 

groups went over." Lastly, someone stated they felt "very little cohesiveness of the students, 

possibly due to multi-levels of experience." Asked if they would you recommend this course 

to others two said yes, two answered no, and two said depending on level of experience or 

specific interest. As to whether they would be interested in attending further workplace 

instructor training activities or programs five said yes and two no. 

POST-TRAINING SURVEY OF PROGRAM COMPLETERS 

Nineteen out of 25 program completers returned the post-training survey. A profile 

analysis of the 19 reveals that 17 were females and two were males. The median age of the 

respondents was 43, which is a general indication that workplace educators are generally 

an older and experienced group. Eight of the respondents hold college Master's Degrees, 

10 hold bachelor's degrees, and one individual indicated the Associate Degree as the 

highest degree held. All of the 19 respondents stated that this was the first workplace 

educator training program course they had attended. 

About half of the respondents indicated that education was their occupation and the 

remainder indicated occupations ranging from electrician to engineer, to administrative 

secretary, to industrial trainer and consultant. 
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Reason for Participation 

Responses to the question "Why did you attend this workplace educator training 

program?" revolved around the three areas of gaining exposure to and applying the 

knowledge, and networking with a community of learners. An often expressed response 

revolved around the ideas of gaining insight into workplace education and networking with 

workplace educators for career purposes. 

Others participated in the program for exposure to specific knowledge areas 

commenting they "wanted current information on adult educationcurriculum development, 

needs assessment, and adapting classes to adult learning styles." Furthermore, another 

wanted "to gain additional tools/techniques for team/organizational skills training." Another 

wanted "to gain experience about actually teaching in the workplace to see if I liked it." 

Some viewed the course in career terms: "I thought it would broaden my teaching 

experience, make me more aware of workplace teaching opportunities. I want to add 

workplace educator to my services list. I hoped to expand my teaching in the workplace 

beyond ESL." Another commented, "it seemed to dovetail with my future vocational 

training plans" and "to obtain a certificate." 

Satisfaction Scores 

As for the general satisfaction with the organizational elements, 19 respondents 

considered satisfaction ratings on a 5 point scale concerning organizational arrangements, 

time, duration, location, and facilities (see Table 3). 

The overall timing of the course may be viewed as a critical element if offered again 

in a similar configuration. A desire was stated for a more condensed format, different 

academic term schedule (summer a difficult time). One person suggested the winter-spring

summer format would have allowed time for field experiences in the summer, and avoid fall 
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TABLE 3 

PARTICIPANTS' SATISFACTION WITH THE WORKPLACE
 
EDUCATOR TRAINING PROGRAM
 

(n = 19)
 

Organizational Highly Highly 
Elements Satisfied Satisfied Dissatisfied Dissatisfied Undecided 

Time of year 5 13 1 

Time of day 9 10 0 - -

Overall duration 1 13 1 - 4 

Location 4 9 2 1 3 

Facilities 2 11 5 1 

term with holiday conflicts. One student thought the course was too long while another 

said it needed all the elements possibly scheduled in a miniseries format. Another 

suggested meeting twice a week so the course would take two only terms. As for the 

geographic location of the training, one student commented he would have liked training 

to occur at work sites. Comments related to facilities specified desire for a smaller 

classroom with tables to spread out notebooks. 

Program Value 

As for the overall value of training (5 point scale: 5 = great value; 1 = no value), 

14 or 74% of the respondents thought the course was of great value. Four of the 

individuals thought the program was of average value and one individual felt the program 

was of below average value. Suggestions for improvement included better use of the text 

for continuity and reference . One student commented, "I learned so much about adult 

learning and training. I still need more on needs assessment, more hands-on experience 

or observing someone doing training in a company." 
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Instructor Effectiveness 

Respondents were asked to rate instructor effectiveness on a scale of 1 = excellent 

to 5 = poor (Table 4). Four specific areas were considered: 

'Knowledge of the subject. 

'Organization and presentation. 

Style and delivery. 

Responsiveness to participants. 

It is clear from an analysis of Table 4 that the large majority of program participants 

thought the instructors were very good or excellent. Where comments were made they 

involved expressions like "instruction was too much based in the school-based model" or 

"would like more on workplace culture and organizational practices." 

TABLE 4 

SKILL BUILDER PROGRAM INSTRUCTOR
 
EFFECTIVENESS RATINGS
 

(n = 19)
 

Ratings (%) 

Very No 
Instructional Area Excellent Good Good Fair Poor Response 

Knowledge of subject 37 58 5 - - -

Style and delivery 26 48 16 5 - 5 

Organization and presentation 16 58 26 - - -

Responsiveness to participants 26 48 16 5 - 5 

Liked Best 

A synthesis of the responses to the question, "What I like best about the program?," 

provided interesting conclusions concerning the identification of critical elements of a 
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workplace educator training program. Many recognized the variety of facilitators, which 

brought to the participants different subjects, perspectives, expertise, and styles as 

instructors. Students commented that they liked the exposure to all the topics and review 

of adult learning theory, work culture, communication, group models, and task analysis. 

Many students commented that they definitely liked the hands-on practices from each 

session. The chance to work with others on this material was consistently valued. The 

amount of handouts had one student comment that "now I have two notebooks full of great 

resources." Students appreciated that the course actually happened and the enthusiasm in 

which the program and instruction was offered. Another student commented, "I built 

confidence in my ability to do this kind of work." 

Liked Least 

As for the aspects they liked least, students recognized that there were a few 

inappropriate lectures and poor educational models among the presenters. One commented 

that "I would have liked the course to be more organized at the beginning, so I could have 

seen the framework of the subject and had places to then understand what followed." 

Another complained about "the lack of encouragement to read the text, and make a clear 

connection with instruction." 

Some students suggested that they would have liked more interactive-small group 

activities. There was too much lecture and not enough practice. In the group activities, 

student participation early on should be rotated arbitrarily. One student stated she 

eventually found a compatible group. One participant said knowing about other 

participants earlier in the program would have helped him understand the background and 

work experience of others. One student commented about the length of the entire program 

and said "as one who only missed one class, it was a long haul." Other structural concerns 
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mentioned were no break between terms and "3 hours at a time is a long period and would 

have preferred 2 1/2 hours better." Another student said "I was led to believe I would get 

help getting an internship site, but it was not to be." Another disliked the poster as a final 

project. 

Add to Program 

The question was asked of the participants, "What should be added to the program?" 

Students expressed a need to be exposed to an overview of more examples of actual on-site 

instruction. Some respondents requested some classroom role playing to practice workplace 

instruction. Other participants requested that more time be spent on curriculum 

development and more structured opportunity to do needs assessment practice. Some 

expressed a desire for more on adult learners, learning styles, and applications, as well as 

"curriculum development, particularly thinking skills, problem solving, group effectiveness, 

communication, and leadership." Others wanted information on learning technology and 

non-classroom learning opportunities, i.e., computer-based training, video, distance learning, 

electronic bulletin boards, and information on technical training. Several students wanted 

more on techniques for dealing with different learning styles as well as how to deal with the 

disruptive adult learner including more on learning disabilities. One person wanted to 

know how to estimate return on investment for basic skills instruction. 

In summary, students wanted more direct involvement with the employer community. 

It was particularly requested that experiences with the workplace, and in the workplace, 

happen earlier in the program. 

Dropped from Program 

There was no consensus as to what should be dropped from the Skill Builders 

program. One student thought the course could be cut by 3 months. Another suggested 
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some of the theoretical aspects be streamlined. Others wanted to limit extended sessions 

on survey construction and on language. One student added if the language instruction is 

that critical there needs to be a whole separate class. One student complained that the 

simulation experience brought an "over reliance on in-class pseudo company work it's just 

not real enough." 

Recommendation for Type of Training for Workplace Educators 

Participants were asked to respond to the question, "What kind of training would 

you recommend for a person who is a workplace educator?" Responses varied, but one 

constant theme comes through. Workplace training must be based on the demands of the 

workplace. In considering the type of instruction, the consensus opinion was for on site-

experiences combined with seminars and needs-specific presentations that combine a mix 

of theory and application, or instruction that integrate the two. 

One student suggested a training program like the prototype Skill Builder program 

with more emphasis on the practical and concrete. Hands on training and internships were 

often cited. Two students felt the current training program served as a good foundation 

but should be supplemented with classes in course and training material development. 

Specific recommendations for course content included: a good overview of the field, 

assessment, adult learning theory, curriculum and instructional design, and evaluation 

techniques. Additional recommendations suggested exposure to different training styles, 

functional contextual learning, adult development, adult education theory, systems thinking, 

emerging technologies and adult learning styles. It was also recommended emphasis be 

placed upon learning to learn concepts and needs analysis, good methods of evaluating 

workplace needs, understanding the return on investment of training, methods of evaluating 

and placing students, learning disabilities information and strategies for the practicum. One 
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student recommended that there "be more training delivering all 16 ASTD basic skills, so 

far in the program the emphasis has only been on math, some language, team work." 

As for prior experience, the workplace educator should have training and experience 

as a teacher or a trainer or team taught with an experienced educator. As for background 

above and beyond any specific workplace education training, one participant pointed out, 

"I think it is essential that instructors have some background as workers in the areas they 

plan to enter. By this, I do not mean specific industries, but someone with no blue collar 

work experience is going to find it difficult to enter that world and be accepted." It was a 

consensus opinion of the survey respondents that training should be provided to prepare 

educators on how to be a worker-centered trainer instead of a teacher-centered trainer. 

Ingredients of Workplace Education 

When asked, "Can you list the ingredients of workplace education?," the following 

is a synthesis of the responses. Workplace education is a planned curriculum of training 

to improve workplace skills. Workplace education is focused upon adult learning directly 

related to the life of the participant. It should be job focused with a personal learning point 

of view. The focus is on the context, work site, organizational process or climate. Adult 

learning styles are respected, needs assessment are linked to learning, applied learning is 

linked to job performance, curriculum is based on workplace context, with student 

involvement in learning and teaching. Results must be measurable and evaluated. The 

culture of the workplace must be considered and return on investment is of central concern. 

Learning experiences are created based on actual job needs. Instruction is interactive with 

immediate and repeated use of new knowledge. 

The ideal workplace education is a learner-centered system that draws on the needs 

and expertise of the students, reflects a whole system view point, that results from front end 
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analysis of performance deficiencies (current or potential) and that it is part of an 

organizational development plan including evaluation and follow-up. Workplace education 

relates to specific needs being met. The instruction has relevance to job skills, the learning 

is applicable, linked to learner style and reinforced by making it relevant to the workplace 

and that there is motivation for learners with entertaining elements or make learning fun. 

When Should Training be Taken 

A revealing question on the participants' survey was, "At what point do you feel the 

workplace educator training should be taken?" The open-ended narrative responses were 

quite lengthy and focused around the following key thoughts. Training should take place 

prior to holding a workplace education position as illustrated in the following response: 

"For me I feel that having this training before doing workplace instruction has been ideal. 

It has given me a great foundation for what my focus needs to be and how to reach the 

learner. I also know that my learning about workplace education will need to be a 

continuous process." Workplace educators need to stay current on what is being discovered 

about learning and new strategies to teaching, and about the trends in the business world. 

Another respondent suggested, "one needs to know what your getting into by having 

an overview of the field, what resources are available, and how to acquire the basic 

materials." One student pointed out, "It helps to be reinforced by teacher training 

methodologies before working. However, if someone is already working, techniques, 

teaching tips, etc, would be valuable." 

One student suggests that teaching in the workplace is different from other types of 

educational programs. A workplace trainer needs a good understanding of company culture 

and its impact on the training program. Workplace instructors should receive training 
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before holding a workplace education position because such training would make the trainer 

more aware of what he/she could realistically accomplish in a workplace training program. 

An important distinction is made between preparatory and ongoing training. One 

student commented, "There is a set of basic information that is necessary before going into 

the workplace. One must know the importance of linking learning to job performance, 

company politics, management support, and how to conduct an effective needs assessment." 

Several students commented that because industry is so different from academia, it is 

important to continue to have instruction and guidance in keeping the subject-matter work 

related, and this means connecting with a network of workplace colleagues. The isolation 

can be deadly. A continuing education program would give trainers a chance to bring on-

the-job problems to class for feedback. The use of the workplace educator training course 

as a support system was recognized. When first assigned a position, a great many questions 

arise which are unknown before starting. Taking this training while developing a program 

allows a support system for the new workplace educator. 

Another point of view recognizes the need for continuous learning and repeated 

along the way. One student suggested, "Basic skills training is becoming a profession with 

a need to support, network, and share information. Professional standards and 

accountability need to be set. At all and any stage in a person's professional career, they 

should be able to upgrade knowledge and broaden options and network as to future clients 

and possibilities in the profession." 

A rather general criticism of the Skill Builder course was that it is too difficult to 

meet the wide range of needs represented when inexperienced and experienced are mixed 

in the same class. One student commented, "the tendency is to meet the most elementary 

challenge. I know the less experienced benefit by interacting with those from the trenches, 

but there must be a way to meet the needs of both." Another student recognized different 
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tracks for the learner suggesting, "I feel there should be a beginner and an advanced skill 

course." 

Personal and Professional Changes 

When asked, "Can you describe any changes in you, your work, your teaching, or 

your relationships with others that were caused in some substantial part by attending the 

Workplace Basic Skills Instructor Training Program?," the typical response was "this course 

gave me the ability to pull together a program and implement without having to do trial and 

error methods. It also gave me more confidence that I was doing the right things in 

delivering the program." Another said, "I would never have started my own business as a 

trainer before I started attending classes. I now have the confidence to do so." 

One student valued the job shadow opportunity during her field experience 

commenting, "I learned a lot watching the instructors in the practicum, they modeled the 

actual teaching in the workplace environment. Theory is good, but experience is invaluable. 

I gained practical methods of teaching." Many respondents stated that their teaching skills 

had improved: "I am more patient and investigative when I encounter individuals who seem 

different or uncooperative, bolstered my knowledge of learning disorders and styles." 

Another respondent stated, "my ability to facilitate and converse with people on a reflective, 

positive, objective mode will help them be successful learners." 

Applicability 

Four out of five of the survey respondents indicated that they often use specific 

techniques or materials provided during the training program. When asked to explain one 

participant commented that they will use them more when they train more. Another said, 

"there was so much information, it will take a while to assimilate it into my teaching." 

Another participant stated, "some of the theoretical materials we only touched on and I 
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think I need more before I can use it." The direct application of the materials was 

mentioned by numerous students illustrated by, "I use specific techniques very frequently 

in developing curriculum or implementing training." 

The textbook and handouts were often mentioned illustrated by a student's 

comment, "The ASTD textbook is a marvelous reference. I use it all the time. My notes 

taken during sessions contain a wealth of ideas gleaned throughout class instruction. I have 

not yet had a chance to use a lot of the handouts, but I know I will." For many students 

the field experience was the first opportunity to practice what was presented in class. One 

student illustrates the point, "In my practicum I use what was taught in the course, because 

I find it effective." "In my internship project, which is my first teaching project," one 

participant shared, "I try to reach each kind of learner through using lecture, brainstorming, 

small group work, video, and role playing. I try to use company specific scenarios to teach 

communication skills." 

Improvement 

The following comment captured the sense of most respondents: "All in all, I 

learned, I focused, I gained a better understanding of the adult learner." Many respondents 

had suggestions for improvement on the structure of the course, instructor selection and 

field experience. Another respondent commented about being bothered by the transitory 

nature of the group and suggested that future courses should attempt to screen for more 

committed participants. 

One respondent recommended making the first four sessions a good overview of 

Workplace Basics, then launch into the specialty areas with guest speakers. In relation to 

networking, another person recommended developing a directory of people (local, state, 

national) involved in the various aspects of workplace education (i.e. books, curriculum 
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already developed, additional courses) and organizations in the workplace education field. 

One student requested information about potential jobs and a salary survey. 

Several respondents commented that a job shadowing component before the 

practicum would be useful. This observation was confirmed by comments like, "get students 

out to job shadow early in program." Clarifying the practicum earlier, and providing some 

materials students could take to a potential site, might have made that part smoother as 

illustrated by the comment, "a clear vision of the final practicum given early on in the 

program would make a richer field experience." Another respondent suggested, "I wonder 

if field trips to actual training locations or classes would be a logistical nightmare? Perhaps 

the second semester requirements could include observation of a training class with 

opportunities provided on an individual basis." 

On instructor selection it was suggested that "the presenters should have been 

thoroughly screened." Another stated "practical experience counts in workplace education." 

While some commented that there seemed to be some continuity between instructor and 

the flow of material from one subject to the next. Other students recommended more 

structure and teaching by the coordinator with the program coordinator scheduling office 

hours during regular sessions. 

When asked what students learned from this course, the responses provided a wide 

array of opinions from "most importantly, I realize I don't need to be an expert on every 

subject, but my focus needs to be on helping the learner learn," to "I learned a lot about 

what goes on in today's workplace and what changes are taking place. I learned how 

difficult it is for people even educators to work in teams without strong leadership or 

guidelines." One student commented, "I now understand what workplace training is, how 

to assess needs, how to set up training, problem areas with management and supervisors, 

group facilitation, and what workplace instruction looks like." Another responded, "I 
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learned more about how to make the training of Basic Skills more worker-centered. Now 

I know how much more I want and need to learn. It was a great foundation for me." 

Impact of Training 

The survey presented the participants with 33 curricular elements comprising the 

basic components of the Skill Builder course. Participants were asked to rate their own 

knowledge change since participation in the course. On the rating scale, a 1 indicated no 

change and a 5 indicated great change, with a 3 rating showing some improvement or 

change. Since the participants started the course with a wide array of prior knowledge, the 

responses were a measure of aggregate movement. In addition, the instruction was 

inconsistent or uneven; therefore, a lack of knowledge change may have had more to do 

with limitations of the content as opposed to the learner. The lowest scoring response (to 

teaching speaking/listening) was omitted from the course due to lack of time resulting in 

a very low rating. The results are shown in Table 5 and listed on a rank order basis from 

high to low. 

It is not surprising that the highest ratings were given to the four curricular elements 

of Understanding the Basic Role of Business in a Changing Business Environment, 

Definitions of Workplace Literacy, Skills Today's Workers Need, and the Functional 

Contextual Approach to Teaching. It seems these areas were reinforced throughout the 

course. But, an analysis of these ratings will help determine the critical elements to include 

in the design of a workplace educator training program. 
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TABLE 5 

THE IMPACT OF SKILL BUILDER TRAINING ON
 
LEARNER CHANGE OF KNOWLEDGE
 

(5 = Great; 1 = No Change)
 
(n = 19)
 

Respondents 
Average 

Curricular Elements Ratings 

Role of Basic Skills in a changing business environment 4.61 
Definitions of workplace literacy 4.33 
Skills today's workers need 4.33 
Functional context approach 4.26 
Understanding work environment as a system 4.17 
Understand curriculum and instructional design for the workplace 4.12 
Worker-centered learning 4.06 
Principles and practices 4.00 
Learning to learn 4.00 
Apply group effectiveness instruction in the workplace 3.94 
Computational elements of workplace basics 3.90 
Apply interpersonal communication instruction in workplace 3.89 
Familiarity with ASTD 3.88 
Workplace basics ADDIE model 3.88 
Perform front end needs assessment 3.88 
Familiarity with high performance work organization 3.82 
Instruct language aspects in worker education 3.80 
Apply problem-solving instruction in the workplace 3.78 
Principles of adult learning 3.76 
Test and assess workers 3.66 
Adapt to different learning styles 3.65 
Accommodate diversity as a workplace educator 3.63 
Apply thinking skills instruction in the workplace 3.44 
Apply organizational leadership instruction in workplace 3.44 
Conduct a literacy task analysis 3.38 
Create individualized education plans 3.35 
Curriculum development practice 3.35 
Utilize instructional technology 3.33 
Understanding oral communication as a basic skill 3.28 
Familiarity with TQM/ISO 3.20 
Instructional development practice 3.19 
Understand and overcome language barriers in basic skills design 3.00 
Teaching speaking/listening 2.70 
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QUARTER COURSE EVALUATIONS
 

The Skill Builder course spanned three academic quarters and organized into three 

distinct classes: theory, application, and field experience. The overall training course was 

approved for three 3-credit classes through Portland State University, School of Continuing 

Education, School of Education. At the end of each quarter, a voluntary and confidential 

20-question standardized course evaluation was distributed. Portland State University 

provided a computer printout with data summary and narrative provided according to each 

of the 20 questions. The data were combined according to each question with specific 

recognition that this evaluation represents a participant's view of the major sections of the 

course. 

Questions were asked concerning the workshop presenter, format and activities, 

atmosphere and morale, content, materials/handouts, and overall course quality on a 5 point 

scale with 1 being high and 5 being low (see Table 6). 

The workshop presenters were consistently evaluated as clear and stimulating over 

the three quarters. The format and activities were generally viewed as stimulating and 

valuable throughout the entire course. The atmosphere and morale were again evenly 

viewed as productive and relaxed with some tenseness due to the specific field experiences 

of various individuals. The course content was evaluated as being more comprehensive the 

first quarter with a softening of the highest score (1) to many more 2s during the third 

quarter. The handouts were greatly valued for the first quarter and were generally 

considered informative and relevant. The overall course quality shifted from a higher rating 

of superiority to a moderation over the three quarters. This, again, was attributed to the 

lack of quality control over the field experiences, but each quarter was consistently 

evaluated as generally productive. 
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TABLE 6 

QUARTER COURSE STUDENT EVALUATION
 
(1 = High; 5 = Low)
 

(Spring n = 11; Summer n = 8; Fall n = 5)
 

Subject by Quarter Ratings (%) 

1 2 3 4 5 

Workshop Presenters Clear Confusing 

Spring 66.7 22.2 - -

Summer 62.5 37.5 12.5 - -

Fall 60.0 40.0 -

Stimulating Ineffective 

Spring 66.7 22.2 11.1 
Summer 62.5 25.0 12.5 -

Fall 60.0 20.0 20.0 - -

Format /activities Stimulating Boring 

Spring 66.7 22.2 -

Summer 62.5 25.0 12.5 -

Fall 60.0 20.0 20.0 - -

Valuable Worthless 

Spring 66.7 11.1 -

Summer 62.5 25.5 12.5 - -

Fall 60.0 40.0 - -

Atmosphere /morale Productive Non-productive 

Spring 66.7 33.3 - - -

Summer 75.0 25.0 - - -

Fall 80.0 20.0 - -

Relaxed Tense 

Spring 66.7 22.2 - -

Summer 75.0 25.0 -

Fall 40.0 40.0 20.0 - -
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TABLE 6 (Continued) 

Subject by Quarter Ratings (%) 

1 2 3 4 5 

Course content Comprehensive Superficial 

Spring 66.7 22.2 -

Summer 50.0 50.0 -

Fall 20.0 80.0 - -

Innovative Old Hat 

Spring 55.6 33.1 11.1 

Summer 25.0 62.5 12.5 

Fall 20.0 60.0 20.0 

Material/handouts Informative Superficial 

Spring 88.9 11.1 - 

Summer 50.0 50.0 

Fall 40.0 40.0 20.0 

Relevant Irrelevant 

Spring 77.8 11.1 

Summer 62.5 37.5 
Fall 60.0 40.0 - - 

Overall course quality Superior Inferior 

Spring 66.7 33.3 
Summer 37.5 50.0 12.5 
Fall 20.0 80.0 

Productive Non-Productive 

Spring 55.6 33.3 - 

Summer 50.0 37.5 12.5 

Fall 60.0 40.0 - 

The first quarter or theoretical foundations of workplace education was generally 

more positively viewed for course content than the second quarter emphasis on applications, 

and the third quarter field experience. The group reinforced their thoughts with a greater 

appreciation of the innovativeness of the course during the first quarter than the others. 
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In addition, the knowledge outcomes were explored in the quarter course 

evaluations as to intellectual stimulation, new ideas, concrete facts, job related application, 

job competence, integrating theory, and practice on a 5 point scale ranging from strongly 

agree to strongly disagree (see Table 7). 

TABLE 7 

SKILL BUILDERS COURSE PARTICIPANTS' 
KNOWLEDGE OUTCOMES 

(1 = Strongly Agree ; 5 = Strongly Disagree) 
(Spring n = 11; Summer n = 8; Fall n = 5) 

Ratings (%) 

1 2 3 4 5 

I was intellectually stimulated 
Spring 
Summer 
Fall 

77.8 
50.0 
40.0 

22.2 
37.5 
60.0 

-
12.5 

-

-
-

-

-

-

-

I got some new ideas 
Spring 
Summer 
Fall 

88.9 
37.5 
80.0 

11.1 
50.0 
20.0 

-

12.5 
-

-

-

-

I accumulated concrete facts 
Spring 
Summer 
Fall 

55.6 
50.0 
20.0 

44.4 
37.5 
80.0 

-

-

-

12.5 
-

-

-

-

I solved a problem related to my job 
Spring 
Summer 
Fall 

44.4 
25.0 
20.0 

22.2 
50.0 
40.0 

33.3 
-

20.0 
-

20.0 

-

25.0 
-

My present job competence increased 
Spring 
Summer 
Fall 

55.6 
25.0 
20.0 

44.4 
50.0 
80.0 

-

-

-

-

25.0 
-

-

-

-

I fit together theory and practice 
Spring 
Summer 
Fall 

44.4 
37.5 
40.0 

55.6 
37.5 
60.0 

-

12.5 
-

12.5 
-

-

-

-
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Again, individuals were more stimulated the first quarter but were favorably 

disposed toward the entire course. Interestingly, even though there was high agreement on 

the acquisition of new ideas, the third quarter students were exposed to their own field 

experience as well as those of their colleagues. There was general agreement over the 

accumulation of concrete facts but the agreement softened for the field experience. The 

relevancy of the course to solving a job related problem reflects the fact that some students 

were not practicing as workplace educators. As to increasing job competency, there was a 

shift on strength of agreement over the three quarters. Perhaps the theoretical nature of 

the first quarter related to more general applications of participants work experience as 

classroom teachers. However, the participants consistently agreed over the first and third 

quarters that the course combined theory and practice. It did vary for the second quarter 

which put more emphasis on subject-matter applications (math, language, soft skills). 

PERSONAL INTERVIEWS 

Five individuals were selected at random by this interviewer for personal interviews. 

These graduates of the Skill Builder training participated in a structured personal interview 

process. The responses were synthesized according to nine major questions. The 

interviewees approached the question related to identifying the goal of the training from 

either a personal level as "new career field" and "branch out to other areas in teaching in 

the workplace"; or viewed from general level in "that the training served as an introduction" 

and "theoretical and practical understanding of workplace education, exposure to new areas, 

resources and tools." They all agreed in the interview that the structure of the class was 

appropriate for the training goal. In addition, they agreed with one exception ("not 

completely so") when asked whether the elements of the course were comprehensive for the 

field. 
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Given a choice, the participants would have added more workplace experience and 

integrated throughout the course by setting up partnerships with employers early on, and 

establishing mentorship relationships with practitioners of at least 3-5 years of experience 

in the business. There was a consensus in the group for a stronger field experience 

component in the program. In addition, students requested a clearer direction or 

framework for the course. The program also needed a stronger advising component. 

When asked what competencies employers looked for in workplace educators, the 

interview responses ranged from "employers don't know," to "knowledgeable of subject area 

and qualified to teach." Some employers expect the workplace educator to assess needs, 

be able to design programs and materials, evaluate learners, and assess the impact on the 

workplace. In addition, a common theme was identified that workplace educators be 

flexible and adaptable. One interviewee took the approach that the workplace educator 

must have "business savvy," understand economics, and understand how their specialty area 

applies to the business. There was general uncertainty among the interviewees as to 

whether the class operated from a competency model based on the major elements needed 

in a workplace educator. Respondents assumed the course was competency-based, but 

never checked off those attained during the course. 

Some interviewees felt the instruction prepared students for their field experiences, 

while others had greater difficulty seeing the connections, which may be a result of the self-

directed or do-it-yourself nature of the process. Suggestions for improvement included 

more assistance ("one-to-one") and more choices ("more business contacts") with earlier 

understanding of expectations and general inclusion of the field experience earlier in the 

program. No one felt they had control of the design or content of the course, but felt they 

had some input, and evaluation feedback was accommodated. 
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A key question related to the participants' developed awareness of the workplace. 

All interviewees said they had become proficient at identifying behaviors and associated 

individual characteristics (knowledge, skills, and abilities) necessary for acceptable 

performance and for advanced or high levels of performance in the workplace. In addition, 

they all said they could identify or facilitate a learning environment in an organization. 

They acquired this knowledge from adult learning theory, workplace culture, and needs 

assessment training. They questioned whether the course required more time on needs 

assessment. The interview responses ranged from, "do it in the workplace with a specific 

skill," to general agreement that this was a strong element of the course. 

When asked to describe cohesiveness among the participants in the course, the sense 

was that it developed over time with a high degree of empathy and support. The group 

became creatively cohesive during the field experiences and simulation activities that 

allowed participants to demonstrate the different strengths they brought to the course. Yet, 

while generally warm, the group cohesiveness was only appreciated as a value that came late 

in the course. They felt the group process could have been better facilitated by group field 

work earlier in the course, more team activities, shared projects, field assessments, and the 

use of pairs which is recommended in the field as ideal. When asked whether the 

participatory activities and simulations were effective instructional strategies, all of the 

respondents agreed. 

All felt the certificate was a factor in their completion of the course. As to how the 

certification process could been improved, students suggested identifying ways for leaders 

from the employer community to validate the training. Future program coordinators should 

develop mechanisms for ways the course can add value to a specific business or workplace. 

Furthermore, it is important to secure employer community input and their review into the 

workplace educator training curriculum. The certificate should lead to a job or at least be 
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tied to competencies. The program should offer follow up job or consultant type 

assignments with business. Someone suggested a business forum integrated into the class 

and the development of partnerships between the student and the business formed at the 

beginning of the course. In summary, the interviewees identified essential aspects of the 

business education relationship to validate the workplace educator training program. 

FOCUS GROUP SUMMARY 

A focus group of individuals responsible for workplace education or educators in 

their organization gathered to discuss what employers are looking for from workplace 

educators. From a prescribed set of questions designed to lead the discussion, excellent 

commentary was recorded on the impact of basic skills on the job and the requirements of 

the workplace educator. 

On the need for basic skills requirements in the workplace, a respondent stated that 

"the ante has been raised on basic skills and we now include a lot more things in the 

category of basic skills in addition to what has traditionally been thought of in terms of 

computation and language skills. So we are now improving interpersonal, interaction skills, 

active listening, problem-solving, and decision-making, and we see the interaction of 

leadership skills as being a big part of the transition we're trying to make as we move to a 

non-supervised work force." 

One respondent viewed "basic skills as those requirements needed to do your current 

job well and move up in an organization." Another suggested "the ability to work in a 

group environment has become a basic skill as well as the ability to participate in effective 

meetings where sharing diverging opinions and coming up with creative solutions are 

important." 
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They suggested there is an overlap in the training hierarchy with technical training 

on the top side, and the bottom side being traditional literacy. One member of the focus 

group stated that "we are looking at that main group of people who have skill gaps, while 

they tend to do their jobs very well but with additional training, they could perform at a 

higher level and maybe even move on." 

In the health care field, a human resources manager pointed out that entry level 

used to require a 6th grade level of reading, writing, and math and now was approaching 

between 9th and 12th grades because the required responsibilities are at a higher level. In 

addition, with automation and computerization, employees need to be able to read to use 

the computer programs. The human resources manager added, "if they missed that skill 

development or are non-native speakers, they will have difficulty with using computers." 

Another focus group member pointed out that jobs are becoming more complex and 

people are being asked to assume more responsibility for making improvements in their job 

work processes, which means workers will be required to have a greater use of reference 

materials. Higher entry level requirements for employment and educated high school and 

college trained individuals entering the workplace will require the existing work force to 

upgrade their skills to stay competitive. 

The focus group concluded that a workplace basic educator is a person who has 

experience teaching basic skills to adults and understands all of the barriers that adults 

encounter in the learning process. One focus group participant stated, "the target 

population served by workplace educators are people who have been discouraged about 

learning, for whatever reasons, and I think they need to be empowered so that they have 

the ability, self-esteem, and confidence to achieve, or to learn how to learn. An important 

skill that a trainer should have is the ability to empower and encourage people as well as 

foster the learning enterprise." 



122 

The coordinator of training for a computer skills education service and a member 

of the focus group suggested, "an educator is a person who is going to facilitate the person 

that is learning how to walk in technology and then teaching them how to run." Workplace 

educators have to be great resources for helping people identify needs, then finding 

solutions that are quickly customized and tailored specifically to the job function. The 

computer trainer added, "a deeper understanding was required of the products, networks, 

and the whole infrastructure. As a result, the end computer user and technology has to 

look to people like educators to find those answers." 

Workplace educators must understand the connection between learning and earning. 

The company training manager pointed out, "the thing that our employees are most 

interested in is how to do their job. They need to learn those basic skills that relate to 

doing their jobs because they know it is the source of their livelihood. So the trainer that 

could not establish that relevance would not be able to be very effective." 

Workplace educators need to know the management style and techniques of the 

organization so they can operate within that framework. Understanding the culture and the 

philosophies behind the different managers within an organization means that the educators 

must be successful with the underneath managers who are supportive of training and 

education of basic skills. It is extremely important during the initial stage of a workplace 

educator's involvement in a new environment to understand the culture, the terminology, 

the direction of the organization, and who are the company facilitators of the educational 

agenda. 

Workplace educators must have the ability to establish rapport and credibility with 

the learners and to develop that kind of working relationship is critical. One focus group 

member said, "If you have some of the lingo and some understanding of the process, then 

you're okay. Not having an understanding of the business hurts credibility." The ability to 
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identify with learners and see themselves as equals is a critical element for a workplace 

educator. Another said that "before a workplace educator could do any training in our 

organization, they would certainly have to develop an understanding of what goes on in the 

organization from the primary standpoint of being able to establish relevance to what they 

are teaching." 

Instructors have to have an extensive background in education and we have to look 

at their presentational skills, their assessment on adult learning theories, and being able to 

identify specific needs or issues. Another focus group member suggested that a workplace 

educator should have very good perception skills. "They must be someone who knows their 

content and teaching process well enough that they can stay focused on those learners and 

the classroom. In addition, they must help them identify some of the pieces of the puzzle 

that are missing from their previous education. The other things are the ability to be very 

positive, to provide a lot of positive reinforcement, and the ability to build a team." One 

focus group member suggested, "the ability to model good communication skills, reflective 

listening techniques, and questioning techniques are some of the things that are real 

important to us." 

We have to design our curriculum around the individual learner so the instructor 

has to be aware how to best optimize the technical skills to be able to make that person 

successful in doing his/her job. So we really have to work on preparing the instructor on 

the work situation. 

The focus group agreed that a key characteristic of the workplace educator is the 

ability to refocus the definition of success since adults have extensive of experience 

comparing themselves to others. The workplace educator helps students. One focus group 

member commented, "This means defining success as their own success and from going 
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where they started to where they finished, not comparing their performance to other people 

in the classroom." 

The barriers behind the self-esteem issues are learning disabilities such as dyslexia 

or attention deficit disorder as well as internal messages people had learned while growing 

up, such as women and math skills. An instructor must be able to tackle these problems 

or bring an awareness and analyze these deficits up front if he/she wishes to be effective. 

One focus group member provided a critical comment on a key workplace educator 

characteristic: "I would like to add flexibility and creativity to endlessly figure out how to 

pull it all together. In addition, they need to be good personal life skills problem-solvers 

for the students." The comment was made that it is important for instructors to make the 

learning fun and even though it is clear in all of education, for some reason with adults, it 

is critical that learning be enjoyable. 

The members of the focus group recognized that basic skills training is very new and 

many industries are not accustomed to the idea the work force needs training. In the past, 

business devoted substantial resources so that management and supervisory people were 

trained. Currently, since well-educated entry level people are hard to find in many 

industries right now, prospective employers are willing to put resources in workplace 

education. Computerization has caused many employers to put large sums of money into 

training. Compensation is usually defined by what the marketplace requires and people 

usually pay for essential skills training. 

In this chapter we attempted to investigate and analyze a mass of data from one 

prototype workplace educator training program. Critical elements were identified which 

will aid in our design of a model workplace educator training program. Such a program 

is outlined in Chapter V. 
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CHAPTER V 

CONCLUSIONS 

This investigative study revolved around two fundamental research questions: (a) 

what can we learn by identifying the critical elements in a prototype workplace educator 

training program?, and (b) what information can be gleaned from this investigation that can 

be utilized to design a workplace educator training program? The significant findings of 

this study are presented in this concluding chapter, which is divided into three major 

sections. The first section, entitled Summary of the Study: Content, Inputs, Processes, and 

Products Analysis (CIPP), follows a prescribed set of questions offering a systematic 

assessment of the critical elements of the prototype Skill Builder Workplace Educator 

Training Program. The second section identifies 11 critical elements extracted from the 

literature, an in-depth review of the prototype course by participant, and employer 

community focus group responses. These 11 critical elements form the framework for the 

design of a workplace educator training program. The third and final section of the chapter 

offers observations, conclusions, and recommendations for further inquiry and future action. 

In order to analyze the prototype Skill Builder program, four basic questions were 

asked: 

1. To what extent were the overall goals of the prototype program achieved by 

the participants and employers? 

2. Were program resources available in sufficient quantity to make success 

possible? 

3. What assumptions about educational philosophy did the prototype designers 

utilize and were these assumptions implemented? 
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4. What were the prototype program objectives and were these objectives 

achieved? 

SUMMARY OF THE STUDY: 
CONTEXT, INPUTS, PROCESSES, AND PRODUCTS ANALYSIS (CIPP) 

An analysis of program design requires a model to organize the data. The CIPP-

based (context, inputs, processes, and products) assessment model (Stufflebeam, 1983) was 

utilized to examine four interrelated aspects of the program: goals (context); resources 

(inputs); teaching and learning methods (processes); and programmatic, learner, and 

performance outcomes (products). The surveys, questionnaires, journals, field experience 

document analysis, and interviews were used to address questions regarding each of the four 

CIPP program aspects. 

Context: Goals 

To what extent were the overall goals of the prototype program achieved by the 

participants and employers? The primary goal of the workplace educator training program 

was to prepare 25 workplace instructors. The experience was structured to allow a large 

group of interested individuals access to workplace educator training. While 50 individuals 

originally attended the first few sessions, there was immediate attrition given the 9-month 

commitment of weekly attendance. In addition, the new or ambiguous nature of the field 

and poorly targeted instruction resulted in the leveling of the number of regular participants 

to about the middle thirties. After the end of the first quarter, or 10-session theory portion 

of the course, some participants chose to withdraw from the application portion of the 

course since many were already practitioners and the group stabilized to 30. At the end of 

the second term, 26 individuals were committed to participating in the field experience, and 

only one individual chose to withdraw during the practicum portion of the course. 
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The stated goal of the prototype Skill Builder course was to prepare a cadre of 

workplace educators who could connect with developing opportunities in this emerging 

field. There were 15 employers involved in internships. This was accomplished through the 

students' field experiences and professional networking. The end-of-the-course graduation 

ceremony intentionally coincided with a Portland, Oregon, regional conference entitled 

Workplace Education: Basic Skills and Worker Success. At this conference, the Skill 

Builder Workplace Educator Training Program graduates and a poster session of their 

internships were presented to 75 representatives of the employer community in the 

Portland, Oregon, metropolitan area. 

1. To what extent were the goals as reflected in the prototype program design 

achieved as perceived by the employers' representatives? 

As a way to involve the employer community in this prototype program, the Skill 

Builders staff prepared quarterly newsletters distributed to the mailing list of the Portland 

Chapter of The American Society for Training and Development and the Portland Chamber 

of Commerce, representing some 1,000 employers. The newsletter provided an opportunity 

to raise awareness about workplace education, illustrate successful local programs, and 

inform the employer community about the progress of the prototype workplace educator 

training program. 

A focus group of employer representatives was asked about employer desires in 

workplace education. The focus group indicated that there is a clear recognition among 

employers of the forces promoting work force education. While the group was not 

consulted until after the Skill Builder training, the following nine elements were distilled 

from their discussion: (a) new workplace technology has resulted in a need for increased 

investment in training; (b) new organizational practices (quality controls, self-directed work 

teams, emphasis on customer service) requires new training foundations for front line 
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workers; (c) workplace educators must deal with such issues surrounding the worker as 

adult learner self-esteem, motivation, learning disabilities, and prior failures with the school-

based educational system; (e) workplace educators must deal with the work situation and 

develop an understanding of the specific work processes; (e) workplace educators must 

understand the work culture and management philosophies within an organization and 

identify stakeholders in workplace education initiatives; (f) workplace educators must have 

strong learner assessment and curriculum design skills; (g) workplace educators require an 

extensive background in education and must be familiar with contextual learning teaching 

processes as well as life skills or solutions-oriented training preparing them to teach basic 

skills and understand all the barriers an adult encounters in the learning process; (h) 

workplace educators must possess the following qualities: perspective, positive attitude, 

good communication skills, identify with the learner, flexibility, creativity, with the ability 

to empower and encourage people; (i) workplace education includes basic language and 

computational skills as well as interaction and critical thinking skills. 

2. Were the underlying assumptions about program goals shared with the 

students and were they compatible with individual student goals? 

The general answer to this question was yes. However, as a survey course, the 

materials presented were often at a surface level and experience as an educator was really 

needed in order to integrate the breadth of information presented. That may not have been 

understood by some participants and may have contributed to withdrawals from the 

program. While the field of workplace education still seems to be emerging, the possibility 

of earning a certificate demonstrating attained competencies as a workplace educator 

seemed important to many participants. Thus, at least half of the participants in this 

program were seeking a new career field. Some individuals were fortunate to be hired by 

large companies employed as continuous part-time workplace educators or as trainers for 
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medium-sized companies in one shot projects. The Skill Builder participants who were 

already employed in a human resource capacity had the greatest opportunity to practice as 

workplace educators. 

Through the use of the CIPP model, context assessment reveals that: 

The goals of the prototype training program were achieved as measured by 

participants and employers. 

Prior training and experience as an educator should have been a prerequisite for 

participation in the context of the prototype program. 

The content portion of the prototype course (math, language, soft skills) must be 

condensed, shifting from an instructor-oriented to a learner-center approach. 

The focus group of employers recommended nine essential elements central to the 

context in preparing workplace educators. 

Inputs: Resources 

Were program resources available in sufficient quantity to make success possible? 

Participating students indicated that the instructional staff was of high quality with a few 

exceptions given that the course was built around subject matter content as opposed to 

instructor competence. Since no single person in the Portland, Oregon, metro area had the 

expertise to present this body of knowledge, a variety of instructors were used. The 

instructors were compensated at the adjunct faculty rate at Portland State University to 

assure the highest rate of pay from a public educational entity. All instructors were 

provided with the text. A part-time coordinator was hired to assist in the implementation 

of the course. Additional coordination and clerical support was provided by the Columbia-

Willamette Skill Builders Consortium under a federal workplace literacy grant as a staff 

development function. The course was offered at Portland Community College Southeast 
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Center as a nine credit continuing education unit course and, therefore, program 

participants received access to classroom, bookstore, instructional media, and hospitality 

services. 

1. Was there enough time available to meet instructional goals? 

For a few students too much time was spent on meeting instructional goals. Since 

there were many course goals, some with great elasticity, maximum time was planned for 

in-class instruction. Some sessions needed more time and some less. The work-based 

content areas seemed to never have enough time. The field experience had adequate time 

but should have been revealed earlier in the course to maximize the instructional value. 

The inclusion of more frequent worksite based activities may also require additional time. 

2. Were appropriate instructional materials available? 

The participants received weekly instructional handouts to complement as well as 

supplement instruction. The breadth of the weekly topics required the instructors to cover 

aspects of required information through handouts beyond what was covered in the 

classroom. Keeping up with the volume of materials may be considered a factor as to the 

success of the course for some individuals. 

3. Was the class conveniently located and scheduled for learners? 

Students traveled from as far south of Portland, Oregon, as 50 miles, and as far 

north as 120 miles. The majority of the students resided in other parts of the city. The 

facility was close to major freeways and conveniently located on a bus line. Parking was 

available. 

4. Were appropriately trained and experienced instructors available? 

Most instructors utilized in the prototype course were either workplace educators 

or college teachers. As expected, the workplace educators received the highest student 

evaluations. Students indicated that areas like needs assessment and instructional design 
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as well as learner assessment could have received more classroom attention. Students 

indicated that since no instructor was clearly an expert in workplace basics, that portion of 

the course received far less attention than it deserved. The math and language instructors 

had limited workplace experience and while both had prior training experience preparing 

adult educators, their presentations could have been more contextualized. On the other 

hand, the soft skills, such as team building, problem-solving, and communication skills, 

presented by industry trainers were highly regarded. The application or essentials of the 

total quality management process also required greater emphasis. Students also indicated 

that the program needed a stronger learning to learn component. 

Since workplace educator training is a new area, in order to construct the 

instructional team, teachers were borrowed from staff development training systems in adult 

basic education, state work force development planners, community college training 

coordinators, university faculty, labor experts, and practicing workplace educators. 

5. Did instructors have the resources they needed to be successful? 

Instructors participated in three orientation sessions. They received student critiques 

of their instruction which was helpful if they were responsible for multiple sessions. 

Instructors were not compensated for curriculum development time and as a result did not 

have adequate time to prepare, unless they chose to do so on their own time, which many 

did. Most instructors did not utilize off-the-shelf materials, but developed their own 

materials. Photocopy services were available and instructors did have access to all the 

college instructional technologies and graphic services as well as clerical support. The Skill 

Builders staff read and evaluated all materials prepared by the students. 

Through the use of the CIPP model input assessment, the following conclusions were 

ascertained: 

More than adequate instructional resources were provided in the prototype course. 
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Generally, enough time was appropriated for the entire training program, but given 

the breadth of the course and the variety of topics, the allocation of time for specific 

components was frequently inadequate. 

Program instructors with prior workplace educator experience were regarded with 

the highest value. 

Improved continuity by staff between all the various classes and individual feedback 

throughout the program is recommended. 

Provide early exposure to the workplace during training. 

'More work-based activities need to be included in the prototype program. 

Provide frequent on-site activities to apply learning and incorporate the field 

experience earlier in the program. 

Process: Teaching and Learning Methods 

What assumptions about educational philosophy did the prototype designers utilize 

and were these assumptions implemented? While the students continuously called for 

hands-on experiential learning and workplace-related instruction, the educational 

progression in the course moved in traditional education practice from theory to application 

to practice. Simulation and contextual learning activities should have been better organized 

as classroom activities. To be credible in workplace educator training, one must walk the 

talk in combining theory with practice. There seems to be a clear polar difference between 

traditional education and workplace education in the teaching-learning process. 

1. Were individual differences in goals and learning styles being addressed and 

accommodated in instructional planning, and if so, how? 

The level of participant expertise was a factor in the course and was not calibrated. 

The course actually started without a clear sense of audience and had to find its own 
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comfort level. The feedback from dropouts and personal interviews did not isolate this 

issue adequately. The general answer to this question is no. More time should have been 

spent up-front assessing the participants' expertise and knowledge levels. 

2. Were adequate records kept about learner goals? 

Students' evaluations were secured for each session and the critique was 

incorporated into ongoing course planning and activities. One improvement in this part of 

the program would have been the development of a method to assist the student to identify 

personal goals and provide ongoing consultation with the coordinator to discuss progress. 

General evaluation pre and post-surveys were administered as well as information 

concerning the field experience. The student journals offered a rich mixture of course 

notes, reflection, and personal observation. 

3. Were classroom instructional materials appropriately job specific and hands-

on? 

Students received an abundance of handouts, readings, and resource materials which 

were compiled weekly. Missed handouts were distributed at the end of each quarter. 

Students indicated that classroom activities could have more approximated the 

workplace. Actual job-shadowing and in-plant instructional activities earlier in the program 

would have been beneficial. This observation coordinates with the often expressed desire 

to integrate theory with practice. 

4. Was sufficient attention given to the key elements involved in workplace 

education? 

The greatest areas of need identified in this investigation into workplace education 

was greater attention given to student and program needs assessment and instructional 

design. This is perhaps the craft of workplace education. This was the hardest work and 

where greater attention should have been given. The subject matter areas of language and 
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computational skills required their own courses rather than being incorporated into other 

courses. The six sessions of the prototype program could have been condensed and 

incorporated into a solid learning to learn and adult learning component. The theory 

portion of the course, which included workplace culture and on-site workplace experience 

was generally adequately covered. Developing instructional expertise in the soft skills area, 

like team building, should be emphasized in a workplace educator course. The ability to 

combine theory with practice and fully understand the needs of the workplace will serve as 

the gateway for the workplace educator to assume a greater organizational development 

role. 

5. Was the Skill Builder instructional plan implemented? 

The course proceeded as designed from the beginning to the conclusion, except for 

the additional creative elements surrounding the field experience. The changes included 

the use of case study presentations and a poster session featuring elements of the field 

experience to share with the class and the employer community. Furthermore, one 

instructor had an emergency and cancelled the class. It was made up at the end of the term 

including an additional session to reinforce learning to learn and whole language concepts. 

6. Were learner and employer goals met in this prototype program? 

The evaluative feedback from course participants indicated learner goals were met, 

and areas requiring greater attention were identified. This program attended to employer 

goals in an indirect manner suggesting the need or demand for the service might be driven 

by its availability, or paraphrased from the movie called Field of Dreams, "if you prepare a 

group of workplace educators the employers will come." As employers recognize the 

training and educational requirement of learning organizations, they may need to prepare 

their own managers or workers to perform the coaching function. 
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The employers who were beneficiaries of the services of the practicum students were 

generally satisfied. However, fitting employer needs into the structure of a college course 

schedule often does not allow the flexibility required for workplace education endeavors. 

Employers can continue to look to the community college as a source of workplace 

educators. An informal 3-month follow-up offers encouraging news that numerous course 

completers are now working in the field of workplace education. Participants in the course 

are now closer to workplace educator opportunities and know how and where to look to 

find work. The revitalization and renewal of many traditional classroom instructors who 

participated in the class was a byproduct of their viewing learning in the context of the 

workplace. 

Through the use of the CIPP model process assessment, the following conclusions 

can be made: 

Students were positively exposed to the field of workplace education and 

converging elements. 

Students required greater contact in the course with representatives from the 

employer community and practicing workplace educators. 

The course provided strong knowledge gains, but a substantial amount of the 

learning in this course must take place in the workplace. 

Individual consultation and student tracking was a deficiency of the course. 

The course must strengthen certification. 

Products: Programmatic, Learner, and Job Performance Objectives 

What were the prototype program objectives and were these objectives achieved? 

Students were exposed in this prototype program to the field of workplace education and 

the converging elements of workplace basic skills, training and development, contextualized 
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instruction, current quality management theory, and workplace learning theory. By and 

large, every element except for workplace learning theory, as presented in the survey of the 

literature, was adequately presented. Students required greater contact with representatives 

from the employer community and practicing workplace educators. Furthermore, students 

needed earlier and more frequent exposure to the worksite during the course. Areas of 

workplace culture and practical tools of needs assessment and task analysis need to be 

observed and performed in the workplace. Finally, the certification component could have 

been stronger and validated or legitimized by members of the employer community. 

1. Were student interviews and formal and informal assessment data examined 

to judge the extent that program design satisfied individual students and employers? 

In the final analysis, students were trained and given an opportunity to perform 

functions required of a workplace educator. Students and employers gave a solid satisfied 

rating to the program with many good suggestions for improvements. 

The goal of this study was to utilize qualitative survey methods to extract the critical 

elements necessary for designing a workplace educator training program. Multiple 

instruments have offered extensive data which have been organized in a manner for the 

reader to explore specific aspects according to the area of design concern. While the data 

in the sample are from one prototype program, the depth of the inquiry provides for a 

heuristic impression that reflects this researcher's best use of qualitative methodologies. 

Any conclusions drawn from the findings of this study may have more utility from the 

perspective of the reader than any notion provided by this researcher. The usefulness of 

the thesis may be the exploration of the process as well as a knowledge product about the 

design of a workplace educator training program. 

2. What evidence is available that indicates the extent of learner gains in job-

related performance? 
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Students reported increased knowledge gains connected to the practice of workplace 

education. The strongest gains were tabulated in the theory and field experience portion 

of the course. Most respondents to the various questionnaires, when asked about the 

transfer of knowledge to their job, stated that they were not workplace practitioners and 

currently the course did not impact their work. The theoretical issues and soft skills 

covered by the course have more generalizable value for any individual in the workplace. 

However, further studies are required to gain more hard evidence about improving job-

related performance. 

3. Was informal assessment data collected on the self-report of competencies 

mastered? 

The journals provided a weekly opportunity for students to reflect upon their 

experiences. The field experience description and case studies provided a reporting 

mechanism on the goals or competencies to be attained and their respective outcomes. The 

weekly class evaluation instrument gave opportunities for feedback. In addition, at the 

beginning or end of class, time was provided for questions and concerns. A greater effort 

could have been taken for individual meetings with coordination staff. Consultation and 

tracking of students at the personal level perhaps was a deficiency of the course. 

Through the use of the CIPP model product assessment, the following conclusive 

observations can be made: 

The simulations and contextualized learning should have been better organized as 

classroom activities. 

The course provided excellent materials reading, tools, handouts but could 

have been better incorporated in instruction. 
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The course failed to adequately consider level of participant expertise, and 

individual differences in goals and learning styles were not adequately addressed in the 

design. 

Students requested greater practice in program and learner needs assessment 

activities, instructional design, and content areas, and more instruction on soft skills and 

organizational development. 

Learner goals were met and areas requiring greater attention were identified. 

The CIPP model provides general decision-making information. The study sought 

to determine the critical elements and their identification serves as the last point of 

conclusion. The CIPP model was a useful tool in investigating the design of a prototype 

program since the utility of the conclusions will essentially serve decision-makers in the 

future. 

THE DESIGN OF A WORKPLACE EDUCATOR
 
TRAINING PROGRAM
 

The following critical elements for designing a workplace educator trainingprogram 

have been identified based upon the literature review, student evaluations of the prototype 

program, and the evaluative feedback from the employer community. This researcher has 

also participated in program development committees for the State of Oregon Office of 

Community College Services and Portland State University School of Education discussing 

the development of workplace educator training. The conspicuous absence of basic skills 

content areas defers to the difficulty in developing workplace educators competence in an 

area where there should be prerequisite knowledge. 

Based upon this research, a workplace educator training program must be designed 

around understanding the following 11 critical elements: (a) education in the workplace; 
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(b) characteristics of workplace educators; (c) workplace culture and organizational 

practices; (d) business/education relationships; (e) educational environment; (f) needs 

assessment/evaluation and assessment; (g) program design; (h) facilitating learning; (i) 

communication skills for the workplace educator; (j) culture, class, and gender awareness 

in the workplace; and (k) instructional technology. 

Education in the Workplace 

The workplace educator must have a recognition of current and emerging work skill 

needs. The learning needs of workers must be understood. In addition, the instructor must 

understand how to perform organizational audits for workplace education. A workplace 

educator must have an operating definition of workplace education (context of business, 

environment, characteristics of workers, terminology). A firm description of the field of 

workplace education (networks and resources) is required, including an awareness of the 

difference between school-based educational programs and work-based programs. It is 

important to understand the workplace educator's role to incorporate/reinforce values 

through training. At a personal or professional level, it is valuable to initiate a self-

assessment process and develop a relevant portfolio as a workplace educator. 

The most important finding in this study is the need for workplace educators to fully 

understand the workplace. No workplace educator training program should be designed 

without addressing this issue. The most significant conclusion of this study relates to 

frequent and early exposure to the workplace during training. The consensus of all 

participants was that more work-based activities needed to be included in the prototype 

program. Frequent on-site activities to apply learning, offering entire training within the 

workplace, and incorporating the field experience earlier in the course are ways to improve 

understanding of education in the workplace. 
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Characteristics of Workplace Educators 

A primary characteristic of a workplace educator is flexibility and an ability to deal 

with ambiguity. The workplace educator must be a self-starter and able to cope with 

isolation. The workplace educator may feel like he/she does not understand or belong to 

a specific work environment. The workplace educator must also learn how to deal with 

multiple customers with different agendas. Ability to work with a variety of people 

(students, supervisors, labor, managers) is a great asset. The workplace educator must also 

know how to deal with conflict. 

A secondary characteristic of a workplace educator is the ability to develop a budget. 

Workplace education operates in a multifaceted economic climate and that must be 

understood. The workplace educator must have the ability to negotiate educational support 

for the training. The workplace educator must also possess personal business sense and 

skills (ability to market, look for unmet needs, sell current service, promote self as an 

educational expert, and promote educational institution and partnership agencies when 

appropriate). In addition, the workplace educator needs to be comfortable receiving money 

for services rendered and understand that workplace education may have an impact on the 

bottom line of employer profit. 

Educational Environment 

The workplace educator must be aware of the role of authority in the workplace 

classroom (workers vs. managers). Workplace education occurs within an organizational 

environment, and teaching occurs within the environment of the company. The workplace 

educator must be aware of the workplace environment. A given course may not fit within 

traditional time frames. Education may occur within the context of labor contract issues. 

The workplace educator must have the ability to negotiate educational support (making 
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time available, providing materials) in the business environment. The workplace educator 

must understand the dynamics of a relationship with personnel offices. Educational 

information is education and not management. 

The workplace educator's role requires becoming partner or facilitator in the 

workplace classroom or in an organization. The ability to utilize student expertise is the 

cornerstone of the workplace instructional approach. The workplace educator must operate 

from a human development model, incorporating principles of worker-centered learning, 

thereby transitioning the students from passive to active learners. 

Business/Education Relationships 

The instructor must understand the various aspects of building consortium and 

developing partnerships for workplace education. The workplace educator must recognize 

the value of communication and information sharing between business and education. The 

workplace educator must understand the philosophical differences between training and 

education. In developing business/education partnerships, the workplace educator must 

recognize that management may have a different agenda than the worker. The workplace 

educator must know how to seek clarification of identities, resources, and responsibilities. 

The instructor must understand the financial resource requirements of workplace education 

including return on investment. 

In addition, the instructor must be aware of the current organizational funding 

configurations (community colleges, grants, independent industry associations, union 

training trusts, and collective bargaining agreements) behind workplace education. It is vital 

that the workplace educator be aware of the educational perspective on workplace learning 

including the meaning of contract-training utilized by many community colleges. 
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Workplace Culture and Organizational Practices 

It is important for the workplace educator to understand the meaning of culture in 

the workplace and awareness of organizational politics. Furthermore, it is essential to 

develop a recognition that workers are a community of learners. Learners know one 

another before they enter class and work together after class ends. The workplace educator 

must recognize the implications of operating in a learning and working group. 

The redefinition of the role of the worker in the workplace and advent of the team 

environment is central to the understanding of the workplace educator. Employees are 

taking on more responsibility resulting in the shift of decision-making and the location of 

power in the organization. The instructor functions in this climate and must consider the 

voice of worker organizations, whether union or nonunion, as a workplace dynamic offering 

the greatest attention to learning and quality in the organization. Workplace educators 

must also recognize the latest management trends: learning organizations, self-directed 

work teams, quality movement, and high performance work organizations. Workplace 

education must coexist in a business environment with its own unique calendar, production 

systems, and worker time or shift arrangements. 

Needs Assessment/Evaluation and Assessment 

The workplace educator must be comfortable making an initial contact, establishing 

a relationship, and initiating activities with the employer. Building rapport with worker 

groups for ongoing input is also essential. In performing an organizational needs 

assessment, the workplace educator must understand who he or she is talking to 

(supervisors, personnel, managers). It is important to understand who is driving the 

workplace education agenda. 
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In addition, it is critical to ascertain the level of commitment and resources available 

for these efforts. Furthermore, the workplace educator must have a clear idea of the 

worker's role and responsibilities and have a grasp of the logistics involved. Time 

management and organization planning skills must be developed as well as implementing 

a system of ongoing feedback. It is important for the workplace educator to know how to 

identify people in the company that may assist and support requirements (e.g., childcare, 

transportation, shifts, pay vs. non-pay, on or off the clock, worker involvement in planning). 

The workplace educator must not only have the skills to perform the task analysis 

of needed services but must have the ability to help determine desired outcomes. Assessing 

the needs of learners is an ongoing process and the instructor must recognize the difference 

between workplace education assessment vs. traditional/standard educational assessment 

(depends on the goals). The workplace educator must perform customized or personalized 

assessments of individual learners. The instructor should have the ability to organize 

worker groups involved in data gathering through surveys and focus groups. The workplace 

educator must know how to assess the appropriateness of training aimed at solving a 

specific problem. The instructor must be familiar with evaluation methods and provide 

follow-up services for the organization in order to monitoring transfer of learning to the 

workplace. 

Communication Skills for the Workplace Educator 

It is vital that the workplace educator develop a communication style adaptable to 

work and the workplace organization. Systems theory approach to communication offers 

the greatest parallel to systemic thinking in organization or the new science. It enables the 

workplace educator to understand communication in the work environment. 
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At a more pragmatic level, the workplace educator must understand how to listen 

to people. In doing so, he or she can match communication styles with the learner. The 

workplace educator must be empathetic, understand how to create relationships, and 

understand the impact on communication in the classroom. With the diversity of the work 

force, the workplace educator must be keenly aware of elements of intercultural 

communication. 

The workplace educator serves multiple bosses or customers. This places constraints 

on the communication climate. Clearly, the workplace educator is a source of 

empowerment for the learners, which is reflected in his or her communication style. The 

workplace educator must display excellent public speaking skills and be comfortable 

addressing groups. The workplace educator must recognize the impact of modeling good 

communication behavior. 

Sensitivity to the communication dynamic in the classroom between the instructor 

and the students is vital for any workplace educator. The workplace educator must be 

comfortable assessing the communication climate in the organization which includes written 

communication and the use of technology for communication. Whenever possible, the 

instructor should incorporate familiar workplace communication elements in the classroom. 

Culture, Class, and Gender Awareness in the Workplace 

The workplace educator requires general understanding of the concepts of culture 

from an anthropological framework (i.e., company culture, ethnic culture). The instructor 

must understand the cultural context for workplace education. A grasp of intercultural 

communication is vital. The workplace educator must show respect for diverse learners by 

finding ways of validating learners and their experiences. 
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Intercultural awareness and the impact of training on learning styles must be 

understood, including a recognition of inter-generational issues (differences due to age). 

Older workers seem to be typical targets for workplace education due to changing 

technology. The workplace educator may be well-served to understand the past and present 

class and gender issues on the job. The workplace educator must recognize many different 

roles in the classroom, demonstrating that cultural similarities lead to acceptance of 

different cultures. 

An awareness of special needs in general and workplace laws as it relates to learning 

is essential. The workplace educator must be current on learning disabilities and the impact 

of the Americans with Disabilities Act. Furthermore, as a social practice, it is important 

to build recognition of diversity around learning activities. 

Facilitating Learning 

A comprehensive knowledge of the adult learner is required of the workplace 

educator beginning with adult learning theory and an overview of adult basic education. 

The workplace educator must develop a profile of the worker as learner with a clear grasp 

of the motivational aspects. The workplace educator must be exposed to learning case 

studies in the content areas (ESL, math, language), understanding learning centered models 

in workplace education. The workplace educator should also know how to use simulations 

and problem-based learning approaches. Foremost, any workplace educator training 

program must recognize and incorporate the needs of the adult learner in the design of 

training. 

The instructor comes to understand workplace education strategies by gaining 

familiarity with workplace educator typology, styles, traits, and best practices. This involves 

understanding and modeling effective workplace educator behavior. The workplace 
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educator knows how to create a sense of community, develop expertise in group process, 

and facilitate collaborative learning. Through the use of simulations and practical 

application, the workplace educator develops skills in problem-based learning, developing 

the skills to incorporate workplace examples, situations, and applications into learning 

activities. 

Instructional design for workplace education is a critical element in facilitating 

learning. It starts with developing course objectives with coherence. In addition, the design 

requires the integration of content areas with workplace situations (experience, previous 

learning, and applications) as well as the incorporation of learning strategies in the content 

areas (literacy, math, communication skills, problem solving, and thinking skills). The 

design must consider transfer of learning to the workplace. 

Program Design 

The workplace educator must know how to design a program. The workplace 

educator must identify the educational level of the participants. A prerequisite for entering 

a workplace educator program should be some type of assessment of subject-matter 

knowledge. 

The analysis of needs assessment data provides the basis for the proposal that is 

typically required by the employer community from outside vendors, and often for internal 

projects as well. In it the key assumptions must be surfaced. The incentives for the training 

must be clearly lodged in the mind of the workplace educator. 

The workplace educator must develop a fiscal budget, for it serves as the skeletal 

structure for the program. In addition, the logistics of the program must be displayed (on 

or off shift) and offers clear steps to implementation including evaluation activities. It helps 
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if the workplace educator understands the mechanics of writing a proposal in plain English. 

The marketing aspects regarding closure on a sale must be considered. 

Instructional Technology 

The workplace educator must be able to develop course materials using the wide 

range of instructional technology. The breadth of expertise covers how to make and use 

effective slides, story boarding, learning games, overheads, and how to utilize technology 

(Powerpoint and LCD projection systems). The workplace educator must have an 

awareness of the plethora of basic skills curricular materials on the market. The workplace 

educator must understand computer-aided instruction and the limitation that it cannot stand 

alone. 

The workplace educator must have the ability to perform an assessment of learning 

technology within the workplace and critically review new learning technology for the 

workplace. The workplace educator should assist a company in developing a plan for the 

use of learning technology that can be used on the production line. 

The workplace educator must have a philosophical foundation for use of learning 

technology. In addition, the workplace educator should directly experience some of the 

technology, including the development of a resource list where the technology is available. 

Lastly, the workplace educator should become familiar with distance learning (telecourses, 

Internet, electronic bulletin boards, and interactive computer mentors). 

RECOMMENDATIONS FOR FURTHER INQUIRY
 
AND FUTURE ACTION
 

It is absolutely imperative in designing a workplace educator training program to 

understand the critical elements involved in workplace education. No element is more 

important than helping individuals understand the environment of the workplace. The 
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United States Department of Education, Office of Vocational and Adult Education (1992b) 

identified best practices which suggest the hiring of teachers with flexibility and experience 

in teaching adults. Furthermore, it advocates linking the future of workplace education to 

the American economy's shift from traditional production organizations to high 

performance organizations. Workplace educators must then become central to the shifting 

landscape. The identification of critical elements involved in training workplace educators 

must recognize the properties of both educator and the workplace which then must be 

incorporated into the design of a train-the-trainer program. 

Before embarking on the march to develop work force educators, some questions 

must be raised and revisited. There are areas of concern in analyzing the efficacy of 

workplace education. Like anything with high visibility, could this whole phenomenon be 

a fad? Will the structure of organizations truly transform to high performance? Is this 

country moving toward a low unemployment, low wage economy? Does clear market 

demand exist for workplace education instructors? Are part-time teaching opportunities 

enough to sustain the field? Does a day of training in developing problem-solving skills in 

front line workers have the equal value as the same course for executives? Will it ever? 

Are there enough large businesses available to employ full-time workplace educators? In 

addition, the energy and resources required to keep abreast in the field of workplace 

education is expensive unless it occurs on the job. Can enough instructors be practicing in 

the workplace to give integrity to the field or will this always be a marginal enterprise? It 

is well beyond the scope of this investigative study to answer these questions, but some 

observations can be made. 

Moving toward becoming a high performance work organization is a problem for 

small and medium size businesses which employ mostly entry-level workers who tend to be 

the least skilled and the least proficient in literacy. Even though they have the greatest 
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need, small and medium size businesses are the least able to provide on-site educational 

services and release workers for instruction. While the contextualized teaching/learning 

approach has been demonstrated as the most effective approach for adults, the problem is 

how to develop consistent teaching methods and materials that combine subject matter 

concept with the context of application. 

Job content is changing rapidly, "narrow, specific skills are less important and 

broader, more generic skills are more important . . . the ability to think about what one is 

doing and its consequences for the work goal have become more similar across job levels" 

(United States Department of Labor, 1992b, p. 2). If the restructured workplace requires 

new thinking skills as identified by the SCANS reports, then it seems reasonable that 

programs include more than the content of thinking skills in the curriculum (e.g., problem-

solving activities). In customizing basic skills curricula for the workplace, then, programs 

need to adjust not only the content of the curriculum, but also the process by which it is 

developed and delivered. Or, in the words of Pat Cross (1981), "If an educator wants to 

know how to help a learner learn, he or she needs to know how teachers should behave in 

order to facilitate learning" (p. 227). 

Shultz (1993) stated that new forms of work organization suggest new ways of 

viewing learning and assessment as active-constructive processes rather than passive-

receptive processes which involve the mastery of lists of skills. Flattened hierarchies in 

these reorganized companies will require that workers perform a wider variety of tasks and 

have greater responsibility for their work (Shultz, 1993). New methods are needed for 

understanding the complex and changing processes involved in accomplishing work. We 

cannot know with certainty the knowledge required to do the work of the future, but we can 

examine closely specific work practices over-time in order to develop conclusions. 
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Shultz (1993) called for the reorganization of work and workplaces as well as for 

new conceptions of teaching and learning as active constructive processes. As work changes 

and workplaces are reorganized, it seems likely that new literacies will be required of 

workers, although we do not know yet for sure what these literacies will be. If programs 

claim to be designed to teach workers the new practices that will be required as work is 

transformed, both the content and the way in which teaching occurs must necessarily reflect 

the new workplace (Shultz, 1993). 

What should workplace educators do? Rhinesmith (1994) suggested the roles for 

the training profession are changing. New roles include (a) decentralization; (b) the shift 

of training delivery from professional trainers to non-trainers such as managers, team 

leaders, and technical workers; (c) the outsourcing of training to professional organizations; 

(d) the shift from training to learning and the integration of learning into work itself; and 

(e) the development of learning teams and organizations (Rhinesmith, 1994). The 

importance of the wider concept of developing the learning organization has relatively 

recently come to the fore as an important factor at all levels of training efforts. 

It is suggested that (a) a systematic examination of the ongoing staff and 

professional development activities of the grant recipients of the U.S. Department of 

Education National Workplace Literacy Program may be of value, (b) an inventory of 

workplace educator training resources should be developed for dissemination, and (c) the 

establishment of an institute for workplace education or an active training program for 

workplace educators which is currently being developed at Portland State University should 

continue to be supported. 

To draw further distinctions, additional comparative and empirical study is suggested 

examining the differences between school-based instructors and workplace educators. 
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Particular emphasis must be given to refining or validating the critical workplace educator 

elements identified in this study. 

Specific research on facilitating learning theory in the workplace and the 

development of those facilitative skills with particular work with transformative learning 

would be useful. In addition, an area ripe for examination is the preparation of workplace 

educators for roles as organizational development and process consultants in an 

organization. 

At the heart of the prototype Skill Builder workplace educator training process was 

the unifying concept of practice, reflection, and action. In a supportive environment, 

workplace educators were confronted with their individual and collective attitudes, feelings, 

and behavioral responses. They analyzed, defined, and refined dimensions of workplace 

education from a new perspective. The Skill Builder program attained a level of 

transformative learning reconfirming that it is the process not the product with which 

learners are left. One participant captured the essence of the program by stating "the only 

strategy I have is raising the learner's self-awareness of their skills and of new skills and 

ways of working to cause change. I believe that if they can get a glimpse of a new way of 

working and thinking, and experience it, without imposing it on them, they will see that 

change is good and they will need and want to improve." The design of a workplace 

educator training program must incorporate several critical elements, but the most critical 

part of the process is an educator who can facilitate learning in the workplace. 
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SKILL BUILDERS COURSE OUTLINE 

SECTION I: SPRING TERM 
MARCH 28 - JUNE 6, 1994 

03/28/94 Session 1 

Introduction to workplace literacy 
Definitions 
Functional context approach 
History of workplace education 
Basic skills in a changing business environment 

04/04/94 Session 2 

Skills today's workers need 
American Society for Training and Development's workplace basics 
Northwest basics 
Total Quality Management/ISO 9000 
High performance work organization 

04/11/94 Session 3 

Company culture 
Systems and understanding technology 

04/18/94 Session 4 

ADDIE (Assessment, Development, Design, Instruction, and Evaluation Model) 
Front end needs assessment 
Curriculum and instructional design 

04/25/94 Session 5 

Curriculum development 
Instructional development 
Instructional technology 

05/02/94 Session 6 

Curriculum development (continued) 
Instructional development 
Instructional technology 

05/09/94 Session 7 

Conducting iiteracy task analyses 
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05/16/94 Session 8 

Worker testing and assessment 
Individualized education plans 

05/23/94 Session 9 

Adult learning 
Adapting for different learning styles 
Diversity 

06/06/94 Session 10 

Worker-centered learning 
Review, reports, reflections 

Evaluation activities for the spring term included the preparation of a portfolio involving four 
elements: (a) paper (3-5 pages) critiquing an assigned reading to be distributed to all participants; 
(b) an ongoing journal of reaction statements on each session's content and its application; (c) a 
needs analysis conducted at a company that includes interviews with supervisors and targeted 
workers; and (d) draft of company description and methods used for needs analysis, results of the 
needs analysis. 

SECTION II 
SUMMER TERM: JUNE 13 - AUGUST 29, 1994 

06/13/94 Session 11 

Whole language 

06/20/94 Session 12 

Whole language (continued) 

06/27/94 Session 13 

Whole language (continued) 

07/11/94 Session 14 

Computation 

07/18/94 Session 15 

Computation (continued) 

07/25/94 Session 16 

Computation (continued) 
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08/01/94 Session 17 

English as a second language 
Language barriers 

08/08/94 Session 18 

English as a second language (continued) 
Language barriers 

08/15/94 
08/22/94 
08/29/94 

Sessions 19, 20, 21 

Thinking skills 
Problem-solving 
Oral communication skills 
Speaking/listening 
Group effectiveness 
Interpersonal communication 
Influence 
Organizational leadership 

Evaluation activities for the summer term requirements were built around the preparation of a 
portfolio to include: (a) paper (3-5 pages) critiquing an assigned reading to be distributed to other 
participants; (b) an ongoing journal of reaction statements on each session's content and its 
application; and (c) 6-week curriculum plan. 

SECTION III 
FALL TERM: SEPTEMBER 12 - DECEMBER 14, 1994 

The fall term focused on a methods/practicum experience involving six classroom meetings 
interspersed with practicum activities. 

09/12/94 Sessions 22, 23, 24, 25 
to 
12/14/94 Strategic teaching 

Pedagogy/andragogy 
Meta-cognitive strategies 
Case strategies 
Personal management 

Evaluation activities for the fall term included the preparation of a portfolio to include: (a) paper 
(3-5 pages) critiquing an assigned reading to be distributed to all participants; (b) an ongoing 
journal/reaction paper of each session's content and how the participant can apply the knowledge 
and skills gained; (c) a marketing plan; and (d) an oral report of the field experience. 
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Workplace Basic Skills Instructor Training Name 

I Have you ever taught basic skills before? Where? 

2. Have you taught basic skills in the workplace? Yes No 

If YES, please check the three, most challenging aspects 

Working with management
 
Assessing the real worker's needs
 
Designing the training in a systematic way
 
Evaluating the training
 
Understanding the complexities of adult learners
 
Setting up experiential activities for the learners
 
Motivating the learners
 
Performing a task analysis
 

3. Please tell us about your education and experience in these areas 
(Check one answer for each question) 

My education & Lrperienee fa 
None Some Much 

Assessing needs of the learner 
Writing surveys 
Conducting focus groups 
Using observation to collect data 
Evaluating trainings or programs 
Adult learning styles 
Learning theory 
Functional context 
Designing trainings or instruction 
Performing a task analysis 

4. What motivated you to take this class? 

5. In the field of work-based training, which areas interest you most? 

6. What is your educational background? 

7. Are you interested in doing a field experience?__ Will you need help 
developing an internship ?_Can you do it within the organization with which you 

are affiliated?_ 
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PORTLAND COMMUNITY COLLEGE
 

COMMUNITY EDUCATION
 

STUDENT SURVEY (IN-CLASS)
 

INSTRUCTOR:

CLASS:
 

TERM:
 0
 

1 2 3 4 5
Overall, how would you rate your satisfaction with the class?
 

1 2 3 4 5
 

1.
 

2.	 How would you rate your satisfaction with the instructor?
 

1 2 3 4 5

Did the content of the class meet your needs?


3.
 

4.	 How would you rate the instructor in the following areas?
 

Knowledgable?
 1 2 3 4 5
 

1 2 3 4 5
Organized?
 

1 2 3 4 5
Enthusiastic?
 

1 2 3 4 5
Approachable?
 

1 2 3 4 5 

1 2 3 4 5 

Stimulating?
 

Prompt?
 

Yes No
Would you recommend this course to others?
 5.
 

Yes No
 
6. Would you recommend this instructor to others?
 

IF NO to 5 or 6, WHY NOT?
 

that you would like to add about the course?
 
Are there any suggestions or comments
 
(instruction, content, facility, materials, etc.)
 

7.
 

THANK YOU FOR YOUR TIME ANO YOUR FEEDBACK!
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MOUE au m m
11,1:i .^:%". 'Zt=adnTe0.0.AtlatX:brrtitt0kAn=rmgggszta.B.

4111111111 PLEASE FOLLOW THESE DIRECTIONS WIEN MARKING TOUR ANSWERS
 

- Use only a No. 2 black pencil
 

C - Do NOT use Ink or ballpoint pens

0
 Cdpletely fill the bubble. with heavy black marks
 

. 111
 

Completely and cleanly any answer you wish to change
 
- Comments should not be made over any bubbles
 

EXAMPLES: Y Wrong ,Pf/t.,g Wrong OM Right
01111
 
CONTINUING EDUCATION/SCHOOL OF EDUCATION
 

Course Evaluation
 

Continuing Education/School of Education Is interested in continually improving
 
the quality of its courses and instruction. To assist us In this effort and to
 
plan for future offerings, please complete and return this form.
 

Term Year Instructor
 

Course Title:
 

Indicate your evaluation of this course by filling in the appropriste bubbles. For each pair of adjectives,
 
mark the letter which most accurately reflects your evaluation of the component you are judOing.The Course
 
Reference Number must be marked in the box in the upper left corner, If It Is not pre-marked.
 

COURSE PRESENTER
 
mm L C
A: Clear
 C'D 0 0 E: Confusing
 

2. A: Effective k
. ,
 
: C D b Cl ts Ineffective 

FORMAT/ACTIVITIES
 

.
3. A: Stimulating
 : : C L.3 0 0 Es Boring
mm
 4. " A: Valuable t b
 0 Es liorthlesa
 

ATMOSPHERE/MORALE
 
5. A: Productive C3 C 0 O E: Nonproductive
 
6: 

1

Relixed 1 C O b C5 Es 

COURSE CONTENT
 
NO F. A: Comprehensive D CD O E: Superficial
 
met H.
 A: InnovatiVe I
 L b E: "Old-hat"
 

MATERIALS/HANDOUTS
 

m g. As Informative B CI C O D O E: Uninformative
 
10. A: Relevant I 22 C b O E Irrelevant
 

OVERALL COURSE QUALITY
 
mi
 11. , A: Superior :JD C
1 O E:Inferior
 

12: : A: Predictive C R O C C b O E : NonprodUeilVa 
For each of the following, mark the letter which most accurately reflects the degree to which the
 
statement Is true for you.
 

A Strongly Agree Agree C : Neutral D - Disagree E - Strongly Disagree
 

KNOWLEDGE OUTCOMES
 
13. I was Intellectually stliulated. CL: A 28 RIPC CO CE 

am 14. I got some new ideas..1='. zs, A B Ci e c: b Ci Em4 15. ieCuilUlited concrete hots.. 0 A no ne O b Ci 

PRACTICAL-PROFESSIONAL OUTGOES 
so 16. I solved a problem related to my job. OA OC 00 O E 

I?. l Increased my competence for ely present Joh. OA Ci N CS b Cl E 
las IS. I fit together theory and practice. En A na b t 

10. What do you Intend to do as result of attending this course? Mark all that apply.
 

mmi Attend other offerings on this topic. 0 A
 
1001 Reed i boOk or journal dealing With this topic. 0 II 

Attend another offering liven by the some Instructor. cnc 
Apply seas Of whit I learned today to my professional resgansIbIlltles. n 
Other
 E
 

20. How did you learn of this course? LJ Continuing Ed/School of Ed (CE/ED) Catalog
 
mei
 CE /ED flier/brochure
 
um O Extended Studies Catalog
 

0 Other brochure PLEASE CONTINUE ON REVERSE SIDE
 

AC/Copyright 1993,Portland State University
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Field Experience Questionnaire 

The practicum or field experience part of the Workplace Basics Skills Instructor 
training program is scheduled for fall term. The field experience was initially 
visualized as a workplace based assessment or instructional activity. The intent of 
the field experience was to enable us to certify you as "complete" or having had a 
workplace based experience to compliment what you have learned in class. Many of 
you have had workplace teaching experience in the past and the field experience 
may be redundant. We are scheduled to meet 4 times in class during fall quarter to 
'process' the field experience. The purpose of this questionnaire is to get your input 
on how to best make use of the field experience time. Please complete and return it 
by the June 20 class. Thank you for your cooperation. 

Are you interested in doing a field experience? YES NO 

Will you need help developing an internship?. YES NO 

Can you do it within the organization with which you affiliate? YES NO 

Does your work schedule make it impossible to do an internship? YES NO 

Would an alternative activity be useful to you (e.g.. ESL instructors meeting to 
develop practice, participating in a mentoring relationship)? YES NO If so, what 
would it be? 

For your field experience, do you need or are you looking for an opportunity to 
develop workplace experience? YES NO 

Do you want the field experience to provide an opportunity to apply what you have 
learned in the class? YES NO Specifically what? 

Do you want a field experience to develop your practice as a workplace educator? 
YES NO 

Would you be interested in using the field experience to develop any professional 
goals as a workplace educator? YES NO What would they be? 

Could we use the classroom time during the field experience for you or a group to 
teach a basic skills module you designed to our class or some variation on a theme? 
YES NO.. 
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Questionnaire 
In order to evaluate the Workplace Basic Skills Instructor Training program in which 

you participated, please take a few minutes to answer the following questions. Please return the 
questionnaires in the enclosed, stamped, self-addressed envelope as soon as possible. Your re
sponses will be included in an evaluation report to be prepared by the end of October. 

1. Why did you withdraw? 

2. Approximately, how many sessions did you attend? 

3. Although you may have rated each individual instructor, please give your evalu
ation of the effectiveness of all the instructors using the following parameters: 

1= Excellent, 3= Good, 5= Poor. 
Excellent Good Poor 

Knowledge of subject 1 2 3 4 5 

Organization and preparation 1 2 3 4 5 
Style and delivery 1 2 3 4 5 

Responsiveness to participants 1 2 3 4 5 

Creating appropriate learning climate 1 2 3 4 5 
Quality of handout materials 1 2 3 4 5 

4. Rate the following list of barriers to describe the influence that each has on participa
tion in the Workplace Basics Skills Instuctor Training Program. Circle the appropriate 
number. 

1= No influence, 3 = Moderate influence, 5 = Extensive influence. 
None Moderate Extensive 

Lack of childcare 1 2 3 4 5 
No extra time 2 3 4 5 
Responsibilities at home 1 2 3 4 5 
Lack of transportation 1 2 3 4 5 
Don't like the underlying philosophy 1 2 3 4 5 
Work conflict/responsibilities on the job 1 2 3 4 5 
Too much course work 1 2 3 4 5 
Lack of continuity flow 1 2 3 4 5 
Tired of classroom learning 1 2 3 4 5 
Didn't know where learning would lead 1 2 3 4 5 
Didn't see course value for job advance- 1 2 3 4 5 
ment 
Exploring interest 1 2 3 4 5 
Didn't get the jist 1 2 3 4 5 

Travel 1 2 3 4 5 

1 
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4. (Continued from the previous page.) 
None Moderate Extensive 

1 2 3 4 5Time of lass 
2 3 4 51Length of total training 

1 2 3 4 5Location 
1 2 3 4 5Content of course 
1 2 3 4 5Learning facilities 
1 2 3 4 5Did not fit my needs 
1 2 3 4 5Lack of supervisory support
 

Class times conflict with work schedule
 2 3 4 5 

Lacked confidence in subject matter 1 2 3 4 5 
1 

1No energy stamina 2 3 4 5 

2 3 4 51Too hard 
3 4 51Too easy 2
 

Not what I wanted it to be
 1 2 3 4 5 

2 3 4 51Difficulty with students 
1 2 3 4 5Difficulty with instructors 
1 2 3 4 5Difficulty with coordinator 

5. State any other barriers that you may have experienced, but are not listed. 

6. What did you expect to learn? 

7. How could it have been improved? 

8(a). What were the strengths? 

8(b). What were the weaknesses? 

9. Would you recommend this program to others? 

10. Would you be interested in attending further Workplace Basic Skills Instructor 

training activities or programs? 
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11. Gender. 
(1) Female
 
11) Male
 

12. Age to your nearest birthday: 
(1) 21-29 
(2) 30-39 
(3) 40-49 
.(4)
 

p) Older than 65
 

13. Please indicate your highest level of education: 
(1) High school 
(2) AA Degree 
(3) Bachelor's Degree 
(4) Master's Degree 
(5) Doctorate 

14. What is your main occupation" 

15. Is this the first Workplace Basic Skills Instructor Training course that you have attended? 
1) Yes 

(2) No 

If no, please name those which you have attended: 

16. How did you know about the Workplace Basic Skills Instructor Training? 
(1) Through friend 
(2) Through advertisement/newsletter 
(3) Through community meetings
 

. (4) Through co-workers
 
(5) Others 

17. Why did you decide to attend this workplace educator course? 

18. What did you learn from this course? 
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1994 Workplace Basic Skills Instructor Training 

Post Training Survey 

Please take a few minutes to think about the entire course and give us your opinion or under
standing by responding to the following questions. You are requested to check or circle one re
sponse for each item, where applicable. The space on the right hand side is available for any 
comments. 

1. To what degree were you satisfied with the following organizational arrangements associated 
with the Workplace Basic Skills Instructor Training program? 

A. Timing in terms of the time of the year:	 Any Comments1Sugeestions? 
1 Highly Satisfied 
2 Satisfied 
3 Undecided 
4 Dissatisfied 
5 Highly Dissatisfied 

B. Timing in terms of the time of the day, day of the week: 
1 Highly Satisfied 
2 Satisfied 
3 Undecided 
4 Dissatisfied 
5 Highly Dissatisfied 

C. Timing in terms of the duration of the training: 
1 Highly Satisfied 
2 Satisfied 
3 Undecided 
4 Dissatisfied 
5 Highly Dissatisfied 

D. Location of the training (Geographic): 
1 Highly Satisfied 
2 Satisfied 
3 Undecided 
4 Dissatisfied 
5 Highly Dissatisfied 

E. Learning Facilities (Buildings, rooms, desks and chairs): 
_ 1 Highly Satisfied 

2 Satisfied _ 3 Undecided
 
4 Dissatisfied
 
5 Highly Dissatisfied
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2. Overall, how valuable was the training?	 Any CommentslSugeestions9 
1 Of Great Value 
2 Of Average Value 
3 Of Below Average Value 
4 Of Little Value 
5 Of No Value At All 

3. Would you be interested in attending further Workplace Basic Skills Instructor Training 
program(s) conducted by the Skill Builders? 

1 Strongly Agree 
2 Agree 
3 Undecided 
4 Disagree 
5 Strongly Disagree 

4. Although you have rated each instructor at the end of his/her presentation, please give your 
evaluation of the effectiveness of all the instructors using the following parameters: 

A. Knowledge of subject:
 
___ 1 Excellent
 
___. 2 Very Good
 
_____ 3 Good
 

4 Fair
 
5 Poor
 

B. Organization and preparation: 
____	 1 Excellent
 

2 Very Good
 
3 Good
 
4 Fair
 
5 Post
 

C. Style and delivery:
 
1 Excellent
 
2 Very Good
 

___ 3 Good
 
4 Fair
 
5 Poor
 

D. Responsiveness to participants:
 
1 Excellent
 
2 Very Good
 
3 Good
 
4 Fair
 
5 Poor
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E. Creating appropriate learning climate: Any Comments! Suggestions? 
1 Excellent
 
2 Very Good
 
3 Good
 
4 Fair
 
5 Poor
 

_ 

F. Quality of handout materials: 
1 Excellent 

_ 2 Very Good
 
3 Good
 
4 Fair
 
5 Poor
 

_ 

5(a). What did you like best about the program? 

5(b). What did you like least about the program? 

6(a). What do you think should be added to the program? 

6(b). What do you think should be dropped from the program? 

7. Please indicate anything you might do differently in your role as a workplace educator as a 
result of what you have learned/gained in this training (please be specific): 

8. How do you rate your potential as a workplace educator? 

Low Potential High Potential Don't Know 
1 2 3 4 5 6 7 8 9 10 

9. To what extent willyou incorporate workplace education knowledgeinto your work? 

Very Little A Great Deal Don't Know 
1 2 3 4 5 6 7 8 9 10 



178 

10. What kind of training would you recommend for a person whois a workplace educator? 

11. Can you list some key ingredients of workplace education? OR How would you recognize 

workplace education if you saw it? 

12. Based on the following competencies, to what extent has your overallknowledge changed 

since your participation in Workplace Basic Skills Instructor Training? Please circle the number 

which best expresses your change in competency for each item. 

No Some Very Much Don't 
Change Improvement Better Know 

1 2 3 4 5 6Definitions of workplace literacy 

Functional Context Approach 1 2 3 4 5 6 

1 2 3 4 5 6Role of Basic Skills in a Changing 
Business Environment 

Skills Today's Workers Need 1 2 3 4 5 6 

1 2 3 4 5 6Familiarity with ASTD - Workplace
 
Basics
 

Familiarity with TQM/ISO 9000 1 2 3 4 5 6 

Familiarity with High Performance 1 2 3 4 5 6
 

Work Organization
 



179 

No Some Very Much Don't 
Change Improvement Better Know 

Understanding the Work Environment 1 2 3 4 5 6 

as a System 

ADDIE Model 1 2 3 4 5 6 

Perform Front End Needs Assessment 1 2 3 4 5 6 

Understand Curriculum and Instruc- 1 2 3 4 5 6 

tional Design for Workplace Education 

Curriculum Development Practice 1 2 3 4 5 6 

Instructional Development Practice 1 2 3 4 5 6 

Utilize Instructional Technology for 1 2 3 4 5 6 

Workplace Education 

Conduct a Literacy Task Analysis 1 2 3 4 5 6 

Test and Assess Workers 1 2 3 4 5 6 

Create Individualized Education Plans 1 2 3 4 5 6 

Principles of Adult Learning 1 2 3 4 5 6 

Adapt for Different Learning Styles 1 2 3 4 5 6 

Accomodate Diversity as a Workplace 1 2 3 4 5 6 

Educator 

Worker-Centered Training 1 2 3 4 5 6 

Principles & Practices Learning to 1 2 3 4 5 6 

Learn 

Instruct Language Aspects in Worker 1 2 3 4 5 6 

Education 

Computational Elements of Workplace 1 2 3 4 5 6 
Basics 
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No Some Very Much Don't 
Change Improvement Better Know 

Understanding Oral Communication as 1 2 3 4 5 6 

a Basic Skill 

Teach Speaking/ Listening 1 2 3 4 5 6 

Teach English as a Second Language 1 2 3 4 5 6 

Understand and Overcome Language 1 2 3 4 5 6 
Barriers in Basic Skills Instruction 
Designing 

Apply Thinking Skills Instruction in 1 2 3 4 5 6 
Workplace 

Apply Problem-Solving Instruction in 1 2 3 4 5 6 
Workplace 

Apply Group Effectiveness Instruction 1 2 3 4 5 6 
in Workplace 

Apply Interpersonal Communication 1 2 3 4 5 6 
Instruction in Workplace 

Apply Organizational Leadership 1 2 3 4 5 6 

Instruction in Workplace 

13. To what degree has your satisfaction in your role as a Workplace Basic Skills Instructor 
changed, since your participation in the classes? 

Much Less No Much More 
Satisfaction Chatige Satisfaction 
1 2 3 4 5 6 7 8 9 

14. At what point do you feel the training(s) should be taken?
 
1 Before holding a workplace education position
 

. 2 When first assigned a workplace education position
 
Several weeks after obtaining a workplace education position
 

4 Several months after obtaining a workplace education position
 
5 Any time when interested
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Please give your reasons. 

15. To what degree were you satisfied that the workplace education training met your needs as a 
teacher or trainer? 

1 Highly Satisfied 
2 Satisfied 
3 Undecided 
4 Dissatisfied 
5 Highly Dissatisfied 

16. What do you remember most about the training(s)? 

17. Can you describe any changes in you, your work, your teaching, or your relationships with 
others that were caused in some substantial part by attending the Workplace Basic Skills Instruc
tor Training program? 
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18. How frequently do you make use of some of the specific techniques or materials provided 
during the training program? 

1 All the time 
2 Often 
3 Sometimes 
4 Rarely 
5 Never 
6 Don't Know 

Please explain: 

19. Among the concepts presented at Workplace Basic Skills Instructor Training, which ones do 

you still have difficulty in applying? 

Please explain. 
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20.(a) On the following scale, please rate your workplace basic education abilities before attend
ing the Workplace Basic Skills Instuctor Training program with a 'B' and your abilities now with 
an N. 

HIGH 

9 
8 

7 
6 

5 
4 

3 
2 

1 
0 

20.(b) How much of the increase in your teaching effectiveness would you attribute to the train
ing? 

1 2 3 4 5 6 7 8 9 

10% 20% 30% 40% 50% 60% 70% 80% 90% 
or Less or More 

21. What follow-up activities or subject matter (if any) would help after participating in the 
Workplace Basic Skills Instructor Training? 

22. Please make any comments about the Workplace Basic Skills Instructor Training (i.e. the 
content, the facilitators/instructors and the materials used, etc.) which would help us to make 
future programs more valuable. 
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23. Gender 
(1) Female
 

Male
 

24. Age to your nearest birthday: 
(1) 21-29 
(2) 30-39 
(3) 40-49 
(4) 50-65 
(5) Older than 65 

25. Please indicate your highest level of education: 
(1) High school 
(2) AA Degree 
(3) Bachelor's Degree 
(4) Master's Degree 
(5) Doctorate 

26. What is your main occupation? 

27. Is this the first Workplace Basic Skills Instructor Training course that you have attended? 
(1) Yes
 

No
 

If no, please name those which you have attended 

28. How did you find out about the Workplace Basic Skills Instructor Training? 
Through friend 

(2) Through advertisement/newsletter
 
Through community meetings
 

(4) Through co-workers 
(5) Others 

29. Why did you decide to attend this workplace educator course? 

30. What did you learn from this course? 




