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ABSTRACT 

The purpose of this study was to incorporate good prxtice facilitation skills in an 

ndult cducation context to explore the links among the facilitator, the leamer. and the 

environment. and to achieve transfer of learning. A review of the literature revealed that 

most strategics used to encourage transfer of leaming were based on experiences in 

h m n l  adult education classrooms. In this study, transfer of leaming stntegies were 

adaptcd to a short-term educational intervention. and then evaluated using appropriate 

rnerhods of data collection: pre-session questionnaire, post-session questionnaire, and a 3 

-month follow-up interview. The recommendations tiom the srudy çonsist of a set of 

conditions and srraregies for adult educators to cnhance transfer of lraming when 

devclop~ng short-tem educational interventions like in-seneice sessions. 
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CHAPTER 1 

INTRODUCTION 

The Cnnadian rconomy of the early 2 1 '' century continues to put competing 

priori tics on how money is spent in both the private and public sector. Consrquentl y, 

emplo vers are becominç more selectivc about the type and frequency of training they \vil I 

sponsor for thcir staff. Employers are seeking accountability riom adult cducators pnor to 

thrir intementions. reqursting examples of how leaming objectives will address tvork 

place rasks. and how productivity will be increased as a consrquence of teachin;. 

Employcrs arc also asking for greater and greater levels of cost effectiveness. For 

contractcd adult educators, these issues lead to the re-examination of merisurement and 

ciccountahility in thc leamin; environment. Evaluation and drlivery methods need to 

incluilc ways o t'esainining and intluencing variables such 3s the nrcds of rmployers. 

In rlie nddt eciucation litcrature. one aspect of this accountability is refsrrrd to as 

iranskr of  trriininc. trnnsfer of lcarninq. or application of learninq Various stntrgies arc 

recomincndcd by Brooktield ( 1956. 1957. 1999). Caffarcila ( 1994). Farquharson ( 1995). 

Fox ( 1094). Zcmke and Gunklcr (1985). and Wlodkowski ( 1  999) to increase transfer of 

Icaming knowledçc and skills learned within the formal educational setting to the work 

placc. This thcsis describes and applies somr of thrse strategics as delivcrcd via in- 

scniçc scssions in health-çarc facilitics. Thc goal of my study was to contim that 

transfcr of lcaming strategies and the use of good instmctional mcthods takcn h m  

formal cduçorional settings can be successfully applied t« shon-tenn tcaching episodes. 

such as in-senicc sessions . in order to trmsfer the use of soti skills to the work placc. In 



addition. the thesis was conducted to examine some of the limitations. strengths. and 

possibilities for applying these stntegies in similar pncticc settings. 

Background to the Problern 

\Vork place education is intended to improve employees' abilities to perform thrir 

duties in the work place. Some of these duties are defined as skills that c m  be 

dernonstrated and tauçht. Having worked as a pmfessional in both the pnvate and public 

sector for 20 pcars. 1 have observed that there is a lack of connection between leaming 

and t hc work place environment. Campbell and Cheek ( 1  989) cal1 this "encapsulation" 

(p. 5 2 )  the hilure of the leamer to implernent. in the work place, what was leamed in an 

sduçntionai session. The issue of the lack of transfer of leaming has seemed to me to be 

one of thc most ccntral issues for hcalth-cm educators roday. 

.-1s n tàçilitator who implements adult cducation interventions in the work place, I 

rccogizc ciicripsulation. or thc inability to transfer new leaming to thc work placc. as an 

issiic. I dso rcnlizc thnt. 3s a Icamcr. I have cspcnenccd encapsulotion in a varicty of my 

own Icliming experiences. Therefore. as a bcilitator in the long-term henlth-carc context. 

I brlirve i t is essential to be aware of. and understand. the processrs and 

intcrrclationsliips of the variables that result in a lack of tnnsfer of Icaming. 

Two other issues involved are controversy regarding whcn and wherr to use 

transfcr of Icaming strateçies, and how to deal with the variables that affect tnnsfer of 

lerirniii~ outsidc of the leaming environment. Caffarella ( 1994) says that wrkshops. 

rctrcats. and lecture srries ore examples of educaiional programs in which adult cducators 

do not nccd to plan for tnnsfer of Icaming. For her. on1 y forma1 cducational prosmm 



!end themselves to the evaluation of concrete results. Catfarella believes that "assisting 

people to rnake changes [in formal settings] is what nansfer of leaming is al1 about" 

(p. 1 OS). Many authors (cg., Brooktield. 1986; Knowles. 1975: Mezirow. 1990; 

Wlodkowki, 1999) believe that chanse is what al1 leaming seeks to achieve. and what al1 

leaminj consists of. and it is not attributed to one concept like transfer of learning. These 

authors do noi identify transfer of leaming as a separate concept; they include the idea as 

part of the leaming and evaluation process. These same authon aiso view variables 

outside the leaming environment, slich as political influence and management priorities. 

3s issues that affect lcaming and therefore need to be considercd in educational planning. 

These authors do not address these extemal variables solely in the context of transfer of 

i caming. Ca fhrel l a  idrnti tirs vanab les outside the classroom as being important because. 

witliout c o c p w o n  h m  al! those involved in the learning proçrss. there 1s "a 

Jocunicntcii decreasc in leaming thnt transfen" (p. 109) io the work world. 

Anothcr component to the backgound of the problcm is incorporation of my 

Icaming g ~ l s .  In the exploration of transfer of leaming and instructional methods. ii \vas 

in y intention to: diallenge my own didactic teaching style. develop an undcrstanding of 

currcnt practiccs and modrls of facilitation, develop a con-ment teaching style that is 

sensitive r« thc Iwrncr as a whole. attempt to experience an attitude shiti towards guiding 

Ieiiming and iiot Ieadiny. and increase my  research skills. 

Probtcm for the Study 

As an adult cducator. in a mid-sized Canadian town. 1 often am contracteci to 

teach specitic content or skills io leamers in an allotted timc. place. and date within a 

Iicaltli-care hsility. Through my contractual ageemcnis. 1 bcgan to realizc that managcrs 



in these facilitirs would confidently express the needs of their employees and indicate 

risks that they were taking as employers or managers in the facility in providing in- 

service sessions. These sane individuals stressed the issues of accountability and 

productivity. Generally. they did not support their ernployees in takinç nsks. nor did they 

sec the need to ask employees what type of problems, leaming. or information they 

needed. As an adul t educator enrenng a health-care facility as an extemal expert. 1 found 

myself assuming many things about my potential learners. what 1 had to offer, and the 

best way to facilitate learning. Because of my own 10 years of experience within health- 

care settings and my reading in adult education, I wondered whether the learners ivould 

Icam bcst if: ( i l )  thc in-service sessions irfrre relevant to their feit needs. (b)  they were 

treiitrci witli respect and asked for their opinions. (c) they had the opponunity to 

inçorporntc past cxperiencc into their learning, and (d)  the) had a sense o t  where the 

Icriming \WS Icading thcm. Thus. 1 ivas limiter! in rny abiiitics to understand how Iraming 

oçcurs in thc work plxe.  

This limitation rcstricted my ability to conduct a needs assessmcnt and my 

cmt idençc in the lrarning strategies that 1 might use to incrcase trnnskr o f  learning to the 

work pliicc. I f d  t dissstistied packaging each program as an isolated Icaming situation 

within  ;i controlled. shon-term context. 1 wanted to know \ihhether my instructional 

met liods and speci tic trans fer of leaming stntegies werc useful in promoting tram fer of 

Icarning. \r.tict lier the methods I chose made a di tfrrence during the in-sen-ice scssions. 

and whethcr the leamers used their Icaming in the work place a f  er the in-service session. 

Thc prohlcm \vas to isolate the impact of rny participation in thc educational proçess. I 

rccognizcd tliat the adul t educator is on1 y one variable in thc process and that, as an 



extemal fricilitator, I would have to work within the employer's parameters. 1 also 

realizrd that rny situation was typical of many in-semice session programs. Although 

transfer of leamin; has recently becorne a topic of interest and controversy for uork 

place cducntors. limited adult education literature is available on the variables and 

strategirs that are most effective in increasing transfer of leming.  

This thesis explores the use of strateJies that encourage transfer of leaming in an 

adult eduçatian intervention; namely, a series of in-service sessions. Its goal is to 

discovcr if m y transfer of leaming snategirs worked. if my implementation of specitic 

instructioncil nierhods made a di fference dunng the in-service session; and whether the 

Icarncrs uscd the information af'ter the intervention. 

Purposc of the Study 

Thc purpose of this study was to use and asscss thc value of selected "good 

prcicticc" ( O'Xcil. Foy. Sr Cuozzo 1995) hcilitation skills and methods in an ridult 

çtiucation çonicst. I wanted to tùrtlirr undcrstand the links rirnong the facilitator. the 

Icmncr. t l ~ c  cnvironincnt. and transfer of Icaminy. The transfer of leaming of contçnt \vas 

rciugfit hy using sslcçtcd tcaching methods and transfer of learning stratesies found in 

ad id t ducat  ion lirerature. bl y second objective was to sec i f these methods and srrategics 

\vould promote criticai thinking and enhance retlection ainong the leûrners duting the in- 

srnicc sessions. at work. or at home. Finally. 1 sought to assess which of these selected 

mctliods iiriti strategies wns most et'kctive for the tirld and for my own practice 



Scope and Limitations 

This thesis is in the are3 of facilitation of transfer of learning within the context of 

long-term health-çare facilities in a western town with a population of approximately 

75.000. The study aspect is the development of facilitation skills rmphasizing 

instructional methods and speci fic transfer of leaming strategies. 

The process \vas delivered throuçh 12 one-hour in-service sessions within a 

stnictured work environment where replar educational in-service sessions were already 

a t'caturc. Twelve. rather than 9, sessions were delivered because one of the directors of 

carc asked me to repeat the sessions in order to maximize the number of her staff that 

could attcnci. Each of the three faciiities selccted learncrs in accordance with their usual 

priicticc h r  in-service sessions. i did not want their prescnt selection or attendance 

pr»ccdures t u  change brcause i was presentinç information. Typical of their work place 

in-sen.icc scssions. they expected n didactic presentation style: however. I used adult 

rducrition instrucrional methods and structured the scssions with the intcnt o f  inçreasing 

the d e p x  « t' participants' control. interactive participation. and individualized 1 raming. 

TIiç parcimeters that define the backgound to the identiticd problem are as 

folloivs: my contracts are 1 to 3 hours in duration. in one to thrce session blocks. The 

lcrimcrs iirc cinplo y c s  of a heal th-care facility representing a11 departments and 

rnanagcincnt Icvels. The content is "soti skill" skills. As Georges ( 1988) points out. it is 

difticult for participants to take and use soft-ski11 information back to thcir work placc: 

"\Vc'rc lucky if 20°6 go back to the job and use the techniques WC taught thcm. Thc otlicr 

S046 inay try out their new skills a few times, but they quickly rcvert io their old patterns" 

(p.  43). This statement exempli tirs the restriction of conducting the in-sen-ice scssions 



during n dcsignnted time dot  of  I hour. For some employees these in-service sessions 

represent some of their limited professional development timc. As the facilitator. I am 

rarely given drmogmphic descriptions or the oppominity to meet with the learnen prior 

to the in-servicc session. Numbers participating in the sessions va- %om 1 O to 50. 

Despite thrse limitations, contractors çenerally request clearly defined, observable 

interventions that will result in an increase in work performance. 

1 adhered to a time schedule that I presented in the form of an outline at the 

beginning of the in-service session. I used the first IO minutes to establish rapport, rcview 

rhe outline. and introduce the content. The following 15 minutes were used to present the 

contcnt. Thc ncst 3 minutes were set aside for a small g o u p  activity and debneting. The 

tinal 1 O minutes were used for retiew, questions. exphnation of rny study. distribution of  

the trnns k r  of lenming excrcisc. concluding remarks. and disrri burion of the end-o f- 

scssiciri c\.duation toms. 

Ttic tapirs chosen for the contcnt section were problem soivinp. motivation. and 

cariny. Each one of these content arcas is defined as soft skills in ihc literature (Georges. 

IOSS). Soti skills were choscn for two rcasons: tirst, bccaustl of the reicvrince of cach of 

thcsc topics to the leamers involved. and. second. to challenge the controversinl issue of 

whcthcr sort skills can be taughi and tnnsfened as a skiil. Georges belicves tliût because 

soft skills arc "people skills," they are not as tangible and cmnot be mcasured. Thcreforc. 

sort skills rannot bc taught. only treatcd as shared knowledge. There cnnnot bc an 

cxpcçintion of transfer of lcaming outside the educarional cnvironrncnt. from this training 

pcrspectiw. 



My premise, however. was that, because the content of problem solving, 

motivation. and carinq is relevant to the leamen. it can be combined with transfer of 

learning stratrgies and good instructional methods tiom the Iiterature of adult education, 

and cm be taught in a shon period of time. The most important variable in this premise is 

relevance. as supportrd by Wlodkowski ( 1999). He believes that if devance is not 

present then lraming does not evoke rneaning for the leamers. The leaming has to be 

"connectai ro who they are, what they care about. and how they perceivç and know" 

(p .  74). Othçr factors in the leaminç environment are also nrcessary, li  ke use of good 

instructional methods: however, 

3 çhnllenging leaming experience in an engayng fomat about a relevant topic is 
intrinsically motivating because i t  increases the range of conscious connections to 
those interrsts. applications. and purposes that are important to leamers. (p. 75) 

.As stiited carlier. Geor~cs  ( l9SS)  ciearly makrs the point that soft skills cannot be 

taugtit in shon lcarning intewals. 1 disagree because I bclieve that rhc main factor is 

rrlcv;incc. n«t time rillotrncnt. .As a result of a \vell-planned and relevant rducational 

intencntion on so ft skills. lcamcrs should expencnce an inçreasr in sel f-çontidence. 

cnthusiris~n. and co~nmitment to self and work or both; an incrcased dcsire for 

çuopcration u i t h  other stafk and should be able to recoyizc that their skills have 

dcvelopcd. 

M y  rhrcc-part. in-service sessions were offered io staff in threr long-term health- 

care tici litics durinç the day shiti. Each facility had earlier achicwd hospital 

ncçreditrition. each was unionized. and each provided the same t l g r  of 24-hour care, with 

approximiticl y the same complement of staff and residents. AI1 three had similar 

philosophies. working conditions. and opportunities for eduçationai in-semicc sessions. 



Thsre w r c  61 leamers in total. as determined by atrendmce taken at the end of each 

session. Sincè some of the Iearners came to more than one session. there were 197 

registrations in total. Al1 but two of the learners were fernale. Al1 depanments and 

disciplines (e-g . .  laundry. housekeepinç. personal-care staff. nurses, and management) 

wcre represrntrd by nt least one person at each in-senice session. 

The limitations are based on the factors within the detined Ieaminç environment 

anci my Iife expcriences. One of the limitations of this study involved the selection of 

participants. since not ail learners had a choice to participate. .As reported by the directors 

of c m  (DOC) from the three facilities. some rmployees were required to attend, whereas 

othcrs had a choice. Specifically. the DOC of Facility A stated that she posted the 

informtition and let staffsi- up as interested. and shc also rold some of her staff 

mcmbcrs tliat thcy had t» attend. In Fricility B. the DOC stnrrd that she chose an entire 

shif~ and c:illed theni off the ward whcn the in-service session was occumnp. and the! 

tiid n o t  1i;it.c n choicc. in  Facility C. the DOC statecf that she posted tfir information and 

icfi i t  un;ittcndcd or monitorcd. Shc k i t  attendance of in-sen-icc sessions was the 

rcsponsibility of hcr staff. Lly nssumption that the lack of choice is (i limitation cornes 

ti im III). rcüding in  aduit rducation which rmphasizes the nred to involve leamers in thc 

dctcrmiriütion of needs and to allow for choice in attcndance. If leamcrs enter a learning 

cnvironmcnt ncgativcly disposcd i t  wiil affect their Icaming. Duc to thc frict that 1 had no 

contact 1 ~ 1 t h  rinpone in any of the iàcilities prior t« the in-senicc sessions other than thc 

directors il t' crirc. I \vas not ahlc to get a sense of the learners' attitudrs to wards in - sc~ içc  

scssions gcncrali y or mine speci f cal1 y. I had to accept the comments from tlic directors 



of care. that their staff were willing participants, and attendance or motivation would not 

bc an  issue. 

A second limitation was that learners were informed ofthe in-service sessions 

only by a poster indicating the basic facts of time, date. location, topic. and sign-up 

procedure. There was no communication behveen the learners and myselE as facilitator, 

to discuss their needs or issues in advance regarding the educational opportunity. The 

director of cale in each facility made the unilateral decisions regarding the content. dates. 

timcs. and structure for the in-service sessions. There was no form of needs assessrnent 

çonducted. During rny initial meeting with the directors of care, the information was 

presentcd and the directors made the decisions without staff input. 

Another limitation was the designniated tirne of day for the delive? o f  the in- 

senicc sessions. The scheduled times were I hour before lunch or ai thc cnd of the day 

shi ti. Frotn mp c ~ p c n c n c c  of having worked in similar facilities for I O years. 1 knew that 

rittending in-scn*icc scssions just before lunch was difficult because 1 was oticn hungry or 

prcocçupicd by work that necded to toc done beforc lunch. Equally difticul t were the in- 

s c r ~ i x  scssions at thc end of the shifi because staffmembers are trying to finish work 

hefore leliving for the day. 

Thc in-service sessions took place in three locations. whiçh Iiad two significant 

limitations. The space \vas too smüll in each location. The limited spacc made i t  ditficuit 

to break up the Inrger group inlo smallcr goups  for g o u p  discussions and. since each 

room ~micci ivith each hcility and I had more Icamcrs than spacc. I movcd the furniturc 

in  suçti a tàshion tiiat cach leamer çouid sec the tiont. and attempted to providc as much 

tablc spaçc as possible for those learners who wanted to sit by a tablc. Thc second 



physical limitation was that because there was no way to mm off the public address 

systein, ae had constant interruptions during al1 of the sessions. 

Another limitation was the request made by the director of care tiom Facility A to 

add an cxtra scrirs of presentations to allow more of her staffto attend. The consequence 

of rrpeating the series in one facility was a higher response rate rhat affected the results. 

My tindings were hrther affected because no participants h m  Facility C chose to 

participate in the follow-up interviews. 

I had no indication t?om the directors of care as to staff morale, labour tensions 

;iround the union negotiations going on at the same tirne. or other variables that could 

affect the leaming environmrnt. 1 know tiom previous work experience that there is 

a l u a y  more tension between management and staff dunng contract neçotiations. poorer 

coinniuiiication. and less coopention. In situations where staff are not allowed the choiçc 

to  p:inicipnte in  in-stnicc sessions. I have obscrvcd staff espress animosity. resentment 

about attcnding the sessions. and nctgative attitudes when cnrenng the leaming 

cnvironnicnt. A s  i t  turncd out in Faciiity A where the participants had opponunities h m  

ivhich ro choose and knew tliey were supponed. 1 did not get the sense that staff morale 

or Iliboiir tensions were praent. Howcvcr, I did çet this sense from Facilities B and C. 

Another limitation was my decision to delivcr soft-skill content rathcr than hard 

skills content. G c o r p  (1938) adamantly sepantes hard skills (driving a truck) from soft 

skills (Icaadcrship skills). He spccifies the need for ditkrent delivery techniques. leamin: 

cnvironmcnts. and follow-up or evaluation methods for hard and soft skills. TaIIman and 

Holi ( 1957) agree with Georges and also definc two tùrther bamers within the delivery of 

ridult cducation that arc relevant to this situation. Onc of thcse is that not much attention 



is given to what happens atier an educational intervention. Typically. the focus is on what 

occurs during the program. Secondly. 

More ofken than not. prograrns tend to be cmmmed with content and allow little 
time for retlection, synthesis. or integration. This overload of information 
interferes with a participant's leaming nansfer and can be a cause of ineffrctivr 
progarns which reult in very linle performance change on the job. (p. 26.) 

The second concem describes my project exactly; there was little tirne to actively 

csperience. retlect. think critically, or incorporate past information with new in my one- 

hour time slot. These shon duration in-service sessions also decreased the oppominity to 

interxt with the leamers on an individual bais.  When 1 am facilitating educational 

intenrentions that are longer in duration. I am able to connect with the leamers more 

pcrsonally. This rapport encourages more questions. dialogue, and retlection. Anothrr 

limitation regarding ihc shon duration of the in-service session was that there aas no 

tiinc to incorporate srr~tegics to enhance rnemory or retention but they would have becn 

Iiclptiil had 1 brcn able ro include them. 

Assu mptions 

Thc çhoscn cmtcnt area. soft ski Ils. has been referred to b y Georges ( 1 9SS) as 

"people skills" (p. 43). They are no[ as tangible, measurable. or objcctifisd as the 

tcchniçal skills needcd to write a procedures rnanual. for example. 1 assumed that using 

sofi skills as contcnt would enable me io assess (a) my teaching skills. (b) the 

ciocumcnted stntegies that increase trans fer of leaming. and (c )  the assumptions in thc 

litcrnturc regarding transtèr of lcaming in the in-servicc session settins. I belicvrd that 

Içamers would be able t« articulate thrir successes and faiiures better dunng the follow- 

up intcrvicws than if [ hüd not used transfer of leaming stntcçies or good instructional 



methods. The posr-session interviews were intended to explore and document tnnsfer of 

lsaming h m  the perspective of die participant. 

I assumed that. upon explaining the in-service session series and getting the 

directors of care to agree to it. 1 would experience their full cooperation and support. I 

assurnecl that the directors of care, as administrators. would inform al1 of their staff of the 

in-senrice sessions. answer questions, and encourage leamers to attend. since they said 

rhey would. I assumed that employees would attend the in-service sessions with open 

minds. ivilling to leam. and be eager to panicipate. 1 assumed that the leamers' interest 

would hc sustained because the content presented would be stimulating and relevant to 

tiirir work. 1 also assumed rhis interest would lead to leamers agreeing to participate in 

thc ti)l lo\i.-~ip intcniews. 

Definition of Tcrrns 

For the purpose of this thesis. I have chosen the followinç detinitions. 

Cnrical thinkinz is an active process and nor an outcomc. .An cducational 

epcricncc ciin rrigger positive and negaiive results. and vary in relation to the contcst in 

\i-hicli i t  ~ u u r s .  Critical thinking consists of challenging one's assumptions or belieb 

within a contcst. and then applyinp. or explonng. alternatives. In this study. I use thc 

tcmi in rcfcrciiçc to rhc process of questioning one's actions and beliefs that leads to 

discussion. tiiought. and possibly a choice to act or believe differently. 

Fitcili tator rcfcrs to an individual who detines the scopc of thc Icaminç 

cspcricnce. crcatcs a Icarning cnvironment that stimulates the Icarncrs. prwidcs thc 

ncccssiiry rcsources. and helps the leamers to assns rheir leaming expcncncc. 



In-service session is a t e m  used in the health-care system to define an educational 

intervention thût employees attend. Often these interventions are at the work site, initiated 

by management. and compulsory. 

Retlection is used to designate the process of thinking deeply and reminding 

oneself of pasr events, which may lead to ideas, discussions. solutions to problems. 

decisions. or actions, 

Trtinsfer of leaming is the process of takinç information, skills, or attitudes tiom 

an educational experience and applying them to work or life in general. 

Plan of Prestntation 

Follow.inç this introductory chapter. in chapter 2. 1 providc an overview of 

selected relevant l i terature. 1 review adulr leaming. contestual variables in the leaming 

proçcss. design strategies in relation ro contcxtual variables. and trnnsfer of lenming. 

Thrsc topics are reviewed in the context of adult education and program planning witli 

spcçi tic rcfcrençc to the facilitator's rolc in implementing and evaluating an rduçstional 

program. 

In chaptcr 3. I describc the design and implementation of my stud!?. I discuss how 

I çrcatcd the educational environment to encourage critical thinking. retleçtion. and the 

use of transfer of learning stnteçies. In the implementation section. I address the 

rclcvance of the use of good teachins practiccs and their connection ro thc outcomc of 

transkr o r  Icxninp. 

In chaptcr 1. I discuss the process and outcornes of  the stud y in relation to the 

intended purpose. I interpret these tindinp in relation to other rcsearchcrs' hd ings  



reported in the !;terature. I provide conclusions and recommendations for othrr adult 

educators who teach in contracted educational settings. 



CHAPTER 21 

REVIEW OF THE LITERATURE 

Adul t education otien entails the design. implementation. and evaluation of 

structured lesming activities. A component frequently missinç is tnnsfer of leaming to 

the work place. In this chapter. I review the literature on adult leaming. planning 

frameworks that facilitate the inclusion of transfer of leaminç in adult leaming programs. 

and the concept of transfer of leaming itsrK The adult leaming secrion provides the 

frainework for the lraming environment. The planning Framework section explores 

progrûrn planning models that include the concept of transfer of leaming. The concludin; 

scction on transfer of leaming begins by defining transfer of Ieaminç. Two categories of 

d e s i y  factors are discussed. learners' input and outcome factors are introduced. and the 

cnvironmcnt factors affectin transfer of learning inputs and outcornes arc discussed. 

Xdult Lcarning 

Adult Icaming is a coinplcx and challenging phenomcnon. In this section I r c ~ i c w  

vririous tfetinitions o f  adult Iciirning. selected principles of adult Icaming. anci çontcstual 

vririrthlcs affect Irriminç. 

Dcfinitions of =tdult Lcarning 

In dctïning üdult leaming. I believe it is necessary to tint definc cach word 

scpariitcly. and thcn detine the words as a combined concept. Thc noun "adult" has many 

cultural. tlcvelopmental. and dcscriptiw meanings. Knowles ( 1975) articuiatcs two 

criterin tOr adulthood. First, he maintains that "a person is adult to tlic extcnt that that 

i iidi viduril is pcrfoming social roles t-ypically assi~med by our culturc to thosc i t  

çonsidcrs to be adults." Second. he emphasizes that "a penon is adult to the extent that 

thn t  individu31 pcrceives herself or himself to be essentially responsible for her or his 

own l i  tC" (p .  24). 



Lraming has been detined as both a concept and a process. Leaming as a concept 

i s  defincd by Heimlich and Norland ( 1994) as: '7he act of aligning perceptions of reality 

wi th  empirical or sensory data. [lt]occun brcause thrre is real benetit in havining 

knowledgs" (p. 143). These authors imply that leaming occun when previous 

perceptions of redit y are not congruent with an individuals' present experiencr. Mezirow 

( 1977) refers to this incongruence as dissonance. Robertson (1996) specifies iwo types of 

ieaming. The first. simple leaming, and the second. transfomative learning. "Simple 

leaming retèrs to learning that turther elaborates the learncr's existing ~aradi~gm, systems 

of t l i i  nking. feeling. or doing relative to the topic" (p. 42). B y contrast, transfomative 

Icaming "causes thc leamers' pa rad ip  to become so hndamentally different in its 

struçturc as to become a new one" (p. 43). Mezirow ( 1990) connects transfomative 

Ieaming and retlcctive Icaminç to the leaming process. He views leaming as pan of n 

proccss çoniiccted to what he defincs as "making meaning:" 

Ltximing may be dctincd as the pmcess of making a new or rcvised interpreintion 
(3 t' ilic nicaninç of <in experiençe. which guides subsequent understanding. 
~ ipp rcc ihm.  and action .... I t  is not possible to understand the naturc of ndult 
Iclirniny o r  cduciition without taking into account the making of mcüning .... To 
rnrikc mcaning means rnakinç scnse of an esperiençe. When we usç this 
intcrprctation to guidc decision making or action. thcn making meaninp becomes 
Isaming. (p.  I ) 

Along with making meaning within the leaming proçrss comcs retlcction. 

'iczircni- ( 1 I ) v i e w  retlection as a means of testinç validity: "Retlectivc learning 

i tl\.«lws xscssmcnt or reassessmcnt of assumptions.. ..Transfomative learning results in 

nelv or transftirmcd meaning schcmcs or. when retlcction focuses on premises. 

transformcd incüning penpecti\*csq* (p. 6). 

Bmndagc and illacKenciicr ( 1980) have contributcd to the research with an 

txtensiw study of adult learning principla. As a foundation for their work. ihey 



reviewed the current li  terature in search of a definition of adul t learning. Their search 

provided the following definition. which is used throughout this thesis: 

Adult leaming refers both to the process which individuals go through as they 
rittrmpt to change or enrich their knowledge. values. skills or stntegies and to the 
resulting knowledge. values, skills, strategies. and behaviours possessed by each 
individual. Lraming is detined in the literature as a relatively permanent change 
in  behavioun as the result of expenence and as the activities involved in this 
procrss of change. (p. 5 )  

Scveral years later. MacKeracher ( 1 996) added, "Leaming is somethin; done b y the 

Islimer rrtther than something done to or for the leamer. Learning proceeds independently 

of. and sometimrs in spite of, education and schooling" (p. 3). 

The concept of leaming is one of the most criticd. relevant. and inseparable 

concepts o i a n y  educational activity. Within the context of leaminç. the adult education 

litcrature disringuishes between formal and informai leaminç (Livingstone. 1999). Al1 too 

frcqiicnt 1 y .  pci~plc associate tcaching and leamin!: exclusive1 y with xtivitiss thar take 

placc in b m a l  scttings where ihcre arc desigated teachen and leamcrs. In reality. much 

tracliiii- and Iciiming rhat occurs is infomal. impiicit. and happcns in transitory 

sitiiations duin- work or in daily living. Tough's ( 1979. 1982) estensivc research 

bruadcncd thc concept of leaming by acknowledging that Iearninp occurs outside the 

classr«oni without assigned teachrn. In fomal leaming consists of dny-to-day activities 

ttiat indi\.iduals cngage in as they work through relationships. buy a Iiouse. or maintain 

t hcir Iical th. Livingstone found in his survey thrit "adults now spend on average of l5 

hours a wcek on informal leaming" (p. 8). Within the hralth profession. Farquharson 

( IOOF) tnkcs a stance consistent with Tough stating that "much teaching in thc humrin 

sen ixs  scttiny is in  forinal" (p. 4). He talks of learning as a continuing process bccausc 



"knowledge does not remain static and difirent sources of understanding can reinforce. 

contradict. or modify one another" (p. 6). 

Therc are also diverse views about what learninç is. how it can be tacilitated. and. 

more importantly. how it  can be transfened. The main concem of some authors (e-g.. 

Caft'arctlla. 1994: Hergenhahn. 1988; Kolb. 1984) is the application of leaming rhrorirs. 

concepts. and pnnciples. They tend to define leaming as the acquisition of skills, 

knowledge. and ultirnarely. as a change in habits. atritudes. values. and behaviours. 

Hergcnhahn notes that "leaming is a rclatively permanent change in behaviour or in 

behavioural potentiality that results from experience and cannot be attributed to 

tsmporary body States such as those induced by illness. fatigue or dniçs" (p. 7). Kolb's 

prrspectivc is that leaming is transitory in nature: "leaming is the procrss whereb y 

kriou~lr.dgc is crcatrd through the transformation of cxpcriencc.. ..Knowledgc is a 

triinsfomritiim procesS. heing continuously created and recrcated. not an indepcndcnt 

cntity 10 hc a q u i r c d  or rransrnitted" (p. 38). Caffarellû speaks of Irarning and adul t 

etlucation as processes whereby leamers build on past knowledge and esperiencc. and arc 

niotivntcd by il u- i e ty  of teûching rnethods. For Caffarella. the purpose of cducation is to 

promotc chances t in the ivay individuals do their jobs so their perfomiance is rnlianced. 

Thcrc sçems io be agreement within the litcraturc that three variables play a 

sirong rolc in the leaming process: the leamer. the teacher. and the cnvironrnent. Thcrc 

also secms to be a~geement that lcaming is an cnperience where activities taks place and 

change is expectrd: howver. change does not always occur. Finûlly. leamine Li is 

described as a norrnal hnction of living. "a necessitg. for anyonc young or oid" (Cross. 

IOS 1. p. ssi). 



Principles of Adult Learning 

Many authors have extracted principles of adult learning from empirical 

obsenrations of adult educators in their practice. These principles seek to explain what the 

conditions of lenrning are, and how they relate to adult educaton' practice. 

Brundage and MacKencher ( 1980) did a far-reaching exploration of adult 

learning principles and analyzed fadiration and planning implications for the 

prxtitioner. Their 36 principles can be surnmanzed in nine points: (a) adults leam 

throughout their lifetime. (b) past experience may either help or hinder learning, (c) past 

experience nreds to be respected by the teacher, (d) leamers with positive self concepts 

are more opcn to leaming. (e) supportive environments produce the greatest amount of 

Icarning. if) ddults are motivatrd io leam in areas relevant to them. (2) voluntary 

piirticipatioii results in greater lwming. (h) adults leam best wlien they are hcaithy both 

pliysiciil l y and emotimall y. and can control the pace of their learning. and ( i )  

ç»llahorativc modes of teaching and leaming result in more meaningful lcaminy. 

in her later work. MacKcncher (1996) added to rhese adult leamin3 principies by 

stating thiit (a )  lcamers need t» be heard. meaning active participation is to bc 

encourageci. and opponunities for expression of feelings and perception arc necded for 

adults in thcir leaming settings. (b) leamers are to have some understanding of ivhat they 

nccd tu lcam or wliat skill they intend to change, and (c) leamers need to leavc the 

leamin2 cspcrience with a çlear idra of the behaviour that they ieamed so that they arc 

ahlc to rcplicatc i t  latcr. 

Vclla ( 1994) contributes to this Iist of conditions for lcaming by citins the nccd 

for "praxis." which is leaming hy doing and reflccting on it. She emphasizcs the need for 



accountability by determining how leamers know what they know. and by paying caretùl 

attention to the sequencing of content and the reinforcement of the content. 

Knowles (1  980) identifies sin conditions of leaming and connrcts these to 

principles of teaching. Knowles views the conditions of learning as Fart of the learning- 

tcachiiig transaction and does not separate the concepts of leaming and teaching. He 

bslieves that excellent conditions of leaming occur as a result of good teaching practice 

witliin the teaching-leaming transaction. These six conditions are: (a) leamers feel a need 

to Iram. ( b )  the environment needs to be cornfortable physically. psychologically, and 

rmotiunlilly. (c) leamers need to experience ownership of the leaminç goals. (d) leamers 

need to shtire responsibility during the entire leaming process. (e) the process needs to 

rc lm dircctly to thc leamcrs' experience. and finally (f) leamers nred to experirnce a 

smsc O t'pr~gress. 

Tlicsc identiiied principlrs. conditions. and cietinitions emphasizc rhnt learning is 

3 prilccss ratlier rhan an end product. These authors focus on what happcns when leaminy 

tükcs place. I t  is cvident that the lerimer. the teacher. and the environment arc a11 

idcn~i t i d  as  variables in the leüming process. Each of thcse variables inter-çonnect and 

çiinn~it bc scpüratcd froin the procrss. In the next three subsections. these variables are 

es  plorcd funlicr and connections are exrmplified. 

Rolc of thc Environment 

Thc cnvironmcnt has bccn thought to be one of the basic pans to undcrstanding 

h u m m  bcliaïiour in the learning setting. Haertel and Walbmy ( l9SS) suggest that leamer 

intcrcst. willin~mcss to participatc. and pertbrmancc are aspects of thc lcaming 

cn\iin)nnicnt that atrcct lenrning. Long ( 1983) states that. in the tcaching-leaming 



exchange, the purpose of the physical environment is to assist in the crearion of a 

posi tivr. affective environment. Adult educators believe that organizational factors. 

including the people, structure, and culture, can either facilitate or deter Iraming. This 

brlicf has bsen succinctly stated by Knowles ( 1980): 

The quality of leaming that takes place in an organizaiion is affected by the 
organization it is. This is to Say that an organization is not simply an instrument 
for providing organized leaming activities to adults; it also provides an 
environment that eirher facilitates or inhibits leaming. (p. 66) 

In order to facilitate leamin;, educational organizations otien address the 

r.ni*ironrnent in one or a nurnber of ways: the physical environment, the emotional or 

psychologicd climate. or the structure and the participants. Knowles' ( 1980) description 

of an educative environment is very inclusive. He outlines four basic characteristics of 

educationiil rnvironments that are imponant for orçanizations to create in order to help 

pcoplc Icani: "( 1 )  respect for pcnonaiity: (7) participation in deçision making; ( 3 )  

ticcdom ur' csprcssion and availability of infornation; (4) mutuality of responsibility in 

detining goals. planning and conducting activities and evaiuating" (p. 67). 

Hcimlich and Sorlmd ( 1990) describe physical environments ris "the ecology o f  

study :Ircas. tllc sum total of the physical cornfort. çlimate. setting and classroom 

arrangcmcnt. ünanging facilitics equipmrnt. and materials for adult instruction purposes" 

(p. 2-15). Some autliors also include the social contrxt and the presencc and interaction of 

huitian beinps in the physical environment. Brookfield ( 1 990) calls this a "learning 

cornrnunity" (p. 5 5 ) .  

In suinniaru. three core ideas emerge throughout the literaturc on t hc broad topic 

of Icamiiig. Thc tint is that the physical environment has the potential to affcct the 

tcliching-lcaming exchange. However. thcse effccts corne fiom the individual Icarners' 

pcrçcption, not tiom the actual physical layout. The second idea concems the individual 

Icamers' pcrccpt ion of the environment. No two individuals' experienccs are ali ke: 

t hcrcfi~rc. exl i  person will potentiali y have a di fferent leaming expcricncc. Final 1 y, thc 



teacher consciously or subconsciously chooses to use a combination of snategies. 

rlements of presentation, or teaching styles to influence the learners' expenence within 

the environment. 

Rolc of the Teacher or Facilitator 

In exploting the role of the teacher or facilitator as a variable, the literature 

distinguishes between teacher qualities and facilitation skills. Lenz ( 1982) specifies 

requisitc characteristics for a teacher, some of which are: knowledge of the subject and of 

tçaching techniques, willingness to leam tiom the students. intellectual inte~gity, broad 

cultural perspective, tieedom From prejudice. interest and belief in studrnts. a warm 

s)mpathetic personality, and a sense of humor. Lenz also suggests that these 

charactcnstics are based on the idea that teachinç is an an and not a science or a business. 

Highci ( 1989). who also wrote about the characteristics of sood teachers. added that the 

qualitics of enthusiasrn for the subject. a çood memory. and will power to Iimit one's 

csprcssion of insizhts and knowledge. are necessary in order ro listen to rliose of thc 

icnmcr. l-icck and Williams ( 1  984) sugçest that human qualitics are what separate thc 

grut  twhcrs frmn the Q O O ~  ones. They idrntify such human qualitics as trust. caring. 

stiaring ofsclf bcyond tlic facts of the cumculum. dealing wirh rcal feelings. and sharitig 

espcricnces. Being a person-oriented individual who is authentic and honcst while 

rnaintaining a srnse of professionalism, are also qualities of good teachcrs identitied by 

ttiesc authors. 

.A significant body of writinç about the concept of facilitation çomplernents 

research on the qualities of a good tsacher. The notion that rduçators should function as 

cnablcrs n r  facilitators of leaming is an idea derived chictly from the humanistic 

psychutlierapy work led by Car1 Rogers. In the literature, educators and trdiners regularly 

dcclare thcinselves as facilitators of leaming. rather than teachers or instmctors 

(Brook ticid. 1 956; Cross, 1 98 1 : Knowles, 1 975: MacKeracher. 1 996). Faci litators of 



learning see themselves as resources for learning rather than didactic insmictors who 

have al1 the answers. In describing the transition to facilitator for adult education 

teachers. Brooktield ( 1957) succinctly States, "The teacher moves %om acting as an 

ciuthority figure to become the guide" (p. 4). Facilitatoo see themselves as ençaged in a 

democratic. student-centered practice of enhancing individual learning. They place the 

responsibility for setting the direction and methods of leaming as much with the leamer 

as with the educator. 

Various witers have specified the educational skills required of the best 

facilitators. Tough ( 1979) identifies four of these characteristics: 

The? are warm, lovine, canng and accepting of the Irarners. They have a hiçh 
regard b r  learners' selfiplanning cornpetencies and do not wish to trespass on 
these. They view themselves as participating in a dialohpe betwern equals with 
Icarners. They are open to change and new experipwes and seek to learn fiom 
thcir helping activities. (p. I S3) 

There seems t i ~  bc agecmcnt amonç resrarchers thrit the individual impaning thc 

infhnation lias to dcmonstrate positive human quaiities and be responsiblc for the 

disscniination of the information. If thrse qualities are not present then the qualit); and the 

d e p e  of sucçrss in the exchançe will be diminished. This may be a simplistic vieiv. but 

h c i  l i  tative teaching has the potential to excite and inspire. Without this t y c  of teaching. 

Icaming c m  be reduced to rcpeating and reciting. Howevcr, it does not matter how 

teaçfiing is labrlrd. What matters is that teaching is the human interaction arnong the 

con tcnt. t hc environment, and the teamers. 

Contcst of thc Lcarner 

The definition of  adult learners and the identification of their charactcristics are 

i v « \ w ~  into the concepts of learning and educator practices. This is excmpliticd by 



Conti's ( 1983) research. Conti wanted to measure the extent to which pnctitionets 

supponed the collaborative mode of teaching and leaming that he described as "good 

pracricc." He developed an instrument capable of measuring the degee  to which adult 

cdiicütion practitioners accept and adhere to the principles of adult leaming. The 

instrument he dcveloped does indeed measure what he intended: however, the process 

that h e  went through focussed only on the practitioner and not on the learner. Conti 

revieu.ed the work of a number of highly regarded theorists tu discover what they hrld as 

basic assumptions of adult leaming. Summarizing ideas fiom prominent adult education 

figures suçh as Freire ( 1 %'O), Lindeman ( 1 926). Houle ( 1 9X), Knox ( 1 976). Kidd 

( 1073). Knowles ( l984), and Bergevin ( 1967). Conti extncted several similarities: 

The curriculum should bc leamer centered. the leaming episodes should capitdize 
on the lcamer's expcrience, that adults are self-directed. that the Iearner should 
pnnicipüte in needs diaçnosis. goals formulation and outcornes cvaluation, that 
iidul ts arc problcm centered and that the teacher should sen-c as a t'acilitator rarhrr 
riinn 3s a rcpository of facts. (p. 6 3 )  

Ctiriti's cstraction of basic assumptions abou t  adult leaming tiom leaders in the ticld 

illustratcs kcy cspectlitions of leamers' behaïiour. the nerd for panicipation ivithin 3 

proccss. m i  the importance of a relationship betwren lramrrs and educators. Lcamers 

arc not chnractcrized as passive participants but, rather, as active members in the process. 

Rolcs and responsibilitics are detined. l i t è  espenences are acknowlcdged. and motivation 

is nccdeti if ri change in thc leamer is to occur. Leamen have shared responsibility tbr thc 

proçcss: thcy nced to be üware of their prcsent abi Mes. skills. and knowlcdgc or preparcd 

to iisscss tticm if they are to change and practice new leaming. 

blriçKeracher ( 1996) reinforces the idea that the information being shared with 

thc Icarner nerds to relate to the l e m c d  Iife experiencc and developmenta1 needs. 



Learning needs to foster the learner's growih and movement towards greater autonomy. 

This is directly connected to the development of a learning environment that is non- 

threatening. supportive of expenmentation, and respectfil of individuals' difierent 

leaming styles. MacKeracher identifies the concept of self as one important characteristic 

that defines the leamer. This concept of self, combined with the ability to think about 

self. and how one appears to others, is a link to one's inner identity and reality. 

MacKrracher tirml y believes that the self is a basic and essential component of the 

lramer becouse one's self is cornprised of meanings that identifi the individual. She 

identifies fiw aspects of experience that make up the individual's s e l t  physicai. 

cognitive. ctmotional. social. and spiritual elements. 

In summary. the leaming environment is cornposed of several variables that arc 

interci~nnectrti and that lcad to some type of change within the teachinç-leaming 

csçhange. So  one variable can stand alone as intluencing the end rcsult. Each variable 

p lay  a rolr in the eduçational program and change con be relatrd to the individual, thc 

organization. or to the community as a whole. It is important to note that because of the 

intcrçunneçted nature of the variables. each variable needs to have equal status in the 

planning and implementation of the eschange. This acknowledgement of linkagc is 

relc~rin t h r  the hcal th-care worker as a learncr. The next section cxarnincs thc similaritics 

and di ft'crenct's of hcal th-care workers as aduIt learncrs. 

Iicalth-Carc Workers as Learners 

Li ke al 1 adult Iramers, health-carc workers have leaming nreds. cspectations, l i  fe 

expcrirnce. and are rnotivated to play some role in their leaming. However, their work 

environment may pose limitations that do not allow them to be active icarners. Knowles' 



( 19SO) assertion that 'ïhe quality of learning that takes place in an organization is 

affected by the kind of organization it is" (p. 66) implies that the environment cm either 

facilitare or inhibit leaminç. In this subsection. 1 discuss three factors within the leaming 

environment that have the potential to influence health care workers as leamers. The first 

issue is the assessrnent of need. the second issue is reievancy, and the third is teaching 

within work grououps. 

.Assessrnent of leamer's need is cited as a basic principfe of adult leaming (Fox. 

1991; Heimlich 9: Norland, 1994; Vella, 1994). As Vella States, "Listening to the 

Iclirner's wmts and nerds helps to shape a program that has immediare usetùlness to 

adults" (p.  4). Ideall y. a teaching intervention should assess existinz knowledge and skills 

of thc prospective learners. It is usually preferable to identi. the appropriate ski11 level. 

Lnoivlcdgc basc. aiid issues tiom the leamers. However. in the hcalth-care system. thc 

attiiinment ofthis information prior to an in-service session is not always possiblc so an 

"cmcrgent nssessinent" (Farquharson. 1991. p. 16) may be more feasible. This type of 

quick asscssrnent is completed at the start of the teaching intewcntion. and questions cire 

riskcd about leamers' needs, abilitics, and motivations for attending the session. 

Typical l y. hcal th-care leamers do not participate in pnor learnîng needs assessments. 

Dcçisions about nerds are made by management. or arc regulated by a çoveming body 

(Donliin. 2000). Some organizations, such as hospitais or small pnvatc care facilitics. do 

attcmpt to protide health-care worken with an opportunity to express nccds casuall y in 

mcctings or in writing: however, even in these orguizations. therc is normally no formal 

proccss that includes tlieir participation or parantees that their requcsts will bc honourcd. 



The second issue that influences health-care workers as leamers is relevancy. 

Continuing educcition or in-service sessions are ofien created around issues like 

scheduiin;, finances. extemal legislative bodies, or client nscds. ntlier than around issues 

thnt anse tiom direct consultation with the employees, who are the leamers. As 

documented in the research (e-g., Farquharson, 1995; MacKeracher, 1996: Vella. 1994: & 

Wlodkowski, 1999). leamers need to participate in identikng their learning needs. When 

lçarners are nor included in the development process, or do not have a choice in 

attendrince, then there is an increased chance that the leamen will be fnistrated durinç the 

teaching intervention. 

Wlodkowski ( 1999) speaks of the link betwrrn motivation and relevance. He 

notes that "whrn adults can see that what they are lraming makes sense and is important 

according to their values and perspective. their motivation emerges" (p. 7). He explains 

that motivation is not only important because it improves learning but it also "mediatcs 

Iciiming and is a çonsequence of Iearning" (p. 5). Similarly. Ir~lacKerachrr ( 1996) 

einplirisizcs that content nceds to bc directly relevant to some aspects of what the learnen 

arc currently doing because when relevance is presenr the learners are more iikely to br  

motkatcd to look for connections and to develop new rneanings. Pa- ( 1 WOb) identities 

relevance as ü perception of the leamer as to whether the content is relevant to the job or 

thc Icamers' own personal nçeds. It is possible that the employer and the employee (as 

Icxncr) could Iiavc di fkrent views and pcrccptions of relevrincr and this may lead to 

intcrtkrence regarding the success of immediatc leaming and poteniial transfcr of 

icaming. With relevance cornes the recognition of the relationships and rcsponsibiiities 

among the learners. the facilitator. and the employer. lVlodkowski ties relcvancc to 



personal meaning. He  believes that leamers connect their leaming experiences to who 

they are. what they care about. and how they perceive and know. Having some degree of 

choice in the lcaming situation gives leamers an opportunit- for their voices to bc heard 

and for rhem to feel a connection to their reality. As Wlodkowski purs it: "People 

consistently struggle against oppressive control and strive to detennine their own lives as 

an expression of their deepest beliefs and values. Leaming is no exception" (p. 75). 

The third issue within the health-care environment that influences health-care 

workers as leamers is the constant rotation of defined work groups. Work teams are ofien 

createtl in relation to workload or  client need. and rotating schedules typically are used to 

provide the tiamework for the shiti rotation. This rotation of schedule places the health- 

carc workcr in a position of  constant change for both their work and lcaming groups. 

Coiisistericy only c'tists ris thc work roster pcrmits and as the variables of staff turnover 

and illncsscs allow. 

In the contcxt of adult lcaming and transfer of leammg, the teuching-lrarning 

csch;ingc necds to occur within the leamer's natural work group. Vella ( 1994) strongly 

cncourngcs the process of teamwork. She provides examples of ho\\ leaming is enhanced 

by pecrs bccausc they have similar experirnces, and illustrates Iiow peers can challenge 

orlicr leamers in ways that a tcacher could not. Also. peers m a t e  a safe place for iearners 

who iirc strui&ng wiih new or complcx concepts. Wlodkoirski (1999) uscs the terni 

"ccinncçtcdncss" (p. 70) to detine the need for a sense of belongins and an riwareness of 

cach Iramcr. so that there is an esperience of canng for others and knowing that one is 

carcd for. This conncctedncss or suppon is necessary if leamers arc t i i  know they can 

cxprcss thcmsrl\-es fullp without fear of making an error. 



The research also stresses that working within intact work groups increases the 

likelihood of transiér of l eming  (Milheim, 1994; Zernke & Gunkler, 1985). The suppon 

that is connected with working together consistently enhances the likelihood of nansfer 

of leaming. If a learner çoes back to the work setting after training without any type of 

connection or reinforcement from another person, then the loss of information is fasrer 

than when he or she is connected with mother individual or group. Michalak's ( 1  98 1 )  

resenrc h il l us trates t hat when individuals receive encouragement or support tiom othen 

alter training. the lramers are better able to apply the new skills. He believes that a 

cri tical mass of ongoing support has more influence than one individual c m  have. 

Planning Frrmeworks That Facilitate Transfer of Lcarning 
in Adult Lcarning Programs 

Progam planning models are numerous in both education and human rrsource 

litcraturc. Howcver. models including transfer of learning are not nurnerous. The 

following section begins by detining transfer of leaming. then revirws four modrls that 

inçludc t ranskr  of lcaming as a pan of the development and planning proccss. Each 

inodcl is csplained in context to its development and how transf'r of leaming is included. 

Thc fi f h mode1 focuses soleiy on tnnsfer of leaminç. 

Definin.. Transfer of Learning 

Trans fer of leaming is a cognitive concept that explores an individual's ability to 

açcess and use previously leamed information (Vella, Berardinelli, & Burrow. 1998). In 

the adult education litenture. a variety of terms are used. such lis application and praxis. 

in addition to the tcrm transfer of iearning. In the human resources litcrmrc thc ierm is 

referrcd to as iransfer of training. The idea of how or why infomation is used is 

articulated slightly ditferently to emphasize the context in which the t e m  is used. 





occurs outside o f  the classroorn, thereby identiMng the need to expect and to plan for the 

leamer's subsequent use of information. In contrast. Caffarella ( 1994) not only defines 

transfer of learninç but includes the concept as part of her progam planning model: 

"Trans fer of leaming is the eftective application by proçnm participants of what they 

learned as a result of attending an educational program" (p. 108). 

in the hurnan resource literature, the concept of transfer of learning is identified as 

transfer of training; this refers to improved peiiomance or ability on one task as a result 

of something acquired on a previous task. Accordinz to Campbell and Cheek (1989), the 

key to training success "is the extent to which nainees transfer acquired behaviours %om 

training proLgarnmes back to their jobs" (p. 32). Garavaplia ( 1993) stresses the need for 

practirionrrs in the human resource indus. to plan and to incorporate transfer of 

karnirip in the rntirr procrss of training because of its link to productivity. Alrhough 

somil human resource spccialists (e.ç.. Michalak. 19s I ) do not believe i t  is possible to 

mcwirr. transfer of learning or return on investment. others (e.g.. Phillips. 1996) have 

stat isr iclil l y proven methods of incorporating transfer of lertming techniques. and through 

ratios. hnve i llustrated how moncy has been saved by transfer of leamin j. 

Thc liieraturc contains scvenl common factors contnbuting to the success of 

transkr of leaming. One of these is the degee to which there is a nerd for simiiarity 

betwern the training situation and where the information is to be ûpplied (Broad. 1982: 

P;in-y. 199Oa: TaIlman S; Holt, 1957). Another factor is thc nced to include Icaming 

objcctivcs (Campbell & Cheek. 1989; Ottoson. 1994: Wlodkowki. 1999). Althouçh the 

riduit education and hurnan resource literature cites eftèctive instructional mcthods as a 

significant hctor in effecting tnnsfer of learninç. therc is littls agreement as to which 



lnstructional methods are most effective. A factor generally identified is the need for the 

leamer to have a clear understanding of the learning expenence. This is widely 

understood as having access to a course outline, being able to clan- expectations. and 

havins the option to personally decide whether to attend. Other factors affecting rransfer 

of lraming are the leaming objectives, student aptitude, instructional merhods, pre- 

exposure to the material, and perception of the leaming expenence (Bryan. Beaudin, & 

Greene. 1993; Garavaslia, 1993; Onoson, 1994). Clark ( 1956). Torrence ( 1993). Vella et 

31. ( 1 99s ). and Wlodkowski ( 1 999) al1 discuss the issue of appropriate snident aptitude 

and prc-esposure to the content as bctors that influence the degree of transfer of leaming 

that can occur. Other factors such as relevance, memory. problem solving. reasoning. 

motivation. and motor skills affect transfer of leaming. hlmost al1 theories of leaming 

addrrss transfcr of leaming in one way or another. It is a topic that is linked ro 

aççountübility: ?et. there is little consensus on how measurable the concept is and who 

carries thc niost rcsponsibility for the process. 

Intcractivc Program P l a n n i n ~  hlodel-Modcl 1 

Criftjrellri ( 1994) describes her program planning mode1 as bring eclectiç and 

coinplcs in nature. She believes planning is somprised of numerous components and 

trisks that nwd not bc addressed at the same time or in a standard ordcr. Therefore. thç 

planning process encourages communication and negotiation among cducators. Iramers. 

and organizations. This, in tum. dernands tlesibility. There are 1 1 cornponents to 

Caffrirclla's modcl and numerous tasks within eaçh componcnt that act as dccîsion points. 

Not dl prosTarn planners need to go through each component. nor do they need to 

perform thc component activities in any specitic order. Thesc decision points o t k  the 



planner choices depending on the circumstances so that decisions are b a t  made to suit 

the situation. These same decision points rnay be revisited many times during the process 

of planning n program. 

A primary component of Caffarella's ( 1994) model is establishing the purpose or 

basis for the planning process. This component Iooks at the suppon sys tms for the 

progam. both intemally and extemally. Without support, motivation will not likely be 

consistent. An important component for many programs is identifyinç progam ideas. 

Bccause she believrs that program ideas can corne at any tirne and tiom numerous 

sources. Cdtarellli stresses rhe importance of not relying solely on needs assessments. 

Whenever ideas arc identified. the ideas should be used to develop the progam 

objrcti~es. Thssc objectives reflect what learners will be learninç. Decisions are made 

conncctin= the prograni devrlopment before. during. and citter the intervention. .\nother 

important pctn of hcr model is evaluation. Here. plannrrs müke judgements as to what 

information w I I  bc collecteci and how i t  will be used and interpreted so that future 

deçision can bc made. Anothrr component is determining the format. schedules. and 

nccds of tlic staff. Hcre. the progiammer creates a fomat that best suits al1 of tlic 

v~riiihltls. This fhrniat allows for a holistic perspective of the cniire program- Thc 

progrriminer dectdcs on the most appropriate learning acti~ities to meet all o f  the 

identi ticd nerds and variables. During the creation of a11 programs. finances are 

addressed and re-addresscd. Caffarella's mode1 includes a component that addresses the 

hudsrts and marketing plans. This component thoroughly explores the issues and 

complcxîty of making a profit or breakinç even. 



Three other components to Caffarella's ( 1  994) model are instructional design, 

coordination of facilities, and communication of the value of the program. These are all 

components that focus on the logistics of delivery. Caffarella identities connectedness 

betwsen components as integral to the success of any program. Finally, Caffarella is one 

of the few authors who acknowledges the importance of follow-up. Many authors have 

their modrls end after the delivery of the program; however. Caffareila connects ber 

ending to another part of the model so that Iearning does not stop. It  is perpetuated by the 

questions. answers, and leaming that occurs even afier the propnm officially ends. 

Garavaglia's Process Modei-Mode1 2 

Transfer of training is the "effective and continued application to trainees' jobs of 

thc knowlcdge and skills gained in training" (Garavaglia. 1993, p. 63). Garavaglia States 

t h a .  in thmry. trrinsfcr of lcarning is a relatively simple concept. Hoivever. in practice. i t  

is diftitiçiilt ro obtain. For this reason. he created a comprehensivc process model for 

rransfcr d training. The model begins by determining the initial performance mcasurcs. 

Hc hclicws that basriine performance is essential, and without this information. no one 

k n o w  what  thc target is and whether i t  was hit. He susgesrs that baseline information can 

be col lcct rd from needs assessments. quanti tied business necds. identi ticd probl ems in 

operations. or identified opportunities. The systemic design factors c m  bc identified from 

pcrfimnancc mcasures. according to Garavaglia. 

Garavaglia ( 1993) also identifies trainee and organizational characteristics. 

Trriinec characteristics include their motivation. goals for panicipating. and ability to 

self-rnonitor their progress. Organizational characteristics inçlude information obtained 

froin the interactions betwecn the supervisors and pscrs that aftèct thc leamçr's 



perception of the working climate. These perceptions are very powerful due to the 

structure and nature of the hierarchy in most work places. For Garavaglia. i t  is essential 

that supervisors are informed, trained, and supportive of the training that is occun-ing. For 

example. if supervisors are unfamiliar 114th the training content and perceive it as having 

no value, they will be reluctant to allow their employees to attend programs or use skills 

that they have learned. This also goes along ~ 6 t h  the supenisor's perception of their 

cmployee's abilities or ski11 level. Supervison who have linle confidence in their 

employee's abilities likely will not assign duties even if the employee has been trained. 

[nsrnictional design factors include the specific identification of strateçies and materials 

to be used to link the skills liom the work site to the classroom. It is at this stage that a 

conscious effon is made to consider the applicability of rhe information to the job. with 

transfcr of Iearninç as the intent. rather than assuniing that somehow transkr of Iraming 

will occiir on its own. 

Training is the next stage in Ganvaglia's ( 1993) rnodel. [ t  is based on the 

in ibnnation col lected from the previous two stages. Decisions about the stnicture and 

çontcni are basrd on need. organizational climate. worktloa.. use of new skills. intentions 

of hl 1 oiv-up. and Iramer's attention. Although a trained professional performs the 

concrctc training stage. the collection of information and detemination of need involves 

the Icamers. organization. and facilitator. Maintenance is the stage that follows the 

trainin:. This s t q c  includes activitics to promotc the use of the newly acquired skills 

when leamers 20 back to theirjobs. At the maintenance stage. work obstacles can includc 

a Iück of: ( a )  support between leamers and their supervison: (b) adrquatc communication 

or an cstahlished feedback loop; (c) equipment. tools. or rnaterials: (d) or an ergonornic 



environment that prevents skiils and knowledge gained at tmining fiom being applied on 

the job. The final stage is the transfer of leaming pedomance measure. According to 

Garavaglia. this is the measure developed to determine if the original problem has been 

corrected. and if it has not been corrected. to detemine if the problem is in the training or 

in the maintenance system. From this information, decisions can be made to improve the 

entirc process. 

Tallman and Holt Matr ixModei3  

As spscialists in continuing education, Tallman and Holt (1987) are concerned 

rvith the lack of documentation on transfer of leaming fiom continuing education 

programs to the work setting. They state, "Transfer of leaming means that attitudes. 

linowlrdae. - andjlor behaviours that are presented in an a nonwork setting arc later utilized 

îùlly or in a moditird manner in settings extemal to thc program. generally work setting. 

Transfcr irnplirs change" (p. 15). !n tryinç to understand transfer of leaming better, they 

dewloped a mntris of control factors. The focus of this matrix is on idcntifying the 

tiey-ccs of control that the programmer has over influencing tnnsfer of leaming factors 

of tiic organization. thc individual Irarner, and program design. Tallman and Holt 

rcçognizc tliet educators focus mainly on program de1it .q: what happens aticr the 

program is delivered is not usually $+en much consideration. They explain that this is  n 

tlaw in the procrss. They believe thar rducators need to play a greater role in the transfer 

of lcaming process and t ensure adequate documentation is donc to vcrify that the 

cducn~ional p r o p m  was a positive intenrention. Becausc this rnatrix focuscs on the 

programmer. i t  presrnts a clearer picture of the roles. responsibiiities. and complexities of 

thc rransfer of learning process. 



Analoui's Socio-Technical Approach-Mode14 

Analoui ( 1993) presents a socio-technical approach as a means to explain the 

cornplex phenomenon of effective transfer of leaming. He descnbrs transfer of  learning 

as a dynamic process that begins with leaminç and continues to be present even afier the 

Isaming is completed. Nevertheless. his observation is that nansfer of leaminç has been 

dealt with as a detached stage in the programming and not as the  process that it 1s. In his 

search to understand the process of transfer of leaming. Analoui found that teachen, 

trainers. and organizers of educational interventions assume that, at the end of the 

intçnmtion. the leamer has the motivation and ability to follow through and introduce 

the changes when they are back at their job. This, he sûys. is a problem. 

Analoui ( l993) argues that the necessity for post-intervention activities that 

encourage learning to oçcur are either unhown or ignored in the work place. He notes 

that most rrscarch on transfer of Icarning analyzes the type of information that has brcn 

Icarncd but does not analyzc the social orçanization of learning. I t  is realistic to assume 

that the work placc contrxt in which transfer of leamin? is expected to occur is actual ly 

supponivc oi'this. His aim is to demonstratc that althouçh the task-rclated content is 

iin portan t 

for thc transfer of learning problem to be soived, the process must include a bctter 
undsrstanding of the factors. of both a social and technical nature. For these 
tictors act as facilitators and inhibitors towards the realization ofcftéctive 
rransfcr of leaming into the workplace. (p. 17) 

In summary. 311 four models identify that the geatesr problem with tnnsfer of 

lcaming from the classroom is the diiliculty of re-entering the work place to actually 

niai II tain or rc frrsh the learning. Caffarella's ( 1 991) model incorporaies strong strategies 



to encourage transfer of learning. Anaioui's ( 1  993) explmation of the need to understand 

and incorporate the social dynamics is also very significant. Garavaçlia ( 1993) focuses on 

the importance of involving all levels of personnel fiom within the organization beforr 

thc instructional desi~m is finalized so that skills and specitic needs c m  be incorporatrd 

fiom the work site to the classroom. Tallrnan and Holt ( 1957) recognize the complexiry 

of transfer of learninç and focus on the roIe that the programmer or educator has in 

defining limits on the degree of success of transfer of leaming when the issue of re-entry 

to the work place is not addressed. [t seems that the authors agee that the planning 

process is dynamic and that transfer of leaming needs to be included and not thought of 

as 3 deiached stage. If this type of integrated approach is used, then it is more likely that 

thosc wtshiny to include transfer of leaminç as pan of their planning process will be 

Baldwin and Ford - Modcl  of Transfcr of Lcarnin2-Modcl5 

This discussion now lrads to the fifth model. srested by Baldwin and Ford ( l9SS). 

In ;in iitiempt t» g o u p  and orçanize the information gathrrrd from an cxrrnsive review of 

l i  t m t  ut-e on transkr of leaming, they çreated a modrl of the tnnsfer of leaming process 

ndiicti sheds light on the common aspects of the modrls drscribed above. Thcy describe 

t hc trimfrr of leaming process in tems of training-input factors. training outcornes. and 

conditions for transfer of leaming. as foollows: 

Training outcornes are drfined as the amount of retention of that material ûtier thc 
proyram is completed. Training-input hctors includr. training design. trainec 
characteristics. and work-environment characteristics. Traince charactcristics 
çonsist ot'ability or skill. motivation. and personality bctors. Work environmm 
characteristics include climatic factors such as supenisory or peer suppon as wll 
3s çonstraints and opportunitics to perfom leamed behaviours on the job. (p. 64) 



The next portion of this review is based on Baldwin and Ford's ( 1  988) mode! as a 

fiamework to esplore nmsfer of leaming issues within the planning process. The 

identifird topics for review are: design input facton, design tàctors on outcomrs and 

implementation. leamer characteristics on input factors. leamers as facton at'Fecting 

transfer of lraming outcomes and straregies, and work environment factors affecting 

transfer of learning inputs and outcomes. 

Design Input Factors 

Baldwin and Ford ( 1988) noted that a large part of empirical research on transfer 

of leamin; has concrntrated on improvinç design through the incorporation of learning 

principles. One of thrse  principles is the notion of identical elements originally proposrd 

by Thorndibr and Woodwonh ( 190 1). These authors worked towards illustrating that it 

\vas possible to rnake people behavr in certain ways. One of the requircmrnts for this was 

to hnw the Icaming environment identical to the environment in which the skill is 

suhsc .qucnt l~~  demonstrated. They hypothesized. and later proved. that transfcr of leaming 

çould hc maximized if identical stimuli were present. Baldwin and Ford researched 

scvcral au t hors w lio qurstioned and tested the principle of identical elrmrnts and hund 

four orher empirical studies that contirmed a need for the leaming environment to be 

idcnt i d  to t l ie  environment in which a ski11 is to be demonstrated. Skinner ( 1 97 1 ) buil t 

on Thomdike's work to show that reinfirced behaviour tends to be repeated behaviour. 

Skinncr  uscd positive and negativc rein forcement to illustrate that rein forcement has the 

potenrial to motivate and extend leaming. Current literature still supports the idca of 

identical clcments and reinforcement. GaravagIia ( 1993) speaks of idcnticd ckmcnts in 

the content of transfer of leaming: 



Transfer is more Iikely to occur when identical elements appear in two different 
situations. For instnictional designers, that means that tasks taught in the training 
should closely match tasks that people do on their jobs. The training's content and 
activities should retlect the real world. (p. 67) 

Positive reinforcement is reported in both the training and education literature (Torrence. 

1 993: W lodkowski. 1999). Garavaglia addresses the issue of support and positive 

reinforcement in relation to reinforcement by stating that: 

A strong correlation exists between training transfer and the quality and arnount 
of managerial support. When supervisors use a positive approach, employees* 
behaviour changes are still evident 6 to I 2 months after tmining. When 
supervisors use a negative approach, behaviour changes practically disappear in 6 
months to a year. (p. 65) 

.A second principle. found by Baldwin and Ford ( 1  9SS) ,  conccms the use of 

generiil tcaching principles. The adulr rducation literature maintains that transfer of 

leamin9 is facilitated when leamers are not only taupht applicable skills but are also 

giwn general rules and theories that underlie the content. Knowles (l9SO) groups the 

organizing principles into four categories: simple to cornplex. expository order based on 

prercquisitc Icaniings. exposition that proceeds tiom the wholc to the part. and 

chronological ordering. He also States that "where dewlopmrnt of behaviour is the 

primary concem. other orçanizing pnnciples are increasing breadth of application. 

incrcasing range of activities included tiom the part to the whole. a demonstration or 

direct csperiencc tollowed by the  development of principles" (p. 235) .  Caffarclla ( 1994) 

tnlks of key factors that enhance the transfcr of leaming process. Gencral teacliing 

prinçiplcs are addressed as ways to enhance the content. This content includes the 

knowledgc, skills. and values to be leamed. The content is presented in such a uray that i t  

is relcvnnt and practical; connects knowledge. experience. and the learncr's ways of 

knowing: and is practiced in relevant contexts. 



The third principle presented is stimulus vxiability. This concept is based on the 

idea thar transfer of leaming is maximized when a vanety of relevant stimuli are 

presented. Ellis ( 1965) states that: 

understanding the similarity of relationships among tasks [is necessary] to predict 
the course of tnnsfer of learning, for we do not learn in a vacuum--our present 
learning is intluenced by our previous learning.. .. The greater the degree of 
similarity between the two tasks, the greater the amount of positive transfer is 
obtained. (p. 16) 

Conditions of practice are the founh principle discussed. The current literanire 

defines conditions for prrictice in four ways. The first is distributed leaming which means 

the rerention of information is longer when al1 of the concepts are taught together rather 

tlian when they are broken up. The second is choosing a whole skill model for teaching. 

This involves traching the entire skill but dividing i t  into parts. which ultimately leads to 

the wliole. Georges ( 1  988) prefers using a whole-skill modrl when teaching sofi skills. 

tlc states that when skills arc tauçht. steps are presented with the goal of being able to do 

tlic cntirc skill. The probiem with this is "that stcps in the process arc not the skiil. Skill is 

what i t  takcs to rxecute the steps success%lly" (p. 42). Georges' contention is that to be 

ablc io teach and transfer a skill. the whole concept must be presented first. and then 

hrokcn down into  manaeable chunks of leaming. Thc third condition of practice is 

decidinc .. when to mve feedback to the learners. and on what part of their Ieaming to _rive 
C 

frrdback. Torrence ( 1993) and Wlodkowski ( 1999) connect the concepts of feedback and 

niotivation to the end result of the leamer's incrensed learning. Both researchcrs 

cnçourage the use of positive feedback as a means to yive correction, to acknowledge 

lcamer responscs. and to create a positive Iearning environment. The founh condition is 

thc conccpt of ovcr Icarning or having leamers pnctiçc beyond rnastery. This tcchniquc 



is rncouraged by Zemke and Gunkler (1  985). They state over leaming is useful because 

"people must leam what to do. how to do it and when or under what circumstancrs to do 

it" (p. 56). Over leaming is also encouraçed by both Milheim (1994), and Tallman and 

Holt ( 1957). who note that an idea cm be illustrated in different ways when it is rrpeatrd. 

However. Tallman and Holt also identify that although "over learning has proven to be 

positive, often programmers are unable to provide the time necessary for over learning to 

occur" (p. 79).  

Design Factors on Outcornes and Implementation Strate~ies 

Program design and deiivery are the variables over which facilitators have the 

most control. Facilitators take the defined needs. expectations, and tùrure use of 

inhnnation to crcate the leaming experiencr. Several researchen (e.g., Brooktirld. 1995: 

F~irquharson. 1995; Ottoson. 1995) have clror recommendations on stratepies and fomats 

th31 hcilitators need to use not oniy to assist in the crearion of a productive leaming 

environinrnt but also to increase the likelihood of information bçinp used outside of tlic 

Icarnins environment. 

Brimkticld ( 1985). Farquharson ( 1995). Ottoson ( 1995). and Zemke and Gunklcr 

( ! 985) empliasize the importance of promoting conceptual leaming. Thrse authors 

beliew tliat a higher level of leaming increases cntical thinking. Thcir belief is that. witti 

critical thought. abstraction and the application of information are more likely to occur. 

Tallmrin and Holt ( 1987) reinforce this idea by emphasizin~ the necessity to teach basit 

skills and concepts that are then generalized ro more specitïc situations. Tallman and Holt 

bclicvc tliat this will encourage the leamers to think ai various levcls. 



Analoui ( 1993, Tallman and Holt (1957). Fox (1 954). Wlodkowski (1 999). and 

Zemke and Gunkler ( 1985) are a11 very clear on the need to use a variety of teaching 

mrthods to increase transkr of leaming. They believe that there needs to be a balance in 

the classroom between the amount of teaching and the variety of ways in which the 

intonnation is presented and practiced. These authors also firmly support the use of 

modeling or dernonstration as a tool to illustrate how a new ski11 and new behaviours are 

supcrior to the current ones. To achieve this level of understanding and to develop a sense 

of the practical use of the new skills. leamers require the oppominity ro practice both 

correct and incorrect behaviours. This entire process also needs to include time for over 

lsaminj. Leamers need cnough time to practice and feel confident with new information 

before more infomation is introduced. Zemke and Gunkler point out that "when enough 

timc is not allowed. negativc transfer occurs" (p. 23). With rhe division of timr cornes the 

necd t j r  awareness of the pace of instruction. Facilitators have to allow for interactive 

rimc. Skills nrrd to be divided into small components. I t  is also irnponant not to overload 

thc lcrtrncrs with information. 

Wlodkowki  ( 1999) and Brooktield ( 19S6. 1990) encourage the use of interactive 

strategies betwern the facilitator and the Iearners. both to keep the interest of the leûmers 

and to help the facilitator ascrnain the leamers' level of understanding regardinç the 

content. interactive stntegies include stories. anecdotes, quorations. examples. and 

analogies. Tlirse strcitegies have the potrntial to "give learnen a wny to focus new 

Icaming so that i t is concretely illustrated in their rninds" (Wlodkowski, p. 106). Thesc 

authors also encourage nsk taking. and the creation of uncertainty and anticipation as 

n~ethods to stimulate the learners. Wodkowski states that 'zvhen our Irarners do not 



know exactly what is going to happen next or when, we have usually captured their 

interest and anticipation. This is the way leaming can become an adventwe" (p. 208). 

Cormier (1954), Tallman and Holt (1957), Wlodkowski (1999). and Zemke and 

Gunkler ( 1985) discuss how newly leamed information needs to be integrated with 

learners' existing information. Farquhason ( 1995) found that "demonstration of the 

acrual behaviour was the best strategy for the integration of information" (p. 720). 

Demonstration aIlows for observation. cornparison, critique, discussions, and critical 

thinking. Cues and examples may also be used. A caution given by Zemke and Gunkler is 

that whrn demonstrations, cues, or examples are not pan of the learners' experience or 

work environment. the result will produce a zero or even negative impact on tram fer of 

leamine. Farquharson ( 1  9 9 9 ,  and Zemke and Gunkler. suggest the use of job aids (such 

as check lisrs and sloçans) as reminders rhat the leamers can take with them to help recall 

the information later. 

.L\nother srrategy that Zemke and Gunkler ( 1  985) found useful was "the 

application of mental rehrarsal and irnagery" (p. 57). They found these strategirs were 

pou-du1 in assisting in the reduction of fmrs. and the building of confidence and skills. 

I t  \vas also Zemkc and Gunkler's experience that to better prepare leamers for the 

cducational session. the creation of pre-course homework ivas helpful. This process 

helped tlie lramcrs review content, gave them a context to focus on. and providrd thern 

an opponunity to fornulate some questions (p. 52). 

Farquharson ( 1995) uses follow-up teaching sessions with content rcview as an 

opportunity to fine-tune the application of pior  Iraming. These sessions assist in trouble 

shilotiny and building contidence in the leamcn (p. 723). Clark ( 1956), Ottoson. ( 1  995). 



Tallman and Holt (1957), and Zemke and Gunkler (1985) al1 support the use of follow-up 

teachinç sessions to encourage trmskr of learning. 

Learner Characteristics as Input Factors 

Baldwin and Ford ( 1988) identify skill, ability. motivation, and personality as 

specific learner characteristics that are linked to transfer of leaming. However, these 

c haracteristics were identified fiom practi tioner reports and not from rigorous research 

studies. Little or no research has been conducted on how those factors affect transtèr of 

Caffarella ( 1991) speaks genenlly about why people do. or do not. apply what 

thsy have Icarned. linkinç these reasons to "key influencing factors" (p. 1 10). One factor 

1s program participants: 

Panici pants bring to educational programs a set of persona1 characterist ics, 
c?;prrienccs. attitudes, and values. These intluencr both what they lcam and 
whcthcr tlicy can and want to apply what they have leamed to their personal. 
work. <ind:or public lives. (p. 1 1  0) 

This ycncrnl statcment lcads to the questions: Hou does the leamer's past expcriençe and 

kno\vlr.dgc cmbroce or enhancc the content that is to be addressed? Do leamers possrss 

the requircd knon-ledge, skili, or experience regarding the topic pnor to the leamin2 

intemention? .Are leamers interestrd in chançing or explonng how they presently achieve 

ttic skill k i ng  taught? LVhat is their skiil level and how will this affect their leaminy? 

.-\lthough Vella ( 1994) does not speak speciîïcally of participant chanctcristiçs. 

shc bclitx~s tliat the cducator may not be able to influence values. motivation, 

pcrsonality. or skills -- thus the "ta& as educaton is to make the leaming so accountable. 

the engagement so meaninçful, the immediacy so useful. that the unhealth y atti tudc will 

change in time" (p. 169). Altliough Vella does not link motivation to the tasks of the 



educator in her statement, she implies it. because the leamer must be engaged in the 

learning process to leam. Wlodkowski ( 1999) believes motivation is important not on1 y 

because it improves leaming but also because it assists in the leaming process. He hrther 

That althouçh motivation is a necessary condition for leaming, there are other 
factors - ability and quality of instruction which are also necessary for leaming 
to occur. [However], if people are given leaming tasks that are beyond their 
ability. no matter how motivated they are, they will not be able to accomplish 
them. (p. 5 )  

Wlodkowski also believes that motivation is enhanced when adults see that what they arc 

lcaming makes sense. is consistent with their values. and is relevant to their life 

situations. Wlodkowski emphasizes this by stating: 

People prrceivr persona1 relevance when their leaming is contextualized in their 
personal and cultural meanings. allows their voice to remain intact. and retlects 
thcir constmction of rrülity. In other words. the leaming is connected to who they 
are. what thcy care about. and how they perceive and know. (p. 74) 

Lrarncrs' Effect on Transfer o f  Learning Outcomes and Stratc~ies 

The literriturc speci tïes rolrs. responsibilities. and involvement of the lcamcrs in 

rhc proçcss of transfer of Icaming. Learnen are not identitkd as pûssivc beinçs in rhc 

procrss but rathcr as active participants before. during and afier the lraming occurs. 

Cafhrel la ( 1 994). Ottoson ( 1 994). and Zemke and Gunkler ( 1 985). for instance. 

einpliasizc the need for learners to participate prior to the leaming session. This early 

i n\vl\-cmcnt rnables learners not on1 y to be able to idcnti fy their needs. and set goals. but 

t« asscss their skili level. This process c m  assist in the çlaritication of objectives and 

espectations. 3s well as prepare leamers for the content. This pre-involvement also sets 

the stage for accountability. Another pre-leaminç requirement that CafTarella and Zemke 

and Gunkler identify is the need for clear expectations to be articulated by al1 individuals 



involved in the process of the training. These individuals include managm. supervisors, 

trainers. and leamers. These authors believe that the expression of expectations allows for 

clantication and verification of support, and also decreases the chances of 

misinformation. 

Clark ( 1956) identifies a criterion that needs to be in place for leamers to be able 

io mmimize their leaming experience. She states that only the leamers actually needing 

the training should attend and that the needs of these leamers must match the skill being 

taught as well as hture skills needed on the job. Another important issue that Clark 

discusses is the timing of the intervention. Training needs to be available when the 

Ieamer nrsds the information. not when the schedule allows. This. then. puts pressure on 

the organization to create alternative ways of providing information for leamers. Clark 

statcs that a11 of these factors contribute to accountability which is absolutely essential in 

thc triinsifr of leriming procçss. 

Farquharson ( 1995) stresses the imponance of training within intact social 

systcms so thar there is the opportunity to use the new knowledge. skills. or values. Clark 

( 1936). Fos ( I9S-l). and Zemke and Gunkler ( 1985) articulate the same need. Clark. 

hou.cwr. uses the words "intact work goups" (p. S j )  to refer to these social systems. 

Lccimrrs arc more likely to try new skills. and io o b s e n ~  and support fellow workers if  

thcy hnvc experirnced similar leaming interventions. 

Work Environment Factors Affcctink Transfer of Lcarning Inputs and Outcomcs 

Building on K u n  Lewin's early work on forces intlurncing changc. Analoui 

( 1993) notes ihat there are forces that work for and açainst the proçess of transfer of 

Icamins and "attention needs to be paid to both the social and technical aspects of 



training in order to pin-point the facilitative or inhibitive factors which are present in the 

learning situations and the organisation" (p. 10). In Analoui's opinion, the learner should 

not be viewed in isolation fiom the actual work environment. 

Another important factor affecting transfer of leaming. ci ted by Tallman and Hol t 

( 1 957), and Zemke and Gunkler ( IWS), is the suppon of the supervisor. These 

researchers agree that a pre-course needs to be provided for supervisors pnor to training 

their employees. This process is essential to inform supervisors of the training, to update 

their skills. and to assist them in being supportive to their staff following the training. 

This process can also help supenisors identify possible barriers that presently exist that 

would deter transfer of lcarning in the future. Transfer of iearning occurs more readily 

beçause of the supportive environment for change and the individual reinforcement for 

change provided by one's supervisor. Analoui ( 1993) observes that "suppon provided by 

the çoaçh:supen.isor is probabl y the single most imponant factor in the occurrence of 

cffectivc transkr" (p. 72). 

Summary 

Adult leaming is compnsed of several variables that are interconnected and that 

lead to some type of change within the teaching-leaminp exchange. No one variable can 

stand alone as intluenciny the end result. Each variable plays a role in the educational 

program: change can be related to the educator, the leamer. the organization. or the 

community as a whole. Because of the interconnected nature of the variables, cach 

variable needs cquai status in the planning and irnplementation of the eschange. 

Having identified the variables and havinç recogized the importance and roles 

the variables play in the teachinç-learning exchangc. the educator must then decide on a 



program planning frarnework for delivery of the program. The educator's choice is based 

on information. desired results. and purpose of the educational program. For the purpose 

of this study. five tiamcworks were chosen because they included the concept of transfer 

of lcarning as part of the process. Al1 tive models identib that the connection between 

the classroom and the work place is the area of greatest difficulty. Researchers agree that 

the planning process is dynamic and that transfer of leaming needs to be included. It 

should not be thought of as a detached stage. They believe that if educators include 

transfer of leaming as part of their planning process learners will be more successful. 

Tlie literature exemplifies the complexity that the concept of transfer of leaming 

contributes to each of the ieaminç variables. Desicg factors and strategirs were identified 

for inpiit and outcornes for each of the variables. The conclusions drawn were that the 

concçpt of transkr of ieaming is cornplex. No one variable can be gven credit for 

in tlucncing tram fer of leaming more that another. M e n  anrmpting tram fer of lsarning 

strntegies in a teriching-leaming exchange. i t is important that the educator use best 

pract icc prinçiplcs in the process. Many researchers suggested that tnnsfcr of leaming 

çouid be attributed to a complex mix of variables includin_n the facilitaior. the leamer. and 

the plarming strategies. 

In the nest chapter 1 describe the process of adapting transfer of leaming 

sirateyirs within in-service sessions. I focus on my use of best practice principles to 

incrcnsc transfcr of leaming. 



CHAPTER 3 

DESCRIPTION OF THE STUDY 

1 conducted a study to explore optimal conditions for successful transfer of 

leaming in a work place using 12 one-hour in-service sessions. The sessions were pan of 

the staff development program in three medium sized long-term heath-care facilities that 

provide service to a community of 75,000. This chapter describes the study in three 

sections. The first section presents the planning that occurred between October 1995 and 

January 1 996. 1 inciude my assessrnent of the leaming needs, the design decisions, and 

the strateçies used. In the second section, 1 describe the structure and delivery of the in- 

service sessions that took place during FebruayMarch 1996. In the third section. 1 

prescnt the evaluation results. with an emphasis on the follow-up interviews that took 

placc dunng Junc 1996. 

Planning the In-Service Sessions 

Comprehensive planning and des ip  were an integral part of the study. In this 

section. I descn be the processes of soliciting staff development needs tiom the employers 

and assessing the support needs of the leamers. 1 state my overarching d e s i g  questions. 

my suggestions for promoting a positive leaming environment. and my strategies for 

transfcr of leaming. 

Emplovcr Staff Dcvelopment Needs 

in solici ting ideas on staff development needs. I attrmpted to use a process of 

inclusion. This attempt was outlined in a Ietter i sent to cach director of carc introduciny 

myscl f and inviting her participation. Part of this letter included a proposcd outline of 

evcnts indicatin- a possible time Frame. 1 suggested an initial meeting with each dircctor 



of care. another meeting with their supervison and staff to discuss their training needs, 

and a final meeting with each director of care to review the project and confim the in- 

service series. 1 concluded the letter by stating a time that I would cal1 to confimi their 

participation and arrange an initial meeting. Upon contacting each director of care to 

arrange a meetinç, nonr of them expressed an inrerest in having me meet with their staff. 

They each had tirm opinions that they knew what their staffneeded in relation to content. 

Independentl y. each director of care requested that I bring some possible topics with me 

to our initial meeting. They would choose something appropriate for their staff tiom these 

options. Based on my work in simiiar facilities for 10 years and my added experience as 

an üdult educaror. 1 chose six topics that I thought would be relevant. I submitted these 

six topics with detailed course outlines in advance of our meetings. allowing time for 

c;icli DOC to rcview the information. Of these six topics. all threc administraton chose 

thc foilowing rhrec sessions: (a) Problem Solving: How I solve problems and how 1 can 

bc ri hcctcr problem solver. (b) Motivation: How 1 motivate myself to do the excellent 

work tlinr 1 do. and ( c )  Cariny: Why 1 care and what caring really is. They stated that 

tlicsc topics consti tuted information their staff needed, and reassured me that their staff 

w i u l d  tind the content interesting and relevant to their work. Thrse meetings also 

inçiiidcti cxtcnsivr discussion on the specitic content that I would be presentinç at al1 

thrcc t'acilitics. Each DOC reviewed the course outlines [ had submitted and werc 

tliomugh in çlarifying the areas which they thought their staff nceded cxtn information. 

Onc dircctor wanted each content area to have a slant on improving staffmomie. A 

second director gave me the impression that she did not have preferences. The third 

dircçtor hiid me explain everythins in grrat detail and accepted what 1 had presented with 



no modifications. AI1 three meetings ended with the director saying that she expected that 

each session would be professional, relevant to al1 staff in a11 departments, and 

interesting. 

In Our initial meeting. the tint director stated that she tries to providr as many in- 

service sessions for her staff as she cm and makes an effort to encourage staff to get as 

much training as possible, both inside and outside cf their work place. She said that 1 

should expect representatives of al1 distiplines to attend and participate. She stated her 

conviction that she did not believe that only nursing staffshould have opportunities for 

in-service sessions. but that al1 depamnents working with the residents need to be 

informed and aware of issues. In her facility. separate training is done only when it is job 

speçi tic. such as training in nursing procedures or the use of chemicals in housekeeping. 

She believes that shc offers a well-balanced in-service program for her stafthat meets 

the definrd retmlations within the accreditation process. This director was the one who 

made the request that in-service sessions b r  presented twice. JO individuals could 

cxchange shifts and thereby maximize attendance. She expected 1 0  to 15 people to attend 

each session. This initial meeting lasted 90 minutes and included a tour of the facility and 

the room in which 1 would be conducting the in-service sessions. 

The second director stated thar her staffneeded the infornation I was presentinç 

because it related to current issues in her facility. She informed me that she would select 

memhers fmm an m i r e  shiti. and they would not have the option to dedine. 1 could 

expcct 10 participants. She also said that this \vas her usual way of assigning staffto in- 

service sessions because she did not want to argue with her staff that some r e r e  able to 

attend and others not. She also noted that the only timc that she changes rhis practice of 



assigning staff to in-service sessions is when a governing body reglates training. She 

then makes arrangements for al1 staff of the designated department to receive the in- 

service session, no matter what shifi they are workinç. This initial meeting lasted 40 

minutes and included a tour of the cIassroom. 

The third director explained that her procedure for informing her staff of in- 

service sessions was to post the information on the staff bulletin board. She believes this 

to be the most efficient method and that ii gives her staff the oppominity to attend 

volun tan1 y. Staff members are responsible for arranging their own coverage if they are 

working and the in-senrice session is during their shift. or they are expected to attend on 

their own tirne. Her policy is that only those in-semice sessions formally part of 

accrediration are mandatory. On these occasions. she requires her staff to attend and sers 

up a rotation whereby all staff have the opponunity to attend. Oniy these sessions 

rcquired by thc accrcditing body are promoted verbaliy. The direcror said that 1 could 

expecr threc to tivc pa~icipants to attend my session. She stated that she has found that 

postinç the information is a very adequate way of sharing information brcause hcr 

eniployecs never corne to her with questions or for tùrther information. This initial 

ni est in^ Iasted 15 minutes, includinç a tour of the classroom. 

At ttir end of each meeting with each director of care there was an agreed upon 

time. place. and date when 1 could present the in-service sessions. collect the prc-session 

questionnaire. and 3 request for situational examples of existing issues in the work place. 

Cpon completing the personal interviews with each director, 1 wrotc a follow-up letter ro 

thank thcm and to contirrn the purpose. objectives. expectations, and outline of each 

session in writing. Upon thcir request. 1 had no tùrther formal contact with the directors 



of a r e .  1 went to the facilities at the pre-arranged times and dates, collected the 

questionnaires pior to the in-service sessions, and delivered the in-service sessions as 

ageed. 

Assessing Learning Needs of the Participants 

It was evident after the initial meetings with the directors of care that I was not to 

have persona1 contact with the staffpnor to the sessions to determine their needs or begin 

the process of establishing rapport. This meant I had only three sources of information on 

Içamer needs: the pre-session instruments 1 had created. the feedback fTom the 

ridministrntors and supervisors, and my own experience. 1 include my personal 

cxperience as a source of information because the rnajonty of my decisions regarding 

dehery  and use of teaching strategies corne tiom rny own extensive experience and 

cciucation. 

Ncvcnheless. involvernent of the participants pnor to the sessions was achicvcd 

thruugh the use of two instruments. The tint was a 33-item questionnaire divided into 

thrce sections. The threc sections were: (a) the most important thinçs that help me to 

prepare for Icaming. (b)  the most important things that help my Ieaming dunng the 

presentation. and (c)  the most important thinçs that hclp me with my ongoing leaming. 

Tlie questions for cnçh section were directi y related to issues presented in the litcrature as 

hciny important to leamers before. during. and aftcr Irarning (Caffarclla 1995: blilheirn 

I094: Ottoson 1994). 1 hoped that the rrsponses to these questions would validate what 1 

lcamed through reüdinç regarding the prior involvemcnt of participants. and would also 

g i w  me insight into the participants' needs. The dirrcton of care ageed that 1 could 

I c w e  thc questionnaires on the lunch room tables for staff to complete. 



The second tool was a request for situationai work examples, which 1 included 

with the questionnaire. I stated that I needed real work situations From them to use as 

examples during the in-service sessions. 1 asked the learnen not to use the real names of 

anyone and to seal thcir answers in the envelopes provided. 1 indicated that both the pre- 

sessions questionnaires and examples would be picked up at a desipated location. It was 

my goal to use the submitted scenarios so that the leaming would be relevant, leamers 

would have a sense of ownership of the content. and leamers ivould tee1 heard becausr 

their examples were usrd. 

$IV Overarching Desim Decisions 

M y  design decisions were based on Caffarella's Interactive Program Planning 

ivlodcl ( 1905). Garavaglia's Process klodel (1993), Farquharson EDICT Teaching 

Xl~rhods b1odt.l ( 1995). and my own rxperiencr both as a health-care worker and 

cduçator. The adult cducation models are eclectic in nature. bringiing together pnnciples 

tiom the education and humsn resources literature. The tirst two models are based on 

simi1;ir principles. They begin b y establishing a need. and recognizing the decisions and 

inforniaiion required whrn creating a progam. This information is the foundation for 

dcsigning instruction. setting priot-ities. and makinz decisions for progriim delivery. The 

ncvt stage is the delivery, and is based on specitic goals set by the leamen. the 

orgiinization. and the facilitator. The final stage is the evaiuation and follow-up process. 

The tliird model \vas chosen because my study focuses on observing the delive- of 

tcaching straregies b and because it was developed speciticall y for deiivery within a health- 

carc serting. I uscd this model to îdenti- and apply my teachinç methods in an efibn to 



enable a better critique. Farquharson's (1995) model is broken d o m  tiom the acronym 

EDICT. 

The letter E in the model stands for "explaining" the main idras that will be 

presented to the leamers. My method of delivery was to use a tlip chart and to tell one 

relevant story or work example to illustrate how the content was to br  applied. The letter 

D stands for "demonstrate." Here, the facilitator creates connections between the ideas 

presented and the events that occur in thfi leamen' work places. During this step, 1 

looked for opportunities to demonstrate the operational effects of the content. The next 

step is the letter 1. which stands for "involvement." In this stage, 1 involved the 

participants by using shon stories. quotations. and work scenanos within small goup  

discussions. These were chosen to provide an opportunitg for discussion. voicing 

opinions. and expressing values, biasrs. goals. and objectives. Dunnp th is  section, my 

choscri tcaching method was to act as a facili tator of the process. 1 gave the power of the 

process to the lenmers so that thry would taks on the role of information sharers. The 

excrcisrs wcre created in such a fashion as to actually have the leamcrs use and apply 

thcir idcas. think of alternatives. and obsene their CO-workers so that the leamen might 

dccide to try ncw brhaviors or acknowledge their present cornpetencies. 

Coiiçhing is rlie next step in the EDICT process. I introduced coaching to the 

ieamers by having the small groups report back to the whole and discuss the ideas 

prcscntcd. During the rcpons from the srnall goups. 1 facilitated thc proccss and recordcd 

tlic answrs. 1 also acted as the coach by posing cntical questions to funher stimulate 

discussion and bring forth other ideas. I incorporated coaching by bnnging tonvard 

observations and using examplcs of what 1 heard within the goups as I circulaicd. This 



method of involvement alIowed me to mode1 this behaviour and validate the learner's 

nprriences. 

The tinai phase is the T, which represents "resting terminating and transfemng." 

During this phase, I chose a didactic method of delivery in order to conclude the session. 

The conclusion began by asking a series of questions, reviewing the content, and witing 

the responses on the tlip chart. 1 then handed out the tram fer of leaming exercise and the 

end oisession evaluation form. and invited the participants to sign up for the post-session 

inteneiews with me in 5 months. This rnethod of termination alIowed me to be in control 

of the leaming relationship that had been established, esrablish the pace at which closure 

would occur. and provide an  opponunity for the leamers to exit or close with me in a 

rnrinnt'r that t t . 3 ~  cornfortable. 

Usin- these modsls and my expenence. I drcided how 1 would attain my goals. 1 

made fivc design decisions. The tirst was to focus on establishing rapport. The second 

was to  çhallengc mp facilitation skills by takinç nsks. The third was to challenge the 

Isamers. and the founh  was to use application as a strategy for delivering content. 

Finally. I ncedrd to rvaluate the extent of transfer of leaming. 

In my cspcricnce as  an educator, I have leamed that establishing rapport at the 

bcginning of sarh in-service session is crucial. In this particular situation. the need was 

grcater due t» the short amount of time assi~med for the sessions. Hence, the fi rst decision 

wns to mniic an ctf«n to create a positive tone. mood. mornennim. and rapport within the 

leaming cnvironment. I wanted the participants to walli into the room and know that thcir 

cspcrisncc u s  going to be ditierent from any other they had had in this same room 

bctore. 1 chosc activities and dcveloped each session with the goal of moving  the Icamcn 



tiorn a didactic experience to one of independent leaming. self-refection, and critical 

thinking. I believe that 1 achieved this by ph:rsically moving the tùmiture so that a11 seats 

would have a view of the tlipchart in the tiont of the room. I greeted the learners at the 

door with a hand shake, personal welcome, extra paper, pend.  and handours. 1 was 

punctual, wore w a m  colors. smiled. and usrd a low tone ofvoice when greeting thcm. 1 

began each session with a clear outline of the process and my expectations. 1 srated that 1 

was thrre to share information, not to act as an authority telling them what they are doing 

wrong or what they should be doing differently. I also gave them permission to leave i f  

the prescntation was not what they needed or expected. 

The second decision was to challenge rnyself to take risks in how 1 chose to 

present the content to the Icamers. 1 examined my content cntically and strove to makc i r  

lis crcative as possible. 1 wanted the content and my delivrrry style to pet the attention of 

thci  l amers  quickly and to br presented in a manner that \vas relevant to them as 

individuals and as workers. Some of the techniques 1 incorporatrd to achievr nsk taking 

includrd: (a )  in Session 1. I chose to bcçin by inviting the leamen to ask any questions 

tticy niight have. then conncct this to the content; (b)  in Session 1. I çreeted rach 

participant with a hug as they entered the r o m :  (c) in Scssion 2, I chose to teaçh and use 

jupglino. as a way of demonstrating content: and (d) in Session 3.1 asked the leamen for 

their answrs  before I gave my own. 

The third drcision was to include exercises that might stimulate critical t h i n k i n ~  

and retlection. Assisting the learncrs to explore. identif'y. and possibly imagine 

alirmativcs regarding their assumptions in the 60 minutes rivailable in mch in-servicc 

session \vas indrcd a challcnpe. 1 attempted to stimulate critical thinkins and retlection 



through the use of quotations and short stones. 1 chose the quotations and stories for their 

ability to stimulate discussion regarding the participants' work. no matter whar their job, 

esperience. or rducational background. 1 typed one example, with detined questions, 

distributed one sheet to each member in the group, and then asked each g o u p  to assign a 

recorder who would thrn report back to the larger group. 

The fourth design decision was to use the s trateg of application of content as 

identiiïed by Brookfield ( 199 1). This was a way to increase critical thinking and 

retlection. 1 decided to stretch the boundaries by purposefully choosing sofr skills content 

with the intention of getting a better sense as to whether the application smtegy of 

s to ryd ing  did. in fact. have some impact. 1 hoped that leamers nould be able to transfer 

the intbrmatiun from the classroom to their panicular simarion and apply the content at 

ivork or ctt home. tt was in this section that I incorporated the situationai examples that 

w r c  submittcd by the leamers. 

The tiftli dcs iy  decision ivas with regard to evaluarion and the measurernent of 

transfcr o t'lcamin,. 1 had to nniculate the issues I wanted to measure. th rn  determine 

hoa. I woulcl c»llt.çt the information. keepin~ in minci that the content and trans fer of 

Icaming were di fticult to quanti@. 

1 distributed thrre questionnaires at difierent intemals. The ftrst (drscribed above) 

was the prc-session questionnaire. It was desiped to rlicit information from the leamers 

prior ta thc in-scrvicc session rejarding what helps them leam beforc. durinp. and atier a 

lcaming cxpcrience. These were completed i to 2 weeks pnor io attending the sessions. 

Thc sccond instrumenr was a post-session questionnaire. The questions focusscd on three 

\.arilihic.s: (a) the facilitator. (b) the leaming environment. and (c) the leamers' 



experience. There were eight questions soliciting the learners' impression regarding the 

performance of the facilitator, five questions regarding their experience in the learning 

environment. and eight questions soliciting opinions about their leaming experirnce. Of 

these 2 1 questions. 5 were witten negatively to discourage the leamen from chrcking 

only the rnost positive answer before reading the entire question. The final measurement 

was an inrerview schedule for use with volunteer learners 3 months atier the in-service 

sessions. This instrument focused on the concept of transfer of leaming. [t asked whether 

lcarncrs had actually used the content of problem solving, motivation, and caring. My 

cxpcctation was that the leamers would build on the content knowledçe relevant to their 

jobs. This would be seen if the leamers were able to aniculate that they solved problems. 

chanycd an approach to their work teams, viewed their roles diftèrently. reflected and 

passcd on rhe information they leamed to someone else, or experienced an attitudinal 

chrinst. 

Strategies for Promoting a Positive Learning Environment 

Tlic stratepies used for developing a positive leaming environment were based on 

four conditions. These conditions were the physical setting. Ions terni care facility 

dimate. obstliçlrs to learning, and facilitator personality. 

Phvsical Setting 

The physical setting was a variable that I manipulated. Before rach session, 1 

movcd the iürniturc to crcate a room that focussed attention to the h n t .  This rctlected a 

sensc of order and rnabled the learners to move into small gooups easil y. I also çreated 

the expectation rhat lcamers had a responsibility to participate and that leaming would 



occur. 1 accomplished this by handing out paper and pends  to the leamers as they 

entered the room. 

Climate 

My assessrnent of the clirnate within the long-term care facilities \vas based on 

fact and persona1 observation. Al1 three facilities were in the process of union 

negotiations and a stnke was a very real possibility. When interviewing two of the 

directors. I did not get the impression that the negotiations would have an et'fect on the 

leaming interventions. However. the îhird director stated that there was tension between 

management and the rest of the staff over contract issues. She then quickly stated that this 

tension \vould not interfere with attendance at rny sessions as she would direct eïeryone 

on the shift to atrend brcause they needed the information to do thcir jobs more 

elfectivcl y. 

I was funhcr able to sense the clirnate when 1 took individual tours of each façility 

with the director afrcr completin_g the initial interviews. These obseneations pliiyed a role 

in my dccisions and affected how I created the leaming environment. In Facility A. 1 

obscnwl the dirrctor bcine g-eeted in a friendly mûnner. 1 saw cheerfui staff and saw 

discussions among the statfçoing on with an air of fnendliness or camaraderie. At 

Fxility B. 1 obsemrd no ncknowledçemcnt ofthe director. little staff interaction. an air 

of fonnality. and felt excessive scrutiny tiom the workers as we walked througli. In 

Facilitv C. I ohscned formai acknowlrdgemcnt of the director. little staffiniewction. a 

scnsc of urgrncy to cornpiete thc work. and a cold. business-like atmosphere. 



Obstacles 

1 acknowledged several obstacles and attempted to compensate for them within 

the in-service sessions. These obstacles included fieedom of choice to participate. tension 

or stress Iramers had regarding their work. and the expectation of change. Each one of 

these issues presented itself very early in the in-service sessions. As a facilitator, and as a 

leamer. I know first-hand the negative emotions. tension, and loss of concentration rhat 

occurs ivhen leamers are mandated to participate. Loss of choice in such situations can 

have a very negative effect. Therefore, after reviewing the outlines and expectations, 1 

ofiered the leamers the option to leave if this in-service session was not of interest. or did 

not appear to meer their needs. Even rhough this may have been seen as a token gesture. 1 

beliewd that giving permission to leave was an effective way to recognize and empouer 

irrs and to dissipate some of the nrgativity that came into the in-service session with 

earncrs. Thc second issuc was the mood within the facilities. AS I tourcd each 

i ty. I eupcnenced di fferent moods within the working environments. Di fferent 

degees of tension and stress were visible. Within the in-sewice sessions. 1 attempted to 

address this by being welcoming, non-threateninç. encouraging. and sugçesting that this 

in-senice session was going to be different than others they had attended in the past. The 

ti na1 obsraclc was change. I was aurare of Wlodkowski ( 1999) and Knowles' ( 1 980) 

statement thnt adult leamers are more resistant to change than childrcn. and that this 

rcsistrincc may increase tension within the learners and reduce the leamin3 that occurs. 1 

attempted to addrrss this by acknowledçinç the skill level of the participants during 

discussions. Iiacing them compliment themselves by identifying their strengths as canng 

and motivatcd problem solvers and inviting them to list ivays they could improvc their 



skiil levels. Therefore, suggestions for change came kom the leamers themselves, rather 

than from me. the perceived expert. 

Facilitator Personalitv 

My penonality as the facilitator played a significanr role in the nature of the tone 

and momentum within the environment. As an individual. I am positive, optimistic. 

creative. energetic. and focussed. 1 have been complimented on my ability to enter a 

room. scnn the audience. and know how to involve the entire goup  and facilitare a 

change in the mood to get information across. 1 beiieve that this strength cornes from my 

pcrsonality as w l l  as rny ability to assimilate my leaming. past experience, and inîuirion. 

.As disciisst.d later, in order to connect with the leamers wirhin this environment. I chose 

to tiikt. pcrsond risks to expose my own identity, strengths. and weaknesses. t believe 

th31 m y contidence and strong penonality traits contributed to the supportive leaming 

environment durinç the bepnning. rniddle, and end of the in-semice sessions. 

Strategies and lnstructional Methods for Transfer of Learning 

In examining the variables that affect transfer of leûming. 1 chose four variables 

thrit 1 intended to influence. These variables were the content, the environment. the 

participant, and the facilitator. The following is an explanation of the strategies and good 

practice teaching methods 1 irnplemented to affect each of rhese variabtes. 

Content Variable 

1 implemented four specific transfer of learning strategies to assist leamers to 

explore the topics presented fiirther. These strategies were: (a) homework assignmenü. 

(b) lerter of cornmitment, (c) repetition of content, and (d) creation of expectation. These 

were setected on the ba i s  of recommendations in the literature, 



1 created homework assi-pnents and distributed them as optional acrivities for the 

leamers to rake \ilth them at the end of the sessions. 1 presented these assi-ments as 

opponunities to tunher explore their thinking about what they had heard and expenenced 

dunng the in-service session. 

I distributed the commitment letter ar the end of each session as an exsrcise for 

the iearners to express what they had learned. 1 created a cornmitment fonn letter that 

containcd four retlective questions for the learners to answer. When the learners had 

completrd the letter. 1 asked them to seal i t  in the envelope provided and to address it to 

rhcmscl\~es. I stated that 1 would mail the letrer to them in approximately 4 wreks. This 

lettcr w s  intctnded to act as a stimulus for review. an opportunity to tùrthrr commit to 

sclf-csploration or change. and an avenue to encourage self-retlection. One leamer 

çommcntrd on the commitment letter during the post waluation: "I felt silly writing the 

lrtter ro myself and 1 was sure that 1 would not see it again. When the lrtter came to me 1 

was surprised: i read it and felt embarrassed because it was so personal. Writinç ihis 

letter \\.as very powerful; lots of feeling in this process for me." 

.\nother srrategy 1 used was repetition. During each session 1 encouraged 

participation through the questions 1 asked. and by responding to lemer  questions. 1 

recordrd answers on the tlip chart. This method of encouraging questions and physically 

recordinç the information was the foundation for sharing, repeating, and processing 

information. 1 also presented information and repeated the important points in different 

contexts with the goal of encouraging critical thinking. Using the strategy of ongoing 

questioning and discussion was also a way for me to get feedback and to gage their 

understanding of the content. One learner commented, "1 appreciated what o u  did to 



increase rny confidence. You did this by coming back to the same poinrs but worded 

differently. you asked questions. gave people a chance ro talk, allowed me to voice my 

opinion. and then !ou commented." 

The finii' trcinstèr of leaming snategy I incorporated as part of the content was to 

set the tone that 1 rspected panicipation %om them as ieamers. I wantrd the Iramers to 

rxperience an immediate sense of expectarion as they entered. This in-service session 

\\.as not one wherc they couid pass the rime awny from their work. To set this [one 1 

distributrd pends and paper to each participant as they entered the room. If they stated 

that they did not need the supplies. 1 replied that they should take them anyway just in 

case the? changsd their mind. I wanted to send a clear message as the? entcred that this 

expcricnce \vas goin2 to be di fferent Iiom others they hnd cxpericnccd in tliis room 

pre~%wsly. 

Somc of the written comments I received tiom the post-session evaluarion were: 

"Thnnks for the challenge to çet involved at the beginning." Another Içarncr wrote. 

"When you gave me the paper and pencil [ \vas afraid and the thought crossrd my mind 

to leave. Then 1 said to myself no, I am goiny to leam something today. and t did not 

leave disappointed." Two examples fiom the 3-month follow-up intemiews also indicate 

that my ûpproach to the beginning of the session set up the desired tone: (a)"[ felt 

cornfortable quickly: you gave me choices. I could take notes or not. 1 felt relaued, sat 

back. and said this is going to be okay. Your objectives were like those on an agenda. 

Helped my brain focus." and (b) "1 w s  cornfortable quickly at the beginning. you were 

lively. open. you got me thinking quickly. 1 knew what we were going to talk about and I 

knew you expected us to participate." 



Environment Variable 

From my reading of the adult education literanire 1 know that. as a facilitator. 1 

would have little intluence upon the dynamics or politics of the work emlronment. or on 

the physic<il spacr assigned to me for the delivery. I could only use suggsted 

instructional methods ro affect the atmosphere in the in-service session. Followin; are the 

rnethods from the adult education literature 1 used with the intention of intluencinz the 

environment as n w-iablc.: (a) establishing rappon. including credibility and trust: (b) 

creating a lrarning atmosphere in which the participants felt cornfonable contributing to 

the discussion and asking questions: ( c )  creating an atmosphere where the participants 

fclt that rheir needs were being addressed. that the content was tailored to their situation 

mi no[ solely discussed at an abstract level; (d) creating a tone of  prestnitation that was 

intcrcsiing and chiillengins for the participants: and (e) moving the tables and chairs so 

that there was a surfrice available to wite on to increase the comfon level and providc 

formal structure to the room. One leamer's comment rçgarding the environment was: "1 

was cornfonable ver? quickly, you talked about yourself. p u  are a nice person. you 

taikrd tu us. not at us. you let o u r  nice feelings show. 1 was not a h i d  to speak up to sa- 

what i thought. 1 kncw what you expected and what we were going to ralk about." 

Participant as a Variable 

The learner is the purpose and focus for an educational intervention. Therefore. 

the Iramrr's nerds ought to be taken into account in planning. Two things 1 did in an 

atternpt to determine the need from the learnen were to create the pre-session 

questioniiaire. and to design the handout requesting situational exampies from their work. 

To involve the leamers in their leaming, 1 created leaming oppominities within both 



small and large goups discussions. Whenever possible. 1 incorporated relevant work 

examples in presenting the content and in the discussion. 1 ended each session with a 

revirw of the content and shared wïtten lists of practicai thinçs the panicipants could do 

on the job to help them use the new information they had leamrd or to act as reminders of 

the thinss they already do. 

Facilitator as a Variable 

i knew tiom my contact with the directors of care that thry expected me to 

present information to their staff. 1 had the impression that they would be pleased if thrir 

staff did incieed leam something usetùl; however, I also got the feeling that lrarning \vas 

no< rerill y expected. M y  intention was not to be solely a messenger of information. My 

coül was 10 xh ieve  maximum interaction and to stimulate ideas and thoughts with the - 
Icamcrs. 1 cittempted to do this by using recommendcd instructional methods tiom the 

The tirsr method I used was connected ro my appearance and sryle of 

prcscntation. From my reading and personal esperiencc I believed it \vas necessary to 

prcsciit an image that \vas balanced between being a professional and a prcr. I wanted ro 

r n g q c  ui th them. not dominate them. As the facilitator. 1 worked hard at presenting an 

image of k i n g  open. honest. and iviiling to iisten to their opinions. To do this. I chose to 

use body posturc. tonc o t- voice. and language which suggrsted openness and friendliness. 

Tlic scwnd method 1 used was to Vary the Pace and snergy during cach session. 1 

physically moved around the room. varied the tempo of rny speech. askcd questions 

randomly of the leamers. used the flip chart. and had the larse g o u p  break into small 

w«rk goups to process the content presented. Dunng this time 1 also paid attention to rhc 



learners' body lanpuaçe. level of participation, and articulation of the concepts. A 

component of pacing was my Rexibility in presentation style. 1 repeated content or moved 

on. drpending on the feedback %om the leamers. A final factor included in Pace and 

encrgy was that I used rny own enersy and motivation as a presentation tool. I presented 

mysrlf as genuine. enthusiastic, knowledgeable, and confident regarding the topic and my 

role as the facilitator. 1 made rnyself available for questions and commrnts after the 

presentation. I also endeavored to accept criticism during the sessions without becoming 

deknsive. 

Another method I used was to design the content carehlly to avoid overloading 

thc participants with information. I accomplished this by presenting the concepts in 

smallcr hlocks of infornation and using the tlip chans and handouts only as a means for 

disiributhg the content. 1 ended each session with an opponunity to review what thev had 

Icsmcd. Whenever possible. 1 used analogies to encourage crirical thinking. Finally. t« 

~ S S L S I  me in sraying focussed. I created and followed detailed ourline and presentation 

notes. 

Structure and Delivery of the Sessions 

In the following subsection, I describe the delivery process b r  the in-service 

sessions. I conceptualized each session in four phases. The four phases were (a) establish 

rapport. (b)  present content. (c) use mal1 g o u p  activity. and (d)  rcview. questions and 

rrmsfcr of Itxming rxercises. The topics for the three sessions ivcrc: (ri) Problem 

Sol vin j: How 1 solve problems and horv I can be a better problem solvcr. (b) Motivation: 

Hoiv I inotivate myself to do the excellent work that 1 do. and (c) Caring: LVhy 1 care and 

what carhg  reall y is. 



Session Set-up 

Each session followed a strict time schedule. This schedule was to assist in my 

timr management. to help me be consistent when delivering the same content repeatedl y. 

and to set strict content parameters so 1 would not overload the leamers with information. 

A11 the sessions were scheduled to be one hour in length and to consist of four phases. 

The tïrst 1 0 minutes were used to esrablish rapport. review the outline. and introduce the 

content. 1 used high-risk activities to stimulate involvement dunng this phase. 

designated the following 15 minutes for the presentation of the content as the facilitator. 

The nevt 25 minutes were set aside for the leamers to experience the small group activiry 

and debrief the outcomes. The final IO minute phase was for review. questions. 

expliinarion of the research. distribution of the transfer of Ieaming excrcise. concluding 

rcinarks. and distribution of the end-okssion evaluations. 

-4 l t hou@ the structure of the sessions remainrd the same. 1 vaned my intent and 

rippro;icli within rach of the phases slightly. I chose to change the nionirntum of ~ a c h  

phase subtl y tu increiise the control given to the participants. As I \vas progessivel y 

inçrcasing the dcmand for them to think cntically and retlcct. 1 was also decreasing my 

pcrcciwd rolc as a didactic teacher. 

Throughout these phases. part of the irnplernentatîon plan was to pay attention to 

my physical presentation. 1 chose my attire carefully. selectinp clothes that wcrc çasual 

and professional. i lowered my tone of voice and used an approach that was wlcoming 

and pleasant io rach participant as they entered the room. 1 methodically pianned my 

actions and made a conscious effort not to present myself as an authority tigurure. U pon 

introduçing the sessions and rnyself. I made it  clear that 1 did noi have al1 the answers and 



that 1 could only speak fiom rny leaming and expenence. I began each session thanking 

and honoring the participants for their attention. recognizing them as experts, and stating 

that the purpose of these in-service sessions was to help them acknowledge their work 

and to practice some skills. I was there to stimulate discussion about thcir work. We 

would talk about which strateges worked, which ones did not. and why. In the following 

subsection. I describe the delivery process for each of the four phases. 

Phase 1, Establishino, Rapport 

I had set out to take some persona1 nsks in these sessions. The high nsk activity 1 

chose for Session 1 was intended to demystifi my rolr as an expert and to present myself 

as a CO-leamer. 1 chose not to introduce myself in a traditional way. 1 gave the 

panicipcints the opponunity to ask me any persona1 questions they wished. and 1 said I 

uould rcpl y openly. 1 was striving to share power with participants by presenting rn ysel f 

ris ii rcal person. and not as a distant authority figure. 1 explainrd that [ \vas there to share 

in ti~rmation and stimulatç discussion. I was not there with al1 the answcrs. nor ro teIl 

t h m  what to do. .Atier the introduction exercisc and revicw of the outline. I offercd them 

the choice to leave if they felt the presentation was not going to meet their needs or 

espectations. My intention was to rmpower the participants by giving them a choice 

since thcy had not had the opportunity to participate in selecting the content. and some 

w r e  not given a choice of whethsr or not to attend. 1 believed 1 needed to do this for a 

number of rcasons: (3) to quickly jet thcir attention. (b) to increasc their comfon levcl. 

( c )  to establish rclationship and rapport. (d) CO give the message that this in-service 

scssion was not going to bc like other experiences they had had bcfore in this 

cnvironincnt. ( e )  to create an expectation of participation. (t) to start thc participants 



questioning. thinking. and wondenng what was going to happen next, and (g) to give 

them some control in an environment where they would ordinarily have little control. .A 

sample of comments From the participants during the post evaluation process conceming 

this first phase is as follows: "1 liked the way you talked to us. down to earth, natunl. not 

trying w put something on." "You said 1 didn't have to remrmber everything. That made 

me feel good, 1 relaxed. 1 get nervous that 1 have to remember everything." "1 liked the 

tlip chan. I t was good to see it while you talked. Your m i l e  is something I remrrnber. 

you looked rrlaxed so 1 was relaxed." 

Phasc 2, Content Presentation 

I b q a n  this phase with a discussion about the leamers' comfon level regardin? 

iny method of introduction and whether ihis could be identified as a problem. The 

discussion was then takrn further to acknowledçe ourselves as  individuals who 

espcricncc tliings diffcrently becausr of our values. idcas. and personalities. When 

w r k i n p  with cithers we have to understand our own behnviours in problem solving as 

w l l  ris have an understanding of other;. This led into my prescniation o f  De Bono's Sis 

tlats of Thinking ( l9S6) and the Skill Path ( 1993) content on the ditfirent ways of 

rencting 10 problems. Afier completinç the fonnal content. 1 presented relevant work 

exampics to üssist the participants in the transition h m  an abstnct h m e  of reference to 

a concrete understanding. A representation of the comments from the post evaluation 

inçiudcti: "i rrall y remember the hats and the grocery store exainple; I realized how 

dit't'crent we al1 are and how you can cven set something out of a prrson who is 

nqatiw." "1 committed to using the hats in understanding and working with the residents 

and i t  did help." 



Phasc 3. Srnail Group Activities 

1 used small group discussion to help the participants apply and retlect on the 

content that had been presented. 1 distributed four situational problems that had been 

submitted to me, with four questions for leamers to discuss in small groups and report 

back to the p u p  as a whole. I expected there to be rnany ways of identi@ing whose 

problem it was as well as a variety of ways of dealing with the situations. This would 

becomr evident in the debriefing. It was my hope that the participants would continue to 

think about these problems long afier the in-service session. Afler the debriefing. we 

brainstomed strategies for successful problem solving. 1 recorded al1 of their strategies 

on thc tlip chan. 1 believed that because these strategies came t o m  the leamers. they 

tiould use and report them dunng the post-session intenirivs. 

Phasc 4. Rcview. Questions, and Transfer of Learnino, Exercises 

For çonsistency. Phase 4 was identical in al1 rhree sessions. 1 knew that the rrvicw 

and closure of educationnl sessions are transition points where mernories. mood. or 

cmotions arc carricd with thc leamcrs for a period of timc. To çonnect with the transfer of 

1c:irning cxcrcise. and to assist in a quick and consistent closure. I asked the question: 

What liavc you leamed today? 1 then recorded the answen on the tlip chan. The transfer 

of lcaming cxercise was to tvri te a letter to himsclf or herse1 f about their learning. 

acknou-ledging what they presently do well. and what they plan to do differently. 1 

col lectcd t hc completcd letten in  sraled sel f-addressed envelopes and told thc 

panicipants that I would mail the lettcrs back to them in 3 weeks as a remindcr of their 

Icaming. Somc participants chose to wite the lettcrs at home and to return thcrn in a 

dcsignntcd envelope at the front desk of the facility. This tnnsfer of iearning exercisc 



closed the in-senice session and re-enforced the message that the participants are the 

ones with the power to make choices and decisions regarding their learning. 

Evaluation and Results 

1 created three evaluation instruments. The fint was the pre-session questionnaire 

rhat 1 uscd for assessing the participants' needs. A pre-session questionnaire was 

designed for each topic area. Therefore, there was a potential of 197 responses if each of 

the 62 participants completed a questionnaire for each session they attended. The second 

evaluation tool was the end-of-session questionnaire developed to get immediate 

feedback !Yom the participants at the end of each in-service session. From the attendance 

records kept. 1 knew there were 197 responses possible. The third instnirnent was an 

interview schedule that I prepared for folIo\i.-up intewiews with volunteer participants 3 

months niter the Iüst session. Howeuer, sincr only participants Iiom two facilitirs 

(Facilit? .A and C) chose to be invoived. the pool ofvoluntecrs for the foliow-up 

inttln-iws was rcduced to 41. This third instrument wns creatcd to assess the transfer of 

lerirning. In the final section of this thesis. 1 bnctly report on specitic transfer of Icarning 

ciutcornes that were documented in the 3-month follow-up interviews. 

Pre-Session Questionnaire 

The purpose of the pre-session questionnaire \vas to rlicit in fo mat ion %om the 

leamcrs pnor to the session. to help me desism a better in-sen.icc session. and to stan the 

proscss of thinking for the participant pnor to the session. The prc-session qucstionnairc 

\vas divided into three sections in order to explore issues important to the lcarncr in: 

( a )  preparing for a learning expenence, (b) participating durinç a Ieaming expcrience. and 

( c )  çontinuing leaminç atier a lcaming expenence. The questions created in Section 1 



were wri tten to elici t information regarding the physical environment in which the 

learning would occur. The questions in Section 2 were witten to explore the espectations 

of rhe participant prior to the intervention. and to get a sense as to their reason for 

attending the in-service sessions. The questions in Section 3 were designed to address 

issues around activities that occur atier a learning expenrnce and snategies that 

encouraged the practice and use of learned i:iforrnation. 

Thcre werc 1 12 pre-session questionnaires completed. The tabulated results were 

very consistent. Only one question. 'The rnost imponant thing that helps my leaming is 

not comparinç myself to others," received an average percentage below 75% as beinç 

inzpoi-innr or sontewltnr important. The other questions were answered with percentage 

rates between SO and 90% as imporrani or sorneithar imporrunt. The nine panicipants in 

the fdlo\r-up intcn+irws stated that the prr-session questionnaire had no impact on thcm. 

The participants said they did not think of the information afier completing it. nor did 

the?. fecl thcrc \vas any connrction wirh the sessions the!. would be attending. Onc 

participant did say ihat she found the questionnaire very interesting to complctc. and that 

i t  madc Iw iwndcr about me. and thought 1 would bc an efkctive prescnter because of 

thc stimulatins questions. 

End-of-Scssion Questionnaire 

Thc purpose for creating the end of session eïaluation was to receive immediate 

fcedback on the learning experience. and get Ieamers' impressions of the facilitator. and 

çomments reyarding the delivery of  the content. The questionnaire wûs composed of 2 1 

questions divided into three categories. These categones focussed on threc variables: the 

leamer. thc environment. and the facilitator. The variable questions werc intemixeci, and 



5 of the 2 1 questions were worded negatively to discourage responder bias. The questions 

were worded with the intent to encourage the leamers to retlect about their own 

experience. The questionnaire also included a section for the learners to add any extra 

comments that they wanted to make. 

Thrre were 130 end-of-session questionnaires cornpleted. The tabulated results 

, were very consistent. On the questions soliciting feedback regarding the environment as a 

variable. 92'6 answered that they strong(y agree or agree that it was an expression of 

their experience. For questions soliciting feedback regarding their leaming as a variable. 

SO?i answered that they srro~zg!v agree or agree that the statements were mie for them. 

Finally. questions soliciting feedback regarding the facilitator's skill level reveaied thnt 

9q0 O answcred that they strongii agree or agree that the facilitator \vas highly skilled. Of 

thc 130 reiurnrd qusstionnaires. anly 4 participants markcd rverytliing very positivrly. 

nor recognizing there were negativel y worded questions. 

Follow-Up Interview Questionnaire 

.Ar the end of each in-service session I invitrd the participants to have a CO ffee and 

conversation with me 3 months tiom that particular date about their experiences. 1 brietly 

explained my intentions and purpose for the follow-up interview. In total. 9 of the 62 

participants wluntrered for the follow-up interviews. These volunteers represrntrd 2 of 

thc 3 facilities. It  is difficult for me to interpret the lack of participation tiom one of the 

hcilities. I ciin only speculate that non participation is connected to the negative 

atmosphere that I had previously sensed durinç my initial tour. or. the inattentive 

behnvior on the part of some of the participants during the sessions. It müy have bccn that 

thc poli tical tension that the DOC had alluded to earlicr. uas indezd atfccting 



participation. The participants who did choose to be part of the post-inteniews each gave 

me their telephone number at the end of the session in which they decided to participate. 

M e n  I called to confimi appointments for this foliow-up process 3 months later, al1 9 

remembered me and were expecting my telephone call. 

The questions were grouped into three categories. The first category focussed on 

gathenng general information. It was designed to decrease the stress of the interview and 

est ab1 ish o corn fonable atmosphere for conversation. A fier the factual information was 

gathercd. I asked one open-ended question to begin the process of recall. This first 

question was crucial to the issue of transfer of learning because that is where I expected 

thc leamers to indicate what they genuinely remembered and used. I was careful not to 

ask questions that may have been leading. The next section of questions focussed 

attenrim on the prr-session questionnaire. The final section focussed on recall and the 

use of thc content information prescnted durinç the sessions. 

Trmsfer o f  Learning Outcomcs 

Tlic hllowing section tbcuses on the last stage of transfer of leaming and process 

outcoines. There are threc subsections dcscribing the transfer of Iraminp. The tint 

concerns changes in  confidence. retlrction. and lewls of discussion. The second 

describes changes in approaches. and the third concems use of content information and 

subscquent cspression of changes in behaviour. The discussion of process outcomes is 

divided into threc subsections: sensc of rapport established. risk-takinç activities 

remenibered. and differences in participants' approaches. 





Another participant stated. "1 was able to attempt to see the residents in a different light. 

I r  was very positive and worthwhile leaming expenrnce. 1 used the problem-solving 

strategies for reponing at work. It felt okay takinç the risk." .A third reponed: 

The togethemess that was created aflenvards was very good. I talked to people in 
the lunchroom and at coffee about what we leamed. Some of these people 1 work 
with al1 the time and others 1 never talk to in other departments. We undentood 
things at a différent level and this war very good. 

The second approach I was sniving to assist the participants to achieve was to use 

the information that was presented. An example that participants did take the information 

and usc it  is recorded through responses gwen dunng the follow-up interviews. One 

participant snid. "The in-services helprd me to see situations differently, see others' 

motives. helprd me to analyze a situation. and not jump to conciusions. Remembering to 

takc tirne io listen. and to be real when caring -- you can't fake it." A second participant 

riddcd. "The hats wrrc very uscful. once you realize something and understand i t  at 

iinothcr level. rhings change positively." A third said. "There werc many rhings 1 used. 

Ont. tiiat Iiad the most impact was setting goals together. The problrm solving was w r y  

uscful." 

Lsc of Contcnt Information and Behaviours 

It is oticn difficult for educators to verify whether the participants leavc the 

leaming cn\ironment with an understanding of when and why to apply their ncw 

Iwming. 1 documcntrd two situations in my journal that indicated participants transferrcd 

ihcir leaming ro the work place The director of care fiorn Facility A heard my voice in 

t hc hallivay and came up to me to Say: 

I am impressed. .My staffare using what they learned this weck. We were in a 
meeting dîscussing a senous issue and there werc a gea t  number of di tlkrences of 
opinion as to how we should deal with the situation. Then onc staf't'rnmber said. 



"We need to pay atiention to what that lady told us at the in-service. There are a 
lot of ideas going on here, we need to pay attention to these and deal with the 
issue, the facts, and to own our own stuff." 

The director of care went on to say that this type of participation or direct 

discussion t o m  an i n - s e ~ c e  session had never occurred before and that she was arnazed 

at how well her staff dealt with the issue afier. Anorher unsolicited response came from a 

supervisor in the housekeeping department from Facility A just before the third 

presentation. Shr sat beside me while 1 was waiting for the room to be set up for the 

session. S he began by apologizing that she was unable to attend any of the sessions and 

was feeling iefi out because her staff had benetired so rnuch. "My staff have not only 

rnjoyrd your talks but have used the infomation. It has stirnulated lots of discussion 

while thry work. i have never noticed rhis before tfom an in-service session. 1 am ver? 

impressed to s r r  my staff enjoy and use information with such confidence." 

Process Outcomcs 

1 defined these outcornes in the context of behaviours and settings and hoped th31 

pmiçipants w u l d  apply their newly acquired knowledge. skills. or attitudes. Some of the 

bcliri\i«urs that I thouyht might br  articulatrd included: an increase in contidence, ability 

to idcnti tj client needs differentl y or more effectively, CO-operation with other staff. 

rccopit ion of self and their skill level, enthusiasm. and commitment to work. The rcsult 

of the post-session interviews with the nine who prirticipated iilustrated that they not only 

proccsscci the infomation. but also identified what they nreded to do diffcrently and 

changcd thcir behliviour accordingly. Of the ninc post intcn*iewees. al1 ninc rcponed an 

incrcasc in confidence and use of at least i skill. Sevcn of the nine stated that thcy wcrc 

ablc to see their CO-workers or residents difierentiy. This enabled them to work better and 



feel more committed to their work. Three of the participants gave concrete examples of 

how they had improved their problem-solving skills both at home and at work. Eighi 

gave examples of how they shared what they had leamed with other co-workers. fnends. 

and hmily. Evidence of an attitudinal change that 1 documented in my journal roncemed 

a supervisor's observation of her staff. -4s she stated to me: "It has helped morale. People 

are looking out for each other more. They seem to be more confident, connected. and 

apprrciative of each other." This statement seems signifiant since it was made in an 

unsolicited manner by a supervisor one week after 1 delivered that session. However, the 

degee of s~gi f icance  is dificult to judge, due to a lack of detailed information. 

Thc follou,ing participant comments are fiom the nine individuals who 

participateci in the post- session intewiews. The comments of one participant exprrssed 

during Iicr inteniew rrinforcrd the fact rhat an attitudinal change had occurred. "You 

hclpcrl me feel more confident. helped me to acknowledge that the little thinys I do make 

;i diffcrcncc." Another participant recalled. "1 \vas surpriscd that people heard the samc 

story and hiid so many different intrrprctations. It helps me to understand things. I now 

apprccirits other people's opinions more." 

Scrisc of Rapport 

Establishinz rappon is key in establishing relationships. It  is not tangible and is 

tliercforc difficult to merisure. Yet. it is crucial in the teacher-leamer rclationship. When 1 

coiiductcd thc 3-month follow-up inten-iews. 1 attempted to establish whethrr rapport 

was indeed achievrd. 1 began the interview by stating. "Bcforc I bcyin to ask my 

questions and tliis interview process formally. sit back and just tell me what you 



remember." To my surprise this question solicited nine responses suggesting that rapport 

\vas estabtished. 

A common theme of the responses is represented in the quotation below: 

I was cornfortable fiom the begnning. You introduced yourselt; we asked 
questions that got the bal1 rolling and you made us al1 think. I liked the way you 
talked to us, 'down to earth'. natunl, not trying to put something on. 

Sorne of the participants emphasized their appreciation for having been given permission 

ro leaw rhs in-service session. Othen commented on the physical set up of the room as 

having been imponant to them. Some reflected on my lively penonality and how that 

cncouraged them to pay more attention and get involved. Al1 nine of the participants 

expressed appreciation for the clarity at the beginning of each session. They said that i t  

helped to know quickly what was going to happen in the hour and what was expected of 

ihcm. Finally. all n inr  rememberrd me prrsonall y and used some specitic words to 

cirsçnbe rnp pcrsonality. It was also evident by their responses to my telephone calls to 

sct up the appointments for these interviews rhat al1 were eager to participate in the 

intcn.irw proçess so that they could help me. They said they were participating in the  

intcn,ic\v prclccss bccause of the rrlationship that \vas established and not due to a feeling 

of responsibility or duty to participate. A comment fiom n participant that retlrcts this 

opinion is: '-1 had a note on the calendar to remind me of when ihrtx months wûs up so I 

would have an idea of whrn you were going to call. 1 wanted to meet with you because 1 

enjuyed your prcsentations and your Company. 1 felt like you werc my tncnd and I was 

looking fonvard to your visit." 





of the participants' responses indicated that they weiit through a process of questioninj. 

exploring assurnptions, and analyzing their present way of knowing or behaving in the 

clüssroorn. at work, and at home. They also reflected upon their perfomiance at work and 

how, as individuals. they are part of the whole and why some chose to approach their 

work diffrrently. In the following chapter, 1 discuss the process and outcomes of my 

study in relation to the litenture. 



CHAPTER 4 

DISCUSSION, CONCLUSIONS, .AND RECOMMENDATIONS 

The purpose of this study was to incorponte good pnctice facilitation skills in an 

adult education context. Specifically, it was to examine the links among the facilitator. 

the participant, and the environment with the goal of achieving transfer of leaminç. In the 

context of thrse variables, factors were identified that affected al1 learning environrnents 

in~olved. In this chapter. I review the factors that intlurnced transfer of learning both 

from the perspective of the participants and the facilitator in the teaching-leaming 

eschmye. I thrn discuss the findinss in relation to relevant adult education literature 

discussrd in chaptrr 2. 1 also discuss the usefulness of decisions made during the 

triciliixion process using good practice instructional merhuds and the use of the four 

transkr of Itxming strategies. Then. I examine rny own learninç during the study. Based 

on this discussion. 1 draw conclusions and offer recomrntlndations for adult educators 

ivlii) prinidc. similiir in-service sessions. 

Identifying Factors That Influenced the T ransfer of Lenrning 

r\ltliough there is an established body of literature in the field of adult education 

ttiat txamines unys to promote the transfer of learning (Caffarella. 1994: Ottoson. 1995: 

Tailman Sr Hiilt. 1 957). i t  focuses mainly on formal educational classrooms. In contrat. 

m'; srud y \vas cameci out within a health-care facility thrciugh in-servicc sessions. 1 chose 

tiiur identi tied hctors from the adui t education litenture that were consistently cited as 

bçing essential to al1 learning environrnents. These were: (a) including choice and 

providing support. (b) infoming Icamers. (c) allowing time for thinking. rctlection. and 



incorporation of past experience, and (d) taking risks. In the following section I review 

the incorporation of these factors and their influence on transfer of leaming. 

Issues of Choice and Support for Participants 

-4dults value choice and opportunities for support when rnaking decisions. This 

desire or nerd does not diminish in a leaming environment. As Wlodkowski ( 1999) 

points out. "Resistance ofien cornes up because the leaming experience is required or 

because people believe they have been unfairly mandated to attend" (p. 12 1).  He notes 

that when learncrs are required to attend progarns, facilitators need to emphasize 

immediate relevance and choice for them. Wlodkowski connects the need for relevance 

and choice ro motivation. He brlieves that leamers are curious and seek out challenges. 

which lcrids to interest. emotional gowth. and a positive attitude towards leaming. With 

relcvanci: and choice. leamers are more likrly to tollow thrir interest and participate in 

whritewr in volves or interests them. 

.As rcponrd in the data Iiom the tollow-up interviews in m y study. participants 

rcmarked thnt I did indeed give them choices. One participant observed: "You began wry 

clcarl y srîtiny what was going to happrn and what you expected. You even gave us 

permission to lcavc if this \vas not what we iuanted. This al1 helped me to undentand why 

-ou w r r  here tryinç to teach us something." This participant's statement verifies the 

necd for clear objectives. relevance. and choice as suggested by Wlodkowski ( i 999). in 

ni y study 1 chose several methods to establish choice and support at tlic bcginning of the 

sessions. I peeted the participants at the door with a hand shake. gavc everyonc a p e n d  

and paper. began with a short introductory exercise. presented a clear outline and plan for 



the hour. and finally offered the option to leave if the session was not what they expected 

or needed. 

Caffàrella ( 1994) identifies the need for supervisors and managers to support their 

staffwhen in-service sessions are offered. Caffarella suggests that supen-isors need to be 

invol~red in the entire process of development, delivery, and follow-up of educarional 

intenentions because this increases the degree of transfer of leaminç. In my study, 1 

obsenrd and docurnented different levels of participation between the supervisors and 

managers in rhe rhree facilities. However, 1 also observed several similaritirs among the 

threr facilities. These were that: (a) a11 three were in contract negotiations, (b) al1 were 

expmencing staff morale issues as identified by the directors of care. (c) al1 had similar 

work conditions. including staffcomplements. work hours. and workload. In view of 

thrsr similanries. 1 assumed that the difkrence documented in my field notes between the 

f'cilities \vas dur to the difkrent levels of suppon and choice that the participants 

cspcricncc~i. 

As discussed in chapter 3. Facility B had the least amount of choice and suppon. 

as reported hy the participants. Following are the differencrs specifical ly for Facility B 

that 1 \vas able to document in my field notes: half of the participants completed the post 

scssion nduation atier Session 1. and this increased to SOQ'ô for Session 2, and 85%. tor 

Sèssion 3: no subinissions of Ietters of commitment wcre rcceived until Session 3 whcn 5 

\rfcrc. subinittcd out of a total of 19 participant; and thcre was no participation in the post- 

session intcnbiews from those in Facility B. During the sessions, the panisipants from 

Facility B acre more distracted and not as CO-operative as those fiom Facilities A and C. 

Small s ~ o u p  discussions wcre shorter in duntion and no spontaneous questions or 



retlections were stimulated among this group. This behavior is consistent with the 

literature (Baldwin & Ford, 1988; Caffarella, 1994; Parry, 1990b; Tallman 8; Holt, 19S7) 

which messes the need for support h m  key leaders and superion. Because of their non- 

participation in the post-interview interviews, 1 did not have the opponunity to ask the 

participants of Facility B how supported they felt resarding their attendance and 

participation in the sessions. One interesting note is that by Session 3, the participants 

tiom Facility B were more involved and cooperative in ~eneral.  Because I was not able to 

talk to any of the participants after the session, I can only speculate that the diffèrences in 

this group's participation occurred due to changes in g o u p  dynamics as the sessions 

progresssd. Some of the reasons might have been due to the participants beginning to 

estnblish rapport. feeling they had a choice to panicipate within the session. experiencine 

3 feeling of support ttom othen in the çroup to panicipate. and recognizing relevünçr of 

t h é  content. 

Knoivies ( [%O)  and Wlodkowski ( 1999) borh speak of the links amony 

motivation. choice. participation. and consequences in performance or non-perfomancc. 

Tlicir belicf is rhat motivation operates with multiple thoughrs and feeling occumng 

sirnultanr»usly. Wlodkowski statrs that "it is difticult to feel responsible unless one has 

chuicr to Iiold oneself accountable for" (p. 13). This non-cornpliance may have been a 

srnnll \vay for the participants to express a need, or to rebel. It seems that the participants 

\.oiceci more to me by not participating than they would have by panicipating. Non- 

participation raises questions about job satisfaction. the influence of choice and non- 

cornpliance. demonstrated attitudes of the participants. and a consçious or unconscious 

expression of dissatisfaction conceminç work elements beyond this study. 



An observation regarding the participation from the other two facilities is that, in 

Facility A, the director of care not only gave participants a choice to participate, she 

stipulated t hat i provide two sessions per presentation to allow maximum opportunities 

for her staff to participate. The participants from this facility were the most interactive 

and focussed of the three facilities. They demonsnated reflection and cntical thinking, 

completed the cornmitment letters afier each session; some panicipants aaernpted al1 of 

the esercises distributed as homework and both the super\risors and the director of care 

cave sponraneous, unsolicited feedback to the facilitator. Facility C had the lowest - 
participant atrendance. Mthough they were given a choice to participate. they did not 

repon rccciving direct suppon frorn the director or immediate supervisors. The four 

panicipants h m  this facility were engaged and participated in what thry fel t corn fortablc 

doi iig. i-iarwer, there was no spontaneous feedback from supervisors or director of care. 

participation \vas adequate to conduct the group. and only one participant chose to takc 

the horntu ork exsrcises. 

Duc to the speculative nature of this discussion. it is difficult to corne to specific 

conclusions reprding suppon. One reason is that following the sessions 1 was not able to 

spcak with rcprrsentatives tiom d l  three facilities. Second. my samplc s i x  was srnail. 

Tiiird. I did not clearl y define the tenn w p p o n "  for the participants. 1 belicve thnt somc 

o F the participants interpretrd süppon as meaning being informed of the fûcts and not as 

cncourageinçnt or discussion tiom thcir superiors. 

lnformcd Participants 

1 \vas very aware that the adult participants in each of the threc facilities werc in 

need o f w r y  specitic information. As Tallman and Holt ( 1957) point out. learnen need to 



be mental1 y prepared for an educational event. Without information pnor to leaming. 

adult leamers may experience apathy. a reduction in participation. or the learning may 

increase tlieir tension. With p i o r  information. individuals can make choices about 

whether the activity is relevant, of interest, or whether they are apt to feel included. Being 

informed is also connected to feeling supponed as a participant. 

Vellri ( 1993) speaks of the importance of identitjring what is to be learned so that 

[enmers are able to recognize immediate usetùlness. She notes that 'most adults do not 

have timc to waste" (p. 16). When individuals are involved and infbnned about an 

activity rhey are more likely to be interested. want to invest sorne energy, and be 

motivateci to panicipate. In this study. administrators at al1 three facilitirs informed thrir 

staff in the sarne way. They al1 used a poster and sipn-up sheet. Yet. the responsr fiom al1 

ninc post-session participants was that they feit infonned. From my perspective as the 

facilitatoi-. 1 round it hard to understand how they felt infomrd about the sessions tiom 

the  scanty inîbrmation postrd on the bulletin boards. My speculation is that because this 

is thc usual procedure for disseminating information. the staff frlt informrd in this 

contest. 

Cuntrary to the findings in the literature (e.g.. Pa.. 1990a). the participants in 

iny study stiowed lirtle need for the support of management. The pre-session 

questionnaire and the responses from a11 nine respondents of the post-session interviews 

underlinc this observation. Of the 1 1 Z prc-session questionnaires that were retumed. 72% 

stated tlirit i t wcis ne1 thcr important nor unimportant for them to know that their supen.isor 

supponed their attendance. or to know what the facilitator was going to tûlk about. The 

post-intentiew respondents stated they were as infomed as they are bcforc attcnding any 



in-service session. They stated that if they needed more information they aould ask 

someone. However. they usually got what they needed from the poster information. This 

mny be an anomaly for health-care workers due to the nature and structure of the 

organization. Staffmemben attend in-service sessions as part of their jobs or routines, 

and they may not view these in-service sessions as pan of their educationd plans. Mso,  if 

thcy are not regularly asked to be invoived or to participate in the development process. 

staff manbers may not expect to have any more information or suppon at these facilities. 

Timc for Thinking. Reflectina, and Incorporatino, Past Expericnces 

..\çcording to MacKeracher ( i  W6), "Leaming is Facilitated when time and 

opponunities arc. provided to retlect on past expenence. ro tïnd connections betwern past 

expericncc and new knowledge and skills. and to inteLgate these" (p. 41 1. Having only 

ont. hour for the pressntations forced rnc to use every minute wisely. My geatest 

challenge ru s  incorporating opportuniries to think and retlect. During al1 rhree sessions. 

iiiiiiicdicitely nftcr the introductions. 1 ivent directly into an exercise that chüllcngrd thc 

panicipiints to tliink about Iiow the' did their aork. I prrsented content t h x  I hopsd 

woultl stimulate thrm to rcflrct and to question their assumptions and bcliefs. Thc next 

step in the proccss was to $.e thein rxercises in small goups  dunng which the? had the 

opportuniiy to further their thinking and reflection. 

Tlir reactions of two particular respondents stand out as examples ofretlrctivc 

action (Mczirou.. 199 1 ) :  "ALI that thinking and interacting made me think. 1 wcnr homc 

that night. esplaincd things to my daughter and she understood the concept and she 

changed hcr attitude." "You got me thinking about a lot of things and I am still thinking." 

Thcsc cornments make me aware that. as a facilitator. 1 need to present the fnmework, 



ideas. and logic involved. and enable the participants to take. create, and use the 

intorrnation in ways that would be relevant to them. As Mezirow points out. the retlective 

action "process begins with posing a problem and ends with taking action" (p. I OS). The 

leaming environment rncouraged such thinking because it was respecthl of the necessity 

to rstablish rapport. The information was presented logically. and in diverse and multiple 

forms. 1 rncouraged them to take risks and 1 created opponunitics for them to link new 

cx perirnces to past mpenences. 1 incorporated these strategies with the hope of 

stirnulating panicipants to think and retlect. 

Risk Takino bv the Facilitator 

Creating interest is necessary to set the tonr and estabiish expectations within a 

leaminy environment. Wlodkowski ( 1999) detines interest "as a person's desire or 

prekrence for interaction with something" (p. 1 S 1 ). Wlodkowski crnphasizes the need to 

iisc variety during presentations as a way to increasc. interest. He brlievcs that an 

audicnçc will always pay more attention to rvents or esprriencrs that are çhanging than 

to tliosc tliat are unclianging. On this premise. 1 chose four risk-taking activitin os an 

civcnuc. to get the participants' attention. 1 hnher assumed that if there \vas intcrest. therc 

\wu id  hc an increased chance for the participants to make rneaning from the experience. 

Thc tirst risk I incorporated in the tint session [vas to introduce mysel f in a non- 

traditional wny. I invited the participants to ask any questions tiiey wantcd and 1 ageed to 

rinswr them. Although rhis type of introduction seerned to surprise the participants, it did 

n«t takc thcm long to begin asking questions and to feel comfortablc with me. 

Thc second risk \vas at the beginning of the session on motivation. 1 chose to hug 

çaçh participanr as thcy cntered the room. Responses ranged from both cnds of the 



spectnim. There were no in-between reactions. Participants either liked it or did not. This 

panicular risk produced the greatest number of post session responses. ,411 nine 

participants who were interviewed spoke of how the hug gave an imrnediate impression 

of inc as a facilitator and affected their expectations for the content to be presrnted. Two 

of thc post-session participants greeted me wirh a hug as we met for the interview. Thcy 

grested me as i+- .Ge had been friends for years. This drgree of openness surptised me 

hcçciusr: 1 had no idea that 1 had established such a rappori. 

The positive and neçative responses that I received were exciting because 1 

bclievcd that i f1  was to achirve the amount of discussion. retlection, and thinking I 

wmtcci to richicvt., I neecied to stimulatt. a robust discussion. Thc tom, tension. and 

txciicmcnt lasted throughout the entire session. This session proved to be the one in 

wtiich t hcrc wcrc thc most unsolicited questions. diverse opinions. and discussion among 

thc pciniciprints as tlicy left the ciassroom. 

Tlie third risk I took was bnsed on creiiting a "situational intcrcst"--defincd as an 

itiicrcst crcütcd in 3 Icrirning environment for the sole purposc of provoking a 

pu-ticipnnt's interest (Krapp. Hidi. & Renningcr. 1992). 1 chose to teach and use juggling 

3s il \va- o f  tlcmoiistrating information on caring. Juggling was used as an analos? tto 

shuiv Iiow four variables ctin be intrrconnected to illustrate the difticulty of achicving a 

goid such üs ccring. In the anaiogy, the variables were the participants. CO-workers. thc 

reaidcnts. and tiic work environment. Thc participant is connccted to othcr variables. and 

rnay or  not ftavç influence over these variables. as hs or shc rittcrnpts tu incrcasc the 

use of  the soft-skill, caring. The participants in rny session quickly devcloped an 

apprcciüiion for what 1 was attempting to demonstrate. Thcy took on thc challenge o f 



trying to juggle and brainstorm ways io increase caring behavior both in themselves and 

in o thrs  around them. One written response tiom the post-session evaluation contirmrd 

the ~ a l u e  of the cxercise: "1 did not realize how many caring things I did in a day. I now 

appreciate those and have an understanding of what more 1 c m  do without feeling 

resentful but empo\vered by my job. Thank you for the opponunity." Another cxample of 

participant feedback occurred when I began the session on caring, a participant asked 

why I did not g r e t  them ai the door with a hug. She expected a hug because she received 

a huf at the last session. She was disappointed because, to hcr, a hu; is an expression of 

caring. and 1 did not do it the second time. This question took me by surprise. However. I 

usrd i t  as a way to introduce the content and respond to the participant's nred of  criring at 

the tinic. .-\ third example of participants' k r d b x k  to the risk taking activity of juggling 

is takcn h m  the post-session interviews. A participant said. "1 lowd that jugpiing. i t  

piiintcii ;i clcar picture for me about how one act affects everything you di). 1 remcmbcr 

goin-- hiick tu u-ork and paying attention ro things likr eye contact. stopping whrit I am 

doing and rcall y listcning. You reminded me  how c a r i n  is pan of m y job sun~ival." 

Tiic final risk 1 rook in al1 three sessions, involved my response to questions. 

Wlicncvcr a question \vos posed, I asked the participants for ansuers tirst beîiore I gavc 

my responsc. Although this may not seem like a risk for some. for m e  it  m s .  In rny 

tcachinç srylc. 1 have ri tendency to answer and not wait. In this case. waiting iook a F a t  

dcril «t'self-control. By letting thc participants answcr tirst. 1 gavc thcm thc opponuniry 

to cisknowlcdgc thcir own past experiences. which resulted in more invol\-emcnt and 

owncrsiiip of the content. The participants immcdiatcl y respondcd to thc risks thrit I took. 

and I noticcd that they began to pay close attention. 



1 believe that my risk taking contribured to the leaming that occurred at each in- 

service. .As documrnted in the 3-month follow-up intentiews, al1 nine respondents 

remcmbered al1 of the risk-taking activities and commented on how thesr activities 

çopturcd their attention. kept them interested. and motivated them to look tonvard to the 

ncxt in-scniçe session. Yet, 1 was aware of Wiodkowski's ( 1999) waming apainst over- 

using novelty because it " is otlen interesting but initially may carry very little meaning" 

(p .  1 S 1 ) .  In my study. novelty was used as a stntegy to get the attention of the 

participants. to illustrate a specitic concept, and to encourage participants to think 

critically. bl y cxperirnce contirms the need to use strategies in a balancrd way with 

thciught ri) the purposr. Novelty as a strategy did have positive results, and 1 am now 

niorc likely ro use i t  as a strategy in my future ficilitaiion work, but within limits. 

Dcsign Dccisions in the Contcxt of Good Practicc Mcthods 

Thc dcsign ctccisions 1 made uere basrd on the foundation of creating n learning 

cni-ironmcni thal cnhanced the teacher-participant exchange. As  noteci in cfiapter -3. rny 

inwirching dccisions wrre based on models presented by CafFm-ellii ( 1994). Garnvagli:i 

( 1992 ). and Farquarson ( 1995). Wirhin these models. specitiç factors are considcrrd 

ncccssary for effective progam planning. Caffarella's mode1 encompasses tlic planning 

priiccss prior to the cirlivery and is basrd on tive assumptions. The tirst assumption is that 

cduçlitionlil propams focus on what participants wanr to leam. ..\ second assumption is 

t hat t hc prciccss cicvclops both systematicall y and spontaneousl y. Third. p r o p r n  

planning is assurncd to bc a complex interaction of variables. Founh. the initiation of thc 

proccss nerds to be done as a coopen<ive endeavor. The final assumption. tlic use of 

riiorc than onc niodel. increases the Ieaminz of the developer. 



The Garavaglia (1993) d e l  foaises on delivery and tramfer of leaniing. In 

attempting to pare down the variables Mthin the design, 1 chose to fow on thne. By 

focusing on variables ova which 1 had some influence, 1 beiieved I wouid be M e r  able 

to analyze my skilts. Tbe Farqutrsoa (1995) EDICT taching mdhodo mode1 was used to 

examine teeching oaategies specifically withïn a health-care setting. 1 used the mode1 to 

help me critique my teadhg bcttct. 

I discuss aow the decisions made mving the dcvdopmm of content ddivay 

regardhg the Mnibla of rapport m tbe amtext of g d  padict, the wt of soft skills. 

andtheuseoftraasferofkaniingstntegm. 

Establishiun Ra~oort  Witbin Content Ddiverv Usion Good Instructiond Methods 

In a classrmm w h m  thae are many unknowns, it is possible that adult 

participants cm enter prg>caipied by theu concems at work or home. Or, they may 

attend with certain expeaatioirr, depading on k i r  pas  a<paiences with in-service 

sessions. 

To achieve an d y .  positive, rapport with participauts, Brwffield (1990), 

Heirnlich and Noriand (lm), ad Rogers (1%9) speak of the need to k authentic, 

Benuine,=weat,~mutwaihy*'Ibcse-aie~ca~-gperroiul 

aspects of o w ' s  sdc admitting aiisiila, ad taking the leimas saiousiy CM inaase 

rapport or tnist. Yet, as Wlodkowski (1999) points o a  "A men strategy does aot m a t e  

nich a milieu" (p. 13 1). Establishing rappofi rdcvance, anci choice repuires preparation 

and much w o k  and are not to k takm casually. In my study, I chose the foilowing 

stratesies to eaabiish rapport at the beyinniny of the sessions: 1 made eye contact with 

each participant as they entaed, petcd uie participants at the door with a band shake at 



Session 1 and 3, spoke slowly, used a low tom of voice. and dressed casually yet 

professionall y. in w a m  coloured clothing. The shon duration of the in-service sessions 

necrssitated the need to establish rapport and to set the tom quickly. Because 1 did not 

have time for eiaborate warm-up activities. 1 needrd to make quick connections with the 

ad~ilt participants as thcy entered the room. 

Use of Soft Skills as Content 

So ii ski Ils incl ude leadership and interpersonal communication. These skills are 

difficult to quanti- and to reproduce with a d e g e r  of proticiency. By contrast. hard 

skills arc typically concrete and detinahlr. An m u a l  skill. such ris giving an injection. 

crin bc. articulard in many ways and tested quantitiably. The sigifiçance of choosin- ii 

suft skiil like problcm solving, motivation. or canny. far tliis study were two-t'oltl. Firsr. I 

~ i m t c d  ro challcngc mysclf as the hcilitntor to deliver content idcntified as difficult 

;iccoi.tling to tlic litcrature. Second. wrtntrd to sec i f  drawinp on the past knowlcd~c ~ n d  

cspcnise ot'ttic participants makes a differcncc in rhrir leîminy. As an rducaror. I hclieve 

ihai participants need to draw on their p s t  knowledge and espericnce in each in-scn.~cc 

session the- participate in. According to Brooktield ( 1 950). drawi ng on pnst espcricnsrs 

cncouragcs critical tliinkins and retlrction. and hel ps participants wlidatc tlicir 

cspericnçes. In in y study. the use of critical thinkiny. rctlection. and validation »F 

px-ticipants' ex peri ences were strateçics used that rrsul ttid in the participants using thc 

su fi ski1 1s content aftcr the in-semice sessions. Brookfield ( 1 W0) suggests iliat using 

storics. g o u p  esercises. and exampies of the content triggcrs participants to think. 

choosc. and apply the new information to their work and homc situations. Durin; thc 3- 

nionth follow-up intcnirws, the ninc participants reponrd that tlic content rnridc thciii 



think and that ihey ail used the information either on the job or at home. They also 

reponed that the stories, examples. and exercises used in the group work were the most 

helptùl. They gave verbatim examples and repeated instructions that were çiven by me 

duriny thc sessions. Al1 nine remembered, and later used. two abstract situations that 

illustrateci ii concept out of context. They remembered a11 of the risk activities and the 

storics 1 used as examples. This contims Caffarclla's ( 1994) assertion that relevance and 

the ncctl to build on participants' previous knowledge and experirnce is nrcessary for 

transkr of Icaming to occur. 

Whcn I reviewed the responses. questions arose for me  as to why these sessions 

w r c  so mcaningful for the participants. I wondered whethrr participants who w r e  not 

intcn-icwcd had similar expenences. i ais0 wondered about the degrec to which Georges 

( I 9 S S )  ciiiphasizsd the difticulty of teaching son skills in a short period of timr. 2nd 

C'a tf'nrcllis i 1994) storement that it  is not nrcessary to plan tor transfcr u f  Iclirnin, in 

shnn-wni~ prograins iike workshops. My o~vn cxperience \vas that i t  is necessa? ta plan 

;ind tliat difficult topics shoulci not be nvoided. 

Similarly. Hcimlich and Norland ( 1994) state that no tecicher sün takc sole crcdit 

for what thc participant takes and uses. Participants arc dynamic individuals and rhc most 

iliat ari ducator  can c h  is to stimulate the participant into retlection and çritiçül thinking 

si) tliat thcy can choose io leam. Therrfore. I needrd to rel y on participants' assrnions 

that ttic cuntcnt was usetirl for their currcnt needs at home rir rit w r k .  and that tht'y w r c  

iiblc to pcrsond izc the content for tliernselves. 



Use of Transfcr of Learniw Strategies 

1 used four strategies identified in the literarure as ways to increase transfer of 

leamin?. Somc of the identified strategies in chapter 2 were the use of identical elements, 

use of genrral teaching pnnciples. stimulus variability. and paying attention to the 

conditions for practice. In choosing a format for delivery, I considered the advicc of 

müny adul t educators. including Caffarella ( 1994). Farquharson ( 19%). blacKerachrr 

( 1996). and Tallninn and Holt ( 1  957). These authors gave the tollowinç strategies as the 

most successhl methods for transfer of leaming: (a) hornework assignments. (b) letters 

of cornmi tment. (c)  repetition of content. and (d) setring expectations. Based on their 

rrçoininrndntions. 1 used these four strategies for increasing transfer of leaming in the 

séssions. >I\; findings show that 1 was moderately successhl in the transfer of Iriirning. 

.-\lthoiigh 1 prrsented homework options. of the nine participants who wcrc 

intcrviewd. oniy one stated that she did one hornework assignment at the end of one 

session. Sone of the other participants remernbered that 1 had offcreci Iiomework. At the 

cnd ot'cncli session. I observcd only I or 2 participants whc chose il) trikc tlic 

rissignrticnts. Thrretore. as a strategy for increasing rransftr u f  leaming. homework did 

not work in tliis panicular leaming situation. Bascd on rny tirld notes. and thc responscs 

îhin rlie participants. can on1 y speculate as to the  reasons why there was little interest in 

the assignments. One reason may have been that I \vas too casual about the activity. 

Othcr possible rrasoits werc that participants had rnough information from the sessions 

and did not want to do any more. Thcy w r e  sirnply interestcd in participriting, or thcy did 

not w n r  to di3 anything on their own time related to sork. Brookticld ( 1990) suggcsts 

four other rcrisons why participants may resist. The first ma' have becn a laçk of clarity 



fiom the teachers' insmictions: second, there may be a fear of the unknown; third. the 

homework may have held the potential for discornton: or, fourth. there may have been a 

raistance to the type ofexercise. In any case. there were insufficient responses tiom the 

participants to determine what the reasons for non-participation were, but it  [vas clear that 

this strategy ivas not appropriate in this setting at this tirne eithrr. 

The second strategy was writing n commitment letter. The intent of the Ietter was 

to açt ris a rcfresher to the participants 3 weeks afier the completion of the in-service 

sessions. Six of the nine participants interviewed stated that they had completed the 

cornmitment Iettcr. Of these. three said they read them when they amved in the mail and 

wcre pleliscd that they had followed through with the rxercise. The others said they threw 

the Ictters out when they received them. They indicated that they did not nerd the 

reminder: they knew what was in thc letter. had not acted on the issues they wrote about. 

and diti ni)[ \ i n n t  to pursue the matter. Because 1 had to mail the lcttcrs to thc participants 

3 w e k s  1:itr.r. 1 ~ 3 s  able to record the number who panicipated in thc ietter writing. In 

tord. I rnni lal iI Ictters. This represents a 26% response rate t?om al1 thc participant 

sc'sslons. 

On the one hand. this is an indication that the commitment Ietter is il technique 

that hüs sonic mcrit. The posr-session interviews sugsest that ihc usc of commitmcnt 

Içttcrs did stimulate thinkins and retlection. and did senve as a tool to encourage transfcr 

of Icaming. t1ouxxc.r. i t  was also evident that althoufh thc tao1 initiatcd thouglit. sornc 

plirticipünts chose not to act on it. In speculating as to why action was not takcn. [ 

çonsidcred that thrre may not have been enough suppon or encouragement for the 



participants, the issues the participants wo te  about were too sensitive. or there may have 

been no desire to take action for persona1 reasons. 

The third strategy 1 used to increase trnnsfer of leaming was repetition. Whrn 

devcloping the format for the content, 1 chose to present three main idcas. 1 did not want 

to overload the participants with information. Therefore, 1 chose to present three ideas in 

diffèrent ways. 1 wanted to stimulate critical thinkinç and retlection upon past experience. 

and I umted to rnable them to apply their new learning to their work setting. 1 chose to 

repcat the information in ways suçgested by Brookfield ( l9S6, 1990). Ottoson ( 1991). 

and LVl(idkowski ( 1999). Thesc ideas were small g o u p  discussions. the use of concrete 

rind ahstract esamples. stories. and use of noveity. Upon reviewing the responses from 

thc f i l  low-up tntrn%xv. repctition appeared to be appreciated. 

In thc post-session evaluation. participants indicatrd preference for diverse w y s  

dprcscnting in tortnation. Cornments included: "I liked dl of your ideas of how t« do 

things differcntly. you kcpt changin how ?ou presentcd the intonnation. It was 

intcrcsting." ;ind "I liked thinkinç with you." These responses çoncur w t h  Gardner's 

( I 993 ) rcscürch. Gardner proposes trachinç tive di fferent ways so thüt participants h n w  

mnny opportunitics to accrss information that is relevant to them. The responses from the 

3-rnonth follow-up interviews were similar. The participants remembered the cncrcises 

and the discussions they had with CO-workcrs. I beiievc that this is an indication that it is 

ncrt ncscssüry to ovcnvhelm the panicipants with infimnation. Rathcr. i t  is possiblc t o  

prcscnt old ideas in new wayç to stimulatc thc participants to expand their view c ~ f  tliings. 

The final strateyy I used was to set an expectation that they participate. When thc 

participants tirst met me. 1 handed them paper and pencil to let thcm know I exptxted 



note taking. The second indication \vas that 1 constantly asked questions. I did not present 

myself as the provider of al1 information. Fmm the time they entered the room. to the end 

of the in-service session, 1 set an expectation that this in-service session required 

participation. attention. and thinking. However, despite my best efforts, not dl of the 

participants intended to participate. Some were there because the in-semicc session 

provided a break from work. Yet. my questions and expectations raised the enegy level 

of rhc room and resulted in an increase in responses from the panicipants. My questions 

helpctl rnc nçhicvc the goal of dialogue and the active engagement of panicipanrs. 1 agee  

~v i t t i  'Llczirinv ( 1 99 1 ) who states. "Dialogue is necessary to validate commonly held 

rncanings" (p. 63). Without questions and discussion. there are k w  ways to detemine 

wt ia  1s wlid or truc. 

In gcncral. the follow-up interviews retlectrd that the participants did indeeci 

i dent i fy iiricl rccril l thc transfer of lexning strategirs used. They repeatedl y ci ted the 

tr;insîi.r ot'1c:irning csrrciscs and did recall and did use the content that \vas presented in 

ciinncçtiijn with cach str i l tqy.  I belirve that this is an indication that the lrngtli of the 

tx iuç~t ion ; i I  intcn-rntion may not be as sigiticant in an cffectivç leriming acti~ity 3s 

planriing t i ~ r  transfcr of leriming and using strategies that influence tnnsfcr of leaming. 

Expression of M y  Lcrrning 

This portion of the thesis is an avenue for me to cxpress my personal rctlcctions 

ttiis stutly ris n pmicipant and practitioner. .As the practitioner who sct out to 

undcrstand why t \vas successhl in interacting and communiratinç information to 

Icarners. I beiia-e t discovercd some of the answers. I know that who 1 am ris ri hcilitator 

is ci~ngrucnt with who 1 am as a penon. To be successhl in disseminating information 



one must be confident in one's self as well as confident in the messaçe that is 

cornmunicated. With this cornes the vision, energy. and purpose that leads to attainment 

of the goal. 1 now understand that, as a facilitaror. 1 was usin3 best practice pnnciples in 

my work before 1 embarked on this degree. M e n  1 b e g n  this journey. 1 was not able to 

identify these gractices nor was 1 able to articulate what these principles were. In rny 

study. 1 knew that when 1 made the decision to take control of the leaming experience 

and proceed even without al1 the information defined in the literature, it \vas the tuming 

point in my work. 1 found that 1 indeed did have enough information and. using my own 

judgcmcnt. I was able to put everything together for the creation of three. successtiil 

cduçntioniil sessions. Using m y knowledge and expenence. and integrating the insights 

froni litrratiirc. 1 was able to create an cxpeience that was rneaningfui for the lcamers to 

cmhraçc. usc. and pass on to others in their lives. 

I'litx-c cire tliree points that stand out among the sevcral "riha's" that 1 expericnced 

tiunrig tliis process. The tint was recopiiizins my role as a variable in thc procoss. Tlic 

scc»nii \vas rccoyizing thc valur of using adult participants' p s t  experience as a 

toundarion t'or leaming and transfemng soti skills. The third was reiilizing I should ncvcr 

untlcrcsr iriiatc the i mponancr of establishing rapport and including participant çhoice i ri 

an intcnmtion. 

A s  1i V~cilitator in the study. I contirmrd the valur of continuing to use best 

prricticc principlcs and paying attention to the participants and the environment. 1 have 

ci>r~ic to rccognize and value my role 3s a variable in the Icarning enchange. Bcçiiusc of 

the biirricrs I was presentrd. 1 brgan this process by questioning rny rolc and potcntial 

influcncc on participants. However. I chose to continue scleçting best priicticc principlcs 



listed in the litcrature and usinç my experience as a practitioner. M a t  resulted was a 

validation that what 1 do does have a positive impact on the leaming process. 1. therefore. 

have an integral role in the educational process. As Knowles ( I W O )  succinctl y States, 

"The behavior of the teacher probably intluences the character of the leaming climate 

more thnn any other single factor" (p. 47). 1 agree with this statement. Brooktield ( 1986) 

snys that effective facilitators need to know about voluntary leaming. mutual respect, 

fostcnng critical retlection, nunuring adul t participants through empowermcn t. and tiic 

nerd to operate in a collaborritive mode. 1 believe I demonstrated thesc effective 

prinçiples in my study. These principles do not support "the myth of the prrfect teacher" 

(Brooktield. 1990. p. ?): rather. they enabled me to be an effectivs facilitamr. b o w l e s  

and Brooktield point to the importance of the participant and fadirator entering rach 

cduccitionitl intenmtion with an attitude that this is a nrw opponunity to gow. develop. 

and test i d c x  Therc is always a ncccl for validation. retlection. and decision making. 

Tlicsr tlioughts briny m e  to a place where I can sa- I did achicvc rny leamin- goal of 

wanting to change my didactic apprmch to trachinç in a style that was more ç o n p e n t  

and scnsitiw t u  the leamers' nreds. Along with this change in style. 1 Iiaw ro make ri 

cciinnicnt ;hout my change in attitude. Although i t  was diffiçult. must admit i did 

cxpcriciiçe an attitude shift. When 1 conducted my sessions on carinp. I did esperirncc 

m w t l i  and appreçiation for piding my leamers and not ieading theni. 
C 

Thç scçond çhiillcnçc [vas to recognize and use adult participants' p s t  cspericncc 

;is a ti~undxii~n kir leaming and transfening soft skills. .Mthough the majurity of tlic 

litcraturc rcfcrs to adult participants in the context of formal education in institutions. 

man? panicipants. including thosc I workcd with. also Iran non-formülly. Prirticipünts in 



both formal and non-formal education typically Vary demographically in  the life 

exprrience they bring to the classroom. However. sugçestrd strategirs dit'frr in intensity 

and purpose for non-forma1 education. Several authors cite the importance of usinç adult 

Icnmcrs' past experience as part of the educational process (e.g., Brooktield. 1990; 

Cranton. I 9s 9: Heimlich S( Norland, 1994; iLlacKeracher. 1996; Mezirow. 1 99 1 ). I was 

opcrating on a premise suggested by MacKeracher, narnrly, that "Adult Iearning focusrs 

Iaryel y on transfonning knowledge and skills derived tiom past experience" (p. 4 I ). In 

my stutly. the issue W ~ S  not whether the past expenence of the participant \vas to be 

incorporatcd. but whether past experience was the foundation tiom which the content \vas 

ro be prcscntcd. This decision of using past rxprnences as a foundation from which to 

build thc contcnt wüs a decision that was congruent with rny brliefs ris an educator and a 

Içarner. This Icd me to choosc the risk activities that were incorporated. It \ras during 

ihcsc xtivitics that I cxposrd rnyself as an individual. not a rnessenger of infonncition. I 

hclicwd thcsc. risks u.olild serve as (i tool to establish rapport. incire curiosity. and 

stiiiiulatc past cxpericncrs that involvrd the participants. 

I cntcrcd into tlic role of educator with many assumptions. I assumed rhat 

participants drcady had a degrer of proticiency and knowledgc regmiiny the soft skiils I 

wiis prescnting. I assumrd that problem solving. motivation. and caring would be relevant 

contcnt. I also assumed I was deaiing with participants who had other related knowledgc 

and cxpericnce to share. 1 was optimistic that by incorporatiny risk taking activities and 

otlier exercises involving the panicipants' past expenence. 1 would encourage rctlection 

and citical thinking. M y  goal was to present the new information in a fonnat that would 

iict as 3 bridge for participants, hopins that they would Ici\-<: the sessions ~vanting to try 



new strategies. Indeed this did ocnir, as doaunemed in the 3-momh follow-up interviews 

where participants reported using snategia during the next shifk they worked, and 

direaly following the sessions wben îhcy wcnt how. It was tbrough these discoveties 

that I developad an unci- of airren prdces d modeis of faditatio~~ The 

decisions 1 made for delivery were very eclectic; 1 chose parts of models that seem to fit 

my n d s  and th end mdî wuas positive. Ho-, 1 belicve thit $1 wcrc to rqxat the 

proccs mw, I d  iDcorpaaewndl.fnrdlr's(1994)mDddkaiiseofits 

flOQbiiÏty d cyctial nature. 

The third significant Iearning for me was an appreciatioo of the importance of 

establishing rapport and encouraging choice for the participant. Neither one of these 

variables can be und-. iî is c h  to me how clfia.& it is to quami@ these two 

variables and, y* if ignorai, p o r  rapport end lack of choice cm negatively affect the 

md resuh. This appreciiticm is linlreci to Knowles' (1980) oôamdcm tbp "thc q d k y  

aodamouotofieamingis~~~dartyM~~M'Adbythequrlityoidumu~iof 

interaction bchueen the participants and t k  envimament ad by the ducatin potacy 

of the environment" (p. 56). QuaiÏty interaction does not occur without rapport and 

commwIl&Tbisstudy~~~&wbothuriiliYrtrriidua 

~cipam.Ibei ievethit intbcscsbortsarionri~evadthcrrpporttbitIdid~ 

the risks that 1 took as a tjicilitator. h f o r q  the risks acted as stimulus for me to 

challenge my facilitation style and connect with my participants. 

Coadmions 

In this study. I took principles of adult leaming and strategies for transfi of 

l e - n g  describai in the fiterature for the ciassoom, and adapted them for use in in- 



service sessions. I explored the factors of choice. informed participants. tirne for thinking 

and retlection. and soti skills in relation to the process oftransfer of leaming. Some of the 

conclusions that suggest themselves fTom the study are: 

1 .  Adult Iearninç principles provided the hmework for decision making in the 

dcvelopmrnt of the in-service sessions. Participants' positive responses. and their ability 

to transfer and use information they had leamed dunng the in-service sessions, indicated 

that these principles arc appropriate for education in hecilth-care settings. 

2 .  Instructional design guidelines that outline a structured. sequenced. orçanizrd 

fornirit for the in-senrice sessions were effective in encour~ginç retlection, critical 

thinking. use of p s t  leaming experiences. and transfer of leaming to the work settinç and 

homc. Strategies sucli as usinp stories. small discussion goups. drawing. brain-stoming. 

and si \ .kg csamples were effective in fostering transtrr o f  leaming. The 3-month follow- 

up  intcn.ictvs proved to bc useful instruments to providc feedback rrgarding the 

piirticip:ints' cxpericnccs. 

3. Thc issuc of choice for the participants to participate in a leürning acti~ity is a 

variüblc that intluençcs the participants' participation and leamin3 experienccs. Although 

therc was no way to fomnily verify the impact of being required to attrnd the in-servicc 

session. 1 observed that the attention. participation. and brhavior vanrd limons the 

scttings u-hcre participants had a choice to attrnd and those where they had no choicc. 

4. The litcrnturc on adult education assens that the more informcd participants are 

anci the niorc they engage in the process of creatinç the sducational intervention. the 

inore th ry  will learn and participare. These did not hold truc for this senes of in-servicc 

sessions. The participants reçrived minimal information prior to the scssion and werc not 
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pan of the planning process. The results h m  the pst-session questionnaire and the 3- 

month followup interviews showed that a Iack of particiption in the process did not 

eppear to significantly impact the pticIp~nts. They d m o u s l y  said it made no 

difference to them because they did not expect to participate. These wmments did not 

ourpnse me because k y  reflect my own expaieaces of wbm 1 worked in a vay similar 

environment for 1 0 years. Now. as an aâult educator, the ime that 1 believe meds to be 

exploreû is whetber the M o f  the health-uire centas w d d  have different responses if 

- topirtuipiteinthedcvdopmcntofthc~ thcV=8"cn*oppommdy 

interventions. I believe ttiat in-service sessioa~ naed to be îreatcd as educational 

opporturiities that respect tbe participants' &S. and that the hahh-care system ohould 

e u m i m h o a r t h e y a p p d a d d d i v a ~ ~ t h i t b d b t h e d s o f t h e  

. . and participants arc met. 

5 .  Soft skills are c o ~ v a t i a i  in thai the litcfatuft suggests that they canna be 

taught in a g e k c  way. The Litaahûe says tbey are aot skills at dl, but coacepts that 

require practice so that the participant may be able to copy the concept. My shidy 

demonstrates that. under sorne conditions, sofi skills can be learned il participants aiready 

p o s s e a r ~ o ~ L n o w l d g c ~ t h t ~ t o k ~ . T h W o u i ~ ~ ~ f ~ v i d e s a b u U  

~ ~ a m q & s m , C l i t i E J ~ r a l b s t i o a m p n d i a , r i d f i i r c h a r r + r s b .  

6 .  The oppominny to r d -  and incorporate Information with past atpaiencc hs 

beeo donimented as an essemisl c o m p o ~  to tbe Ianiing experieace. ui tbis learaing 

environment, the participants artiaikd ihe need, anci an rpprrciation for, the bime to 

r d e a  and incorporate their new learning with past experiences. They dm appreciatcd 

the exercises that assisted hem in the process of reflection The midy provided di of us 



an opportunity to listen to the opinions of others and develop a better understanding of 

how different individuals think and view their expenences. 

Recomrnendations 

From these conclusions, i make six recommendations to adult educators who want 

to incorporate transfer of leaming stntegies in their in-service sessions in health-care 

settings. 

1 . Adul t educators in health-care settinçs need io focus on creating learning 

cnvirunments that promote transfer of leaming. Establishinç rapport. taking facilitation 

rislis. and cncouraging critical thinking and retlection are some of the strategies that can 

fostcr transfer of leaming. Aduit learning principlrs should bc used in  the developrnent of 

bo t h  timnd and non- formal educationd interventions. 

2. Adult rducators who wish to encourage transfer of leaming in a non-traditional 

hcal tli-carc classroom nred to incorporate specific tnnsfer of Icürning stratcgies into their 

tccicliinp. This entriils rnakinç conscious dççisions regarding transfcr o t' leaming in thc 

iiistnictional design process. Transfer of lraming is a concept difticult to quantify: 

Iiou*cw-. tlic solution is to not ignore the concept but to be creative and take risks with 

participants. 

3. ,-Uult  educators who wish to encourage transfcr of  leaming in these contexts 

necd to respect the participants' need to choose to participate in an educational 

intenvention. I f  participants are rnandated to attend. the eduçntor nccds t« hc sensitive to 

this and must include strategies that include the participant so that n positiw transition 

into the leaming process can be achieved. 



4. Adult educaton who wish to foster such transfer of learning nced not avoid soti 

skill topics when developing content areas for presentation. Content nesds to bc relevant 

to the participants and thought must be given to the delivery of content. 

5 .  .Adult educators who want to create activities that foster transfer of leaming 

nred to incorporatc the participants' past experience into the context of thc leaming 

eïcnt. The participants need an opportunity ro validate their experience and to make 

çhoiçes hased on the intonnation that they have. 

6. Even though there was some evidence that the educator p l a y  a rolc in the 

Icrirning exchange. more success needs to be attributed to the panicipants who made the 

choice to try somcthing different. .As a result of the sessions. the participants used the 

in timnaiian that was relevant to them. and reponed an appreçiarion for the opponunity to 

think. rctlcct. and try ncw things. This report makss clear that transtèr of leaming was 

c.ncourcigcd and achi cved to a moderate extent. 

Finally. this study allowed me  to experience a teachinp and Icriminp situation that 

\ ras cimgruent with rny values, belicfs. and rxperirnce as an educator. This cxperiencc 

lias sircngthencd rny conclusion that transfer of lertrnin; is a concept thnt has bcen skined 

in tlic ficld of adult education because of its intangbility. 1 suggcst more studies bc 

conducted tu examine specitic transfer of leaming strateyies. and to address the variables 

1) f participant. educator. and the leaming environment. Açcountabili ty is part of 

cwluation and transfer of learning is a component in the process. Educators should 

\relçome tlie challenge of assessinç their practice. 
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