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“ [free translation] ... despite a largely unpredictable context and considering
the dual need for an organization to incorporate a human resources policy into
its strategic plan:

* The effectiveness and efficiency of an HR policy depend in large part on its
internal consistency and its relevance to the organization’s strategy.

* The reliability of an HR policy is based more on the consistency among
its components (recruiting, training, mobility, appreciation, compensation,
organization of the work ...), rather than the quality of each of them taken
separately. In other words, it is better to have strong consistency among basic
decisions than weak consistency among sophisticated decisions.

Le Boterf, 2008
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INTRODUCTION

We would like to begin by explaining why we have chosen to use the expression
adults with low literacy skills rather than level 1 and 2 adults. These adults have
developed some essential skills, yet they are unable to handle tasks beyond
complexity levels 1 and 2. However, as stated in the text, these levels should
not be assigned to the adults themselves, but rather to the tasks that they are
asked to carry out. Therefore, an adult may have level 1, 2, 3 or 4 skills, depen-
ding on the skill in question. Our choice of label is aimed at better positio-
ning adults who are limited to performing at those task levels for certain skills.
RESDAC and the authors are aware of the limitations of the label and continue
to look for words that are even more accurate and suitable.

Adult learners have multiple and complex needs. They have to be productive
and they need to work. They also have family responsibilities that include pro-
viding the best possible support and parenting to their children. They often
wish to get involved in their communities, municipalities, schools and other
institutions. They also want to access knowledge so they have a better unders-
tanding of the world and the community in which they live.

It is complex to address these adults’” multiple educational needs, especially if,
as an organization, we factor in the human resources required for coaching,
development and progress evaluation. After all, the ultimate goal is still to
provide clients with appropriate personal and occupational development gea-
red to their situations. It is even more challenging to try to meet the needs of
adults with low literacy skills as part of skill development based on an integrated
andragogical approach.

However, this is the challenge that RESDAC has elected to take on by grounding
our approach with clients on a model based on integrated services that is more
focused on developing literacy skills than on academic literacy training, which
is often considered an end in itself. This integrated approach, along with the
complex multiple needs of the adult learners we target, requires rethinking the
notion of professional development of the sector’s human resources.




RESDAC is now approaching this core issue
through professional development and strategic
re-direction of the human resources who support
the adult training process, following the proposed
andragogical approach. The reflection that we
will refer to throughout this publication is part of
a continuous learning process that you will read
about in this Reference Manual for Developing
Professional Skills among Organizations and
Practitioners within an Integrated Andragogical
Process. It is a new starting point that will nurture
reflection based on the experience of managers
and practitioners in the field.

The Reference Manual suggests carefully consi-
dering the professional competencies that are
required, useful and essential within the context
of DESIGNING, MANAGING and carrying out
TRAINING interventions intended for adults with
low literacy skills. It refers to an andragogical
framework that promotes an integrated compe-
tency-development approach.

By creating the Réseau des formatrices et forma-
teurs en éducation et formation des adultes, RESDAC
has partly addressed the needs of professionals in
the literacy and basic skills field. However, identi-
fying and finding suitable solutions to the issues
related to professional development remains
a significant challenge. The Reference Manual
adds an essential element to achieving a more
inclusive vision. It promotes development of a
set of professional competencies among practi-
tioners who are committed to their own career
development process while also working to de-
velop the competencies of adults with low lite-
racy skills.

The Reference Manual defines key roles (de-
sign, management, and training), proposes a set
of functions and competencies associated with
the profile of each key role and describes their
characteristics according to the parameters of
RESDAC's Integrated Model .

Far from being a final document, this new
Reference Manual is the start of a knowledge-
building process. Feedback from people in the
field who use it will ensure that it continues to be
refined. Thus, the Reference Manual opens the
discussion, while guiding the reflective thinking
from a new perspective. It lays the groundwork
for a strategic approach in professional develop-
ment that requires us to revisit our practices in
hiring, coaching and evaluating staff members.

It is a task that we need to work on over time
through careful, systematic and organized plan-
ning. RESDAC is heading in this direction for the
sole purpose of providing quality services and
programs geared to the actual needs of adults
who are undertaking a learning process to
improve their quality of life.

Enjoy your reading!

oy
T~

Normand Lévesque
Executive Director, RESDAC

1- LURETTE, Donald, Towards an Integrated Model to Support the Literacy Development of Francophones in Canada, Fédération canadienne pour

I"alphabétisation en frangais (FCAF), June 2010.



Background for the Reference Manual

1.1 Towards new practices with learners

Socio-economic changes have had an impact on the working world and other
areas of life in Canada for the past few decades. The world of work, the family
unit and community life are changing quickly and continually. These changes
affect the type of jobs that increase and decline in demand and this dynamic
then affects the specific skills development needs of the workforce and
citizens. In this setting, the adult education world is also experiencing consi-
derable pressure to adapt quickly on an ongoing basis to these socio-econo-
mic changes. Adult training systems are becoming increasingly complex
(Lurette, 2011) as they attempt to better align adult education initiatives to
develop the right skills, thus meeting the workforce’s new job demands and
at the same time, keeping citizens’ needs in mind as they face the challenge
of adapting to ever-changing family and community life.

During the 1990s, in Canada and all over the world, solutions were proposed
to make adult literacy systems more comprehensive and coherent, based on
the need to adapt to socio-economic changes. The Agenda for the Future
from the Fifth International Conference on Adult Education (Hamburg, 1997),
recommends the following:

e Replace the narrow vision of literacy with learning that meets social, econo-
mic and political needs and gives expression to a new form of citizenship.

e Integrate literacy training and other forms of learning and basic skills into
all appropriate development projects ... (Hamburg, 1997, quoted by
Hautecoeur, 2000, p. 24, and drawn from Lurette, 2011).



Rowen (1999) pointed in the same direction by
suggesting that if an adult learner is a complete
person with multiple and complex needs, solu-
tions for meeting those needs must be complete
and integrated. He proposes various options for
adults with low literacy skills:

e Integrate literacy training and employment
support programs.

e Integrate literacy and other support services
for clients with special needs.

¢ Integrate literacy and second-language training
related to return-to-work needs.

e Integrate literacy training and occupational
training.

e Integrate literacy training and accredited
training.

1.2 Strategic repositioning: Literacy training programs become
community leaders in literacy development

In this new context, it is important for literacy
training organizations to reposition themselves
to deal with constant socio-economic and edu-
cational changes. This strategic repositioning
means that organizations providing literacy trai-
ning programs must now define themselves as
both organizations that complement other
public services and as essential organizations to
reach clients with low literacy skills. In fact, it is
through their services and expertise that a num-
ber of innovative, comprehensive and integrated
initiatives will come about for these adults.
Thus, the emergence of new services for people
with low literacy skills is an especially powerful
way for these organizations to develop new
expertise, receive the recognition required for
fulfilling their mandate and strengthen their
position in the community.
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We therefore suggest that practitioners who
work for these organizations become leaders in
their respective communities in order to intro-
duce a local culture of collaboration to develop
integrated services intended for adults with low
literacy skills. In our opinion, we need to review
how we can foster the development of appro-
priate skills among these adults to ease their
integration to work or to any other family or
community project. Through projects promo-
ting the integrated development of literacy, lite-
racy training organizations will become more
efficient at reaching their usual clientele and
providing them with enriched, inclusive services
that address their complex multiple needs more
efficiently (Lurette, 2011).



1.3 RESDAC'’s strategic repositioning for literacy development

For several years, RESDAC has been attempting
to take a fresh look at the situation of
Francophone adults with low literacy skills and
at the educational resources available to them.
In 2007, RESDAC, then called the Fédération
canadienne pour l'alphabétisation en frangais
(FCAF), published C’est le temps d’agir, plan de
rattrapage pour l'alphabétisation des adultes
francophones vivant en milieu minoritaire (a
summary is available in English under the title
It’s Time for Action-Summary of a Literacy Catch-
Up Plan for Adult Francophones in Minority
Settings). This document outlines the surprising
results of the International Adult Literacy and
Skills Survey (IALSS): 42% of all working-age
Canadian adults (aged 16 to 65) have difficulty
meeting the requirements of Canada’s know-
ledge society and economy. In other words,
they find it difficult to understand what they
read (Statistics Canada, 2003). The IALSS’s data
analysis also reveals that 56% of the population
whose mother tongue is French have trouble
understanding what they read compared with
39% of the population whose mother tongue is
English (Statistics Canada, 2003).

In response to these results, RESDAC reacted
swiftly. Among other things, it established a
new governance model. It defined and received
its members’ approval for four distinct and
interconnected strategic directions closely
drawn from its new vision: enhanced essential
skills, a continuum of services, a social blueprint
to improve the essential skills of Francophones
across Canada, and finally, partnerships and
coalitions. Moreover, it developed and started
network implementation of an Integrated
Model fostering skill development among adults
with low literacy skills whom the IALSS refers
to as level 1 and 2 adult learners. This kick-start
is above all intended to improve employability
outlooks. The Model is also an attempt to meet
learners’ needs more efficiently, by proposing
an integrated literacy and skill development
approach based on, among other things, the
integration of adult education services.

1.4 New practices proposed by the RESDAC Integrated Model

The Integrated Model put forth by RESDAC is
based on a joint, simultaneous approach for
developing multiple skills among people with
low literacy skills. This strategy addresses the
many complex needs of adult learners, some
of whose essential skills may be around level 1
and 2 on the IALSS scale. This new way of
designing and implementing an andragogical
strategy for adults with low literacy skills

combines the development of multiple skills,
which translates into a four-component model:
analyzing the environment, developing strategic
local partnerships, constructing adapted andra-
gogical interventions and lastly, feedback,
evaluation and reassessment of actions. We
will discuss these components in more detail in
the following sections.

11



1.5 A competency-based Reference Manual aimed at developing
professional practices among organizations and practitioners

Many frameworks underlying the policies and
programs associated with literacy training and
adult education services in Canada are com-
petency-based. Some examples follow: HRSDC's
Essential Skills Framework that governs adult
education programs in a number of provinces;
the Ontario Adult Literacy Curriculum
Framework (OALCF), built from broad compe-
tencies; Identifier des compétences génériques
(A soft skills Framework) by ICEA (Institut de
coopération pour I'éducation des adultes); and
professional skills frameworks that set out
occupational training requirements for a
number of trades across the country. Finally, we
should also mention the Literacy and Numeracy
skills Framework on which the international sur-
veys are based. Across Canada and in Ontario, it
is clear that skills are ever more present in the
world of adult education, particularly for adults
with low literacy skills.

The Reference Manual is similar to the above
examples. It is a skills framework providing
benchmarks to organizations that allows them
to develop their professional practices in ac-
cordance with an integrated andragogical me-
thod. It relies on a competency-based approach
proposed by the RESDAC Model. In the same
way that we envision developing multiple skills
among learners to meet their needs, we are
promoting a similar approach for organizations
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and their practitioners to satisfy their complex
and varied professional needs.

The Reference Manual is an andragogical pro-
posal that frames and supports professional
skill development among practitioners. It focu-
ses on the development of collective skills
among organizations’ entire teams, so they are
able to provide more efficient support to the
development of literacy skills in adult learners.
The Reference Manual can therefore be seen as
part of the answer to the following question:
What skills does my organization need to pro-
mote the establishment of andragogical practi-
ces that are based on the RESDAC Integrated
Model?

Collective skills is not the sum of individual
competencies

Le Boterf (2008) points out that it is always
possible to purchase one-off resources or skills as
needed, but it is much more difficult to repro-
duce a combination of skills, the unique make-
up of which is a barrier to imitation. Here, he is
referring to collective intelligence. Along these
lines, he suggests thinking of skill development
through expert teams, where [free translation]
“the most effective organization widens collective
responsibility, increases versatility and reduces
hierarchical levels.”



It would be unwise to use this Reference Manual
as an individual professional development
plan. Skill development does not depend only
on individuals’ motivation, but also on a com-
plete system of interactions and work flow that
demands the development and use of com-
petencies within the whole organization. It is
only when organizations provide an environ-
ment that allows the alternation of reflection
and action that adult education practitioners
will be able to act competently in various
professional situations.

Collective skills based on three roles

The Reference Manual provides three tables of
skills, each specific to one of the key roles found
in adult training organizations. These roles were
selected to illustrate the types of functions and
skills inherent in an adult training organization
involved in the adult education approach advo-
cated by the RESDAC model. We will cover these
three roles in more detail in section 3.

1.6 The limitations of a Reference Manual

According to Le Boterf (2008), [free translation]
“a reference manual is not a description of the
actual work: as their name indicates, reference
manuals only provide references. They are bench-
marks, guideposts, directions. They should be
considered as goals, based on which practitioners
and those in their environment will learn to build
relevant professional practices. They are targets
based on which employees will learn to act with
competence. They are something against which
competencies are built.” He adds that “the work
related to designing skill reference manuals is of
the utmost use, but has too often been guided by
an implicit reasoning that assumes skills exist on
their own, independent of the bearer of the skills.
However, we only ever encounter people who are
more or less competent.”

Furthermore, according to Le Boterf, we must
not confuse personal professional practice with
a standard: “Professional practice is the unfol-

ding of decisions, actions and interactions that a
practitioner calls into play to carry out a specific
activity, to resolve a problem situation, to deal
with an event, to meet requirements set out by
procedures or indicated in a reference manual.”
Thus, there is a difference between [free trans-
lation] “the task’s requirements and the attitudes
and operational sequences through which indi-
viduals actually fulfil those requirements.”

Along the same lines, this Reference Manual is a
framework for setting the markers and harmon-
izing the professional skill development of
organizations and their practitioners. It is only a
starting point, not a finish line. The professional
skills of adult training practitioners and or-
ganizations will change, adapt and become
refined based on the new realities brought about
by a society that is evolving at an increasingly
faster pace.

13



Redefining how we work with learners within
the Integrated Model

2.1 Adults with low literacy skills and the dynamic
surrounding skills in our modern knowledge-based
society

We believe that in order to adequately position interventions with learners,
’ it is important to fully understand the target clientele, in other words to pro-

perly identify the population’s literacy and skills levels. The levels set out in
international adult literacy and skills surveys shed light on the essential skills
profiles of our target clientele. Results of these surveys also indicate the size
of the target client group.

The next section briefly describes groups of adults who have shown an ability
to perform tasks at a maximum complexity level of 1 and 2 (out of a 5-level
scale on these international surveys). We hope that this description provides
network members with a better understanding of the target client group and
their socio-demographic characteristics, which will lead to new practices,
drawn from the RESDAC Model.

2.1.1 Observations from the 1994 IALS and 2003 IALSS internatio-
nal surveys

In Canada, we are currently witnessing an unusual problem. Indeed, a large
part of the adult population does not necessarily have the essential skills
that would enable them to participate effectively in various community
activities. That finding is corroborated in a number of successive interna-
tional surveys. These studies assessed the skills of adults in a number of

14



countries against a scale that ranked skills
acquisition level from one to five, with level
three being considered the threshold needed
for full participation in one’s community and
the working world. In the context of these
surveys, competence in each area was concep-
tualized by establishing a broad range of skills
that indicate adults’ proficiency at using infor-
mation to function in society and in the eco-
nomy. In 1994, three literacy-related skills were
studied, while the 2003 IALSS zeroed in on four
basic skills areas:

The 2003 IALSS focussed on the following four
literacy skill areas:

e Prose literacy: knowledge and skills needed
to understand and use information from
texts including editorials, news stories,
brochures and instruction manuals.

e Document literacy: the knowledge and skills
needed to locate and use information in
various formats such as charts, graphs, job
application forms, transportation schedules
and maps.

e Numeracy: the knowledge and skills required
to manage the mathematical demands of
diverse situations.

e Problem solving: goal-oriented thoughts and
actions in a situation where there is no
common resolution process.

The targeted skills were assessed according to
five task-complexity levels. These levels are
based on the degree of difficulty of the tasks
specific to each skill assessed. In the 1994 IALS
and the 2003 IALSS, the complexity levels were
determined by a score on a 500-point scale.

Level 1 (0-225)

e Uncomplicated tasks requiring
minimum knowledge

Level 2 (226-275)

e Uncomplicated tasks requiring
a little knowledge

Level 3 (276-325)

e More complex tasks requiring general
knowledge and the ability to incorporate
several sources of information

Levels 4 and 5 (326-500)

e Very complex tasks requiring strong
knowledge and skills

We previously mentioned some of the findings
from these surveys within the Canadian popula-
tion. In general, the 1994 IALS and the 2003
IALSS showed very little progress between
1994 and 2003. During that period, the percen-
tage of Canadians who developed certain skills
below level 3 did not drop, as one might have
expected, given the increase in education levels.
Level 3 is considered required for functioning
properly in our modern economy and
knowledge-society.
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The international surveys have shown that there
are many level 1, 2 (or less literate) adults in
Canada. In addition, they have multiple and
complex needs. Most have to work to support
themselves and their families. They seek the
best possible job; thus, they have personal plans
for finding work or for getting a better job if
they are already working. To achieve that, some
may have to learn to communicate better in
English in an environment where French is a
minority language and where the language of
work is English. The needs of adults with low li-
teracy skills are difficult to identify because they
differ from one individual to another. They also
fit into the broader realities of communities. We
have to ask ourselves how to develop the skills
required by adults with low literacy skills to ad-
dress their various previously determined
needs, while designing plans that will meet the
collective needs of the community. Thus, it can
be assumed that lesser developed literacy skills
in individuals or groups of individuals will
require more complex solutions designed to
address various needs (Lurette, 2011).

The environmental analysis (the model’s first
component), needed to effectively address the
integration needs of learners is therefore a
study of the individual needs of each person, as
well as an understanding of those needs in the
broader community context.

While carrying out the environmental analysis,
we feel it is important that local practitioners
fully understand the impacts of the cultural,
socio-economic and educational contexts on
the local adult training dynamic. They must
identify the extent to which certain cultural and
social conditions can affect the type of training
services that need to be designed for

Francophone adults with low literacy skills. The
interventions must take some of those condi-
tions into account?. Based on those analyses, it
will be easier to plan adult education interven-
tions that address the needs of adult learners
with low literacy skills, while being rooted in a
socio-economic and cultural context specific to
their home community.

We also advocate good local understanding of
the various barriers to learning and training that
a client group with low literacy skills will need to
deal with. This will make it possible to find ori-
ginal, lasting solutions; to reduce adverse effects
and to retain the learners in training programs,
jobs or other areas of activity in their community.
The purpose of the environmental analysis is
also to determine any barriers that exist
between the potential learner and his/her suc-
cessful persistence in a course of action that
leads him/her to the job market or to other per-
sonal plans. Thus, proposed solutions should do
away with those barriers or at least minimize
their impact. The barriers that emerge between
the adult candidate and a conclusive skills ac-
quisition process usually fit into three categories
having to do with institutions, situations and
psychosocial conditions.

The environmental analysis must also look at
the community from the perspective of avai-
lability of jobs for adults with limited literacy
skills. For members of Francophone minority
groups, the predominance of English as the lan-
guage of work adds to the difficulty of finding
work. Lastly, understanding interrelationships,
which are often dysfunctional, among various
local educational resources is integral to a
realistic profile of learners’ needs and their
environment.

2 - Among other things, we are referring to some community realities that can greatly impact how adults choose their language of learning (e.g., the
social relationships among cultural groups and the predominant language at work).
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A thorough environmental analysis will un-
doubtedly lead to a broader action framework
for organizations and as a result will lead to
qguestions regarding the professional develop-
ment of practitioners:

In the current context, what new professio-
nal skills must practitioners and organiza-
tions develop to support the newly learned
competencies in adult learners with low
literacy skills?

How can the professional skills of practitio-
ners and organizations be improved so that
they are able to enhance their ability to
analyze the needs of adults with low literacy
skills for certain basic skills?

How can professional skills of practitioners
and organizations be developed to ensure
that they increase their ability to analyze the
environment in their community? Should
some practitioners learn to master the
ability to do an environmental analysis which
includes adult needs analyses and socio-
economic, cultural and educational context
analyses? If so, does that affect the develop-
ment of practitioners’ and organizations’
professional skills?

Is it necessary to ensure that practitioners
and organizations have a certain understan-
ding of the Essential Skills Framework for
levels 1 and 27 Is it also necessary to develop
their understanding of the concept of this fra-
mework’s task complexity so they can better
understand the essential skill levels? If so,
does that affect the development of practitio-
ners’ and organizations’ professional skills?

Is it necessary to see that practitioners and or-
ganizations develop a certain understanding
of new integrated programming opportuni-
ties for adults with low literacy skills? If so,
does that influence the development of prac-
titioners’ and organizations’ professional skills?

Should practitioners and organizations be-
come familiar with the impacts of adult lite-
racy levels and their learning barriers on
meeting their needs and, correspondingly,
on their motivation?

Other

2.2 The competency-based approach for adults with low literacy skills

As previously stated, many reference frameworks underlying literacy or training policies and programs
for Canadian adults are based on skills. We see that skill permeate the world of adult training.
However, what is skill?
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2.2.1 The concept of skill and its relationship to task

Note that there are many definitions of the term
skill. Nonetheless, most definitions associate it
with carrying out tasks. Since skill-building is cen-
tral to the RESDAC Model, we feel it is important
to expand on this concept.

It is hard to give a single definition of the con-
cept of skill. We are choosing to stick to simple,
familiar definitions.

Skill (general): [free translation] “ability of a per-
son to assume a responsibility or perform a task”
(Landry, F., 1987).

Skill (from a learning and training perspective):
[free translation] “Set of features (knowledge,
abilities and attitudes) that enable an individual
to adequately carry out a task or set of tasks.”
(Legendre, 3rd edition)

Representation of professional skill

Knowing

Competent

Implementing

The nature of skill

A number of people see skill as [free translation]
“a combination of knowledge, the ability to im-
plement this knowledge, and attitudes, meaning
the state of mind needed for this implementa-
tion” (Le Haut Conseil de I’Education in France).
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It breaks down into knowledge, know-how (prac-
tices) and soft skills (interpersonal skills, or rela-
tional behaviours) along with physical abilities.
The three types of knowledge are closely con-
nected.” The above diagram by Henri Boudreault
clearly shows the interrelationship among the




types of knowledge that must be brought into
play to enable individuals to develop a skill and
implement it in various contexts with the aim of
becoming competent (taken from Lurette, 2012).

Le Boterf (2008) states, however, [free translation]
“that an adult may have the resources in terms
of knowledge, know-how and soft skills, but he/
she still needs to know how to use them properly
in specific settings. This is what he would refer to
as acting with competence.” He then states that,
[free translation] “(...) when reduced to its com-
ponents parts, skill loses its meaning. Skill is not
just a compilation of resources or knowledge; in
performing a task (as a skill system), each ele-
ment is affected by the others; there is an inter-
actional dynamic among those elements.” Le
Boterf maintains that, to be competent, you must
be able to pair the fact of being competent with
that of having skills. This concept is defined in
greater detail in section 3.

The nature of a task

A task is often perceived as a “combination of
various skills that are closely linked”. The above
diagram shows this interrelationship among the
types of skills that must be brought into play to
enable individuals to perform a task and

Skill

Skill Skill

A Y

7/

implement it in various settings for the purpose
of becoming competent.

Skill

Z

The interactions between knowledge, skills and
tasks, in a continuous development dynamic

The following diagram shows the interrela-
tionships between the types of knowledge and
types of skills that must be brought into play to
enable individuals to perform one or more tasks
and implement them in various integration
settings in order to become competent in the
desired integrated settings.

Learn the Perform
appropriate skil?sei‘:1elz:\oc‘:ion aalke »
knowledge contexts

e Learn the knowledge, know- e Develop skillsA, X, Y and Z e Performtasks 1,2, 3...

how and soft skills that
support the identified
competencies

tasks

e Especially through reflection;
in a structured learning
environment

that support the targeted

e Through reflection;ina
learning environment

e Especially through action/
practice; in a learning and
integration environment

e Through action/practice;
in a learning and integration
environment
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In our opinion, there are various types of skills
that can support the performance of tasks at
work, in training, or in family and community
life. They fall under four categories, which are
detailed below.

The four categories of skills

Organizing skills in this way has two main objec-
tives. First, this categorization fosters better
understanding of the skills that can be developed
in adults with low literacy skills, as part of our
initiatives for addressing some of the needs
identified. Second, it makes the design of andra-
gogical interventions easier, drawing on the
development of particular types of skills to carry
out particular tasks in specific settings, in order
to address learners’ needs; each skill type
frequently draws on particular knowledge and
development contexts.

The four skill categories

e Essential skills

e Soft skills

e Second-language skills

e Technical or specialized skills
First category: Essential skills

Essential skills for living, learning and working:
according to the framework and scope assigned
to them by OLES (Office of Literacy and Essential
Skills®). Essential skills are put forward by OLES
as the nine basic skills that foster adults’ full par-
ticipation in the labour market and the commu-
nity. They are necessary for a wide variety of
tasks at work or in daily life and they provide
adult learners with a foundation to support the
learning of new skills. They enhance the ability

to adapt to change. Since they are used in actual
situations, the complexity levels differ depending
on the type of real-situation task. The
following is the list of the nine essential skills:

e Reading Text

e Document use

e  Writing

e Numeracy

e Oral communication
e Thinking

e Working with others
e Computer use

e Continuous learning

Today, we differentiate literacy skills, numeracy
skills and computer-based skills. Among the nine
essential skills, some fall more under knowledge
while others are more in the nature of soft skills.
Thinking, working with others, oral communica-
tion and continuous learning are considered
essential soft skills.

Second category: Soft skills

[free translation] “Soft skills are a set of abilities
involving personality more than a specific func-
tion. A soft skill develops through action and
evolves over a person’s lifetime in various life
experiences and work situations.” (*definition
drawn from the Manuel des animateurs de la
démarche Nos compétences fortes (NCF), writ-
ten under the direction of Rachel Bélisle, 1996).

As is the case with essential skills, soft skills act
as common threads between peoples’ different
experiences (work, family life, personal pro-
jects). They are not tied to a specific function in

3 - This Office comes under Human Resources and Skills Development Canada.
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the way that specialized skills are, but they
develop in various learning situations and com-
plement each other in action. A number of soft
skills play an integral part in professional, social
and family involvement. This is why they are
considered basic skills (ICEA, 1995, p. 21). The
concept of soft skill used by the ICEA hinges
around the following two realities:

e A given individual may have developed a
number of soft skills.

e There are a number of soft skills (the ICEA’s
last reference manual lists 22, including or-
ganizational skills, sense of responsibility, abi-
lity to work under pressure, thoroughness,
sense of observation, adaptability, problem-
solving ability, etc.).

e Soft skills:
e Include a set of abilities.
e Develop through action.
e Change over an individual’s lifetime.

e Develop through various life experiences
and work situations.

e Are useful in all areas of life (job, school,
family or other).

e Are transferable, i.e., they can be called
into play in different application areas, ac-
tion contexts and situations.

Third category: Second-language skills

This involves [free translation] “a person’s know-
ledge of a language or his/her ability to use it in
context” (Legendre, 3™ edition). These skills are
connected with acquiring a second-language,
which enables an adult learner to perform tasks
requiring the use of a language of communica-
tion different from his/her own. In Canada’s
Francophone communities, this type of skill
may prove necessary for learners to perform
tasks in an English-dominant environment.

The learnings associated with the second-
language skills required for performing tasks

are not to be confused with learning English as
a second-language. Here, we are referring to the
strategic acquisition of certain functional aspects
of English that is similar to the development of first
language skills. All of the training must be done in
the first language. Studies have shown that adults
learn much more effectively in their first language.
Newly acquired learnings overlap with previous
ones, which are rooted in initial first-language
knowledge. The transfer of learning then occurs
easily in contexts using either language.

Fourth category: Technical or specialized
skills

These skills make it possible to engage in a trade
since they are directly tied to a trade or family
of trades. They are usually associated with work
functions and are offered by specialized agen-
cies in an institutional setting (community col-
leges and educational institutions) or in the
workplace (employers or unions).

In the workplace, technical skills are often con-
sidered occupational skills. Technical skills are
recognized within industry as qualifications for
the workplace; in these settings, development
of essential and soft skills is complementary to
the development of technical skills, but will be
unavoidable for adults with low literacy skills. In
other contexts, however, some soft and essen-
tial skills may be considered as occupational
skills for various occupations, especially those
connected with service businesses. In this type
of business, occupational tasks are often carried
out in interactional mode (client service, public
relations, etc.) and they draw on the so-called
soft and essential skills also to emerge as pro-
fessional or specialized skills.

In the context of performing a task, we believe
that these various types of skills complement or
support each other in the learning process or in
action (the application of skills in performing a
task) (Lurette 2011).
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The andragogical approach of the RESDAC
Model has the benefit of integrating literacy
into a broader perspective that better meets
the needs of adult learners with low literacy
skills. Thus, the literacy process is integrated
into an overall skills development initiative.

That being said, designing a training plan for
people with low literacy skills requires a broad
view of their needs to better identify the mul-
tiple skills they must develop in order to pursue
a satisfying occupational or personal plan. To do
so, practitioners must know how to break down
the various types of skills that they could aim to
instil in adults with low literacy skills, based on
their needs.

However, we believe that the traditional ap-
proach used by some literacy programs, like
that of other types of traditional adult training
programs, can be too simplistic?; it does not
always effectively meet learners’ needs nor
does it take their life contexts into account. In
our view, an effective andragogical intervention
for adults with low literacy skills must take into
account the multitude of skills that they have to
acquire in order to achieve the targeted learnings
in their personal plan. Those various skills must
dovetail with each other. Practitioners must
therefore be able to properly identify those types
of skills and understand their interrelationships.

Combining skills development to construct
an andragogical intervention

In constructing an andragogical intervention
that aims to address the needs of adults with
low literacy skills and those of the community,
the integrated training approach promoted
here must be developed from two perspectives.
The first integration step is part of the instruc-
tional package in which the development of mul-
tiple skill types is designed in a unified/integrated
way within the same intervention, in response to
the needs analysis of the targeted adults with
low literacy skills. The second integration step is
carried out by means of partnerships through
which adult training services can be pooled and
offered in a simultaneous, integrated way (we
will return to this second integration step in the
next section).

At the first step of integration, practitioners
examine what skills the intervention should
develop among the targeted adults based on
their needs. What place will essential skills, soft
skills, second-language skills or technical/spe-
cialized skills have in addressing the integration,
communication and interaction needs within
the various personal and occupational plans of
the targeted adults? It is worth noting that for
all these skills, the learners’ needs determine
the extent to which each skill type warrants
being developed and the extent to which the
service offerings should consider those.

4- Programs offered to adults with low literacy skills are often too narrow and do not take all needs into account. Thus, most training services are
focussed on the acquisition of very specific skills that are more intended to address the delineated requirements of programs. For example, some
services zero in on the development of integration or employability skills; this is especially the case with new worker support programs. Other ser-
vices favour the acquisition of technical skills like apprenticeship or occupational training programs; still others focus solely on the development of
parenting skills. Lastly, most literacy programs focus on improving particular basic skills (reading, writing, math, computers). In short, very few adult
education services aim to develop more than one skill type within the same integrated initiative.
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2.2.4 Example: Interactions between knowledge, skills and tasks, according to a
continuous learning dynamic in reflection and action

* Learn the knowledge, know-how * Develop the essential, generic, language
_and s_o_ft skills that su_pport the and technical skills that support the tar-
identified competencies geted tasks

* Especially through reflection; in a
structured learning environment

e Through reflection; in a
learning environment

Develop the .
right skills
through action

Through action/practice; in
a learning environment that
integrates daily life

Evaluation
and design o Performtasks 1,2, 3...

Through action/practice;
in a learning environment
that integrates daily life

Task to be performed: e This task may draw on language skills (invoice

e An office clerk who must respond to a client in English).

having a hard time understanding an invoice ~ ® This task may draw on technical skills (apply-
received. ing an internal customer service protocol,
technical explanation related to the type of

Skills to be called into play: service and billing).

e This task may draw on soft skills (interactional, )
. . Knowledge to be called into play:
problem-solving skills, etc.).

e Examples of knowledge: understanding the
importance of active listening and its metho-
dology, good understanding of the company’s
billing system and tools, good understanding
of the digital client file system and billing sys-
tems, some knowledge of technical vocabu-
lary in English, good understanding of internal

protocols and procedures, etc.

e This task may draw on essential skills (docu-
ment use, oral communication, numeracy,
digital technology, etc.).
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Examples of know-how: ability to apply the
steps in an active listening process, ability to
break down and explain a typical invoice,
quickly access a client file in the computer
system, ability to break down an invoice in
English and explain it in French, ability to
apply internal procedures and protocols in
context, etc.

Broadening of the skills to be developed in
learners with low literacy skills raises some
guestions about the professional development
of practitioners and organizations:

What professional skills must practitioners
and organizations develop so they can pro-
perly use the competency-based approach in
their interventions?

Should practitioners and organizations de-
velop some understanding of the four skill
categories, especially with the aim of sup-
porting interventions requiring the acquisi-
tion of multiple skills among learners?

How do we develop practitioners’ and orga-
nizations’ professional skills that are likely to
support their ability to design, implement and
maintain integrated programs?

Should practitioners and organizations culti-
vate an ability to properly determine and
break down the various types of skills that
could conceivably be acquired by adults with
low literacy skills, based on their needs?

Examples of soft skills: being empathetic to-
wards the client and his/her problem, demon-
strating confidence in resolving the situation,
feeling at ease with a computerized and digi-
tal work environment, being open to asking
for help when part of the task requires the
use of one’s second-language, ability to apply
an internal protocol in a potentially delicate
interactional situation, etc.

Should practitioners be able to define these
types of skills and properly understand their
interrelationships? If so, to what extent does
this affect the development of practitioners’
and organizations’ professional skills?

Should practitioners and organizations de-
velop some understanding about the issues of
learners transitioning to an English-dominant
environment and the need to develop second-
language skills? If so, to what extent does this
influence the development of practitioners’
and organizations’ professional skills?

Should practitioners and organizations be
encouraged to have some grasp of the new
integrated programming opportunities using a
broader range of skills than what is found
in traditional literacy training approaches?
If so, to what extent does this affect the deve-
lopment of practitioners’ and organization’s
professional skills?

Other



2.3 Integrating skills to address the needs of adults with low literacy skills

Rather than being limited to analyzing an adult
learner based on a particular program, the com-
petency-based approach takes into account all
the needs of adult learners in their community
in terms of skills to be developed. Such an ap-
proach ultimately seeks to promote the life-
long development of multiple skills in adult
learners (skills continuum) by offering integrated
educational services when needed (continuum
of learning services) in a given community.

We maintain that it is more effective for a local
adult training network to design its training
programs as part of a service continuum, without
distinction as to service providers. In our view,
this strategy is more efficient in reaching the
pool of adult learners and thereby overcomes a
number of return-to-training barriers. In addition,
the service continuum approach gives prefe-
rence to providing the target client group with a
number of training services within the same
offering, which simplifies the perception they
may have of the adult education system. To us,
this course of action obviously seems more con-
sistent with the perspective of ongoing skills
development through training initiatives designed
for these purposes..

Community organizations working with adults
with low literacy skills have developed better-
integrated approaches to help them deal with
the many obstacles they have to overcome in
their daily environment, but also when adjusting
to a changing society. The RESDAC Integrated

This andragogical approach therefore focuses
on the whole learning system for adults: the
arrangements and needs of the targeted adults;
the type of learning objectives that arise from
that; the learning methodologies (methods of
conveying the instructional content and me-
thods of developing new skills); the learning
environment (community, support mechanisms,
etc.); and lastly, potential learning transfers. We
believe that all these aspects must be con-
sidered when designing a competency-based
andragogical intervention.

Model (Lurette, 2011) refers to the practices of
the Centre d’apprentissage et de perfectionnement
(CAP) whose services are devoted to training
adults in Eastern Ontario and seeks to reach cli-
ents with low literacy skills. According to Lurette
(2011), CAP’s practices are based especially on
the development of innovative strategic part-
nership approaches capable of building relevant
bridges between, on the one hand, the skills de-
velopment needs of adults with low literacy
skills within a community and, on the other, the
adult education resources available in that com-
munity. In most cases, the integrated services
approach requires various forms of strategic
partnerships. Although this mostly seems like a
winning approach for reaching adults with low
literacy skills and facilitating their development,
it does involve a number of challenges:
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“ [free translation] ...Partnerships and high-wire acts: This process is demanding,
given the diversity of agencies involved (literacy training, vocational training,
accredited training, income maintenance, employment integration or employa-
bility services...) and the complexity of the links to be made. It is necessary to
deal with the terms and conditions related to the accountability and funding of
the established partners. Indeed, these partners are beholden to funders from
four levels of government: municipal, regional, provincial, and federal.

Dugas, 2005
drawn from Lurette, 2008, p. 24
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The second component of the Integrated Model
is the creation of strategic local partnerships.
This step requires considerable time and open-
mindedness and places special value on negotia-
tion and co-operation. Resource-pooling noti-
ceably improves the various phases of analysis
leading to preparation of training sessions based
both on learners’ needs and profiles and on
various community needs and contexts. Creating
strategic local partnerships also drives the en-
vironmental analysis by supplying it with the
additional information items that foster a better
fit with local circumstances. This results in an
increased ability to attract the client group and
offer promising andragogical interventions.

Service integration occurs through partnerships
that make possible simultaneous, joint offerings
of adult training services. With such an ap-
proach, these integrated services combine the
training steps usually offered separately and in
a linear way, thereby enabling learners with low
literacy skills to start developing multiple skills
at the same time (essential, soft, language and
technical skills). These learners can therefore
benefit from parenting, occupational or other
skills-development programs that they would

normally have difficulty accessing at this stage
in their literacy-skills-acquisition process. At this
integration stage, practitioners ask what pro-
grams or services can be combined for the
andragogical intervention to promote the de-
velopment of skills based on the needs of the
targeted adults. This joint inter-program ap-
proach facilitates the integration of learners
with low literacy skills into training projects that
further meet their needs and realities.

Thus, successful dialogue among partners can
lead to adjusting of existing training programs
or setting up new training programs that
address adults’ needs while adhering to the
mandates of the various partners. From then
on, by providing a joint offering of programs, it
will become easier to access the various human
and financial resources needed to improve adult
education services (e.g., smaller student/trainer
ratio, personalized training plans, custom train-
ing and evaluation modalities, targeted training,
etc.) and logistical support (e.g., transportation
and childcare services). Ultimately, these ele-
ments will considerably increase the commu-
nity’s ability to serve adults with low literacy skills.
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The need to redefine how we work with partners
raises some questions about the professional
development of practitioners and organizations:

e How to develop practitioners’ and organiza-
tions’ professional skills that are likely to sup-
port their ability to design, implement and
maintain integrated programs?

e How to develop practitioners’ and organiza-
tions’ professional skills that enable them to
support the establishment and continuity of
strategic partnerships?

e How to develop practitioners’ and organiza-
tions’ ability to ask themselves about pro-
grams or services to be integrated in order for
the andragogical intervention to foster the
development of skills based on targeted
adults’ needs? In the same intervention, how

to link programs and services fostering the
development of literacy skills and appropriate
technical skills?

e How to develop practitioners’ and organiza-
tions” professional skills that facilitate the
work involved in intra—organization and inter-
organization co-operation?

e How to encourage practitioners and organi-
zations to develop their own professional
skills in an integrated manner?

e How to enable practitioners and organiza-
tions to develop their professional skills in a
co-operative context?

e QOther

2.4 Designing intervention practices that foster skill development

and transfer

According to the definition in the Grand diction-
naire terminologique by the Office québécois de
la langue frangaise, a skill is [free translation]
“expertise resulting from the effective mobiliza-
tion and use of a set of internal and external
resources in authentic learning situations or in an
occupational setting.” (Lurette 2012, drawn
from Dignard, ICEA, to be published). For Le
Boterf (2008), a skill assumes [free translation]
“being able to act and succeed competently and
relevantly in a situation (work or other; activity
to be carried out, event to handle, problem to
solve, project to accomplish ...). ... Here, we are
referring to the concept of action.”

Thus, based on its nature, we can assume that
effective skills development rests on a strategic
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interplay between theoretical learning (poten-
tial part of resource mobilization) and hands-on
action (performing the task in real situations)
(Lurette, 2012). This strategic interplay between
theory and action is an essential aspect of skills
development. Moreover, Le Boterf (2008) says
that it is no longer just a question of enginee-
ring the training for developing skills, but rather
engineering pathways: thus [free translation]
“skill-building is no longer considered as falling
exclusively under training; it is rather the result of
pathways that include transitions from training
to organized work situations or other routes, to
optimize learning impacts. Alternated training
sessions are valued once again.”



All across Canada, there are apprenticeship pro-
grams to train adults in specialized trades (“ap-
prenticeable” trades). These apprenticeship pro-
grams stand apart because of a major hands-on
learning component in the workplace that en-
hances theoretical and institutional training.
This is in accordance with a training process that
alternates between school (about 10% of lear-
ning time) and the workplace (about 90% of
learning time). The Canadian Apprenticeship
Forum sponsored a project aimed at analyzing
the statistical data on four groups of workers
and comparing their results. The study appears
to indicate a decided advantage for learners in-
volved in these programs that alternated be-
tween in-class learning and on-the-job
learning:

e People whose training was partly done
through on-the-job learning are recognized as
more job-ready, either immediately after ob-
taining their diploma or several years later.
They have better short and long-term pay op-
portunities and report a higher level of job
satisfaction and job security.

e Graduates from apprenticeship programs find
a job much sooner after receiving their diplo-
ma than those in any of the other groups.

e Overall, graduates from apprenticeship pro-
grams seem to value their job more and enjoy
better job security than individuals in the
other groups. (Canadian Apprenticeship
Forum, February 2011)

Developing skills in a theoretical/hands-on
learning context seems to show meaningful re-
sults regarding employability. As such, can we
imagine that similar skills development ap-
proaches can be introduced for adults with low
literacy skills who wish to move into employ-
ment or carry out some other personal plan?

Hands-on learning to promote the transfer
of skills from one setting to another

Opportunities for knowledge and skills transfers
can largely explain the success of programs con-
sisting of hands-on and experiential learning
(such as apprenticeship programs for trades).
Using data drawn from the International Labour
Office (ILO), Dignard (ICEA, to be published)
shows that, to be transferrable, a skill must be
exportable, in other words useful and necessary
to performing tasks in various settings as well as
visible and recognized (in private and public
life). From these sources, he draws three factors
that affect skill transferability:

e Experiences gained that provide information
on what did or did not contribute to a skill be-
ing successfully transferred. Integrating the
knowledge arising from the transfer experi-
ence is also valuable in tracking the skill to be
put into action and transferred to another
setting.

e Askill that is increasingly mastered in various
settings helps determine the settings into
which that skill will be effectively transferred.

e The setting where the transfer occurs which
consists of various factors identified by the
ILO, i.e., institutions, technologies, standar-
dization methods connected with skills reco-
gnition, workplaces and industry sectors.
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Moreover, Le Boterf (2008) notes that the trans-
fer of knowledge to new situations requires not
only resources, but also the recognition of situa-
tions in which those resources may be used. In
his view, what differentiates an expert from a
novice is not just that the expert has a larger
library of resources, but that, through their
experience, they can recognize those that can be
used in a new setting. They will therefore proceed
more quickly and effectively in searching for
relevant information.

The competency-based approach focuses on
developing the skills of individuals with low literacy
skills, rather than on strictly literacy training.
Essential skills and soft skills are indispensable
to a wide variety of tasks in the workplace and
in daily life in addition to increasing people’s
ability to adapt to the changes that occur
throughout life: developing these skills amounts
to a continuum that goes well beyond the skill
levels aimed at by traditional literacy training
programs. That being said, the essential and soft
skills development continuum applies to an even
broader andragogical perspective. It inspires us
to view the literacy skills acquisition process as
an inclusive concept, namely a lifelong skills
development continuum.
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As for Dignard, he believes that since soft skills
can be used in a number of life situations, they
are more easily transferred from one environ-
ment to another than specific skills are. He
therefore recommends focussing on soft skills
for establishing a connection between settings
and objectives. Those connections facilitate the
transfer of skills in an occupational or a personal
development environment. This can be done in-
formally, non-formally or even formally
(Dignard, ICEA, to be published).

In fact, according to the 1994 |IALS and the 2003
IALSS, literacy skills are like muscles: regardless
of the setting, the more they are exercised, the
better they are maintained and the more quick-
ly they improve. Along those lines, the places
literacy skills are developed go beyond formal
and informal training settings. The ongoing skills
development of adults with low literacy skills
occurs in several areas of their lives. This con-
firms that training initiatives for adults with low
literacy skills must be designed strategically
over time in order to situate them in a sequence
of learning that leads to ongoing skills develop-
ment. Literacy development is a shared respon-
sibility. For adult learners, the time available to
them to participate in organized training is usually
time-limited and it needs to be related to their
goals (Lurette, 2011).



The last, but not least, component in the
Integrated model involves feedback, evaluation
and reassessment of actions when tested
against reality. The flexibility and ability to re-
vise some of a training program’s directions in
order to improve it in the best interests of its
clients must be an integral part of this innova-
tive approach. This constant concern for fine-
tuning is informed by data gathering from va-
rious partners and learners in the training
program during the development, introduction
and implementation stages. In short, integrated
training drawing on multiple services must
always be observed with the professed goal of
creating an ongoing enhancement dynamic,
since one of the main virtues of the Integrated

The move to experiential learning or learning
through practice raises some questions about
the professional development of practitioners
and organizations:

e How to develop practitioners’ and orga-
nizations’ professional skills that are likely to
support their ability to design and use andra-
gogical strategies that foster experiential and
hands-on learning among adults with low lit-
eracy skills?

e How to develop practitioners’ and orga-
nizations’ professional skills that enable them
to design and use andragogical strategies fa-
cilitating the transfer of knowledge for adults
with low literacy skills to new settings?

e How to enable practitioners and organiza-
tions to acquire professional skills in settings
that alternate theory and practice?

Model lies in its flexibility and constant search
for a better fit with learners’ needs.

Through their multi-program and multi-partner
nature, the proposed integrated initiatives lead
to various collaborative and joint action agree-
ments among local bodies. We recognize that
establishing such initiatives is no mean feat.
However, after one cycle of strategic partnerships
and integrated services offering, everything will
be easier for all partners. New experiences will
build on initial experiences that have been
revised and enhanced through reflective reviews.
Other partnerships and initiatives will eventually
follow, which should help establish a more
cohesive learning community (Lurette, 2011).

e How to encourage practitioners and organiz-
ations to develop their ability to transfer pro-
fessional skills to various intervention
settings?

e How to encourage practitioners and organiz-
ations to develop their ability to do reflective
reviews on projects and on their interven-
tions? How to enable them to draw on those
reflective reviews and continually improve
their services? How to enable them to draw
on those reflective reviews to update their
professional skills and thereby enhance their
own practices?

e Other
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Redefining the desired skills among
organizations and their practitioners

3.1 A Reference Manual related to skills supporting
the development of professional practices among
practitioners and organizations

First and foremost, this Reference Manual is defined as a skills framework
’ providing benchmarks to organizations dedicated to literacy development. Its

purpose is to enable them to re-frame the direction of their professional de-
velopment practices according to an andragogical method aligned with the
integrated approach advocated by the RESDAC literacy and skills develop-
ment model. Therefore, this Reference Manual has been designed as a coun-
terpart to the RESDAC Integrated Model which suggests developing multiple
skills among learners in order to meet their needs. Consequently, it pro-
motes a similar approach for developing multiple professional skills among
organizations and their practitioners in order to meet their complex and
varied needs.

3.1.1 Towards a new professional development practice model: The
competency-based approach

For RESDAC, training initiatives for adults with low literacy skills must be stra-
tegically designed. They have to fit into a broader ongoing skills development
movement to reflect the fact that adult learners usually have limited time for
organized training to meet their objectives. That being said, literacy deve-
lopment is a responsibility shared by all social partners.
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Integrated andragogical proposal ® rate various collaborative and joint action agree-
ments among different local bodies. With these
in place, local programs can create a continuum
of services that ultimately leads to more effec-
tive integration of learners into their commu-
nity. That integration contributes to the literacy
development of that same community.

RESDAC suggests integrating literacy and skills
development in a more thorough educational
package in order to address the varied needs of
adult learners with low literacy skills. Integrated
initiatives (see diagram on next page) can draw
on multiple programs and partners. They gene-

The four-component model

Feedback and Listening and observing carefully; taking an
reassessment objective distance in order to assess, fine-tune
of actions and perfect actions

Constructing Linking the appropriate essential skills, generic

adapted andragogical skills and specialized skills for an integrated
interventions intervention

5 - For more information on this model, see Appendix 4.
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The competency-based approach for this
Reference Manual

As we mentioned in sections 1 and 2, the compe-
tency-based approach advocated by the RESDAC
Model proposes ways to reorganize a portion of
adult education services intended for people
with low literacy skills. Among other things, that
involves engaging a more varied range of edu-
cational services in a given community in order
to foster the integrated development of mul-
tiple skills in adults with low literacy skills. Along
with this move to promote the development of
tasks and skills in adults with low literacy skills
come new needs from practitioners within adult
training networks. They involve developing pro-
fessional skills profiles for practitioners and
organizations based on the type of services to
be provided.

We felt it was logical to opt for a competency-
based approach in order to provide a frame-
work for developing the professional practices
of organizations and their practitioners opera-
ting in an integrated training context with their
client groups.

The concept of professional skill and its

relationship to task

We chose to develop the Reference Manual by
skills unit, since this approach has had much
success in some professional training/develop-
ment settings across Canada in recent decades.
In that approach, skills support the perfor-
mance of professional tasks and are connected
with those tasks.

Skills are mostly seen as being generic because
they are not connected with individuals, but
with the tasks that are assigned to a practitio-
ner’s workstation. These tasks are situational or
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contextualized because they are determined
according to each workstation, by each orga-
nization and for each practitioner.

Thus, professional tasks are organized based on
decisions made internally; they are assigned to
practitioners according to their environments
(number of employees, types of services, types
of partnerships, etc.). Task assignment hinges
around various roles and functions within an or-
ganization. The profiles of skills to be developed
in practitioners will therefore be defined by
their professional tasks.

As mentioned in section 2, most definitions of
the term skill relate it to supporting the accom-
plishment of a task. Skills development for
professional practitioners or their organization
fits into that same logic:

From a professional training perspective: [free
translation] “Ability of an individual to perform
complex tasks that require the execution of
many operations, tasks similar to those usually
involved when practicing an occupation, an art
or a profession.” (Brien, 1989)

The concept of professional skill and its re-
lationship to knowledge

Le Boterf (2008) maintains that, to be competent,
one needs to know the meaning of being and
having: [free translation]

“Being competent means being able to act and
succeed relevantly and skilfully in a situation
(work or otherwise; activity to perform, event to
deal with, problem to resolve, project to carry
out...). It is implementing a relevant professional
practice while mobilizing an appropriate com-
bination of resources (knowledge, know-how,
behaviours, reasoning methods ...). We are refer-
ring here to the concept of action.”



“Having competence means possessing resources
(knowledge, know-how, reasoning methods,
physical capabilities, behavioural abilities ...) for
acting with competence. Having resources is
therefore a necessary but insufficient condition
for acting with competence.”

As such, Le Boterf (2008) asserts that, to evaluate
an individual’s competence, is not simply to
consider whether this person has the required
resources(knowledge, know-how, abilities), but
rather to gauge his/her practices in real or simu-
lated situations The same logic applies to the
development of practitioners’ professional skills.

Therefore, it will be recognized that an individual
knows how to act relevantly and competently in
a given situation if (Le Boterf, 2008):

e He/she knows how to combine and bring into
play a set of appropriate personal resources
(knowledge, know-how, soft skills, beha-
viours...) and support resources (databases,
colleagues, experts, other trades ...).

e He/she knows how to carry out a relevant
professional practice through the performance
of tasks assigned to him/her:

e To manage this situation by taking
into account the requirements and
his/her particular context.

e To produce results (products, services)
that meet certain performance criteria
for a recipient (client learner, funder,
partners...).

3.2 Reviewing the make-up of human resource teams based on organi-

zations’ strategic repositioning

In this section, we outline the skills-based
Reference Manual as an organizational tool for
the professional development of practitioners
and organizations. In our view, this manual pro-
vides valuable benchmarks intended to help
organizations set up effective work teams geared
to the evolving world of adult education.

Why three roles?

Appendices 1, 2, and 3 present three skills tables,
each one specific to a major role in adult training
organizations. These roles illustrate the types of
functions and skills inherent in an adult training
organization involved in the andragogical ap-
proach promoted by the RESDAC Model. The
functions and skills that we feel are intrinsic to
this andragogical approach are listed in detail in
the tables to support the many professional
tasks required to support such an approach.

We refer to the conventional roles of training
and management but also to the role of design,
which is less common of course, but has be-
come indispensable in the parameters of the
RESDAC Integrated Model. This latter role
proves essential for any organization wishing to
provide custom, evolving services, designed ac-
cording to the specific needs of both adults with
low literacy skills and the community to which
they belong. In this context, interventions must
fit into an ongoing design/adjustment dynamic.

The tables outlining the two major roles of train-
ing and design are made up of functions specific
to each of these roles, which are then broken
down into skills units. We have opted to present
these two roles by listing the skills needed to
perform the various functions of each role.
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An organization will determine how to distribute
the roles and functions internally, considering the
professional tasks to be performed and the de-
sired skill profiles for supporting the tasks in the
interventions implemented.

The table presenting the management role dif-
fers slightly. On the one hand, it is directly con-
nected to the four components of the RESDAC
Integrated Model rather than to functions. On
the other hand, a new aspect is added, namely
the skills related to project and organization
management, given the nature of this role. We
felt that this grouping is more functional for the
management role. The practitioner responsible
for management will work directly with the other
two tables, using them to build the human re-
source team and manage the organization based
on the functions and skills it requires.

In Appendices 1, 2 and 3 are the tables that
describe the management, training and design
roles tied to the professional development refe-
rence manual. Its primary objective is to support
the andragogical approach promoted by the
RESDAC Integrated Skills Development Model.

The RESDAC Reference Manual and Inte-
grated Model

The three tables highlighting training, manage-
ment and design roles should be considered a
guide whose main purpose is to briefly define
the major action parameters outlined for orga-
nizations in order to support the andragogical
approach proposed by the Integrated Model.

The four components of the RESDAC Integrated
Model, namely analyzing the environment,

Management

Training * Design

Training

Management +

Design

Training

+ Management

Design

Training + Design

Management
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creating strategic local partnerships, constructing
adapted andragogical interventions and lastly,
feedback, evaluation and reassessment of
actions, intersect with the functions associated
with the training and design roles and are fully
linked to the management role. In addition, the
Integrated Model is based on the strategic
learning principle driven by a constant interplay
between theoretical learning and hands-on
learning. In our view, this dynamic is fully trans-
ferable, even necessary, in the context of
developing practitioners’ professional skills.

The Reference Manual presented according
to three roles

In the next sections, we briefly present the
three roles illustrated in the Reference Manual.

e Learn the knowledge, know-how and soft
skills that support the identified skills

e especially through reflection;
in a structured learning
environment

Evaluation
and design

This does not involve describing all of the skills
specific to the management, training and design
roles. We aim to highlight, for each function of
these roles, the skills connected to the four
components that make up the RESDAC
Integrated Model. It is all of those skills, plus
some unique functions, that make the Model
relevant and effective when dealing with the
ongoing challenge of skills development among
adults with low literacy skills.

We reproduce here, in the form of a learning
cycle, the previously presented diagram of the
ongoing professional development dynamic in
thought and action. It applies to each role,
whether tied to management, training or
design, and it shows the interactions among
knowledge, skills and tasks.

* Develop the essential, generic, language and
technical skills that support the targeted tasks

e through reflection;ina
learning environment

e through action/
practice; in a learning
and integration
environment

e Perform tasks
1,2,3..

Learn to
perform the tasks
in context
e through action/
practice; in a learning
and integration
environment



In a management role, a person must master
basic management principles common to all
non-profit organizations. In the context of the
Integrated Model, one must also possess an
essential familiarity with integrated andragogical
approaches and a willingness to promote and
create strategic partnerships.

This table, unlike the ones for training and
design, is not broken down into functions, but
according to four components: the skills related
to project and organization management and
the skills related to the four components of the
Integrated Model (two of which have been
merged). These four components that are con-
stantly interacting define the versatile role of a
manager, according to the requirements of the
Integrated Model:

e Skills related to project and organization
management

e Skills related to environmental analysis and
the creation of strategic partnerships

e Skills related to constructing custom andra-
gogical interventions

e Skills related to feedback and reassessment of
actions

A. Skills related to project and organization
management

We have included a list of rather general skills
needed to support management practices. This
list attempts to identify the management skills
required of a non-profit adult education orga-
nization, without necessarily linking it to an in-
tegrated approach and the RESDAC Model.

We also felt it would be helpful to include a
short list of theoretical knowledge needed to
acquire or improve these skills. While
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not comprehensive, this list addresses the
theoretical knowledge related to management
practices needed in a non-profit adult educa-
tion organization.

e Understanding the importance of the orga-
nization’s values and vision as well as the
methods and process of developing and
promoting the vision.

e Understanding the political situation at the
federal, provincial and local levels and its
potential impact on adult training and on
the organization.

e Having an in-depth understanding of the
procedures of granting agencies and their
requirements.

e Having an in-depth understanding of mana-
gement principles.

e Having an in-depth understanding of strategic
human resource management concepts and of
the practices required to foster a productive
environment and satisfied participants.

e Understanding the reality of a linguistic and
cultural minority and the impact this has on in-
tegration into the community and on learning.

e Having an in-depth understanding of team-
work techniques and dynamics.

e Having an in-depth understanding of the
planning, development and management of
training programs.

B. Skills related to environmental analysis
and the creation of strategic partnerships

The environmental analysis is of prime impor-
tance in managing an organization devoted to
developing literacy and skills of adults. It repre-
sents the foundation for strategic planning.
According to the Integrated Model, the deve-



lopment of relevant management skills occurs
through an in-depth knowledge of the various
aspects involved in effectively integrating an
adult with low literacy skills into the job market
or ensuring that he/she has the tools needed to
carry out any other personal, family or com-
munity project. Among other things, several
factors influence the managing of adult training
services: the socio-economic context, job op-
portunities in the community, the cultural and
community contexts, other educational resour-
ces and the cultural and language differences of
Francophone learners who have to adapt to the
specific conditions of an Anglophone-majority
environment.

The task of creating effective partnerships en-
suring the coherence and relevance of all as-
pects of the training services offered to the tar-
get client group also comes under well-informed
management in an organization. This role in-
volves the task of setting up co-operative ar-
rangements within internal work teams, as well
as among inter-organization work teams. The
management role must help to redefine ways of
working with community partners, in order to
enable andragogical interventions that draw on
the resources and expertise of multiple part-
ners, when necessary.

Professional skills specific to a management
role and related to the environmental ana-
lysis and the creation of strategic part-
nerships component

We firmly believe that practitioners taking on a
management role must develop skills that ena-
ble them to set up arrangements that ensure
ongoing analysis of the environment, needs of
target client groups and community contexts.
These arrangements will be particularly helpful
in establishing relevant integrated program-
ming for adults with low literacy skills; they will
take into consideration the philosophical, poli-
tical, administrative and instructional issues

that affect any training program intended for
adults with low literacy skills.

We also feel it would be wise for practitioners in
a management role to develop skills to support
the development and continuity of strategic
partnerships, which are the cornerstones of in-
tegrated programming. To do so, they must,
among other things, introduce conditions that
ensure the development of practitioners’ pro-
fessional skills that foster intra-organization and
inter-organization co-operation work (e.g., to
enable practitioners to develop their own pro-
fessional skills in an integrated way in supporti-
ve contexts).

C. Skills related to constructing an andrago-
gical intervention

This third component of the Integrated Model
comes into play in a number of functions speci-
fic to a management role. According to the
Model, andragogical interventions are imple-
mented with a view to foster dual-level integra-
tion. The first integration level deals with the
instructional arrangement where multiple types
of skills are developed in an integrated way
within the same intervention. The second inte-
gration level relates to partnerships that simul-
taneously offer adult training services that can
be pooled.

Professional skills specific to a management
role and related to the andragogical inter-
vention component

We feel it is useful for practitioners in a mana-
gement role to also develop skills that help them
support the creation of andragogical interven-
tions, which are central to integrated training
sessions. To do so, they must introduce condi-
tions that will ensure the development of pro-
fessional skills in the organization and its practi-
tioners, fostering the creation of andragogical
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interventions that take into consideration the re-
sults of the environmental analysis, address the
complex and varied needs of the target client
group and respect partners’ different mandates.

D. Skills related to feedback and reassessment
of actions

Within an organization, adopting the Integrated
Model changes the management role significantly.
The Reference Manual was designed to serve as a
guide for organizations responsible for establishing
effective, meaningful paths for client groups with
low literacy skills. The constant interplay between
the data provided by field experience and the
theory underpinning the andragogical interven-
tions creates a feedback loop as actions are
reflected on and reassessed. This in turn cre-
ates the necessary validation tools to look at
preferred andragogical approaches. Willingness
and ability to solicit feedback from colleagues,
partners and client groups is part of a real com-
mitment to use reflective practice as a tool for
guestioning, development and continuous
improvement for training programs offered to
adult learners.

Professional skills specific to a manage-
ment role and related to the feedback and
reassessment of actions component

We advocate that practitioners in a manage-
ment role acquire skills that promote the esta-
blishment of mechanisms that are likely to
ensure ongoing evaluation of the multiple prac-
tices needed for integrated programming.
These mechanisms will foster the systematic
use of reflective review practices on projects
and interventions. On the one hand, these
reviews aim to improve the professional skills of
the organization and its practitioners. On the
other hand they aim to provide evaluation data
that is essential to the ongoing enhancement of

services. This component will help maintain the
sustainability of integrated programming for
adults with low literacy skills, through syste-
matic consideration of feedback and sugges-
tions for improvement.

Example - Management role
Task to be performed:

A practitioner in a management role must
convince community partners to be actively
involved in preparing and delivering an inter-
vention that is several weeks long. The training
offered to a group of learners will have to incor-
porate the development of multiple skills for a
job in the customer service or public service
sector (office clerk in a tourism business, in a
health agency, in a public institution, etc.).

Skills to be called into play:

This task may draw on soft skills: interactional
skills, sense of initiative, sense of persuasion,
ability to listen.

This task may draw on essential skills: written
communication, document use, oral communi-
cation, numeracy, digital technology.

This task may draw on technical skills: meeting
facilitation, ability to prepare financial packages,
ability to write technical specifications.

Knowledge to be called into play:

Examples of knowledge: good understanding of
the characteristics of the partners involved
(respective mandates, resources available, limita-
tions), good understanding of budgets and
financial package models in adult training, good
understanding of one’s environment, good under-
standing of group dynamics and group
facilitation strategies, good understanding of the
local job market (especially in the service sector).



Examples of know-how: active listening ability,
ability to run meetings among partners, ability to
prepare appropriate financial packages for inter-
vention purposes and based on the partners’
realities, ability to do environmental analyses.

In an integrated approach, the training role is
definitely more complex because it now incor-
porates new skills. It is greatly enhanced in the
Reference Manual since it is closely connected
with the specific needs of adult learners in
search of targeted training that can address
their needs effectively.

According to the proposed Reference Manual,
the following eight complementary functions
define the training role that supports the andra-
gogical approach promoted by the Integrated
Model:

e Professional
research

development, self-study and

e Reflective practice

e Communication, co-operation and inter-

personal relationships
e Planning the learning/teaching
e Training/teaching
e Group facilitation and management

e Advice (support, learning guide, educational
assistance relationship)

e Evaluation

Examples of soft skills: showing confidence in
designing complex financial packages (drawing
on various sources), feeling at ease with a part-
nership approach, showing empathy towards
partners and practitioners involved in setting up
an intervention, ability to receive constructive
criticism from partners.

Each of these functions encompasses many
skills, some being more typical of the training
role and others specific to the new practices ad-
vocated by the Integrated Model. Two relatively
new functions, namely reflective practice and
advice, have been added to the training role to
make them fully consistent with the ambitious
objectives of this new approach.

Since a number of these skills are new to the
training role, we felt it would be helpful to in-
clude a short list of theoretical knowledge need-
ed to acquire or improve these skills. This list is
not comprehensive, but covers the theore-tical
knowledge related to the new practices needed
to establish and support the Integrated Model.

e Having an in-depth understanding of andra-
gogical principles.

e Having an in-depth understanding of the
RESDAC Integrated Model and all related
documents.

e Having an in-depth understanding of the es-
sential skills framework, its levels and the
task-based approach.

e Being familiar with the latest research on
andragogy, adult training, literacy and the
competency-based approach.
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e Having an in-depth understanding of the reality
of being part of a linguistic and cultural mino-
rity and the impact this has on integration
into the community and on learning.

e Having an in-depth understanding of the indi-
vidual and collective aspects of literacy trai-
ning for adults with low literacy skills.

Instead of commenting on all the skills identified
for each function arising from the requirements
of the Integrated Model we have focused on four
components of the Model that make it stand out.

A. Skills related to the environmental analysis

The environmental analysis is the base that sup-
ports these components of the Integrated Model:
available community resources, types of client
groups, needs of the client groups, local job mar-
ket, etc. —and becomes essential to a number of
functions that the trainer must carry out.

Professional skills specific to a training role
and related to the environmental analysis
component

We believe that practitioners taking on a training
role must develop skills that support the learning
of adults with low literacy skills within the
current environment where client groups must
continually adapt to changes. These practitioners
must therefore develop an ability to analyze the
needs of adults with low literacy skills and the
community contexts in which they live, so they
can constantly adjust their interventions. These
skills will have an impact on all of their functions.
They will influence the planning of learning
activities, and they will determine educational
support to learners.

We also believe that practitioners responsible
for training must acquire abilities that enable
them to support interventions that fit naturally
into a competency-based approach. To do so,
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they must have a relatively good understanding
of the essential skills framework for levels 1 and
2, as well as sufficient knowledge of the concept
of task complexity inherent to this framework.
In their professional practice, they will thus be
able to identify the abilities to be developed in
their target client group. They will also be able
to develop andragogical interventions that
reflect adults’ literacy and skill levels, as well as
their multiple barriers to learning.

B. Skills related to creating strategic
partnerships

The second component of the Integrated Model
impacts several functions in the training role.
Co-operation among trainers is essential when
creating partnerships with organizations that
have different organizational cultures. Co-
operation will strengthen the ongoing inter-
actions required for the cohesion of projects
managed in partnership as well as the collective
evaluations of learning, resources and training
tools. All these initiatives become essential to
the training role in an integrated approach to
develop the skills of adults with low literacy
skills. Strategic partnerships have a particular
impact on reflective practice, communication,
co-operation, interpersonal relationships, plan-
ning and evaluation.

Professional skills specific to a training role
and related to the creation of strategic par-
tnership component

We believe that practitioners taking on a training
role must develop skills to support the develop-
ment and maintenance of integrated programs.
To do so, they must master professional skills that
are essential to the co-operation required for
development and smooth operation of strategic
partnerships (i.e., the professional abilities that
foster intra-organization and inter-organization



co-operative work). We suggest that these practi-
tioners acquire their own professional skills in an
integrated way, within co-operative contexts.

C. Skills related to constructing an andrago-
gical intervention

The third component of the Integrated Model,
constructing an andragogical intervention,
reminds trainers of the need to adopt teaching
techniques specific to the type of skills targeted
by the intervention for adult learners with low li-
teracy skills. Within an integrated intervention,
learners can develop four types of skills: essential
skills, soft skills, second-language skills and tech-
nical or specialized skills. In addition, the basic
principle of an integrated andragogical interven-
tion using the competency-based approach
emphasizes hands-on experience focused on the
application of skills, as opposed to learning that
favours the acquisition of theoretical knowledge.

Professional skills specific to a training role
and related to constructing an andragogical
intervention component

We believe that practitioners responsible for
training must develop skills that enable them to
design interventions that are based on integra-
ted programming for adults with low literacy
skills. They must therefore get involved in a
skills-acquisition process that creates and main-
tains programs that foster the development of
multiple skills among learners. To that end,
practitioners must be efficient in using the com-
petency-based approach in their interventions.
Naturally, a good understanding of the four skill
categories and their interactions is also a pre-
requisite to this particular training process.

Practitioners must also develop the professional
skills needed to prepare and use andragogical
strategies that promote experiential learning

with adults with low literacy skills; this approach
will facilitate the development and transfer of
knowledge and skills in this client group. Lastly,
these practitioners must grasp the impacts of a
transition to an Anglophone-dominant environ-
ment and the need to have second-language skills.

D. Skills related to feedback and reassess-
ment of actions

The new approach proposed by the Integrated
Model leans toward andragogical coherence: in
accordance with one of its underlying principles,
namely reflective practice, it is considered an
on-going process, open to improvements and
one that takes on its full meaning in an evolving
dynamic. The last component of the Integrated
Model, feedback and reassessment of actions —
which could also be called “reflective review on
experience” — applies to all functions that fall to
the training role.

Professional skills specific to a training role
and related to the feedback and reassess-
ment of actions component

We feel that practitioners taking on a training
role must develop their professional skills in
alternating theory/practice contexts. Through
this method, practitioners can transfer their pro-
fessional skills to various intervention contexts,
where applicable.

To do so, practitioners must cultivate the ability
to do reflective reviews on projects and on their
interventions. They will be able to draw on the
reviews and continuously improve training and
learning support services provided to their cli-
ents. Practitioners must be able to use those
reflective reviews to round out their own profes-
sional skills and refine their practices from an
ongoing professional development perspective.
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Example - Training role
Task to be performed:

A practitioner taking on a training role in his/her
organization has to set up, facilitate and coach
simulations with a group of learners in a sensi-
tive customer service context (communication
with a dissatisfied customer) or in a difficult
public service context (communication with a
concerned citizen).

Skills to be called into play:

This task may draw on soft skills: interactional
skills, sense of organization, sense of observation,
ability to learn from one’s experiences.

This task may draw on essential skills: oral
communication, teamwork, ability to reason.

This task may draw on technical skills: group
facilitation, learning activity planning, designing
observation checklists, and ability to give
feedback.

Knowledge to be called into play:

Examples of knowledge: an understanding of

The design role acts as a bridge between training
and management roles in an organization. The
RESDAC Integrated Model attributes more
importance to this role than traditional models
do since all of its components, used optimally,
serve to round out its various functions.

In the Integrated Model, the design aspect has a
stand-alone role, since it is essential in esta-
blishing the integrated andragogical approach.
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the importance of active listening and its metho-
dology for good communication, good under-
standing of group dynamics and group facilita-
tion strategies, good understanding of the prin-
ciples and protocols of good customer or public
service, good understanding of feedback tech-
niques, etc.

Examples of know-how: ability to apply active
listening, ability to manage the right to speak in
a small learning group, ability to use observa-
tion checklists effectively and strategically,
ability to use feedback at the right time and in
the right way, ability to set and express clear
learning objectives.

Examples of soft skills: showing empathy
towards learners in a group learning situation,
showing confidence in setting up, facilitating
and coaching a simulation, feeling comfortable
with a learning group, showing openness to
asking for help when part of the task draws on
the expertise of a colleague or learner, good
mechanisms for providing feedback.

Because of its nature, we felt it necessary to
include a short list of theoretical knowledge
needed to acquire and improve some of the
skills specific to this role. This list is not compre-
hensive, but it outlines the theoretical know-
ledge directly connected to the new practices
required by the Integrated Model.



Having an in-depth understanding of andra-
gogical principles.

Having an in-depth understanding of the
RESDAC Integrated Model and all related
documents.

Having an in-depth understanding of the indi-
vidual and collective aspects of literacy for
adults with low literacy skills.

Having an in-depth understanding of the socio-
educational needs of learners with low literacy
skills, based on the reality and resources of the
environment.

Having an in-depth understanding of the
socio-cultural reality of learners with low
literacy skills.

Having an in-depth understanding of relevant
andragogical approaches for adults with low
literacy skills.

Having an in-depth knowledge of the relevant
instructional resources needed for the com-
petency-based approach for adult learners
with low literacy skills; understanding the
possibilities for using, adapting or creating re-
sources to address the learning contexts pro-
moted by the andragogical interventions.

Being familiar with the latest research on
andragogy, adult training, literacy and the
competency-based approach.

Having an in-depth understanding of the
competency-based approach to support
andragogical interventions.

Having an in-depth understanding of the con-
cepts of skills, essential skills, soft skills,
second-language skills, technical skills, the
transferring process of acquired skills, self-
directed learning, all of these serving to sup-
port andragogical interventions/designs.

Having an in-depth understanding of the va-
rious issues that affect learning: the

psychological and cognitive reality of learners
with low literacy skills, their multiple and com-
plex needs in terms of skills development and
the learning difficulties they may have (e.g., ad-
diction problems, health problems, difficult
family situation, housing needs, disabilities,
etc.).

Having an in-depth understanding of the reali-
ty of a linguistic and cultural minority and its
impact on integration into the community
and on learning.

Having an in-depth understanding of the stra-
tegic partnership approach to support andra-
gogical interventions.

Having an in-depth understanding of the
learning opportunities and training options in
the community that support andragogical
interventions.

Having an in-depth understanding of instruc-
tional approaches, methods and means that
are beneficial in various learning contexts for
adults with low literacy skills in support of
andragogical interventions.

The seven main functions in the design role
break down as follows:

Personal development and self-study
Reflective practice

Work group facilitation and management
Environmental analysis

Relationships with partners

Design of andragogical interventions
or projects

Evaluation of the interventions
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A. Skills related to the environmental analysis

The environmental analysis is a component of
the Integrated Model that gives a well-defined
direction to the role of designing andragogical
interventions. Practitioners in the design role
have to be able to rely on an in-depth know-
ledge of the socio-educational needs and socio-
cultural reality of adult learners, as well as the
multiple factors that determine their ability to
become fully involved in a successful learning
process. It is a prerequisite to preparing a trai-
ning session that adheres to the realities of a
client group faced with multiple adaptation and
performance challenges. A careful reading of the
Integrated Model reveals the importance of this
component in the process leading to the design
and set-up of effective andragogical interven-
tions. It is both tightly aligned with the opportu-
nities that the community offers and based on
the specific needs of the client group.

Professional skills specific to a design role
and related to the environmental analysis
component

We believe that practitioners taking on a design
role must develop skills that enable them to
accurately read the environment, analyze the
needs of the target client group and the environ-
ment’s community context (analyses of the
socio-economic, cultural and educational
contexts) and to design custom, relevant training
projects for adults with low literacy skills.

We also believe that practitioners taking on a
design role must draw on skills specific to desi-
gning interventions that fit easily into a compe-
tency-based approach. To do so, they must
demonstrate a satisfactory understanding of the
conditions needed to develop skills (alternating
theory/practice, ongoing construction of
knowledge in various contexts, etc.). They must
also have an adequate knowledge of the essential
skills framework (especially levels 1 and 2), and

exhibit sufficient understanding of the concept
of task complexity inherent in that framework to
better evaluate the abilities of their client group.
To that end, it will be helpful for them to develop
design skills that consider the negative effects of
low literacy levels on adults and the learning
barriers they face. Those two factors have consi-
derable impact on their motivation to learn and
on the andragogical strategies intended to
remedy them.

Lastly, these practitioners have to develop abili-
ties to design integrated programming for adults
with low literacy skills. Those skills will have to
reflect actual knowledge of the philosophical,
political, administrative and instructional issues
that come into play when preparing an integrated
training session partly driven by the environmen-
tal analysis.

B. Skills related to the creation of strategic
partnerships

Creating strategic partnerships also involves its
own logic and requires flexibility, openness and
motivation. The teamwork and co-ordination
involved in choosing and developing instructional
tools and resources will have an impact on the
design and set-up stages of an andragogical
intervention geared to the needs of adults with
low literacy skills.

Professional skills specific to a design role
and related to the creation of strategic par-
tnership component

We feel that practitioners responsible for a
design role must develop skills to improve their
ability to design, implement and maintain inte-
grated programes, in the context of strategic part-
nerships. In preparing their intervention, they
must combine the resources of various pro-
grams or services in order to foster the develop-
ment of appropriate skills, based on the needs of



the target adults. They must combine programs
and services devoted to developing literacy skills
and specialized skills within the same interven-
tion. They must also put together andragogical
interventions that encourage intra and inter-
organization co-operation work.

C. Skills related to constructing an andrago-
gical intervention

The third component of the Integrated Model,
constructing an andragogical intervention, sug-
gests that the design role requires awareness of
the environment and an in-depth understanding
of the competency-based approach, since inter-
ventions need to target the appropriate skill
categories. The goal of these interventions is to
align the kinds of targeted skills and needs iden-
tified by the analysis, with the learners having
low literacy skills. Within an andragogical inter-
vention, four types of skills may be targeted
among learners: essential skills, soft skills,
second-language skills and technical or speciali-
zed skills. In addition, the basic principle of an
integrated andragogical intervention, focused
on the competency-based approach, always
relies on the strategic interplay of theory and
practice to ensure the harmonious development
of skills and emphasize real life experience. The
goal of this role is to plan andragogical interven-
tions that result in successful learning experien-
ces that are also economical time-wise.

The professional skills specific to a design
role and related to the construction of an
andragogical intervention component

We believe that practitioners taking on a design
role must acquire specific professional skills for
designing andragogical interventions or projects
that are based on integrated programming,
targeting multiple skills for adults with low lite-
racy skills. Practitioners must therefore develop
skills that will help them be more efficient in

using the competency-based approach in the
various stages of designing their interventions.
In cases where interventions require that lear-
ners acquire multiple skills, they must also pos-
sess an adequate understanding of the four skill
categories and their interactions. Along with
that understanding, practitioners must be able
to establish and break down the various types of
skills that can be instilled in adults with low
literacy skills, depending on their needs.

These practitioners must exhibit a good under-
standing of the new integrated programming
opportunities that use a broader range of skills
than those used in traditional adult literacy trai-
ning approaches. Moreover, development of
those professional skills is essential in order to
support the practitioners’ abilities to design and
use andragogical strategies focussing on expe-
riential learning and hands-on learning. This
direction is a prerequisite, not just for skills ac-
quisition in the learners, but also for transferring
knowledge and skills to them.

Lastly, these practitioners must be aware of the
impact of learners’ transitioning to an Anglo-
dominant environment and their need to deve-
lop some second-language skills. That aware-
ness is essential in order to provide learners with
a smooth transition towards their goals (e.g.,
particular jobs, training and trade apprenti-
ceships). It rests on the assumption of a number
of contextual aspects: the learning can be done
in French even if adult learners must then trans-
fer their learning to another cultural and linguis-
tic environment (namely English). English is fre-
guently the language that paves the way to the
job market, which obviously increases the value
of being a Francophone with English language
skills. English is also often the language that faci-
litates integration into society and the commu-
nity to which one belongs; it only adds to the
value of being a Francophone with English lan-
guage skills, when necessary.
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D. Skills related to feedback and reassessment
of actions

From the perspective of the Integrated Model,
feedback and reassessment of actions applied
to the design of a training program acquire a
greater, much more demanding dimension than
what is seen in conventional literacy training.
The four components of the Integrated Model
ultimately have only one overall goal: to firmly
align learning methods with the complexities of
the environment by maximizing its potential for
the benefit of a client group that faces signifi-
cant personal and occupational challenges.
Feedback and reassessment of actions, tailored
to the design role, form a large share of the skills
required in carrying out this role.

The professional skills specific to a design
role and related to the feedback and re-
assessment of actions component

We are convinced that practitioners responsible
for design must exhibit skills specific to construc-
ting andragogical interventions or projects that
seek to develop skills in contexts that alternate
between theory and practice. That alternation
framework is also needed to foster the transfer
of their own professional skills to various inter-
vention contexts. Along the same lines, inter-
ventions require that practitioners in a design
role conduct reflective reviews of projects so
they can ensure ongoing improvement of the
services they provide. These reflective reviews
also ensure the development of their own pro-
fessional skills and, thereby, the constant impro-
vement of their practices.

Example - Design role
Task to be performed:

A practitioner playing a design role in his/her
organization has to design a multi-week inter-
vention targeting a group of learners with low
literacy skills in a training context . The training
incorporates multiple skills for working in custo-
mer service or the public service sector (clerk in
an office, in a tourism company, in a health agency,
in a public institution, etc.).

Skills to be called into play:

This task may draw on soft skills: interactional
skills, teamwork, sense of creativity, sense of ini-
tiative, overall vision.

This task may draw on essential skills: written
communication, digital technology, reasoning
ability.

This task may draw on technical skills: andrago-
gical design techniques, program planning,
schdule design, ability to do documentary
research.

Knowledge to be called into play:

Examples of knowledge: good understanding of
the characteristics of the partners involved
(respective mandates, resources available, limi-
tations, etc.), good understanding of the compe-
tency-based approach and the nature of the
various skill categories, good understanding of
andragogical design methodology, good unders-
tanding of group dynamics and group facilitation
strategies, good understanding of the principles
and protocols of good customer or public service.



Examples of know-how: ability to manage group
work among partners, ability to use andragogi-
cal models that are appropriate for intervention
purposes and for partners’ realities, ability to
determine the skill categories to be developed
based on the purposes of the intervention, abi-
lity to set and share clear, consistent learning
objectives aligned with the purposes of an
andragogical intervention.

Examples of soft skills: showing confidence in desi-
gning interventions that are complex (drawing on
the development of various types of skills) and mul-
ti-facetted (drawing on the involvement of multiple
programs/partners), feeling comfortable with a
partnership approach, showing empathy towards
partners and practitioners involved in constructing
an intervention, exhibiting openness to asking for
assistance when part of the task calls for a partner’s
expertise, ability to receive constructive criticism
from partners.

3.3 Profiles of predominant professional skills for performing functions

specific to each major role

This Reference Manual contains descriptions of
various types of professional skills that can sup-
port the performance of tasks for each of the
three major roles. Those skills are also identified
based on their predominance for the training
and design role. Presenting the professional
skills under four categories according to their
predominance helps to illustrate the diversity of
professional skills to be developed in an orga-
nization. The adapting and setting up of internal
professional skills development initiatives is
then facilitated.

These four skill types are thus referred to by the
term professional skills and are categorized in
two separate groups: technical or specialized
skills are on their own, while essential, generic
and second-language skills are referred to as
core skills.

The Reference Manual therefore contains four
types of professional skills to be developed by
practitioners in an organization:

e Technical/specialized skills
e Core Skills :

e Essential skills

e Soft skills

e Second-language skills

When an adult education practitioner carries
out a task, we believe that the four types of pro-
fessional skills delineated according to their pre-
dominance all dovetail — with one skill comple-
menting or supporting another, regardless of its
type —as part of the various professional practi-
ces specific to the assigned roles and functions.
(Those skills are also defined in section 2.2.2 on
page 26.)
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The first category of professional skills refers to
technical or specialized skills.

For the training role, they are skills that support
suchthingsastheapplicationofandragogicalmetho-
dology, means and techniques with learners. For
the management role, they are skills that sup-
port such things as the ability to recruit. train

The second major professional skills category
includes soft skills, essential skills and second-
language skills.

Research tends to show that soft skills are indis-
pensable professional skills for effective human
resources development, especially in the
service sectors such as the adult training
environment. In some settings, they act as trade
or occupation-specific professional skills (e.g., in
the sense of observation for the evaluation
function in the training role) and, in other
settings, as core skills supporting the develop-
ment of other types of professional skills.

Soft skills:

Research tends to show that soft skills are es-
sential professional skills for effective human
resources development, and even more so in
the service sectors such as the adult education
sector. In some settings, they act as trade or
occupation-specific skills (e.g., in the sense of
observation for the evaluation function in the
training role) and, in other settings, as core skills
supporting the development of other types of
professional skills.
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and recognize competent staff. Lastly, for the
design role, they are skills that enable the design
of andragogical interventions or projects for
adults in training. These types of skills are specific
to the various roles found in adult education
organizations and practitioners.

Essential skills:

Among the nine essential skills, some fall more
under knowledge, while others are more like
soft skills. Reasoning ability, teamwork, verbal
communication and ongoing training are essen-
tial soft skills that are gaining importance in the
working world, just like the essential skill in
computer use or digital technology. As with
other generic skills, these skills may sometimes
be like trade or occupation-specific professional
skills (e.g. working with others for the
Relationships with partners function in the
design role).

Second-language skills:

Practitioners have to be aware of the special
needs of Francophone learners in a minority lan-
guage setting and be aware that they are
exposed to two languages that do not occupy the
same public and private spaces (work, advertising,
day-to-day, media, social life, recreation, econo-
my, politics, etc.). They must therefore support
Francophone learners in developing their lan-
guage skills so that they can carry out their per-
sonal and occupational plans and contribute
actively to their community. To that
effect, second-language skills become profes-
sional skills for practitioners and organizations
operating in these communities.



CONCGLUSION

This Reference Manual is first and foremost a
framework providing organizations with markers
to help them facilitate and guide the develop-
ment of professional practices for work teams
based on an integrated andragogical approach
relying on the RESDAC Model.

As such, the Reference Manual is primarily
intended for organizations rather than indivi-
duals. We recognize that professional skills deve-
lopment is a shared responsibility and that, as
such, everyone should take the initiative to be
informed, update their skills and commit to self-
study. However, responsibility for suggesting
training and skills development is usually seen as an
organization’s responsibility. Generally speaking,
such training is tailored to the workplace’s specific
needs. It is then important to organize work in
ways that foster the development of its mem-
bers’ skills, both individually and collectively.

The Reference Manual: A skills framework
and a guide for thought and action

Both the Integrated Model and the Reference
Manual are intended to be constantly evolving
and developing in response to what is happe-
ning in the field. Neither is meant to be an ins-
truction manual that applies in all circumstan-
ces. The Reference Manual does not simply
provide new ideas; it is a collection of tried and
true recipes and directions guiding and driving a
process that is as necessary as it is demanding:
the process of updating and rethinking the fun-
damental nature of the three roles of manage-
ment, design and training, which are essential

to the smooth operation of organizations devo-
ted to adult learners with low literacy skills.

Five basic features set this Reference Manual
apart from other similar tools:

1) An emphasis on taking into account the speci-
fic aspects contributed by the four components
of the Integrated Model: analyzing the environ-
ment, creating strategic partnerships, cons-
tructing andragogical interventions, and feed-
back and reassessment of actions.

2) An obvious propensity to favour an ongoing
skills acquisition process among organizations
and their practitioners.

3) A clear emphasis on the design role, which has
been rather neglected to date in adult education
contexts.

4) The addition of functions pertaining to each
of the three roles, aligned with the elements of
the RESDAC Integrated Model.

5) A description of original skills that faithfully
reflect the four components of the Integrated
Model.

It is important to mention another central
aspect of this Reference Manual resulting from
the principles advocated by the Integrated
Model: encouraging organizations to organize
work in such a way that fosters the develop-
ment of its members’ skills, individually and
collectively. The ongoing and often problematic
challenge of skills development must fit into a
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collaborative perspective and framework, which
de facto transforms it into a value-added process
that can then be described as group skills acquisi-
tion (Le Boterf, 2008). The Reference Manual can
therefore be considered as part of the solution
to the following question: What skills does my
organization need to promote the establish-
ment of andragogical practices that are based
on the RESDAC Integrated Model?

The Reference Manual: A tool for organiza-
tions to promote ongoing skills development
and the constant use of reflective reviews

Another crucial contribution that the Reference
Manual makes while redefining the complex
dynamic involved in skills acquisition processes
is that it proposes that the component related to
evaluation and reassessment of actions is an
important dimension of professionalism.

To promote the ongoing development of indivi-
dual and collective skills, organizations must
provide spaces that encourage reflection and
skills transfer among their employees. They will
thus be able to enhance their professional skills
and behaviours — not just knowledge — since
they will benefit from being in different settings

that encourage them to examine their own
newly developed skills. It is only in conditions
conducive to an interplay of thought and
action, promoted by their organizations, that
adult education practitioners will be able to act
with competence and relevance in various pro-
fessional situations. According to Le Boterf
(2008) [free translation] “it is operating in a
spiral that enables gradual knowledge accumu-
lation and building. A sequential flow where you
do not review past steps would result in poor
collective learning.” For this reason, we feel that
reflecting upon past experience are an essential
fine-tuning strategy, at the very heart of the
Reference Manual.

The systematic encouragement to turn to
constructive questioning clearly illustrates the
nature of the Reference Manual, inspiring rather
than limiting, stimulating and mobilizing rather
than constraining and narrowing. In keeping
with the logic that it advocates, the Reference
Manual calls for its own improvement and invi-
tes its designers as well as its users to set new
milestones in the search for winning strategies
focussed on developing the professional skills of
adult training organizations and practitioners.



APPENDIX 1

Table of Skills Required for the Management Role

Related to project and organization management

Ability to identify and clearly express to the Board of Directors the issues facing the organization and
to provide the information and training needed to support the Board in its decision-making.

Ability to communicate the impact of the Board of Directors’ activity and decisions to employees
to facilitate internal alighment.

Ability to optimize the potential of all human resources (staff, volunteers and Board members).

Ability to use oral and written French as a communication tool.

Adequate proficiency in English to be able to participate in meetings of key community players.

Ability to apply effective communication techniques with one’s staff members.

Ability to create and motivate teams within and outside the organization.

Proficiency in digital technologies.

Ability to position interventions within a research process.

Ability to resolve conflicts.

Ability to prepare an orientation and training process to help volunteers in their role.

Ability to recruit, train and acknowledge competent staff.

Ability to support staff in their various tasks.

Ability to develop program objectives and structure business plans and work plans.

Ability to act various intervention steps or functions.

Ability to gather, prepare and report statistical and program information.

Ability to act effectively and creatively in the best interest of the organization and work at establishing
policies that will have a positive impact on the target client group and the community.

Ability to provide the organization with leadership regarding ethical issues.

Ability to foster a workplace and organizational environment where learning, in all its various forms,
is permanent and ongoing.

Ability to assess opportunities and actions against trends and conditions specific to the organization’s
environment, vision and values.

Ability to apply decision-making tools in preparing problem-solving strategies using a systemic approach.

Ability to optimize the use of various approaches in searching for funding and multiple public relations
and marketing programs.
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Related to project and organization management (cont’d)

Ability to ensure the wise use of funds and resources.

Ability to create an organizational environment where people exhibit creativity and innovation in
performing their tasks and dealing with challenges.

Ability to ensure the effective use of research and information technology tools to achieve goals and
fulfill the organization’s mission.

Ability to provide leadership in preparing plans and evaluating program effectiveness and ensure
a high level of commitment within and beyond the organisation.

Ability to anticipate, react and adjust the approach and style to different leadership tasks.

Ability to make difficult staffing decisions (e.g., vacation preferences, salary increases, layoffs)
based on logic and a coherent philosophy.

Ability to assess the relationship between economic and political systems and the organization
and its mission.

Ability to move from theory and knowledge to action to manage the organization efficiently.

Ability to act independently, to be self-motivated and demonstrate one’s commitment
to the organization.

Ability to position interventions within a research process.

Related to the environmental analysis and the creation of strategic partnerships

Ability to conduct environmental analyses based on the socio-economic context, cultural context
and educational resources in the community and to consider them during strategic planning.

Ability to establish a vision with stakeholders and guide individuals and groups in promoting and sharing
and achieving the vision.

Ability to be alert to changes in the community, the workplace and in the surrounding training
environments and to take these changes into account during strategic planning.

Ability to recognize the continued viability of current programs in meeting the needs of the client group
and the community.

Ability to act wisely and sympathetically in relationships and never lose sight of the political
repercussions of one’s actions.

Ability to represent the organization effectively, as a public figure.

Ability to establish and maintain effective links among people, the organization’s members
and the community.

Ability to optimize the use of communication technologies.

Ability to build a stronger organization and community using multiple talents and qualities.

Ability to find creative ways to resolve problems while keeping a global perspective.
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Related to the environmental analysis and the creation of strategic partnerships (cont’d)

Ability to apply integrative strategic analysis to the evaluation of products, services and processes.

Ability to adjust one’s leadership style to fit the public and the context.

Ability to act quickly and firmly in crises situations.

Ability to recognize phases in the change process and the importance of flexibility and negotiation.

Ability to be flexible when reviewing plans and strategic objectives to reduce the impact of negative
trends or to leverage new opportunities.

Ability to react and report to multiple people, organizations and partners.

Ability to critically analyze prior outcomes and the viability of current programs in the context
of a changing external environment (e.g., demographics, economy, funding) and to leverage
the potential of each program.

Ability to set high standards for oneself and others and to monitor practices.

Related to constructing custom andragogical interventions

Ability to develop an informal network of reliable advisors, within and outside of the organization,
to request advice and support as needed.

Ability to identify the different types of skills to be developed in a group of learners based on
their needs (educational, socio-economic, cultural, language-related...), and to consider them
during strategic planning.

Ability to gather, prepare and report ongoing information regarding the job market, educational
resources, socio-economic and cultural contexts.

Ability to facilitate staff meetings and meetings with partners.

Sensitivity to the cultural, linguistic and personal diversity of partners.

Sensitivity to different ways of participating in partnerships.

Ability to establish and promote an atmosphere of mutual trust, understanding and co-operation
among partners.

Ability to apply effective communication techniques among partners.

Ability to collaborate efficiently with partners.

Ability to apply ongoing evaluation techniques to assess programs and partnerships.

Ability to establish measures and practices to track and assess plans and related processes.

Ability to adopt a continuous improvement approach to review plans and comment about them.

Ability to evaluate initiatives in order to offer relevant and timely quality training programs; through
benchmarking, identify opportunities for improvement.




Related to the environmental analysis and the creation of strategic partnerships (cont’d)

Ability to apply integrative strategic analysis to the evaluation of products, services and processes.

Ability to adjust one’s leadership style to fit the public and the context.

Ability to act quickly and firmly in crises situations.

Ability to recognize phases in the change process and the importance of flexibility and negotiation.

Ability to be flexible when reviewing plans and strategic objectives to reduce the impact of negative
trends or to leverage new opportunities.

Ability to react and report to multiple people, organizations and partners.

Ability to critically analyze prior outcomes and the viability of current programs in the context
of a changing external environment (e.g., demographics, economy, funding) and to leverage
the potential of each program.

Ability to set high standards for oneself and others and to monitor practices.

Related to constructing custom andragogical interventions

Ability to develop an informal network of reliable advisors, within and outside of the organization,
to request advice and support as needed.

Ability to identify the different types of skills to be developed in a group of learners based on
their needs (educational, socio-economic, cultural, language-related...), and to consider them
during strategic planning.

Ability to gather, prepare and report ongoing information regarding the job market, educational
resources, socio-economic and cultural contexts.

Ability to facilitate staff meetings and meetings with partners.

Sensitivity to the cultural, linguistic and personal diversity of partners.

Sensitivity to different ways of participating in partnerships.

Ability to establish and promote an atmosphere of mutual trust, understanding and co-operation
among partners.

Ability to apply effective communication techniques among partners.

Ability to collaborate efficiently with partners.

Ability to apply ongoing evaluation techniques to assess programs and partnerships.

Ability to establish measures and practices to track and assess plans and related processes.

Ability to adopt a continuous improvement approach to review plans and comment about them.

Ability to evaluate initiatives in order to offer relevant and timely quality training programs; through
benchmarking, identify opportunities for improvement.




Related to feedback and reassessment of actions

Ability to design operational systems and mechanisms that incorporate a regular procedure
for evaluating projects, interventions or programs within a collaborative process.

Ability to adjust operational systems and mechanisms, taking into account the results from training
program, intervention or project evaluations.

Ability to ensure that adjustments made based on project, program or intervention evaluations meet
internal expectations and those of partners.

Ability to provide regular and frequent feedback to partners about the results
of the organization’s evaluations.

Ability to gather, prepare and report statistical information about the organization’s progress.

Ability to assess the needs of one’s organization based on the community’s socio-economic context,
the cultural context and the organization’s and partners’ mandates and resources.

Ability to apply ongoing evaluation techniques to assess the organization.

Ability to confirm that the organization’s evaluation tools meet the criteria required
to obtain valid results.

Ability to select suitable evaluation activities to reflect expected results for the organization.
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APPENDIX 2

Table of Skills Required for the Training Role

Function

Skill

Predominant Skill

Professional
development/

Proficiency in oral and written French.

Essential skills (reading,
writing and oral

:e|f'StU(:1Y/ communication)
esearc
Proficiency in digital technologies. Essential skill (computers)
Ability to be alert to new technological developments Technical skill
that can be incorporated into training.
Proficiency in second-language skills needed to support Second-language skills
and train learners.
Proficiency in essential and soft skills required to support Essential and soft skills
and train learners.
Ability to be alert to changes in the workplace, community | Technical skill
and surrounding training environments, to prepare the
integration of learners into these settings adequately.
Ability to position andragogical practices within a research Soft skill
process.
Ability to set realistic objectives to pursue one’s personal Soft skill
and professional development.
Ability to get involved in professional development activities | Essential skill (continuous
on a regular basis. learning)
Ability to integrate one’s professional development Technical skill
objectives and activities into a self-study plan.
Ability to stay current on the latest research in andragogy, Essential skill (continuous
adult training, literacy and essential skills. learning)
Reflective Ability to look critically at training tools and resources Technical skill
practice (in paper, digital format or otherwise) belonging to one’s
organization and to partners based on learning contexts,
learners’ needs, work or training contexts in the surrounding
community.
Ability to accept constructive criticism from learners, Soft skill
colleagues and partners and to give constructive criticism.
Ability to take a critical look at one’s professional practice. Soft skill
Ability to evaluate one’s professional practice based on Technical skill

an established, recognized ethical framework.
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Function

Skill

Predominant Skill

Reflective practice

Ability to reflect on one’s place as a Francophone in a minority
setting and on the role of the French language and Francophone
culture in one’s own life and in one’s professional practice.

Soft skill

Ability to draw on andragogical research to improve Technical skill
interventions.
Ability to adjust interventions and practices based on Soft skill
evaluations, feedback, reflective reviews and research.
Group facilitation/ | Ability to facilitate small groups of learners. Technical skill
management Ability to engage in active listening and open and closed Technical skill
questioning.
Sensitivity to the cultural, linguistic and personal diversity Soft skill
of learners.
Ability to encourage and respond to feedback from learners. | Technical skill
Sensitivity to different ways of participating depending Soft skill
on individual and cultural factors.
Ability to make adjustments in learning groups that align Technical skill
with the learning styles and behaviours of individuals.
Ability to create and promote an atmosphere of mutual trust, | Technical skill
understanding and partnership in groups of learners.
Ability to encourage learners to share their ideas, Technical skill
ask questions, make comments and work together.
Communication/ | Ability to apply effective communication techniques Technical skill

co-operation/
interpersonal
relationships

with learners.

Ability to use French as a communication tool.

Essential skills (writing,
oral communication)

Ability to use clear, simple language in one’s Technical skill

oral and written communication.

Ability to present information in an appropriate tone, Technical skill

style and pace to train adults and learners in the group.

Ability to participate in teamwork, with staff in the organiza- | Essential skill

tion and partners and other resources in the community. (teamwork)
Planning the Ability to plan training and learning activities alone, in a team | Technical skill
learning and with partners.

Ability to plan training in connection with the learner’s plan, Technical skill

the program mandate and available resources.

Ability to plan training in connection with that provided by Technical skill

partner organizations.

Ability to break down the skills to be developed into Technical skill

knowledge (knowledge, know-how and soft skills).
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Function Skill Predominant Skill
Planning the | Ability to design learning activities based on the objectives in Technical skill
learning the learner’s plan, on the skills to be developed and the implicit
knowledge of those skills.
Ability to design learning activities based on assessment activities | Technical skill
planned to demonstrate progress.
Ability to design the most genuine learning activities Technical skill
possible in connection with the learner’s goal.
Ability to design learning activities that incorporate the knowledge | Technical and
required to develop second-language skills, where relevant. second-language skill
Ability to plan learning activities that enable the learner to engage | Technical skill
in self-study.
Ability to plan activities that enable the learner to use his/her Technical and
essential, soft and second-language skills. second-language skill
Ability to organize learning activities into manageable and sequen- | Technical skill
tial units.
Ability to incorporate the use of computer and information techno- | Technical skill
logy into the design of learning activities.
Ability to design learning activities that match different learning Technical skill
styles.
Ability to design learning activities that ensure the learning is Technical skill
transferred to the learners’ daily activities.
Ability to incorporate cultural pride and membership in Technical skill
the Francophone community into learning activities.
Ability to consider the psychological and cognitive reality Technical skill
of adult learners when planning learning activities.
Ability to select and use authentic materials to support learning Technical skill
activities, when possible and relevant.
Ability to select, use and create teaching materials Technical skill
to support learning activities, when relevant.

Assessment Ability to set learning goals and objectives for the learner along Technical skill

and evaluation | with him/her and based on his/her literacy level in various skills
and in accordance with the requirements of his/her goals.
Ability to gather information about the learner’s Technical skill
employment, educational and learning experiences.
Ability to determine the learner’s literacy level in the skills needed | Technical skill
to reach his/her goal.
Ability to evaluate learners’ needs based on Technical skill

their community’s socio-economic and cultural contexts
as well as the mandates and resources of one’s organization and
those of partners.
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Function Skill Predominant Skill
Assessment and Ability to apply ongoing evaluation techniques to the newly | Technical skill
evaluation developed learnings.

Ability to confirm that evaluation tools meet the criteria Technical skill
required to obtain valid results.

Ability to select suitable evaluation activities that reflect the | Technical skill
learner’s progress and his/her ability to transfer the newly

developed learnings to concrete, real applications related

to his/her goal.

Ability to ensure that learning evaluation tools are geared Technical skill
towards significant tasks relating to the learner’s goals.

Ability to ensure that evaluation activities meet funders’ Technical skill
and partners’ requirements.

Ability to ensure that the knowledge and skills included in Technical skill
evaluation activities have been covered in learning activities.

Ability to make the connection between exit evaluation Technical skill
activities and the learner’s objectives as defined in his/her

learning plan.

Ability to ensure that evaluation processes are confidential. | Technical skill
Ability to encourage regular evaluation within Technical skill
a co-operative process with the learner.

Ability to provide opportunities to help the learner evaluate | Technical skill
his/her own strengths and needs.

Ability to provide learners with regular and frequent Technical skill
feedback on their progress in a formal and informal way.

Ability to detect learning difficulties in order to act Technical skill
accordingly with learners.

Ability to ask for feedback from learners on the learning Technical skill
process and to change the process if necessary.

Ability to integrate the results of the diagnostic assessment | Technical skill
into a learning plan approved by the learner.

Ability to gather, prepare and report statistical information | Technical skill
on learners’ progress.

Training Ability to use a variety of training methodology. Technical skill
Ability to use oral and written French as a training tool. Technical skill
Ability to use digital technologies as teaching tools. Technical skill
Ability to implement andragogical approaches Technical skill
and methodology.

Ability to help the learner transfer the skills developed Technical skill
into daily life, when relevant.
Ability to gear training towards skills development Technical skill

through tasks.
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Function Skill Predominant Skill
Training Ability to use genuine resources during training, Technical skill
when relevant.
Ability to gather, prepare and report statistical information | Technical skill
about learning activities.
Ability to consult relevant research to support training. Technical skill
Advice (support, Technical skill
learning guidance, | Ability to apply and limit helping and interpersonal rela-
education helping | tionship techniques to an educational role.
relationship)
Ability to associate with learners as partners in all steps of | Technical skill
the learning process.
Ability to involve the learner in preparing and modifying his/ | Technical skill
her learning plan to clarify his/her learning objectives and
explore training options.
Ability to help the learner identify learning objectives that Technical skill
are measurable and realistic.
Ability to help the learner develop a realistic vision of his/ Technical skill
her optimum potential.
Ability to work with the learner to set out learning activities | Technical skill
and evaluation activities.
Ability to equip the learner so that he/she can apply the Technical skill
developed skills in concrete, actual applications connected
with his/her goal.
Ability to facilitate independent and self-directed learning Technical skill
through structured learning activities.
Ability to provide direction and address the learner’s needs | Technical skill
appropriately.
Ability to take into account the various issues that affect Technical skill
learning (e.g., addiction problems, health problems, difficult
family situation, housing needs, disabilities, etc.) and point
the learner to support services when necessary.
Ability to take into account the psychological and cognitive | Technical skill
reality and learning difficulties during interventions with
learners.
Ability to gather, prepare and report statistical information | Technical skill

about the referral of learners.
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APPENDIX 3

Table of Skills Required for the Design Role

Function

Skill

Type of
Predominant Skill

Professional
development/
Self-study/
Research

Proficiency in oral and written French.

Essential skills (reading,
writing and oral
communication)

Ability to use writing in designing andragogical activities.

Technical skill

Have the level of essential and soft skills required to design
andragogical interventions or projects.

Essential (reading and
writing) and soft skills

Ability to use digital technologies as a tool to design
andragogical activities.

Essential (computers)
and technical skill

Ability to get involved in professional development activities
on a regular basis.

Essential skill (conti-
nuous learning)

Ability to set realistic objectives to pursue one’s Soft skill

own professional development.

Ability to integrate one’s own professional development Technical skill
objectives and activities into a self-study plan.

Ability to get involved in reflective practice processes. Soft skill

Ability to stay current on the latest research in andragogy,
adult training, literacy and essential skills.

Essential skill (conti-
nuous learning)

Ability to position andragogical practices within a research
process.

Technical skill

Reflective practice

Ability to look critically at training tools and resources (in
paper, digital or other format) and andragogical practices of
one’s organization and those of partners based on learning
contexts, the type of interventions (and partners, if appli-
cable), learners’ needs, skills to be developed or work or
training contexts in the community.

Soft and essential skills

Ability to accept constructive criticism from colleagues Soft skill
and partners and to give constructive criticism.

Ability to adjust the interventions and practices based on Soft skill
evaluations, feedback, reflective reviews and research.

Ability to take a step back and reflect critically upon Soft skill

one’s professional practice.
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Type of

Function Skill . .
Predominant Skill
Reflective Ability to assess one’s professional practice based on Soft skill
practice an established, recognized ethical framework.
Ability to reflect on one’s place as a Francophone in a minority Soft skill
environment and on the role of the French language and culture
in one’s own life and in one’s professional practice.
Ability to include andragogical interventions or projects Soft skill
into a continuous development process.
Work group Ability to facilitate small work groups with colleagues or partners. | Technical skill
facilitation/ . - . - )
management Sensitivity to the cultural, linguistic and personal diversity Soft skill
of partners.
Sensitivity to different ways of participating, depending on the Soft skill
partners.
Ability to create and promote an atmosphere of mutual trust, Soft skill
understanding and co-operation among partners.
Ability to encourage partners to share their ideas, ask questions, | Soft skill
make comments and work together.
Environmental Ability to design andragogical interventions or projects based on | Technical skill
analysis the skills to be developed to meet the needs identified for
groups of learners and for the environment.
Ability to do environmental analyses based on the socio- Technical skill
economic and cultural contexts, and educational resources in
the community, and to consider them when designing
andragogical interventions or projects.
Ability to identify the different types of skills to be developed in | Technical skill
a group of learners based on their needs (educational, socio-
economic, cultural, language-related), and to consider them
when designing andragogical interventions or projects.
Ability to design andragogical interventions or projects, that take | Technical skill

into account the psychological and cognitive reality of the
targeted adult learners.

Ability to be alert to changes in the community, workplace and
surrounding training environments and to take these changes
into account in the andragogical interventions or projects.

Soft and essential
skills

Ability to be alert to new technological developments that may
be integrated into the andragogical interventions or projects.

Soft and essential
skills

Ability to gather, prepare and report ongoing information about
the job market, educational resources, socio-economic contexts
and cultural contexts.

Technical skill

Relationships
with partners

Ability to design andragogical interventions or projects connec-
ted with the mandate of one’s organization, the interventions’
objectives and available resources.

Technical skill

Ability to design andragogical interventions or projects alone, in
a team and with partners, when relevant.

Soft skill
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Function

Type of

Relationships
with partners

Skill . .
Predominant Skill
Ability to design andragogical interventions or projects taking Technical skill
into account the various resources provided by partners, each
partner’s mandate and their existing andragogical resources and
common objectives with the target client group.
Ability to apply effective communication techniques Technical skill

with one’s team members and with partners.

Ability to work as part of a team, with the staff of one’s organiza-
tion and that of partners and other resources in the community.

Soft and essential
skills

Ability to adjust one’s interpersonal skills based on the sensitivity
and diversity of representatives (e.g., Anglophone or Franco-
phone, institutional or community-based, public or private).

Soft and second-
language skills

Design of
andragogical
interventions or
projects

Ability to design andragogical interventions or projects, using
adult education learning situations and contexts that are as
authentic as possible and which are consistent with the compe-
tency-based approach.

Technical skill

Ability to design andragogical interventions or projects
that organize the concepts and skills to be developed into
manageable, sequential units (through cycles of learning).

Technical skill

Ability to design andragogical interventions or projects that
help focus the training on skills development through tasks.

Technical skill

Ability to design andragogical interventions or projects that
enable the participants to practise the skills to be developed in
authentic situations (real situations, role-playing, laboratory, etc.)

Technical skill

Ability to design andragogical interventions or projects based on
integrated approaches that foster the development of several
types of skills to address a set of identified needs in targeted
groups of learners.

Technical skill

Ability to design andragogical resources that incorporate, when
relevant, the various types of skills (essential, soft, second-
language, technical) to meet the needs of a group of learners.

Technical and
second-language
skills

Ability to design andragogical interventions or projects that
ensure that the learning is transferred to activities that are
consistent with the objectives of the intervention.

Technical skill

Ability to design andragogical interventions or projects that are
based on skills development learning objectives that are
measurable and realistic.

Technical skill

Ability to design andragogical interventions or projects that
foster the development of self-study and independent learning
skills among participants.

Technical skill

Ability to design andragogical interventions or projects that take
into account approaches, methodology and means specific to
andragogy and that are relevant to the learning contexts,
targeted needs and skills to be developed.

Technical skill
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Function

Skill

Type of
Predominant Skill

Design of
andragogical
interventions or
projects

Ability to design andragogical interventions or projects that
take into account digital technologies that are relevant to the
learning contexts, targeted needs and skills to be developed.

Technical skill

Ability to design andragogical interventions or projects that
take into account the need to incorporate cultural pride and
membership in the Francophone community based on the
learning contexts, targeted needs and skills to be developed.

Technical skill

Ability to design andragogical interventions or projects that
take into account instructional or learning resources that are
relevant to the learning contexts, targeted needs and skills to
be developed.

Ability to design andragogical interventions or projects that
suit different learning styles.

Technical skill

Ability to consult relevant research to support the andragogi-
cal products.

Technical skill

Intervention
evaluation

Ability to design andragogical interventions or projects
that incorporate a regular process for evaluating projects,
interventions or programs in a co-operative process

with partners.

Technical skill

Ability to design andragogical interventions or projects that
take into account the results of training program, intervention
or project evaluations.

Technical skill

Ability to ensure that the project, program or intervention
evaluation activities meet partners’ expectations.

Technical skill

Ability to give regular and frequent feedback to partners about
the results of program, intervention or project evaluations.

Technical skill

Ability to gather, prepare and report statistical information
about the progress of programs, interventions or projects.

Technical skill

Ability to gather information about the training intervention,
program or project experiences.

Technical skill

Ability to assess people’s needs based on their community’s
socio-economic and cultural contexts as well as the mandates
and resources of one’s organization and those of partners.

Technical skill

Ability to apply ongoing project, intervention and program
evaluation techniques.

Technical skill

Ability to confirm whether the evaluation tools for projects,
interventions and programs meet the criteria required to
obtain valid results.

Technical skill

Ability to select appropriate evaluation methodologies
to support effective assessment and analysis of projects,
interventions and programs.

Technical skill

Ability to ensure that the learning evaluation tools are focused
on significant tasks related to the goals of the projects,
programs or interventions.

Technical skill
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APPENDIX 4

Brief presentation of the RESDAC literacy
and skills development model

The model that we are proposing focuses more on competencies related to having literacy skills than
on developing so-called academic literacy skills, which are sometimes considered an end in themsel-
ves. Indeed, in a paradigm that first and foremost supports the development of literacy among adults
with low literacy skills, all programs can address this need: literacy programs, general training or
school education programs, vocational training programs, parental skills or family literacy skills deve-
lopment programs, and income maintenance and employment support programs alike. In the new
model being proposed, literacy programs — like other programs being offered to adults — become
complementary ways to ensure the flourishing of adult literacy. We therefore want to move away
from interventions that are unilateral, carried out in silos, overly concerned with internal accountability,
and that are too focused on the programs and institutions whose own survival becomes all too often
the ultimate goal.

The four-component model

The proposed model is constructed around integrated services and is based on a finding from the
most recent international surveys on adult literacy, where literacy skills are compared to muscles: the
more they are used, regardless of context, the better they are maintained and the more quickly they
improve. This is why we believe that an integrated educational services approach does not curb the
development of literacy skills, compared to a traditional full-time literacy training program. Indeed,
literacy skills can be maintained and developed as much in a real context (e.g., personal and profes-
sional development, real communication or parental development) as in a more academic-style lite-
racy training context, where the focus is exclusively on the more abstract learning of reading, writing
and mathematics. The model’s four components are as follows: analyzing the environment; creating
strategic local partnerships; constructing adapted andragogical interventions; feedback and reasses-
sment of actions.

Even though they are presented one after the other, the model’s four components should not be
perceived in a linear fashion. A sound approach to developing interventions based on the model
would be to analyze and work on each of the components simultaneously and in an interconnected
manner. The components should influence each other in a continuing dynamic of service develop-
ment. In this respect, one component does not necessarily stop where another one begins because
there are areas of overlap and interdependence between each. The model should therefore always
result in dynamic and evolving andragogical analyses and interventions within a community.
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Feedback and Listening and observing carefully; taking an
reassessment objective distance in order to assess, fine-tune
of actions and perfect actions

Constructing Linking the appropriate essential skills, generic

adapted andragogical skills and specialized skills for an integrated
interventions intervention

First component: Analyzing the environment

I"

All across Canada and around the world, we see that a large proportion of the so-called “natura
clientele for adult literacy training programs has only minimally been reached through traditional
recruitment efforts (OECD, 2003, taken from Gobeil, 2006). It seems therefore that the strategies
used have been unsuccessful in getting around the training barriers facing adult learners, particularly
those learners with low literacy skills. The recruitment and retention of learners in training, and more
specifically in literacy training, remain problematic; thus there is a constant need to try new methods.
The socio-economic conditions of communities and the needs of the local population remain critical
challenges for reaching people. This first component, which is too often ignored or taken for granted,
is to make learners needs more explicit in order to better articulate them with proper training activi-
ties (Bélanger and Voyer, 2004). Moreover, we believe there is a vital link between gaining a better
understanding of the environment in which adults with low literacy skills are living and developing
new training services that are better integrated and better adapted to their needs.

Second component: Creating local strategic partnerships

The proposed literacy development model involves developing novel approaches in order to create
appropriate links between the needs of adults with low literacy skills within a community and the availa-
ble adult education resources. From this perspective, it is important that practitioners in adult educa-
tion fully understand the needs of adults with low literacy skills and the contexts in which they could
address them. To do this, we propose implementing a local collaboration process., This would help to
ensure a more in-depth analysis of the local environment through the sharing of various viewpoints. It
would also help to create new alliances between organizations planning to offer local adult education
programming that is more relevant to and consistent with the needs of adults with low literacy skills.
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Dialogue between partnering organizations could lead to the adaptation of existing training programs
or the implementation of new training programs that meet the needs of adults, while still respecting
the mandates of the various partnering organizations. By organizing a joint program offering, it would
then be easier, to access the diverse human and financial resources needed to provide even more
educational services to adults (e.g., smaller trainer-learner ratios, individualized training plans, adap-
ted training and assessment arrangements, targeted basic training, etc.) and logistical support (e.g.,
transportation and childcare services). In the end, all of this leads to a greater collective capacity on
the part of the community to offer better services to adults with low literacy skills.

When designing such projects, it is important to maintain a broad perspective of the needs of adults
with low literacy skills, so as to better identify the multiple skills they must develop in order to pursue
a professional or personal project that interests them and that meets their needs.

Despite all the goodwill on the part of local adult education partners to create initiatives based on the
literacy development model and its integrated approach to services, the biggest challenge for adult
learners and adult education networks will continue to be adjusting to socio-economic changes cau-
sed by situations over which local practitioners have little control, but which may significantly influen-
ce both their ability to take action and the lives of adult learners.

During economic cycles, as with social and political movements, there will always be periods when
unemployment and job losses will be higher, and when the needs of adult learners will be significant,
but short-term solutions will be more difficult to find. There will always be complex geography that
poses enormous challenges, large distances to cover, isolation of certain Francophone populations,
etc. There are no miracle solutions to these challenges; we can only hope that the proposed model
will make it easier to implement part of the answer.

The intent of this section is to revisit each of the elements in the four components of the proposed
model and suggest key questions to guide practitioners in their thinking and during their trial imple-
mentation of the model in their communities.
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First component: Analyzing the environment

Analysis of adults’ needs

What is the literacy profile of community members?
What are the needs of adults with low literacy skills in the community?
How could | learn more about their needs (e.g., meet with the adults, focus group)?

Are there specific integration needs that warrant more attention (e.g., integration into employment
sectors, family support for a specific group, needs related to basic knowledge of English, etc.)?

What types of psychosocial barriers are adults with low literacy skills in the community facing?

What types of institutional or structural barriers are adults with low literacy skills in the community
facing (e.g., transportation, childcare services, presence or absence of programs in the community,
recognition of prior learning by the community)?

Analysis of the socio-economic context

What available employment sectors in the community are relevant to learners with low
literacy skills?

What are the relevant trades for learners and for the community?
What accessible (in terms of literacy levels) training programs are likely to lead quickly to a job?

Who are the important partners with whom | can discuss these questions (e.g., employment centre,
community college or school board, community organization, elementary school in the case of a
very small minority, etc.)?

How can we explore the creation of new quality adult training programs that meet the socio-
economic needs of the local community at an affordable price for the partners involved?

Analysis of the cultural context

What is the local profile of the Francophone community?

Are there integration projects that would be beneficial to those in the Francophone community
with low literacy skills?

Who are the key players in the community (school, library, bookstore, Francophone association,
etc.)?

What role does English play in the community?

What measures need to beimplementedlocally to promote andimprove the literacy of Francophones,
and not just promote French-language literacy training?

How do we consider the linguistic dimension when delivering training programs?



Analysis of local educational resources

What community and educational resources are available for adult learners who might be interested in
the creation of adapted andragogical interventions?

How are referrals between programs and between organizations currently being done?
What is the history of collaboration between organizations?

How can we maximize the use of existing resources in a given area in order to offer quality
and affordable training to learners with low literacy skills?

Second component: Creating local strategic partnerships

Mobilizing community resources

Which partners are most likely to work with us?
What is the partner’s prevailing ideology?

e What impact does it have on its organizational culture and its ability to participate in
partnerships?

What is the partner’s vision of the partnership?
What framework could we implement or use in order to boost collaboration?

What partnerships are needed to develop integrated interventions and to promote them in the
labour market?

Developing a local adult education planning process

Are the jurisdictions of training programs well defined?
Is there duplication or a continuum of services in adult training?

How can we facilitate the planning of local adult training services, while respecting the jurisdictions
and accountability requirements of everyone?

Is there a need to harmonize the jurisdiction of the literacy program with that of other training
programs?

Is the literacy program as attractive as other training programs?

e If not, how can we enhance our interventions with adults with low literacy skills in order to
make these programs more attractive?

e In this respect, are there strategic partnerships to be developed with certain natural part-
ners in adult training (vocational training or educational training programs, employability
services, etc.)?
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Are there strategic partnerships to be developed with certain natural referral partners (income
support, employability services, compensation, etc.)?

Is it necessary to create a forum for pooling resources (e.g., single entry point, joint committee for a
specific initiative, round table, multi-service centre, etc.)?

e If so, how does one convince partnering organizations to set up such a centralized system?

e If so, what activities or services should be pooled (e.g., intake, registration, assessment of li-
teracy levels, identification of learner needs, and management of teaching/administrative files)?

Developing collaborative agreements and strategic partnerships in order to make andragogical
interventions operational

How can we mitigate structural barriers that limit the participation of adults with lower literacy skills?
How can we mitigate psychosocial barriers that limit the participation of adults with lower literacy skills?

How do we implement a joint program in which all partnering organizations will feel that success has
been achieved on the following fronts: respecting administrative requirements; respecting jurisdic-
tions; respecting intervention philosophies (training, integration, etc.)?

Can we define with all partnering organizations what forms of certification will be recognized for the
new joint training program (e.g., college certificate; certification from a professional association or
any other government agency; educational certification within the framework of earning a seconda-
ry-level diploma, etc.)?

Third component: Constructing an andragogical intervention adapted to the needs of learners,
the community and partners

Thoughts on developing literacy skills and other types of skills

What are your thoughts on the literacy skills presented in section 2.3.1 of the document?
What are the needs of adults with respect to these skills?

Which of the most important skills do we want to develop in the new intervention, based on
adults’ needs?

What role will second-language skills play in meeting the integration, communication and inter-
action needs in the various personal and professional projects of the targeted adults (Francophones
in a minority situation, who must learn English as the language of integration)?



Linking the development of literacy skills to the development of other types of skills in
order to construct an andragogical intervention

e Within a single intervention, how do we link the development of literacy skills with other skills?

e Can educational interventions be designed that will allow literacy skills to play a fundamental and
strategic role in the acquisition and development of specialized skills?

Fourth component: Feedback and reassessment of actions
e Once it has been established, how is the collaborative process working?
e What are the contentious points, or elements that need improvement?
e How well are the partnering organizations communicating?
e How well is the referral or single entry point system working?
e What aspects require improvement?
e What was the outcome of the first integrated program?
e Are the adults satisfied? What would they like to improve?
e What are the success rates and dropout rates?

e What improvements should be made to the second integrated project, if applicable?

For more information

For more information about the RESDAC model, we encourage you to read a comprehensive docu-
ment on the RESDAC website: http://resdac.net/.

In the third part of that document, you will also find an illustration of such an approach adopted in
Hawkesbury, Ontario, based on roughly 20 years of action research and field practice.
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