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1. ADULT LEARNERS/OSH LEARNING:
SOME ELEMENTS/FACTORS.

Heterogeneous Group o][

Learners/En vironments

Cognitive + \! + Aﬁ[ective

e Knowledge, Skills, Attitudes/Beliefs/Values etc.

° Cl’lange and Development: Personal/ Organisational

° Planning/ Strategies: Short, Medium, Long-Term

e | earning Styles: (Formal/ Informal;
Dependent/ Independent ; Competitive/C ollaborative
etc.)

® Previous Learning/Experiences: Formal/Informal:
+ve/-ve

o Life Experiences: Organisational Experiences: +ve/-
ve

e Personalities: Individuals/Organisations:
Externalists/Internalists, Open/Closed etc.

e Cultures/Climate of the Learning Environments:
Inclusive/Exclusive, Discrete/ Integrated,
Collaborative/ Competitive etc.
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° Technological Developments: Self-Directed Learning:
New Health Issues

e Johari Windows and Learners

e Challenges to Traditional Concepts of ‘Knowledge’,
‘Skills’, Inteuigence’: Multiple Inteﬂigences

e Attained Qualification(s) may not correlate with
innate/natural abilities in society

o ‘Liberated’ Behaviour/Self-Talk and Learners’ Self-
Concept

All above point to ‘Mezza’
Factors/V. aria]ales




ADULT/OSH LEARNING: SOME IMPORTANT FACTORS

You may find it useful to spend a few minutes considering the fouowing questions. Use the
space proviclecl to jot down your thoughts, if you wish.

How would you define/describe Adult Learning in OSH?*

What factors do you think inhibit Adult Learning in OSH?

What factors do you think enhance Adult Learning in OSH?

* Occupationa.l Safety and Health



Adult Learning in OSH may be:

e acquiring knowledge or skill(s) relating to OSH topics

and/ or

e commitling to memory ilems of law, machine approac]lcs, s_vmlyols cle.

and/ or

* a clmngc in human (1isposilion/min(lset which is not simply the result of growlh and

maturity

and/ or

e the causing of “old knowledge™ 1o acquire new qualities/implications

and/or
] {ollowiug HISA gui(lclincs

e increase in self-confidence/self-talk/problem solving/decision-making

and/ or

] ])ccoming more opcn—min(]cd/cmpallwlic/awarc ol (liversily/acccpliug of dilference

and/ or

] cxamining/mo(li[ying aLliluc]cs/c]m“cnging status quo

and/ or

. un(lcrstamling conccplual frameworks/data scls/re]alionships hetween seeming

(li[[crcnl cvents

and/or

etc. etc.

Even though we may have used different words, it is lilzely that we may have referred to
change in one form or another. Although education theorists may disagree over how this
change occurs, most agree that for learning to take place the learner must cllange.
However, not all learning is intentional/forma]/explicit etc., and there are many areas of our

lives where we learn something entirely l)y accident. Learning, may take two forms (at least):

sEST COPY AVAILABLE



e incidental leaming
. purposeful leaming
There is no doubt that we all learn in different ways, even though the common factor in
learning is change. How we learn may be related to:
& our personality, circumstances, attitudes
® experiences;
o the learning environment;
e our motivation etc.
However, it can be useful to relate our own leaming in OSH to that of adult learners. An
awareness of some of the factors in OSH that help or hinder our own learning may help us
understand adult/OSH learning of others. The activity that follows may help us to reflect on
our own experiences: both individual and organisational. OSH involved at least these two

latter dimensions of learning as we will see later.



1.Why are you attending this seminar?

2.What OSH learning, professional experiences, skills,

lznowle(].g'e, attitudes, etc. do you bring to this learning
process?

3.In what ways do you expect to chang’e as a result of the
learning process?

Knowledg‘e :

Skills:

Attitudes/Beliefs:

PLEASE DO NOT PROCEED



4. What were the most important factors in previous
(formal) OSH learning? (Please reflect on some
previous (formal) learning experience).

1 2 3 4 5
< >
Important Unimportant

¢ Your own motivation

o Teacher's/facilitators efforts
¢ Your abilities

¢ Your application
¢ In-company learning resources

* Your peer group

¢ Your interest in OSH topics

¢ Your time management skills
o Assessment procedures

¢ Your life interest

¢ Your self-confidence

¢ Support of others

L Your WOI‘]Q roles
¢ Your enthusiasm

e Your personal contribution to
programme design
¢ Your career plans

° Otllel’(S)

ooooooooooooooooooooooooooooooooooooooooooo

ooooooooooooooooooooooooooooooooooooooooooo

oo OD00 OO0 OO0 OooO0o O ooogo g

e Relevance of programme ]

to Worlz role

e Pace of Learning
e Participation in Learning

¢ Using your own
experiences
¢ Interaction with other

learners

[ Finding out for yourself

4 Feeling

success{*ul/ affirmed

¢ Being well organized
° Realisingf personal goals

° Talzing personal
responsibility for learning
. Worlzing independently

e Putting theory into

practice

o Sl'laring' with others
o The Climate of Learning

¢ Your attitude

¢ Presentation of Materials

i Worleplace emergency

0ogd oo0ofb OO0 O0oooOo oo o ooao
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2. SOME NOVEL PATTERNS/APPROACHES
TO OSH LEARNING IN THE WORKPLACE.

In today's increasingly socially responsive, legislation governed, more health conscious society,
“lxigll perlormance organisations”, all participants must be prepared for continuous on-tl'le-jol)
gIOthl and development. Given the increased personal, organisational and statutory
importance of OSH, the lessons/best practices delineated in research, the increased age,
variety of experiences, and diverse lilestyles and cultures of the worlzing population, it is
understandable that OSH learning approaclles/practices must move laeyond the traditional,
didactic model of lecturers as purveyors of knowledge and learners as passive recipients.
Methods and techniques that

o draw upon workers’ previous OSH experiences,

e link OSH knowledge concepts and practices, and

® encourage reflection and

o effect the transfer of OSH lznowle(lge from one situation to another are vital to this

learning process.

Here, I propose to outline some (perlxaps) novel approacl'xes to OSH learning at work, such as
action learning, situated learning and incidental learning. We must strive to be flexible and

imaginative in our reflective practitioner roles.
e ACTION LEARNING/OSH LEARNING

Action learning is a systematic process through which individuals learn by doing. It is
based on the premise that learning requires action and action requires leaming’. It
engages individuals in just-in-time learning by "providing opportunities for them to develop
lznowle(lge and understanding at the appropriate time based on immediate felt needs" (Lewis
and Williams 1994, p. 11). Learning itself is the desired outcome of action learning, not
prol)lem solving. It is the learning that occurs in the process of fincling solutions to prol)lems
that constitutes action learning. It is a type of learning that l’xelps individuals respond more
effectively to change, learning particularly important in OSH.
Action learning has been adopted in the workplace as a viable approach to OSH education
and development and an important element of a training and development strategy in this
area (Vince and Martin 1993). It involves the members of an organisation in group
situations with the goal of helping each group member learn through the process of
{-inding solutions to their own OSH problems. Through this process:

¢ learners hecome more empowered

e increase their self-awareness and

o develop new lznowleclge, attitudes, behaviors, and skills for malzing cllanges and

redefining their roles within OSH contexts (Williams 1992).

8
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The properties of action learmng clariiy its relevance to worlzplace leaming, especially in terms
of OSH (Beaty et al. 1993):
Learning is based on the solution of real (OSH) problems.
¢ Learning occurs with and from others who are also engaged in managing real (OSH)
prol)lems and issues at in(iividual/organisational levels.
o Members of the group are responsil)le for solving their own (OSH) prol)lems, unlike
those on a project team or task force.
e Members of the group are concerned with implementing actions,
e Learners move l)eyonci the stages of analysis and recommendation to actual
implementation.

e SITUATED LEARNING

Situated leaming is another approacli that is receiving attention in the field of adult and
worleplace learning that has major implications for OSH. In the situated learning approacli
to OSH, lznowleti.ge and skills are taugllt in contexts that reflect how the learning will
be used in real-life situations. This strategy is based on the premise that OSH learning is
not independent, but fundamentally situated, l)eing in part a product of the activity, context,
and culture in which it is developed (Brown et al. 1988). Orey and Nelson (1994) highlight
the importance of situated learning to OSH, when tlrey state that "learning requires more
than just tllougllt and action, or a particular plrysical or social situation, or just receiving a
l)ociy of factual lznowle(ige; it also requires participation in the actual practices of the OSH
culture" (p. 623). Thus, in situated learning, it is the authentic social context in which
learning occurs that offers the benefit of increased lznowle(ige and offers the learner the
potential for applying that lznowle(ige in new ways and in new situations.

‘Cognitive apprenticeslrip’ is one example of situated learning in which learners participate in
a community of practice (such as OSH) that is developed through activity and social
interaction, in ways similar to that in craft apprenticeships (McLellan 1994). However,
"cognitive apprenticeslrip supports learning in a domain l)y enal)ling students to acquire,
(levelop, and use cognitive tools in authentic domain activity" (1i)1cl, p- 5), which means the
activities are periormed in the context of the work environment.

In the tlreory of situated learning, "lznowle(ige is viewed as co-producecl l)y the learner and the
situation; engagement of the learner in the situation is critical'. One writer
clariiies/distinguislaes leaming and cognition in a situation l)y using the distinction between
traveler and tourist as a clarifying metaplior:

“A traveler and a tourist can visit the same city,
but experience it very (iil:ferently. A tourist's
goals are typically to see all the sigl'rts, learn
their names, make and collect stunning pictures,
eat the foocls, and observe the rituals of the

city. A traveler, on the other l'xancl, seeks to
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understand the city, to know and live tm'eﬂy
among the peopie, to understand the ianguages,
both verbal and non-verbal, and to participate in
the rituals of the city. At the end of equally

iong visits, the tourist is ii.ieely to have seen

more monuments, but the traveler is more iiizeiy to
know how to use the pui)iic transportation.”

The implications for OSH in our organisations are evident in the personal engagement,
the authentic social context of learning and the emphasis on the culture of the

environment.

e INCIDENTAL LEARNING

Situated learning, like action learning, stresses that behavior ciiange is more liizeiy to occur as
a result of reflection on experience, a izey aspect of effective OSH. Incidental iearning--
another way to "learn at work"--differs in that it involves little or no reflection. Ross-Gordon

and Dowling (1995) give the following definition of incidental learning:

“Incidental learning is defined as a spontaneous
action or transaction, the intention of which is
task accompiisiiment, but which serendipitously
increases particular lznowiecige, skills, or
understanding. Incidental learning, then,
includes such ti’rings as iearning from mistakes,
iearning l)y (ioing, learning tiirougi'i networlzing,
1earning from a series of interpersonai
experiments.” (p.311).

Incidental learning is unintentional and unexamined. It is not based on reflection; thus the
learning is embedded in the learner's actions, an area which has major import for

effective/ enduring OSH learning.

The difficulty in validating incidental learning as an effective OSH learning strategy is that
iearning is not anticipated, and, therefore, not easiiy assessed. However, extensive research in
the U.S.A. indicate that incidental learning may account for over 60% of work based OSH
iearning. The primary intent of the activity is to accompiisii the task, not to learn. When
incidental learning occurs, it is a surprise--a i)yprociuct of other activity. The learner in OSH
discovers sometiiing while in the process of (ioing somettiing else. To act upon and pursue
that discovery, the learner must puli away from the primary or planne(i task and examine the
discovery clearly before he/she can learn from it. Awareness of opportunities for OSH
iearning and the value of such iearning may be i)rougiit to learners' attention i)y emphasizing
the outcomes ti'iey migiit anticipate tl'irougii incidental learning , which may include:
e Increased competence(s) in OSH

10
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Increased self—knowlecige of OSH factors/issues

Value for iiieiong iearning
Improved life skills

Development of self-confidence

The learning organisation may eventuate in an OSH continuous learning
environment.

¢ COMMON CHARACTERISTICS

These approaches to learning share common qualities and attributes of value in OSH.
For exampie, tliey all engage learners in experiential leaming. The si'iarp/wi(ie gap
between the learner and expert disappears as all individuals may be considered to be expert in
some capacity in the OSH community. Additionally, all three ways of learning have a
collective dimension. In the workplace, effectivv OSH learning often takes place in
teams, enhanced l)y communication and collaboration among the individual members
and groups and shared across the organisation. "Decisions are often taken and
implemented i)y groups and are affected i)y expiicitiy or impiicitiy shared social norms, social
history, social values, and social beliefs" (Watkins and Marsick 1992, p. 294). Because much
of the worlzplace OSH context is social and requires interpersonai interaction, the individual's
interpretation of an OSH situation and his/her subsequent actions are subject to a great
number of differences. Learning in context - action iearning, situated iearning, incidental
learning - provicies the opportunity for workers to ciarify their unciers’cancling of a situation
within the social context and reduce the incidence of misinterpretation or iauity learning.

Conditions that enhance effective OSH learning that are common to the three
approaches are as follows:

1. Proactivity - in which the iearner(s) takes cilarge of, and directs, his/her/their
ieaming. It is similar to the conditions of autonomy and empowerment:
dimensions noted in the OSH learning literature as being very important.

2. Critical reflection - in which learners "identify and make explicit norms, values, and
assumptions that are hidden from conscious awareness" and ciialienge the "way things
are done around here". Especially important in identification/change of the
prevailing OSH culture/climate at organisationai level.

3. Creativity - which enables people to think beyond their own points of view, to see
situations in a variety of different iigiits, to participate in decision-maieing and
problem solving, to be effectivv OSH learning, to see work situations as learning

experiences.
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e VALUE OF THE THREE APPROACHES IN OSH
LEARNING ORGANISATIONS

Many organisations foster continuous (OSH) learning for continuous improvement, a
practice congruent with total quality management. Driven i)y the increased value of
individual/organisational health, statutory standards, need to reduce compensation
claims and rapidly cl'ianging gloi)al markets, OSH conscious organisations are seelzing
new ways to tl'iiniz, iearn, organize, communicate, and work. The relationship between workers
and managers is sl'xifting. Workers are requireci to take more responsii)iiity for their work and
OSH and to have skills in critical thinlzing and proi)lem solving. Managers need to learn the
role of facilitator and change their old patterns of (iirecting. New ways of learning that involve
experiential activity offer promise to organisations striving to achieve high performance and
effectivv. OSH. The concepts and practices of action learning, situated iearning, and
incidental iearning have potential for OSH and the professional seif-cievelopment of all.

“Education is what remains when what
we have learned has been forgotten.”

3. TYPES/THRUSTS/LEVELS OF OSH
LEARNING/TRAINING PROGRAMMES

An Office Technology Assessment (OTA) report on preventing illness and injury in
the Worizplace drew the distinction between worker 1earning/’craining and education
programs. This is often blurred and ciepen(is on the role that the worker is expected to
assume in the process. “The narrower the role, the more the instruction is
training; the broader the role, the more the instruction is education (OTA,
1995, p. 189).

A meta-analysis of over 40 major OSH learning/training/ education programs
conducted i)y business firms, trade associations, unions, hospitais and universities, and
coalitions of OSH groups suggeste(i four types of programs viz., fundamental,

recognition, probiem-solving and empowerment programs.

¢ Fundamental Programs: These programs involve instruction in prevention of
work-related injury and illness througii proper use and maintenance of tools,
equipment, materials; lenowle(ige of emergency proce(iures; personal hygiene
measures; needs for medical monitoring; and us of personai protective
equipment for non-routine operations or as an interim safeguard until
engineering controls can be impiemented etc.

12
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Training interventions having these objectives permeate the OSH
learning/training literature.

Recognition Programs: These programs include instruction empiiasizing
awareness of worleplace hazards; lznowledge of methods of hazard elimination or
control; understancling rig}it-to-iznow laws and ways for couecting information
on worlepiace hazards; recognizing symptoms of toxic exposures; and oloserving
and reporting hazards or potential hazards to appropriate bodies. Learning
training activities of this type are spurred largely l)y statutory
standards/ guidelines.

Prol')lem-Solving Programs: Instruction is aimed at giving participants the
information and skills enabling them to participate in hazard recognition and
control activities; to help iclentify/soive problems througl'i teamwork, to use
union and management means, and to exercise rights to have outside agencies
investigate worlzpiace hazards when warranted. Inviting worker input in
company planning or in design of new operations or processes is recognized asa
viable means for improving productivity, quality of prociucts, and worker
motivation. Extending this approach to hazard control seems reasonable
especiaﬂy since workers, owing to their everyday job work experience, possess an
intimate knowiedge of the hazards connected with their jo]:)s and could be a rich
source for corrective ideas.

Empowerment Programs: These programs provide instruction to build and
broaden worker skills in hazard recognition and problem-solving skills much like that
noted above. Emphasis, however, is on worker activism with the goal of ensuring
their rights to an illness-and-injury-free workplace (Wallerstein & Baker, 1994).
Hence, the program aims at enabling workers to effect necessary control measures
through educating co-workers and supervisors, and tl'iroug}i use of committee
processes or in healtl'i/safety contract negotiations. This approach is in accord with
the current “Total Quality Management” philosophy — having rank-and-file workers,
along with their supervisors, share greater roles in and be more accountable for

aclclressing worlzplace hazard control needs [see research article by Shepherd et al,
2001).

The above types of training suggest a progression/continuum from a workforce learning

basic forms of protection to known hazards, through instruction aimed at enl'rancing their

awareness of potential prol)lems and prol:lem-solving skills, and then learning how to make it

all happen in their worlzplaces. Although treated separately, any given training program may

contain certain elements of these approaches in varying degrees. However, all
programmes/approaches to learning/education training in OSH share/contain some common

features.

13
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4. SOME CRITICAL ASPECTS OF OSH
LEARNING/TRAINING IN THE WORKPLACE.

Interestingly, in adult/OSH leaming lenowledge or skills acquirecl may not always result in
improved performance in actual work situations. This may indicate:
1) lack of suitable motivation,
2) training content may not fit jo}) demands (ie., a prol)lem in deﬁning
suitable training ol)jectives, or
3) dissimilarity or conflicts between the instruction/practice in training
conditions when compared to actual jo}) conditions (ie., a pro]alem in
transfer of training).

Different authoritative reviews of the general learning/training literature (Campbell (1988),
Tannenbaum & Yukl (1992)), and OSH training in particular, emphasize the importance of
certain elements as critical to an effective program of learning. A major study identified the
following elements as critical in OSH learning and training.

a. Needs Assessment

Learning/training goals presuppose:
e consistency with organisational goals (congruency),
o the presence of jobs designed to yield performance outputs that meet the
organisation's goals, and
o performance levels dependent on lznowledge of the jo}) tasks, skill, attentiveness
to the work or factors where training can make a difference.
On the last point, expecting OSH learning/training to solve problems related to
internal personal/organisational conflicts or to overcome deficiencies in equipment or
work methods may be unrealistic. Job analyses determine which of the relevant
performance factors comprise the higl'lest priority 1eaming/training needs either now
or in the future. The process includes defining the tasks involved, their order of
importance (in terms of frequency, criticality, complexity), and details of the steps
necessary to accomplish them. Needs assessment in OSH may be linked/should reflect
the organisations institutional policy/commitment to OSH.

b. Establishing Learning/Training Objectives

Needs assessment provides the information to establish the objectives of the
learning/training program. These are stated as observable behaviors expected of the
trainee after the instruction, and they may acl:znowledge the conditions under which
they should be performecl and the tequired level of pro{-iciency.

14
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Specifying Learning/Training Content and Media

Content represents the knowledge or skill that the trainee must master to be able to
meet the behavioral ol)jectives. The judgement of those who know the job role
demands is the most common approach to specifying training contents. Other
approaches may be the products of prol)lem-solving exercises, or be based on mistakes
people make in using a skill such as to design corrective learning measures. Bvidence
that one teaching method such as lectures, televised instruction, computer-aide&
instruction, or interactive video methods is superior to another is not that clear
(Kearsley, 1991). Much depends on the specific training needs, makeup of trainee
group and other factors. W}iy or how a particular method facilitates learning and how
it can be made more effective are issues requiring further stucly, especially in the Irish

context of OSH.

Accounting for Individual Differences

Accorcling to the genera.l literature, effective leaming/training should take account of
the characteristics or attributes of the learners/trainees. Aside from differences in
apti’tude, literacy, or pretraining skill levels, how they view the training program in
terms of improving their job performance or self—e{'ﬁcacy may dictate variable
approac}ies. The kind and level of learning/training for new job applicants versus long-
term or older workers reassigned to the same tasks also has to be addressed.

Specifying Learning Conditions

In general, instructional events comprising the learning/training method should not
inhibit, conflict with, or be unrelated to the processes that lead to mastery. If the
leaming is to clevelop capal)ilities in prol)lem-solving tecliniques, the instructional
approach should stress thinlaing/reasoning approaclies not rote memorization.
Learning/training methods should require the learner to use the training content in
active or productive ways, e.g., restating or applying principles rather than just
recaﬂing them, or aclapting the information to new situations rather than mere
repetition in the same one. The current literature suggests that using leaming events
that require productive behavior or that provide appropriate feedback
(positive/accurate/credible) and opportunities for practice under conditions that
promote transfer to the actual jol) are ideal. These areas are important to relapse
prevention strategies in the worlzplace.

Evaluating Training

Accorcling to some writers, training evaluations in the general literature can take four
forms which are viewed as a series of steps or levels. They are:

15



Step 1: Reaction - How did the trainees like the program? Typically this is
done ttirougti evaluation sheets completed at the end of the training. Typica.t
items inquire as to whether the material was well organized, relevant to the

trainees needs, made interesting ttirougti the instructor's manner of
presentation or use of visual aids, demonstrations, etc.

Step 2: Knowledgc Gain (or Skills Acquired - What principles, facts and
techniques were learned? Knowledge of facts and principles is usua].ty evaluated

via pre/post paper-and-pencil tests or quizzes. Assessment of skills may be done
ttirougti pertonnance tests before and after training. An untrained or control
group can be simitarly tested to indicate any differences resulting from just the
test-retest experience

Step 3: Behavior Change - What ctianges in behavior occurred as a result of
the program? For this purpose, reports t)y the trainees themselves (self-

appraisals) of their on-the-jot) pertormance, or observations l)y their peers,
supervisors, instructors can be used. A time interval between the end of
training and the observations may be necessary to allow for the training to be
put into practice. Post-training measures taken at different time points are also
suggested to determine if the training effect is sustained or needs refreshment.
Again similar observations for a control group are recommended to
aclznowledge any effects from repeated testing. These control data also provide
an added reference for gauging the signiticance of the apparent behavior
ctianges in the training group.

Step 4: Results - What were the tangible results of the program in terms of its
ol)jectives or goals for the organisation? Did it result in reduced injuries or

illness, lower medical costs, improved productivity? Extra- or post-training
factors can affect these types of outcomes, and it is not always possil)le to
design evaluations that can isolate the specitic training contribution.
Undertaking evaluations where these "extra-training factors” are held constant
during the pre-and post stages of the training assessment or can be segregated
as to their influence ttirougti use of suitable control groups are ideal. Needless
to say, training impacts at the organisation level can require an extended time

line especiaﬂy in using injury/i]lness outcomes owing to their intrequency.

Criteria for rating learning/training effects are the focus of much discussion in the literature

on OSH learning.
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g. Revising the Training

The evaluation of training as noted by Goldstein and Buxton (1982) offers
information as to whether the instruction has had its intended effect on the measures
set out for that purpose. Seldom do the data indicate a program was a compiete
success or a taiiure, given multiple criteria for gauging the results. Ratiier, the data
may indicate better understanding, retention or application of some course material as
compared with others. Gaps or variations in iznowie(ige or competencies resulting from
the training may reflect needs to consider more training time, alternative instructional
tecimiques, or more capat)le instructors. This feedback dimension of the learning
paracligm in OSH is an important aspect of formative evaluation.

The Occupational Safety and Health Administration (USA) (1995) voluntary training

guidelines follow a similar model whose elements reiterate most of those outlined above.

These include:
1. Determining If Training Is Needed

Are the needs for hazard control more rea(iily solvable t)y ieaming/training, ie.,
increased lenowledge of a work process or a(ioption of safe work practices as opposed to
engineering or ptiysical control alternatives?

2. Identifying Training Needs

Joi) hazard analyses pius examinations of company tiealtti/satety records and worker
perceptions of joi) risks are suggested as means for icientitying what ieaming/training is
needed and where improvements can be made in hazard control. Obviously, reference
to appiicat)ie statutory standards will also siiape the training content.

3. Identifying Goals and Objectives

The OSHA guidelines call for identitying what the instruction is intended to achieve
and cietining evidence for it i)eing met in explicit, observable terms. OSHA indicates
that a speci{ic ot)jective (e.g., "An empioyee will be able to describe how a respirator
works, how to ensure an effective fitting, and when it should be used" ) is preferable to
a vague goal (e.g., "The employee will understand the use of a respirator”)(Pg. 5,
OSHA, 1992).

4. Developing Learning Activities

The OSHA guidelines suggest iearning activities be aimed at well-defined ot)jectives
and in substance take account of mental and/or piiysica.l skill factors as may be
requiteci to meet specitiecl needs. The actual content or coverage of topics may be
dictated t)y OSHA regulations. Instruction that employs task sequences and
situations to simulate the actual jot) conditions are suggested to ensure the transfer of
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this training to the work situation. Like the generai learning/training literature, the
OSHA guidelines acienowiedge that training materials and teci'iniques can vary; the
important point is that the activities allow the employees to demonstrate that tiiey
have acquired the desired iznowiedge.

Conducting the Training

This OSHA guideline, like the one in the general leaming/training literature, stresses
the need for an instructional format that invites worker inputs into the training
process, and provides for hands-on experiences and exercises promoting active
learning. It also makes reference to other means of motivating and maintaining
worker interest. Re]ating the training to their current skill levels and experiences and
empiia,sizing the benefits (increased worker iznowiedge and skills, more marketable
attributes as an employee who is informed and safety conscious) are among the ideas

oﬂered .

Evaluating Program Effectiveness

Each program should determine whether the iearning/training has accompiisiied its
goal. Trainee opinions, supervisor observations and worlzpiace improvements resulting
in reduced injury or illness are among the means recognized for this purpose. As
already mentioned, incidents of illness/injuries for rating the impact of OS&H
training programs or other intervention activities are such rare events that surrogate
measures may be needed. Frequencies of "near miss" incidents, evidence of reduced
exposure levels to a hazard, measures of compliance with safe work practices offer
possil)ilities. Also, reduced injury and disease as outcomes of training would have to
account for other factors as well. (See Figure 1).

Improving the Program

If the evaluation proved that the training was deficient, efforts to revise aspects of the
training or to offer periodic retraining may be in order. Repeating the steps in the
training model may iielp determine where course revision is needed.

The OSHA voluntary training guidelines also contain suggestions for identifying
those workers who may be at iiigiier levels of risk and thus have the greatest need for
training. Occupations posing known exposure hazards or otherwise shown to be
associated with excess injury/iilness are one determinant. The age and joi) service of
the worker group in question can be another. (Young, new workers show a
disproportionate number of injuries and illnesses.) Still another may be the size of the
establishment. (TiiOugh the pattern may vary with industry, medium size companies
(50 to 249 workers) tend to have higher incident rates than the rates for smaller or
iarger firms.
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5. SOME LESSONS/CONCLUSIONS

In the process of research and reflection for the presentation delivered today a number of
salient issues/approaches/themes/factors seem to have importance in effective/enduring OSH
1earning at individual and organisational levels. These include:

o Targeting of a wide range of worleplace ptiysical and psyci'xosocial factors, as well as
individual variables in the organisation. The research showed clearly (Marmot et
al. 1997) that elements such as lack of job control was an important factor in
relation to health outcomes. Research from Sweden in relation to low-back injury,
Canada in relation lost-time injury rates and others indicated that a truly
comprehensive worlzplace OSH learning programme must aciopt a very broad
approacii.

o Collaboration among all worleplace OSH stakeholders, especially between health
and safety specialists and organisational operations (protessional/voluntary etc.)
and human resource management, training and cievelopment contributors, union
participants etc., and extending across all organisational levels is vitaily important.
This element assumes an extensive network of communication
opportunities/receptive and productive skills/and l’iigh trust in organisational and
individual terms.

e An ongoing evaluation, in (ievelopmental/tormative/summative terms, of the
impact of health programmes/initiatives and other worlzplace ctxange
tactors/developments on all participants’ health.

o Design/(ievelopment/promotion of a corporate culture/climate that includes
accountai)ility/responsii)ility for all employees' health. An understanding that
attitudes and behaviours at individual and organisational levels are most important
in the promotion of the above satety culture and that organisational developments
for exampie, Total Quality Management, are of enormous value in culture
clarification and the achievement of effective OSH satety and health goals.

e An acceptance that HSA standard setting regulations/compliance-(iriven
initiatives are on]y part effective as a response to reducing injuries and/or OSH
illnesses and/or health promotion in the worlap]ace and need to be seen as part ofa
partnership process in this area.

¢ Learning/training & development/education programmes/developments/initiatives
in the OSH area must recognize the broad set of opportunities that occur at every
level of the organisation, in formal and informal settings, and at every level so as
to ensure that OSH becomes part of a continuous learning organisational
response. Ultimately, learning initiatives delivered out of context, and intended as
“aumber crunctring" responses may not have the desired long-term effect in this
area. A professional approacl‘i to learning clesign/programme (ielivery/eva.iuation
process/centrai location in the organisationa.l culture etc. appears to be best
practice in this area in other organisations and jurisdictions.
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e A holistic approach to the OSH area is the patl'x to follow which integrates and
delivers a coherent , organisation-wicle response, mindful of the all the parties,
stakeholders, learning opportunities, etc.

o The acceptance/understanding/integration of an effective change management
process in the organisation may be of value in the status of OSH.

o A leaming climate which values and includes approaches and processes such as
inclusivity in programme design, negotiated leaming frameworks, linleing leaming
to personal responsil)ility, emphasizing positive self—taﬂz/self-emcacy at
individual/unit/organisational level etc. should be part of the individual/social
contract of learning in OSH.

20

'
W



REFERENCES

1.

10.

11.

12.

13.

14.

Applel)aum, S. and Her]aert, D. (1999). “Empowerment: Power, Culture and
Leadership”, in Journal of Workplace Learning; 11(7):233-254.

Beaty, L., Bourner, T. and Frost, P. (1993). “Action Learning: Reflections on
Becoming a Set Member”. Management Education and Development; 24
(4); 350-367.

Brown, J.S. et al. (1988). Situated Cognition and the Culture of Learning.
Technical Report. Palo Alto, CA, Palo Alto Research Center.

Campbell, J. (1988). Training Design and Performance Improvement.
Jossey-Bass, San Francisco.

Cooper, M. (2000). “Towards a Model of Safety Culture”, in Safety Science;
36:111-136.

Golds’cein, I. And Buxton, C. (1989) Training and Human Perforrnance,
Fleischman and Erlbaum, Hillsdale, NJ.

Lewis, L.H. and Williams, C.K. (1994). “Experiential Learning: Past and Present”.
New Directions for Adult and Continuing Education; 6:5-16.

Marmot, M.G. et al. (1997). “Contribution of jol) control and other risk factors to
social variations in coronary heart disease incidence” in Lancet; 350: 235-239.
McLellan, H. (1994). “Situated Learning: Continuing the Conversation”.
Educational Technology; 34(8):7-8.

Mukkerjee, S. and Overmann, L. (2001). Evaluation of Training: Worker Safety
and Health in the Workplace. 1-17, www. wetp.org.

Orey, M.A. and Nelson, W.A. (1994). “Situated Learning and the Limits of Applying
the Results of these data to the Theories of Cognitive Apprenticeships”, in Proceedings
of the Selected Research and Development Presentations at the 1994 National

Convention of the Association for Educational Communications and

Tecl'mology, edited Ly M.R. Simonson et al.,, Washington.

Ross-Gordon, J. and Dowling, W. (July-August 1995). “Adult Learning” in
International Journal of Lifelong Learning; 14(4):306-319.

Sl’lepl'xercl, Q,, Ritzal, D. and Kit‘tleson, M. (2001). “The Components of a
successful company Qccupational Health & Safety programme in a TQM
setting” in The International Electronics Journal of Health Education;
4:92-99. l’l‘ctp://www.ieihe.org.

Tannenbaum, S.I. and Yukl G. (1992). “Training and development in work
organisations.” Annual Review Psychology, 43:399-441.

21

24 3ST COPY AVAILABLE



15. Vince, R. and Martin, L. (1993). “Inside Action Learning: An Exploration of the

16.

17.

Psychology and Politics of the Action Learning Model” in Management Education
and Development; 24 (4): 205-215.

Watkins, K.E. and Marsick, V.J. (1992). “Toward a Theory of Informed and
Incidental Learning in Organsations” in International Journal of Lifelong
Learning; 11(4):287-300.

Williams, R.L. (1992). “Social Advocates and Action Learning: The Discontent

Dancing with Hope” in New Directions for Adult and Continuing Education;
53:37-50.

)
o

22



, CeoEs 157

f

@
ERIC

Educational Resourees Intormation Center

U.S. Department of Education
Office of Educational Research and Improvement (OERI)
National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE

(Specific Document)

|. DOCUMENT IDENTIFICATION:

rite: Paulk Lmdmos wn Realth and gh‘f“ﬁ\\l Some [ssuer 2 Rppoadhes.

Author(s): PIO{QSSOK M’\f\ﬁ;{\"\-« 4 Fﬁmt(i\x\'

Corporate Source:

NWAST  Confeltac .

Publication Date:

June 2002

II. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, and

electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if reproduction
release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page.

The sample sticker shown beiow will be

The sample sticker shown below will be
affixed to all Level 1 documents

affixed to all Leve! 2A documents

The sample sticker shown below will be
affixed to all Level 2B documents

PERMISSION TO REPRODUCE AND

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,
HAS BEEN GRANTED BY

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

<
A& 2 A\

\\\\Q QQ\ ‘b&q

o cD"b\ S
TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC)

1 2A 2B

Level 1 Level 2A Level 2B

1 t 1

/

Check here for Level 1 release, permitting reproduction
and dissemination in microfiche or other ERIC archival
media (e.g., electronic) and paper copy.

Check here for Level 2A relsass, pemmitiing reproduction
and dissamination in microfiche and in electronic media for
ERIC archival cotlection subscribers only

Documents will bs processed as indicated provided reproduction quality permits.

Check here for Level 2B release, permitting reproduction
and dissemination in microfiche only

If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this
document as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and
its system contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libranes and other
service agencies to satisfy infonnation needs of educators in rasponse to discrete inquiries.

e /W@h%m\ e

e/Position/Title:

esso_MARTin O Fnﬂ'{mqk

Organization/Address:
please

""59'5"—21- 490414 |™353-21- 0276619

o< W‘Z\\d@t&c el 4-1-03

(Over)



1. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permissior; tﬁ reprod_u;:e is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicty

avgilab!e, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV.REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

Iaf Jgfe;isg'ht to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and

Name:

Address: Y

V.WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse: Cheryl Grossman

. Processing Coordinator
ERIC Clearinghouse on Adult, Career, and Vocational Education
Center on Education and Training for Employment

1900 Kenny Road
Celumbus,-OH-43210.1090

However. if solicited by the ERIC Facili i i i A .
contributed) to: y ty, or if making an unsolicited contribution to ERIC, return this form (and the document being

EFF-088 (Rev. 2/2001)




