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Adult Education for a Global Economy
by Ashley Ruiz, Instructor, Paramount Adult School
“Global economy,” “digital literacy,” “hard
skills/soft skills,” and “contextualized materials” are
common buzz words used in describing workforce
development. But what do they mean? What is the
global economy? In his presentation at the 2011
California Council for Adult Education (CCAE) and
Commission on Adult Basic Education (COABE) joint
national conference, Dr. Frank Benest, a former president
of the International City/County Management
Association and currently a professor at Stanford
University, defined the global economy as the workforce
of the 21st century. According to Benest, the
competencies required by 21st century workers at all
levels within the global workforce include being digitally
literate, possessing hard skills and soft skills, and having
accessibility. This article discusses what these
competencies mean for adult educators as they work to
prepare students for careers in the 21st century.
Digital Literacy
Being digitally literate is an essential skill in the
21st century job market, and many educators may assume
that their students are already digitally literate since they
can text, send emails, use social networking sites, and shop
online. However, according to Daphne Peterson and Lisa
Dunphy Boyle of International Computer Driving License
certification (ICDL, a not-for-profit initiative that delivers
the ICDL certification program throughout the United
States), this is not necessarily the case. Peterson and Boyle
emphasize that being “up with technology” is not the same
as being digitally literate. They maintain that being digitally
literate means being able to manipulate data and manage
it electronically.

This includes being able to operate networks and
programs such as PowerPoint, Excel, and Word. The
implication of this is that educators need to embed these
skills in the curriculum. Educators need to help students
become information manipulators in addition to
information users. This might mean re-equipping students
with technical skills that close the “digital divide.” Closing
the digital divide requires teaching the technological skills
needed to succeed in the ever-changing global workforce.
Hard Skills, Soft Skills, and Contextualized Materials
Hard skills and soft skills are terms that are
frequently used in the workplace and becoming more and
more common amongst educators. That being said, they
are essential skills that need to be embedded into the
curriculum, so it is important to be clear about the
differences between them. Hard skills are the technical
skills required in the workforce. For the 21st century global
economy they include skills such as manipulation of data in
computer programs, solving algebraic equations, or even
the ability to translate a document into another language.
In contrast, soft skills are often referred to as interpersonal
skills, and involve learning to interact with people. These
skills are often more difficult to acquire, yet are imperative
to possess. They are not as easy to observe and/or assess,
and require a great deal of practice. Examples of soft skills
required for the 21st century global economy are problem
solving, adaptability, innovation, and collaboration.
So, how can adult educators embed these skills into the
classroom?
Continued on page 12
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Dear Colleagues:

CALPRO is proud and pleased to announce that
Catherine Green has been named Deputy Director of the
project. Catherine has been a critically important member
of the CALPRO team since 2006 and her leadership,
creativity, and productivity in the online learning domain is
increasingly instrumental to the success of delivering
multi-modal learning opportunities to the field. Please see
the informative article on page 16 and join me in
congratulating Catherine on her very well-deserved
appointment!
Reading the content of this issue of CALPROgress
makes me reflect on the positive direction that
professional learning seems to be taking, slowly but surely.
As a field, we are beginning to strike a much better balance
between individual teacher learning and collective faculty
learning, and that is excellent news indeed for the students
we serve.
When I was responsible for facilitating professional
development (PD) in Oakland Adult and Career Education,
I once overheard a teacher say to a colleague, “Jacques
doesn’t like workshops or teacher shares.” That somewhat
startling statement actually had a little shred of truth to
it—but much had been lost in translation! More accurately,
my perspective was that workshops and teacher shares in
isolation didn’t seem to be making much of a difference
where it counts: in student learning and student
persistence. Something was missing from our professional
learning plans and activities—and as we began to revisit
and revise our approach, we began to incrementally adopt
and integrate evidence-based practices that would
contribute to clearer benefits for students and a richer
experience for teachers. Those practices included keeping
a strong and prominent focus on improved student
learning as our goal (with improved teaching as the means
to reaching the goal rather than the goal itself), working in
deep collaboration over time to experiment with and
implement newly learned instructional skills and
strategies, and integrating teacher-designed monitoring
systems to measure both student learning and teacher
response when students weren’t learning according to
expectations.

Slowly the PD culture was beginning to shift—but
we didn’t throw the baby out with the bathwater. Rather
than abandoning workshops and teacher shares, we
started to view them as pieces of the PD process—but no
longer as the “main events” in and of themselves. Training
and sharing sessions began to be chosen much more
intentionally, based very specifically on what teachers
identified as areas of academic challenge for students.
Workshops and teacher shares began to be offered as
steps in the process of mastering new instructional skills,
followed by working with colleagues to implement the new
skills, checking for student results, and collectively refining
the skills. Instead of relying on individuals to go it alone in
applying new strategies, teachers began to enjoy the
benefits of observing each other and offering collegial
support and feedback, and developing department-wide
expertise in what really results in improved student
learning.
What was emerging in the program, before drastic
budget cuts occurred, was what John Tibbetts’s page 10
article addresses in this issue: the power of social capital.
Social capital is becoming an increasingly critical element
of CALPRO’s structure and delivery of professional learning
services, as evidenced by the Community of Practice (CoP)
approach to newly developed trainings. On page 8 ,
Kathleen Porter describes the development of the CoP for
the Postsecondary Transitions module, the products
resulting from participation, and the field’s reactions to the
CoP approach. In the page 4 article on professional
learning communities by Karen Barroso and Nancy George,
you’ll read about New Haven Adult School’s journey and
the impressive results of the social capital investment the
school has made. Ashley Ruiz’s article reminds us of the
rapidly changing context within which we do our work; in
my opinion, the impact of the global economy is an even
more compelling argument for social capital as a necessary
feature in modern professional learning for educators.
I find it incredibly encouraging that so many
California adult educators and programs, in spite of
operating largely in survival mode because of funding
issues, remain dedicated to continuous improvement of
their professional learning approaches and activities. The
student-centered social capital we invest in now will result
in greater student achievement and, in turn, will put us all
in the best possible position for a bright future.

State of the Field:
Our Time Is Now
Patricia Terry, Ph.D.,
Administrator, Adult Education Office
As a “newbie” to the administration of adult
education in California, I have had the opportunity to
immerse myself in the details of program requirements, the
breadth of adult programming offered, the various types of
adult education program support, and some of the critical
issues in adult education today. It has been and remains a
steep learning curve. I have gained an appreciation for both
the complexity of the adult education program in California
and the vital role adult education plays in our state and in
the nation.
Chief among the critical issues in the field is
maintaining funding for optimal program effectiveness. The
issue of funding presents both a challenge and an
opportunity, in that the adult education community must
come together around practices and strategies that make for
the best return on the resources invested in adult education.
We must tell the story of the benefits of adult education to
a larger audience, from our local school districts and local
industries to the offices of the legislators and the governor.
In short, we must become active champions of adult
education.
To be effective champions, however, we must be
able to demonstrate in a meaningful way the unique place
of adult education in the educational landscape and the vital
role it plays in society. A democracy such as ours requires an
educated citizenry to operate optimally. Workforce
demands increasingly require higher levels of literacy and
technological skills on the part of workers, if our state and
nation are to remain competitive. However, in the state of
California almost 20 percent of adults lack even a high
school diploma or a General Education Development (GED)
certificate. In addition, the state’s high concentration of
English learners indicates an especially critical need for
literacy instruction.
So, what might a campaign for adult education look
like? What are some of the actions we might take in
advocating for a robust adult education program in
California?
For starters, we should have a good understanding
of our local programs, from the operational side to the
programmatic pieces. We should be able to explain how our
programs address the needs of the populations we serve in
our locale, and how many learners are reaching educational
milestones through adult education—transitioning through
learning levels and transitioning into careers or
postsecondary pursuits.
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We should also communicate the level of resources
necessary to better address the needs of the adult learners
in our community and region.
Next, we need to actively reach out to various
audiences to tell the story of those who have taken
advantage of adult education to improve their level of
education and training, to prepare them for jobs and
careers, to develop their English language skills, and to
become United States citizens. We might seek forums in our
community where we can promote adult education, such as
the local chamber of commerce, local industry associations,
and community educational events. Inviting community
stakeholders to a well-planned event such as a “literacy
night” provides an opportunity for adult education staff,
students, and graduates to show firsthand the benefits of
adult education programs.
Another important audience for advocacy efforts is
legislators. Educating your district legislator about the adult
education program in your region contributes to informed
legislative decisions about funding and other aspects of the
adult education program. Educating ourselves about the
impact of proposed legislation and budget decisions on
adult education is vital if we are to present the case for adult
education with credibility.
The role of state leadership in the preservation of a
strong adult education program is critical. The California
Department of Education, in partnership with the California
Adult Education Leadership Projects (CALPRO, CASAS, and
OTAN), provides leadership in the areas of professional
development, data collection, and the implementation of
online courses and distance learning. Other actions that
state-level educational leaders can undertake include the
following:
•
•

Raising awareness of the importance of adult
education.
Modeling the importance of collaboration by
connecting with other state agencies and
organizations that have a stake in the outcomes that
are possible with a robust adult education program.
Continued on page 15

Our Continuous Improvement Journey
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by Nancy George, Director, New Haven Adult School and
Karen Barroso, Professional Growth and
Development Program Manager

The professional learning community (PLC) at New
Haven Adult School in Union City has transformed our school
from focusing on teaching to focusing on student learning
results, and to using an approach to staff development that
meets the challenges of the 21st century classroom. Our
transformation began four years ago with the design of our
strategic plan. We developed PLCs as a process to implement
our continuous improvement plan and provide on-site
embedded staff development. The PLC process has
dramatically changed how we do business and how we
conduct staff development at New Haven Adult School.
Expenditures and resources are prioritized based on how they
will impact students’ learning. All staff development activities
are required to align with the work the PLCs are doing, and are
connected to answering these four questions: What do we
want students to learn? How do we know they have learned it?
What do we do if they haven’t learned it? What do we do if
they have learned it? Our school (1) works collaboratively to
answer the above questions, (2) focuses on student results to
improve instruction, (3) focuses on best instructional practices,
and (4) provides ongoing, embedded staff development
opportunities to answer the questions above.

Our PLC journey was and is exhilarating but messy. We
have no roadmap, so sometimes there hasn’t been clarity in
what we are trying to achieve. New ideas and shifts in thinking
have taken time. Collaboration and consensus-building had to
be taught. Distributive leadership was questioned and new
leaders needed to be trained. Meeting agendas needed to
change from a business focus to focusing on student results.
Sometimes we have lost our way, so it has been important to
always refer back to our strategic plan and the four questions
to keep us on target. With persistence in answering the four
questions, and administrative support in maintaining a
relentless focus on the work of the PLC, we have kept on our
journey of continuous improvement. Even with the loss of
approximately 70 percent of our funding, we will continue to
do this critical work. It now defines who we are as a school!
So, after four years of messy, hard, and often
frustrating work, what is different? If you were to visit New
Haven Adult School now, you would see strong evidence of the
following strengths developed through our PLC process (see
table on page 5).
This year, 2011–2012, our PLC is focusing on answering
the last three questions: How do we know they have learned it?
What do we do if they haven’t learned it? What do we do if
they have learned it? Our plan is to use a cycle of inquiry at our
PLC meetings to learn about and create common formative
assessments, gather data from these assessments to inform
students on their progress and inform teachers on instruction,
and share data with teams to determine best practices. We
know that we will hit bumps in the road and that we will need
support and encouragement from administration and ongoing
staff development, but we are persistent and relentless in our
mission of continuous improvement so that all students will
learn.
Please visit New Haven Adult School online at:
http://adsweb.nhusd.k12.ca.us/.
Continued on page 5

Our Continuous Improvement Journey
Continued from page 4
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Strengths

Evidence

Student-Focused School Climate

NHAS Strategic Plan; student focus
embedded in everything we do

Culture of Collaboration

Monthly PLC meetings attended by all staff (including classified staff);
teachers working together on lesson plans and assessments

School-wide Implementation
of PLC Work

Essential standards and learning outcomes are identified in each program,
(ESL, CTE, ASE); everyone speaking a common language;
emerging work on common formative assessments

School-wide accountable
practices for teachers

Common Agreements around classroom agendas, learning objectives,
checking for understanding, and formative assessments;
increased student voice in classroom

Student Learning SMART Goal

Student surveys, learning logs and exit cards that show students know
and can articulate what they are learning

Embedded staff development

Tangible successes

Clearly stated lesson objectives using Bloom’s Taxonomy, backward
design, checks for understanding, classroom formative assessments,
school–wide walkthroughs that include teachers, and purposeful
instructional use of classroom wall space
ASE graduation numbers, persistence data, EL Civics Assessments results,
CASAS results, successful WASC Accreditation!

Nancy George has been an adult education teacher and administrator for over 28 years. She has also taught at the
university level in the teacher credentialing program. Nancy has extensive experience as a group process facilitator
and has been working with Professional Learning Communities for 5 years. She is currently the Director of Adult
Education and Intervention Services for New Haven Unified School District in Union City. Karen Barroso has been
an adult educator for over 30 years. She is currently the Professional Growth and Development Program Manager
for New Haven Adult School focusing on the development of Professional Learning Communities as a model for
continuous improvement. She facilitates workshops and the Professional Learning Communities Institute for
CALPRO. Previously, she was an ESL teacher, Teacher Trainer for the ESL Institute, UC Santa Cruz CLAD and TESOL
Programs, Career and Technical Education and CBET Program Manager and CALPRO Resource Center Manager.

Integrated Education and Training
by CALPRO Stoff
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The California Department of Education (CDE) and the
California Adult Literacy Professional Development Project
(CALPRO) are pleased to announce the development of a
professional development module on Integrated
Education and Training (IET). This module leads agencybased teams of educators and agency administrators
through the process of developing plans for implementing
one of four instructional models that successfully
integrate adult education basic skills instruction (i.e., ESL
or ABE) with technical or occupational skills instruction.
CALPRO will be piloting the IET module in April and May
and will offer the module as part of the annual Training-ofTrainers event in June.

IET Model

1. Co-Teaching
(I-BEST)

2. Alternating
Teaching

3. VESL/VABE
Specific Class

4. Cluster VESL/VABE
Class

What is integrated education and training?
The U.S. Department of Education’s Office of
Vocational and Adult Education defines IET as an
education model that “combines occupational skills
training with adult education services to increase the
educational and career advancement of participants,” and
goes on to say that “in programs that deliver IET, adults
participate in both occupational skills training and adult
education services at the same time.” Participants get
both technical and basic skills during the same period of
enrollment. The CALPRO IET module will introduce four
models for conducting IET (see the table below).

Description
This co-teaching model involves teaching the skills in a particular career technical
education program and language and basic skills in an integrated fashion. Team teaching is
a significant element of the approach. Language and/or basic skills content are taught in a
sheltered English immersion framework by the language or basic skills instructor. Related
technical skills are taught by the career and technical education CTE instructor. After
completion of the I-BEST (Integrated Basic Education and Skills Training) class, students are
prepared to move on to either a related CTE class or employment.
In this model, students first go to a vocation-specific class for two hours a day. Then
students go to the vocational program for two or more hours a day. For example, students
go to a basic skills class for two hours to learn the “soft” skills important for clerical jobs,
such as customer service, dealing with problems, and answering the phone, along with
basic language or reading skills. After the two hours in the basic skills class, students go to
a business information technology class to learn the technical skills for the vocation, such
as how to use Excel, Word, and PowerPoint.
Students attend a vocation-specific vocational ESL (VESL) or vocational ABE (VABE) class.
Upon completion of the class, students will be employable and/or go on to a specific
vocational program. For example, students go to a VESL/VABE class for child development.
Their goal is to work in childcare or become day care providers in their homes. The
VESL/VABE teacher teaches listening, speaking, reading, writing, grammar, and
pronunciation in the context of child development. The VESL/VABE course content is
parenting, safety in the home, and child development, which is taught in a sheltered
English immersion format for lower-level ESL students.
Students in many career fields study together in a single VESL or VABE class because of
district attendance requirements (e.g., all classes must have at least 25 students). Total
class time is three to four hours. The first two hours are a VESL/VABE class focused on
reading, writing, speaking, grammar, and pronunciation using ESL methods with a general
workplace focus. The second two hours, students work in small groups in their career fields
in the same classroom. They use vocationally specific materials, books, and audiotapes, or
the teacher/program adapts workplace specific materials from OTAN ‘s Workplace
Clearinghouse, including computer lessons, DVDs, and CDs.

Continued on page 13

Professional Development Options
by State Leadership Projects
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OTAN: Technology and Distance Learning

TOPSpro Regional Network Groups:

Apply to become the technology mentor or online
instructional leader for your agency! OTAN offers
extended professional development in both of these
areas. Teachers and Coordinators wishing to improve their
ability to use technology effectively in the classroom and
to help colleagues do the same should apply to the
Technology Integration Mentor Academy (TIMAC). If you
are committed to moving some or all of your course
content online and assisting colleagues in this endeavor,
apply for the Online Teaching Academy (OTAC). Both
applications are available on the OTAN Web site,
www.otan.us, and are due in May.

The TOPSpro Regional Network Groups will
continue to meet throughout 2012. Each group features a
field-based facilitator and works together to decide which
topics to discuss at each meeting. CASAS staff are
frequently available at these meetings to answer
questions and provide pertinent information. This spring,
there will be a special focus on encouraging agencies to
begin downloading, installing, and trying out TOPSpro
Enterprise in anticipation of the transition in July. To assist
agencies with this transition process, CASAS is offering
online workshops, as well as in-person TOPSpro Enterprise
trainings in conjunction with the regional network
meetings. Visit http://www.caadultedtraining.org for
more information.

Looking for online content? OTAN has a collection
of online courses and course materials for ESL and ABE
learners. Contact Penny Pearson to learn more, at
ppearson@otan.us. OTAN offers many workshops and
Webinars on technology and distance learning topics.
Webinars include continuing online discussion and
community. See the OTAN Web site for more information,
and go to www.caadultedtraining.org to register for these
and other professional development events.
CASAS Spring Update
WIA Title II Winter Consortium Video:
The 2012 WIA Title II Winter Consortium Video is
now posted on the CASAS Web site. This video is a
collaborative effort between CDE, CASAS and OTAN, and
focuses on transition to the workforce and to
postsecondary education. It includes a discussion of how
to administer core performance follow-up surveys
effectively. The discussion is especially relevant given the
changes to the National Reporting System (NRS) for the
2012–13 program year that address student follow-up
procedures needed to report core outcomes. To view the
video, visit www.casas.org, enter the California
Accountability Peer Community, click on “Training and
Networking,” and select “California Consortium.”
Transition to TOPSpro Enterprise:
Federally funded WIA Title II agencies should
continue using TOPSpro until they submit end-of-year
data, on or before August 15, 2012. To begin learning
TOPSpro Enterprise (TE) now, CASAS encourages all
agencies to install and implement the demo version of TE
Desktop side by side with TOPSpro at your earliest
convenience. This will enable you to migrate a copy of
your TOPSpro data to TE for practice. To request a
download link for the demo, please contact
cfarrell@casas.org. CASAS will release an operational
version of TE by July 1. At that time, CASAS will also
provide instructions on how to permanently retire
TOPSpro and begin using only TOPSpro Enterprise.

2012 WIA Title II Program Survey:
The 2012 WIA Title II Program Survey will be
posted on the CASAS Web site on April 1, and must be
completed (one survey for each WIA Title II–funded
agency) by April 30. The California Department of
Education (CDE) requires collection of this data, which
allows the state to gather important qualitative and
quantitative information and meet federal and state
accountability requirements.
2010–11 Annual CA WIA Title II Performance Report:
This report is now posted on the CASAS Web site.
The report includes information about successful state
leadership projects and activities, significant findings from
evaluation of adult education activities, collaboration with
local Workforce Investment Boards and One-Stops, and
successful activities supported with EL Civics funds. To
access this report, visit www.casas.org, enter the
California Accountability Peer Community, and click on
“CA State Reports and Research Briefs.”
2012 CASAS National Summer Institute:
Join your colleagues at the 2012 CASAS National
Summer Institute, which will take place June 12–14 at the
Town and Country Resort and Convention Center in San
Diego, California. The Summer Institute greatly benefits
local agency staff, and is a valuable opportunity to attend
the most up-to-date training and workshops. Participants
learn about pertinent issues such as the Common Core
State Standards and computer-based testing, and are able
to network with other adult education providers. For more
information, visit www.casas.org/training-and-support/SI.

Updates from the Postsecondary Transitions
Communities of Practice
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by Kathleen Porter, Executive Director, Career, Technical and
Adult Education, Poway Unified School District
The Postsecondary Transitions Community of
Practice was designed to provide the following:
In adult education, we’ve talked about the
importance of lifelong learning for decades. However,
in those conversations, the development of successful
postsecondary transitions programs was rarely the
focus. The importance of preparing adult students for
successful postsecondary transitions or college
readiness is a relatively new idea.

•
•

•
Transitioning students to postsecondary
opportunities became a key ingredient of high school
reform initiatives in the early 2000s. Our changing world
(think technological advancements, globalization, and
resulting economic and labor market changes) demands a
new set of skills to succeed in the 21st century. Consider
this: students in our schools today will be working into the
2050s and 2060s. With the rate of change increasing,
educators are challenged to prepare students to solve
problems and use technologies that we can’t fully
anticipate today. We know that the fastest growing and
the highest paying jobs are jobs that require
postsecondary education. Projections tell us that future
jobs will require postsecondary education and training and
that workers will need to return to school multiple times in
order to update their skills for a rapidly changing world.
How do we create a culture to support successful
postsecondary transitions for our adult students? What
are the emerging promising practices that can help us do
that? And which of those practices might be the most
strategic ones to implement in my specific school in order
to bolster our postsecondary transitions efforts? These
and other similar questions are explored in the newly
developed Postsecondary Transitions Community of
Practice.
The Community of Practice (CoP) framework for
training involves a pre-session assignment, a face-to-face
meeting, an interim assignment, a second face-to-face
meeting, and a post-session assignment. The pre-, interim,
and post-assignments are supported using Moodle, an
online learning system. This model allows participants to
interact with the subject matter and with each other over
an extended period of time—about nine weeks.

•

an experience for agency teams (teacher,
counselor or student support staff, and
administrator) rather than for individuals;
opportunities for participants to work
independently, work within their agency team,
work with their job-alike colleagues from other
agencies, and interact with all members of the
community;
meaningful assignments—the pre-session
assignment involves getting acquainted with the
subject matter; the interim assignment asks
participants to implement some of the elements
of best practices; and the post-session assignment
is to create and post the agency’s postsecondary
transition action plan; and
a format in which the face-to-face sessions weave
in and build on the pre-session and interim
assignment work.

At first glance, sizing up your adult school’s
effectiveness against the measure of your students’
successful transition to postsecondary might seem
overwhelming. However, developing an action plan to
help move your agency forward is not only possible—it
can be just what your agency needs to begin to reenergize
teachers, counselors, and administrators. Just ask some of
the 43 participants of this year’s two Postsecondary
Transitions Communities of Practice.
The Southern California Community of Practice
involved a total of 26 participants from seven agencies—
five adult schools and two community colleges. This
community posted its action plans in February and has
now “completed” the CoP. (The Southern California CoP
hosted by Riverside Adult School is featured in the
picture.) The Northern California Community of Practice
consisted of 17 participants from six agencies (all adult
schools). This group posted its agency action plans in
March.
The draft action plans that each agency developed
were to be integrated and comprehensive. By integrated,
we mean that the roles in the agency should be working
together toward common goals. By comprehensive, we
mean that the plan should include objectives and action
steps for each of the roles in the agency (i.e., goals for
student support staff, goals for instructors, and goals for
administrators). Not surprisingly, there are some common
themes that begin to emerge in the draft action plans that
have been developed.

Updates from the Postsecondary Transitions
Communities of Practice
Continued from page 8
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As the Chinese proverb says, “A journey of a
thousand miles begins with a single step.” In this case,
each agency has been able to begin its journey to
implement a (or expand upon its existing) postsecondary
transition program by drafting an integrated,
comprehensive action plan. None of the steps contained
in the action plans are extraordinarily difficult. They just
represent the step (or steps) that will get the journey
started.

Riverside COP participants above
In the action plans, instructors are commonly
tasked with work on vertical articulations—identifying the
entry and exit skills for each level of instruction.
Instructors are also frequently asked to integrate specific
skills necessary for college readiness into instruction at
every level. Those skills range from writing and research to
making oral presentations. The introduction of college
readiness practices (such as developing syllabi) is also a
common ingredient of action steps assigned to instructors.
Student support staff members (or guidance and
counseling staff) are commonly asked to initiate student
orientations that include academic and career goal
setting, including dispelling common myths about
“traditional” college students. Counseling staff members
are tasked with working with their community colleges to
understand placement tests, cut-off scores, and access to
support services. The development of campus college and
career centers, alumni groups, and the organization of
college tours are also tasks that have frequently fallen
under the guidance and counseling area of responsibility.
Work for the administrators in these action plans
commonly centers around establishing a college-going
vision for the agency; organizing professional
development activities for instructors, counselors, and
other staff to discuss and understand the importance of
the vision; and providing the time and resources needed
to realize the vision. Establishing formal relationships with
community colleges and other community partners
(including developing memoranda of agreement or
understanding) is another task that frequently falls to
administrators. Finally, many plans call on the
administrators to create the organizational infrastructure
systems needed to collect data (including postgraduate
follow-up data) to inform programmatic decisions and to
track the success of postsecondary transitions efforts.

The action plans posted by the Southern and
Northern California groups were, in my estimation,
nothing short of spectacular. Through the process of the
Community of Practice, agencies and individuals have had
a chance to repeatedly reflect on their own practices and
their degree of readiness to implement targeted elements
of successful transition programs. Participants have
explored proven strategies that have helped students in
other settings successfully transition to the next level, and
have been able to think about and discuss which strategies
might be effectively implemented at their agency, and
how to implement them. The Action Plans posted
demonstrate deep thinking about what to change and
how to go about creating that change.
The feedback from the two Communities of
Practice has been resoundingly positive. Maybe one of the
best testaments to the quality of the module, and really to
the Community of Practice format, is the fact that many
participants have expressed a desire to create a
community of alumni from their and other Postsecondary
Communities of Practice to continue collaboration and to
develop new collaborations. I have to smile when I hear
that. Isn’t that what a community of practice should be?
Practice takes time—and as we practice, we improve.

Kathleen Porter has been involved with adult
education, career-technical education, and workforce
development in the San Diego area since 1987. She is
currently the Executive Director of Career, Technical
and Adult Education with Poway Unified School
District, a large suburban school district in north San
Diego County. A former teacher, resource teacher, and
career guidance counselor, she was also previously
the director of Grossmont Union High School District's
East County Career Center, part of the San Diego
Workforce Partnership’s One-Stop Career Center
network.

The Quest for Improved Student Learning
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by John Tibbetts, CALPRO Facilitator
Emeritus Professor of Adult Education, San Francisco State University
The Present Situation
If improved student learning is the central mission of
adult education, then we need to ask: What are the
conditions that promote the greatest advances in
student learning?
In his recent book entitled Wasting Minds, Ronald
Wolk (2011) cites nine myths (or, as he characterizes them,
“incorrect assumptions”) that account for the lack of
greater student learning. These are familiar assumptions,
ranging from “students aren’t working hard enough; we
need more rigorous content standards (preferably on a
national scale); the need for more qualified teachers;
having effective principals in every school; to making the
school day and year longer.” He refutes each of these false
assumptions systematically with research and practical
examples.
What is Wolk’s solution? He suggests that schools,
as we know them, are relics of the past and unable to
prepare students for the future. We need, therefore, to
“create new schools of human scale that are innovative
and very different from conventional schools—schools
that personalize education and evaluate learning based on
student work and performance, not standardized test
scores” (p. 181). How likely is this change to happen? Wolk
cites eight power centers that stifle change: the state,
school boards, superintendents, principals, teachers,
parents, the public, the federal government, and lobbyists.
Despite his eloquence and logic, Wolk leaves us with
formidable challenges—if not impossible ones.
A More Optimistic Solution
Fortunately, there has been recent, extensive
research that proposes more realistic changes that have
proven to increase student learning. These changes also
challenge some of the same assumptions cited by Wolk,
but they offer quite different solutions.
Carrie Leana, in her paper, “The Missing Link in
School Reform” (2011), discusses not exactly a false
assumption, but surely an inadequate one: that we have
invested most of our professional development efforts in
improving individual instructor competence that has not
led to systematic improvement of student learning. This
approach, she notes, is what economists would term an
investment in “human capital.” Human capital in education
relies heavily on three beliefs: (1) the power of teacher
competence, (2) the power of outsiders, and (3) the role
and power of the principal.

Although these beliefs are rooted more in conventional
wisdom than in empirical research, research does suggest
there is some truth in all three of these beliefs.
Results of extensive, recent research, however,
“challenge the prevailing centrality of the individual
teacher and principal leadership in models of effective
public education. Instead, the results provide much more
support for the centrality of ‘social capital’—the
relationships among teachers—for improving public
schools” (p. 2).
What exactly is social capital? Leana explains: “In
the context of schools, human capital is a teacher’s
cumulative abilities, knowledge, and skills developed
through
formal
education
and
on-the-job
experience…Social capital, by comparison, is not a
characteristic of the individual teacher, but instead resides
in the relationships among teachers” (p. 2). Research
shows that teachers who use the social capital model turn
less frequently to “experts” and even less often to
principals for help. Instead, they turn to other teachers.
A large-scale study in New York City between 2005
and 2007 followed over 1,000 teachers in a representative
sample of 130 schools across the city. The study examined
facets of teacher human capital and also noted how much
each student’s knowledge of math advanced in the year
spent with a particular teacher. Most of the teachers were
not comfortable in teaching math concepts; “They are
scared of teaching math because they don’t feel like
they’re very good at it themselves” (p. 3). When asked
whom they talked to when they had questions or needed
advice, the teachers were almost twice as likely to turn to
their peers as to the experts available in the district and
four times more likely to seek help from one another than
from the principal. Students showed higher gains in math
achievement when teachers reported frequent
conversations with their peers (social capital) and when
there was a feeling of closeness and trust among teachers.
For example, if a teacher’s social capital was just one
standard deviation higher than average, the students’
math scores increased by 5.7 percent.
Social capital in the guise of professional learning
community (PLC) collaboration has a long history of
successfully improving student learning. Adlai E. Stevenson
High School near Chicago has had a remarkable history of
success; as many as 96 percent of Stevenson students go
on to college. Richard DuFour pioneered that PLC system
when he was principal at Stevenson High in 1983 (Honawar
2008). Stephanie Hirsh, executive director of the National
Staff Development Council, notes: “You find any highperforming, high-poverty school, and you will find
elements of PLCs” (as cited in Honawar 2008).

The Quest for Improved Student Learning
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In a nutshell, what does that social capital collaboration
look like? It is where teachers meet in course-specific, and
sometimes interdisciplinary, teams each week to discuss
strategies for improvement, and to craft common
assessments, the results of which are analyzed to improve
instruction and student learning.
What happens if you combine human capital and
social capital? The research study found, as expected, that
“students whose teachers were more capable (high
human capital) and also had stronger ties with their peers
(strong social capital) showed the highest gains in math
achievement” (p. 4). In addition, even for weaker teachers,
strong social capital went a long way toward improving
student achievement. The research also found social
capital losses (e.g., frequent transfers of teachers, lack of
time to collaborate and develop trust) to be highly
detrimental to student achievement.
What about the role of administrators? In a study
in Pittsburg public schools, the role of the principal was
also addressed. The results showed that on average,
principals spent 57 percent of their time on administrative
matters and about 25 percent of their time on
instructional activities (e.g., mentoring and monitoring
teachers). Only 14 percent of their time was spent
developing community relations (meetings with
foundations, publishers, or the public) to enhance the
school’s resources. But it was this building of external
social capital that made the most positive difference both
for teachers and for students. Time spent mentoring and
monitoring had no effect on teacher social capital or
student achievement. “The most effective principals were
those who defined their roles as facilitators of teacher
success… They provided teachers with resources needed
to build social capital—time, space, and staffing—to make
the necessary teacher collaborations.”
These findings about the principal’s roles are
supported by the University of Minnesota’s six-year study
of leadership and learning in K–12 schools (2010). That
study found “little evidence that a principal’s leadership
had a direct effect on student learning apart from
improving the environment for teachers and students” (p.
41). The professional learning community (PLC) movement
often refers to this improved environment as a “culture of
intentional learning.” In that culture, learning is the focus
at every level—administrative, instructor, and student. It is
important to note that this culture change is not dictated
as a top-down change. As Honawar notes (p. 8), “Schools
can begin by organizing teachers into collaborative teams
and have them ask the question: What do we do when
students don’t learn? It will slowly but surely change the
culture of the school.”

Implications for Practice
The research confirms three distinct findings
applicable to adult education as well as to other levels of
education.
1. Whereas the main focus of professional
development in adult education has been on
developing instructional strategies (human c a p i t a l )
without follow-up studies to see the effects on
student achievement, we have largely neglected the
development of collaborative instructional teams
(social capital) to determine the emphasis,
assessments, and instructional approaches best suited
for specific learning goals. The fledgling professional
learning community (PLC) movement is one exception.
2. Teacher stability has been shown in the research
to be an important component in the achievement of
student learning gains. Part-time instructors, open
entry/open exit enrollment, and high turnover of both
instructors and administrators make it difficult to
implement the components of administration and
instruction that are known to lead to significant and
relevant learning gains.
3. Research tends to confirm (1) that the role of the
administrator is most important in developing a school
culture/climate focused on learning (2) that
administration is supported by distributive leadership
among staff, and (3) that the development of
community support is more important than a focus on
instructional leadership alone.
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One way is through direct explicit instruction and
through contextualized materials. Ronna Magy, former Los
Angeles Unified School District teacher trainer, suggests
using contextualized materials to form activities that
require soft skills. She recommends contextualized
scenarios that can be used in any adult education
classroom at any level through scaffolding the information.
In each level, students have to formulate a solution to a
workplace problem as well as learn the steps to solving a
problem. Through these activities, the students are not
only practicing hard skills like reading, fluency, and
pronunciation; they are also applying soft skills. This
means that just by adding something as simple as
workplace scenarios to our instruction, we can
contextualize the important skills that are needed in the
workforce.
Accessibility
Accessibility is the final component of connecting
adult education to the workforce. Adult students have to
be able to access the resources necessary for meeting the
needs of the global economy. For some it might be a
postsecondary degree. For others, it might be beginning a
career. Whatever the student’s goal, it is the responsibility
of adult schools to create the paths to help them reach
that goal. According to Cheryl Keenan, from the U.S.
Department of Education’s Office of Vocational and Adult
Education, the key to meeting the demands of the
workforce as well as the needs of the students is to create
pathways that provide multiple access points. One model
that has received praise is I-BEST (Integrated Basic
Education and Skills Training). The essence of this program
is that it provides workforce training with ABE or ESL so
that students learn literacy and workplace skills at the
same time.
Of course, different models meet the needs of
different populations while producing the same outcome.
They are intended to help students get the skills they need
and transition from school to work and/or postsecondary
education. Whatever the student’s goal, with detailed
program implementation that gives students access, adult
educators can help them get there and be a successful
employee in the global economy.
Putting It All Together: What Can California Do?
Although these ideas are great in theory, funding
issues make implementing them a little more challenging.
Yet, if California wants to continue meeting the needs of
adult students, we must promote 21st century job skills.
How do we do it? Dr. Benest provided some insight into
actions that California adult education should take.

First, he suggested restructuring teacher education
and credentialing to equip adult educators with knowledge
of the demands of the 21st century workforce to meet
their students’ needs. California should take a close look at
the requirements for becoming an adult educator and
redesign its teacher education courses to provide this
essential information.
Next, he emphasized the importance of attracting
“baby boomers” who are seeking encore careers. Many
adult schools do this by offering job skill programs such as
computer programming, website design, and medical
courses. It is important that programs advertise to let the
community know what is available through their local
adult schools.
Finally, he suggested doing a better job of
branding adult education and literacy throughout the
state. One way to do this is by creating and promoting
exemplary programs that have multiple access points for
all adult students at any stage in their life. We should then
share these successes nationally to bring awareness to the
quality of programs offered in our state. By taking these
actions into consideration during the process of program
planning and/or reconstructing, California can help equip
students for the 21st century global economy.
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The following websites offer more information on
building connections between education and labor in
different populations:
Model Programs

CALPRO anticipates that demand for the IET
Training-of-Trainers event will be high. Once facilitators
are trained, CALPRO plans to add this module to the
current list of professional learning offerings that
programs can request beginning in the 2012–13 year. If
you have questions about the Training-of-Trainers event
or are interested in scheduling future professional learning
opportunities at your site, please contact Cherise Moore
at cmoore@air.org.

I-BEST, Washington
http://www.sbctc.ctc.edu/college/
e_integratedbasiceducationandskillstraining.aspx
Maine Access
http://www.maine.gov/education/aded/dev/
pathways.htm
Shifting Gears, Midwestern United States
http://www.shifting-gears.org/
National Transitional Jobs Network
http://www.heartlandalliance.org/ntjn/
Literacy Chicago
http://www.literacychicago.org/
Breaking Through: Jobs for the Future
http://www.jff.org/projects/current/workforce/
breaking-through/20

Face-to-Face Workshops
CALPRO is collaborating with agencies across the
state to offer face-to-face regional workshops. The most
popular topics this year have been:
•
Integrated and Contextualized Workforce Skills
in the ABE/ASE Classroom,
•
Integrated and Contextualized Workforce Skills
in the ESL Classroom,
•
Differentiated Instruction,
•
Learner Goal Setting, and
•
Postsecondary Transitions (offered in the
Community of Practice framework).

Incumbent Worker Training
http://www.itagpa.org/index.php?id=20

Participants can register for regional workshops
online by using the CALPRO Event Calendar at
http://www.calpro-online.org.

Equipped for the Future
http://eff.cls.utk.edu/

Each year, CALPRO adds to the modules
available for face-to-face regional workshops. Starting
next fall, CALPRO will add the Integrated Education and
Training module as well as an updated Community of
Practice version on the Optimizing ESL Instructional
Planning: Management, Monitoring, and Reflection
module.

Ashley Ruiz has been teaching since 2004. She began as
a kindergarten teacher and then transitioned to adult
school in 2007 at Paramount Adult School. She began by
teaching ESL distance learning and now also teaches
concurrent high school students and ABE. She has a
master's degree in teaching reading and her ABE class
utilizes Evidence-Based Reading Instruction (EBRI).

Administrators planning next year’s professional
development can contact CALPRO to host a regional
workshop on a topic relevant to their students’ goals and
staff needs.
For details, visit http://www.calpro-online.org/
documents/HostRegionalWorkshops.pdf or contact
Cherise Moore at cmoore@air.org.
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CALPRO‘s robust online program continues to
expand, offering adult educators increased access to
professional learning. Here’s a look at what is new this
spring!
CALPRO’s Electronic Community of Practice (e-CoP)
The mission of CALPRO’s all-new electronic
Community of Practice, opened in December 2011 and
housed at http://calproecop.groupsite.com, is to expand
the professional knowledge of adult educators through an
exchange of practitioner wisdom that ultimately results in
increased student learning. In the e-CoP, educators can
engage in discussions and share resources—or access new
ones—from the e-CoP or any of the three companion
Virtual Workrooms on CALPRO’s Web site, which focus on
multilevel ESL instruction, workforce readiness, and best
practices in ABE reading instruction.
E-CoP Webinar Series
An exciting feature of CALPRO’s new electronic
Community of Practice is its interactive Webinars, which
began in January 2012 and are open to current and
prospective members. These professional learning events
address a variety of topics, such as Developing ESL
Students’ Communication and Workforce Skills through
Cooperative Learning Activities (April 27) and Developing
Students’ Problem-Solving Skills in the Multilevel ESL Class
(May 11). Register for these and other e-CoP Webinars
through the Event Calendar on CALPRO’s Web site. After
the Webinars, educators can continue the conversation
and learning in e-CoP discussion forums. Finally, the e-CoP
maintains an archive of past e-CoP Webinars, associated
materials, and discussions, thus providing access to these
professional learning opportunities to a greater number of
adult educators.
Virtual Workroom on Best Practices in ABE Reading
Instruction
Opened in December 2011, the new Virtual
Workroom demonstrates best practices in ABE reading
instruction. The workroom is built around a series of short
videos of ABE teachers instructing their learners in reading
and also modeling direct, explicit instruction and other
best practices. Accompanying each video is a pre- and postviewing application activity, along with related research
and additional recommendations for further study. To log
in to any of the three Virtual Workrooms, visit
http://www.calpro-online.org/VirtualWorkroom/
default.asp.

Video Library
The Video Library, located at http://www.calproonline.org/onlinevideolibrary.asp, contains, among other
video resources, a growing archive of CALPRO Webinars on
current and emerging priority topics. Recent topics from
the Administrators Forum series, for example, include:
• Building Strategic Community
Partnerships,
• Creating Postsecondary Pathways, and
• Implementing PLCs: An Administrative
Perspective.
ABE, ASE, and ESL teachers can access recorded
webinars from the Instructors Forum series, including:
• Contextualizing Workforce Skills, and
• Preparing ABE/ASE Students for the 21st
Century Workforce.
All adult educators can better see the relevance of
research to their work with adult learners by viewing the
Adult Education Research Webinar series, including:
• Transitioning English Language Learners, and
• In-service and Pre-service ABE-ESL
Teacher Training in Reading.
Visit CALPRO at http://www.calpro-online.org.
Attention ABE Instructors!
CALPRO has some exciting online products and services to
support ABE teachers:
•

Virtual Workroom on Best Practices in ABE Reading
Instruction - The new Virtual Workroom features a series
of videos spotlighting LAUSD instructor Guillermo Verdin
demonstrating the steps of direct, explicit instruction with
his ABE students.

•

CALPRO electronic Community of Practice (e-CoP)
Webinars
• Developing ABE Students’ Reading by Applying Best
Practices
• Interview with ABE Instructor Guillermo Verdin

•

Orientation for New ABE Instructors (a self-directed online
course). For more information, visit http://www.calproonline.org/selfdirectedcourses.asp.
Check the CALPRO Event Calendar for registration details.

State of the Field

15

Continued from page 3

•

Communicating the unique opportunity that adult
education provides older students who, for
whatever reasons, did not complete requirements
for a high school diploma, who need instruction in
basic skills or language development, or who need
to develop better job skills, while simultaneously
maintaining jobs or seeking jobs, or parenting, or
doing any combination of those.

•

Disseminating best practices related to:
• Forming collaborative partnerships that
support program implementation or
provide additional program resources,
• Coordinating integrated student support
services for accelerating students
transition into postsecondary pursuits, and
• Establishing professional learning
communities for instructional support
tailored to students’ learning needs.

Yet another step toward enhancing the accessibility
of adult education programming to adult learners involves
the implementation of actionable aspects of the California
Department of Education (CDE) Plan for Adult Education:
Linking Adults to Opportunity. The Adult Education Office is
currently working on an effective way to articulate the
“doable” pieces of the plan described in the plan’s
blueprint. The goal is to provide some guidance for
implementation and to highlight exemplary programs and
practices that have demonstrated success in addressing the
plan’s components.
The Adult Education Office is also in the process of
re-establishing the Field Partnership Team. This group of
representatives from the field will serve as a conduit for
information between the CDE and the field and provide a
perspective from the field regarding adult education issues
and challenges.
These are both exciting and turbulent times for
adult education. I am reminded of a quote from A Tale of
Two Cities by Charles Dickens: “It was the best of times, it
was the worst of times, it was the age of wisdom, it was the
age of foolishness, …we had everything before us, we had
nothing before us.” I am coming down on the side of
viewing the state of adult education in California as the
“best of times,” if we can negotiate the challenges before us
with wisdom.

We indeed have “everything before us,” if we
exploit the possibilities for effective collaboration and
advocacy with local and state-level stakeholders. There is
much to be done, and I feel honored to participate with the
adult education community as we undertake the work
ahead of us.

Calendar of Events
TESOL Convention
March 28-31, 2012
Philadelphia, PA
http://www.tesolconvention.org
CATESOL State Conference
April 12-15, 2012
Oakland, CA
http://www.catesol.org/annualconference
COABE National Conference
April 10-13, 2012
Norfolk, VA
http://www.coabeinvirginia2012.org/index.html
CCAE State Conference
May 3-5, 2012
Fresno, CA
http://www.ccaestate.org/conferences.html
CASAS Summer Institute
June 12-14, 2012
San Diego, CA
http://www.casas.org
ACSA Leadership Summit
November 8-10, 2012, Sacramento, CA
http://acsa.org/MainMenuCategories/ProfessionalLearning/
LeadershipSummit.aspx
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Training-of-Trainers Institute
C at h e r i n e G re e n
CALPRO will conduct the Training-of-Trainers
(ToT) Institute in Sacramento on Wednesday and
Thursday, June 27 and 28, 2012. The purposes of the
ToT Institute are to develop a cadre of certified trainers
to facilitate CALPRO professional development modules
and to build professional development leadership in the
adult education field. This year the ToT will focus on the
newly-developed module, Integrated Education and
Training (IET). This module is designed to help agencies
develop an integrated, comprehensive action plan for
implementing an effective IET model. The model
implemented will ultimately improve students
preparation for their next steps in academic and career
training.
Administrators are invited to nominate
appropriate staff members for consideration for the
Training-of-Trainers Institute. The ToT is for individuals
who will commit to following up on the ToT by
presenting Integrated Education and Training for their
agency, for their region, or for CALPRO.
Applications are now available at:
http://calpro-online.org/documents/CALPROToTJune
2012NominationFormCDEApproved.pdf
Applications are due by May 3, 2012. For
questions on the application or the Training-of-Trainers
Institute, please email Cherise Moore at
cmoore@air.org.
CALPRO is a state leadership project of the California
Department of Education (CDE), Adult Education
Office, http://www.cde.ca.gov. The CDE contracts with the
American Institutes for Research, http://www.air.org, to
fund CALPRO activities.
The CALPROgress periodical is published twice a year and
features issues related to adult education and literacy. It
contains news about local programs in California and
CALPRO services that support professional development to
enhance adult learning.
CALPRO invites readers to send their articles related to
professional development in adult education and literacy to
Cherise Moore at cmoore@air.org.
Read CALPROgress online at http://www.calpro-online.org.

Meet CALPRO’s Deputy Director
The American Institutes for Research (AIR) and the
California Department of Education's Adult Education
Office are pleased to announce that Catherine Green has
been appointed to the role of Deputy Director of CALPRO,
effective January 2012. Catherine has worked in the field
of teaching English to speakers of other languages (TESOL)
for the past 28 years, focusing on adult learning, teacher
education, professional learning, and since 1998, distance
learning via the Internet.
AIR hired Catherine in 2006 to lead CALPRO’s
technology-based professional development initiative.
Under her leadership, this initiative has grown from three
facilitated titles that served 66 adult educators in
2005–2006 to 12 course titles serving nearly 400 adult
educators in 2010–2011. In addition, Catherine has
enlarged and diversified the program to feature new
online workshops in real time, Webinars, and self-directed
courses that last year served 415 educators, as well as
many other resources (see CALPRO Highlights, pp. 14 ).
Catherine has consistently sought input and feedback
from CDE and the field, and she has built capacity by
developing a corps of field-based product developers and
facilitators.
Prior to joining CALPRO and AIR, from 1998 to
2006, Catherine led teacher education and professional
development courses online for several universities,
including UCLA, UC Santa Cruz, and the New School
University of New York. From 1994 to 1998, she directed
a large vocational ESL program at a Silicon Valley high-tech
manufacturing firm based on a customized curriculum she
developed. As an adult ESL instructor, Catherine has
taught a wide variety of credit and non-credit courses at
California community colleges and universities.
Catherine has won three Fulbright Lecturer
Scholarships, as well as other awards, and has taught
teachers internationally. Among her publications are
“Multiple Intelligences and Online Teacher Education” in
ELT Journal (volume 59, issue 4), and Tasks for Teacher
Education: A Reflective Approach, co-authored with Rosie
Tanner (for Pearson Education, in 1998).

