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"Education is what survives when
what has been learned has been

forgotten”
BF Skinner
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Introduction and Ethos of the Course W

We share the following values: SCALING THE

HEIGHTS
Learning and teaching are systemic

Learning involves the whole person, the social, the emotional, and the physical as well as the
cognitive. We aim to balance the scientific and reductionist basis for teaching medicine by
recognising the relationship between physical and mental states in learning

Learning is personal

We learn and teach in a variety of ways and there is no one right way to learn. We explore a wide
range of learning/teaching activities to achieve a flexible response to the diversity of learning styles
and contexts.

Learning is more effective when the learners are motivated intrinsically and are in

control of their own learning

We believe that even in training contexts where there is an ‘external’ agenda it is possible to help
learners harness their internal motivation to achieve these requirements. On Scaling the Heights
courses we explore the processes involved in sharing and transferring power and control from
facilitator to learner.

Those who have considered their own development are better equipped to help others

develop and implement change

Within Scaling The Heights we set a premium on our own development as educators and to this end
we aim to meet regularly to share teaching/learning experiences and learn from one another.

Course Aims

On our courses we aim to:

* enhance the motivation of the participants to want to learn and develop

* to provide a context where participants can improve their capabilities and implement the
necessary changes

* enable participants to consider the systems that constrain or provide the opportunity to transfer
learning and sustain change back in the workplace.



Course Objectives

R/

< We hope that by the end of the course you will:
» Be more expert in identifying the needs of learners
» Have arange of educational skills to satisfy those needs

» Know more about evaluating your educational activities and assessing learning

7

* Increase your confidence as a teacher in a supportive and stimulating
environment by:

> ldentifying your own learning needs as an educationalist
» Extending your personal and professional development

» Experiencing a range of methods and modes of teaching and
learning

» Reflecting on your values and beliefs about education
» Having fun working together

» Understanding that environment matters.



Outline Programme: - To be reviewed on every module

Session One

R

+* Relationships

Session Two

7

+* Diagnostics

Session Three

7

% Management

Session Four

R

** Professionalism

Session Five

R

1. Communication & consulting skills
2. Teaching holistically

3. Working with colleagues and in teams

1. Educational data gathering
2. Teaching (facilitation of learning for others)

3. Make an educational diagnosis and decisions

1. Managing complex educational situations
2. Educational administration and Information Technology

3. Community orientation

Maintain your performance, ongoing learning & teaching skills
Maintaining an ethical approach to training,

Maintain your fitness to teach

** Feedback and Evaluation



Session One - Relationships

‘I know of no more encouraging fact than the unquestionable ability of man to elevate his life by
conscious endeavour’

Henry David Thoreau

Climb if you will, but remember that courage and strength are naught without prudence... Do
nothing in haste; look well into each step; and from the beginning think what may be the end

Edward Whymper, Scrambles amongst the Alps
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“Life is a succession of

lessons which must be
lived to be understood”

Helen Keller
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Aim To create a climate conducive to learning in small groups.

Exercise

Introduction by group leader

Introductions are about helping people feel at ease in the group, creating an atmosphere in which they can talk
more freely. Self-disclosure helps to create rapport whether in a group or in a one-to-one communication.
These questions are designed to help you facilitate your partner’s self-disclosure at different levels. | stress the
word facilitate so please feel free to choose if and how you use them, and in particular allow the interviewee
complete freedom to choose how to respond.

Interview
Course members interview each other, using this handout.

1. Give me a WHERE,

Tell me about a PLACE that has a special significance to you.

2. Give me a WHAT,

- Something important or unusual that you DO or HAVE DONE.

3. Give me a HOW,

Tell me about a SKILL or ABILITY you are proud to possess.

4, Give me a WHY,

Tell me why you do an ACTIVITY that is important to you.

5. Give me a WHO,

- Something CENTRAL to yourself: something making you who you are.

6. Finally, tell us YOUR HOPES for this course.

Both interviewer and interviewee might like to clarify at this point which disclosures they would
prefer to go into and which to be left out of the feedback in the group.



The NLP logical levels (also known as the logical levels of change, the logical levels of thinking and
the neuro-logical levels) can be useful for assisting with, or understanding, change or ways of
thinking from an individual, social or organization’s point of view. They were developed by Robert
Dilts and are based on the "neurological levels" proposed by anthropologist Gregory Bateson.

Although an artifice, with no proven neuro-physiological or psychological basis the concept can allow
different perspectives on issues, normally generating a way forward and often a solution. For many
of us there is benefit in “walking” it through, adding psychomotor reinforcement.

Six Logical Levels

Level Questions corresponding to logical levels

Spirituality/Purpose Who else? For whom? This can be viewed as your connection to a larger
system. If you are an individual or company providing NLP related
services, what impact are you having within your community, where you
live and work, the NLP community, your culture and the culture of

others?

Identity/Mission Who? Who are you as an individual or company? What role do you play
to achieve your purpose? How do you think of yourself as a

person/organization —i.e. | am a successful person.

Beliefs and Values Why? Why do you do something? What do you believe in or value? As an
individual, you may believe you can do anything you choose. Or you may
value honesty. From a company perspective, the company may value

good customer service and/or the well-being of staff.

Capabilities/Strategies How? How do you go about doing things? As an individual or company,

what are your capabilities, skills, strategies or action plans?
Behaviours What? What are your behaviours?

Environment Where? When? With Whom? Where, when and with whom do you

display your behaviours? What are the external influences on you?




"From the psychological point of view there seem to be five levels that you work with most
often.

e The basic level is your environment - your external constraints.
e You operate on that environment through your behaviour.
e Your behaviour is guided by your mental maps and your strategies, which define
your capabilities.
e These capabilities are organized by belief systems and beliefs are organized by
identity."
Robert Dilts

Using Logical Levels to Explain/Understand Change

1. Short-term vs. long-term change: Sometimes people find that NLP techniques worked great at
changing an unwanted behaviour for a short period of time, and eventually the unwanted behaviour
returned. How can this be? If the new behaviour was not in alignment with the person's beliefs and

values or identity, the higher level would override the lower level.

For change at the behaviour level to be long-term, the desired behaviour change must either be in

alignment with the higher levels or the change must take place at a high level i.e. identity.

2. Organizational change: Have you ever been involved in change within an organization? What are

some of the more common change activities?

How about a new organization chart? Or maybe change the physical layout of the offices. This is
change at the level of environment. Do you think it will be long-lasting? Only if the change is in

alignment with the higher levels.

Or maybe staff are told to perform in a different way (behaviour) without receiving the necessary
training (capability/strategy). Unfortunately, this happens far too often. When money becomes tight,
the first thing cut is the training budget! Again the change will most likely not be long-lasting.

3. Health/Career: Suppose you have a goal for yourself (health, career...) and it is not in alignment

with one of the higher levels. How successful do you think you will be in achieving your goal?

4. "The problems of today can only be solved at a higher level of thinking than that which created
them" — Albert Einstein: Many people refer to this quote and few explain how you can do it (i.e.
move to a higher level of thinking). Using logical levels, you can explain it. For example, if there is a

problem at the behavioural level, to solve it we must move to at least the capability/strategy level.

NLP can assist you in making change at the higher levels (beliefs and values, identity and
spirituality/purpose) or can help you to ensure that your goals are aligned at all levels. Once this

happens, your goals in life often become clear and obtained effortlessly.



Session Two — Diagnostics

What lies behind us and what lies before us are tiny matters compared to what

lies within us.
Oliver Wendell Holmes

“It’s a round trip. Getting to the summit is optional, getting down is

mandatory” Ed Visteurs
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"A man does not climb a
mountain without bringing
some of it away with him
and leaving something of
himself upon it."

Martin Conway.
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Action plan Description
If it arose again what What happened?
would you do?

The

Feelings
What were you

Conclusion = at v
What else could Relfl e Ct |Ve thinking and

feeling?

you have done?

Cycle

Evaluation
} What was good and
Analysis bad about the
What sense can experience?

you make of the
situation?

Reference:

Gibbs, G. (1988) Learning by Doing. A Guide to Teaching and Learning Methods
Further Education Unit, Oxford Polytechnic, Oxford

Available online at: http://www2.glos.ac.uk/gdn/gibbs/index.htm (accessed February 2005)
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(an extract from Philip Burnard Teaching
Interpersonal Skills, 1989)

Moving on from the discussion of experiential
learning, the theory of knowledge and the
historical perspectives, it is possible to draw out
those characteristics that go to make up the
approach to learning known as the experiential
approach. These characteristics are offered as a
further means of clarification and as the beginning
of practical guidelines about how to use the
approach in practice. In the next chapter, specific
experiential learning methods will be described in
detail.

In experiential learning there is an accent on
action

Both the Dewey and the humanistic approaches to
experiential learning involve the learner in action.
This is not to say that the learner is 'doing
something’ in a trivial sense but that she is
engaged in an activity that should lead to learning.
This is in opposition to traditional
teaching/learning strategies which require that the
learner remain passive in relation to an active
teacher who is the dispenser of knowledge. Freire
(1972) has called this traditional approach the
'banking' approach to education: knowledge is
delivered to the learner in chunks and the learner
later 'cashes out' this information in examinations.
The experiential learning approach is closer to
Freire's concept of 'problem posing' education.
Here problems are encountered through
discussion, argument and action. The learner is no
longer passive but in dialogical relationship with an
equally active teacher.

There is a second, less important sense of action
too. In experiential learning the learner is often
physically moving to take partin structured
activities, role play, psychodrama and so on, as
opposed to more traditional learning situations in
which the learner is sitting behind a desk or table.

Learners are encouraged to reflect on their
experience

Most writers acknowledge that experience alone is
not sufficient to ensure that learning takes place.
Importance is placed on the integration of new
experience with past experience through the
process of reflection (Kolb, 1984; Kilty, 1983;
Freire, 1972; Burnard, 1985).

Reflection may be an introspective act in which the
learner alone integrates new experience with old.
It may also be a group process whereby sense is
made of an experience through group discussion.
If reflection as a group activity is to be successful,
the group leader is required to act as a group
facilitator and may require special skills and
knowledge. These skills and types of knowledge
are discussed in later chapters of this book. It is
suggested that the skills associated

With group facilitation are different from the skills
associated with the usual processes of teaching in
that the group facilitator takes a non-directive or
non-authoritarian stance in relation to the
learners. In a reflective group, the leader as
facilitator is not ascribing meanings to experience
nor offering explanations but allowing learners to
do these things for themselves.

A Phenomenological approach is adopted by the
facilitator

Phenomenology may be defined as the description
of objects or situations without their being
ascribed values, meanings or interpretations.
Phenomenology as a philosophy was developed by
Husserl (1931) and underpins the philosophical
writings of the existentialists (Sartre, 1956;
Macquarrie, 1973).

The facilitator who uses a phenomenological
approach restricts himself to the use of description
as a means of summarizing what a learner has said
and enables that learner to invest their own
learning with meaning. The 'valuing' process is left
to the learner. It is the learner who ascribes
meaning to what is going on in the learning
environment and the facilitator's meanings are not
automatically foisted on the student. Reflecting
this phenomenological approach, which eschews



interpretation of experience by another person,
Carl Rogers (1983) prefers to use the term
'facilitator of learning' rather than the more
traditional terms 'teacher’' or 'leader'. In using such
a descriptor he hoped to remove the connotation
of the teacher as expert or authority in the
interpretation of experience. In the literature on
experiential learning, the term facilitator is often
used in preference to the terms teacher, lecturer,
tutor or leader.

There is an accent on subjective human
experience

Alfred North Whitehead (1932) discussed the
problem of 'dead knowledge' and asserted that
knowledge kept no better than fish!

The experiential approach to learning stresses the
evolving, dynamic nature of knowledge. Rather
than evoking R.S. Peter's (1972) notion of
education as initiation into particular ways of
knowing, it stresses the importance of the learner
understanding and creating a view of the world in
that learner's own terms. Postman and
Weingartner (1969) noted that traditional
education assumes a linear model of knowledge in
which there is absolute truth and a single fixed
reality. Citing anthropological evidence that our
language tends to limit our view of reality (Worf,
1956) and that the means by which subject matter
is communicated fundamentally alters the content
of that communication, Postman and Weingartner
challenge the linear view of education, claiming
that learners need to develop the ability to ask
critical questions about any so-called 'facts' that
are presented to them. They quote Ernest
Hemingway in suggesting (rather irreverently) that
all learners should be encouraged to develop
'shockproof crap-detectors'!

Experiential learning allows for different means of
communicating concepts, accounts for 'multiple
realities' and invites critical reflection. In this
respect, it differs considerably from the traditional
model of education and training.

Human experience is valued as a source of
learning

The accent in experiential learning, through its
variety of learning methods and through its name,
is on experience. Learners, as has been noted, are
encouraged to reflect on past experiences to plan
for future events. In formulating this concept of
andragogy (the theory and practice of the
education of adults), Malcolm Knowles (1978,
1980) stresses the value of experience in the
sphere of adult learning. He maintains that as an
individual matures so she accumulates an
expanding reservoir of experience that causes her
to become a rich source for learning. Knowles
argues that the resource should be tapped in the
educational process because, as Knowles puts it
'To an adult, his experience is who he is' (Knowles,
1978). Thus, for Knowles, there is an important
ontological issue: an adult's experience is not
something exterior and tacked on but is part of the
person's self-concept. Experiential learning then is
an attempt to make use of human experience as
part of the learning process. It may be noted that
the humanistic approach to experiential learning
pays particular attention to the emotional aspect
of the individual's experience (Heron, 1981).

Finally, whilst discussing the characteristics of
experiential learning, it may be noted that what is
under consideration is:

1. a set of teaching/learning methods, and
2. an attitude towards learning.

The experiential learning approach as an
attitude commends a model of education which
stresses autonomous judgement, freedom of
thought and the value of subjective human
experience - values that may be supported by
anyone working in the health professions.

Philip Burnard

Teaching Interpersonal Skills, 1989, pp 12-15



What are characteristics of constructivist
learning and teaching? Jonassen' described
the application of constructivism to learning
environments. He identified a number of

design principles —

1. Create ‘real-world’ environments that
use contexts in which the learning is

relevant

2. Present authentic tasks - focus on
realistic approaches to solving real-

world problems

3. The teacher is a coach and analyser of
the strategies used to solve these

problems.

4. Emphasise interrelatedness, providing
multiple representations, or

perspectives on the content. Support

collaborative construction through

social negotiation.

Instructional goals and objectives
should be negotiated and not

imposed

Evaluation should serve as a self-
analysis tool. Foster reflective

practice.

Provide tools and environments that
help learners interpret the multiple

perspectives of the world.

Learning should be internally
controlled and mediated by the

learner

Use scaffolding in order to help

students perform beyond the limits of

their ability




Session Three — Management

‘Things which matter most must never be at the mercy of things which matter least.’

Goethe

The greatest challenge to any thinker is stating the problem in a way that will allow a
solution. - Bertrand Russell
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"Be master of your petty annoyances and
conserve your energies for the big, worthwhile
things. It isn't the mountain ahead that wears
you out — it's the grain of sand in your shoe.”

— Robert Service (1874—1958).
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There is a minimum of three ways we can look at our
experience. In the most recent work by John Grinder
and Judith Delozier they are called first, second and
third perceptual positions.

e  Firstly, you can look at the world completely
from your own point of view, your own reality
within yourself, in a completely associated
way, and not take anyone else’s point of view
into account. You simply think, ‘How does this
affect me?’ Think back and concentrate on a
time when you were intensely aware of what
you thought, regardless of anyone else in the
situation. This is called ‘first position’ (and
you have just experienced it as you
concentrated on your own reality, regardless
of the instance you selected).

e Secondly, you can consider how it would look,
feel and sound from another person’s point of
view. It is obvious that the same situation or
behaviour can mean different things to
different people. It is essential to appreciate
another person’s point of view and ask, ‘How
would this appear to them?’ this is called
‘second position’, often known as empathy. If
you are in conflict with another person, you
need to appreciate how they feel about what
you are doing. The stronger the rapport you
have with the other person, the better you
will be able to appreciate their reality, and the
more skilled you will be at achieving second
position.

e Thirdly, you can have the experience of seeing
the world from an outside point of view, as if
you are a completely independent observer,
someone with no personal involvement in the
situation. Ask, ‘How would this look to
someone who is not involved?’ This gives you
an objective viewpoint and is known as ‘third
position’. It is on a different level to the other
two, but it is not superior. Third position is
different from being dissociated. You take an
objective and resourceful view of your own
behaviour so you can evaluate and generate
some useful choices in any difficult situation.
Being able to take a third position view of a
problem is a very useful skill and can save you
a lot of the stress and trouble that results
from hasty actions. All three positions are
equally important, the point is to be able to

move between them freely. Someone stuck in
first position will be an egotistical monster,
someone habitually in second will be unduly
influenced by other people’s views, someone
habitually in third will be a detached observer
of life.

We all spend time in these three positions, we do them
naturally, and they help us to understand any situation
or outcome better. The ability to move cleanly
between them, consciously or unconsciously is
necessary to act with wisdom, and to appreciate the
wonderful complexity of our relationships. The
differences you see when you look at the world in
different ways are what give it richness and what gives
you choice. First, second and third positions are an
explicit recognition that the map is not the territory.
There are many different maps.

The idea is to be aware of difference, rather than try to
impose uniformity. It is the difference and the tension
between these different ways of looking at the world
that is important. Excitement and invention comes
from seeing things in a different way. Sameness
breeds boredom, mediocrity and struggle. In biological
evolution it is the species that are the same that come
into conflict and struggle to survive. Wars erupt when
people want exactly the same scarce resources.
Wisdom comes from balance, and you cannot balance
unless there are different forces to be balanced.

SUN WA
., SKITE




Facilitator Authority:

o Tutelary (guardianship, and
possession of teaching and learning
competences)

o Political (in making decisions about
planning and delivery)

o Charismatic (through the facilitator’s
way of being and behaving)

The challenge for all teaching is to integrate a
genuine (benign) authority in the facilitator with
the autonomy of the learner. Here lies the
tension, between the passing-on on the one hand,
and the self-generated nature of personal
learning on the other.

Learning as autonomous and holistic

The immediate process of learning is self-
generated: to learn is to come to understand
something or to acquire a skill, either of which is
retained by practice or rehearsal. We learn what
interests us, that is, what is useful or intrinsically
worthwhile or both; and because it interests us
we are committed to stay the course until we
have learned it. Both interest and commitment
are necessarily self-generated: they are negated
or distorted by any attempt to impose them.

So — self-generated learning is by its nature
autonomous.

Autonomy of learning is also dictated by:

o Humanistic adult learning
principles: adults make a choice
about their learning. (Knowles)

o Professionalism, which requires
that along with professional
content knowledge, individuals
also acquire the ability to self-
reflect, self-regulate, and self-
direct. (Sch6n)

o The natural human right to self-
determination. (Locke)

Holistic learning has face validity — where physical,
emotional, cognitive, spiritual and political
integration occurs there will be fewer obstacles to
effective learning.

This idea is supported by Systems Theory (as
applied to psychology and learning), which
understands individuals in terms of relation and
integration. Teaching and learning must take
account of the simultaneous and mutually
interdependent interaction between his or her
multiple aspects.

The application of authority in initiating the
learner’s autonomy and wholeness

a. Tutelary procedures
Open learning — giving the learner the

opportunity to pace their own learning

Active learning — employing experiential
teaching learning methods

Real learning — using problem-oriented
learning, and workplace projects

Peer learning — consciously providing the
opportunity for interaction, collaboration
and support from fellow-learners

Multi-stranded curriculum — there are
complementing subjects in the
curriculum, which encourages holistic
learning, and actively promotes personal
development as well as learning of the

subject matter

Contract learning — the use of negotiated
contracts for learning

Resource consultancy — non-didactic
teaching, with the “teacher” acting more
as resource and consultant

Guardianship — Care for learners, to watch out for
needs and interests, and alert them to new
learning possibilities



reflection

Open learning:
self-pacing
self-monitoring

Guardianship:
teacher as
prompter

Resource:

An important caveat is that before
learning contracts can be expected to
include holistic learning plans, the learner
must have been initiated into this way of
thinking  about

learning, and fully

internalised it.

Political Authority as Initiation: Three
Decision Modes

To a large extent the exercise of political
authority involves consciously making use
of the three decision modes of

Active learning:
experience and

teacher as
consultant

Real learning:
relevant to or
in the real
world

Peer learning:
mutual
learning in
groups

Contract:
participation in
planning
learning

Multi-stranded:
all sides of self
and subject

Hierarchy Co-operation, and Autonomy within the

Planning dimension. The facilitator must use

his/her political in deciding which decision-mode

to use.

There are five main elements in the
educational process: selection of learning
objectives; timetabling and pacing of the
programme; selection of teaching and
human and

learning activities; the

material resources for learning;
evaluation of the learning. A choice is
made about the decision-mode in use for
each of these phases. To achieve a
balanced and effective learning
experience, the three decision-modes are
used in differing serial and concurrent

ways as the course unfolds.



Objectives | Programme

Methods | Resources | Evaluation

Direction:
Facilitator alone

(Hierarchy)

Negotiation:
Facilitator/Learners

(Co-operation)

Delegation:
Learners alone

(Autonomous)

Direction means that the facilitator decides on
each of the five elements for the learners. Power
is exercised unilaterally.

Negotiation means that learners’ self-
direction is taken into account, and
decisions are made co-operatively. Power
is exercised bilaterally.

Delegation means that learners have full
control. Power is exercised unilaterally,
but by the students, for themselves.

The exercise of political authority applies
across all the learning dimensions
(planning, meaning, confronting, feeling,
structuring and valuing). However, it is in
the planning dimension that it is most
fully exercised.

¢. Charismatic Authority as Initiation

Charismatic facilitators empower people directly
by the presence of their own inner
empowerment. Such presence manifests on all
the dimensions and especially through the feeling,
confronting, and valuing dimensions.

It means eliciting the emergence of autonomy and
wholeness of learners through a behavioural

manner, a timing and tone of voice, as well as
choice of language and ideas, that proceed from
the autonomy and wholeness of the facilitator.

Modified from John Heron’s “The Complete
Facilitator’s Handbook”

Kogan Page 1999



HIERARCHICAL

CO-OPERATIVE

AUTONOMOUS

PLANNING To do with the Programme and learning
objectives also include Assessment and the Evaluation
of Course/Facilitator.

Dilemma “Need to guide people to freedom”.

Q You plan the whole programme,

including:
=  Time
=  Topics
=  Resources
= Methods

Q May consult group but not negotiate.

Q You negotiate and co-ordinate the learning contract.

Q You may present your programme and ask for their
views or ....

Q May ask the group to provide programme for
discussion.

Q You delegate to the group.

Q May operate as a peer, or a facilitator or
even NOT AT ALL if they ask you to leave.

N.B.: The dilemma:- “Need to guide people to

freedom”.

MEANING  To do with making sense of, and
understanding what'’s going on in the learning group,
in the three areas of:

Q The task

Q The process of the group

Q The learning process

O You input the theory i.e. the concepts
& images

Q You interpret, and

Q You assess what'’s going on

O You ask neutral open questions to stimulate the
group e.g.:
“What is happening now?”

Q You describe events without interpretation

Q You collaborate and negotiate an assessment

Q You allow members of the group to reflect
and reach understanding themselves.
Q May delegate this to a group member.

CONFRONTING Raising awareness about blocks to

learning in the group.

Q0 Anxieties, Ignorance, Limited learning
Objectives, Cultural oppression, “Easy Street”

Q The issue being avoided, the behaviour to do this
and the source of the behaviour

“Tell the truth with love and not moralistic judgment,

oppression or nagging”.

Don’t PUSSYFOOT or SLEDGEHAMMER.

QO You interrupt things and interpret for
the group
Q May describe the block to the group

Q You ask for views from group on their avoidance of:

o Issue
e Behaviour
e Source

Q May describe events.

Q You provide a safe, supporting and trusting
environment to allow the group to confront
for itself.

Q May delegate the confronting role e.g. have
a “devil’s advocate” rule.

FEELING  The management of feelings i.e. the
emotional life of the group.

You aim to identify negative emotional processes,
interrupt them and change to positive emotional
process.

By acknowledging that positive and negative are
always present you are concerned with getting the
balance right.

O You decide how the group will
manage feelings you think for the
group and decide on action e.g.
switching dynamics with games,
exercises, ceremonies for opening
and closing.

O You give permission for catharsis.

Q You work with the group on different ways of
managing feeling.

Q E.g. by getting the view of the members and then
negotiating changes, new methods etc.

Q You may work 1 : 1 with a member rather like a
counsellor.

Q You give the group space to manage its
own feeling.

Q E.g. by working in pairsitrios.

Q You may delegate this to a member in turn.

STRUCTURING To do with structuring of learning
experiences:

The environment and methods.

Also the supervision of these.

There is “Here and Now” part of planning a course, i.e.
details of the course design.

You take responsibility for design and
supervision of exercises.

Pre-course you organise programme,
rooms, resources, fee, group composition.
You set the ground rules, purpose of
exercise and review them yourself.

You co-operate with the group on ground rules,
exercises and review of things.

You use a range of skills here akin to counselling and
consulting.

You give space to the group to devise and manage
its own learning.

You delegate design, choice and review to the
group.

You may become a peer member or even leave
the group.

VALUING  To do with creating a climate of respect for
people.
Members feel valued and honoured.

Your actions and commitment to valuing
people direct the group.

You decide ground rules that support this, and
have positive regard for people.

You are actively charismatic i.e. exhibit

“di dsftrreees’s aut hor i t)
Very important in early stages of a group.

You collaborate with members as they develop,
respecting self-determination.

You give the choice of doing something or not.

You collaborate with the group to create a favourable
climate.

By co-operating with the other 5 dimensions, you are
valuing people.

You create space for the group to exercise
autonomy and self-determination.

You may delegate facilitation to a member.
Make self-disclosures about your beliefs,
attitudes, feelings, anxieties and delights.




Benjamin Bloom created this taxonomy for categorizing level of abstraction of questions that
commonly occur in educational settings. The taxonomy provides a useful structure in which to
categorize test questions, since professors will characteristically ask questions within particular
levels, and if you can determine the levels of questions that will appear on your exams, you will
be able to study using appropriate strategies.

Competence
Skills Demonstrated
Knowledge e observation and recall of information
e knowledge of dates, events, places
¢ knowledge of major ideas
e mastery of subject matter
Question Cues:
list, define, tell, describe, identify, show, label, collect, examine, tabulate,
guote, name, who, when, where, etc.
Comprehension e understanding information
e grasp meaning
e translate knowledge into new context
e interpret facts, compare, contrast
e order, group, infer causes
e predict consequences
Question Cues:
summarize, describe, interpret, contrast, predict, associate, distinguish,
estimate, differentiate, discuss, extend
Application e use information
e use methods, concepts, theories in new situations
e solve problems using required skills or knowledge
Questions Cues:
apply, demonstrate, calculate, complete, illustrate, show, solve, examine,
modify, relate, change, classify, experiment, discover
Analysis e seeing patterns

e organization of parts
e recognition of hidden meanings
e identification of components

Question Cues:
analyze, separate, order, explain, connect, classify, arrange, divide, compare,
select, explain, infer



Synthesis e use old ideas to create new ones

e generalize from given facts

e relate knowledge from several areas
e predict, draw conclusions

Question Cues:
combine, integrate, modify, rearrange, substitute, plan, create, design,
invent, what if?, compose, formulate, prepare, generalize, rewrite

Evaluation e compare and discriminate between ideas

e assess value of theories, presentations

e make choices based on reasoned argument
e verify value of evidence

e recognize subjectivity

Question Cues
assess, decide, rank, grade, test, measure, recommend, convince, select,
judge, explain, discriminate, support, conclude, compare, summarize

* Adapted from: Bloom, B.S. (Ed.) (1956) Taxonomy of educational objectives: The classification
of educational gals: Handbook I, cognitive domain. New York ; Toronto: Longmans, Green.
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Introduction

When | began teaching college in the late '60s, many of
my students were teachers taking classes for re-
certification. It never occurred to me that | was
practicing adult education. But they learned so
differently than younger students-- so much more
personally and willingly, and with so much
independence--that they taught me new ways to
teach. The first and hardest lesson took about a year:
to shut up and listen. Inspired by the possibilities, |
sought out educators in the San Francisco area with
similar interests and joined them in workshops,
retreats, and study groups to learn what we called
"humanistic" teaching. Characteristic of the times, |
wrote a manifesto on self-education, "Notes toward an
Ideal College," which was published in a teacher
education journal.

After fifteen years outside academia, | returned to the
college classroom--teaching magazine journalism at a
state university. Only now students responded
differently. Many were passive and dependent upon
being taught. Others resisted what | had thought were
learner-centred methods of teaching. A few became
defiant, or defiantly indifferent. The response of one
student, though, drove me to rethink what | knew
about teaching.

She hated me.

| had received the usual range of student responses,
but no one had ever hated me. No matter how nice |
was, no matter how much interest | showed in her own
learning process, she simply hated me. | was too
unnerved to find a constructive response. | couldn't
get her to talk to me. Colleagues could not help me
understand what was happening or what to do. (Some
thought | must be a bad teacher to be admitting such

problems.) Since her hatred symbolized other lesser
failures to reach other students, | knew then that |
would have to learn to teach differently--or leave.

As a result of struggling with this problem, | found a
concept around which to reorganize my understanding
of teaching:

e Different students have different abilities to
be self-directed,

e Teachers must adapt their methods in
response

e Self-direction can be taught.

This paper presents a model -- the Staged Self-Directed
Learning (SSDL) Model -- that suggests how teachers
can actively equip students to become more self-
directed in their learning.

Development of the Idea

The main outlines of this paper emerged in 1987 as a
series of diagrams and teaching practices. Only later
did | have the opportunity to begin a literature review.
That search uncovered few articles specifically
addressing the question of how to teach students with
varying degrees of self-direction, but it introduced me
to the basic literature on adult education, which
contains some of the most exciting thinking about
teaching that | have encountered. The search
confirmed that others considered this line of thought
important. Indeed, nearly every point in this article has
been stated elsewhere, in, for example, Mezirow's
urging that "enhancing the learner's ability for self
direction in learning [is] a foundation for a distinctive
philosophy of adult education" (1981, p. 21). Reading
the dissertations by Candy and Gerstner (at the
insistence of an AEQ reviewer) was particularly
exhilarating--and humbling.

This paper shares so much with the works cited in it,
that | would not have written it if | had known that
work. Instead, | might have borrowed a point or two
and then concluded that everything important had
been said. As it happened, not knowing those works
led me to re-invent the subject in a practical format
that helped me teach better.

Although the model may apply to less formal learning
situations, it is directed to teachers, expressed in terms
of "teachers" and "students," and was devised with



educational institutions in mind. This is, however, only
secondarily a theory; it is first of all a survival tool. It
saved my teaching career--and, along the way, it
brought some insights that other teachers may find
helpful.

Il. The Model Situational Leadership

As its starting point, the SSDL model borrows several
key concepts from the Situational Leadership Model of
Paul Hersey and Kenneth Blanchard.

Hersey and Blanchard argue that management (and, by
extension, teaching) is situational: The style of
management should be matched to the employee's

"readiness." Readiness--a combination of ability and
motivation--ranges from "not able" and "not willing or
motivated" (in the specific task at hand), to "able and
willing" in the task at hand. Readiness is situational; it
may even be task specific. (A salesman, for example,
may be good at selling, yet "able but unmotivated" to
complete the necessary paperwork.) A good manager
chooses a mix of directness and personal interaction

that accomplishes two things

e  First, it matches the employee's readiness so
that the task at hand can be accomplished.

e Second, it helps move the employee toward
being more self-managing.

There is no one good way to manage everyone, yet
everyone can be managed in such a way that they
increase in the ability to be more self-managing.

Assumptions

In developing this paper, | have become aware of
holding certain assumptions:

e Education should produce self-directed,
lifelong learners, but sometimes it creates
dependency instead.

e There is more than one way to teach well.

e The ability to be self-directed is situational:
one may be self-directed in one subject, a
dependent learner in another.

e There is nothing wrong with being a
dependent learner -- one who needs to be

taught.

e Self-direction can be learned--and it can be
taught.

e This is a model, not a law: Treat it as a tool to
dig with.

A note on style: In order to avoid having to qualify
every statement, | have adopted a style which first
delivers the theory in vivid terms, then qualifies and
discusses it. Each statement contains an invisible
"perhaps."

The Heart of the Idea

Figure 1 introduces the four stages of the SSDL model,
which were inspired by the four leadership styles
described in Situational Leadership.

Error! Bookmark not defined.Stage 1: Learners of Low
Self-Direction

Learners. Dependent learners need an authority-figure
to give them explicit directions on what to do, how to
do it, and when. For these students, learning is
teacher-centred. They either treat teachers as experts
who know what the student needs to do, or they
passively slide through the educational system,
responding mainly to teachers who "make" them learn.

Some learners are dependent in all subjects they are
"taught;" others are dependent only in some subjects.

Some dependent learners become excellent students
within a specialized area; they can be systematic,
thorough, and disciplined, mastering a settled subject
or transmitting a fixed tradition.

Some learners are enduringly dependent; others are
temporarily teacher-dependent because, in Pratt's
terms, "they lack either relevant knowledge, skills, and
experience or the motivation and self-confidence to
pursue educational goals" (1988, p. 168).

Being a dependent learner is not a defect; it can,
however, be a serious limitation. All learners--of
whatever stage--may become temporarily dependent
in the face of new topics. Learners of other stages may



freely choose to learn in a dependent mode--e.g., for
efficiency or to gain access to a certain teacher.

Teaching Stage 1 Learners: "Coaching." There are at
least two ways to approach the teaching of dependent
learners--through coaching and through insight.

To use the coaching method, you must first establish
your credibility and authority. In this stage, the teacher
is an expert whose mastery must be real. Dependent
learners respond best to a clearly-organized, rigorous
approach to the subject. Prescribe clear-cut objectives
and straightforward techniques for achieving them.
Many students at this stage expect discipline and
direction--so provide it.

Some Stage 1 learners test their teachers, so decide in
advance how you will answer overt or veiled challenges
to your authority. Organize the course clearly, with
rigorous assignments and definite deadlines. Keep S1
students busy learning specific, identifiable skills. Set
standards beyond what students think they can do,
then do whatever is necessary to get them to succeed.
Create and reward success. Many well established
behavioural teaching methods work well in the S1
stage.

Avoid giving choices to S1 learners. Keep your
communication clear and thorough, but mainly one-
way. Instruction does not have to be impersonal, but
the focus should be on the subject--not on the
learners. Grading must be unequivocal, objective, and
cleanly related to the task at hand. Feedback should be
immediate, frequent, task-oriented, and strictly
impartial.

Teacher expertise and effectiveness are the key in
dealing with the dependent learner. Don't be too nice
about it. If you are, they may dismiss you as soft, try to
take advantage of you, or lapse into self-defeating
habits of non-learning. Many learners at this stage of
development depend on teachers to make decisions
they themselves will later learn to make. Don't be shy
of accepting the role.

Many of the characteristics of Stage 1 teachers sound

terrible to proponents of student-centred styles of
teaching. Dennis Fox, for example, criticizes this
method as the "transfer" theory of teaching -- where
teachers pour knowledge into students. Freire calls it
the "banking" approach.

Stage 1 teaching can be limiting and even punitive; the
SSDL theory proposes, however, that Stage 1 teaching
is bad only when it is applied to the wrong students or
used to perpetuate dependency. Learning in a
dependent mode goes against the grain of progressive,
humanistic, and adult education. Yet, as Pratt
emphasizes, "there is nothing inherently demeaning or
destructive in pedagogical, temporarily dependent,
relationships" (1988, p. 168).

The insight method. A different approach to teaching
Stage 1 learners requires involving them in the design
and content of the learning. Students begin from
insight into who they are and what they want or need
to learn. Adult educators customarily begin this way.

Examples of Stage 1 Teaching.

e Formal lectures emphasizing subject matter.
e  Structured drills.

e Highly specific assignments.

e "Ditto'd" exercises.

e Intensive individual tutoring.

Examples of the insight method: developing critical
awareness of one's life situation; needs analysis; goal-
setting. (More under Stage 3.)

Models for Stage 1 Teachers.

e  Coaches in sports, drama, music.

e Vocabulary and spelling drill.

e Akarate instructor. Drill sergeants.

e A high school band conductor at the phase of
getting the mechanics of the music right.

Stage 1 teaching seems to be rejected by many writers
on education, but it has tremendous popular appeal.
People who want to go "back to the basics" usually
want to get there in Stage 1 classrooms. A successful
Stage 1 teacher can be seen in the film, Stand and
Deliver. That teacher drives, goads, pushes, and cajoles
a group of disenchanted underachievers until they



learn calculus almost to spite him. Then he lifts their
self-esteem with the realization that they did it, and
they can do it again. He prepares them (as a good
Stage 1 teacher must do) for higher levels of
achievement and self-direction.

Another example of a Stage 1 teacher appears in the
film, Lean on Me, where a strong father-figure with an
authoritarian style revives a high school that had gone
out of control. But like most admirers of Stage 1
methods, the makers of this film do not ask how
students progress to greater autonomy and
responsibility.

Stage 2: Learners of Moderate Self-Direction

Learners. Stage 2 learners are "available." They are
interested or interestable. They respond to
motivational techniques. They are willing to do
assignments they can see the purpose of. They are
confident but may be largely ignorant of the subject of
instruction. These are what most school teachers know
as "good students."

Teaching Stage 2 Learners: "Motivating."

Stage 2 teaching is what is known as "good teaching" in
many schools and colleges. The Stage 2 teacher brings
enthusiasm and motivation to the class, sweeping
learners along with the excitement of learning. Such a
teacher will persuade, explain, and sell--using a
directive but highly supportive approach that
reinforces learner willingness and enthusiasm.

Learners at this stage go along if they understand why
and the instructor provides direction and help. Or they
will go along because they like the teacher. Learners at
this stage respond positively to personal interaction
from the teacher--something not always true of S1
learners.

To teach at this stage, give clear explanations of why
the skills are important and how the assignments help
attain them. Show concrete results in what you teach.
Motivated and encouraged, S2 students will continue
to learn on their own.
Because part of the function of a Stage 2 teacher is to

prepare students to become more self-directing, it is
important at this stage to begin training students in
such basic skills as goal setting. Use praise, but with an
eye to phasing out praise (extrinsic motivation) and
phasing in encouragement (which builds intrinsic
motivation) (Dinkmeyer & Losoncy, 1980). Build
confidence while building skills. Help students begin to
recognize their different personality types, life-goals
and styles of learning. Set high standards and motivate
students to achieve them.

Communication is two-way. The teacher explains and
justifies each assignment and persuades students of its
value. Students communicate their responses and
interests. A good Stage 2 teacher ties the subject to the
learners' interests.

Stage 2 teaching is still quite directive. The Stage 2
teacher resembles Fox's "shaper"--the teacher who
"views students, or at least student brains, as raw
material (metal, wood or clay) to be shaped, or
moulded, or turned to a predetermined and often
detailed specification" (1983, p. 153). Typical of
innovative educators, however, Fox devalues the Stage
2 teacher and promotes other, less-directive teaching
styles. The SSDL model proposes that this teaching
style may be the best way to teach learners who are at
the S2 stage (in relation to the specific subject matter
to be learned), and one should be prepared to use it
without apology.

Examples of Stage 2 Teaching.

e Lecturer as inspiring performer.

e Industry training programs.

e Teacher-led discussion.

e Demonstration by an expert, followed by
guided practice.

e  Structured projects  with predictable
outcomes, close supervision, and ample
encouraging feedback.

e Highly interactive computerized drill.

e The structured projects of commercial art and
design studios (Fox's example).

e A mother teaching a child to talk (note the
combination of two elements: strong personal
interaction and strong focus on subject
matter).



Models for Stage 2 Teachers

e Many inspiring school teachers are Stage 2
teachers.

e Others include great lecturers, evangelists,
and charismatic TV teachers, such as Carl
Sagan and James Burke (of "Connections").

e Aerobic dance classes combine Stage 1
directness Stage 2 motivation.

Stage 2 teaching is what many learners need when first
faced with a difficult subject--such as Shakespeare. The
teacher's enthusiasm carries students until they have
learned enough to become self-motivated. If students
remain dependent upon the teacher for motivation to
learn, however, the teacher has failed.

The Robin Williams character in Dead Poets Society is
an example of the Stage 2 teacher as lecturer-
performer. He challenges a jaded but accessible group
of boys to become excited about poetry. His methods
are theatrical; he is a master performer when he
lectures. He also requires them to become involved, to
stand before the class and recite their own work, to
take risks. Interestingly, in response to his
encouragement, they move to a version of Stage 3:
they form their own poetry group. Notice that their
self--direction is situational: They do not also form a
geography group or become more self-directing in the
ability to talk to their fathers.

Shirley Maclaine, in the film, Madame Sousatska,
shows a different kind of Stage 2 teacher who drives,
goads, cajoles, inspires, woos, critiques, and dominates
the developing student (incorporating many Stage 1
methods). The poignancy of this film derives from the
fact that her best pupils must--and do--outgrow her
and move on to less-directive teachers.

Stage 3: Learners of Intermediate Self-Direction

Learners. In this stage, learners have skill and
knowledge, and they see themselves as participants in
their own education. They are ready to explore a
subject with a good guide. They will even explore some
of it on their own. But they may need to develop a
deeper self-concept, more confidence, more sense of
direction, and a greater ability to work with (and learn
from) others. Stage 3 learners will benefit from
learning more about how they learn, such as making
conscious use of learning strategies (Derry, 1988/9).

As part of the process of weaning from other-direction,
students in Stage 3 may examine themselves, their
culture, and their milieu in order to understand how to
separate what they feel from what they should feel,
what they value from what they should value, what
they want from what they should want. They may learn
to identify and value their own experiences in life. They
may learn to value the personal experiences of others.

Successful Stage 3 learners develop critical thinking,
individual initiative, and a sense of themselves as co-
creators of the culture that shapes them. This may
involve a therapy-like shift of personal paradigm--a
"perspective transformation" (Mezirow, 1981) or "life-
world transformation" (Wildemeersch & Leirman, 1988
)--or it may come as a gradual enhancement of
developing power.

Stage 3 college students see themselves as future
equals of the teacher, as professionals or worthwhile
adults in the making, but they may not be experienced
or motivated enough to continue on their own. They
may want to be involved with teachers and other
learners and to be respected for who they are and
what they can do.

Stage 3 learners work well with the teacher and with
each other in the design and implementation of
learning projects. Students can learn collaboratively at
any stage, but students who are ready for Stage 3
learning can accomplish far more together than
students in earlier stages.

Stage 3 can be an exciting phase; students are happy
working in the warm interaction of a friendly group--
and many don't want to leave it. However, a vital part
of Stage 3 is for students to become empowered, so
that they learn to create lifelong learning situations for
themselves.

Teaching Stage 3 Learners: "Facilitating." The teacher
comes closest at this stage to being a participant in the
learning experience. Teacher and students share in
decision-making, with students taking an increasing
role. The instructor concentrates on facilitation and
communication and supports students in using the
skills they have.



The teacher can serve in the role Dennis Fox calls an
experienced "local guide." The teacher leads students
through terrain that is well-studied but richly various.
The teacher offers tools, methods, techniques of
mountain-climbing, ways of interpreting the
experience. The teacher-guide shares experiences and
opens others to those experiences.

As students mature toward greater self-direction, the
Stage 3 teacher will help them structure the transition
toward independence. The "facilitator" might begin by
negotiating interim goals and interim evaluations, then
give learners more rope. Standards at this level are not
the teacher's; they are negotiated with the student and
often related to some external standard--such as
professional accreditation requirements.

Stage 3 learners can be assigned to work in groups on
open-ended but carefully-designed projects. Written
criteria, learning contracts, and evaluation checklists
help learners monitor their own progress. As they
become more competent at setting goal and pace,
learners can take on greater freedom and more
difficult assignments. The teacher's goal is to continue
making certain that students both learn the necessary
subject matter and learn how to learn.

Examples of Stage 3

e  Seminar with instructor as participant.

e Student group projects approved and
facilitated (but not directed) by the instructor.

e Group projects progressing from structured
assignments with criteria checklists, to open-
ended, student-developed group projects
performed without close supervision.

Models for Stage 3 Teachers

e Humanistic education. Humanistic group
therapies.

e  Critical pedagogy as described in Shor (1987).

e Collaborative learning.

e  Training literature for adult professionals.

e Non-directive teachers who develop students'
own motivation rather than provide that
motivation.

e Andragogical adult education.

Carl Rogers (as seen on film) is a good example of a
Stage 3 teacher: listening, drawing out, facilitating,
encouraging, validating feelings, honouring risks,
supporting those who venture beyond what is safe and
known for them, cultivating personal awareness and
interpersonal respect.

Stage 4: Learners of High Self-Direction

Learners. Self-directed learners set their own goals and
standards--with or without help from experts. They use
experts, institutions, and other resources to pursue
these goals. Being independent does not mean being a
loner; many independent learners are highly social and
belong to clubs or other informal learning groups.

Learners at this stage are both able and willing to take
responsibility for their learning, direction, and
productivity. They exercise skills in time management,
project management, goal-setting, self-evaluation,
peer critique, information gathering, and use of
educational resources.

The most mature Stage 4 learners can learn from any
kind of teacher, but most Stage 4 learners thrive in an
atmosphere of autonomy. Some learners become
situationally self-directed; some become self-directed
in a more general sense.

Interestingly, Stage 4 learning does not completely do
away with teachers. As Candy puts it, "There are
certain skills and other bodies of knowledge which are
best and most easily mastered under the tutelage of an
expert" (1987, p. 229).

Teaching Stage 4 Learners: "Delegating." The
progression is now complete from the subject-matter
focus of the earliest stages to the learner-focus of
Stage 4. The Stage 4 teacher's role is not to teach
subject matter but to cultivate the student's ability to
learn. The ultimate subject of Stage 4 is the learner's
own personal empowerment as a mature creator and
evaluator of knowledge, or as a high-level practitioner
of a skill.



In teaching Stage 4 learners, the teacher may:

e Consult with learners to develop written
criteria, an evaluation checklist, a timetable,
and a management chart for each project they
develop.

e Hold regular meetings so students can chart
and discuss everyone's progress and discuss
problems.

e Encourage students to cooperate and consult
with each other, but not to abandon
responsibility.

e Focus on the process of being productive, as
well as the product. Work on more advanced
projects with clear meaning outside the
classroom.

e Emphasize long-term progress in career or
life, through stages such as: intern,
apprentice, journeyman, master, mentor.

e  Bring in speakers who represent each stage in
such a journey.

e Suggest biographies of role models.

e Require self-evaluation.

There is clearly more than one way to be a good Stage
4 teacher. The Situational Leadership model--which
assumes an organizational setting in which the
manager is trying to produce self-managing
subordinates--advocates a lessening of interaction
between teacher and student. Due to the psychological
maturity of Stage 4 students, the instructor gradually
reduces both two-way communication and external
reinforcement. As enjoyable as it is to interact with
such advanced learners, such a teacher will fade back,
so that the learner's own efforts become the
unequivocal focus. The relationship between teacher
and student is collegial and distinctly not intense;
relationship is high between students and world,
students and task, and perhaps among students. The
teacher actively monitors progress to ensure success,
but steps in only to assist students in acquiring the
skills to be self-directing and self-monitoring. The
teacher weans the student of being taught.

There are other S4 roles besides delegating. Another
S4 teacher might inspire and mentor. Another might
challenge or provoke the learner, then step back.
Another might become the externalized professional
conscience of the learner, directing and evaluating the
learner in almost oppressive detail--but ensuring that
the learner internalizes those functions thoroughly. (54
learners sometimes need the enlightened reapplication
of S1 methods.) Another might plant concepts,

guestions, or paradoxes in the learner's mind which
require a lifetime to work through.

Fully self-directed learning is not possible in an
institutional setting, and the SSDL model does not
require it. Rather, self-directed, lifelong adult learning
is offered here as the single most important outcome
of a formal education.

Examples of Stage 4

e Internship, term projects, independent study,
senior project, dissertation.

e Student-directed discussion with teacher
involved mainly as asked to join.

e Student newspaper or magazine with faculty
sponsor.

e Creative writing.

e (Many other examples occur outside
educational institutions.)

Models for Stage 4 Teachers

o Non-directive therapies and meditation.
e Consultants.

e  Writing coach for professional reporters.
e In-service teacher training.

e Mentoring.




The Staged Self-Directed Learning Model.

The teacher's purpose is to match the learner's stage of self-direction and
prepare the learner to advance to higher stages
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A good teaching system aligns teaching method and
assessment to the learning activities stated in the
objectives, so that all aspects of this system are in
accord in supporting appropriate student learning. This
system is called constructive alignment based as it is on
the twin principles of constructivism in learning and
alignment in teaching.

Theories of teaching and learning focusing on student
activity are based on two main theories:

e Phenomenography: (from Marton and Saljo's
studies into deep & surface learning)
e  Constructivism (Piaget, Bruner, etc.)

Both are premised on the view that meaning is not
imposed or transmitted by direct instruction; it is
created by the students' learning activities, their
'approaches to learning'.

Meaning is personal; it depends on motives, intentions,
prior knowledge, etc.

Learning is a way of interacting with the world

We structure information we get, not just receive it,
thus education is about conceptual change which takes
place when:

= |tisclear to students (and teachers) what is
'appropriate', what the objectives are, where
all can see where they are supposed to be
going.

= Students experience the felt need to get
there. The art of good teaching is to
communicate that need where it is initially
lacking. Motivation is a product of good
teaching not its prerequisite.

= Students feel free to focus on the task, not on
watching their backs. Often attempts to
create a felt need to learn, particularly
through ill-conceived and urgent assessments,
are counter-productive. The game then
becomes a matter of dealing with the test, not
with engaging the task deeply.

= Students can work collaboratively and in
dialogue with others, both peers and
teachers. Good dialogue elicits those activities

that shape, elaborate and deepen
understanding.

Biggs’ book holds the view that teaching that induces
surface learning does not produce effective learning as
its too based on memorising and regurgitation, and
that teaching needs to encourage deep learning,
constructive alignment being a powerful way of doing
this.

Deep and surface approaches to learning describe the
way students relate to a teaching/learning
environment; they are not fixed characteristics of
students, their 'academic personalities' so to speak.

Biggs offers a '3 P' model of learning, involving:

Presage factors, such as students’ prior knowledge,
commitment, etc. together with teaching context in
terms of expertise, ethos of the classroom.

Process: teaching and learning activities

Product: learning outcomes

Constructive alignment handles these factors as
elements of a system in which all components support
each other as they do in any ecosystem. Constructive
alignment rests on a view of teaching as supporting
learning; it’s not what teachers do, but what students
do that is the focus here - this implies a need for clarity
about:

- what it means for students to 'understand'
- what kind of teaching-learning activities are required
to reach those kinds of understandings

Critical components to consider for constructive
alignment are:

= The curriculum

=  The teaching methods

= The assessment procedures

=  The student-teacher relation

=  The institutional climate (high trust is
preferable)

The curriculum has to be at the centre and must
determine the TLAs (teaching and learning activities)
and the assessment.



Forms of assessment and levels of award can be
expressed in terms of the verbs used, ( ref Bloom's
Taxonomy) e. g. if a student is asked to:

e Hypothesise =a first

e Explain/solve/analyse = 2:1
e  (Classify/cover = 2:2

e Weak version of the last = 3"

The verb you use is important becomes it denotes the
performance you are looking for.

Understanding is performative.

The difference between meeting the requirements of
institutional learning and real understanding is
illustrated in Gunstone and White ....two balls, one
heavy and one light, were held in the air in front of the
students. They were then asked to predict, if the balls
were released simultaneously which one would hit the
ground first, and why. Many predicted that the heavy
one would 'because heavy things have a greater force'
or 'gravity is stronger nearer the earth' (both are true
but irrelevant). These students had 'understood'
gravity well enough to pass A level physics but few
understood well enough to answer a fairly simple real
life question about gravity...they didn't really
understand gravity in the performative sense

In Biggs' view understanding unfolds from uni-to
multistructural levels. His SOLO taxonomy captures
these levels which reflect different knowledge
levels/forms from functioning (= a sophisticated level
of knowhow) to conditional (knowing when to do
things and why) to declarative (descriptive) to
procedural (understanding of sequences/skill learning).

Declarative = Procedural = Conditional 2>
Functional

Teachers need to sort out what levels of understanding
and kinds of knowledge they are asking for and to
grade different levels of performance accordingly.
Assessment demands will grow through a students'
academic journey. The first year might require more
declarative and the last more functional.

“A common mistake in curriculum design is to go for
coverage rather than for understanding.”

Before deciding objectives, we need to:

1. Decide what kind of knowledge is to be involved

2. Select the topics to teach and don't overload

3. Decide the purpose for teaching the topic, hence the
level of knowledge desirable for students to acquire

4. Put the package of objectives together and relate
them to assessment tasks so that the results can be
reported as a final grade

Get the climate right.

Biggs draws on McGregor's concept of a high or low
trust culture affecting motivation. If an organization
doesn't trust its workers/students, it will get less work
out of them. Cynical and unhelpful teacher attitudes
are often responsible for student failure. Give students
clear direction, constructive feedback and convey your
confidence and trust in them. If you treat students as
untrustworthy, this will direct all kinds of negative
messages and teaching strategies.

“In aligned teaching the assessment reinforces
learning. Assessment is the senior partner in learning
and teaching. Get it wrong and the rest collapses.”

Criterion referenced assessment should be used in
assessment; assessing student against criteria, not
each other which is norm referenced assessment. The
muddle between the two has created a lot of problems
in HE.

The curriculum is divided into declarative and
functioning knowledge. Both have their place in higher
education but when it comes to assessment,
functioning knowledge is frequently assessed as if it
were declarative. Students say what they have learned
rather than show it performatively.

We need to move from quantitative (number and
spread of marks ) because quantifying performances
gives little indication of the quality of performance, or
of what has been learned.



“Norm referenced assessment is judgments about
people, criterion referenced is judgments about
performance.”

Qualitative assessments looks at how well the student
has done against the course objectives; a learning
outcome needs to be assessed holistically (e.g. not a
frame of the film but the whole film - a portfolio often
strives to do this); the assessment task should require
an active demonstration of the knowledge in question
as opposed to talking or writing about it.

Whether the assessment is performative depends on
the objectives

Decontextualised assessments such as a written exam
or test is fine for declarative knowledge

Contextualised assessments such as a practicum,
problem-solving or diagnosing a case study are suitable
for assessing functioning knowledge

Analytic marking often breaks down knowledge/tasks
(e.g. a would be surgeon could pass on written exams
about the hand, fail on a practical anatomy test but
accrue enough marks to 'pass' overall), whereas
holistic assessment recognises the intrinsic meaning of
the target performance ( e.g. be able to carry out hand
surgery).

The strategy of reducing a complex issue to isolated
segments, rating each independently and then
aggregating to get a final score in order to make
decisions seems peculiar to schools and universities. It
not only oversimplifies the complexity of the reality but
actually distorts judgments made about it. Its not the
way things work in real life.

1. Closed questions tend to get 'convergent'( = unique
answer) thinking answers

2. Open questions invite divergent thinking ( = open,
expressive, relational, )

Here are the problems with using the first over the
second:

Teacher: How many diamonds have you got?
Student: | don't have any diamonds

Teacher: Then you fail

Student: But you didn't ask me about my jade

If you only ask a limited range of questions, you do not
enable students to show what they know or make links
with this in your teaching.

Assessment involves:

1. Setting the criteria for assessing the work

2. Selecting the evidence that would be relevant to
submit

3. Making a judgment about the extent to which these
criteria have been met

Students can be involved in all three or some of these

stages by self and peer assessment, and there is
evidence that this improves the quality of learning.

Shake Seigel, July 2004

www. Elbrust.com
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The simple, but powerful concept of constructive alignment is gaining considerable momentum in
higher education. Its leading proponent is John Biggs (Biggs, 2003) who describes a strategic and
integrated approach to all aspects of educational programmes.

There are four key components to this model:

*  Learning is built on a framework in which intended learning outcomes, teaching & learning
methods, assessment and evaluation are all “aligned”. When these elements are truly integrated,
teaching and learning becomes highly effective.

*  Staff involved in teaching must develop a Reflective Practitioner approach to their work and be
prepared to learn from their mistakes and successes

* Meaning is created by a process of constructivism. Existing knowledge and experience is utilised
as each learner constructs their own meaning. When educational programmes are aligned and
mindful of how individuals construct meaning, then teaching and learning can be most effective.

* Methods of assessment are crucial to the learning process. These are most effective when
aligned and similar to the teaching & learning activities, with the intended learning outcomes
clearly in sight.

Aims of this workshop:

To enable participants to understand and engage with an important development in educational
thinking

To encourage participants to consider how constructive alignment can be applied in their own
teaching and learning context

Objectives:

Through an experiential, interactive approach, participants will come to understand the

theoretical models of constructive alignment, the reflective practitioner, and experiential

learning

*  Participants will reflect on their current approach to teaching and learning in small group
discussion & share experiences

* Together, the facilitators and workshop participants will consider how the ideas of constructive

alignment can be used to improve the effectiveness of medical education.

Reference:

Biggs, J (2003) Teaching for quality learning at University. Buckingham Open University Press/Society
for Research into Higher Education (Second Edition)



How to run the workshop on Constructive Alignment

Phase 1: Setting climate
Needs assessment

e Pairs exercises; get people talking to each other about
“personal experiences of assessment”

e Learning Styles; share preferences & reference to
experiential learning cycle by Kolb

Phase 2: Theory
e Handout to read (~10 minutes)
e Some chalk/talk as appropriate following above exercise ,
encourage discussion
Phase 3: Application/Activity

e TLA: Building towers with the coloured blocks provided
e Groups of up to 6 people

e Possible variation is to use a Blind-folded tower-builder
(opens up extra angle of discussing teacher: learner
relationship)

Assessment: use different criteria for different groups

1. Negotiated criteria (between assessor and
tower-builders)

2. External criteria (hidden from tower-
builders? particular order of colours - ?
ROYGBIV)

3. Explicit, but non-negotiable criteria

4. External assessment, but no criteria given

Phase 4: Evaluation

“and so what?” Discussion of application of these ideas in own
teaching



"...believing passionately in what you do, never compromising your standards and

values, and caring about your clients, your people, and your own career."

“No man ever reached to excellence in any one art or profession without having
passed through the slow and painful process of study and preparation”  Horace

P4 (PPPP)

Purpose, People, Planet, Probity (or Purity or
Principles). The four cornerstones of
sustainable success in any modern business
venture, and a maxim for today's
management and organisational philosophy.
(Probity means honesty, uprightness - it's
from the Latin word probus, meaning good).
'Purpose' is an apt replacement for 'Profit' and
thus makes the acronym appropriate for use
in not-for-profit organisations. Profit-focused
corporations can of course substitute 'Profit'
for 'Purpose’.

This model is not a process or technique - it's
the character or personality of a good ethical
organisation, (or manager or leader).

The aim of all good modern organisations is to
reconcile  the organisational purpose
(whether this be profit for shareholders, or
cost-effective services delivery, in the case of
public services) with the needs and feelings of
people (staff, customers, suppliers, local
communities, stakeholders, etc) with proper
consideration for the planet - the world we
live in (in terms of sustainability,
environment, wildlife, natural resources, our
heritage, 'fair trade', other -cultures and
societies, etc) and at all times acting with
probity - encompassing love, integrity,

compassion, honesty, and truth. Probity
enables the other potentially conflicting aims
to be harmonised so that the mix is
sustainable, ethical and successful.

Traditional inward-looking management and
leadership skills (which historically considered
only the purpose - typically profit - and the
methods for achieving it) are no longer
sufficient for sustainable organisational
success. Organisations have a far wider
agenda today. Moreover, performance,
behaviour and standards are transparent
globally - the whole world can see and judge
how leaders and organisations behave - and
the modern leader must now lead with this
global accountability.

purpose

probity

businessballs.com
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(Carter Scott references this quotation): "Life is a succession of lessons which must be lived to be
understood." Helen Keller

Rule One - You will receive a body. Whether you love it or hate it, it's yours for life, so accept it. What
counts is what's inside.

Rule Two - You will be presented with lessons. Life is a
CLI M B I NG : . constant learning experience, which every day provides

|consect opportunities for you to learn more. These lessons
@ Do'not GlmE down: - < specific to you, and learning them 'is the key to

unless area Is clear. Watch carefully H H HIH P
2o evoli othier clamats. discovering and fulfilling the meaning and relevance of

H 1
Do not climb without using both your own life".
hands. Use correct grip. Fingers

and thumbs for holding. .
Rule Three - There are no mistakes, only lessons. Your

® T s oY ok cromw. development towards wisdom is a process of
experimentation, trial and error, so it's inevitable things
- will not always go to plan or turn out how you'd want.
Compassion is the remedy for harsh judgement - of ourselves and others. Forgiveness is not only divine -
it's also 'the act of erasing an emotional debt'. Behaving ethically, with integrity, and with humour -
especially the ability to laugh at yourself and your own mishaps - are central to the perspective that
'mistakes' are simply lessons we must learn.

Rule Four - The lesson is repeated until learned. Lessons repeat until learned. What manifest as
problems and challenges, irritations and frustrations are more lessons - they will repeat until you see
them as such and learn from them. Your own awareness and your ability to change are requisites of
executing this rule. Also fundamental is the acceptance that you are not a victim of fate or circumstance
- 'causality’ must be acknowledged; that is to say: things happen to you because of how you are and
what you do. To blame anyone or anything else for your misfortunes is an escape and a denial; you
yourself are responsible for you, and what happens to you. Patience is required - change doesn't
happen overnight, so give change time to happen.

Rule Five - Learning does not end. While you are alive there are always lessons to be learned.
Surrender to the 'rhythm of life', don't struggle against it. Commit to the process of constant learning
and change - be humble enough to always acknowledge your own weaknesses, and be flexible enough
to adapt from what you may be accustomed to, because rigidity will deny you the freedom of new
possibilities.




Rule Six - "There" is no better than "here". The other side of the hill may be greener than your own,
but being there is not the key to endless happiness. Be grateful for and enjoy what you have, and where
you are on your journey. Appreciate the abundance of what's good in your life, rather than measure
and amass things that do not actually lead to happiness. Living in the present helps you attain peace.

Rule Seven - Others are only mirrors of you. You love or hate something about another person
according to what love or hate about yourself. Be tolerant; accept others as they are, and strive for
clarity of self-awareness; strive to truly understand and have an objective perception of your own self,
your thoughts and feelings. N egative experiences are opportunities to heal the wounds that you carry.
Support others, and by doing so you support yourself. Where you are unable to support others it is a
sign that you are not adequately attending to your own needs.

Rule Eight - What you make of your life is up to
you. You have all the tools and resources you
need. What you do with them is up to you. Take
responsibility for yourself. Learn to let go when
you cannot change things. Don't get angry about
things - bitter memories clutter your mind.
Courage resides in all of us - use it when you
need to do what's right for you. We all possess a
strong natural power and adventurous spirit,
which you should draw on to embrace what lies
ahead.

Rule Nine - Your answers lie inside of you. Trust your instincts and your innermost feelings, whether
you hear them as a little voice or a flash of inspiration. Listen to feelings as well as sounds. Look, listen,
and trust. Draw on your natural inspiration.

Rule Ten - You will forget all this at birth. We are all born with all of these capabilities - our early
experiences lead us into a physical world, away from our spiritual selves, so that we become doubtful,
cynical and lacking belief and confidence. The ten Rules are not commandments, they are universal
truths that apply to us all. When you lose your way, call upon them. Have faith in the strength of your
spirit. Aspire to be wise - wisdom the ultimate path of your life, and it knows no limits other than those
you impose on yourself.

http://www.drcherie.com
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Session Five — Reflection, Evaluation, and Planning




There can be no friendship without confidence, and no confidence without
integrity

Samuel Johnson

We learn something every day, and lots of times it's that what we learned the day before was
wrong. Bill Vaughan
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nAl I men dream: bu
who dream by night in the dusty
recesses of their minds wake in the day
to find that it was vanity: but the
dreamers of the day are dangerous
men, for they may act their dreams with
open eyes, to make

~ T.E. Lawrenc
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Facilitating learning is a transactional drama in which
the personalities, philosophies, and priorities of the
chief players (participants and facilitators) interact
continuously to influence the nature, direction and
form of the subsequent learning.

Attesting to the need for evaluation is somewhat akin
to deciding to take exercise more regularly. Both are
resolutions that are deemed important and necessary,
but both are, for whatever reasons, rarely
implemented. Just as needs assessment is viewed as
the overture to the program development process, so
evaluation becomes its final movement.

As many readers know, however, the reality is that
pressures of time and money often militate against
conducting systematic evaluations. More often than
not, the programmer writes a brief report made up of a
number of personal, mainly intuitive observations
about the beneficial outcomes of the activity. Such
observations may, of course, be extremely valuable.

One reason for the infrequency of systematic
evaluation of adult learning is the absence of an
evaluative model that derives its criteria and
procedural features from the nature of the adult
learning process. Evaluative models applied to adult
learning tend to be drawn from secondary school or
higher education settings and then adapted to the
circumstances of adult learners. Rarely are they
grounded in, or reflective of, the concepts,
philosophies, and processes of adult learning.

In terms of a general concept of evaluation, | think the
emphasis on the value-judgemental aspect of
evaluation is the most fruitful. But it is particularly
important to distinguish evaluation from assessment.
These two terms are often used interchangeably, yet
they are fundamentally different. The reason for their
apparent interchangeability is that the institutional
mode of evaluation stresses a value-free checking
(assessment) of whether or not certain previously

specified objectives have been attained. It is apparent
that the term assessment, if applied to this latter
activity, is being accurately used. Assessment is a
value-free ascertainment of the extent to which
objectives determined at the outset of a program have
been attained by participants. Assessment of these
objectives requires no value judgment as to their
worthwhileness. It is simply a non-judgmental checking
as to whether or not certain purposes have been
attained.

Evaluation, however, is inescapably a value-
judgemental concept. The word value is at the heart of
the term, with all the normative associations this
implies. Activities can only be considered properly
educational if what is taught and learned is regarded as
worthwhile.

Stephen Brookfield

Understanding and Facilitating Adult Learning: a
comprehensive analysis of principles and effective
practices

1986, Buckingham Open University Press




Why evaluate?

Aim of session

To establish what meaning “evaluation” has for the participants

To review evaluation methods known to the participants

After this session, we hope participants will:

Methods

o

o

o

Plan for evaluation from a range of perspectives, with a broad understanding of what, and
who, evaluation is for
Experiment with a range of evaluation methods

Start in circle of chairs, large group

Brainstorm: who is evaluation for?

Pause through brainstorm exercise for pair discussion, focusing on different perspectives as
they emerge — perhaps:

Self

Learners
Deanery/Executive/PCT

Patients

Colleagues

Educational world e.g. academia

ounkwnNRE

Break into groups and talk through methods already experienced. Focus here is on sharing
practice — so group members should use a “journalistic enquiry” to get as much practical
detail as possible about each described tool
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“Would you tell me please, which way | ought to go from here?”
“That depends a good deal on where you want to get to” said the cat.
“I don’t much care where ...” said Alice
“Then it doesn’t matter which way you go” said the cat.
Alice in Wonderland, Lewis Carroll.
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OUTCOMES

The more precisely and positively you can define what you want, and the more you programme your brain to seek out
and notice possibilities, the more likely you are to get what you want. Opportunities exist only when they are
recognised as opportunities.

This exercise is a really neat way of defining what it is exactly that you want. It will take you through a series of logical
steps which will allow you to be quite clear what it is you really want, how you are going to get it, and how you will
know you have got it. The “ecology” test at the end will establish whether you really do want what you say you want!
Be warned.

The exercise works best when done in trios. Your group leader will explain this.

STATE YOUR OUTCOMES

1.

In the POSITIVE think of what you want rather than what you don’t want eg
Q. “What would you prefer to have?”

A. “I want to get fit” rather than “I don’t want to feel so sluggish and unhealthy”

Think of your OWN PART in the outcome so that it is within your control, not someone else’s.

Q. “What will you be doing to achieve your outcome” or “What is your part in this?”

4

A. “I will take it on myself to go jogging” rather than “I will only go if my husband comes jogging with me”.

Be SPECIFIC. State the outcome in manageable proportions that also make it seem real; something definite to
go for, which begins to suggest genuine actions towards getting the outcome.

Q. “Who, what, where, when, how, specifically will you do this?”

A. “By next Tuesday | will have bought some new trainers, some running shorts and a T-shirt. On
Tuesday | will set the alarm for 6.45. | will put on my new jogging clothes and go out jogging to be back home
by 7.30” rather than “I really must get round to jogging sometime.

Get EVIDENCE CRITERIA. This is sensory information which lets you know when you’ve got what you want.
This can make it more real and compelling.

Q. “What will you see, hear and feel both inside of you and outside of you that will let you know that you
have reached your outcome?”



A. “I will have been jogging every day for two weeks. | will be extending the distance | can jog within the
20 minutes | have available. | will be able to run up the stairs at home without getting breathless”
rather than “I will be fitter and healthier”.

5. Check ECOLOGY. Check that you will get the consequences that you really want. Notice any doubts which
usually start “yes, but ...”.

Q. “Does any part of you object in any way to achieving this outcome?” or “If you could have this
outcome, would you take it unreservedly?”

If the answer were to be a doubtful “Yes, but ...” or “Well I'm not sure” or “As long as it didn’t affect such and such ...”
and so on, there are obviously other considerations or conditions which must be woven into the specification in order
for it to be acceptable and to achieve positive consequences.

The ecology area is where most problems occur; people think they should go for an outcome, but deep down are
worried about some spin-off consequences. If they are not fully committed at this stage the outcome won’t work.
Recycle these considerations through the whole process again until you get a resounding

A. “YES!!”

Remember when you are eliciting an outcome for someone else - helping them set their goals - it is THEIR outcome not
yours. It has to be true for them, not for you. So let them use their views, rather than imposing yours; use their words
because they won't identify with yours.

EXERCISE IN TRIOS

Person A states his/her position.

Person B’s task is to listen carefully to it, and guide A through the well formed criteria. Start by tipping them, if
necessary, from the negative into the positive. Continue until A fulfils all five criteria.

Person C’s task is to notice two processes - A’s use of the POPSEE, and B’s facilitation of A’s POPSEE - and to
reflect his or her observations back to both B and A.
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SMART objectives

A key part of a self-directed approach to learning involves being able to make a judgement about progress
made, and how successful your learning efforts have been.

In order to be able to make a judgement in this way, your learning objectives will need to be clearly defined,
measurable, and have a committed timescale. There is a very well-established framework, or checklist,
which aids the clear definition of objectives, and comes originally from the world of business. It has become
a very regular educational tool, as it is usable, and easy to remember. Objectives that have been defined
according to this framework are called “SMART” objectives. Using this framework will make it easier to carry
out your planned actions and measure your achievements .

SMART means that your action points should be:

. Bellingham's Galbraith Mountain Biking Trail System
Specific TV .
Measurable
Achievable
Realistic
Time-Bound
Specific.
- You know exactly what it is you have to do (not just ‘find out about').
Measurable.
- You know when you’ve got there or you have done it.
Achievable.
- It is possible to do them in the time and with the resources available.
Realistic.

- It is possible to do them, they are not based on fantasy.
Time bounded.
- You set a time limit on them (otherwise you might never get around to it).




Epilogue

"When you get to the summit of the mountain, keep climbing."
Tibetan saying.

"Success is not counted by how high you have climbed but by how many people you
brought with you." Will Rose.

The person who risks nothing, does nothing, has nothing, is nothing. He may avoid suffering and
sorrow, but he cannot learn, feel, change, grow or live. Chained by his servitude he is a slave who
has forfeited all freedom. Only a person who risks is free. The pessimist complains about the wind;
the optimist expects it to change; and the realist adjusts the sails." William Arthur Ward
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A sense of humor is part of the art of
leadership, of getting along with
people, of getting things done.

- Dwight D. Eisenhower
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