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INTRODUCTION
The ‘Valuing Learning from Experience’ (VaLEx) Project is working to develop a generic VaLEx model which will promote the recognition of prior informal learning (RPL), a process that enables learning from experience to be recognized and valued. The project pilot intends to target hard to reach groups using biographical research methods and generic pedagogical support materials. Sponsored by EU Socrates Grundtvig this project is led by Glasgow Caledonian University and involves members from six European countries who are working in partnership.
VaLEx builds on the findings of a previous SOCRATES Grundtvig project ‘Social Inclusion through APEL’. This project identified the learning experiences and needs of non-traditional groups of learners. Thus the objectives of the VaLEx project are two-fold; firstly, to undertake a theoretical analysis of existing practices and principles underpinning APEL/RPL.  Secondly, to develop a pedagogical model for non-traditional learners’ who are likely to suffer from social exclusion such as people with disabilities, those who are unemployed, refugees/asylum seekers and people with no formal qualifications. 

Hence the aim of the Tutor’s Guide is to outline the theories and issues that culminate in a reflective learning approach - assisting non-traditional learners’ to identify with, articulate and evaluate their learning experiences. VAleX aims to promote transformative learning - guiding the learners’ so they can adapt what they have learnt and use these skills within a different context. Approaches like negotiated learning and drawing on biographical (life history) methodology are used to encourage independent active learning, personal development planning and a portfolio of documented evidence reflecting the learner(s) skills and capabilities. Such learning approaches  bridge the divide between non-formal and formal learning, enabling learning from experience to be recognized and valued academically, professionally and individually.

LEARNING APPROACH

In order to adopt pedagogical support materials, or more importantly pedagogical communication skills the tutor needs to understand and adopt a Freirean learning approach, which is based on two key ideas. Firstly, dialogue which is an equal relationship in which both the tutor and the learner engage with each other as knowledgeable equals. Secondly, Problem posing: the delivery and /or guidance of cultural themes in the form of open ended problems, which can be incorporated into materials such as pictures, comics, short stories, songs, video-dramas, visits and then used to generate discussion and assist the knowledge/demonstration of transformative learning.

“The teacher’s thinking is authenticated only by the authenticity of the student’s thinking. The teacher cannot think for her (his) students, nor can she impose her (his) thought on them. Authentic thinking, thinking that is concerned about reality, does not take place in ivory tower isolation, but only in communication. If it is true that thought has meaning only when generated by action upon the world, the subordination of students to teacher becomes impossible”

(Freire 1970, 1993 p.57)
Thus learning must begin with a solution to the tutor-learner contradiction, and by reconciling this contradiction so that both are simultaneously tutors and learners. Learning involves a critical dialogue between ‘I’ (tutor) and ‘thou’ (learner) therefore the tutor/learner relationship must exist on an equal footing. Each and every one of us is influenced by and influences others, if we forget that, if we think we are superior to others, we become un-teachable and dictatorial. Thus we stop communicating effectively and in turn stop learning and evolving as human beings. Freire stressed this point arguing that conversation between ‘thou and I’ cannot involve effective communication skills and derive meaning unless the parties involved listen, are open and willing to learn from one another; ‘dialogue cannot exist without humility’ (Freire 1970, 1993 p.71). Subjects must meet in co-operation in order to understand otherwise ‘anti-dialogical action’ takes place, where the dominating ‘I’ (tutor) transforms the dominated and submissive ‘thou’ (learner) into a mere ‘It’. We all have to learn from our own and other peoples’ experiences (ibid p.71).

Freire appeared to advocate ‘problem posing’ within education where all become ‘cognitive actors’. Learning is about the dialogue that exists between tutors and learners who become ‘co-investigators’ towards ‘the emergence of consciousness and critical intervention in reality’, in order to progress (ibid pp.60/2). Freire adopted a humanistic ideology whereby learners’ are recipients of cultural information and experiences through a lifelong process of socialisation. Education could offer freedom provided learners’ are afforded the opportunity to reflect upon their own experiences. Through such reflection and by taking action learners had the ability to create their own roles and challenge their environment, rather than blindly performing roles taught by others. Freire referred to this as the ‘praxis’.  He also maintained that education could not be neutral as it was either designed to facilitate freedom or conformity and submission. Education was a social institution controlled through social and political pressure designed to teach the cultural perspectives allowed by the elite. In contrast Freire’s pedagogical approach starts with the experiences which learners bring with them to the learning situation. 

EQUAL PARTNERSHIP 
Student centred / Tutor assisted learning

Studies have shown that very few adults plan out a learning career.  Often it is the result of, ‘a turning point moment’ or critical incident for example divorce or unemployment, that makes them consider returning to learn (Glaser & Strauss 1971, West 1996, Merrill 1999). Education is often perceived as a possibility and even a solution to personal problems and complex private issues. In this situation whether the reason for learning is self-development, career development or cultural development, many adults want to participate in learning, seeing it as a way of moving out of their private world and into the public one. 

Research by Thomas emphasised that Further Education courses were often designed to address the low aspirations and motivation of non- traditional learners ‘to change attitudes and cultures (towards learning) rather than to acknowledge difference (2001 p.131). Therefore learning should not be tutor led nor student led, it should be a relationship between tutor and learner(s) which to some degree is tutor guided, and where both parties confront each other as knowledgeable equals. Thus tutors should ensure that they place a greater emphasis upon participation and relevance as opposed to assessment. It is more important to make the learning experience both shared and meaningful as opposed to conducting tests and assessments to measure learning outcomes. 

Bernstein (2000) takes this further as he identifies a relationship between the inside and outside of an institution in the learning process. If the boundaries between the inside of an institution (where staff are part of a strong social network) and the outside of an institution (community) are permeable there is shared pedagogic knowledge. Such knowledge is concerned with the integration of difference, and departmental staff work with each other and with the community to provide a new social basis, that involves working with collective opinion and collective interest.  

Negotiated as opposed to traditional learning

The education system is characterised by a theoretical and ideological paradox as education has the potential to both change and reproduce social relations. This debate centres around macro-micro sociological issues. Education at the macro level acts as a means of social reproduction; reproducing class, gender and race relations and inequality within a capitalist society. Schooling is not about equality of opportunity rather it functions to grade people required for social division of labour within a capitalist society. Education at the micro level however, has the potential to liberate individuals and groups from oppression, empowering them to take control and change their lives and hence break out of the class and gendered roles as outlined by theories of reproduction. This perspective is entrenched within certain traditions of adult education, community education and feminism. Both theories are valid. Rather than separating the two theoretical approaches they need to be synthesised to understand how education both reproduces the status quo and empowers for change (Merrill 1999). 

Education is a dialectical process of interaction between the micro and macro levels. For education to empower particular sets of social, ideological and structural relationships are required. For example a democratic rather than a hierarchical structure, a student-centred approach to teaching as opposed to a didactic one. Within our fragmented culture, learning needs to provide a ‘dialogic democracy’ promoting critical reflexivity of our everyday activities within a wider social context. Tutors and learners, as narrators of their own story have to make sense of themselves, their family and their community within society (Giddens 1994: 115, Charney 2002).

In taking appropriation of our own story we undermine established structures and show a new political agenda. As opposed to nationalism we are looking for standardisation and ‘communalism in life politics’ (Charney 2002: 137) Thus the main way forward is to renegotiate the boundaries between the public and the private, to find an ‘intermediate zone’ that will straddle the divide (Holliday 1998; 104) Institutions have not disappeared or lost significance they are just considered in a different context with new priorities being given to ‘ life politics…..a politics of identity as well as choice’ (Giddens 1994: 91) Therefore social relationships together with institutions (the two are intertwined) form meaningful lifestyles. 

“Recently attention has focused on the gendered nature of citizenship and the effect of social policy on women. Citizenship is often conceptualised as part of the public world of politics but, as we have already indicated, the public and the private overlapped what happens in one area affects the other. Using the term ‘citizen’ or ‘women’ or ‘men’ to indicate some monolithic group obscures the way various identities of any particular person cross-cut each other.”

(Billington et al. 1998: 191)

 “The value of Adult Education is not solely to be measured by direct increases in earning power or productivity capacity or by any other materialistic yardstick, but by the quality of life it inspires in the individual and generates for the community at large. It is an agent of changing and improving our society: but for each individual the means of change may 

differ and each must develop in his own way, at his own level and through

 his own talents.”

(Russell 1973 p.xi)
Outreach centres appear to be more effective at welcoming and encouraging nervous, potential students, as they are more informal and friendly (Crossan et al. 2003). 

They create a sense of community and community provision to provide a comfortable, non-threatening shared learning environment for people who lack confidence in their learning ability, as is the case with many adult learners. Furthermore any support materials used are relevant to the individual / groups, daily lives thereby prompting thought, reflection and / or discussion regarding personal / group experiences. 

To illustrate the Workers Educational Association (WEA), viewed working class adult education, as sharing and learning from the social and economic problems faced by working class people within their communities. Hence the curriculum that originates from the lived experiences of individuals and groups within their communities. One which looks beyond the academic needs of the institution and focuses on the educational needs of people within their local community.  Thus social relationships together with institutions (the two are intertwined) form meaningful relationships. Such practice has been developed through the adult education residential movement for example Ruskin and Northern College, alongside Jane Thompson’s work with women.  Thus the learning partnership between tutors and learners results in the following:

“It breaks down the ‘us’ and ‘them’ situation produced by traditional methods, replacing them with more egalitarian and participatory relationships between tutors and students.”

(Hyland & Merrill 2003 p.121)

“Lovett (1975) in Adult Education, Community Development and the Working Class argues for a community development approach for working with non-traditional student groups. For Lovett….the roles of the adult educator are multiple. First, that of network agent to establish contact and relationships with groups of local people and identify the type of action, support and provision required. Second, to act as resources agent: identifying existing local educational resource and collaborating with these agencies and organisations. Third, to be an educational guide: through making the access of support and educational guidance in existing institutions available to learners. Last to assume the role of teacher.”
(Hyland & Merrill 2003 pp.121/2)

To summarise the main principles underpinning active approaches to teaching and learning, which reinforce negotiated learning are:

· Active as opposed to passive learning that involves a participatory approach. It is the involvement that is itself the learning experience.

· Achieving certain learning outcomes by taking direct action: Presuming that the outcomes have already been identified, are desirable and can be achieved. 

· The environment in which learning takes place should stimulate the learners so that they become more articulate, socially competent and confident about themselves; whilst being ready, willing and able to help one another.

· Evaluation is central. The tutor’s role is to guide learners so that they become independent learners, who can recognise their own development and are able to take responsibility for their own learning. 

· The methods are the medium for learning.  Exercises and activities that follow the ‘learning cycle’ beginning with ‘a real experience’ and that ‘make us think’ are the process’ tutors must follow for developing learning objectives.(Kolb 1984, ‘Valuing  your Learning from Experience  – A Learners guide’ 2004 pp. 8/9)

· Everyone has a contribution to make which should be valued, respected and accepted, whatever the learning level. 

RECOGNITION AND GUIDANCE OF TRANSFERABLE SKILLS / REFLECTIVE LEARNING

Theory: Reflection in the context of learning is exploring and re-evaluating the experience, to lead to a new understanding and appreciation. In most cases the initial experience is quite complex and constitutes a number of experiences that take place within it. After the experience there occurs a processing phase, this is the area of reflection:

“Reflection is an important human activity in which people recapture their experience, think about it, mull it over and evaluate it. It is the working with experience that is important to learning.”

(Boud et al. 1985: 33)

Such reflection may occur in isolation or in association with others, can be done well or badly and the outcome may lead to an effective or ineffective learning experience. However learners and teachers need to be aware that reflection on the part of the adult learner can be prompted by positive or negative states (events). Boud goes on to stress that ‘the more teachers and learners understand the reflective aspect of learning and organize activities which are consistent with it, the more effective learning can be’. 
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Fig: 2.3 Reflection process in context.

However despite all that has been written about reflection it is difficult to be precise about the nature of the process, so integral to every aspect of learning and involving almost all mental processes. Dewey assumed it was highly rational and controlled, defining reflective thought as:

“Active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and further conclusions to which it leads …it includes conscious and voluntary effort to establish belief upon a firm basis of evidence and rationality.”

(Dewey 1993: 9)

Tutors must organize learning activities which:

· Help the learner return to the experience: recollect what has taken place, and replay the experience mentally, verbally and commit this description to paper / audio. 

· Help the learner to describe such events, which can attend to feelings: through an awareness of the feelings that were present at the time of the experience.

· Help the learner re-evaluate the experience: through attention to description and feelings gain enough insight to fully comprehend and learn from their reflective process.
· Help the learner place this re-evaluation process in context to assist the process of reflection, considering four aspects: 

1. Association: that is relating new data to existing data.

2. Integration: in seeking relationships among the data. 

3. Validation: sharing information to determine the authenticity of the ideas, thoughts and feelings which resulted. 

4. Appropriation: thus making such knowledge one’s own 
(Boud et al. 1985, p.33)
· Help the learner(s) develop their reflective experience into a Transferable Skill: Whilst reflection in itself is an experience (Moore 1974) it is not the end result. The outcomes of reflection are a new experience namely, clarification of an issue, developing a new skill or the resolution of a problem. If such outcomes prove affective they often promote changes in our psychological, physical even moral and social outlook. Thus, if learning is beneficial it may promote greater confidence, assertiveness or a changed set of priorities, however such benefits of reflection may be lost if they are not linked to action.  

WHERE TO START

Personal Development Planning (PDP)

Personal Development Planning (PDP) enables learners’ to determine their own aims and objectives which contribute to their learning performance and personal growth. Firstly, with the help and support of their Personal Tutor (mentor) learners’ reflect inwardly, and through self-appraisal identify their current level of learning and skills. Secondly, learners agree a flexible personal development plan or scheme of study with their tutors. Such a plan produces personal and achievable development objectives, striking a balance between formal / academic aims of their course and their informal home life: extra curricular activities, community, voluntary and paid work.

To support and guide the learner in their PDP the tutor needs to appoint themselves or assign a third party as a personal tutor for the learner. Furthermore the tutor needs to promote:

1. Friendly, informal discussions between the personal tutor (mentor) and learner to allow the learner to reflect inwardly and identify his / her strengths and weaknesses. 

2. Group activities, based on the VaLEx Model, involving teamwork, problem solving, creativity and a holistic approach to personal development. Helping the learner to reflect outwardly (taking into consideration the needs of others) when developing and planning his / her personal objectives. 

3. A framework that enables the learner to monitor, build and reflect upon their personal development such as a diary journals or weblogs (individual websites)   

PDP is defined by the Quality Assurance Agency (cited by Sanderson & Hill 2004) as being: 

“A structured and supported process undertaken by an individual to reflect on their own learning and performance”

“…a means by which students can monitor, build and reflect upon their personal and academic development”

Understanding Key Skills that promote personal and shared development:

Biographical Methods, the context and theory

If we cannot make sense and give meaning to our learning disillusionment occurs and students/learners leave. According to Denzin and Lincoln there is ‘a seventh movement concerned with moral discourse’ alongside the ‘development of sacred textualities’ which calls on the social sciences and humanities to be established as ‘sites for critical conversations about democracy, race, gender, class, nation, freedom and community’ (Denzin & Lincoln cited by Roberts 2002: 168) 

Biographies locate individual and group actions within the context of structure; illustrating the constraints of structure on people’s lives: 

“The intent of the biographical project is to uncover the social, economic, cultural, structural and historical forces that shape, distort and otherwise alter problematic lived experiences” 

(Bertaux 1981: 4)

Likewise the relationship between private and public worlds are revealed whereby people experience ’an inner world of thought and experience and to an outer world of events and experiences’(Denzin 1986: 66) For Denzin ‘the joining and recording of these two structures of experience in a personal document’ (1989; 28) is the hallmark of the biographical method. 

Attempting to make a connection between personal memories that structure one as an individual and the individual as part of a wider social audience:

“Narrative is the representation of process, of a self in conversation with itself and with its world over time. Narratives are not records of facts, of how things actually were, but of a meaning making system that makes sense out of the chaotic mass of perceptions and experiences of a life.”

(Josselson 1995: 33)

Hence individuals move between the past, present and future in a complex way, as they select, summarise or resequence events and their meaning. ‘Thus a biographical narrative is not simply linear, a chronology, but a complex interlinking of perceptions of the past and future within the experience of the present and its shifting contexts’ (Roberts 2002: 84). 

The ‘biographical turn’ as opposed to being subjective or objective, interpretive or positivist, private or public moved across the disciplines (Roberts 2002: 169, Chamberlayne et al. 2000). Postmodernists in conjunction with Third wave feminists identify biographical research as being intersubjective. This involves an equal working partnership between the tutor and learner, which begins with individual experiences and seeks to understand them through conversation. The term biography often multidisciplinary in design, focuses on the ‘writing’ and ‘speaking’ of the life history alongside the complexity of ‘reading’ and ‘hearing’ them (Stanley 1994; 89). This struggle for understanding places knowledge and politics within a working process rather than presenting a form of hierarchical achievement. In other words to understand and derive meaning from individual experience, when placed within a wider social context provides a joint blueprint for future social change for all those involved (Stanley 1994, Bornat 1994).  
Language

Do learners understand the language of their tutors?

How much does learner comprehension depend upon social background?

A survey of French university students carried out by Bourdieu et al. in the 1962/3 academic year highlighted two fundamental facts:

Firstly: The importance of linguistic misunderstanding within education.

Students acknowledged that they have a very limited understanding of academic and even everyday language used by university tutors. However tutors often assume that by using a word / phrase frequently the meaning of the word / phrase is understood, or at least should be understood. 

Secondly: The role of linguistic inheritance in determining academic success.

Success in literary studies is often linked to the learners’ ability to understand and manipulate academic language, an elaborate language that is usually the mother tongue of children born into middle classes. 

“Teaching is at its most effective not when it succeeds in transmitting the greatest quantity of information in the shortest time (and at the least cost), but rather when most of the information conveyed by the teacher is actually received.”

(Bourdieu et al. 1996 p.5)

Pedagogical communication: Reduces misunderstanding between tutor and learner by adopting the same code, or a shared understanding / cultural view / language. McCarthy & Carter (1994 pp.150-2) identified three main meanings of culture that the tutor must be aware of in order to understand and implement pedagogical communication. In adopting this cultural view of language the tutor is exploring ways in which the beliefs and values held by the language user (learner) are encoded:

1. Formal Language -‘Culture with a capital C’ High art within a society: its art, music, theatre and especially literature. An academic grammar-translation approach to language that will enable the learner to read and translate literary passages, a language valued for intellectual discipline.

2. Non-formal / Shared Language -‘Culture with a small c’ Communication that relates to community: Habits, customs, social behaviour and collective assumptions of a group of people. Cultural forms within this definition include: sociological text involving sub-groups, advertisements, television soaps, magazine stories, jokes, newspaper articles and feature stories.  

3. Non-Verbal Communication -‘Culture as social discourse’ Social knowledge and interactive skills required in addition to understanding and using the appropriate language. There may be marked differences between a tutor and learners cultural norms that must be understood, accepted, accommodated and sometimes adopted by the tutor. Similarly a tutor’s communicative competence must include a cultural awareness and sensitivity to use of eye contact, intonation, gesture and interpersonal distance.    
Interacting

Feminists advocate that employing biographical methods equalises the power relationship between the tutor and the learner. Negotiated learning should be informal in style: more like a conversation. Participants are informed of the purpose of the study and ultimately the intention is for their voices to be heard, often by policy makers so that the barriers for people in similar socio-economic or cultural situations can be broken down. Such learning offers an egalitarian approach acknowledging the subjectivity of both tutor and learner and draws on the principles and practice of feminism and adult education. As cited earlier feminists use research to engage in action for social, economic and political change. Similarly adult education often focuses on education for social purpose and social change as ‘it attempts wherever possible to forge a direct link between education and social action’(Martin 1995: 5) 

Individuals participating in studies using biographical methods often remark that they found reflecting upon their life and telling their story helpful in terms of self-identity and self-development, perhaps even therapeutic, although for some it can throw up disturbing memories and awareness of their helplessness against the structural constraints of society. Dominicé argues that biographies benefit the tutor as well as the people sharing their story; given that tutors learn to share not deliver the learning experience often referred to as a learning journey with learners.

“Life history reflection can foster dialectic between the personal and the social aspects of learning. The rationale for educational biography pays attention to both the learner empowerment and inquiry process (an instance of the personal) and learner collaboration with educators and peers to produce, share, and interpret educational biographies (an instance of the situational).”

(Dominice 2000: xvi)
Listening  


Sharing your story

The case is that in a life history different parts of culture unite with the life of an individual. Often three elements re-occur, namely:

1. biographies portray the narrator’s socio-cultural environment

2. biographies portray the individual’s perspective

3. biographies include a time dimension concerning both the individual and the society

(Antikainen et al. 1996: 17)

The starting point for a life story is the individual and his/her views closely connected with the larger context of his/her society. By starting with the ‘really useful knowledge’ of a learners’ life experiences, teachers within a framework of radical adult education can work with collectivities of learners to transform lives and communities. This approach would combine biographical methods portraying the individual perspective with collective participatory approaches to active learning (Johnson 1989: 81). 




“…Adult education’s main future research agenda will be concerned with the linkages between learning, power and organisational change” 




(Finger & Asun 2001; 179)

Furthermore locating tutors as central to the learning process in a subjective and meaningful way makes it impossible to divorce the biography of the tutor as well as the learner from the learning process.

Self Evaluation

‘As a tutor can I be myself?’

The tutor given their professional training and experience has been conditioned to view themselves as the experts, the information givers, the controllers, organisers, assessors and ultimate educators of learners. To remove the mask and genuinely interact with students would involve risk; it would let the students get to know the tutor as a person making the tutor vulnerable. Open to criticism not only from the students but also from their peer group for poor teaching practice. To allow the tutor/student relationship to become subjective instead of objective, would displace the tutor from their ‘higher level role’ and the student from their ‘lower level role’ (Rogers & Freiberg, 1994 p, 42) However in effect, by ceasing to be a teacher, through having the courage to be oneself, communication between tutor and learner becomes far more open and constructive. The student stops telling the tutor what the student thinks they want to hear and tells the tutor how they feel about a subject. This in turn leads to greater interaction, and through shared knowledge issues are raised, questions are asked, which make both the student and tutor evaluate their own ideology and actions. Thus increasing self insight and giving meaning to learning. Called “The Personality Theory” (ibid, p.44) it allows the tutor to develop a scheme of work that can be built around very general learning guidelines, with just enough requirements to provide structure for learners. 

GUIDING (CONCENTRIC) CIRCLES
ACTIVE ENGAGEMENT

Guiding Circles were developed by renowned authors and Career Development Practitioners, Dr. Norm Amundson, Dr. Rod McCormick and Gray Poehnell. They use a holistic approach to assist the individual to embark on a journey of self –discovery through a series of positive activities, which offer key insights into their true capacities and help develop a meaningful and accurate action plan. These learning opportunities developed in conjunction with the ’Medicine Wheel’ framework below, provide activities connected to the physical, mental, spiritual and emotional quadrants, whilst community feedback ensures that the individual will be given an objective view of their talents. This process helps to develop the true sense of oneself and can be used by a wide range of individuals from teenagers to adults and the delivery is very flexible. It can be used in one-on-one sessions, classroom delivery or incorporated into an existing client programme (Kosa, 2003).  
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This symbol common among North American Aboriginal people, is a lens through which life is viewed and understood. The circle also proves symbolic in that it is often associated with wholeness, connection, repeating cycles and equality. The suggestion is that these four aspects, mental, physical, emotional and spiritual must be in balance

“Good health and good life depend upon the strength and wellness of each part. They must be nurtured, expressed, respected and incorporated in all parts of life, personal, family, work and community. “

(CANDO 2003: 1)

According to Fred Glennon (2004) there appear to be six pedagogical principles that involve a balanced, active engagement:

First all education is value-laden and political. Therefore an active approach as the teacher/researcher encourages the participant to think and act along similar lines. Liberal educational values of neutrality, objectivity and to all intense and purposes passivity is no less politically laden than advocating social action.  

“Education has the potential to orient students toward questioning the status quo, to develop their historical imagination of alternatives and their social activism in favour of changing the system currently in place.”

(Shor 2000: 8)

Second learning about society and the self must begin with the student’s prior learning experiences, and challenge the more traditional approaches to education. Students engage the teaching-learning process more fully whenever prior learning or past experiences are related to the subject. If they write about their own experience regarding inequality, they relate better to the unfair treatment of others, the wider social situation of inequality. David Kolb develops this notion further ‘all learning is relearning’ therefore everyone enters a situation with existing experiences and knowledge:

“Thus one’s job as an educator is not only to implant new ideas but also to dispose  of or modify old ones. If the education process begins by bringing out the learner’s beliefs and theories, examining and testing them, and then integrating the new, more refined ideas into the person’s belief systems, the learning process will be facilitated.”

(Kolb 1984: 28)

Third active learning is better than passive learning. Dewey (1966) contends that the best learning takes place when students are given something to do, not something to learn. This is affirmed by Ira Shor who argues that one should ‘experience education as something they do rather than as something done to them’ (1992: 85) Furthermore those without such active involvement and experience had less developed understandings, although research, action and reflection did serve to deepen their understandings.

Fourth the quality of the experience is critical to the learning that takes place. Whilst all education provides experiences, not all experiences are educational. ‘Any experience is mis-educative that has the effect of arresting or distorting the growth of further experience’. Hence there is tremendous pressure on the researcher/teacher to ‘based upon experience …select the kind of present experiences that live fruitfully and creatively in subsequent experiences’ (Dewey 1997: 27-28). However recent research illustrates a strong connection between learning and the settings where students have quality experiences demonstrating the responsibility placed upon the researcher /teacher is well worth it (Eyler & Giles 1999).

Fifth the learner should be actively involved in shaping the purpose and direction of the learning that takes place.  

“Setting up conditions which stimulate certain visible and tangible ways of acting is the first step. Making the individual a sharer or partner in the associated activity so that he feels its success as his success, its failure as his failure, is the completing step”

(Dewey 1966: 14)

In an attempt to construct a democratic and participatory teaching-learning environment, a students’ learning is more meaningful if they can make connections with their own goals and interests. As a partner they are free to determine how that learning will take place and which actions are appropriate in light of their values and commitments.  

Sixth an action-reflection model provides a more qualitative experience for learning.

“When a word is deprived of its dimension of action, reflection automatically suffers as well; and the word is changed into idle chatter, into verbalism, into an alienated and alienating ‘blah.’ It becomes an empty word, one which cannot denounce the world, for denunciation is impossible without a commitment to transform and there is no transformation without action”

(Friere 1970: 75)

Without action students can regurgitate words for an essay or test but they hold little meaning and make very little claim on their and others lives. 

Tutors could help learners embark on a journey of self discovery using the ‘Guiding Circles Tool’: 

· Gifts, Aptitudes, Skills.
Exploration of the things learners are able to do well and talents they have yet to discover.

· Interests.

Learner focuses on likes and dislikes they may discover that non-work related issues have career relevance. 
· Personal Style, Spirit.

How a learner goes about doing things, personal characteristics.

· Values, Meaning.

The learner’s beliefs and feelings, and how they impact on actions.

· Balance.

A look at how learners have developed the four aspects of their being: spiritual, emotional, mental and physical.

· Learning.

Learners examine what they have learned in life, what they still want to learn and how they learn the best.

· Work / Life Roles.

Explore the roles learners have had at work, in their family and community.

· Work Connections.

Examine what learners know about the world of work and who is able to help them learn more.
The tutor should always:

· Start with ‘concrete’ activities and then move on to more abstract activities.
Try popular activities with the learners that address these issues of self-discovery, taking control, involving peers and inter-relations. These are:

· Patterns. 

· Favourite Things (allows learners to explore the idea of work - non-threatening). 

· Stepping Stones (breaks down action plans into realistic steps).

· Values. 

· Telling your Story

· Career Circle

“The: My Patterns section is of particular value, especially for clients with little to no work experience. They can easily come to see how their life patterns reflect who they are, their values, what they most enjoy and how that can be translated into marketable skills”

Betty Juselius, Manitoba, Metis Federation
Provincial Recruitment Initiative.

BOUNDARIES / CONFIDENTIALITY
The tutor must be aware of four main objectives: 

· Firstly, whilst unable to provide complete confidentiality the tutor can promise anonymity by changing the names of the learners’ mentioned in the pilot. 

· Secondly, during and upon completion the text should be available for others who are involved to read, discuss and critique, in order to increase validation of the text. 

· Thirdly, the tutor must avoid any form of bias, and through the joint discovery by tutor and learner ensure an accurate and honest interpretation of personal experiences. This involves the ability to listen and hear the life history of the participant as well as offering ‘biographical coaching’ on the shape and structure of the story (Alheit 1995, 68). 
· Both tutor and learner should view the text as the other. 

· Fourthly, recounting certain experiences especially involving a department or institution could be perceived as an invasion of privacy. However since there is no formal agreement between the department and the learner, it is often warranted to involve the department because of ‘their own ‘ethnocentrism’ – the application of the norms of one’s own culture to that of others’ (Brown 1965, 183)    

SUPPORT GROUPS

Working with learners from diverse backgrounds the tutor may need to offer a support system for learners who have experienced / are experiencing a number of difficulties in their lives. Therefore it is important that the tutors are prepared for this and have a list of support agencies to refer learners on to. This could include Women's Aid, Citizens Advice, Welfare Rights, Open Secret, drugs and alcohol support etc. Basically agencies who work with people who have experienced abuse, debt, health issues, alcohol/drug abuse, benefit advisors, housing support, single parents, bereavement, mental health issues, counselling agencies etc. If the pilot targets non traditional learners tutors need to consider the barriers they have experienced which have stopped them participating (Sterling 2005). 

· This will be different for different countries and may be something the group leaders will have knowledge of since they will be identifying to some extent the learners taking part.
 

BIBLIOGRAPHY.

BOOKS

Alheit, P. (1995) ‘Biographical Learning, Theoretical Outline, Challenges and Contradictions of a New Approach in Adult Education’ Alheit, P. et al (Eds.) The Biographical Approach to European Adult Education. Wien.

Antikainen, A. Houtsonen, J. Kauppila, J. & Houtelin, H. (1996) Living in a Learning Society: Life Histories, Identities and Education. London, Falmer Press.

Bernstein, B., (2000) Pedagogy, Symbolic Control and Identity: Theory, Research, Critique. Rowman & Littlefield Publishers inc., Oxford.

Boud,D. Keogh, R. & Walker, D. (1985) ‘Promoting reflection in learning: A model’ (Eds) Reflection: Turning Experience into Learning. London, Croom Helm.

Bourgeois, E., Duke, C., Guyot, J., Merrill, B.,  (1999) The Adult University, The Open Society into Higher Education & Open University Press, Buckingham.

Bourdieu, P., Passeron, J., De Saint Martin, M., (1996) Academic Discourse, Blacwell Publisher’s, Oxford.

Brandes, D., & Ginnis, P. (1986) A Guide to Student – Centred Learning, Blackwell Publisher’s, Oxford.

Chamberlayne, P., Bornat, J., Wengraf, T., (2000) The Turn To Biographical Methods In Social Science: comparative issues and examples, Routledge, London.

Denzin, N. (1989) The Research Act Englewood Cliffs, NJ., Prentice-Hall, No. 16.
Dominice, P. (2000) Learning From Our Lives: Using Educational Biographies with Adults. San Francisco, Jossey-Bass.   

Dybbroe, B., & Ollagnier, E., (Eds.),(2003) Challenging Gender in Lifelong Learning: European Perspectives, Adult Education Research Group & ESREA, Roskilde. No. 1.

Freire, P. (1970) Pedagogy of the Oppressed. London, Penguin.
Holly, M.L. (1994) Keeping a Personal-Professional Journal. Victoria, Deakin University.

Hyland, T., & Merrill, B., (2003) The Changing Face of Further Education: Lifelong Learning, Inclusion and Community Values in Further Education, RoutledgeFalmer, London.

Josselson, R. (1995) ‘Imagining the real: empathy, narrative and the dialogue self’ in Josselson, R. & Liebich, A. (Eds.) The Narrative Study of Lives. London, Sage, No. 3.
Kolb, D. (1984) Experiental Learning: Experience as the Source of Learning and Development. Englewood, Prentice Hall Publishers.
McCarthy, M., & Carter, R., (1994) Language as Discourse: Perspectives for Language Teaching Longman, London.

Merrill, B. (1999) Gender, Change and Identity: Mature Women Students in Universities, Ashgate, Aldershot, Hampshire.

National esol training and development project, (2003) Working with Refugees and Asylum Seekers: Support materials for ESOL providers DfES Publications, Nottingham.
Roberts, B. (2002) Biographical Research, Open University Press, Buckingham.

Rogers, C., & Freiberg, H.J., (1994) Freedom to Learn, McMillan College Publishing Company, New York. 

Thomas, L., (2001) Widening Participation in Post-Compulsory Education. Continuum, London.

INTERNET.

PDF (2003) ‘Guiding Circles: Demonstration Project’ The Aboriginal Human Resource Development Council of Canada (AHRDCC) 

www.guidingcircles.com
CONFERENCE PAPERS.
Duke, C. (1992) Liberal Adult Education – Perspectives and Projects.  ‘Postscript – the Wadham Conversation’ Duke, C. (Ed.) University of Warwick.

Kosa, C. (2003) AHRDCC Guiding Circles, an Aboriginal Guide to Finding Caree Paths. CANDO: Council for the Advancement of Native Development Officers 10th Annual AGM & Conference, dana Naye Ventures. 

Merrill, B Hill, S. (2003) Accreditation of Prior Experiential Learning (APEL). ‘Literatur-und Forschungs report’ Weiterbildung, 26 Jahrgang Zertifikate. REPORT 4.

Merrill, B. Hill, S. (1999) Lifelong Learning through APEL. A UK Perspective. ‘Lifelong Learning Inside and Outside Schools’ 2nd Bremen Lifelong Learning European Conference February 1999, University of Bremen.
Merrill, B., & Hill, S., (1996) Access, Equity, Participation and Organisational Change. Papers from ESREA Access Network, Department of Continuing Education, University of Warwick.

Russell, L., (1973) Adult Education: A plan for development. Report by a Committee of Inquiry for the Secretary of State for Education and Science, HMSO.
JOURNALS

Crossan, B., Field, J., Gallacher, J., & Merrill, B., (2003) Understanding participation in learning for non-traditional adult learners: learning careers and the construction of learning identities, British Journal of Sociology of Education. 24 (1)

Hill, S., (2004) Skills, Action Learning and PDPin Foundation Degrees Forum: Developing Academic Practice at The University of Warwick. 27 12-13

Merrill, B. (2004) ‘Biographies, Class and Learning: the experiences of adult learners’ Pedagogy, Culture and Society. 12(1) 73-94



Active Teaching & Learning Approach.
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Life History Portfolio. A record of personal life experiences that can often relate to wider community experiences





Personal Development Plan. 


A holistic, flexible approach to study and personal development.
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Tutor releases control. Shares information: VaLEx objectives, model, pilot and use of an alternate curriculum with learner(s)





Underpinning the model is the use of ‘Guiding Circles’


The model embraces a holistic approach to career/academic development, promoting activities that relate to the physical, mental, spiritual and emotional well being of the learner. Thus, the model is both flexible, and like a circle inter-connected to the learner(s), their community and the wider global community.


(Cando 04)








Underpinning the model is the use of ‘Guiding Circles’


The model embraces a holistic approach to career/academic development, promoting activities that relate to the physical, mental, spiritual and emotional well being of the learner. Thus, the model is both flexible, and like a circle inter-connected to the learner(s), their community and the wider global community.


(Cando 04)











PAGE  

