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About Learning by Doing
'Learning by Doing: a guide to teaching and learning methods'
was first published in 1998 by the Further Education Unit at
Oxford Polytechnic, UK (now the Oxford Centre for Staff and
Learning Development at Oxford Brookes University). The book
was the result of a collaborative project between Graham Gibbs
of Oxford Polytechnic and Bob Farmer and Diana Eastcott of
Birmingham Polytechnic (now Birmingham City University).
In 2001 the book was made freely available online in a series of
webpages by the Geography Discipline Network, hosted by the
University of Gloucestershire
at http://www2.glos.ac.uk/gdn/gibbs/index.htm
The reflective learning cycle presented in the book models how
learners can link theory and practice through engaging in a
cyclical sequence of activities: describing, feeling, evaluating,
analysing, concluding and action planning. This model has been
particularly influential in teacher development programmes and in
professions allied to medicine.
About the author
For 17 years Professor Graham Gibbs contributed to Oxford
Brookes' reputation for excellent teaching. He was Head of the
Oxford Centre for Staff and Learning Development at Oxford
Brookes University, and subsequently Director of the Oxford
Learning Institute at Oxford University. He retired in 2007, after a
career in which he founded the Improving Student Learning
Symposium and the International Consortium for Educational
Development in Higher Education. Graham's national and
international efforts to develop university teaching have been
recognised with a National Teaching Fellowship from the Higher
Education Academy, an Honorary Doctorate from Sheffield
Hallam University and an Honoris Doctoris Causa from the
University of Utrecht.
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Preface to the online edition (2013)
‘Learning by Doing’ has been a hugely influential text in education.
In particular the reflective cycle described here has been widely
adopted by those studying, practising and teaching the skills of
critical reflection. It has become a seminal text for health care
professionals, staff developers and higher education teachers,
and remains a recommended text on reading lists to this day.
OCSLD are proud to release an online version of ‘Learning by
Doing’ freely to the worldwide education community and we are
grateful for Graham’s support in doing so. I hope you find it
useful.

Rhona Sharpe
Head of Oxford Centre for Staff and Learning Development
Oxford Brookes University, UK
January 2013

Preface to the first edition (1998)
The guide has itself been developed through experiential
methods. Many of the methods described have been tried out in
action research projects in a wide range of contexts. The
members of the project team used experiential learning theory to
plan experiential learning sessions, carried out these teaching and
training sessions and then held debriefings in which they reflected
on their experiences in these sessions. More formal evaluation of
methods has also been undertaken, using interviews and
questionnaires. We have been lucky enough to be allowed to see
how others use experiential learning methods on their courses
and experienced teachers have given us detailed descriptions of
their methods. We believe that the guide offers a cornucopia of
ideas for implementing experiential learning and we are confident
that you will find things which you can try out in your own teaching
and training.
We would like to thank the following people for their help, cooperation and ideas in the preparation of this guide:
John Alexander, John Covell, John Cowan, Trevor Habeshaw,
David Jaques, Tony Kelly, Paula McGee.
The "Learning Through Doing" Project team:
Bob Farmer
Diana Eastcott
Graham Gibbs

Foreword
The relationship between theory and its practical applications has
been at the top of the education and training agenda for a decade
or so. Traditionally, teachers have seen it as their job to teach
learners how to apply theory, which they may well have learned in
a very different context, either on the job, or in some practically
contrived context which simulates aspects of the real world
experience.
However, as this manual suggests, this may be to put the cart
before the horse, since many, if not most, learners seem to
benefit from being able to draw on their experience through
opportunities for reflection and concept development, and to
reapply to new experience what has become a much clearer
understanding based on competence of which they can truly
claim ownership. The suggestion is therefore that learners ought
to be using practice in order to develop and test theory and not
the other way round.
It is further suggested that most learners have a wealth of
experience to draw on, which, however much lip-service is paid to
it, tends to get sadly neglected even in the most carefully
designed learning programmes. This is of course particularly true
of adult learning programmes of all kinds, including staff
development.
In the light of the current debate about the acquisition of
competence in the workplace, this manual raises afresh some
interesting questions about the merits of real versus simulated
experience, and about the role of further education and training in
the process of developing learners. It suggests a multitude of
ways in which open-minded teachers can try out for themselves
the merits of the experiential approach. It allows newcomers to
the field to dip their big toes gently in the water, without feeling
that a total conversion process is all that will achieve results. It
allows teachers accustomed to a classroom and workshop
context an opportunity to extend their practice little by little, so

that they may begin to approach the perhaps new role of
workplace tutor and assessor with confidence. It also offers some
insight into the evaluation of such learning and testing processes,
a topic likely to occupy educationalists considerably in the next
few years.
The manual is likely to be of particular interest to staff developers
and tutors in further education and training.
FEU (Further Education Unit) will be interested to receive
feedback from any colleges which decide to trial-test the
contents.
It remains to express our thanks to the Birmingham Polytechnic
EDU team who developed the manual with the able support of
Graham Gibbs, whose capacity for creative thinking contributed
substantially to the finished result.
Elizabeth Simpson
Development Officer, FEU

Chapter 1
Introduction

Why use this guide?
Most teachers and trainers seem to believe that you learn best by
doing. But how is this rather general belief to be put into practice?
In particular:
· What ideas or theories are there to help us to explain and
justify the belief that we learn best by doing?
· Does everyone learn by doing in the same way or to the
same extent?
· What teaching and learning methods are there for us to use
which involve learning by doing?
· If our courses are redesigned to involve more learning by
doing, what might they look like?
· How is it possible to change our teaching to involve learning
by doing when we are surrounded by constraints?
· What can go wrong?
· How can we encourage our colleagues to change their
teaching to involve more learning by doing?
This guide addresses these questions in a direct way with
straightforward explanations and concrete examples. Its
emphasis is on practical teaching and learning methods for
implementing learning by doing.
'Learning by doing', and the term 'experiential learning', are
commonly used to refer to several different aspects of learning.
This guide is not concerned with the assessment of 'prior
learning': learning experiences which have taken place before
learners enroll on courses and which are taken into account in the
assessment of the course or the granting of exemptions from
course components. Neither is this guide directly concerned with
experiential learning in terms of personal development and the
human potential and growth movements. Although aspects of
personal development, such as the growth of autonomy, are
important to learning by doing, it is a massive and separate topic
and deserves its own separate guide.

How to use the guide
The guide is written to be used as a resource rather than as a
book to be read right through. Sections 4 and 5 are full of
practical ideas for teaching methods and course designs and are
meant to be dipped into. Sections 2 and 3 provide the underlying
ideas and Section 6 provides follow-up information if you wish to
apply the ideas.
Section 2 provides an explanation of experiential learning theory
and the experiential learning cycle. It offers a way of structuring
and sequencing learning to improve the effectiveness of learning
from experience.
Section 3 describes the ways in which individuals differ in their
preferred learning styles and in the way they handle their
experiences. It explains some of the implications of experiential
learning styles.
Section 4 describes a wide range of teaching and learning
methods which implement each of the stages of experiential
learning and which take learners round the experiential learning
cycle.
Section 5 contains case studies of the use of experiential
learning theory in course design and of the way experiential
learning sessions are run. If you take experiential learning
seriously, this is what your teaching may come to look like.
Section 6 contains exercises and materials to support staff
development workshops designed to introduce teachers and
trainers to experiential learning. It summarises the main
assumptions underlying the adoption of experiential learning
methods and lists the more common problems encountered in
introducing experiential learning methods.

Is this guide enough?
No it isn't! Inevitably the descriptions of teaching methods are
brief and lack subtlety: sources are suggested for further reading.
But reading on its own is not enough. Section 6 offers workshops
for introducing experiential learning methods to teaching staff
experientially rather than through passive reading alone. But it is
not until methods are tried out and teachers gain first hand
experience of their use that their full value can be appreciated. To
learn about experiential methods you have to use them and
experience them, reflect on their use and experiment again.
Ideally this should be done co-operatively so that teaching
experiences can be discussed. Probably the ideal use of the
guide would be on an in-service teacher training course where
those on the course tried selected methods out in their teaching
and then discussed what happened.

Chapter 2
Experiential learning theory
It is common for courses to be described as either practical or
theoretical: as either involving doing or involving thinking.
Learning is seen to take place either 'on the job' or in the
classroom. Even in courses which contain both elements they
tend to be sharply divided. An academic teacher may present
theory in a lecture in the classroom whilst a practical supervisor is
in charge of the follow-up practical experience in a workshop.
It is also common for both types of course to have limited
success.
It is not sufficient simply to have an experience in order to learn.
Without reflecting upon this experience it may quickly be forgotten
or its learning potential lost. It is from the feelings and thoughts
emerging from this reflection that generalisations or concepts can
be generated. And it is generalisations which enable new
situations to be tackled effectively.
Similarly, if it is intended that behaviour should be changed by
learning, it is not sufficient simply to learn new concepts and
develop new generalisations. This learning must be tested out in
new situations. The learner must make the link between theory
and action by planing for that action, carrying it out, and then
reflecting upon it, relating what happens back to the theory.
It is not enough just to do, and neither is it enough just to think.
Nor is it enough simply to do and think. Learning from experience
must involve links between the doing and the thinking. The fourstage model of learning by doing which is elaborated below is that
of Kolb. Quite a few theorists have proposed cyclical models to
explain how people learn from experience, but they all share the
important features of Kolb's model which is itself derived from

Lewin. Learning from experience involves four stages which
follow each other in a cycle, as in the following diagram.

The terms used here as labels for the four stages come from
Kolb's Experiential Learning Theory, and placed in this
sequence they form the experiential learning cycle. The cycle
can be entered by the learner at any point, but its stages must be
followed in sequence.
EXAMPLE 1
A trainee nurse might start learning how to lift a patient by taking
part in supervised practice with a dummy, which would give
experience of (a simulation of) what it is like (stage 1 in the
diagram below).
The charge nurse might then ask: "How did that feel? What might
you have done differently?" to encourage the nurse to be
reflective about the experience (stage 2).
That night the nurse could look up, in a textbook, how to lift
patients and read about the reasons for doing it in particular ways
(stage 3).
Next day, confronted with a real patient to lift, the nurse would
think: "As a result of what happened yesterday, and because of
what I read last night I ought to do it like this" (stage 4). This
would provide a new experience and start the nurse on the next

learning cycle.

EXAMPLE 2
This learning cycle is exactly the same as that involved in carrying
out experimental work. A chemistry course might involve the
sequence of learning activities illustrated below:

Taking notes in a lecture about a type of chemical reaction
Designing and running an experiment to test whether this type of
reaction occurs with a particular group of elements
Gaining the experience of seeing what happens in the experiment
Looking at the results and comparing these with others' results

Discussing possible explanations of these results
Designing and running an experiment to test these alternative
explanations
Gaining the experience of seeing what happens in this experiment
Looking at the results and comparing them with previous results
…and so on, round and round the cycle, until an adequate
understanding of the nature of the chemical reaction has been
arrived at.
Exercise 1
Take a section of a course or a teaching or training session which
you are responsible for and try to describe the sequence of
learning activities involved in terms of the stages of the
experimental learning cycle. Use the two examples above as
models, and use this diagram and the space below it to plot the
sequence.

Stage 1:
Stage 2:
Stage 3:
Stage 4:
Stage 5:
Stage 6:
etc.

Which stages of the experiential learning cycle have been missed
out (if any)? What could you add to complete the cycle(s)?

Overview of experimental learning theory
The following list of points may help to clarify what experiential
learning is, and what it is not:
· Learners are involved in an active exploration of
experience. Experience is used to test out ideas and
assumptions rather than to obtain practice passively.
Practice can be very important but it is greatly enhanced by
reflection.
· Learners must selectively reflect on their experience in a
critical way rather than take experience for granted and
assume that the experience on its own is sufficient.
· The experience must matter to the learner. Learners must
be committed to the process of exploring and learning.
· There must be scope for the learner to exercise some
independence from the teacher. Teachers have an
important role in devising appropriate experiences and
facilitating reflection. However the transmission of
information is but a minor element and the teacher cannot
experience what the learner experiences or reflect for the
learner.
· Experiential learning is not the same as 'discovery'
learning. Learning by doing is not simply a matter of letting
learners loose and hoping that they discover things for
themselves in a haphazard way through sudden bursts of
inspiration. The nature of the activity may be carefully
designed by the teacher and the experience may need to be
carefully reviewed and analysed afterwards for learning to
take place. A crucial feature of experiential learning is the
structure devised by the teacher within which learning takes
place.
· Openness to experience is necessary for learners to have
the evidence upon which to reflect. It is therefore crucial to
establish an appropriate emotional tone for learners: one
which is safe and supportive, and which encourages
learners to value their own experience and to trust
themselves to draw conclusions from it. This openness may
not exist at the outset but may be fostered through

successive experiences of the experiential learning cycle.
· Experiential learning involves a cyclical sequence of
learning activities. Teaching methods can be selected to
provide a structure to each stage of the cycle, and to take
learners through the appropriate sequence.
Sections 4 and 5 provide practical advice on appropriate
teaching methods .

Further reading
Boud, D., Keogh, R. and Walker, D. (Eds.) Reflection: Turning
Experience Into Learning Kogan Page, London. 1985.
Kolb, D. A. Experiential Learning - Experience as the Source of
Learning and Development Prentice- Hall, New Jersey. 1984.

Chapter 3
Learning styles
Just as courses may be seen to be either mainly practical or
mainly theoretical, so individuals may have particular preferences
in their learning. While one person might prefer to formulate plans
and define potential problems, another might prefer to get on and
carry out the plans. There are distinct learning styles associated
with each of the stages of the experiential learning cycle.
These differences in style were illustrated graphically in a
computing course. At the start of this computing course the
students were set an open-ended computing problem to work on
alone over the next four weeks. They then met to compare
solutions to the problem, but also to compare the different ways
in which they went about working on the problem. Three of the
students displayed dramatically different styles:
Student A went straight to a computer keyboard and started
keying in segments of a program. She didn't analyse the nature
of the problem. As soon as it became apparent that the
programming routines being written didn't work, new routines
were written out and immediately tested in a trial and error way:
mostly error. This student had created dozens of programming
routines, none of which got close to solving the problem. She
seemed not to learn from her mistakes.
Student B appeared to start off like student A, going straight to
the keyboard. He selected a procedure which he knew and
implemented it. He wrote an extensive, detailed and complete
programme which ran successfully, but which solved a problem
quite different from the one which was set. He was unaware that
he had tackled the wrong problem because he was so busy
getting on with the task.
Student C became intrigued by the problem itself and its

underlying features. She started reading about this kind of
problem and the reading led her into related areas which also
contained intriguing problems. She could talk animatedly about
the topic in general in an abstract way but hadn't even started
writing any programming code to produce a solution.
In terms of the experiential learning cycle, these students were
stuck at one part of the cycle to the virtual exclusion of the other
three.
Exercise 2
See if you can place the three students on the cycle in the
diagram below by identifying which aspects of the experiential
learning cycle each exhibits and misses out.

Locate students A, B and C on this diagram, and explain your
reasons for each.
We have looked at these three students in the diagram below.
We have done so by thinking about why each of these students
failed to solve the problem.

Student A failed because she experimented without learning from
her mistakes. She didn't start from an analysis of the problem
(conceptualisation) and didn't seem to reflect on the outcomes of
her experiments (reflection). All she did was try things out ( active
experimentation) and change tack when she experienced things
not working out (experience). She might be quite good at practical
work and experimentation, but she won't learn from this.
Student B failed because he didn't even notice that his solution
was solving the wrong problem: he was not aware of his own
experience. This style characteristically involves "premature
closure" or rushing to a single solution without generating or
considering alternatives. He might be very good at working
through procedures which apply theory to a specific situation , but
this won't necessarily help him.
Student C might be quite creative and admirably thoughtful about
what she is doing, but until she gets down and tries her ideas out
in practice she isn't going to get anywhere. At some point she has
to narrow down the scope of the possibilities in front of her and
get her hands on the keyboard and see what happens when she
tries things out.
In order to learn effectively from experience it is necessary to
utilise the abilities associated with each of the four learning styles
in turn. These abilities are illustrated in the diagram below:

Rather than have extreme styles, therefore, it is preferable to be
adaptable and to operate in the style appropriate to each
successive stage of the experiential learning cycle at different
stages in a learning task. It can be valuable for students to
recognise their own habitual learning style and to recognise the
characteristics of learning tasks as this may help them to become
more flexible in meeting the varied demands of learning situations
.
The students of computing were encouraged to discuss their
learning styles and were then put in project groups which mixed
styles so that students experienced the ways in which others
worked. Each week the teaching session was started with a
discussion of how the project groups had gone about tackling
their tasks in order to raise students' awareness of the alternative
approaches possible.
Several questionnaires and checklists are available to enable the
quick diagnosis of learning styles. There are numerous other
frameworks for making sense of differences in learning style but
the framework outlined here is the most useful one in relation to
learning by doing.

Further reading
For a short experiential learning styles inventory and explanation
of learning styles:
Kolb, D.A.,Rubin, I.M. and McIntyre, J.M. Organisational
Psychology: An Experiential Approach Prentice Hall. 1974
For a more extensive questionnaire and analysis of learning
styles:
Honey, P. and Mumford, A. The Manual of Learning Styles. Peter
Honey, Maidenhead. 1986.
For a learners' guide to learning styles and how to change your
learning style:
Honey, P. and Mumford, A. Using Your Learning Styles. Peter
Honey, Maidenhead. 1986

Chapter 4
Practical methods to implement the
experiential learning cycle
The practical teaching and learning methods described in this
section are categorised according to the phase of the experiential
learning cycle with which they are primarily concerned, as
illustrated in the diagrams below:
4.1 Planning for experience

This section is concerned with methods for preparing learners
prior to experiences so that they make the most of those
experiences: for example through action planning and the
negotiation of learning contracts.
4.2 Increasing awareness of experience

This section is concerned with methods for heightening learners'
awareness of their experiences so that they notice more and
have more material upon which to reflect afterwards: for example
through the use of log books.
4.3 Reviewing and reflecting upon experience

This section is concerned with what happens after learning
experiences and how learning points can be drawn out through
structured reflection: for example through the use of video
recordings and self-assessment.
4.4 Providing substitute experiences

This section is concerned with ways of providing classroombased experiences as substitutes for work or other experience:
for example through the use of role plays.

4.1 Planning for Experience
4.1.1 Action plans
An action plan is simply a written list of things to do. A trainee
painter could draw up an action plan for the sequence of tasks
and decisions which need to be made in decorating a room. This
could be done by:
· reviewing notes from a classroom session concerned with
general rules concerning how to undertake decorations (e.g.
the order in which wallpaper should be hung) and
· applying these general principles to the job in hand. Such a
list could be kept at hand in order to keep a check on the
experience of undertaking the decoration task.
4.1.2 Setting objectives
Although it is common for teachers to set objectives for learners,
learners can also set objectives for themselves. Before
embarking upon an experience of some kind, learners can sit
down and write out: "After this experience I will be able to " and
specify what will have been learnt. This can be an excellent way
of focusing attention on important aspects the experience by
providing a reminder of what function the experience is supposed
to have. Such a set of objectives (it may only need to be a few to
be useful) can also provide a valuable aid to reflection and selfassessment after the experience.
4.1.3 Designing experiments
In many practically based scientific and technical subjects,
learners undertake experimental work in the laboratory or
workshop . It is common for the teacher to design the
experiments for the learners to execute, sometimes giving
learners little to do except follow instructions. For learners to be
more involved in experimental work and more alive to their
experience of it, it is important for them to be involved in at least

some aspects of the experimental design. It may be possible
simply to pose a problem, ask "How are you going to be able to
measure X or find a value for Y?" and leave the learners to
design their own experiments. It may be that you have to provide
most of the experimental design, but can leave some details
unresolved, to be discussed and agreed before work begins. It
may be that for practical reasons you have to have prepared
equipment and facilities in advance and there is little scope for
variation. Nevertheless there is still scope for students to
speculate about possible experimental designs beforehand so
that the actual experimental design is seen as one of a range of
possibilities instead of simply taken for granted as the design. As
outlined in Section 2, scientific method is fundamentally the same
as the experiential learning cycle, and learners should not miss
out stages merely for the sake of convenience or saving time.
4.1.4 Observation checklists
Much experience is gained through seeing how others do things,
or what goes on in situations. However, if you are new to a
situation, you may not know what to look for and it can be very
easy to lose attention and to notice very little. This problem can
be eased with the use of a simple observation checklist which lists
things to look out for and perhaps asks for the recording of
events and how often they happened.
Ready-made observation checklists of some sophistication are
available for example for observing school teachers in action.
Simple checklists can be devised by the learners themselves. For
example, prior to a small group of trainee nurses seeing a Staff
Nurse administering medication on a ward, there could be a short
discussion of what to look out for, and a brief checklist drawn up.
After the round, this could be used to structure a short discussion
which encourages reflection on what had been seen, and what
significance these observations had.
The example of an observation sheet below is for use in
observing and giving feedback on group leaders or committee
chairpersons. The sheet identifies categories of leadership

behaviour, gives examples or definitions of each, and has space
for recording the number of occasions on which each type of
behaviour was observed and for comments. The use of this
observation checklist would be likely to lead to much more being
noticed and so more being able to be reported back to the person
being observed. What is reported back could also be backed up
by evidence rather than being purely subjective.

4.1.5 Devising criteria

It can be difficult to undertake a task well if you don't have much
idea what would count as doing it well. If you didn't know what a
good weld should look like, for example, it would be unlikely that
you would notice what you were doing wrong while you were
undertaking the weld: your experience would be largely wasted. It
can often make an enormous difference to how attentive and
careful and 'self-conscious' a learner is when undertaking a
practical task if the learner has a clear idea of the criteria which
will be used to judge the outcome of the work. A discussion of the
criteria to be used in marking a project report will focus learners'
attention on important aspects of the project work. An example of
devising criteria and using them for subsequent self-assessment
can be found in Section 5.1.
4.1.6 Learning contracts
Learning contracts combine several elements of planning
described above, especially setting objectives, devising criteria
and formulating action plans. A learning contract is an agreement
to undertake some action leading to learning. The agreement
could be with a trainer, teacher or a group of fellow learners. A
trainee learning about word processing could devise a contract
which read:
"I contract to use the MAILMERGE facility to address letters to
members of my child's school's PTA. between now and the next
session, and to report to the group on how difficult I found it "
The learner would normally report back on the completion of
learning contracts. The completion of such a contract, agreed
with the teacher, can be used in assessment. An example of this
can be found in Section 5.4.
In some educational settings the entire curriculum, including
assessment, is based on learning contracts. A more formal and
detailed process is then necessary. Structured approaches to
learning contracts, such as the one listed below, can also be
valuable in making informal learning more rigorous where there is
no external check on learning outcomes. The process described

here is based on the work of Malcolm Knowles and has eight
stages:
1 Diagnose your learning needs
The gap between where you are now and where you want to get
to identifies your learning needs. This may involve analysing the
skills and knowledge required to perform a particular job (for
example what is involved in organising yourself more efficiently)
and identifying where you stand at the moment in relation to
these skills. You might decide that the organisational skills
involved include:
·
·
·
·
·

filing
work scheduling and deadline setting
diary keeping
establishing procedures for routine work
reviewing your work periodically and adjusting priorities

You might also decide that you already know how to keep an
adequate diary, and that you really need to focus on filing, routine
procedures and work scheduling.
2 Specify your learning objectives
Learning objectives are what you hope to learn by doing things
and/or what you will be able to do once you have learnt. For
example, you might want to learn how to become more efficient in
your work so that you can accomplish 20% more work in a day.
You would probably need to divide your objectives up so that they
are sufficiently specific to guide your learning .
3 Specify learning resources and strategies
This involves identifying where you will find out what you need to
know, and who can help you, as well as how you intend to use
these resources. Strategies might also involve a timetable or
intermediate goals and deadlines, identifying steps on the way to
achieving your learning goals and the sequence of learning

activities involved in achieving them.
4 Specify evidence of accomplishment
How will you (or anyone else?) know that you have achieved your
objectives? What would you be able to do, or have to show, which
would demonstrate your achievements? What this evidence looks
like then becomes the specific focus of your learning.
5 Specify how the evidence will be validated
What criteria are appropriate for judging your learning outcomes?
Who should make these judgements and how? In a formal
situation this might be a tutor or trainer. In an informal situation
this might involve self-assessment.
6 Review your contract
At this point you would be ready to show your proposed learning
contract to someone else to review it. In a formal context this
might be in order to decide whether the contract, if fulfilled, would
meet some specified criteria for a qualification. A teacher, in
reviewing such a contract, might suggest that the contract is
overambitious or requires a clearer specification of what the
outcome should look like. In an informal situation a review might
involve a friend reading through it and asking for clarification on
points which seem ambiguous or unclear.
7 Carry out the contract
It is often the case that once work to fulfil a learning contract has
begun, the goals need to be re-east and alternative learning
strategies adopted. There should be an opportunity to renegotiate aspects of the contract to take account of early
experiences of trying to falafel it. In the example in Section
5.4 there is an opportunity for trainee lecturers and their tutor to
modify project agreement forms in the light of experience,
provided both parties agree to the changes.
8 Evaluate your learning

The specification of the contract, and especially the specification
of what evidence of accomplishment should look like and how it
should be judged, makes evaluation of learning relatively
straightforward. It is crucial that, after the negotiation and
completion of a learning contract, new criteria or tests are not
introduced. A properly formulated contract embodies the means
for its assessment. If the learner is going to go on and devise
further learning contracts then this is the time to reflect on the
whole process in order to learn how to devise appropriate
contracts and means of validating their accomplishment.
Further reading
Knowles, M. S. Self-directed Learning: A Guide for Learners and
Teachers. Associated Press, New York. 1975.
4.1.7 Action research
Action research is simply the application of the experiential
learning cycle to research activities designed to improve practice.
It involves four stages:
· develop a plan of action to improve what is already
happening
· act to carry out the plan
· observe the effects of the action
· reflect on these effects as a basis for future planning and
action.
This would lead to further planning and action in a continuing
cycle of experimentation and improvement. The starting-point of
such a cycle of action research might itself be an observation of a
problem in your own work. For example, a nurse might notice that
some people on a ward are at a loose end while others are
rushing around. Some reflection on this problem might lead to the
analysis that responsibilities have not been divided up
appropriately. An action plan might involve changing some
individuals' responsibilities (with due regard to union agreements,

relationships and teamwork issues). The ward could then operate
for a week with this new division of responsibilities, during which
time the effect on workloads and delays in getting jobs done could
be monitored. At the end of the week those involved could report
on what had actually happened and how they had found the
week. This might lead to a new understanding as to how to share
the work, new work practices and new experiences.
Action research was developed as a way for teachers to improve
their effectiveness in their own classrooms but it can be used in
any context where people want to learn how to improve their
work.
Further reading
Kemmis, S. and McTaggart, R. The Action Research
Planner. Deakin University, Victoria. 1982.

4.2 Increasing awareness of experience

4.2.1 Log books
Log books are used quite commonly in laboratory work; they are
for recording what is going on in experiments, as it happens, for
subsequent analysis and interpretation. Log books are also
sometimes used in art and design and architecture courses
where it is important that fleeting emotional responses to draft
ideas and plans, rough sketches and the like are not lost, but are
collected to help subsequent development of the ideas. Such
jottings are especially useful in discussions with teachers and to
aid reflection. Log books are distinct from portfolios, which are
more collections of work in progress, and from diaries, which are
more for the subsequent reflection and analysis of experience. At
its best, the process of keeping a log heightens and focusses
experience.
4.2.2 Listening exercises
Many experiences involve listening: listening to instructions or
demonstrations, or listening to others in a certain situation, for
example a trainee teacher listening to the way an experienced
teacher handles questions from a class. There are simple
exercises which can be run to improve learners' attentiveness
and ability to respond to and recall what others say.

In the example of a listening exercise below the focus is on active
listening: listening in a way which helps the speaker. Listening in
this way requires great attentiveness as well as other skills. This
example is intended to illustrate the way such an exercise can run
and the type of handout which can be used. The model of
listening embodied in this material is not meant to be prescriptive.
Listening exercise
Stage 1
3 minutes: Working alone
Students should think back to a situation when they were trying to
tell someone something, or to talk through a problem, and the
other person was not listening or was doing other things which
annoyed them or got in the way of what they were trying to say.
The students should try writing down what the things were which
the listener was doing which they'd rather they hadn't done.
Stage 2
12 minutes: In pairs
Students should tell their "story" to their group of four. One of the
four should make notes of all the things people do when they are
not listening properly or effectively.
Stage 3
15 minutes: Whole group plenary
The tutor should list the points on the board, from each group in
turn, about what listeners do wrong in listening, then hand out the
list below of characteristics of effective and ineffective listening
and discuss in the light of points groups have already raised.
30 minutes
Stages 1-3 ensure that participants start from their
own experience, but they can be omitted and a briefer exercise
started from stage 4.
Stage 4
5 minutes: In groups of three
The tutor should instruct one of the three to tell one of the others
about a difficulty or problem in their life at the moment (e.g.
whether to move house, which course to take next, whether to
change their car, problems with their parents or whatever). The

third student should use the handout as an observation checklist
and watch how the listener listens and make notes under each of
the headings. The groups of three should be stopped after five
minutes.
Stage 5
5 minutes: In groups of three
The observer should tell the listener what he or she saw and
noted down. Then the person talking should tell the listener how
he or she found the listener. Finally the listener should have a
chance to report on how easy or difficult the listening was,
referring to the categories on the checklist.
Stages 4 and 5 should be repeated so that all three in each group
gain experience of active listening (30 minutes in all)
Stage 6
30 minutes: Whole group plenary
The whole class should discuss the experience of listening, and
being listened to, in an active way in the groups. The session
should finish off with a "round" in which each person in turn says
which of the listening techniques was most effective and worth
using in future.
60 minutes (or 90 minutes including stages 1-3)
Ineffective Listening
Non-verbal behaviour

Effective Listening

Listener looks bored, uninterested or
judgemental; avoids eye contact; displays
distracting mannerisms (doodles, plays
with paper clip, etc.)

Listener maintains positive posture; avoids
distracting mannerisms; keeps attention
focussed on speaker; maintains eye contact;
nods and smiles when appropriate

Focus of attention
Listener shifts focus of attention to himself /
herself "When something like that happens Listener keeps focus of comments on the
speaker: "When that happened, what did you
to me, I ... "
do?"

Acceptance
Listener fails to accept speaker's ideas andListener accepts ideas and feelings "That's an
feelings: "I think it would have been better interesting idea; can you say more about it?"

to ... "

Empathy
Listener empathises "So when that happened,
Listener fails to empathise: "I don't see why you felt angry."
you felt that"

Probing
Listener probes in a helpful way; "Could you
Listener fails to probe into an area, to follow tell me more about what led you to feel that
way?" and follows up: "You said that ... "
up on an idea or feeling.

Paraphrasing
Listener fails to check by restating in own Listener paraphrases at an appropriate time to
words important statements made by the check understanding
speaker

Summarising
Listener fails to summarise

Listener summarises progress of the
conversation from time to time

Advising
Listener widens the range of ideas by
Listener narrows the range of suggesting a suggesting a number of alternatives
'correct' course of action

4.2.3 Questions
Some aspects of experiences are puzzling (e.g."Why ever did
they do that?") and it is often not possible to get immediate
solutions to these puzzles. Puzzles and questions which arise can
distract learners from their immediate experience. However, they
can be invaluable afterwards to help reflection and to link the
experience to concepts and generalisations. It can be helpful to
have a note pad to hand and quickly write down the questions
that arise so that they are cleared out of the way and do not
interfere with attention. Also, if only questions are allowed to be
written down, attention can be directed to puzzling, anomalous or
incomprehensible aspects of the experience, should this be
useful, and these questions used as a basis for reflection on
these aspects afterwards.
4.2.4 Increasing awareness of feelings: ground rules for
groups

Groups often behave in ways which have the effect of avoiding
the expression of strong feelings or denying that they exist. Some
simple 'ground rules' can dramatically affect the ways groups
operate so that individuals' feelings are expressed and become a
legitimate focus for the group's attention. Individuals become
more aware of their own feelings and learn to respond to these
feelings and deal with them more appropriately. They also
become more aware of others' feelings.
Ground rules for groups:
· Make "I" statements instead of neutral or general
statements. Instead of "We ought to move on" say: "I'd like
to move on".
· Own feelings. Instead of just being angry and covering this
up, own the feeling and say: "I feel angry".
· Avoid blaming others for your feelings. Instead of saying:
"You make me angry, doing that" say: "When you do that I
feel angry".
· Don't speak for others, especially not for their feelings.
Instead of saying: "We are all bored with this" say: "I feel
bored with this. How do you feel?"
· Avoid judgements of situations or of others. Instead of
saying: "This is boring" say: "I feel bored with this". Instead
of saying: "You are wrong" say: "I disagree with you".
4.2.5 Silent demonstrations
It is sometimes important for learners to observe an expert
performing a task before gaining experience of performing the
task themselves. But getting learners to really pay attention
during a demonstration can often be a problem. Paradoxically,
the usual 'voice-over' commentary during demonstrations, which
is intended to direct learners' attention towards key actions or
features of the demonstration, can have the opposite effect.
Hearing a full description of what is going on, learners don't
bother to observe carefully. ( On aircraft do you watch the
demonstration of how to use a life jacket when you can hear the

recorded commentary over the public address system?)
You may have noticed, whilst listening to the radio, the
phenomenon of increased attention being achieved through
reducing the amount of information available. For example, radio
plays or wildlife documentaries can hold the attention and
increase an active awareness of the experience in a way which
television often fails to do. Television wildlife documentaries with
voice-overs added as an afterthought, in particular, seem to shift
the mind into neutral.
One way to heighten attention and make observation more acute,
therefore, is to make it more demanding. An effective way to do
this is to use a silent demonstration and follow it with reflection on
what was observed. For example, medical students could be told:
"I am going to suture this wound. I want you to watch carefully.
When I have finished I am going to ask you for a full description
of what I did. While you are watching and making mental notes,
I'd also like you to think about why I used the materials and
instruments I did and why I used them in the way I did. I shan't
say anything or point out what I am doing, so you will have to
watch carefully."
This clinical teacher is also using questions (see Section 4.2.3)
and could have added an observation checklist (see Section
4.1.4). If what is being observed is potentially complex and
confusing, the task of watching a silent demonstration can be
divided between learners: for example one medical student could
have been asked to note the sequence of actions, another the
instruments used, and so on

4.3 Reviewing and reflecting upon
experience
4.3.1 Diaries
Diaries are different from logs (see Section 4.2.1) in that they are
written after the experience rather than during it. During a work
placement, for example, a diary might be written each evening,
after a day's work. Diaries can often be most effective in the
form: "Dear Diary, " since letter writing can be easier than 'report
writing' and also encourages a personal and emotional response
to experiences. Diaries can be used simply to record immediate
experiences and reactions to these, or they can go one step
further and start to analyse these experiences and draw
conclusions from them. It can sometimes be helpful to have two
columns on a page: one to record the events and the other for
feelings and reactions to these. It is usually necessary to have a
strict routine for filling in a diary in order to keep up regular
entries: much of the detail and feeling of recollection fades within
24 hours.
Further reading
Holly, M.L. Keeping A Personal-Professional Journal. Deakin
University, Victona. 1984.
4.3.2 Using video and audio recordings
Video recordings can provide a powerful tool to aid reflection on
experience. Some areas use video a great deal in this way: for
example in 'micro-teaching' to train specific teaching skills, and in
social worker and counsellor training in interviewing and
interpersonal skills training. Used with appropriate questions, as
with 'Interpersonal Process Recall' (IPR), video can be used to
cue very detailed recall of exactly what was going on in your mind
at the time, and in particular what feelings were being

experienced. It is often best to leave control of the recording in
the hands of the trainees, encouraging them to stop the video
playback to discuss points when they recognise something of
significance to them in their experience of the situation which was
recorded.
Questions which are useful to help reflection during video replays
include:
·
·
·
·
·
·
·
·
·
·
·
·
·
·
·
·
·
·

What was going on then?
How did you feel at that point?
Have you felt like that before?
What were you thinking?
How were the others feeling and what were they thinking?
What else could you have done at that point?
What stopped you?
If you had done that, how would it have felt?
Have you felt like that before? Tell me about that time.
What would you have liked to say to the others at that
point?
What would they have liked you to have done?
What did you want to happen?
What do you think the others wanted to happen?
What did you want the others to say?
Was there any risk for you?
Were there any risks for the others?
Would you like to start the tape again?
When video recording equipment is not available, a simple
audio cassette recorder can provide an acceptable
alternative in situations where what is said is more important
than what is done.

Further reading
Zuber-Skerritt, O. Video in Higher Education. Kogan Page,
London. 1984.
4.3.3 Peer appraisal

It can be very useful to get feedback from someone who watched
you while you were undertaking a task. However people find it
rather difficult to say: "You did this well and this badly" and even
more difficult to listen to and accept this kind of personal
feedback. There is often a tendency to dwell on critical points and
to be defensive . The sequence outlined below is designed to
make the process of peer appraisal easier, more positive and
more forward looking.
There are several features of this process which are worth
highlighting:
· There is an emphasis on having evidence of what went on.
If either the trainee or the appraiser were to say that
something happened, it would be important to ask: "How do
you know?".
· It takes into account that those involved have feelings about
what went on and provides opportunities at the beginning
and end to express these.
· The trainee gets a chance to appraise himself/herself first,
before the appraiser. This encourages reflection. It is
common for the trainee to notice many of the points the
trainer would want to comment on.
· The positive points are dealt with before the negative points,
and the negative points are followed by some planning
about what might be done instead next time.
Further reading
Gibbs, G. and Colling, C. 53 Interesting Ways to Appraise Your
Teaching. Technical and Educational Services, Bristol. 1987.

4.3.4 Structured discussions
Groups of learners can benefit from sharing their experiences.

However, an unstructured discussion can often turn into a
rambling sequence of anecdotes. It can be useful to structure
discussion so as to move the learners from identifying key
incidents in their experience, through analysis of these
experiences, to drawing general conclusions from the collection of
experiences discussed. For example a group of trainee social
workers could reflect on their experience of dealing with difficult
clients. The discussion could take this form:
Stage 1
On your own, think back to two occasions on which you dealt with
a difficult client: one which you handled rather well, and one which
you feel you handled badly. Make some notes about these
situations: what went on, what the outcome was, and so on.
Stage 2
In pairs, describe these two situations to each other. Try to
understand what it was about your partner's handling of the
situations which was good or bad.
Stage 3
In groups of four, start listing characteristics of handling difficult
clients well and handling them badly. Someone take notes in the
form: "When we handle difficult clients well we…".
Stage 4
In the whole group, go round each group of four in turn picking up
one 'good' point and one 'bad' point. List these on the board for
all to see. When all the points have been collected and displayed,
move into an open discussion of general features of handling
difficult clients well.
This discussion structure is known as snowballing, or pyramiding,
and is a simple and easy way to pool the experiences of a group
in a productive way.
Further reading
Habeshaw,S., Habeshaw, T. and Gibbs, G. 53 Interesting Things

To Do In Your Seminars. Technical and Educational Services,
Bristol. 1984.
4.3.5 Structured debriefing
Common problems with discussions, or 'debriefings', after an
experience (or after substitute experience such as a role play)
include:
· they often lurch from superficial descriptions of what
happened to premature conclusions about what to do next,
without adequate reflection or analysis;
· if the experience has been especially powerful then
discussion may never get further than description of what
happened or of the feelings associated with the experience;
· if description and feelings are not dealt with adequately,
learners may return to these at a later stage when they
should be considering implications and action plans.
The diagram below relates the stages of a full structured
debriefing to the stages of the experiential learning cycle:
Description:
What happened? Don't make judgements yet or try to draw
conclusions; simply describe.
Feelings
What were your reactions and feelings? Again don't move on to
analysing these yet.
Evaluation
What was good or bad about the experience? Make value
judgements.
Analysis:
What sense can you make of the situation? Bring in ideas from
outside the experience to help you. What was really going on?
Were different people's experiences similar or different in
important ways?

Conclusions:
(general)
What can be concluded, in a general sense, from
these experiences and the analyses you have undertaken?
Conclusions:(specific)
What can be concluded about your own specific, unique,
personal; situation or way of working?
Personal action plans
What are you going to do differently in this type of situation next
time? What steps are you going to take on the basis of what you
have learnt?

If you have enough time you should try to move logically from one
step to the next. Learners often have trouble moving cleanly from
one stage to the next and so it can be useful to change the
process at each stage as well as the focus of attention, so as to
mark the transitions positively. For example, noting descriptions
could be undertaken individually, reporting feelings could be
handled in pairs, discussion of analysis could be undertaken in
fours, general conclusions drawn in a whole group, specific
conclusions worked through alone and displayed on posters and
personal action plans identified individually before reporting them
to the whole group in a final 'round'. It may be important for a
group leader to be very explicit about which stage of the process

the group should be working on, for example:
"We've now spent some time on the feelings involved m those
experiences. Let's leave those behind and move on to evaluating
those experiences. What was good and what was bad about
them. Try not to fall back into describing your feelings again, but
move on to evaluating the experience."
4.3.6 Self-assessment
While comments and appraisal from the trainer or peers may be
valuable, ultimately it is the individual's self-assessment which
matters. Evidence from a video recording or observations by
others are only inputs into self-assessment. Both the start and
the conclusion of the process of reflection should be selfassessment: initially of direct experience, and finally of what
personal conclusions can be drawn, having analysed that
experience. This self-assessment should ideally lead into planning
for the next experience, in the form: "Next time I will…"
(see Section 4.2).
It can make it much more likely that this self-assessment goes
on, is valued, and becomes a normal part of the learning process,
if it is taken seriously in the formal assessment system. For
example, in a Geography Department students are required to
submit self-assessment sheets, listing strong and weak features
of their work and a self-assigned grade, with every piece of work
submitted for assessment, from fieldwork reports to essays.
Further reading
Boud, D. Studies in Self-Assessment. HERDSA Green Guide No.
5. 1986.

4.3.7 Reflection checklists and questionnaires
Learners can often have difficulty getting started on reflecting
about their experience. It can be useful to have checklists or

questionnaires to get them going. For example, a Health Visitors
course uses a checklist containing a list of all the skills which are
involved in different aspects of the work. When the trainees have
tutorial discussions with an experienced Health Visitor, they go
through this list as a way of recalling incidents which involved
using these skills. The list is also used for assessment purposes .
A questionnaire can be used to elicit attitudes and emotional
responses by listing statements such as: "When I visit senile
patients I find it difficult to treat them as people" to which the
trainees respond by indicating the extent to which the statement
is true for them. It is easy to generate such lists. It can be useful
to leave spaces at the end for the learners to add statements of
their own about how they feel about aspects of their experience.
The checklist below was developed to help students to reflect
about how they revise for exams. After working through such a
checklist a student would be likely to have recalled experiences in
vivid detail and have plenty to contribute to a discussion, leading
to plans about how to be successful in exams in the future.
REVISION CHECKLIST
Here is a list of things which students do which result in their
doing badly during exams. Tick those which you have done
yourself in the past and add any others you think you have done.
· Arrive late and flustered
· Don't read the instructions properly and answer the wrong
number of questions.
· Write illegibly.
· Don't read the questions properly, and answer questions
which haven't been asked, or fail to answer the questions
which have been asked.
· Don't check answers for silly mistakes.
· Budget time badly so that most of the time is spent on a few
questions, leaving little or no time for others.
· Spend a long time on questions which carry few marks and
little time on questions which carry most marks.
· Spend lots of time trying to improve on already complete

and good answers (where few if any extra marks are
possible) instead of spending time on poor and incomplete
answers (where additional marks could be picked up easily).
· Write furiously, in the belief that quantity gains marks rather
than quality.
· Leave before the end.
· Panic.
4.3.8 Shared time' and 'mutual interviewing'
The unwritten rules of everyday conversation frequently act to
limit the depth and value of reflection: silences are quickly filled,
difficult and emotionally powerful topics are quickly skated over,
listeners interrupt and tell you about their experiences which are
irrelevant to you, and the vociferous grab most of the available
time . In large groups these problems are magnified: the topic of
conversation changes rapidly, is seldom directly related to
individual concerns and tends to drift inconclusively while those
involved seem unaware of the passage of time.
What an individual needs to make the most of reflection is a
guaranteed amount of time spent exclusively on matters of
personal concern and an audience who will help rather than
hinder. The simplest way to achieve this is through 'shared time':
· learners form pairs (or threes)
· the total time available is divided equally between the pair
(or three)
· in turns, each learner has a given time allocation for
reflection: no more and no less
· the listeners only listen, they do not speak
· even if the learner whose turn it is remains silent, the
listeners do not interrupt. Silent reflection can be very
powerful!
As little as one minute each can be more productive than a
twenty minute chat .
The listener can play a fuller role by posing questions which
encourage the speaker to pursue reflections in more depth, to

address difficult issues and to get 'unstuck' when reflection is
proving unproductive. In 'mutual interviewing' the same ground
rules apply as in 'shared time', but the listener may also ask nondirective questions of the following kind:
Description
"Can you describe it in more detail? What exactly happened?"
"What did you do?"
"What were you thinking/feeling at that point?"
Judgement
"What was good/bad about that?"
"Is that situation easy/difficult for you?"
Analysis
"In what way is that like experiences you've had before?"
"Why do you think that happened?"
Conclusions
"What else could you have done?"
"Faced with the same situation again, what would you do?"
It is crucial that the 'interviewers' don't start answering their own
questions or giving advice or the reflection will collapse into a
conversation. A discussion of the interesting ideas and issues
which emerge can take place after each learner has had a
chance to reflect.
4.3.9 Modelling reflection
When you ask learners to sit down together and discuss what
they have just experienced, they often find this difficult. They may
be unsure what it is about their experience they ought to be
talking about or what is permissible and what is not (especially if
the focus is on feelings). Such discussions can easily deteriorate
into a shallow swapping of anecdotes.
An effective way to improve the quality of reflective discussion is

to provide a direct experience of what such a discussion can be
like by 'modelling'. Modelling is simply providing a clear model or
example, and shaping learners' behaviour towards this model.
Modelling is simply providing a clear model or example, and
shaping learners' behaviour towards this model.
Two tutors, or two experienced learners (for example successful
students from last year's course) can discuss their experience
with the learners listening, or a single tutor can script or improvise
a reflective monologue. The crucial features of reflection which
any such modelling could contain are:
descriptions of events: details, being objective, asking yourself
"How do I know that?", "In what ways was this experience similar/
different to others I have had?"
judgement: asking yourself "What was good/bad about the
experience?", "What were its best/worst features?", "What went
well/badly? " .
analysis: asking yourself "Why did that happen?" ,"How can I
make sense of that?", "How can that be explained?"
Modelling of reflection was used in the course described
in Section 5.9. Trainee teachers were seen by the tutors as
having rather stilted and unproductive reflective discussions when
they reported back to each other about how their teaching had
been going over the previous week. The tutors decided to give
them an example of a more lively, varied and analytical reflective
discussion. At the start of one session the chairs were arranged
in a 'fishbowl': in this case 50 chairs in concentric circles around
four chairs for the tutors. The following message was displayed
on an overhead projector as the trainee teachers arrived for the
session:
"For the first 10 minutes we will be discussing what we noticed
about the way last week's session went, and in particular about
how the different groups were operating. Please listen ."
The tutors had an open discussion (talking in rather louder voices
than usual ! ) in which they tried to demonstrate critical and

analytical reflection and to base this on what they had observed.
Three weeks later the trainee teachers were unanimous in stating
that they noticed more of what was going on in their teaching and
found themselves being more reflective about their teaching
(see Section 5.9 for evaluation results).

4.4 Providing substitute experiences
The most important implication of experiential learning theory is
that active learning experiences should be provided for the
learner. We are not to be concerned here with the practicalities of
how to provide work experience. The Further Education Unit
publications Converting Working Into Learning and Planned
Experience provide help in this area. The ideas in this section are
about providing substitutes for direct work experience and, in
particular, simulations, case studies, role plays and games.
If you were to imagine a scale which represented how real a
learning situation was, and how personally involved the learner
was in that situation, lectures or reading might be at one end, and
direct experience of work at the other. On this scale you could
place case studies, games, simulations and role plays, as in the
diagram below:

4.4.1 Case studies
A case study involves a detailed examination of a real-life or
simulated situation carried out in order to illustrate special and/or
general characteristics. An example might be the examination of
a patient's case notes. They are useful to apply theory to practical
situations, and to derive general principals from examples. A
potential danger with case studies is that discussion can rush
headlong to solutions without adequate description and analysis
of the situation, and without exploring possible consequences of
alternative solutions. The following sequence of analysis can help
to structure the discussion of case studies. Stages 1-4 follow the
experiential learning cycle from reflection to experimentation at an
abstract level, without direct personal experience.

·
·
·
·
·
·
·

Understand the situation
Diagnose the problem
Create an alternative solution
Predict outcomes
Choose from among options
Round out the analysis
Communicate the results

Further reading
Easton, G. Learning from Case Studies. Prentice Hall, 1982.
4.4.2 Games
A game is a contest among players operating under a set of rules
in order to win or to obtain a payoff. The key feature of a game is
that it involves competition. Games invariably increase learners'
interest and can turn a dull topic into an exciting experience.
Games also tend to help learners to loosen up and become more
fully involved. The fact that it is a game gives participants
permission to be lively, even silly, and allows laughter and
enjoyment where this might otherwise be considered
inappropriate. For this reason a game can be an effective way to
start a session or a new topic on a course - loosening up attitudes
and encouraging active engagement.
Some games involve elements of simulation, as with the board
game Monopoly. Others involve role play, as with Dungeons and
Dragons.
It can be effective to add elements of games into otherwise
conventional situations: for example having teams of students
competing against each other rather than simply working in
parallel. An all -purpose format for this kind of game, known as
the 'Game for all Seasons', involves both simulation and role-play
in the three stages described below.
A Game For All Seasons

Learners are divided into teams and set the same task or
problem to work on. Instead of this being merely an academic
task, an element of simulation is introduced. For example, instead
of Engineering Design students simply working on a design, the
design task could be set in the context of an imaginary
prestigious national design competition. The teams could
represent different companies competing for the design prize.
An extra team is set up as judges of the outcomes of the team's
work. While the teams get on with their work, the panel of judges
discusses the criteria it will use to judge the outcomes of this
work. This might be an 'Engineering Design Council'. Members of
the teams could be allowed to consult the judges panel about
criteria. When they did so this could be 'in role': as a member of
an engineering company approaching the Engineering Design
Council.
The teams present the outcomes of their work to the judges who
question the teams and discuss the work in a 'fishbowl' (with all
the teams sitting around the judges listening to the discussion but
not participating). They then give their judgement and award a
prize to the winning team (even a modest prize can motivate
large numbers of learners for long periods).
Bringing elements of the real world in this way into what might
otherwise be an unstructured and abstract discussion can have a
dramatic affect on learning.
An example of the effective use of a game in what might at first
appear an unpromising electrician training course can be found
in Section 5.5.
Further reading
Ellington, H., Addinal, E. and Percival, F. Handbook of Game
Design. Kogan Page, London. 1982
The Game for all Seasons is adapted from a game with the same
title in:

Jaques, D. Learning in Groups. Croom Helm, Beckenham. 1985
4.4.3 Simulations
A simulation represents a real situation and is continuing. A circuit
diagram, although it represents actual wiring, is not a simulation
because it is static. A flight simulator for training pilots is a
simulation, however, because it changes with time. Simulations
can come very close to reality. Computer simulations can be
invaluable for studying situations which in reality are too
dangerous, too time consuming, or ethically unsound. For
example, it might be educationally valuable to allow an economics
student to be the Chancellor of the Exchequer for five years, and
elements of this experience can be achieved in an hour with the
use of a computer simulation of the behaviour of the British
economy. Similarly, a computer simulation of the operation of the
human respiratory system allows biology students to try to keep
simulated 'patients' alive by manipulating their oxygen supply in a
way that would be impossible in real life. An example of this
application is elaborated in Section 5.3.
Simulations and games can also be used as case studies: after
undertaking the simulation or game, participants stop and reflect
about it in order to draw general conclusions about the simulated
events involved.
Further reading
Jones, K. Simulations: A Handbook For Teachers. Kogan Page,
London. 1980.
4.4.4 Role plays
Simulations can be enriched by role play. Participants not only
make decisions about what to do in the simulation, but play the
role of particular individuals. An example of this in use is the
'simulated patient' technique developed at McMaster University
for the training of doctors. Trainees are confronted with someone

role playing a patient. Instead of simply discussing the patient's
notes (a case study) they have to play the role of a doctor and
talk to and examine the patient, making a diagnosis as in a real
situation. This would be risky in real life, but provides an
invaluable substitute for direct work experience.
As well as being used as an extra element of simulation of real
life events, role playing can be used to help learners to empathise
with the position and feelings of others. For example, to help
sales staff to understand the feelings of frustrated shoppers, the
trainee could take the role of a shopper in a simulation of a long
check-out queue. This use of role play is quite common in the
training of staff in areas where human relations are crucial, such
as in the caring professions and in service jobs.
Role plays can be more tricky to run than case studies, games
and simulations, because they involve learners personally and
can arouse strong feelings and awkwardness. The following
guidelines are offered to help to set up and run role plays.
Guidelines for running role plays
Role briefs
Briefs are valuable to enable inexperienced 'players' to get into a
role. Briefs should not be over-elaborate or caricatures. Extreme
or cliched personality traits allow too little scope for personal
interpretation or unpredictability of outcomes. Too much detail
makes the role too difficult to play and constrains outcomes.
Briefs should contain some information about what it is
reasonable for the person to know (and feel) about the other
roles in the role play.
Contextual information
It is contextual information which turns a disembodied role play
into a simulation role play. Such contextual information is valuable
and can substitute for detail in role briefs. Some contextual
information about the motives of the 'players' and the nature of
the social processes or practical procedures operating can be
very useful. Again, too much detail can be counterproductive.
Extensive contextual information emphasises the simulation/case

study aspect at the expense of personal involvement in the role
play.
Scripted role plays
Scripts are useful when the purpose is to demonstrate something
to the audience, or observers (as with drama), but should be
avoided when it is the experience of the participants which is
most important.
Observers
It is difficult for those playing roles to be observant and reflective
at the same time. It is useful to nominate observers to provide
the 'evidence' for subsequent discussion. Observers can use
checklists: related either to general models of skill development
(e.g. Carl Rogers' principles of non directiveness) or to specific
issues to do with the content of the role play. Observers can time
and stop role plays. Observers can be assigned to each
participant in the role play, or each can have a different observer
brief. Observers can chair debriefings.
Variations on straightforward role plays can also be used:
Time out
It can be useful if any participant can temporarily halt a role play because he/she is stuck, distressed or wants to explore an idea
immediately. All involved move to a physically separate space and
discuss the issue or problem. They then return to the role play,
starting either from the point at which time out was called, or from
an earlier point. Time out can be used to try different ways of
approaching a particular difficult moment, or to give different
people the chance to role play in the same situation.
Psychodrama
Psychodrama usually involves more participants than a role play,
and recreates a whole scene (e.g. a classroom) rather than an
interaction between two people (though there are various kinds of
personal development exercises which are also referred to as
psychodramas). There is a 'director' who can call "Cut!" and
freeze the action. Participants can then be 'interviewed' about
their feelings, what they really want to do or say, etc. These

revelations are heard in public and then the director calls "Roll!"
and the action continues. Psychodrama is particularly useful for
examining what is going on in a situation familiar to the person
who is the focus of the drama.
Alter ego
All participants in the role play have another person standing
behind them with their hands on their shoulders, acting as alter
egos. The alter ego says out loud, during the role play, what he or
she thinks the person is really thinking or feeling, e.g.:
Participant:
Alter ego:

"Oh hello! How very nice to see you!"
"Oh no, not him again!"

Structured debriefing
Debriefing, the discussion which takes place after the experience
of role playing, during which participants reflect on and learn from
the experience, should be allocated plenty of time . A five-minute
role play can easily generate enough material to keep a lively
discussion going for half an hour. As participants can feel
defensive about their behaviour during the role play, and can
have difficulty separating their experience of the specific situation
from general principles to be drawn from the experience, a
structured debriefing is recommended. This is one such structure:
· All reflect in silence and prepare comments
· Each role-playing participant in turn makes uninterrupted
comments
· The observers make uninterrupted comments
· All discuss the role play
· Participants are helped to return to 'reality' and to get out of
their roles
· All discuss general conclusions without referring to details of
role play
The most important feature of de briefing is to separate
discussion of the content and experience o the role play from
general discussion of what can be learnt from it. A detailed
breakdown of the stages of de -briefing which follow the

experiential learning cycle can be found in Section 4.3.5.
Further reading
Lewis, R. Using Role Play- An Introductory Guide. Basic Skills
Unit, Cambridge. 1980.
van Ments, M. The Effective Use Of Role Play - A Handbook For
Trainers And Teachers. Kogan Page London. 1983.
4.4.5 Assessing through substitute experiences
Assessment tasks can also be set in the context of real
situations, as with ROLE PLAY ESSAYS. Instead of simply
setting conventional essays, you could set them in a simulated
real life setting. For example you could:
· require electrical engineering students to take the role of the
presenter of the CEGB 's case for the Sizewell nuclear
power station and write the "closing speech" for the Sizewell
enquiry;
· set trainee nurses the task of writing parliamentary
questions for the Shadow Health Minister to ask at Prime
Minister's question time about the proposed privatization of
all hospital services.
Such tasks require that the learner reflects on the simulated
situation and applies knowledge to making specific plans or
proposals. Assessment tasks can also be based on substitute
experiences instead of hypothetical situations, as with 'DOING IT'
ESSAYS. For example, trainee teachers can be shown a brief
video of a classroom in action and asked specific questions about
it such as:
"Advise the teacher on alternative methods of maintaining control
than those used."
"What types of questioning were used by the teacher? Suggest
alternatives."

Such a task requires learners to record their experience of the
video, reflect upon it in the light of their knowledge, and propose
action. The task may also allow a second viewing of the video,
aided by an observation schedule prompted by the first viewing
and the questions, so taking the learners round the experiential
cycle twice within one assessment task.
Overview
Substitutes for direct work experience are useful to:
·
·
·
·
·
·
·

practise skills in safe contexts
illustrate theory in action
develop interpersonal skills
increase personal involvement in learning and enliven topics
derive theory or general principles from examples
prepare learners for work experience
focus attention on experiences which are difficult or
impossible to provide in any other way.

Chapter 5
Case studies of the application of
experiential learning methods
This section contains nine case studies selected for their
illustration of experiential learning methods and practice and of
the values associated with experiential learning. The case studies
complement and add to the methods described in Section 4 and
methods are cross-referenced where appropriate. The ways
these methods and course designs use the experiential learning
cycle and experiential learning principles are highlighted.
The case studies are based on courses which the project team
have taught on, have undertaken action research on, acted as
consultants to or have studied. The identity of the courses has
not been revealed and changes have been made in the way
some of the courses have been described.
5.1 Self-assessment of welding skills
5.2 Self-directed learning in office practice
5.3 Computer-based simulations in biology
5.4 A training course for new lecturers in higher education
5.5 "Thirty second theatre"
5.6 Communication skills on a Basic Nursing course
5.7 Self-directed development for further education lecturers
5.8 The use of learning journals in engineering
5.9 Experience-led learning on the City and Guilds 730

5.1 Self-assessment of welding skills
At an agricultural college, students were taught the theory of a
range of welding techniques in weekly lectures in a classroom.
Each week they had a practical session in a workshop in which to
apply the theory. These practical sessions took the following
form:
Stage 1
The tutor demonstrated a welding technique.
Stage 2
Students attempted to use the technique themselves, under
supervision.
Stage 3
Those students who completed the weld took it to the tutor who
gave feedback on the good and bad features of the weld.
In practice there were a number of problems with this approach:
Students paid insufficient attention to the demonstration.
Students undertook the practical task very slowly and with little
care. Some regularly failed to complete a single weld in the
practical session.
The tutor had to offer the same advice, and repeated
demonstrations, to many of the students, despite a full
explanation during the initial demonstration .
A large proportion of completed welds were of a poor standard,
with little evidence of students having applied a theoretical
understanding of the type of weld to their practical work.
Students seemed quite unreflective about what they were doing
and why and what was going wrong. They appeared to leave it
entirely up to the tutor to identify weaknesses in their welds, even
when these were obvious.
The same basic mistakes were made week after week.
In terms of experiential learning theory these problems were
caused by:

students not planning their own work or having criteria by which to
judge their work, in advance;
students not reflecting upon their work or assessing it;
students not having the opportunity to go round the learning cycle
a second time in order to correct mistakes;
students not playing an active and responsible part in their own
learning.
Faced with this situation, the tutor introduced a self-assessment
process involving the following stages:
Stage 1
The tutor demonstrated the welding technique.
Stage 2
The students discussed and devised criteria for assessing the
quality of a finished weld of this type. The tutor prompted with
reference to the theory introduced in the lecture when necessary.
These criteria were then written on the blackboard.
Stage 3
Students attempted to use the technique themselves. The tutor
invited students to ask questions, especially about the
implications of the criteria for techniques, but did not offer
answers or demonstrations.
Stage 4
Students bent their welds to destruction and assessed their
quality using the criteria they devised in stage 2.
Stage 5
Students presented their welds and their self-assessment to the
tutor, giving themselves a mark out of 5 for each of the criteria.
The tutor limited contributions to questions such as: "And how
would you avoid that weakness next time?" to help students plan
their next attempts at undertaking the welds.
Stage 6
Students repeated stages 3, 4 and 5, undertaking a second weld,

testing and assessing it, and presenting their conclusions and
self-assessment to the tutor.
The main consequences of using self-assessment in this way
were:
· Students paid more attention to the demonstration.
· Students joined in a purposeful discussion which related
theory to practice in devising the criteria that they would
later use themselves to assess their own work.
· Welds of higher quality, with fewer elementary errors, were
produced.
· Students reflected about their own welds, and were able
correctly to diagnose weaknesses using their own criteria.
They were, if anything, over harsh with themselves in their
marking.
· Because they worked so much faster, they had time to
undertake a second weld, learning from mistakes in their
first weld.
· Students planned the second weld carefully, taking into
account their self-assessment of their first weld.
· Subsequent evaluation indicated that their second welds
were of a consistently higher standard than their first welds,
showing that they were learning from the experience of
carrying out and reflecting upon their first weld.
· Students started asking more questions, during theory
classes, about practical implications, such as: "What would
cause a poor weld?" and "How would you avoid that kind of
problem?". This change in student involvement led to a
change in the nature of theory sessions from being 'chalk
and talk' towards tutor-led discussions.
The main features of this innovation, in terms of experiential
learning theory, are:
· Students started with theory (Conceptualisation).
· Students planned their work and devised criteria by which
outcomes would be assessed and, in doing so, related
theory to practice ( Experimentation).

· The planning stage was followed by attempting to undertake
the weld (Experience).
· Students tested and assessed their own work (Reflection).
· On the basis of their self-assessment, they revised their
ideas about how to undertake the weld (Conceptualisation)
and planned their second weld (Experimentation). This gave
a second opportunity for Experience through undertaking
the second weld, and for Reflection, through assessing it.
This took students through two complete learning cycles.
· Students had increased opportunities to be involved
responsibly throughout.

5.2 Self-directed learning in office practice
Office practice courses usually involve practice of repetitive skills,
such as typing, and the development of a fairly low level of
familiarity with a range of office equipment and practices. They
often lead to externally set professional tests which establish
levels of competence. Such courses are often provided for the
'less academic' at school or college. Teaching methods are
commonly highly teacher-centred. The class moves at the pace
of the slowest. Learners are usually assumed to have little or no
relevant experience. Learners come to rely on the teacher for all
decisions about how well they are doing, when they should move
on, and so on Almost all learning time is spent watching
demonstrations and undertaking practice drills. Almost no time is
spent in discussion or in reflection of any kind. Almost no time is
spent on 'homework' outside class. One of the most striking
things on entering a room in which office practice is being taught
is that it is silent (except for the sound of typewriters) and that
everybody appears to be doing exactly the same thing.
One such course at a technical college was provided for
retraining. The learners on the course were not, however, 15 year
olds, but mature people, most of whom had a variety of work
experiences. They were also fairly independent people, used to
organising their own time and establishing their own priorities. We
have seen such learners submit passively to a conventional
course and being treated as if they were inexperienced 15 year
olds. However, in this case, the teacher used experiential learning
theory to devise a different way of running the course.
The teacher wished to:
· utilise the varied work experiences of the members of the
group to the full;
· negotiate the content and pace of the course with the group
in order to spend time on topics where the need was
greatest and to progress at an appropriate pace;
· encourage reflectiveness and self-assessment;

· establish an atmosphere which encouraged mutual
supportiveness and the seeking of assistance from each
other;
· mobilise enthusiasm to undertake work outside teaching
sessions.
The methods the teacher used included:
At the end of a session, each member of the group made a
'contract' with another member to undertake a particular task in
relation to the course, e.g. some shorthand practice. At the start
of the next session some time was put aside to report back on
what had been achieved. Anything of interest to the whole group
was then briefly shared before the session got going.
There were frequent discussions in which progress was reviewed.
In small groups, individuals took turns to say what they thought
they had learnt, what they were having problems with, and what
this indicated about their immediate learning needs. These needs
were shared in the whole group, and decisions made about the
immediate plans for the development of the course in the light of
these expressed needs. This frequently led to requests to move
on from a topic faster than the teacher had planned, or to spend
more time on a topic which a number had found difficulty with.
Immediately after drill and practice exercises there would be a
brief discussion in small groups in which learners asked each
other for help in identifying and solving problems they were
having. Learners were expected to be reflective about, for
example, which T-line shorthand symbols were giving problems.
Learners were encouraged to discuss their experiences of
learning. Tips were swapped: for example the idea of taking
frequent breaks when practising motor skills such as typing or
shorthand.
Frequent tests were offered. The purpose of these tests,
however, was to provide the learners with more information with
which to diagnose learning needs upon which decisions about the

progress of the course were based. Many of the tests were
marked by other learners. In this way they learnt to recognise
errors better and came to identify these errors in their own work.
The two features which these methods share, which are almost
entirely missing from many office practice courses, are:
Experimentation. Learners were frequently involved in planning
what to do next: what 'homework' to set themselves, what topics
to cover next on the course, when they were ready to move on,
when they wanted to be tested, what to do about learning
problems, and so on.
Reflection. Learners reviewed their performance and progress,
and that of their peers, at every stage. They reflected on the fine
details of the execution of skills as well as on their overall
progress and ways of learning .
To bring about this active involvement in learning involved the
teacher handing over much of the control of, and responsibility
for, learning to the learners, and establishing an open
atmosphere of trust and mutual supportiveness.
There were side-effects of these innovations: the room became
noisy, learners progressed at different rates, sessions were
relatively unpredictable and prearranged plans could not always
be executed, some 'irrelevant' material tended to get introduced
into discussions and less time was spent on straightforward drill.
However the commitment of the learners to the course, and to
their own achievement, was tremendous. Progress was extremely
rapid in some areas, especially those where previous experience
was involved. The learners 'taught' each other a good deal. Much
work was done outside formal sessions. The learners developed
as learners, discovering all sorts of ways to increase the
effectiveness of their efforts.

5.3 Computer-based simulations in biology
Due to technical and resource limitations, laboratory work in
biology courses can become stereotyped, with students doing
little more than following instructions and with little genuine
experimentation. Furthermore, some biology experiments cannot
be undertaken at all for various reasons:
· they take too long, such as experimenting with the growth of
trees;
· they involve problems which are not amenable to
experimental manipulation, such as altering the environment
in a lake;
· they would be unethical, such as experimenting with human
patients.
Students are denied the direct experience of active
experimentation with these phenomena. All of these examples,
however, are amenable to simulation on a microcomputer.
There are a number of examples of computer packages which
simulate biological processes. One such package, developed at
the Medical School at Manchester University, simulates aspects
of human physiological processes in a sophisticated way. It is so
fast and so accurate that it is used by anaesthetists in operating
theatres to help them to make decisions about the air and oxygen
mixture they administer to patients. A package of this kind can be
used to provide biology students with substitute experiences of
experimentation with, for example, human respiratory functioning.
In the Biology Department at a polytechnic, students are taught
about the physiology of respiration in lectures and told how a
simulation programme called MACPUFF works. This programme
calculates vital measures of body functions, such as pulse and
respiration rate, on the basis of calculations involving many
complex biochemical reactions. When a simulated 'patient' is
'run', the program prints out detailed data about the patient every
three seconds, for a minute. You are then able to change a
variable (such as the percentage of oxygen in the air supply) and

'run' the patient for another minute to see what happens.
The students are posed a problem. They have to 'set up' a
simulated patient on the program, with particular characteristics
such as blood pressure, temperature, respiration rate, and so on.
They are set the task of bringing the patient to a specified more
healthy state (for example a lower pulse rate and higher blood
oxygen) within a set time (for example six minutes). To achieve
this the students have to manipulate some of the variables (such
as the rate of respiration).
It is possible for students to devise an experiment ( for example
to see what happens if the percentage of oxygen is increased),
run this experiment with the computer simulation, and see what
happens. On the basis of the results of this experiment they could
devise another experiment and carry it out, and so on. As the
experiments only take a few seconds it is possible to carry out a
large number very easily. It is the ease of experimentation which
makes simulations of this kind so valuable.
However, this strategy would not succeed. It involves active
experimentation and experience, and even some reflection on the
outcomes of the experiments. But the number of biochemical
reactions and variables involved is so large that such a trial and
error approach is unlikely ever to lead to a workable solution, let
alone to an understanding of what is going on.
To be successful the students need to refer back to their lecture
notes and design experiments on the basis of knowledge of
principles about the physiology of respiration. The outcomes of
experiments may only make sense if the students refer to a
textbook and recognise the causes of the effects created in the
experiment. In fact students have to go round the complete
experiential learning cycle many times before they can generate a
solution to the problem and manipulate the appropriate variables
in an effective way. It can take students six hours and numerous
trips to the library as well as dozens of experiments to succeed.
All the tutor has to do is ask the students to produce a printout of
a successful intervention in the 'patient's' functioning. It is virtually

impossible to produce a printout of a successful intervention by
trial and error, so the tutor can be confident that the students
understand the underlying physiological processes . Every
student will have produced an individual solution (so copying can
be easily identified) and all solutions are clearly either successful
or not, making marking easy. Students can be encouraged to
work together provided that each student submits an individual
printout.
In terms of the experiential learning cycle this use of a simulation
involves the following stages:
· Take notes in a lecture on the physiology of respiration
· Devise an experiment on the basis of a partial
understanding
· Carry out the experiment
· See what the results are in terms of the condition of the
patient
· Try to interpret the results
· Read more about particular biochemical reactions
· Devise a further experiment to test a new idea
· Carry out the experiment
· See what the results are
· Discuss these results with another student
· Ask the tutor to explain a particular biochemical process
· Devise a new strategy on the basis of this new
understanding
· Carry out a series of experiments to check out these new
ideas
... and so on, round and round the cycle.
Further reading
Fell, D. Computer Biogames. Oxford Polytechnic, Oxford. 1984.

5.4 A training course for new lecturers in
higher education
This case study concerns a one-year part-time training course for
new lecturers at a polytechnic. The lecturers select eight modules
from a list of fifteen on topics such as lecturing, using computers
in teaching and assessment. Each module lasts three weeks and
involves a total of twelve hours work. There is the opportunity for
a three-hour meeting each week. The lecturers also undertake
two projects which involve a practical development in their
teaching on a topic of their choice. These lecturers spend most of
their time over the year teaching or doing research. They tend to
be academically oriented.
The course aims to influence the ways the lecturers teach, and to
pave the way for a career of self-improvement as teachers. The
main opportunities for learning about teaching happen outside the
course during the lecturer's everyday work and the course is
designed using experiential learning to link theory with practice
and to make the best use of the lecturers' everyday experience.
Experiential methods are employed in four main aspects of the
course:
·
·
·
·

in the design of modules
in self-assessment of modules
in the use of contracts for project work
in the setting of personal development contracts for the year
following the course

Modules
Each module provides a theoretical input, in the form of a
specially written learning package and other resources, and
requires lecturers to try out new ideas in the context of their own
teaching. Each three-week module takes lecturers around the
experiential learning cycle as illustrated in the diagram below.
Everything above the bold horizontal line in the diagram involves
the lecturers' experience of teaching, while below the line involves
meetings as part of the course.
On the module on lecturing, this process has the following
elements:
· Lecturers arrive with their existing experience of lectures,
their existing teaching skills, beliefs and assumptions.
· Their experience of good and bad lectures they have
attended is drawn out and reflected upon and recurring
themes highlighted.
· Evidence about the effectiveness of lectures and problems

with lectures are explained in a mini-lecture, and new
techniques to tackle these problems are provided in a book:
"53 Interesting Things To Do In Your Lectures". The minilecture demonstrates many of these techniques.
· Lecturers choose one of the techniques from this book and
try it out in their next lecture during the following week....
· ...gaining the experience of seeing what happened.
In the third week the lecturers meet to compare notes on what
happened when they experimented with new techniques.
Further generalisations about lecturing are generated, leading to..
· ...plans for further informal experiments in their lecturing
techniques and...
· ...further experiences in their lectures. This experimentation
can also lead on to more extensive project work later in the
course.
Self-assessment of modules
Eight modules have to be 'satisfactorily completed' for lecturers to
pass the course. Lecturers assess themselves, being in the best
position to decide whether or not they have met the module
requirements satisfactorily. They submit a self-assessment form
after having completed sections which ask: "What have you done
on this module? " and "What have you not done?" The learning
package for each module is quite specific about what tasks are to
be completed. It is common for the lecturers to do more than
required, but not necessarily the same tasks as specified. This
review of their achievements gives them the evidence on which
they base their decision to pass themselves, fail themselves or
refer themselves. It is not all that common for lecturers to fail
themselves outright, but they quite frequently refer themselves,
specifying what further activities they should undertake before
they could pass themselves. When they have completed this

extra work they resubmit the self-assessment form.
The use of self-assessment in this way has had two main
consequences:
· Standards have been improved and more work has been
undertaken: the lecturers have been far tougher on
themselves than the tutors used to be before selfassessment was introduced.
· Lecturers have paid more attention to module requirements
and have set themselves informal criteria for what they
believe would constitute an acceptable outcome from each
module. They monitor their own performance throughout
modules and catch up on necessary work later without any
prompting from the tutors. It used to take endless nagging
to get work completed.
Contracts in project work
Lecturers have to complete two projects involving modifications to
their teaching. Practical projects of this kind have great potential
for learning by doing but this potential is not always realised.
There used to be problems at three stages in this project work:
At the stage of deciding what to do the tutor was often unclear
what the lecturer really had in mind or whether it would be
sensible, appropriate or adequate. Disagreements occurred at a
later stage over what had been agreed. In attempting to 'veto'
project ideas which seemed unsuitable, the tutor sometimes only
succeeded in encouraging an instrumental approach in staff who
then completed projects merely to meet the tutor's requirements
instead of meeting a learning need of their own.
Modifications to projects often needed to be made for practical
reasons. It was difficult deciding what changes were permissible
and difficult to remember what changes had been agreed.
Assessment was made by the tutor. The lecturers sometimes
knew that they were submitting poor work but either tried to hide
this from the tutor or hoped for collusion in passing it regardless

of its quality. Failing people who believed they had fulfilled an
agreed proposal was virtually impossible.
This unsatisfactory situation was due in part to the lecturers not
taking sufficient responsibility for the establishment of goals and
criteria at the outset or for implementing these criteria on
completion. They were insufficiently involved at the stage of
planning for their project activities or in reflecting upon them
afterwards, and this reduced the learning potential of the projects
as well as causing practical difficulties. This tutor-centred
assessment system was replaced with a learner-centred system
with two main features:
Project agreement forms
After discussion with the whole group and the tutor, the lecturer
completes a project agreement form containing two main sections
entitled: 'What I intend to do' and 'What the product will look like'.
This agreement is signed by both tutor and lecturer as a 'learning
contract' (see Section 4.1.6) on the understanding that if it is
fulfilled then the lecturer will pass the project. Any amendments to
the project have to be agreed by both the tutor and lecturer and
added to the form.
Self-assessment
When submitting the completed project, lecturers accompany it
with a self-assessment form which lists:
·
·
·
·

Strong features of the project
Weak features of the project
Ways the project could be improved
What I would like comments on

The tutor reads and comments on the project in the light of this
information and returns it. The lecturers then pass themselves,
fail themselves or refer themselves, specifying what they would
need to do to justify subsequently passing themselves. They use
their own self assessment comments and the tutor's comments

to justify the decision they have taken.
This process involves the lecturers in more analysis of what
learning tasks will be undertaken and what will constitute an
acceptable outcome and then involves them in reflection and
judgement about the outcomes of their project work. In practice
lecturers started to set themselves unrealistically ambitious goals,
well beyond the expectations of external examiners, which the
tutor had to negotiate down to something more manageable.
Lecturers were also more honest, analytical and rigorous in their
self-assessment, freeing the tutor to concentrate on giving useful
feedback instead of trying to justify a pass or fail decision.
Personal development contracts
Once the one-year course is over the lecturers receive far less
help and support in developing their teaching. A system of
personal development contracts was therefore introduced in an
attempt to maintain the momentum of learning by doing which
had been built up over the year.
At the end of the year lecturers review their teaching through brief
exercises and checklists and draft a list of development goals for
themselves for the following year. Then the lecturers from the
previous year's course are invited in to review the progress they
have made in achieving their own development goals from a year
ago, and the group listens to these reports. The lecturers then
discuss their draft goals, suggesting changes and additions to
each other. Finally they write out a full 'contract' in the form: "I
contract with the group to ". The tutors join in this process as well
and share their personal goals with the group. These contracts
have taken various forms but usually contain the following
headings:
·
·
·
·
·

Teaching
Research/consultancy
Scholarship/reading/conferences
Learning/skill development
Administration

· Personal style
· Home/personal
The tutor types up these contracts and circulates them round the
group. The following year the lecturers attend the last course
meeting of the year to review their achievements while the new
lecturers attending the course listen.
The lecturers take this process enormously seriously. They report
keeping their contract with them and referring to it frequently.
They say they feel a strong commitment to the group and this is
evident in the way they report back after a year. They commonly
bring evaluation reports, handouts and other supporting material
with which to demonstrate what they have achieved. They
invariably lack any other context within which they can set
personal learning goals and check up on their achievement in a
supportive rather than a threatening way.

5.5 "Thirty Second Theatre"
Thirty Second Theatre is a problem-solving technique designed to
enable autonomous groups to help their members to tackle work
problems. It allows the group to discuss and role play problems
experienced by their members. Role play techniques often require
skilled facilitators to organise and handle, but this method
requires no such expertise: groups who have never experienced
role play can use it without help. This case study describes the
method and illustrates its use in practice.
Learners are divided into groups of six. About an hour is needed
for each individual in the group to obtain help on his or her own
work problem: about six hours in all. The learners are asked to
identify a problem at work which is typical, or which highlights a
particular difficulty they have. They are asked to write out this
problem in the following way:
"Whatever sort of problem you have in your work, write it out in
the form of a thirty second play. Your play should have a
description of the scene in which the problem arose, thumbnail
sketches of the main characters and thirty seconds of dialogue to
get the action rolling. This play should aim to give a vivid
impression of the situation you find yourself in."
The problem presented as a thirty second theatre reproduced
below was written out by a music teacher who had never been
involved in problem solving or group work before.
Problem:
Maintaining the students' interest and concentration can be quite
a problem. Although one or two students are keen to participate
in group activities, the others sometimes seem to drift off into
worlds of their own. As the students all have a visual handicap,
visual stimulation is impossible so I need to try to employ other
strategies to hold their concentration.
Scene:
In the music room, at college. Tutor has explained and
demonstrated the playing of various rhythms and has now asked

the students to do the same on their own choice of instrument
Characters:
Leon: student, 19, partially sighted, overweight, cheerful
character, keen to please but does not enjoy group activities.
Ian: student, 18, blind, plays piano well, bright and breezy, gets
frustrated at other students' lack of musical ability.
David: student, 18, partially sighted, has outbursts of temper at
times and feels everyone is against him.
Tracey: student, 17, blind, very polite and well-mannered but
appears to find it difficult to concentrate. Tutor finds it difficult to
assess her progress as she is very quiet.
Judy: Tutor
Script:
Judy:
"OK, who'd like to play a waltz rhythm first?" (Long
silence) "Ian, would you demonstrate a waltz rhythm please?"
Ian:
"Yeah" (Demonstrates rhythm on the piano)
Judy:
"David, would you like to try that on the
tambourine?" (Silence at first as
David is poking
his finger in Leon's thigh)
David:
(Sighs heavily) "OK" (Demonstrates rhythm)
Judy:
"Tracey, your turn now."
Tracey:
(Stirs, had nodded off to sleep) "What was that
Judy?"
Judy:
"Could you show us how to play the waltz rhythm?"
Tracey:
"I'll try." (Bangs tambourine violently five times)
Leon:
"That's not right, is it Judy?" (Slyly poking his
finger in David's side)
Learners are asked to present their problems to the group and
enlist their help in working on the problem. They are offered
alternative ways of tackling the problem. Role plays may be
perceived as 'risky' by those not used to them and so 'safer'
discussion methods are offered as well. The method is chosen by
the person whose problem is being worked on. In practice,
groups tend to start off with the discussion methods and move on
to 'riskier' methods as they become more confident and trusting

of each other. Even totally inexperienced groups become quite
experimental and imaginative in their problem solving after a few
hours, working together, running role plays through over and over
with different members in the key roles and so on, without
prompting or help.
One set of alternative problem-solving methods could be:
Open discussion
The problem is presented to the group who have an open
discussion about what it really consists of and what might be
done about it. A checklist of questions can be offered to help
groups who get stuck. For example:
· "How do you feel in this situation? How do the others feel?"
· "Can you state the problem from the point of view of the
others?"
· "What are you most afraid might happen?"
Pyramid discussion
As for 'Open discussion' but first of all:
Each person spends five minutes alone reflecting about the
problem and making notes about possible causes. Pairs form to
compare notes and discuss possible solutions for ten minutes.
In this way everyone in the group will have had time to think
about the problem and work up some ideas before being
expected to join in a group discussion.
Brainstorming
Brainstorming is a method for throwing out as many ideas or
solutions to problems as possible. Before the group starts, allow
five minutes to clarify what the problem is for which possible

solutions are being dreamt up. Appoint a scribe who will write
down the ideas as quickly as possible, preferably on a board
everyone is sitting around. Appoint a referee who will call "foul!"
every time someone breaks one of the three rules below.
Everyone then simply calls out possible solutions to the problem,
being as imaginative as possible.
Rules:
· No elaboration: group members simply call out a word or
phrase, however daft or nonsensical it may seem to others.
Explanation comes later.
· No clarification: group members may not ask what others
mean.
· No criticism: no one is allowed to criticise or comment: this
would stop others from throwing out half-formed ideas.
After this fast creative stage, the group goes back through the list
of ideas on the board to check what they mean, and then selects
the most fruitful for further analysis.
Role play
Members of the group take the role of the characters in the thirty
second theatre and read the scripted section before improvising
what happens next. The group may need to be imaginative about
the room layout, about other characters involved, and about how
the scene unfolds. The rest of the group observe and take notes.
The purpose of the role play is for group members to experience
what it is like for the characters in the problem situation before
they discuss possible solutions.
Instructions for running role plays and debriefing and reflecting
upon them can be found in Section 4.4.4, together with additional
role play techniques such as "Time Out" and "Alter Ego".
Before the group finish with one problem and move on to the
next, each person in the group makes a very brief statement
about what they have learnt.

Thirty second theatre was used in the context of the course
described in Section 5.9. The working methods were
demonstrated at the start by the tutors acting them out so as to
give learners the experience of seeing the methods in action. Five
parallel problem-solving groups then worked quite independently
in three rooms for six hours spread over two weeks. The method
generated a tremendous amount of involvement and energy
despite the lack of experience of the groups with this kind of
working method. The course evaluation showed that 97% agreed
or strongly agreed with the statement "I learnt a great deal from
the group problem solving", the highest rating of any aspect of
the course. Entries in learners' diaries also revealed the powerful
impact this had on them.
In terms of experiential learning theory the effectiveness of this
method was due to:
· learners identifying their own learning needs by reviewing
their work experience and identifying issues of personal
relevance
· the definition of problems in terms of situations and
experiences rather than in an abstract way
· the use of group methods which involved learners actively
· the use of group methods which provided participants with
substitute experiences of the problems being addressed
· the use of group methods which took learners round the
experiential learning cycle, from problem definitions, through
experiences, reflection and analysis to action plans
· the 'ownership' of the problems by individuals and their
groups
· the control groups had to work in as safe or as risky a way
as they dared.

5.6 Communication skills on a Basic
Nursing course
Part of the first year of a Basic Nursing three-year degree
programme involved a course in communication skills. The course
included interviewing and counselling skills and one of its aims
was to increase the student nurses' confidence in communicating
with others whilst on the 15 weeks of clinical placements which
interspersed the first year.
The course drew on students' placement experiences to integrate
theory and practice. Almost the only 'communications theory' on
the course was developed in an informal way by the students
themselves analysing their experiences. The following description
of a session illustrates the approach taken.
On the day prior to the session the students had all been out on a
community-based clinical placement. The tutor asked the
students:
"Think back to yesterday and the experiences you had on
placement. I'd like you to identify one incident which you found
easy: when you felt comfortable, at ease, a part of what was
going on, relaxed. I'd also like you to think of a time which was
difficult: when you felt uncomfortable, you wanted to leave, you
felt excluded, a spare part, you felt hostility towards you or felt
unwelcome."
The students were given ten minutes for this. There were no
'ground rules' requiring students to make notes or not talk to each
other (though time for silent reflection prior to discussion can be
very useful at this stage). Students then described their
experiences to each other. Again there were no ground rules,
except to be descriptive rather than trying to leap to solutions. If
unstructured sharing like this doesn't work well you can introduce
methods such as giving each student in turn five minutes during
which the other student in the pair just listens and doesn't
comment.

One student from each subgroup was then asked to draw up a
table:

While the other students contributed to the subgroup by
recounting their individual experiences, this student recorded
some of the key points on this table.
The role of the tutor in this discussion was to:
· pick out 'things students all come up against'
· balance negative with positive experiences (students found
it easier to remember bad experiences)
· help the sharing to be constructive rather than destructive
· help students to try to reach personal solutions to the
difficult situations
· help students to rehearse solutions.
The methods used at this stage included taking a specific
situation, such as coping with an unhelpful supervisor on
placement, and undertaking a role play. The tutor might say: "You
play the difficult supervisor and I'll show you what I might do".
Instead of offering direct advice this would be demonstrated
experientially. Such role plays might involve several students and
even props and setting the room or furniture up as in the real
situation (see Section 4.4.4 for ideas on using role play). Students
would be encouraged to generate ideas for the sorts of strategies
which could be used the next time they found themselves in that
situation. These would be illustrated with specific examples. The
following week some time would be spent exploring how the
student coped with the same situations again.

There was an emphasis on specific experience and a deliberate
avoidance of theory building and generalisations because the
students, especially the 18 year olds, were used to working in
academic ways. They preferred to deal with problems in an
abstract way rather than through examining their own experience
and were not so good at gaining access to their feelings and
exploring these.
Charge Nurses reported very positively on students who had
experienced this approach to communication skills. For example:
"The students show much greater self-confidence. When they
come on to the ward, instead of hiding in the office they go
straight to the patients and talk to them."
Assessment of students on the communication skills course
highlighted one of its problems. Initially assessment involved
students writing an essay and doing a classroom test. This was
obviously inappropriate and was replaced by a more applied task.
Students were asked to make a video of a meeting involving
specified roles and were asked to write a report analysing the
communications involved. It emerged that there was insufficient
briefing for how to undertake this task. Also, in the absence of a
clear model of communication, students found it difficult to know
what to analyse or how, and the tutors found students' reports
difficult to mark in the absence of clear criteria. Subsequently the
students were asked to provide an audiotape of themselves
undertaking some counselling so that the emphasis was more on
their skills than on their ability to analyse.
In terms of the experiential learning cycle, the typical session,
exemplified in the example above, started with students reflecting
(2) back on experiences prior to the session (1). These reflections
sometimes led to experimenting with new ways of behaving in the
form of role plays (3) providing new experiences (4), further
reflection (5) and plans for future action (6). Sometimes students
would carry out these plans (7) and report back the following
week (8).

The diagram shows clearly the links made in the course between
experimentation and planning, action and reflection. It also shows
the way in which conceptualisation was missed out in the learning
cycle. It was a lack of conceptual models which caused difficulties
with the assessment.
A danger with using the experiential cycle in this way is that
learners do not have a basis for generating solutions to new
problems, but have to tackle each new situation as if it were
unique. The next stage of development of this course will involve
searching for and adopting a clear model of the communication
process to form a basis for analysis of reflections on experience.
This would complete the learning cycle and help students to link
their experience to theory in a way which developed an
understanding of the communication process as well as
developing competence in specific situations requiring
communication skills.

5.7 Self-directed development for further
education lecturers
This is an example of a course which uses action learning (see
Section 4.1.7). The teachers on this in-service course, which
leads to a Certificate in Education for Further Education, spend
one day a week on the course and the other four days with a
regular teaching timetable.
The values and assumptions which underlie this course are very
different from those of a teacher-centred course where the
content and process is specified for the learners, and where the
learners make few if any decisions about the operation of the
course. To help the teachers on this course adjust to the very
different responsibilities they have as learners, these assumptions
are spelt out at the start of the course and the central
assumptions are reproduced below. These assumptions could act
as a model for courses based on the experiences and needs of
learners' competence in specific situations requiring
communication skills.
The main activities on the course consist of:
Small group work (known as 'learning groups') in which individuals
are given equal group time to reflect upon and discuss issues
which concerned them: either about their teaching outside the
course, or about their own learning on the course. These groups
are stable throughout the course and meet for one hour a day.
Small group work (known as 'task groups') in which individuals
form working groups to address particular shared problems.
Individuals negotiate their own groups or might even work alone.
The membership of groups changes and groups dissolve and reform as problems are solved and new issues are identified. The
bulk of all available time is spent in these 'task groups'
Assumptions, values and beliefs
Adults learn best when they:

· BECOME AUTONOMOUS, that is, they move from a state
of dependency to one of interdependency and autonomy.
· MAKE USE OF THEIR EXPERIENCE, that is, we should try
to take account of each course member's reservoir of
experience.
· REFLECT UPON EXPERIENCE. This may require an initial
unfreezing and learning to learn from experience.
· ARE PRESENT-ORIENTED, that is, that course members'
interests are centred on the present. They look for
immediate application and are less willing to wait for
benefits.
· LEARN FROM PROBLEMS RATHER THAN FROM
SUBJECTS. There should be an emphasis on tackling
problems and issues grounded in the professional practice
of course members rather than on the teaching and learning
of 'subjects'.
· ARE ACTIVITY BASED. Course members should be helped
to move from passivity to activity in their approach to
learning.
· ARE INVOLVED IN NEGOTIATION. Overall the learner
should accept a share of the responsibility for planning,
operating and evaluating the course.
· FOCUS ON PRINCIPLES. There needs to be a move away
from an initial focus on particular experience to a focus on
general principles.
· HAVE RESPONSIBILITY FOR THEIR OWN LEARNING.
· ACKNOWLEDGE THE IMPORTANCE OF PROCESS.
Course members should reflect on their own and their
group's learning process.
· SHARE IDEAS AND FEELINGS.
· EXPERIENCE OPENNESS, TRUST AND COMMITMENT.
There should be an emphasis on the development of
equality, mutual trust and respect and mutual helpfulness.
· SET THEIR OWN GOALS. Each course member should
derive his or her own learning goals from practice.
· ARE IN A CLIMATE CONDUCIVE TO LEARNING. A major
role for the tutor is in establishing a climate conducive to
learning.

The teachers are expected to examine critically their practice as
teachers, identify aspects of their practice which, if improved,
would enhance the learning of their students, and make a
commitment to improve that aspect of their practice. The course
requirement is that the teachers:
Write a statement describing what aspect of your current practice
you want to improve.
Write statements describing ways (imagined) that you might
improve the aspect of your practice which you have chosen to
improve.
Write statements describing how you will know when the aspect
of your practice you have chosen has improved.
The teachers are told:
Improvement of your classroom practice can be achieved through
a process of continual monitoring which can be viewed as a
cyclical process involving the four stages of planning, action,
observation and reflection. These elements can be shown
diagrammatically as follows:

The role of the tutor on this course is explained to the teachers in
the following way:
"My job will be to facilitate your learning as you work through
successive cycles, by making available resources that you need.

You must see me only as a resource which you may choose to
use if you feel it to be appropriate."
To help to organise and co-ordinate the independent work of the
'learning groups' and 'task work groups', the tutor sets up an
additional group known as a 'community group' which is
effectively the whole group. It meets at the start of every course
day and runs and evaluates the course, the organisation of
extracurricular activities and the planning of the content of the
task work groups. This operates as a learning cycle within a
learning cycle, learning about and developing the main learning
processes of the course.

5.8 The use of learning journals in
engineering
This case study is concerned with the way learning journals are
used on an engineering degree course at a university. The course
context, which itself involves experiential methods, is outlined,
and the way the learning journals are used is described. But the
main value of this case study is a set of advice to journal writers
which was generated by the students themselves.
The course context
The learning journals are used as part of an interdisciplinary
course which runs alongside eight parallel specialist science and
engineering courses which students take in their first year. The
purpose of this interdisciplinary course is to focus on the learning
and communication processes taking place in the rest of the
engineering course. There is no fixed syllabus and the topics
which are covered arise out of students' identification of their
learning needs and include processes such as: explaining,
problem solving, reasoning, testing hypotheses, analysis,
evaluation, setting and using criteria, and improving group
processes.
The course employs a cyclical process based on the experiential
learning theory involving three stages of reflection:
The identification of learning needs from past experience, which
leads into an exploration of the chosen topic through experiential
methods.
Introspection about the topic to form a sharper definition of what
has been learnt and what remains, which leads into a
consolidation of learning.
Appraisal of learning, comparing aspirations with achievements,
which identifies areas for future learning and unresolved learning
needs.
(This process is described in: To Each According To His Needs,

Garry, A.M . and Cowan, J . Aspects of Educational Technology
Vol. XXI. Kogan Page. 1986.)
The journal
This interdisciplinary course involves three hours of class
activities each week, spread over two days. Reflection is a crucial
aspect of the three stage learning process, and on the evening of
the second day students write an entry into a personal learning
journal. This entry summarises what the learner has learnt and is
thinking about or has identified as personally significant or what is
unresolved about the topic which has been tackled. The journal is
immediately submitted to a tutor who acts as a commentator:
questioning, suggesting and commenting, but never judging,
correcting or directing. The purpose of the comments is to
encourage further reflection. The journals are handed back very
quickly so that the learning issues are still very much alive for the
students. In practice the students pick up and read the comments
immediately they are available, often spending more than an hour
going through them carefully and thinking more about what is in
the journal. This often leads to further entries in the journal.
There is no exam on the course but the journal is taken in at the
end of the year and assessed in terms of the quality of effort and
reflection indicating the degree of engagement of the student with
the course. This quality is not possible to fake.
The students gradually become very adept at using their journals
to help them to identify their learning needs and problems, to
reflect on these and to identify ways forward. But at the outset
they can have a lot of difficulty getting to grips with what they are
for and how they can be used. Students with science
backgrounds are often poor at expressing themselves in writing
and may be unused to focussing on human processes instead of
scientific content. These are some of the problems students
encounter:
How do you get going?
Who is the real audience? Some write for their tutor, some write
to themselves, and some write to the journal itself, as in 'Dear

diary...'
Should learning journals be organised and conclusive, or is it all
right for them to be spontaneous and rambling?
How personal, and personally revealing, should the journal be?
A small group of these engineering students were interviewed as
they read through their tutor's comments on their journals in order
to explore what they wrote and why, and what responses from
the tutors were useful. Afterwards they joined in a brainstorm to
generate advice to other students about how to get the most out
of writing a learning journal. The students then shared out the
ideas which were generated in the brainstorm and wrote up notes
on each. Finally a collection of tidied up notes was circulated for
comments. The advice which emerged is reproduced below.
ADVICE ON WRITING A JOURNAL
Starting off
If you have trouble getting going in writing your journal:
start 'off the top': writing about whatever is at the top of your
mind, regardless of whether it immediately seems very relevant
or likely to be productive;
tell an anecdote about the topic, describing an incident related to
the topic, even if you aren't sure where it will lead you.
Once you have got going, ideas will tend to lead on to other ideas
and before you know it you will be into your journal.
Think about good and bad, strengths and weaknesses
A good way to get started in thinking and writing about your
experiences and ideas is to list what is good and what is bad
about them, for example what is good and bad about a design.
Alternatively, you can list your strengths and weaknesses on the
topic:
"What I understand well....what I understand badly"
"What I'm good at........what I'm bad at"

"What went well........what went badly"
Use simple English and clarify what you write
Avoid mumbo-jumbo, waffle or vocabulary which is not easily
understood. Try to use simple English: that makes you realise
exactly what you meant when you review your journal. And the
audience (whoever they are) should be able to understand it
easier too!
Aim for a well-structured journal: summarise points and repeat for
emphasis and clarity if necessary.
Refer to the previous journal entry
A good starter for a journal entry is to refer back to your tutor's
comments on your previous journal entry. Read them and check
you understand them:
Do you agree with the comments?
Can you answer the questions?
By setting out to answer these outstanding questions you will find
that the new journal entry has a definite structure.
Be yourself
Write down your own thoughts and feelings. Don't copy them
from someone else. Be honest. If you make things up or engage
in wishful thinking this won't help you, nor will the comments you
get back from your tutor.
Remember that the journal is for you to explore your feelings and
concerns your development. You can only learn from your journal
if have enough courage to face yourself as you really are.
Don't worry about the reactions of your tutor while you are
writing
Don't change your thoughts or feelings in any way. Write exactly
what you want and don't think about the comments you might get
back.
Be positive
Think about what emerges from experience which is positive,
productive and useful - how else will you make progress?

Decide who you are writing for
It may help you to write for a specific person or audience: a
friend, your parents, even your tutor. This allows you to give
direction to your thinking. But this may also intimidate you and
inhibit you from revealing your feelings and thoughts. The best
readership to write for may be yourself!
Keep probing
Urge yourself to keep digging deeper and deeper so that you can
understand and use your understanding. Try to work towards:
· 'truths' you have discovered through your experiences;
· advice to yourself about what to do in the near future;
· finding questions which you need to think about next, about
issues which you don't yet fully understand but need to
understand.
Deal with it in bits and pieces
Break whatever you want to say or think about into separate
topics. Deal with them one at a time, in an order that makes
sense to you. Then think about how, if at all, they fit together. Or
follow that sequence the other way, starting with an overview and
then concentrating on each bit, one at a time.
Pinpoint where it all began
You will find it very difficult to think about thinking and to report
that in a journal. Try to identify the incidents from which your
thinking began. Write about them a little, describe them, enough
to explain why they made you think. And then report (in one
sentence if you possibly can) what it is that you were thinking
about.
Explore your opinions
Have no reservations about saying what you feel or think, even if
you can't explain why or don't know why. That can be a good
starting point. It may be a week or two before you begin to find
the answer. If you start asking "Why?" of yourself the process of
enquiry will begin at the back of your mind.

Don't restrict yourself to words to describe your thinking
Some of us find it much easier to sum up our thinking in models
or diagrams or even in sketches. If that's your way, then it is
probably the best way for you. You should certainly follow it when
you are 'writing' your journal. But make sure that you can explain
what your pictures and diagrams mean and that you are not just
using them to avoid preciseness and rigour.
Generalise
None of the effort you put into your journal will be of any use
unless you can turn away from the specific situations in which
your thinking started and find conclusions, or advice, or queries,
which are of general relevance to you.
Make plans
The easiest way to write a journal is to philosophise: writing
general statements which review a week of activity but which
don't really help you to make any personal progress.
Push yourself to move on to an action plan for next week (or next
year!). Push yourself to spell out that action plan in simple,
relevant, practical steps: steps that you can follow. Try to
discipline yourself to go back, a week later, and see if the action
plan worked, and if not, why not. There is no point in keeping a
journal unless it helps you to develop and do better next time.
Talk to other students
When you find the task difficult, talk to other students in your
class and it will probably reassure you to discover that they are
meeting the same kinds of difficulties as you are.
If you are not confident of the value of a new and strange
experience, talk to students in the year above you. They'll be able
to tell you how they got on and whether or not the experience has
been worthwhile in the long term. They will probably also have
some useful hints and suggestions. And students are much better
at advising other students than lecturers are because students
can remember what it was like when they were in your position.

This advice was generated by four students: Paul Grant, Kathryn
Evans, Keith Frazer and Ian Watt, with the help of their tutors,
John Cowen and Derek Fordyce. A fuller version of this advice,
together with advice from students to tutors who comment on
journals, is available from Derek Fordyce, Department of Civil
Engineering, Heriot-Watt University.

5.9 Experience-led learning on the City and
Guilds 730
City and Guilds 730 is an initial training course for teachers in
adult and further education. This case study concerns one term
of this course consisting of nine three-hour sessions. The
constraints faced by this course were considerable and might in
some circumstances have deterred innovation:
City and Guilds specifies a syllabus in some detail:
· There were 55 teachers on the course: a large group with
which to use experiential methods.
· The teachers came from very varied backgrounds and had
a wide range of qualifications. Some had no experience of
teaching whilst others had been teaching for a number of
years. They taught a wide variety of subjects, from
computing to karate, and those they taught had a wide
range of abilities and needs.
· The classroom available was not conducive to learning:
gloomy, scruffy and depressing with broken furniture and
shabby old posters on the walls.
· The course ran in the evening from 6pm - 9pm after the
teachers and their tutors had already completed a day's
work.
Conventional didactic knowledge-centred methods were useless
in this context: the variations in background knowledge, skills and
interests of the learners were too great, and the motivation
problems too acute. An experience-based programme was
devised to tackle these constraints which involved active learning
and a clear link between what took place on the course and the
teachers' teaching experiences during the week between
sessions. Six elements of this course are described here:
· The explicit use of the experiential learning cycle to
sequence course elements.
· The use of learning logs for teachers to record their

·
·
·
·

reflections on teaching-based tasks.
The use of experiential methods during classroom sessions.
The use of problem groups.
The use of a learning review at the end of the course.
Evaluation evidence concerning the outcomes of the course.

Use of the experiential learning cycle
At the first session experiential learning theory was introduced to
the group. They completed a learning styles inventory to identify
their own preferred learning style (see Section 3). It was stressed
that the most important learning opportunities would take place
not on the course but in their everyday teaching, and that the
course was designed to help them to make the best use of this
opportunity by:
· helping them to identify their own learning needs, to reflect
upon their practice and increase awareness of their
experience;
· helping them to share experiences and make sense of
them;
· supporting risk taking and experimentation, including
creating a supportive climate;
· offering new concepts with which to analyse their teaching
and new methods to try out in their teaching.
The main process of the course was explained to them using the
diagram below.

At several points in each session the group were reminded which
stage they were currently at on the cycle and what the next steps
would involve.
The use of learning logs
The teachers were each given a ring binder for their handouts
and notes. Each week the class-based exercises were supported
by worksheets and checklists which the teachers filled in and
added to their ring binder. Each week they devised for
themselves an action plan, based on the concepts introduced that
week, which involved them trying out something in their teaching
and/or reflecting upon what happened in one of their classes.
Their notes on this reflection also went into their ring binder which
built up into a learning log. The log became a record of their
thoughts and feelings and a resource for future development of
their teaching. The teachers handed in their learning log for
assessment at the end of term: the logs provided the best
indication of the quality of the teachers' engagement with the
course.
Observation and reflection tasks were undertaken in sessions in
order to develop the skills necessary for similar observations and
reflections outside the class. For example, the first activity for the

learning log involved watching a short video of a lecturer giving a
conventional lesson. An observation sheet asked the teachers to
identify helpful things the lecturer has probably done in
preparation for this lesson, and helpful things the lecturer did
during the lesson. Small group discussion and a brief plenary
session illustrated the range of things which could be observed
and thought about and provided a model for the teaching-based
activity to be undertaken over the following week. This involved a
handout with instructions and headings as in the example below.
At the start of the next week's session the teachers met in small
groups (the same groups each week in order to build up trust) to
share and discuss the outcomes of this activity in their learning
logs.
This activity may seem rather simple and lacking in theoretical
content, but the teachers were quite unused to observing
themselves and reflecting on their own teaching and some found
even this activity difficult. As the course progressed the teaching
based activities became more demanding, the observations more
specific and subtle, and the reflections more sophisticated and
analytical, based more closely on conceptual frameworks offered
during the sessions.
Reflections on your own teaching
After teaching a lesson, write a short account of what took place.
Do this as soon as possible after the end of the lesson. At this
stage don't attempt to evaluate the lesson or your teaching
performance; concentrate instead upon what actually happened.

Now try to categorise your observations. Use the following
headings:
Things I did before and during the lesson which should have
helped my students to learn.

Any unplanned things I did during the lesson which should have
helped my students to learn:
Finally write a brief statement if this work describing:
What insights, if any, I gained into the ways in which I helped my
students learn.

The use of experiential methods in sessions
Even when the content of the course might normally have been
handled in a didactic way, experiential methods were employed in
order to involve the teachers actively and operationalise the ideas
involved. For example:
· A session on demonstration involved a tutor showing one of
the teachers how to use a polaroid camera whilst the whole
class observed and took notes on the methods used. They
then compared notes, discussed demonstration techniques
in general, and selected a technique they could use in their
own teaching.
· A session on motor skill training involved dividing the class
into threes. One person taught a second how to do half
knots and flat knots in macrame whilst the third person
observed using a brief checklist (see Section 4.1.4 for an
example of an observation checklist). The observers then
reported back to the whole group on what they had seen
and which training techniques seemed successful.
· A session on games and simulations involved all the
teachers playing a simulation game called 'San Leona' which
was used to illustrate many of the design features of games
and to demonstrate their capacity for intense involvement of
learners.
Learning activities, games, demonstrations, videos and exercises
were used at every opportunity. These activities were followed by

reflection, analysis and the planning of application of the ideas to
the teachers' own teaching, rather than expecting learning to take
place on the basis of abstract conceptualisation alone.
The use of problem groups
Two weeks of the course were devoted to problem solving in
groups . The teachers identified problems in their own teaching
which they wanted help with and formed groups. The groups then
used a technique called 'thirty second theatre' to tackle each
teaching problem in turn. The problem solving involved structured
discussion, brainstorming and role play. Thirty second theatre is
described in Section 5.5.
The use of a learning review
The last task the teachers were set outside the sessions was to
review their learning logs, reflect on their teaching since the
course started and to write down at least three statements to
complete the sentence:
"What I have learnt about teaching and learning is…"
The last session of the course was held in a room where flip chart
paper had been stuck up all round the walls. The teachers were
asked to write up their three statements on these posters. They
were then asked to go round and read all the statements made
by others in silent reflection. They could make written comments,
write questions, respond to others' questions in writing, but not
speak. This reflective review of what had been learnt was an
intense experience for many and generated an enormous number
of thoughtful and revealing statements and some interesting
written 'debates' about unresolved issues. There was no attempt
by the tutors to summarise the course for the teachers, which
would have indicated a lack of respect for the teachers' unique
personal summaries. Instead the tutors joined in as equal
participants and added their own learning statements and
commented on others' statements.
Evaluation evidence

Evaluation evidence was obtained by questionnaire, by openended written feedback and through interviewing.
The questionnaire showed the extent to which the teachers had
taken on board the basic principles of experiential learning. A
section of the questionnaire results is reproduced below.
Data from the questionnaires also revealed that while all the
teaching and learning methods used gained good ratings, the
teachers felt they had learnt least from lectures and
presentations, and most from the group problem solving, the
exercises and activities, the discussion of teaching with other
teachers and the activities undertaken during the week between
sessions.
Questionnaire results

The open-ended written feedback and statements from the
learning review highlighted the value to the teachers of
experiential learning and the experiential methods used:
"My most significant memory of the course is…"
"The importance of the experiential learning cycle"
"The realisation of how important reflecting on one's teaching is."
"The value of Kolb's experiential learning cycle as an aid to

learning"
"Discussing a teaching method, having a week to carry it out and
discussing results"
"The between-sessions diary activities and discussion"
"Actual teaching practice and the value of sharing activities to
discuss and solve problems met during it"
"The value of problem solving in a small group of fellow teachers"
"The group work was very helpful with advice for my problem and
also for future problems"
"What I have learnt about teaching and learning is......"
""Time spent on reflection and evaluation is crucial to good
teaching"
"Theory does not mean a lot unless it has direct application in the
workplace"
"You learn best in groups or via discussion"
The interviews also revealed that values associated with
experiential learning also had an impact on the teachers:
"Feelings and attitudes may be as important as knowledge"
"This course involved my feelings"
"The course has been a very personal thing for me. I have
changed my attitude and have a new way of looking at things"
"The group has been great fun, very supportive and a good
learning experience"
"I became able to accept criticism"
"By creating a safe environment for students, learning may be
increased"

Chapter 6
Learning to use experiential methods
This section is designed to enable any group of teachers or
trainers to run workshops for themselves in order to introduce
themselves to experiential learning theory and methods. Five
workshops, each lasting from one to three hours, are described,
complete with instructions, materials and detailed timings. The
programme for a one-day training event, constructed from these
workshops, is also outlined.
The section also summarises some assumptions about how
teachers and trainers can change and adopt experiential learning
methods, and contains a list of common problems which are
encountered when introducing experiential methods into
otherwise conventional courses.
6.1 Assumptions about using experiential learning methods
6.2 Problems with experiential learning methods
6.3 Advice on running the workshops
6.4 Workshop 1: Learning sequences and experiential learning
6.5 Workshop 2: Learning styles
6.6 Workshop 3: Teaching and learning methods for experiential
learning
6.7 Workshop 4: Case studies in experiential learning
6.8 Workshop 5: Course design for experiential learning
6.9 Experiential Learning: A one-day workshop

6.1 Assumptions about using experiential
learning methods
The ideas, methods and case studies in this guide are offered
within a framework of assumptions about how teachers and
trainers develop and change in their methods:
The process of change itself involves the experiential learning
cycle. We see teachers reflecting on problems they experience in
their courses, thinking about experiential learning ideas, selecting
experiential learning methods and trying these out, observing the
consequences and so on in an action research process. This can
be difficult to achieve on your own. Just as this guide was written
through co-operative action research, so teachers can co-operate
together to share their plans and experiences. Regular meetings
with a colleague or a group are likely to provide vital support,
encourage more risk taking and enrich reflection and learning
about the use of experiential learning methods.
Different trainers and teachers will have different styles, and will
emphasise different aspects of the experiential learning cycle in
the methods they use. To some extent we see trainers
experimenting with methods which emphasise aspects of the
cycle which they do not normally emphasise. For example an
academic who normally stresses conceptualisation through
lectures and set reading might experiment with more active
learning methods. A trainer who normally stresses practice and
practical learning tasks might experiment with more reflection
about learners' experience of these tasks.
Learning how to use experiential methods is not an all-or-nothing
business. You do not have to swallow the theory whole and
abandon all your existing tried and tested methods. Changing can
be an incremental process involving only as much
experimentation and risk as feels comfortable and realistic.
Experiential learning does not have to involve real-world tasks.
Just because you teach atomic physics or international politics

does not mean that experiential methods are inappropriate.
Experiential learning can take place at any point along a
continuum from real world to abstract tasks:

Experiential learning does not have to involve a heavy emphasis
on personal feelings, personal growth or commitment. It can take
place at any point along a continuum from high personal
involvement to low personal involvement:

Experiential learning does not necessarily mean turning all the
power and control over to your students or trainees. It can be
important for learners to take responsibility for their learning but
experiential learning can be implemented in highly structured and
teacher-led ways. It may be necessary with inexperienced
learners and those used to teacher-centred methods to start off
with a teacher-centred approach to experiential methods and
gradually move towards a learner-centred approach. Experiential
learning can take place anywhere along a continuum from
learner-centred to teacher-centred:

Introducing experiential learning does not mean turning your
entire course upside down. Some courses are designed around
experiential learning theory and are centred on active learning
experiences . But very small activities can be introduced into
otherwise conventional courses. While experiential learning might
involve a one-year independent project, it might also involve a
five-minute reflection exercise at the end of a lecture! A concern
for experiential learning can be expressed through any size of
learning activity.

Overview
Because of the enormous range of ways of implementing
experiential learning it is always possible to introduce it to some
extent in any situation, whatever the constraints. Many courses
have a syllabus, timetable and assessment system which are
beyond the control of the individual teacher. But it is possible to
start tomorrow with small, safe activities without changing your
syllabus, timetable or assessment. In time you may wish to
extend the scope and nature of the experiential learning elements
of your courses until your aims, timetables and assessment
methods need to be redrafted to reflect your new methods and
the whole nature of your courses change. You may need to be
involved in negotiation with colleagues, course approval bodies or
validating agencies. But you don't have to start off like that. You
can easily start now!

6.2 Problems with experiential learning
methods
Introducing experiential learning methods is not all plain sailing.
There are likely to be a number of problems and learners may
take some time to get used to new ways of learning, especially
when they are used to traditional teacher-centred and contentoriented methods. You may have some learning to do yourself as
well. When you first gave a lecture you probably misjudged how
much content to include. There are common mistakes and pitfalls
to experiential learning as well. The following list is included to
help you to anticipate potential pitfalls and to suggest ways of
avoiding them.
Attempting too much
It can be difficult to judge how long learner activities will take and
the most common problem is to try to fit in too much. Allow plenty
of time for groups to form, for groups to get going on tasks and
for reflection and discussion after tasks.
It is also easy to attempt too many innovations at once. Both you
and your learners will take time to get used to new methods and
you may compound your problems if you introduce too much too
fast. You may also have trouble recognising which bits caused
problems if there are too many changes at once.
Getting the balance wrong
A common mistake is to get so wrapped up in introducing active
experiences that there is too little time left over for reflecting upon
them and analysing and learning from the outcomes. Five
minutes of role-play can easily generate 40 minutes reflection and
discussion. A week-long work placement deserves a substantial
block of follow-up time if its learning potential is to be exploited.
Conventional lecture-based courses often get the balance wrong
in a different way: allocating almost all the available time to
introducing new ideas without adequate opportunities to see what

implications they have for practice or to experience these
implications.
Assuming that learners are radical
Learners can be more conservative than their teachers and can
resist new methods, especially methods which require more
active involvement, more commitment, more responsibility and
more openness. You may need to spend time explaining why you
want to make changes, selling your ideas. You are likely to need
to introduce changes progressively: gradually increasing the size
of independent learning activities, progressively extending the role
of learners in planning activities and in devising and implementing
assessment schemes, and so on. Teachers need to try to
understand learners' very sensible reasons for protecting their
safe and undemanding world where teachers do all the thinking
for them.
Having no structure
Carl Rogers, in 'Freedom to Learn', talks about freedom within a
system of constraints. Experiential learning does not mean
abandoning all responsibility for the way learning takes place and
assuming that somehow learners will use their new independence
in an effective way. Structure, guidelines and even clearly defined
limits can be invaluable to learners in being able to grasp and use
a degree of independence. Timetables deadlines, checklists,
criteria, the organisation of groups all support experiential
learning. The experiential learning cycle itself imposes a powerful
structure of its own. Introducing experiential learning methods
involves at least as much planning as does the use of
conventional methods.
Over-planning and keeping too tightly to plans
It can be helpful to have detailed plans of how sessions are
expected to take place: in the absence of a lecture script or other
form of lesson plan this can be very reassuring. But experiential
learning can be very messy. If experiences are not to be entirely
predictable then outcomes are going to be surprising and it is

important to be ready to respond in a flexible way to whatever
emerges. The most important learning resource you have to work
with is not your own expertise or your plans but the experiences
of your learners. You have to be prepared to abandon your plans
if more promising opportunities arise.
Having no clear outcomes
Learning outcomes from experiential learning are not just
unpredictable, they can also be hard to identify at all. Being
flexible and responsive can lead to confusion and a lack of clarity
about what an experience was for or what has emerged. When
an imbalance has led to insufficient time being spent on reflection
and analysis of experience, the point of the whole exercise may
be lost.
A carefully structured debriefing (such as that illustrated in
Section 4.3.5) can overcome this problem. It can be useful to
make sure that any planned experience is rounded off with
personal statements about what has been learnt, and that there
is adequate time and discussion before this to allow individuals to
be able to recognise what they have learnt.
Closing down options
Experiential learning demands an openness to experience and
this implies an acceptance of uncertainty: uncertainty as to what
might happen, uncertainty as to what experiences mean,
uncertainty as to what outcomes might look like. Some teachers
find uncertainty very difficult to cope with and close down
opportunities and come to premature conclusions and decisions.
Some learners do this as well, as illustrated in Exercise 2 in
Section 3.
Undervaluing experience
Courses sometimes have active experiences built in but then
operate in a knowledge-centred way which shows that they do not
really value this experience. For example, an engineering degree
course might contain a whole year in industry but then use an

assessment system which consists entirely of three-hour written
exam papers based on lecture courses. The assessment system
is the clearest indication of the extent to which experience is
valued and made use of, but there are other give-aways such as
teachers having pre-prepared summaries of learners'
experiences, and even telling learners in advance what they are
about to experience. Students quickly recognise that their
experience is not taken seriously and stop paying attention to it.
Setting an unsuitable tone and atmosphere
It would be hard to overestimate the importance of emotional
issues in making experiential learning work effectively. It is easy
to establish atmospheres which are too rushed, too threatening,
too lacking in trust, too impersonal and insufficiently accepting of
the expression and value of feelings to allow experiential learning
methods to work effectively. Time spent on establishing an
appropriate tone usually pays off handsomely.
Not adjusting to the group
Learners vary in the rate at which they get used to experiential
learning methods and learn to use them effectively. Individuals
and groups can seldom be rushed and teachers need to be
patient and adjust the rate of change and innovation accordingly.
It can be useful to acknowledge problems and to respect upon
these openly, moving forward when learners say they are ready.

6.3 Advice on running the workshops
These workshops ate designed to be run without the need for an
expert in experiential learning or an expert workshop facilitator:
they are do-it-yourself workshops. Everyone involved takes part
on an equal basis. They are completely self-contained and require
no materials which are not contained in this guide.
Numbers of participants
Workshops 1, 2 and 5 are designed to operate with subgroups off
our, with much of the work being done in these subgroups This
means that they can operate effectively with almost any multiple
of four. In practice these workshops would work best, and be
easiest to manage, with 12 - 40 participants .
Workshops 3 and 4 can operate with 6 - 30 participants but would
work best with 10 -16 participants.
Room layout
Workshops 1, 2 and 5 require flexible furniture enabling
subgroups of four to work together and also to allow the
subgroups to address the whole group.
Workshops 3 and 4 require informal seating in a circle.
No audiovisual aids or presentations are involved except in
Workshop 5 which requires flip charts or posters, marker pens
and wall space to display the posters.
Workshop announcements
Each workshop has a full set of instructions which one participant
should read out. It is also necessary for one participant to take
responsibility for the timing of the successive stages of the
workshop. The timekeeper simply tells the announcer when the
suggested time for each stage has elapsed.

Flexibility
In line with the values of experiential learning, most will be gained
from these workshops if participants take responsibility for their
own learning and introduce their own modifications to the
workshops in the light of their experience.
Materials
Participants should each be provided with a copy of this guide at
the workshop, but not before. No other materials are necessary.

6.4 Workshop 1: Learning sequences and experiential learning
This Workshop is based on Exercise 1 on in Section 2. The
exercise requires participants to take a section from a course, or
a teaching or training session, for which they are responsible, and
to analyse the sequence of learning activities involved in terms of
the stages of the experiential learning cycle.
Stage 1
5 minutes
Working individually
Read Section 2 of the Guide, but don't do exercise 1 yet.
Stage 2
5 minutes
Working in groups of four
Introduce yourself within your group. Discuss the four stages of
the experiential learning cycle with the aim of clarifying what they
mean and clearing up misunderstandings.
Stage 3
10 minutes
Working individually
Do Exercise 1. Take a section from a course, or a teaching or
training session, for which you are responsible, and analyse the
sequence of learning activities involved in terms of the stages of
the experiential learning cycle. Use the diagram and the space
beneath it to write out your analysis.
Stage 4
20 minutes
Working in groups of four
Take it in turn to explain your analyses of your courses or
sessions to your group. Try to keep to the terminology of
experiential learning theory. Ask yourself whether the sequences
you use follow the experiential learning cycle. Allow about 5
minutes each.

Stage 5
20 minutes
As a whole group plenary
Raise issues which emerge with the whole group.
Questions which might emerge include:
· At what point in the experiential learning cycle do most
learning sequences seem to start and stop?
· Which stages of the experiential learning cycle seem to be
emphasised, and which missed out?
· At which stages in the cycle are decisions made about what
to do next, and who makes these decisions?"
60 minutes

6.5 Workshop 2: Learning styles
This Workshop is based on Exercise 2 in Section 3. The exercise
requires participants to identify the learning style exhibited by
three students on a computing course.
Stage 1
5 minutes
Working individually
Read Section 3 of the Guide and do Exercise 2 without looking at
the suggested solution.
Stage 2
10 minutes
Working in groups of four
Introduce yourself to your group. Compare your answers to
Exercise 2 with those of the other participants, and with the
suggested solution.
Stage 3
10 minutes
Working individually
Take an open-ended task or problem in your own subject area
and imagine how individuals with each of the four different
learning styles might go about that task. Write these different
approaches down as caricatures of extreme styles.
Stage 4
20 minutes
Working in groups of four
Take it in turn to explain your caricatures of what the four
experiential learning styles might look like in your subject area.
Allow about 5 minutes each.
Stage 5
15 minutes
As a whole group plenary
Raise issues which emerge with the whole group. Questions
which might emerge include:

Which styles are easy to recognise and occur most often?
Which styles are most or least effective for tasks you have
discussed?
Are your learners aware of their styles? Are they flexible in
adopting styles appropriate to the tasks you set?
Do the tasks you set require some styles to the exclusion of
others?
60 minutes

6.6 Workshop 3: Teaching and learning
methods for experiential learning
This workshop introduces participants to the range of teaching
and training methods in Section 4 of the guide. Although the
structure of the workshop is extremely simple, it has been used to
great effect with many leaderless groups and is an effective way
to structure discussion and share methods .
Stage 1
2 minutes
Working alone
Select a subsection of Section 4 of the guide which interests you.
Use the introduction to help you to select.
Stage 2
2 minutes
Working as a whole group
Participants introduce themselves in turn to the group and state
which item they have chosen and why. Those who have chosen
an item already chosen by someone else should select an
alternative item.
Stage 3
6 minutes
Working alone
Read the item you have chosen, making notes so that can
present and explain the item to the group in six minutes time.
Stage 4
45 minutes
Working as a whole group
Starting with the person with the largest feet, take it in turns (with
a maximum of five minutes for each turn) to explain to the group
the item you have read. You must also chair the discussion of the
use of your chosen teaching or training method which ensues.
When your five minutes are up, the chair passes to the person on

your right. Continue round the group until everyone has had a
turn.
Stage 5
If the group is small (fewer than 8) and there is still enough
interest and time, repeat stages 1-3, choosing new items.
Stage 6
5 minutes
Working as a whole group
Each person in turn, starting with the person with the smallest
nose, makes a short, positive statement about one of the
methods which has been discussed.
60 minutes

6.7 Workshop 4: Case studies in
experiential learning
This workshop introduces participants to the application of
experiential learning methods through the case studies in Section
5 of the guide. Although the structure of the workshop is
extremely simple, it has been used to great effect with many
leaderless groups and is an effective way to structure discussion
and share methods.
Stage 1
2 minutes
Working alone
Select a case study from Section 5 of the guide which interests
you.
Stage 2
3 minutes
Working as a whole group
Participants introduce themselves in turn to the group and state
which item they have chosen and why. Those who have chosen
an item already chosen by someone else should either select an
alternative item, or (if all items have been 'taken') join the person
who has already chosen the item.
Stage 3
10 minutes
Working alone (or in small groups)
Read the item you have chosen, making notes so that you can
present and explain the item to the whole group in 15 minutes'
time. Any small groups should work co-operatively.
Stage 4
40 minutes
Working as a whole group
Starting with the person (or small group) with the most hair, take
it in turns (with a maximum of five minutes for each turn) to
explain to the group the item you have read. You must also chair
the discussion of the use of your chosen teaching or training

method which ensues. When your five minutes are up, the chair
passes to the person (or small group) to your right. Continue
round the group until everyone has had their turn.
Stage 5
5 minutes
Working as a whole group
Each person in turn, starting with the person with the smallest
ears, makes a short, positive statement about one of the case
studies which have been discussed.
60 minutes

6.8 Workshop 5: Course design for
experiential learning
In this workshop participants apply experiential learning theory
and methods to their own courses to design new courses or
sessions. Teams work co-operatively and present their plans on
posters before a final review. This workshop would work best if
preceded by at least one of Workshops 1 - 4. If it is being used
alone then participants should each be given a copy of the guide
beforehand so that they can familiarise themselves with
experiential learning theory and methods.
As this is a three-hour session in which groups work
independently for much of the time, groups will need to know
when they should come together for the next stage and the
timekeeper and announcer will have to liaise to inform them in
plenty of time. It is crucial that the posters are displayed on time
for stages 3 and 5.
Stage 1
10 minutes
Form working groups
Form working groups of two to five participants . Your task will be
to redesign a short course, part of a course or a workshop with
which you are familiar so that it embodies the values, ideas and
methods of experiential learning. You will be working in your
groups for two hours so make sure you make the right decision
for your own learning.
Stage 2
20 minutes
Clarify your task
Discuss which aspects of experiential learning you are most keen
to introduce, and what methods this might involve. If these goals
matter to you and can to be implemented then you are likely to
learn more than if you are only doing an abstract "what if"
exercise.
Write out on a poster the task your group is setting itself, e.g.:

In the first year of the Urban Design Diploma:
· To increase students' firsthand experience of urban design
problems by introducing fieldwork.
· To encourage them to be more observant and reflective
whilst undertaking fieldwork by introducing self-assessment
of fieldwork tasks.
Display your poster next to where your group is working so that
other groups can see what you are up to.
Stage 3
5 minutes
Tour posters
Have a look at the other groups' posters. You may get ideas to
help you clarify or modify your own group's task, or you may
decide to leave your own group and join another (if they will let
you! ). Write comments or questions on others' posters.
Stage 4
100 mins
Group work
Work in your groups to achieve your group's goal. Use the guide
to help you. Call on others from other groups for help. Produce a
poster to display your plans and ideas and have this finished and
displayed by the time the 100 minutes are up.
Stage 5
40 minutes
Group tour of posters
The whole group attends each poster in turn. The group whose
poster is being viewed takes not more than five minutes to
explain it, followed by not more than five minutes of comments
and questions. Try to share the time fairly between groups.
Issues you might wish to raise include:
How do these plans implement experiential learning?
Which values are stressed?

What sequence(s) of learning tasks are involved?
Where is the experimentation, experience, reflection and
conceptualisation taking place?
Which methods are new to you, and to the learners?
Where are problems most likely to occur?
Stage 6
5 minutes
Whole group
Stand in a large circle. Each person in turn has the opportunity to
make one brief positive statement (not more than two sentences)
about how experiential learning could be introduced into his or her
teaching. You may 'Pass' on your turn if you wish. You may not
speak when it is not your turn.
180 minutes

6.9 Experiential learning: A one-day
workshop
This workshop design links Workshops 1, 2, 4 and 5 within a '9 to
5' day. Workshop 3 can be substituted for Workshop 2 if
participants are more interested in teaching and training methods
than in learning styles.
The warm-up exercise can be crucial to establishing the right kind
of openness to experience. A simple and safe exercise is to ask
participants, in pairs, to spend five minutes each telling each
other about a rich and rewarding learning experience they have
had, and how that felt.
9.00 Introduction
Explain programme. Hand out copies of the guide. Appoint an
announcer and timekeeper.
9.10 Warm-up exercise
To establish the tone for the day
9.20 Workshop 1
Learning sequences and experiential learning
10.20 Coffee
10.50 Workshop 2
Experiential learning styles
11.50 Break
12.00 Workshop 4
Case studies in experiential learning
1.00 Lunch
2.00 Workshop 5
Course design for experiential learning

3.30 Tea (Served during group work in Workshop 5)
5.00 Close

