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Introduction

This guide is for you if you are working towards one of the new teacher qualifications and are a deliverer on the work-based route. It has been written with the work place in mind and contains examples of assignments and learning resources based on the experience of other work place teachers. In it, you will find everything you need to help you gain your qualification and to make the most of your learning.

You will find help with:

· How to write assignments: This section contains help with how to write academically and pass assignments.

· Assignment writing frameworks: Here you will find frameworks to help you structure and write your assignments.

· Reflection: This section explains what reflection is and why it’s important and contains help with how to write reflectively.

· Links to theory: Here you will find resources to help you make the links between what you may already be doing and some of the theories behind teaching and learning.

How to write assignments

As a deliverer of training in your sector, you might not have taken the traditional, academic route to teaching and may be feeling apprehensive about having to write ‘academically’ to pass assignments.

This section will help you to structure your assignments using examples from both City and Guilds and Edexcel qualifications. You will find writing frameworks and real examples of assignment writing to help you get started.
This section won’t help you if you can’t read or write very well: for this you will need specialist support and you should talk to your course tutor.

What’s ‘academic writing’ and why do it?

Writing academically is a skill and one that you need to learn if teaching is to become your career. Learning how to teach is to know why you teach in certain ways or use a particular approach. If you are studying at Level 4 you will need to show how your thinking fits within the work of other educationalists. In your assignment writing, this means being able to:

· Summarise their views or research

· Make accurate reference to their work

· Make links to what you do in your own teaching practice

· Argue critically as to what works (or doesn’t work) for your learners or your teaching context.

A good introduction

The introduction to your assignment is the opening paragraph where you say what the rest of the assignment is about. When you write your assignment introduction, aim to include:

· An opening sentence that puts the assignment into context

· A sentence or two that narrows down what your assignment is about

· A final sentence that clearly tells the reader what they will find when they read the rest of the assignment.

(With these last two points, do check whether you are intending to cover all the assessment criteria.)

For example:

Unit 2: Planning and enabling learning

Level 3 theory assessment

As a business and customer service tutor, the focus of my teaching is on individuals and small groups of learners. When dealing with individual learners, negotiating individual learning plans and communication skills are particularly important. Similarly, when I teach to small groups, the ability to use inclusive learning approaches to suit each learner is vital. In addition, the introduction of functional skills into all vocational areas by 2010 means integrating them into my vocational area.

In this rationale, I outline the reasons why all the above areas are important within my specialist area including the research I have carried out, the approach taken and a summary of the main findings.

A good conclusion

Your conclusion sums up what you’ve said in the main part of your assignment and should match what you’ve set out in your introduction. This means:

· Summing up what you’ve written in the main part of your assignment

· Drawing an overall conclusion (for instance: saying whether you agree or disagree with the topic you are researching; or underlining the main teaching approach relevant to you and your learners).

For example:

Unit 1: Preparing to teach in the Lifelong Learning Sector

Level 4 theory assessment

In conclusion, of the five main models evaluated above, I would recommend adopting the model whereby functional skills and vocational skills are team taught by specialists from their respective areas. This is because we have adopted a similar model for teaching key skills and have good working relationships with the Basic Skills Department. In addition, we have had positive reactions from learners from the Hair and Beauty Department who find the skills more relevant to the jobs they do.

This approach is underlined by the Skills for Life Development Centre (2006). Their guidelines for embedding the functional skills state that:

‘All successfully embedded programmes are owned by the vocational department and jointly planned by vocational and functional skills staff. Additionally, all parts of the programme are quality assured and observed by both vocational and functional skills specialists.’
A good argument (the main body)

What you write here will depend on what the assignment instructions say. This, in turn, depends on the level at which you are working. The trick is to look at the phrase or verb at the beginning of the assessment criteria or instructions for candidates as this tells you what you need to write and how to write it.

Here are some examples and what you need to do for your assignment:

	Phrases and verbs used at Level 3
	Example
	What you need to do in your assignment

	Explain and justify
	Unit 1 PTLLS
L3 practical assessment (4)
	Describe and give valid reasons why.

	Complete a reflective learning journal
	Unit 1 Preparing to teach in the lifelong learning sector (PTLLS)
L3 practical assessment (6)
	Write a reflective account where you describe what happened, reflect on what it meant and what you learned, and describe what will change as a result. (See the section on Reflection.)

	Research
	Unit 2 Planning and enabling learning: L3 theory assessment (1)
	Find out about, using different sources such as books, journal articles and the Internet.

	Produce a written rationale
	Unit 2 Planning and enabling learning: L3 theory assessment (4)
	Write an explanation giving reasons why you used the methods and approaches you used.


	Phrases and verbs used at Level 4
	Example
	What you need to do in your assignment

	Analyse different ways in which …
	Unit 1 PTLLS: L4 theory assessment (4)
	Explain the features of the different ways with reference to your research and reading.

	Evaluate
	Unit 1 PTLLS: L4 theory assessment (5)
	Assess the worth of … with reference to your research and reading.

	Justify
	Unit 1 PTLLS: L4 theory assessment (6)
	Make a case for.


Turn to the section on ‘Assignment writing frameworks’ for specific help.

Using references

Teachers working towards a Level 4 qualification need to make reference to the literature on teaching and learning. If you have not done this before, there’s an art to quoting from other people’s work, analysing what they say and drawing conclusions.

Here is how one Level 4 learner refers to the literature on learning styles questionnaires. She begins by questioning the validity of the questionnaires being used in practice then goes on to argue that learners should be encouraged to use a variety of learning strategies. In both cases, she refers to the work of others, using their research to back up the points she makes.

Using references

On further analysis, the simple definitions of learning styles such as visual, auditory and kinaesthetic (VAK) are shown to be more complex. Research carried out by Coffield et al (2004) identified that, of thirteen learning styles models studied, only three met minimum standards for consistency, reliability and validity. Furthermore, none of these was being used within work-based learning, thus calling into question the value of existing learning styles questionnaires being used with learners …

… Pask (1976) looks at the importance of developing versatile ways of learning and found that successful learners adapt the way they learn according to the situation and devise their own learning strategies. From this, it can be concluded that individual learners do not have one specific learning style that fits all tasks; instead, they use a variety of styles. It could be further argued that to become effective at learning, teachers should strive to encourage all learners to develop a balance of learning styles.

References

Coffield, E., Moseley, D., and Ecclestone, K. (2004): Should we be using learning styles? What research has to say in practice. Learning and Skills Research Centre, London.

Pask, G. (1976) Conversation theory: applications in education and epistemology. Elsevier, Oxford.

In summary, when quoting from someone else’s work, try to:

· Do your reading and research first

· Be clear about the point you want to make before you start writing

· Use a quote that supports your point – or, conversely, one that is opposed to your point of view and one that you want to take issue with

· Quote from the person’s work using accepted conventions such as Harvard referencing (used above and throughout the guide)

· Draw your conclusions and discuss the implications using phrases like: ‘It could be argued that …’ or ‘This calls into question …’.

Assignment writing frameworks

This section contains writing frameworks to help you structure your assignments. 

The following table shows the units covered:

	Example
	Qualification, Awarding Body and unit reference

	1
	CTLLS/DTLLS Mandatory Unit 2: Planning and enabling learning 
City and Guilds Level 4 theory assessment

	2
	CTLLS/DTLLS Mandatory Unit 3: Principles and practice of assessment 

City and Guilds Level 3 theory assessment

	3
	CTLLS Optional Unit 1: Equality and diversity

City and Guilds Level 4 theory assessment

	4
	CTLLS Optional Unit 2: Preparing for the coaching role

City and Guilds Level 3 theory assessment

	5
	CTLLS Optional Unit 4: Evaluating learning programmes
City and Guilds Level 4 theory assessment

	6
	CTLLS Optional Unit 5: Delivering employability skills
City and Guilds Level 4 theory assessment


Your course tutor will also give you guidance and you should ask them for help if you need it and follow their advice.

Example 1

CTLLS/DTLLS Mandatory Unit 2: Planning and enabling learning (City and Guilds L4 theory assessment)

Introduction

Start with: ‘This assignment aims to …’ or something similar and give an overview of what you plan to say and include. As this assignment includes various items of work and research, you may want to list these and say that your rationale will give a summary of your main findings and that you have listed your sources and further notes in Appendix 1.

Main body

This is your written rationale and should be between 500 – 700 words long so limit yourself to between 150 – 180 words per paragraph. You are aiming to summarise the outcomes of your research – so keep it brief, clear and concise.

Paragraph 1: Summarise what your research has uncovered about negotiating with learners in relation to areas such as initial assessment and agreeing goals and actions with them.

Paragraph 2: Summarise your research into different methods of inclusive learning (such as using different delivery methods; use of resources; adapting session plans).

Paragraph 3: Summarise your research into ways in which you could integrate functional skills or SfL into your subject area.

Paragraph 4: Summarise what you have found in relation to communicating with learners – the use of verbal and non-verbal cues and overcoming communication barriers, for example.

Conclusion

Briefly sum up what you have found out using a sentence or two.

References

Add these if you’ve used any. Use Harvard referencing.

Appendices

Add the following appendices (you need to put them in the order in which you refer to them in your assignment which might not necessarily be in the order below):

Appendix 1: Evidence of your research in the form of a list with notes and references (Internet sites you’ve used; journals or books you’ve read; help lines you have rung). Your note could take the form of bullet points describing the key points you uncovered.

Appendix 2: Your session plan (using Form 4 if appropriate).

Appendix 3: Form 7 Self evaluation: micro-teaching/teaching practice delivery. These are your reflections on the presentation you have delivered and should be taken from your reflective journal.

Appendix 4: Form 8: Peer group/tutor evaluation and feedback: Micro-teaching/theory assessments. These are your peers’ and tutor’s comments on your presentation. Refer to these in your reflections and say what the impact of them on your teaching will be.

Example 2

CTLLS/DTLLS Mandatory Unit 3: Principles and practice of assessment (City and Guilds L3 theory assessment)

Planning what you need to do

This assignment asks you to deliver a 15-minute session to your peers and to summarise some of the research you have done on assessment methods. The idea is that your peer group and tutor observe this and that you then use their feedback to help you reflect on and develop your preparation and delivery of future sessions.

To deliver the 15-minute session, you will have needed to carry out some research so you have something to present! You will then need to write a short account supporting your reasons for, and findings from your research. 

What you need to do next

1. Identify the areas on assessment practice that you want to research (maybe there are things you do at work you would like to find out about; maybe there are things you don’t do which you believe maybe you should…)

2. Carry out the research, keeping all your rough plans, notes, and any findings that emerge.

3. Plan a 15 minute session for your peers on one aspect of your research (using form 4, or an equivalent).

4. Deliver the session, which your peers are tutor will observe (using form 8, or an equivalent.)   Collect the forms from their observations of you.

5. Reflect on the session using the feedback from your tutor and peers. Identify any developments or changes you wish to make to your practice (using form 7, or your reflective journal.)

6. Write about the reasons for choosing the area of research, how you carried this research out and a summary of your findings (250 – 300 words.) Attach as appendices the evidence of your research and the detail of your findings (this is where the notes and plans you made will be helpful; you can attach your actual notes as well as your findings. You may choose to present your findings more professionally using charts or a brief report.) Remember, appendices aren’t included in the word count.

Your tutor will let you know when the sessions you and your peers have to deliver are going to be. You must then plan backwards from that deadline, to allow yourself enough time to do the research and plan your presentation. 

Example 3

CTLLS Optional Unit 1: Equality and diversity (City and Guilds L4 theory assessment)

Getting started

There are two parts to this assessment:

1. Research and writing about your findings (750-1000 words)

2. A professional discussion.

Areas you need to research

· The meaning and benefits of diversity

· What forms inequality and discrimination take and the impact they have

· Legislation, employment regulations and policies around equality and diversity

· Strategies for promoting equality and diversity

The written assessment

Introduction

Start by introducing the assignment, for example: “In this assignment I analyse the meaning, impact and benefits of equality and diversity, discuss the legislation which supports it and consider practical ways of meeting the equality and diversity needs of learners through my practice.”

Main body

You need to begin this section by describing how you undertook your research (your methodology) and your approach. 

Next, you can analyse different forms of inequality and their impact on individuals and organisations; discuss the meaning and benefits of diversity and equality.

Move on to the relevant legislation and policies for equality and diversity and how these support best practice. (Refer to specific legislation and attach relevant appendices to support any points you make here). 

Discuss and evaluate strategies for dealing with systems and structures that do not promote equality and diversity and the benefits of forming collaborative working relationships with other agencies. 

You then need to compare what you have set out above with your own experiences within your organisation. How do they compare with the research you have carried out? Why is this? How does your organisational culture affect the individual and vice versa?

Conclusion

Here you need to summarise the findings of your research and draw your conclusions from it. What are your key findings? What do your findings tell you? 

References

Add these using Harvard referencing. You should be using quotes throughout the whole piece to support (or contrast) any points you make.

Appendices

Add these in the order in which you refer to them in your assignment. Your appendices may include: extracts from legislation; summaries of any information you have gathered; or examples of policies etc.

Professional discussion

The purpose of the professional discussion is for you to explain how your professional behaviour and communication support equality and diversity. You will be able to refer to your research and practice during your professional discussion and expand upon any points that are hard to describe on paper.
Here are some questions to prepare for:

· What do you do with regard to inclusive practice when planning teaching?

· How do you demonstrate inclusive practice?

· How do you know this works?

It may be useful to discuss entries from your reflective journal to explain how your practice has developed over time and to identify any CPD you need to undertake. 

Example 4

CTLLS Optional Unit 2 Preparing for the coaching role (City and Guilds L4 assessment)

About this assignment

This assignment requires you to demonstrate a number of key areas in relation to coaching. This means you will need to have carried out some coaching so you can demonstrate your ability and knowledge by referring to your practice. You need to arrange for one of your coaching sessions to be observed so you can use the feedback to help you reflect on, and review your practice. You can include examples of what you have done in the appendices. This will help you to stay within the suggested word count of 500 – 750 words. 

Introduction

Begin by introducing what you are going to cover, explaining how you are going to demonstrate your practice by referring to and reflecting upon the coaching you have carried out. You may want to explain how the appendices you include will support and expand upon key areas.

Main body

Paragraph 1: Identify, analyse and justify the purpose, roles, responsibilities and boundaries of the coach. Include the qualities and skills the coach needs to have and resources that can support coaching roles and activities. 

Paragraph 2: Discuss how the learner’s own learning style influences the methods used and the types of learner needs that can be met through coaching. Link all the above to the research you have done and use quotes from the research to support and illustrate your key points.

Paragraph 3: Refer to the coaching you have done and demonstrate how the relationship you established and ground rules you agreed ensured that an effective environment for the coaching was established. Describe how you assisted the learner in setting goals, resolved potential barriers to their progress and developed a rapport with them.

Paragraph 4: Discuss the principles of good feedback, how you reviewed the learner’s progress and enabled them to apply what they had learned through the coaching within their organisation.

Reflection and conclusion

Using the feedback you received from the observation of your coaching and your own reflections, review your coaching role, and identify the changes you want to make to your practice as well as areas for your own development.

References

Add any references you have made using Harvard referencing.

Appendices

These will include: information about your learner; their needs and goals; coaching plans and progress reviews; the observation of your practice; entries from your reflective journal.

Example 5

CTLLS Optional Unit 4: Evaluating Learning Programmes (City and Guilds L4 assessment)

Planning

This assessment requires you to put into practice what you have learned and evaluate a learning programme you have devised. This means that before you can start writing you need to:

1. Research how learning programmes can be evaluated

2. Identify which evaluation methods are suitable for the programmes you devise

3. Select and evaluate a programme you have devised

4. Analyse your findings and reflect upon them in your reflective journal

There is no fixed word count for the written assignment, but you need to ensure you write enough to explain your research, justify your chosen methods and explain your findings and resulting action. Attaching appendices as examples of the learning programme and the evaluation is an effective way of expanding upon points you raise in your writing, allowing you to be concise and focused.

Introduction

Start with an overview of what you plan to cover, for example “In this assignment I describe my research on evaluation methods for learning programmes and then evaluate and plan improvements to a programme I devised using Kirkpatrick’s four-stage model.” Explain how the assignment is structured and how the appendices chosen support your text and illustrate points you will go on to expand in your main body.

Main body

Paragraph 1: Identify and analyse the principles for evaluating learning and discuss how these link to the learning programmes you devise. You need to mention legislative guidelines for collection of data (you can do that at any point in this assignment, but it may fit neatly here).

Paragraphs 2/3: You then need to summarise the research you did on methods for evaluation and justify the methods you used to evaluate the programme in this assignment.

Paragraphs 4/5: In this section, explain how you applied your knowledge by evaluating your chosen learning programme. Do this by: describing the evaluative framework you chose and the objectives against which you evaluated the programme; describe and justify the data you collected; explain how you collected it and how you analysed the data. (You will need to use appendices to support this section, for example, an outline of the learning programme and objectives; any questionnaires or forms you used to gather information; a summary of the data collected, etc.)

Paragraph 6: Move on to present the findings of your evaluation and to explain the developments you will make to the learning programme as a result. (Appendices will be important here too in presenting your findings such as: charts and graphs to illustrate the results; summaries of qualitative comments; etc.)

Reflection and conclusion

Reflect on your own practice in evaluating learning and say how effective (or not) the methods you chose were. Explain how this will impact on your practice in the future. Include issues around the validity and reliability of the methods you chose. Attach an extract from your reflective journal as an appendix to support this section. 

References

Add these using Harvard referencing

Appendices

Add the necessary appendices in the order in which you refer to them in your assignment. 

Example 6

CTLLS Optional Unit 5: Delivering employability skills (City and Guilds L4 theory assessment)

About this assignment

This assignment requires you to demonstrate your practice in a number of key areas relating to the delivery of employability skills training and to reflect upon your performance. You must therefore deliver some employability training, reflect upon your performance and identify areas for improvement. You will need to seek feedback on this teaching (by being observed, for example.) In addition to this, you need to research and write about employability skills and the abilities teachers need in this area.

Before you start writing the assignment you need to …

1. Carry out research in the following areas: 

· the difference between employability and employment skills and the pros and cons of each

· the contents and importance of setting group contracts with learners and ways of capturing and encouraging desired learner behaviour through these. 

· How the needs of learners should influence the planning and content of employability skills training.

· Methods and options for teaching in this subject area (for example: communication techniques; creative approaches to learning; the use of realistic work environments; strategies to explore and challenge pre-conceptions about dress and behaviour).

2. Teach employability skills. You will need to demonstrate and reflect on your effectiveness in the following areas when teaching:

· Your use of good interpersonal skills and a range of communication methods 

· How you used a range of feedback techniques 

· Delivering learning within a realistic working environment (this could involve setting up areas in a training room to teach specific tasks; using telephone training equipment; role play; simulated work stations or supervised work tasters with an employer.)

3. Reflect on your performance and identify areas for development. You need to;

· Evaluate your own role in teaching employability skills

· Analyse the skills, qualities and competencies needed to deliver employability training and consider your own ability in relation to these.

· Identify areas for your own development in line with these reflections and use a proactive approach to meet your development needs.

Writing and structuring your assignment

Once you have done the above you can write about your research using quotes and references covering all the bullet points listed in section 1 above. (There is no specified word count, but you can reduce the amount you write by adding appendices to expand upon any key points and referring to these.)

Move on to reflect upon your teaching, knowledge and practice in your reflective journal, relating it to the skills you have identified as being crucial in good employability training and the feedback you had from the teaching you did. Identify areas for development and demonstrate how you have proactively sought to develop your practice. (This can all be captured in your journal and referred to).

Appendices

Add appendices in the order in which you refer to them in your assignment. You may want to include some or all of the following;

· Notes and findings from your research

· Your objectives and lesson plan for the teaching you did

· Resources used in your teaching

· Feedback from your learners/ tutor/ peers

· Extracts from your reflective journal and CPD records.

References

Add these using Harvard referencing.

Reflection

Reflection forms an important part of your teaching qualification. You will keep a reflective journal, and some journal entries will contribute to your assignments. The important thing is to be clear about why you are reflecting and see the benefits to your own teaching. Most teachers and trainers look back on every session that they have delivered and ask themselves (and sometimes their learners) what went well, what didn’t and how they can build on it to improve on their delivery next time. They are reflecting on the session, and using the knowledge they gain to inform their next lesson plan.

Compare these experiences:

“My tutor handed us these forms with ‘Self evaluation ‘ and ‘Peer group evaluation’ and said ‘You’ll need to fill in these for each assignment.’ I did it, but only because I had to.”

“We kept an online journal that only our tutor could access. She did this once a week or so and coached us in our reflective writing. I found the discipline helped keep me on track and I started to make the wider links - to my own teaching and beyond – naturally.”

Why reflect?

The ability to reflect on your teaching practice is fundamental to gaining your qualification and your licence to practice as a teacher within the sector. You will continue to use reflection to fulfill the Institute for Learning’s requirement for all full time teachers to undertake at least 30 hours’ continuing professional development (CPD) annually.

“CPD comprises more than just courses, workshops or formal study; it is the critical reflection on different learning experiences and resulting action planning that demonstrates development as a teacher. A growing body of research on CPD has shown that the kinds of professional development which make the most difference to practice are based on professional dialogue about teaching and learning and the improvement of practice through a variety of activities.”

Guidelines for your continuing professional development (CPD) Institute for Learning, October 2007.

Once you have gained a teaching qualification, reflection will also form part of your professional formation, as you will need to provide a reflective account of the impact of your teaching on learners using a variety of sources:

“Reflective practice [involves] reflection on the impact of professional development on the candidate’s teaching practice, the benefit to learners and wider communities of practice: [this] could include, or be a mix of, a personal reflection on the impact of CPD, peer review, learner observations, observation of teaching and learning, collaborative working, etc.”

Professional Formation Policy Statement, Institute for Learning, July 2008.

For teachers, the ability to reflect on one’s own practice is seen as central to improving the quality of teaching and learning within the lifelong learning sector.

In Learn for your Life (Knasel, Meed and Rossetti, 2000) the authors argue that reflection is crucial to learning, for the following reasons:

· Reflection can help to bridge the gap between theory and practice, and between off-job learning and on-job application. Reflecting on the real work problems can help to identify how best to apply what we know in practice.

· Reflection can help deal with ambiguity, stress and change. In our work, we often have to cope with new, unique problems we have not met before. The ability to reflect is essential to recognising and confronting the uncertainty we feel as we try to deal with these problems.

· Reflection leads to critical awareness. Reflection enables us to look critically at our own behaviour, the behaviour of other people, and at the organisational and social context within which we operate. 

They argue that reflection is not ‘a bland or innocuous process – it is central to becoming a powerful, critical learner who is prepared to challenge the way things are done’. 

Reflection and workplace learners

Reflection is important for both you and your learners because at least a part of what they are learning takes place on the job, this can make it difficult for the learner to appreciate that they are actually learning whilst being busy at work. Similarly, when learners are being coaching either off the job or in the work place it is vitally important to be able to take the time to discuss what they have been learning with them afterwards.

The best way to help learners learn is to get them to stand back from the experience and examine it in a critical light to gain insight into what happened, how it happened and why it happened – so that you can help them to learn lessons.

Writing reflectively

You may already be familiar with the idea of ‘reflection on action’. This is where you:

· recognise that an experience is in some way significant

· take time after the experience to reflect on what happened and what you have learnt from it.

During your programme you will need to keep a reflective journal in which you reflect on your most important experiences. The two crucial parts of any journal entry are a description of what happened and a reflection on how you felt about the event and what you have learnt from it.

Here is an entry from a work-based teacher’s journal on a situation involving one of her learners. What do you notice about the way it’s written?

Reﬂective log, 7 August 2008

Observation (What happened?)
Today I attended a workshop on embedding functional skills. As a newly-qualified literacy teacher on the work-based route, I am responsible for supporting learners to achieve their key skills and wanted to learn more about functional skills and how to teach them as our organisation is about to become a pilot (Gateway 2 centre) for the functional skills and this is one of my developmental objectives. One of the main activities involved looking at the materials that are available to teach key, basic and functional skills and to think about how we would use them with our learners.
Reﬂection (What went well/badly? How do I feel about it?) 
I thoroughly enjoyed the workshop and felt inspired to change the way I teach. The best thing was being able to mix with other teachers like myself and to hear about how they planned to use the materials with their learners.
However, looking at the resources that are available raised several issues for my teaching and for the organisation:
1 How can we embed the teaching of key and functional skills into what we already do? The materials aimed at work-based learners need to be taught with the help of vocational tutors as they are linked to the tasks the learners do within their occupational training.
2 How can we make the learning more relevant to our learners? Our last inspection gave key skills as one of the main reasons why learners failed to complete their programmes. They sometimes don’t come to sessions and say that they don’t see the point.
3 How can I use more active methods in my sessions? One thing I noticed about the activities in the materials was that they meant all learners had to take part and work collaboratively. Also, there were lots of energizers and short activities. I use icebreakers but haven’t always made them relevant to the task in hand. In future, I will make sure the learners know the point of any activities.
Review (What have I learnt?)
We currently link our key skills teaching to some of the tasks the learners do already, but we do not embed the teaching and this has an effect on learners’ motivation (they don’t always turn up!). In my view, if we involve the vocational tutors in planning the learning and run team-teaching sessions – either where we go into the workshop or where the vocational tutor comes into the classroom – this would enable us to personalize the learning more and make it much more relevant to what the learners do.

Action (What will change?)
I plan to talk to my colleague who teaches communication skills and plan a team- teaching session so that I can experience first-hand what it’s like to run an embedded session. I’m also planning to use some of the materials with a Level 2 communications group and ask them for feedback. This will hopefully encourage me to include more active methods into my sessions. I also think we will need to tackle the issue of embedding functional skills as we definitely haven’t thought through the implications on teaching and learning. I will run this past my line manager and raise it at our next team meeting.
You may have noticed some or all of the following:

· The writer uses the first person: ‘I think that …’

· She uses an informal style

· There’s a structure to her thoughts: she starts with a description of the event (a workshop); reflects on what she felt and the issues raised for her teaching; draws lessons from this (What have I learnt?); and ends with what will change as a result.

· There’s also a sense that the writer is writing to herself – it’s personal.

Tips for keeping a reflective journal

You don’t have to do all of these things, but they will help you to get the most from your course and your teaching:

· Think of a reflective journal as a tool you use for yourself and get into the habit of writing one as soon as you can. In this way, you will be able to draw on your experiences as you complete your assignments (rather than ‘jumping through hoops’ and filling in reflective proformas as you go).

· Journals are personal, so the format you use is really up to you, however, it’s good to use a structure like the headings in the example above or to write descriptively about what happened down one page and write any reflections on the facing page (it’s easy to get stuck on writing descriptively).

· Once you’ve described what happened, try not to jump straight into what you plan to do next. Instead, try and analyse what you’ve learned. Try and describe your feelings as these usually provide the motivation to act. In addition, describe any issues raised, and the likely impact of these on your teaching or your learners (or your organisation’s approach to teaching and learning as in the above example).

· Make sure you write your reflections as soon after the event as you can (this is the best way to remember feelings and details).

· Make regular entries – once a week is a good rule of thumb.

· Keep an electronic version if you can – this way, you can transfer your reflections into assignments and any awarding body proformas you may be asked to complete.

Links to theory

In addition to the challenge of writing assignments and good reflective practice, you will also need to link the theory of why you teach in certain ways to the practice of your own delivery in work-based learning. To achieve this you will have to be familiar with a number of theories which relate to the work that you do as a teacher and are central the course. A number of key theorists are outlined below.

The first five theorists are particularly relevant in the field of reflection. Descriptions of their work have been adapted from Chapter 6 of Learn for your Life (Knasel, Meed and Rossetti, 2000) with kind permission of the authors:

1. David Kolb – the Kolb cycle

Here, Knasel, Meed and Rossetti (2000) argue that reflection is important for work-based learners because it concerns the way in which they examine their experiences and draw lessons from them. They show how in his book Experiential Learning: Experience as a Source of Learning and Development (1984) David Kolb presented reflective learning as a cycle:
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Kolb’s Experiential Learning cycle based on the ideas of Kurt Lewin

2. David Boud - the importance of feelings 

Knasel, Meed and Rossetti (2000) use David Boud and colleagues in their book Reflection: turning experience into learning who argues that, when reflecting on any experience it is crucial to ‘attend to feelings’. This involves:

· Making the most of any positive feelings about the experience.

· ‘Discharging’ negative feelings, either by writing them down or discussing them with a trusted person.

Recognising and exploring feelings like this makes it possible to evaluate the experience as an opportunity for learning.

3. Donald Schön – The reflective practitioner

Knasel, Meed and Rossetti (2000) describe how, in his book The Reflective Practitioner, Donald Schön explored how professionals use reflection to help them approach and tackle the often very complex problems they encounter in their work. They argue that Schön believed that, when faced with a new problem, professionals conduct real-world experiments to try to solve the problem. Schön called this creative and artistic approach to problems ‘reflection in action’. 

Schön avoids giving a simple recipe for reflection in action, as he believes the process is complex and varied. However, Schön does describe some of the main things that professionals seem to do when they tackle problems:

· They allow themselves to experience ‘surprise, puzzlement or confusion’. This may simply be a feeling or anxiety that something is wrong, or an awareness that they have not encountered or read about this before. They accept that, while these feelings may be unsettling, they are essential to continually improving what they do.

· They reflect critically on the problem before them. They reflect on the facts as they know them, the relationships involved, their own feelings. They are prepared to look critically at their own assumptions and at accepted ways of tackling this kind of problem. 

· They may then ‘reframe’ the situation – they may come up with a new theory or hypothesis about the problem, and test this out through an experiment. 

Schön gives as an example an eye specialist who is confronted with a patient who has two eye conditions at the same time – an inflammation and a glaucoma – both of which appear to be getting worse. The specialist has never met this combination of conditions before, and is initially puzzled about what to do. After initial reflection, he hypothesises that the treatment for each condition is aggravating the other condition. He conducts an experiment to test this out, by temporarily withholding all treatments to see what effect this will have. As a result the glaucoma disappears, proving the hypothesis that it was caused by the treatment for the inflammation. The specialist is then able to consider other ways of treating the inflammation.

When Donald Schön began his research, he did so in direct challenge to what he saw as the predominant ‘technical rationality’, which suggested that professionals could solve problems by following the rules they learnt in their professional education. 

Schön believed that the problems we face are more complex than this. Very often the problem contains a unique set of circumstances and as a result we are ‘not the only one in the situation to have relevant and important knowledge’ – both our own uncertainties, and our knowledge of other people involved, are relevant to solving the problem. So reflection also needs to include a critical element – it can change both the way we see ourselves and the way we relate to other people. Schön says:

As teachers attempted to become reflective practitioners, they would feel constrained by and would push against the rule-governed system of the school, and in doing so they would be pushing against the theory of knowledge which underlies the school. Not only would they struggle against the rigid order of lesson plans, schedules, isolated classrooms, and objective measures of performance; they would also question and criticise the fundamental idea of the school as a place for the progressive transmission of measured doses of privileged knowledge. 

The Reflective Practitioner (Schön 1983)

4. Patricia Benner – the importance of intuition

Knasel, Meed and Rossetti (2000) discuss how in her book From Novice to Expert Patricia Benner, drawing on her research with nurses, has described how people learn as they become more experienced in any role. She argues that a newcomer who has just started work in a new role will tend to rely on the rules they have learnt, and seek to apply these to their new experiences in a relatively inflexible way. As they gain greater experience of the work, they are able to progress towards becoming expert in their field. In the process they become less dependent on the rules and more able to reflect on their own experience.

In some ways Benner’s findings echo those of Schön. However, her ideas place additional emphasis on the role of intuitive, creative thinking which includes ‘the vague feelings, hunches or sense that something is not right’. And she offers some insights into how experts apply such intuitive thinking in practice:

· They increasingly come to rely on their own concrete experience as they tackle problems. They recognise similarities with – and differences from – previous problems they have tackled without jumping to the conclusion that similar problems are identical.

· They are increasingly able to look at a situation as a complete whole, and within this to identify those factors that stand out as being especially relevant.

· They move from being ‘detached observers’ towards being ‘involved performers’. They are able to tune in to their clients and seek to understand their background.

5. Paulo Freire

Knasel, Meed and Rossetti (2000) discuss how Paulo Freire used critical reflection in his work directing government literacy programmes in Brazil and Chile. These programmes brought illiterate peasants together in ‘culture circles’ and led to thousands of people learning to read. Freire’s method was not however restricted purely to helping people to read and write – it also encouraged people to become aware of the reasons why they were illiterate in the first place, and their relative powerlessness in their society. Freire argues that critical reflection must involve:

· Becoming aware of the assumptions, traditions and rules in the organisation and the wider social structure that act as barriers to communication and constraints on our action – the process of enlightenment. 

· Becoming aware of our own ability to influence and change our own situations – the process of empowerment.

· Taking action to remove the barriers to communication and constraints on action – the process of emancipation.

Further reading

Benner, P. (1984) From novice to expert: Excellence and power in clinical nursing practice, Addison Wesley.

Boud, R., Keogh, R. and Walker, D. (1985) Reflection: turning experience into learning, Kogan Page, London.

Freire, P. (1972) Pedagogy of the Oppressed, Continuum.

Knasel, E., Meed, J. and Rossetti, A. (2000) Learn for your Life, Pearson.

(Note: This book is currently out of print, however, the authors intend to produce their own version. For further information, go to www.learnersfirst.co.uk.)

Kolb, D. A. (1984) Experiential Learning: Experience as a Source of Learning and Development, Prentice Hall.

Schön, D. A. (1983) The reflective practitioner: how professionals think in action, Basic Books.

6. Burrhus Frederic (B.F.) Skinner (1904 – 1990)

B. F. Skinner (1904–1990) was well known in the field of psychology as a member of the behaviourist school. He developed a ‘scientific’ approach to research, believing that the key to understanding the role of learning was to study behaviour objectively under controlled conditions in a laboratory. He based his psychological research on objective methods that could be tested and repeated by others working in different laboratories. Behaviourists used animals as the subjects of experiments as it was easier to control conditions this way.

How Skinner studied behaviour

Skinner designed experiments with animals based on three key concepts that he used to predict behaviour:

· Stimulus. An event that elicits the response - such as a light coming on.

· Response. The behaviour –such as a rat pressing a lever when the light comes on.

· Reinforcement. Something that happens after the animal (or person) has responded to the stimulus and which makes it increasingly likely that he or she will respond in the same way next time – in the case of animal experiments this was usually food.

Skinner’s use of positive reinforcement led to predictable results – he was able to shape the animal’s behaviour - whereas his experiments using negative reinforcement were less successful in predicting behaviour. Skinner eventually came to believe that punishment had no place in shaping behaviour.

Programmed learning

In his later work, Skinner applied his thinking to human learning and behaviour. He designed several different types of teaching machine using the Stimulus-Response-Reinforcement model of learning. His ‘machines’ exemplified ideas that are now thought of as good practice for teachers, for example:

· Material is presented in small chunks, typically one line at a time.

· The learner responds to the stimulus by writing an answer in a specified place, for example.

· Reinforcement is then given immediately to the learner in the form of the correct answer.

· Each step of the learning program is designed to build on the previous one so that learning builds progressively. The design of the learning also meant that the average learner would get the right answer around 90% of the time.

Skinner’s approach to programmed learning provided the rationale for many early computer-based learning packages. His focus on the need to reinforce small units of learning has had a major impact on the design of teaching resources and computer-aided learning.

Similarly, his attention to the importance of encouraging the learner to provide a response and then offering reinforcement in the form of feedback on his or her performance has also been a major influence on the design of printed distance and open learning packages.

Application to work-based teaching and learning

Skinner highlighted the role of feedback in reinforcing the learning process and said that teachers leave it too long between learners completing a piece of work and finding out how well they have done. 

Work-based learners may be given projects or assignments to complete in their own time or at their place of work and need regular feedback on their progress if they are to remain motivated.

Further reading

Skinner, B. F. (1953) Science and Human Behavior, Macmillan, New York.

Skinner, B. F. (1954) ‘The science of learning and the art of teaching’ Harvard Educational Review, Volume 24, Number 2.

Skinner, B. F. (1971) Beyond Freedom and Dignity, Penguin Books, London.

7. Robert Gagné (1916 – 2002)

American cognitive psychologist, Robert Gagné developed the science of instruction for training air force pilots during World War II. He went on to develop a series of studies that helped identify what is now considered effective instruction. A major contribution to the theory of instruction was his model ‘Nine Events of Instruction’ as follows:
Gagné’s events of instruction

Condition



This means …

1 Reception: 


Gaining the learners’ attention

2 Expectancy: 


Telling learners what the learning objectives are

3 Retrieval: 



Helping learners to recall any prior learning

4 Selective perception: 

Presenting learners with a stimulus to learn

5 Semantic encoding: 

Giving learners explanations and guidance

6 Responding: 


Getting learners to perform

7 Reinforcement: 


Giving learners feedback on their performance

8 Retrieval: 



Assessing learners’ performance

9 Generalisation: 


Helping learners to retain and transfer what they have learned.

These can be turned into stages of instruction when planning learning:

Example: Identifying what goes into a care plan

1. Gain learners’ attention by showing different examples of care plans

2. Identify the objective by asking: “What goes into a care plan?” 

3. Recall prior learning by asking learners what goes into their care plans at work.

4. Present stimulus by giving outlining a situation where the care plan is needed.

5. Guide learning by showing learners how to refer to the care plan in the given situation.

6. Elicit performance: ask each learner to give an example of headings they think should go into the care plan.

7. Provide feedback: check all examples.

8. Assess performance: give a short quiz on what goes into the care plan; give scores and ask other learners to help where individuals have got it wrong.

9. Enhance retention and transfer - show ‘good’ and ‘bad’ examples of care plans and ask learners which contain the right information and why.

Application to work-based teaching and learning

Gagné’s events of instruction can be applied to session planning as they follow a logical sequence from introducing the objectives, through guiding learning and eliciting performance to assessing and transferring learning.

You might also use the sequencing of events as the basis for planning and running one-to-one coaching.

Further reading

Gagné, R. (1985). The Conditions of Learning (4th ed.). New York. Holt, Rinehart & Winston.

8. Benjamin Bloom (1913 – 1999)

Benjamin Bloom headed a group of cognitive psychologists at the University of Chicago who developed a taxonomy (or hierarchy) of learning to enable educational training and learning objectives to be planned and measured effectively. Bloom was concerned with improving learners’ mastery and developing higher-order thinking skills instead of transferring facts that the learner simply recalls.

Bloom researched educational objectives and proposed that any given task favours one of three psychological domains: cognitive, affective, or psychomotor. The cognitive domain is concerned with a learner's ability to process and use information in a meaningful way (knowing). The affective domain relates to the attitudes, values and feelings needed by the learner (attitude), and the psychomotor domain involves manipulative or physical skills (doing).

Bloom’s taxonomy

Bloom’s most well known taxonomy is concerned with the cognitive domain, that is, knowledge and understanding. (There are also taxonomies of learning in the affective and psychomotor domains.) It starts with the concrete – knowing and remembering facts – and moves on to more complex and abstract skills such as the ability to analyse and synthesise information, through to evaluation. 

Here are the main categories, with examples of skills you would expect the learner to demonstrate at each stage:

Category

Skills you would expect the learner to demonstrate

1 Knowledge
knowledge and recall of events, places or dates, major ideas, subject matter




Look for: list, examine, tell, show, label, describe, who, why, what, when, etc.

2 Understanding
grasping meaning; translating knowledge into a new context




interpreting facts; comparing and contrasting




inferring causes and predicting consequences




Look for: interpret, discuss, predict, summarise, associate, estimate.

3 Application
using information, methods, theories and concepts in new situations




solving problems using required skills or knowledge




Look for: demonstrate, apply, discover, experiment, show, classify, calculate, 



illustrate.

4 Analysis

seeing patterns and identifying components




recognising hidden meanings




Look for: explain, infer, compare, select, classify, arrange.

5 Synthesis

using old ideas to create new ones; generalising from given facts




relating knowledge from several areas, predicting and drawing conclusions




Look for: What if…?, integrate, modify, rewrite, generalise, substitute, plan, invent, 


design.

6 Evaluation

comparing and discriminating between ideas




assessing value




making choices based on reasoned argument




verifying the value of evidence




recognising subjectivity




Look for: assess, decide, recommend, conclude, summarise, convince, judge, 



support, grade, test, measure.

Application to work-based teaching and learning

Taxonomies of learning help you to design learning and assessment at the appropriate level for the learner and to set measurable learning outcomes: for example, you can measure an outcome that begins with the verbs ‘list’ or ‘describe’ unlike one that begins with ‘understand’.

They also help you to design learning that increasingly challenges the learner, for example:

· Recall an appropriate greeting to use when receiving visitors

· Design a format for greeting visitors

· Justify a form of greeting to use when receiving visitors.

Further reading

Bloom B.S. (Ed.) 1956 Taxonomies of educational goals: Handbook I, Cognitive domain. Longmans Green, New York.

9. Jerome Bruner (born 1915)

Bruner is an American cognitive psychologist and one of the major contributors to constructivism. Put simply, constructivism is where learners learn through constructing their own meanings based on what they already know (or have been taught), and their own experiences. Learning is a physical process and for understanding or ‘deep’ learning to occur, learners make connections between any new learning and what they know already.

Bruner (1966) states that a theory of instruction should address the following aspects: 

· The learner’s disposition towards learning: instruction needs to use experiences and contexts that make the learning willing and able to learn.

· The ways in which knowledge can be structured so that that the learner can grasp it readily. (Bruner suggests organizing this as a ‘spiral’.)

· The most effective sequences in which to present material: instruction should be designed in such a way that the learner can go beyond the information they have been given and ‘fill in the gaps’ – or extrapolate meaning – for themselves

Bruner (ibid) states that good methods for structuring knowledge should result in learners simplifying information, generating new propositions, and increasingly manipulating information for themselves.

Here’s how Bruner explains how the idea of prime numbers can be taught using active methods, so that a learner can visualise the concept.

"The concept of prime numbers appears to be more readily grasped when the child, through construction, discovers that certain handfuls of beans cannot be laid out in completed rows and columns. Such quantities have either to be laid out in a single file or in an incomplete row-column design in which there is always one extra or one too few to fill the pattern. These patterns, the child learns, happen to be called prime. It is easy for the child to go from this step to the recognition that a multiple table, so called, is a record sheet of quantities in completed multiple rows and columns. Here is factoring, multiplication and primes in a construction that can be visualized."

Bruner and instructional scaffolding

Bruner first introduced scaffolding theory in the late 1950s. He used the term to describe the way in which parents help their young children to speak. They instinctively give their children structures to help them when they are learning how to talk by using repetition, songs, rhymes and reading bedtime stories, for example.

Scaffolding is a planned support structures provided by teachers to enable learners to complete tasks when they are unable to complete the learning independently. Teaching and learning are seen as inseparable with the learner constructing their own meaning and the teacher contributing to the learner’s developing understanding. The learner contributes what she can and the teacher contributes to enable the learner to keep going with the task. Teachers providing scaffolding for learners don’t change the nature or difficulty of the task; instead, the scaffolds allow learners to successfully complete the task.  The idea is that with increased understanding and control, the learner needs less assistance so the teacher’s level and type of support change over time from directive, to suggestion, to encouragement, to observation eventually enabling the learner to ‘self-scaffold’ through internal thought. 

Application to work-based teaching and learning

You probably already use scaffolding as a teacher without even knowing you do as it’s basic common sense to start by showing a learner how to do something then gradually withdraw your support as they become confident.

Here is this may translate into the teaching of a work-related task such as working out staff rotas based on customer capacity. Notice how the teacher in this example gradually hands over to the learners.

Scaffolding – customer capacity

Session 1. Tell learners the factors they need to take into consideration (peak times; staff sickness and holidays etc.) and show them how to calculate capacity. Walk them through the process a step at a time and ‘share’ the calculations.

Session 2. Show learners how one team leader works out her capacity; walk learners through the process with some calculations and/or factors missing; ask learners to ‘fill in the gaps’.

Session 3: Demonstrate the process of calculating staff rotas without explaining; ask learners to do the explaining.

Session 4: Give out sets of statistics and relevant information; ask learners to put together a staff rota based on the information.

Session 5: Ask learners to bring in their own information and put together their own staff rota for the coming month.

Work-based learners often learn tasks through doing them for real in the work place. Many do not receive structured programmes of instruction so whether they do these tasks well or understand why they do them in a certain way is a different matter: they may well need ‘scaffolding’ if they are unable to master a particular task or procedure.

Further reading
Bruner, J. (1960). The Process of Education. Cambridge, MA: Harvard University Press.

Bruner, J. (1966). Toward a Theory of Instruction. Cambridge, MA: Harvard University Press.

Bruner, J. (1973). Going Beyond the Information Given. New York: Norton.

Bruner, J. (1983). Child's Talk: Learning to Use Language. New York: Norton.

Bruner, J. (1986). Actual Minds, Possible Worlds. Cambridge, MA: Harvard University Press.

Bruner, J. (1990). Acts of Meaning. Cambridge, MA: Harvard University Press.

Bruner, J. (1996). The Culture of Education, Cambridge, MA: Harvard University Press.  

Bruner, J., Goodnow, J., & Austin, A. (1956). A Study of Thinking. New York: Wiley.

10. Donald Kirkpatrick’s model of evaluation

In 1975, Donald Kirkpatrick first presented his now well-established four-level model of evaluation used to evaluate training and development interventions and their effectiveness in the work place. The four levels are:

· Level One: Reaction 

· Level Two: Learning 

· Level Three: Behaviour 

· Level Four: Results.

Level One: Learner reaction 

This is where you ask learners to evaluate the teaching and learning immediately after completion, usually by filling in an evaluation form. These are sometimes referred to as “happy sheets” because in their simplest form they measure how well learners liked the teaching. 

This type of evaluation can provide valuable information if the questions asked are well constructed and tailored specifically to the learning. 

Evaluation sheets should ask questions about:

· The relevance of the objectives

· The ability of the course to maintain interest

· The amount and appropriateness of interactive exercises

· The ease of navigation

· The perceived value and transferability to the workplace.

Level Two: Learning results 

Level Two in the Kirkpatrick model measures learning results, in other words, did the learners actually gain the knowledge, skills, and attitudes the teaching was supposed to deliver? 

To show achievement, learners complete a pre-test and post-test, making sure that test items or questions are written to the learning objectives. By analysing the data from all learners, the impact of the teaching intervention can be explored. 

Level Three: Behaviour in the workplace 

Learners may perform well on post development tests, but the real question is whether or not any of the new knowledge and skills are retained and transferred to the workplace - particularly where employers are seeking a return on their investment. 

Level Three evaluations attempt to answer whether or not learners’ behaviour actually changed as a result of new learning and development. 

Ideally, this measurement is conducted three to six months after the development. By allowing some time to pass, learners have the opportunity to implement new skills and retention rates can be monitored. 

Observation surveys are used, sometimes called behavioural scorecards. Surveys can be completed by the learner, the learner’s supervisor, individuals who report directly to the learner, and even the learner’s customers. 

For example, survey questions evaluating the effectiveness of sales teaching might include: 

· Did the learner open each customer dialogue with a product benefit statement, followed by a request to proceed? 

· Was the learner able to analyse and describe to you the category of objections as either valid, misinformation, or smokescreen? 

· Did the learner use the appropriate model answer in response to each objection? 

· Did the learner close each sales call with a request for purchase?

· If the prospective customer did not buy anything, did the learner end the call with specific future action steps? 

· Did the learner complete call history records that include summaries of who, what, where, when, and why? 

Level Four: Business results 

The fourth level in this model evaluates the business impact of the teaching and learning programme (or training intervention in the case of a commercial organisation). 

Below are possible learning programmes and the type of data that could be used to measure business impact:

· Sales training. Measure change in sales volume, customer retention, length of sales cycle, and profitability on each sale after the training programme has been implemented. 

· Technical training. Measure reduction in calls to the help desk; reduced time to complete reports, forms, or tasks; or improved use of software or systems. 

Quality training. Measure reduction in the number of product defects or customer complaints. 

· Safety training. Measure reduction in number or severity of accidents.

Further reading

Kirkpatrick, D. L., (1975), Evaluating Training Programmes, American Society for Training and Development, Madison, USA.
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