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Abstract

This study explored older adults’ preferred leagnand communication styles to
identify the types of classroom experiences whiwhld best contribute to wellbeing
and mental capital. Growing evidence from the bemiences points to associations
between learning and well-being, and between lagrmand protection from
cognitive decline (Foresight Mental Capital and M&hg Project, 2008; Field,
2009; Frith, 2011).

The mixed method study has an equivalent statsgmdCreswell, 1995)
which used Honey and Mumford’s (1986) Learning &yQuestionnaire, followed
by a supplementary questionnaire. Then, it moved ®& social
constructionist/interpretive  framework  (Gergen, 4200 which involved
conversations to determine older adults’ subjectiméerstanding of learning now
and in the past. The main framework for thematialysis came from neuroscience
which has uncovered knowledge about lifelong braitasticity and the
interconnectivity of emotions and memory. Also,jmmportance were the theoretical
frameworks of Yang's (2003) holistic theory of knledge and adult learning and, to
a lesser extent, Gee’s (2005) Discourse analysis.

The study found a range of learning styles, en@ssipg 14 combinations,
from activists to theorists. Therefore, this indésathe need for a wide range of
imaginative classroom practices. The participantsveyed a sense that they wished
to build on their existing understanding in operd anteractive modes, which
contrasted strongly with early memories of learninthis also chimes with
developments at the interface of neuroscience dall l@arning, where constructing
one’s own knowledge in a social context has beenveho activate multiple brain
networks and build stronger memory. In essence,older adults were seeking
enrichment, not acquisition.

While there is no single right way to learn, teiady provides evidence that
insights from neuroscience indicate that classroevhsre social dimensions and
active engagement are intertwined, create leaspages attractive to older learners,
and can offer opportunities to build cognitive mreee wellbeing and mental capital,
which is vital with the new timeframe of possibés that longer lives afford.
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Chapter 1

1.1 Introduction

As demographic trends in developed countries stiiimatically, with many
people’s lives expected to well exceed the biblitakescore and ten’, later life now
requires new personal and social redefinitionsr&@tage implications which need to
be examined as new cohorts enter a prolonged peiidie following full-time
employment, widely termed the ‘Third Age’ (Laslet©89). For many more people
in the future this period is likely to constitutertually, one third of their lives
(Fisher and Wolf, 1998). Sarah Harper (2006), Daeof the Oxford Institute of
Ageing, referred to ageing in Europe as “truly g&agqg”’ (p.1) and cited the
prediction that by 2030 half the population of WéestEurope will be aged over 50
with a life expectancy at 50 of another 40 yedée stated that this phenomenon is
not solely the result of a ‘baby boomer’ bulge:

“Rather, demographic maturing is a global trend treaalds long-term shifts
in individual and societal behaviour - changes trat likely to restructure
societies for much of the foreseeable futurep.¢it, p. 20)

Her view was confirmed in thieuture of Retirement RepdiSBC Insurance, 2009)
where the ageing population figures were set ouldwade:
“In effect, what we are seeing is a population miegad; a global ‘baby-
boomer’ generation spanning more than a hundrecgydp.11)
United Nations (2005) defined global ageing asstaeond great challenge facing the
world after climate change. Therefore, how natiadgist to the new demographic
structure will be critical for societies to flounisand while governments are facing
up to the implications as the first wave of ‘boosieeach retirement age, there is, as
yet, no grand plan, although there are some derwedops. However, those connected
to the field of educational gerontology have nolatadhat learning has a crucial role
to play in the lives of older adults. As a societye need to take the learning later
seriously.

“The task of building support to address the neddm increasingly diverse
older adult student population is before us.” (Eistind Wolf, 1998, p. 87)



1.1.1 Data collection to final analysis

The data gathering element of this research preyastcarried out during the spring
of 2002. The extended gap from initiation to cortipfe arose through unforeseen
circumstancesand during the intervening years there were ingmrtievelopments
in leading thinking concerning advances in theamethodology, research and
policy. The inclusion of these developments erdadla additional literature review.
In this introduction reference is made to both 2002 literature and more recent
developments, so that the study is located withendontemporary social policy and

research environment.

1.2 The age of ageing

In the advanced countries of the world a combimaté falling fertility and rising
life expectancy is producing ‘mature’ societies,enéh governments have concerns
about labour shortages, diminishing youth and cesng old-age dependency, with
many countries already having more people of peadie age than there are
children under 16 (Magnus, 2009). As numbers oéio&tults increase in proportion
to younger people, the argument is frequently mtde social services will be
overwhelmed - regularly referred to in the medsathe ‘demographic time-bomb’.

While the focus of much recent government policyotighout Europe has
been on lifelong learning in terms of building theman capital of older workers
(European Commission 2001, 2007, 2010; LongwortDa¥is, 1996), policymakers
are now being urged to reconsider the role of oddhrits in broader terms, as both
providers and consumergyropean Foundation for the Improvement of Livimgl a
Working Conditions 2008). Educational gerontologists have been aggthis for
some time (Phillipson, 2000) and therefore, in ttositext, it is timely to examine
aspects of older adults’ learning experiences.

However, some types of learning are likely to havere impact on ‘ageing
well' than others. As a practitioner in the fieldist investigation into preferred

! The demands on my time due to unexpected famidyee responsibilities, together with a
secondment from the university between 2003 andb2@0the Scottish Leadership Foundation,
resulted in the thesis writing being put on hotdatldition, my original academic supervisor leftlan
departmental changes led to an inevitable delafjniting a replacement on my return, delaying
progress towards analysis and completion.



learning and communication styles has emerged fragn scholar—practitioner
experience. There appears to be an unspoken assantipat older adults coming
together to learn will automatically experienceagrbenefits, regardless of the type
of learning. Are there ways of learning which aagtigularly effective in refreshing

and strengthening older adults’ intellect and westilg?

1.2.1 The Scottish Situation

The Scottish Government has already establish@dlanlg learning strategy which
has found expression in the creation of a seriesitdtives under the umbrella of
Scotland’s Futures Forum (SFF)t was launched in 2006 to help MSPs, policy
makers, businesses, academics and the wider corynexmlore future challenges
and opportunities. In his essay to BieF (2007), social gerontologist Brian Findsen
adopted a critical stance and exhorted older attultgake up to their rights:

“It is incumbent on all Scottish citizens to exsgecitheir rights to societal
resources, such as education. That many older @etmphot currently assert
their claims for formal education provision refietheir misguided belief that
education is only for younger folk.” (Findsen, ditea SFF, 2007,p.18)

A stated outcome of discussion at For®fF (2007) was that the onus was on
policy makers to understand better how and whyraddkilts might want to learn,
then build “flexible, innovative and adaptable sgmand servicesdp.cit, p.7). One
size is not going to fit all, with very differeneads for different socioeconomic and
cultural groupings. Therefore “spaces and serVieal require to be distributed
across communities in fair and equitable ways. dligh statistics are constantly
being gathered about participation in learning,wbsy definition of learning itself is
not uniform and participation fluctuates (Withna010; Withnall & Thompson,
2003). Therefore statistical information on its oxgmeals little about why people are
not participating. However statistics can showderas demonstrated below.

The key discussion paper to ttf8&FF (2009) by Tom Schuller of the
independeninquiry into the Future of Lifelong Learnin@chuller & Watson, 2009)
featured statistics prepared by the National lmgtiof Continuing Adult Education
(NIACE). They revealed there was a drop in lifelolegrning participation in
Scotland from 38% in 1996 to 33% in 2009, comparéd the UK drop of 40% to
39%. Schuller $FF, 2009, p. 4) stated that the pattern of provisionas adjusting



itself in line with economic, social and demograplihanges, and although
Scotland's population is ageing faster than theadika whole, this is not reflected in
the programme funding.

1.2.2 Different perspectives on learning later in life

Because there is no universal understanding oft deanning (Brookfield (1995)
different organisations need to conduct reseaxmm fiheir own perspectives. Here |
draw on three UK-wide older adult studies whichdarced interesting sets of results:

* agovernment-sponsored stu@fEE) by Dench and Regan (2000) looked at
motivation and the wider benefits of learning;

* an Economic and Social Research Council (ESRC 200G)26tudy by
Withnall and Thompson (2003) examined learning ob®iand learning
experiences over a lifetime;

* A Universities UK review by Phillipson and Ogg (2010) examined the
engagement of older learners in education andinain higher education.

Dench and Regan (2000), using a sample aged 5Q §eedrs, found that 80% of
those whom they classified as learners, reportezhge of positive spin-offs, from
improved personal coping skills to greater socmlolvement. One of the most
important reasons for learning was categorised iatellectual. Withnall and
Thompson (2003) also found a similar range of pasibutcomes, but one of their
most intriguing findings was “the simple acquisitiof new knowledge being least
important” Op cit, p.1). These results could be judged as cont@gticoncerning
what learners classified as important, and are gpeyhindicative of the
methodological challenges in creating reliable dat&ducational research, where
meanings and interpretations are often paramount.

If new knowledge is least important, this suggbst knowing more about
something is not the main reason why many oldertsaduecome involved in
learning, and therefore traditional classrooms may be appealing. Dench and
Regan (2000) found that about a quarter of theoregnts said they had had enough
of learning or perceived themselves to be too oldearn. This raises the critical
issue of the way learning is defined in the firgtance, narrowly, as something that
happens in institutions or broadly, as a deep,opailty-felt, actor-driven, dynamic
process taking place in the context of one’s life.



Phillipson and Ogg (2010) confirmed that very fefsthe 50-plus age group
are involved in formal education, although thryked beyond the formal HE sector
and identified non-formal initiatives across Eurogped America, such aSenior
Studies Instituted_earning in Retiremeninstitutes and th&niversity of the Third
Age (U3A) In the UK, the 190,000 or sO3A members are scattered across the
country and meet in self-help groups to learn mmfally, and at minimal cost.
Lifelong Learning Centres (in some universitiesgoapromote a multitude of adult
education (AE) courses to the general public, &y thave been doing traditionally
for years. However some Departments of Continuidgdation (as they were known
before ‘lifelong learning’) have closed or have batk, and others are facing future
cuts. The report claims that the AE courses havéoyeflect:

“the changing needs and aspirations of the newrt@mtering what has been
termed the ‘third age’.” (Phillipson & Ogg, 201%,4)

Therefore, it can be seen that different reporseitogether different pieces of the
jigsaw. However this picture is never static, asrenwell-qualified people leave

work with high expectations, others lose their jplbbsmaturely due to cutbacks and
require training options, and there are the growarnks of people ‘ageing well' and

entering late old age with changing needs. Intaddithe economic and social
environment in which people have to juggle priestis also shifting. As Jamieson
(2002, p. 11) stated:

“The processes and dynamics of adulthood and ggaie complex and
difficult to pin down in research.”

1.2.3 Conceptualisation of later life

One of first academics to study later life (in th@40s) was Chicago University
sociologist Bernice Neugarten. In 1996, key setégapers from her body of work
were published, which gave an account of the maesestypical descriptions she
encountered of older adults as poor, lonely peojile enfeebled minds. However,
she identified a growing trend among many oldertado pursue active lives, and
posited that these individuals were challenging $loeially constructed beliefs

regarding age-appropriate behaviour.



In an effort to change perception of older aduthas a single life stage, she
introduced the concepts of young-old and old-oldu§arten, 1996). Implicit in this
re-categorisation is a reminder that ageing isambt an individual process, but also
an interactive one, embedded in a shifting socibical landscape, to which the
newer terms ‘baby boomer and ‘third ager alseesitt Neugarten’s scholarship in
ageing studies broke new ground and led histoyictdl the definition of the
academic field of human development, with her cewos Adult Development and
Ageingserving as a world class model. However, in gdnéna study of ageing
sheered off from human development studies andnicadly, considering
Neugarten’s preference for an age-integrated socgetmultitude of Institutes of

Ageing or Gerontology have burgeoned worldwide.

1.3 Adult learning and policies for lifelong learnng

The ‘front-end’ model of education, concerned wliildren (Williamson, 1997, p.
173), generally dominated the field until the padfion in the 1970s of a series of
policy and research documents Mynited Nations Educational, Scientific and
Cultural Organization (UNESCQ1972), the Organisation for Economic Co-
operation and Development (OECDYnd the Council of Europe (European
Commissioh These were the major sponsoring bodies for treept of lifelong
learning (LLL), which was seen then as a social Anthanitarian issue (Tennant,
1990). They set out the case for the expansiodwud¢aional opportunities for adults,
as the world was fast developing into a place wiretial compulsory education was

an inadequate preparation for life and work.

1.3.1 Competing discourses

Concepts inevitably change their meaning over tiraed policy documents
themselves become the sites for discursive strugle different ideological and

social and political forces competing for dominanadss global markets expanded,
theEuropean Commissiof2001) defined LLL as:

“...all learning activity undertaken throughout lifayith the aim of
improving knowledge, skills and competences withipersonal, civic, social
and/or employment-related perspective.” (p. 9)



Many reports have followed, and as can be seen fh@ntenor of the 2007 extract
employment has moved to the top of the agenda, elitr people mentioned after
migrants:

“Better adult learning can play a key role in vitmaal training in Europe and

in the social inclusion of groups which are atisadvantage on the labour

market, such as migrants and older people.”

(European Commissiorz007,Summarypara. 2)

Commentators on LLL increasingly have expressed thestrations concerning the
gap between rhetoric and reality. Field (2006, ypa@ued that LLL is little more
than re-branding of post-16 education and trainnager than a new conceptual
framework:

“a kind of linguistic hyperinflation in which thierm is constantly devalued.”

Bengsston (2008) stated that the oft-cited definitof lifelong learning as learning
from the cradle to the grave was ‘far too vague’4pand not practical in terms of
policy action. As there is no coherent and equitadyistem of financing LLL for
everyone, the current system has failed to additessemergence of an ageing
society (Schuller and Watson, 2009). And with thhewgng economic crisis in
Europe, Nordin (2011) claims that the rhetoric isving further away from the
personal, civic and social, and closer to beinglgohn instrument for economic
wealth. Thus, there is a danger of lifelong leagfarbroader purpose disappearing,
even if this has not been done deliberately, bused by policy changes in other
areas (McNair, 2009).

1.3.2 Lifelong learning and learning in later lie
The reality of how resources in the UK have bedwocated recently is revealing.
The statistics below were cited in L Learning Through Lifé&keport:

‘For every £55 spent on adult learning -
£47 goes towards learning for people 18-24 yealrs ol
£6 goes towards learning for people 25-49 years old
£1 goes towards learning for people 50-74 years old
29p goes towards learning for people 75 years ddcdder.’
(Schuller & Watson, 2009. p.10)

It is clear that unless there is an actual framé&pooviding an appropriate range of
opportunities, lifelong learning for older adulthevhave left mainstream work will



be left to market forces, and only those with theans and an inclination towards
accredited courses will be able to buy into exgtprovision. Older adults in
Scotland seem to be in a slightly better positiame do Individual Learning
Accounts, which, in general, provide a £200 (metesdéed) grant annually to an
applicant for certain approved courses (ILA Scatle2011).

Historically, the first key UK document which hetdit the possibility of a
sea-change in attitudes towards older learnerstineaSarnegie Report of Learning
in the Third Age(Schuller & Bostyn, 1993). It made several brotdesnents to the
effect that older learners should be included pokcy statement on lifelong learning
and suggested that, although there was scope parae provision, this should not
allow general programmes to ignore the needs adraddiults. However, the quasi-
political sentiments of equality and justice, exgsed in Carnegie, were judged as
not sufficiently persuasive by Withnall and Per@@94). They called for the focus
to be on individual dignity, the realisation of potial, and fairness of opportunity.

1.3.3 Beneficial effects of learning

With a recent shift in policy papers toward appagon of the wider benefits of
learning, the UK discussion pap8&rhe Learning Revolution(DIUS [Department of
Industry, Universities and Skills], 2009) focused informal learning, shifting the
perspective from work-readiness to acknowledging difference learning could
make in maintaining mental and physical health.hSacconclusion should lead
logically to the realisation that there are savitg®e made in terms of medical and
social work costs by supporting older adults inméeg activities. A parallel situation
at the opposite end of the age spectrum is nursdncation (andSure Start
Children’s Centresin England), which aims to create thriving childresho will
become independent citizens and achieve their palbest.

However, it calls for a leap of imagination fomgar connections to be made
between late adulthood, learning and productiveslivGovernment policy has tended
to fixate on physical age-related decline and, euthimproved coherence at local
level across health, social work, cultural andriesg services, they will continue to
operate in a fragmented way and learning later inesoa secondary issue (Soulsby,
2000). The influential Think Tank - tHastitute of Public Policy Resear¢lPPR), in



its report'Older People and WellbeingAllen, 2008), highlighted that there is “still
no ‘Sure Start’for later life” (p. 5). Indeed, between 2004/5 &@0D6/7, when adult

educational funding in the UK dropped off signifitl, the number of learners in
publicly-funded provision fell by over a milliorwith those over 65 the largest
proportion of learners lost (Anderson, 2008). Hoare&nderson found that many of
these lost learners did not give up, but foundraédtieve activities within self-help

groups, community projects and volunteering agencie

1.3.4 Perceptions of learning

Anderson’s findings (2008) resonate in many respedath the conclusions reached
by Canadian researcher Allen Tough (1999, 2002) wdrovided the first
comprehensive description of self-directed learrangpng adults. He suggested the
icebergas a metaphor because so much of it is invisipked., 1999, para.6) and
estimated people spent around fifteen hours perkwee their own individual
projects which accounted for around 80 per cerddfit learning at any one time.
However, people themselves did not seem to redeem dwn projects as learning,
perhaps because ‘real’ learning is conceived asggklace within institutions. This
may explain also why around a quarter of Dench &gd®és (2000) sample
apparently expressed no interest in learning: tbaircept of learning may not have
encompassed implicit learning that arises naturfdym following one’s own
pursuits.

Even where classes for older adults exist, annagtsan by funders is that
these are not really serious and are part of tisurle market or a form of
‘edutainment’. This neologism has been coined tovey activities that first seek to
amuse, although they have some form of educatagehda. This perspective tends
to strip learners of their complex social and psjabical needs and reduces them to
an audience. As Soulsby (2009) postulated in h&passe toThe Learning
Revolution(DIUS, 2009), this underlying attitude diminishesy sense of urgency,
and importance concerning adequate funding, anchd@ses learning activities not
linked directly to economic prosperity.

Thus, we can see from the examples above, the lies been no shortage of
policy papers, but at the same time, public providior low cost adult learning is



dwindling and many people are looking for altermatoutlets, through community
involvement, charities and self-help groups, sushthee U3A. Williamson (1997)

makes the point that the marginalisation of old@ulis sends out a discouraging
message:

“Once out of the workforce, people are on theinaw terms of having their
learning needs valued and met” (p.176).

1.4 The value of learning in later life

The persistent search for learning by a signifiganoportion of older adults appears
to confirm that Neugarten’s (1996) findings stiblth true: there are many older
adults who have left their mainstream occupatioith \&n appetite for learning.
However, there are numerous barriers, not leassgending power is likely to drop.
In addition, when apportioning limited personala@ses, a class may be perceived
as poor value if it embraces an ethos or value do&s not match the person’s
purpose, perhaps because the learning is assessled cass format does not suit
preferred ways of learning. John Field, in &L report,‘Well-being, Happiness
and Lifelong Learning’(2009c) pointed out to those interested in prongpadult
learning that they have this powerful argumenhatrtdisposal:

“...adult learning makes a small, but significamteasurable positive

contribution to well-being.” (p. 188)
It could be argued that if wellbeing is an outcoafidearning for adults in general,
then the difference learning makes may become ewere significant in later life,
with the cessation of ongoing workplace learningl dne increased risk of age-
related changes in the brain. Add the persuasndings from neuroscience of the
slowing of decline through effortful and challengiactivities (see section 1.5), and

the argument for engaging in learning later becoaves more powerful.

1.4.1 Learning, wellbeing and mental capital

The concept of well-being is one of growing sigrafice in policy circles and in
wider public debate, with the realisation that pesimental health and wellbeing are
markers for a ‘thriving’ nation. The deliberatiom$ economist Richard Layard
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(2005) in his influential bookHappiness: Lessons from a New Sciebceught
together research findings from psychology, neueose, economics, sociology and
philosophy and challenged the belief that, as @&gobecome wealthier, its citizens
become happier. By showing that happiness can lesuned and explained, he
presented an argument for a new kind of econontts. suggested that “we
rededicate our society to the pursuit of happimasiser than the goal of dynamic
efficiency” (p. 235). Adoption of this perspectiwould place lifelong learning on a
different footing.

Learning has been shown to be important to a rahgesliness indicators, if
not exactly happiness indicators. Thuiry into the Future of Lifelong Learning
(Schuller & Watson, 2009), which detailed the ne®destructure society along new
lines, displays cohort-based data representingstemsatic attempt to identify, not
only the economic and social outcomes, but thegmatsoutcomes of learning. The
IFLL commissioner John Field commented:

“Educationally, ageism begins at 25. ..... Governmerdlssession with
economic indicators for measuring success is faitm take happiness and
wellbeing seriously.” (Field, 2009a, para. 4)

The one-dimensional economic evaluation of learnmgdetrimental for adult
learners in general, but it lets down older adultparticular, who are likely to have
contributed over their working lives through tawati to the huge expansion of
education during the second half of thé"2@ntury, and yet who have diminishing
opportunities for learning at the very period ofitHives when a new time frame is
opening up. Also Field’'s reference to ageism is agfip. Recent research
commissioned by Age UK (2010) reveals that agesithe most widely experienced
form of discrimination in Europe. Based on datarfrthe European Social Survey
(2010), it found that 64% of UK citizens said aggcdmination was a problem.

1.4.2 Undervaluing potential

The government’s recently launched consultationh@nban of age discrimination in
provision of goods, facilities, services and pulflimctions, an addition to the
Equality Act Government Equalities Offic2010), indicates that there is awareness
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that in employment, health, education and in offoeial spheres, ageist assumptions
are rife. lronically, age discrimination is not pndbout people’s views of other
generations, but also about the way people seesttlees. Exposure to stereotypes
and prejudicial attitudes can cause older adultbelmave in ways which reinforce
these stereotypical beliefs (Abrams, Eilola & Sw#009), and they become self-
fulfilling prophecies.

The Foresight Mental Capital and Wellbeing Projé¢irkwood, Bond, May,
McKeith & Teh, 2008) — a large scale study of intdional research study into
mental capacity and wellbeing - drew attentionhis general undervaluing of the
older population. The authors made a plea forgiteatest number of older adults
maintaining the best possible ‘mental capital’, nobly to preserve their
independence and wellbeing, but also to maximisar tactive engagement and
contributions to national life. Their conceptudiiea of mental capital is of a human
property emerging from the essence of one’s biglaglucation, life experience,
resilience and social life. Their definition was:

“The extent of an individual's resources reflebis/her basic endowment
(genes and early biological programming), and erpees and education,
which take place throughout the life course.”Kirkwood et al., 2008, p. 6)

The authors found that older adults, who tend to peesistently negatively
stereotyped, are being denied learning opportshitiad are in effect missing out on
building mental capital. Learning must continueotighout all of life as this can
have a direct effect on mental health and well-p@ioross all age groups, but holds
out “particular promise in older people.” (Beddiogt Cooper, Field, Goswami,
Huppert, Kirkwood & Thomas, 2008, p. 1057)

1.5 New insights fromneuroscience
The final theme reflects my own professional bigsaa adult educator. | have
twenty years experience within the Learning in Latiée programme, University of

Strathclyde, teaching and working with older adurdtshe areas of personal change

and wellbeing, memory enhancement and boostingdmower'. With my academic
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background in psychology and adult education | lFEavengoing interest in the way
insights from neuroscience have the potential twlkeneaching and learning.

It is not yet widely appreciated that a lifestglearacterised by engagement in
activities of an intellectual and social natureassociated with slower cognitive
decline in healthy older adults (Scarmeas & St@003; Stern, Habeck, Moeller,
Scarmeas, Anderson, Hiltogt al., 2005; Whalley, 2001). Activities that involve
effort and challenge contribute to resculpting atengthening neural networks
(Calvin, 1998; Cohen, 2005; Diamond, 1988, 2001;ldGerg, 2005; 2009;
Greenfield, 1997; Lucas, 2001; Robertson, 2000)cmpelling new evidence from
biological research and functional neuroimagingthis above-cited researchers and
others, is challenging the widely-held view thaigeibive aging is a process of
inevitable mental loss. The lifelong potential feeurocognitive reorganisation is one
of the most important new areas of research in itegmeuroscience, holding out
the possibility of increased wellbeing:

“transforming life in old age by preventing or ev@versing the damage to

cells implicated in mental decline.” (Whalley, 20(.1)

Many lifestyle choices contribute to cognitive ikaincluding learning. One of the

key aims of this thesis is to draw attention testhasights, which have the potential
to shift learning from a peripheral activity to are one, every bit as important to
wellbeing. This section gives a brief overview ofree of these key areas which have
the potential to transform older lives. These w#l explored in more depth in the
literature review in Chapter 2.

1.5.1 Neuroplasticity

Neuroanatomist Marian Diamond was an early piomméereuroplasticity research,

and was one of the first scientists to challengertteived wisdom of the day that
“loss of dendrites was an inevitable correlatehef &ging process.” (Diamond (2001

final para.). Her groundbreaking 7-year study (Doaah, Lindner & Raymond, 1967)

provided statistically significant anatomical diéaces in animal models from birth
to old age, dependent on environmental stimulationthe 1990s an extensive body
of research with the benefit of new technology &odthan subjects confirmed that



the human brain is plastic: this means it can ajlgi change and rewire itself in
response to stimulation and learning:

“.the brain’s ability to grow new neurons is oné tbe most exciting
discoveries in neuroscience and a dramatic reaspomdtimism about the
brain’s potential in the second half of life.” (Garhy 2005, p.13)

Neurobiological studies have revealed that chemicalch as dopamine and
serotonin which raise mood, also produce highegleof acetylcoline, a chemical
required for learning. These brain chemicals ameshed in our neural networks,
and far from obstructing clear thinking, the emo$sidhey create are the vital rudders
guiding human judgment and action (Cohen, 2005; &am 1994; Damasio &
Damasio, 2006; Davidson, 2003; Dirkx, 2008; Goldh&001, 2009; Kotulak, 1997;
Johnson & Taylor, 2006; Wolfe, 2001, 2006; Zull02D The long-held belief that
emotions interfere with learning has dominated atlon and western thought for
300 years and this has been shown not to be tlee As®, chemical messengers are
not only in the brain, but distributed throughohkié twhole body by means of the
endocrine system: biochemical change “at the recdgtel is the molecular basis of
memory” (Pert, 1997, p. 143).

1.5.2 Overlapping circuitry

Arguably, the researcher who has made the mostfisart contribution to
knowledge concerning the entanglement of emotiar @gnition is neurologist
Antonio Damasio (1994). He is now collaboratinghnetducational researchers, such
as Mary Immordino-Yang (2007), a cognitive neurestst, educational
psychologist and teacher, to study the emotionsacthl interaction during learning,
motivation and creativity in classrooms. In a réaauthored paper, they stated:

“The aspects of cognition that are recruited mosavly in education,
namely learning, attention, memory, decision malking social functioning,
are both profoundly affected by emotion.” (ImmohMang & Damasio,
2007, p. 7/8)

Learning as a source of generating positive emstamd improving quality of life
was investigated by Jamieson (2007), which involtggping into older adults’
feelings about learning. However, learning as as®of pleasure is different from

using emotions in the classroom to improve theniegr process in the ways
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suggested by Immordino-Yang and Damasmd(, 2007) - an issue as yet, not
widely understood.
From their research results so far, they believe:
“Simply having the knowledge, does not imply thattudent will be able to
use it advantageously outside of schoddid., 2007, p. 9).
Because older adults are likely to be familiar wiathys of learning that underplay
emotions, those who return to formal learning cad ap in a double-bind. They
may expect or feel more comfortable being taugta farmal way, and be less open
to more participative methods which could make nesy more memorable and
enduring. However, even if older students are djpenew ways of learning, and
even desirous of learning differently from the pastiny educators are not well
informed about the nature of the entangled relahgm between the constructs of
emotion and cognition, or even if they are, they ansure about how to go about
leveraging this relationship within the classrodrhe researchers’ aim is to clarify
this issue.

“Our hope is that a better understanding of therol@ological relationships
between these constructs will provide a new basisyhovation in the design
of learning environments.i{id., p. 3)

1.5.3 Emotional intelligence

Emotional intelligence is also a relatively new cept which has filtered into the
vocabulary of educators since the publication & ook with the same title by
psychologist and science reporter Daniel Golem&93)L It appeared during the
‘Decade of the Brain* this was the designation given to the 1990sh& WSA, to
raise the profile of the brain research (Jones &dédl, 1999), and led to a flurry of
writing. Goleman drew on a broad range of findifrgsn affective neuroscience and
psychology, in which he described how emotions wegilated, and how human
beings could express, develop and capitalise on ititellect, in modes other than
the dominant logical-mathematical/verbal reasomags of thinking.

Traditionally, logical-mathematical and verbal geaing were used, almost
exclusively, to predict success and define ‘ingeltice’ by psychometrics (1Q tests).
Influencing Golman was the work of Harvard psyclgdo Howard Gardner
(1983/1993) who had developed his Multiple Inteliges (M) theory,



controversially redefining the concept of 1Q. Hedadhe case that human minds are
highly differentiated entities and it is fundamédigtanisleading to think about “a
single mind, a single intelligence, a single prableolving capacity” (Gardner,
2003, p.13). Gardner’s fresh perspective acknovelddiipat people have different
cognitive strengths and contrasting cognitive styénd this opened up the concept
of intelligence to a new wave of thinking. His Mieory reflects one of the best
known attempts to put cognitive research and coaswist philosophy into practice.
Two of his named intelligences, which | regard astipularly important to older
adults, are intrapersonal and interpersonal igesfice.

“The capacity to know oneself [intrapersonal] and know others
[interpersonal] is an inalienable a part of the lannsondition and it deserves
to be investigated.” Gardner, 1983, p. 243)

Something similar is suggested by Gene Cohen (2@@®)er director of the Centre
for Ageing, Health and Humanities at George WadbingJniversity, who wrote
extensively on the awakening of creative potemidater life, in terms of afiinner
Push” (Cohen, 2005, p.31). He did not mean doing setgtisuch as, writing,
painting or music, but something more profound:

“The point is that creativity is the process ofniging something new into

existence - and novelty is everywhere you look.1{9)

This would suggest that if the goal of developingdents’ intrapersonal and
interpersonal intelligences permeated classroomkter life, this would have a
profound transforming effect on the experienceeafiing.

Developmental aspects of being human have inesxtestsearchers since
studies of the mind began and good teachers havayslknown the power of
empathy and have used this knowledge instinctiteetgach in ways that engage and
motivate learners. Yet this aspect has not beeangwuch prominence in traditional
teacher training, with the emphasis solidly on tretional mind. However
Immordino-Yang and Damasio (2007) concluded:

“When we educators fail to appreciate the importanicstudents’ emotions,
we fail to appreciate a critical force in studerksirning. One could argue, in
fact, that we fail to appreciate the very reasat students learn at all.” (p. 9)
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1.5.4 Summary

This introduction to neuroscience research hasigedva brief overview of the
impact of enriched environments, the entanglemérgnootions and thinking, the
concept of emotional intelligence and multiple iigences which have relevance to
the “Inner Push” in later life. These new insiglate important to educators. Pat
Wolfe (2005), an expert in translating current mesgrence into educational practice,
stated succinctly:

“There are many tenets we are learning from neigose that have direct
application for the classroom and would make usuwechmmore scientific
profession.” (Wolfe, 2007, video clip, final 15 secls).

1.6 Learning in Later Life at University of Strathclyde

In this final section, | provide a brief resumetbé background of the programme
where the research took place. In 1987, a clutctiagtime classes targeted at older
adults, was set up within the Department of ComtigtEducation (as it was then
known) of the University of Strathclyde, and duetheir success, the University
agreed to a fund-raising campaign for the creatiom Senior Studies Institute (SSI).
Through the efforts of a ‘champion’ professor ahd programme’s director Lesley
Hart, the SSI was launched in 1993, with a remitoffer a range of learning
opportunities to older adults, including voluntgepjects, skills training for job-
seekers, collaborative research, and links to adhganisations in the field of ageing
and education (Withnall & Percy, 1994).

Currently, the Learning in Later Life (3Ls) prograe is the only one of its
type in the UK (Phillipson & Ogg, 2010) with paiditbrs and dedicated fully
equipped classrooms. There are around 150 class@dnars and workshops which
attract over 3000 registrations each year. Therprome aims to provide “quality,
accessible and enjoyable learning” (Learning ineLdtife, 2010-2011, p.1). Hart
was strongly influenced by the views of John Dewsncerning “interactive
learning, the accommodation of diverse learnindestand the value of experiential
learning” (Hart, 2001, p. 21).
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With over a hundred part-time tutors from a widaga of backgrounds,
tutors are encouraged to attend on-going seminagglore adult learning theory in
relation to their own practice. | have been invdive this aspect of the Centre
because of my teaching background, ongoing acadeamd professional
development in adult learning, and my belief in ¥aie of communities of practice
(Wenger, 1998). | find this a useful practical aggmh to knowing and learning -
engaging in joint activities and discussions, hmjpieach other and sharing
information.

1.7 Conclusion

Given the growing number of older adults and thigedtoward ageing well, this
chapter has sketched the background issues:
» the changing demographic profile
* national responses to the increase in the oldeulabpn and identification of
the wider benefits of learning;
» the lack of policies for learning in later life cpersistence of ageism;
» awareness of older adults’ untapped ‘mental capital
* recent neuroscience insights which are reshapitigfbabout later life and
cognitive health;

» a brief profile of the research site.

Through investigating the preferred ways of leagnari a sample of adults, there is
the potential to gain a better understanding ofesypf fulfilling classroom
experiences. Although this group is not represemtaif the general population, they
are part of an established learning community and ihoped the study will
illuminate some of the issues concerning develgpingproving and broadening
learning opportunities.

The next chapter looks first, at studies on leaymn later life examined prior
to the collection of the empirical research andais in the literature; second, gives
an overview of relevant developments between 20022911, and finally, provides

an overview of developments in the field of neui@sce and adult learning.
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Chapter 2 Literature Review

2.1 Overview

This chapter has, in effect, two literature revieBgction 2.2 fulfils the need to
cover the literature search which informed the eieedi study. The following
guestions guided the search:

» How does the literature portray older learners?

» How self aware are older adults of having a leayrsityle?

* How flexible are older adults in their approache@arning?

* What kind of meaning do older adults place on leeym later life?
Section 2.3 revisits the literature because of tihe lapse since the study was
carried out. It was important to be able to referntore recent publications and
papers to provide an update where the debate hasgkdnfmrward. Section 2.4
elaborates on the rich seam of neuroscience digesvieeding into adult teaching
and learning. Oxford neuroscientists Szucs and G@osy2007, p. 122) suggest:

“One of the most exciting aspects of educatioralrascience is the ways in
which its new technologies can make unigue camtinins to old questions.”

2.1.1 How the Literature review was conducted
The literature review on the field of adult deveiognt and learning, educational

gerontology, learning styles and learning theocgjuded the following resources:

Education Resources Information Centre (ERIC) dedab

Electronic Thesis Online Service (EthOS)

International Encyclopedia of Education online

Encyclopaedia of Informal Education online (INFED)

Questia Online Library.

The keywords used were: ‘older adults’, ‘active iagg ‘learning in later life’,
‘lifespan development’, ‘adult education’, ‘leargistyles’.

Key resources for the neuroscience search are skeparately in section 2.4.1.



Most referenced papers were accessed online, inglydurnal articles and selected
chapters of several books, available through GoBgteks.
| tapped into various key reports on older adu#arning at the Centre for Lifelong
Learning and my own books on adult teaching anchieg.

Also, use was made of the University’s Faculty diEation Jordanhill Library for
Adults Learninglournal (NIACE, Leicester).

Main international publications searched manuatiime:

Adult Education Quarterly, Adult Learning, Annualeiew of Psychology,
Educational Gerontology, Educational Psychologyeinational Journal of Lifelong
Education Journal of Educational Researcifew Directions for Adult and
Continuing Education, Research in Educataond The Psychologist.

The initial search commenced in 2000 and was oéstrito 1990 — 2001. However,
some seminal studies in educational psychology edetational gerontology took
the literature search further back. Until submgtihe thesis, the search continued for
newly published work, providing primary and secagdsources of information.
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2.2 Literature review prior to empirical research

2.2.1 Conceptual aspects

First, | will briefly outline the concept of agesdlf and critically assess how older
adults have been depicted in the literature to abuaderlying assumptions. How
older adults have been portrayed has been clodledgl 40 the state of scientific
knowledge about the process of ageing, and to wbldex adults are positioned on
the socio-economic and political spectrum. Exangnimese, past and present,
provided a base for my own research because, whatkaowledged or not, the
assumptions educators hold give structure and feempedagogical activities
(Roberts, 2000). The subject of ageing covers ntloaa lifestyle and economics
with a vast array of scholarly literature. BirramdaSchroots (2001) stated:

“Aging is one of the most complex subjects for fams to face and for

science to analyze, and its subjective aspects lvang been reflected upon

and written about.” (p. 3)

It is not within the scope of this thesis to goititespan development, although it is
important, in the context of my study, to have aderstanding of ways in which the
age concept has evolved, as current societal beiigfuence older adults’ own

horizons and educators’ beliefs. The classic dgrakntal psychologists, Freud and
Piaget, regarded development as completed in thmeatove childhood years, and

adult developmental psychologist Erikson, (1968&ciin Sternberg, ed., 1995, p.
162) posited that ‘mature age’ - the final eightage of life, spanned the last 30-50
years. These great thinkers left impressions otedithpossibilities for change which

have lingered on in the “collective unconsciousp.(cit p. 163): they were not

wrong but their theories were incomplete (Sternhear@o5).

The French existentialist philosopher Simone deauBeir (1984), best
known as a feminist theorist, also set about chgiiey the negative inferences of
later life and highlighted the influence of domiha&ocietal groups in keeping these
ideas alive. The tendency to dismiss the expergeacel meanings associated with
later life stubbornly persist in many spheres ahid poses a potential danger
because, while our gender and race are (virtuditgd, we are going to become
older persons unless we die prematurely, and howhwé about ageing as our
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younger selves and behave towards older peopie is likely to shape ouown
future. De Beauvoir put it this way:

“Let us recognize ourselves in this old man othat old woman. It must be

done if we are to take upon ourselves the entoEtur human state.”

igid., p.73)

Cohen (2000) asserted that the current generatiaching retirement age are the
first major population to grow up with positive iges of ageing. They have
probably seen their parents age reasonably weakrms of their physical, mental,
social and financial circumstances and they have:

“ looked beyond stereotypes to glimpse what ssgade in later life. If it can
be good, people are more motivated to give ityegbance to be so.”

(op. cit.p.6)
The extent to which the literature, since the 19388ects this optimistic view will

be examined in the next section by looking at repm¢ations of older adult learners.

2.2.2 Portrayal of older learners over time

The first empirical studies over 80 years ago wexded in experimental work on
‘trial and error’ learning by the founder of educatl psychology Edward
Thorndike Encyclopaedia Britannica Online, Edward L. ThorndiR@09).This was
the era of strong behaviourist orientation wheer#dic objective methods separated
the body and mind, with researchers aiming to éstallaws’ of learning. The basic
guestion the early researchers asked was: codler @dults learn at all? Many
hundreds of studies were undertaken to examindigaiece and ageing, particularly
using timed tests, which created a psychologidafi¢it’ model, which has been
seered into the common consciousness. Howevernidiikerleft an important legacy
of research, which continues with ongoing stude® ithe effects of ageing on
cognition and memory.

Psychologists’ investigations into this area (neith many joint studies with
neuroscience) have produced a body of work, witta deom large-scale, cross-
sectional studies, now suggesting that cognitivlss#io not “all go together when
they go” (Rabbitt, 1993, p. 385). Patrick Rabdittmer Director of the Age and
Cognitive Research Performance Centre at the UWsityeof Manchester, and his
team have contributed greatly to an understandinigeocomplexity of memory and

learning:
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“....changes are confounded with the accumulatiora difetime store of

information, procedures, and skills, with changesmotivation and in

physiological and mental well-being and with indival differences in the

complex ways in which diverse genetic legaciey pgleemselves out over

very different life experiences.”

(Rabbitt, 1993, 19th Bartlett mermablecture, p. 386)

In one of his studiesof.cit, cited in the lecture) 564 individuals aged bewe&0
and 79 years were compared on a self-paced, redctie task and it was found that
age only accounted for about 9% of the overallataom between individuals. The
most interesting effect of age was not that it Iegeaverage scores, but, rather, that
variations in ability between the highest and lowssoring individuals steadily
increased with the ages of the groups sampled amiadysis showed a sensitivity to
the heterogeneity of older adults and the complert how various cognitive
abilities were affected differently by the passagfetime. Although Rabbitt's
research is in the positivist tradition and rootethe scientific method, his approach
demonstrated a different set of assumptions abidet ¢earners from Thorndike, as
his subjects were portrayed as malleable, vulnerabiman beings whose learning
abilities were subject to a whole raft of othendas.

American social gerontologist and psychologistWarnen Schaie (1994,
cited in Fisher, 1998), renowned for his work oe rge Seattle Longitudinal Study
(1956-2005), has cited a long list of variablest theovide positive influences on
cognition and reduce the risk of cognitive declineold age. These include being
free of cardiovascular and other chronic diseagesd environment; above average
education; work activities involving complexity anballenge and ongoing educative
activity. The above studies have the potentiahftueénce practitioners’ beliefs about
older learners.

The first literature of a practical nature emergedhe USA in the early
1970s, with the establishment of the first graduategramme on the topic of
educational gerontology by Howard McClusky [190B2 an innovative emeritus
professor. Educational gerontology looks at oldéults’ further growth, learning
capabilities, ability to change and improve, anslcdver new talents. McClusky’s
own passion for learning, as he grew older, drew to this subject (Merriam &
Caffarella, 1999). In 1973, he presented a keypaiger to the 1971 White House
Conference on Aging



“Education is itself essentially an affirmativeterprise and...is based on the

assumption that it will lead to something bettar the lives of those

participating.” (McClusky, 1973b, cited in Hietres 1981, p. 212)
McClusky presented a rationale for learning in rldiee based on four important
needs — coping, expressive, contributive and infiee(McClusky, 1971, cited in
Hiemstra, 1998). This was a strong portrayal ofeplddults as proactive learners,
seeking out courses in, for example, fitness, straanagement (coping), Spanish,
local history (expressive), doing volunteer workhwa charity (contributive) and
being an active member of a pressure group (indeenThis was more than a
rationale — it was a philosophy, a whole way oé.liHowever, it might only be
attainable by people of above-average educatiardlsacioeconomic status (Fisher
& Wolf, 1998). In many respects, this also refle€tshen’s (2000) hopes for the
‘boomer’ generation, of exciting opportunities fpersonal growth and profound
satisfaction with advancing years.

McClusky also had a similar mindset to the infii@nCambridge academic
Peter Laslett (1987), who was to play a pivotalkerah founding the United
Kingdom’sUniversity of the Third AgeBoth had great faith in the vitality of mind of
older adults and firmly believed they were capatflé¢a constructive response to
educational stimulation” (McClusky, 1973bp.cit, Hiemstra, 1981). However, just
how flexible are older adults? While McClusky’s nebdonveys much optimism,
action and energy and may fit a robust, retiredgssor at 70, would it be different
for the same person at 85 or for a recently beceaeeson at 60, or for a 60 year-old
caring for a elderly parent? With circumstancekiar life so variable and subject to
change, how likely are ways of learning subjectchange, to take on different
meaning at different times and in different circtiamges? Adult educator Fisher
(1993) and others have emphasized the importanacgewfng later life from the
perspective of developmental periods, rather theaa aingle time frame or on the
basis of chronological age.

The developmental model highlights the older adslan adaptive or creative
problem-solver, dealing with change and searchamgpfactical solutions. With this
model, the educator does not produce neat answetsgexplores ideas, trusts
people’s integrity and helps learners find theimowight’ answers. This implies a
constructivist perspective, with knowing an adapctivity (von Glaserfeld, 1995):
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it means thinking of knowledge as a kind of inveptof successful concepts and
actions aimed towards precise purposes, and iogmad to the notion of the
adaptation theory of survival (Darwin, 1859), exged to include the goal of a

“coherent conceptual organization of the worldvasexperience it.”
(von Glaserfeld, 1995, p. 7)

A final example of how ideas were developing in W€ was expressed through the
writings of Withnall and Percy (1994ip their review of seven case studies. They
found that the knowledge, skills, attitudes, mee®m@nd commonsense that older
adults had already accumulated, formed the backdifopot the very core of
successful participation. They also believed thatlocating learning in later life
within the developing framework of lifelong learginit would bring older adults into
the system.

In summary, from the above models of older adediriers emanating from
psychologists and educationalists, Thorndike’'s end@928, op.cit., Merriam &
Caffarella, 1999) was of a person failing slowhhil® Rabbitt's (1993) interest was
on the widening gap in performance between indafslas they aged; Schaie (1994,
op.cit.,Fisher, 1998) recognised untapped potential ipfestayed fit and well, and
McClusky (1973bpp.cit., Hiemstra, 1981) held buoyant beliefs about oldkrits’
capacity to learn, Fisher (1993) emphasised dpuadmtal needs at any age, while
Withnall and Percy (1994) suggested using and iogildn past successes. One can
detect from these examples an overall tendencgdgchologists to look at what was
failing and educators to focus on what was gointi. we

Therefore, when it comes to assessing older lesirpertrayal, the current
image appears to be driven by the momentum of lohgalthier lives and the need
to fill a new timeframe. There are some indicatitret ways of learning may change
as life changes. However, little was revealed atbmwt older adults felt about the
learning process itself, being in a classroom agawd if they were looking for new
types of learning experiences. Thus, older learneosces were not much in

evidence.



2.2.3 Recent Research studies into ways of learning
I will now explore how topics were defined and thssumptions and concepts
employed, and in so doing, go some way towards ighray a “methodological
rationalisation” (Hart, 1998, p. 173) for my owrsearch.

Below is a range of research topics publishedducational Gerontology,
from its first edition in 1976 through to 1996, eaNed by Hiemstra’'s (1998)
analysis. The majority were aimed at policy maleerd providers, such as health and
fitness (10.7%), attitudes towards ageing (7.4%dernational themes (6.7%), or
specific themes such as women'’s issues (2.7%) @it s
The categories which could be construed as dealithgways of learning were:

Training and instruction 5.9%
Memory issues 5.6%
Cognitive issues 5.5%
Educational Issues 4.4%
Communication issues 1.9% (Hiemstra, 1998, p. 12

Therefore, only a small number of articles addrésissues involving the actual
learning experiences of older adults.

2.2.4 University of Malta 3" Age Study

The research | have chosen to critique is an istiege comparison to my own
university’s programme and was located at TUmeversity of the Third AgéU3A),
Malta. The study was conducted by Formosa (2008pcal gerontology lecturer,
employed within the University of Malta’'s Europe&@entre of Gerontology. He
adopted a critical Freirian perspective which hgjis many of the contentious
issues around the purposes of later learning. Erthle UK’s U3A, this programme
is run by the University.

The University of the Third Agat Valletta, Malta, (known as the U3E) was
established in 1993 and grew to around 900 mem{28ts of the Maltese older
population). Formosa’s study was a socio-politicatique of the way the U3E
functioned, with a top-down model of instructiondastrong academic control. The
research methods he used were non-participant \aliger, interviews and
conversational probes. The data was analysed throoigversation analysis, drawing
heavily on Freirian philosophy and pedagogy. Theidgt came to the
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uncompromising conclusion that, as a result ofttaditional mode of educational
practice, the U3A failed to act as:

“an archetype of transformative education, bytesanother euphemism for
glorified occupational therapy that is both cona@ve and oppressive.”

Formosa’s claim, however, could be judged as am-staéement, aIthounglsglitical
language legitimately peppers critical theory. Ascdssed in section 1.4.1, age
discrimination is widely experienced in Europe, avdlta will be subject to its
share. However, it is debatable whether membethealletta USE would agree
they were oppressed, as Formosa earlier commendtantany members expressed
their gratitude to the U3E “for giving them a nexase of life” (bid., p. 322).

However, he is not alone in advocating a crit&tahce and drew on the work
of many respected critical educational gerontolsg{gncluding Battersby, 1990;
Cussack, 1997; Gibson, 1986; Glendenning, 1992nd&ening & Battersby, 1999;
Moody, 1987; all cited in Formosa, pp. 319-320)ythhave asked the ultimate
guestion - whose interests are being served byetbleer adult programmes? The
University of Malta opted for a lecture programmewhat Freire would have
described as ‘banking’ education:

“an act of depositing, in which the students dre tlepositories and the

teacher the depositor.”

(Freire, 1972a, pp. 45-46, 49, cited imnkasa, 2000, p. 317).

Formosa’s study was innovative in that it provigedalternative explanation of the
U3E programme, revealing the university’s lack wheaeness of its role to encourage
members to develop their own perspectives. This despite the global U3A
constitution, which stated that members should blpdd to become “agents of
change ... in the field of ageing” (Formosa, 2000322). However, Formosa found
that the predominantly well-educated members weraware of the democratic
aims, and seemed to identify membership with highwbculture and the bestowing
of a kind of ‘university’ status, replacing lostbjadentity. Formosa’s critical stance
fitted Glendenning and Battersby’s critical edumadil gerontology:

‘a critique of the dominant liberal tradition miving a negation that
education for older persons is essentially a aéwincontested enterprise.”
(Glendenning & Battersby, 1990, pp. 22@8;2%ed in Formosa, p. 320)
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Formosa interpreted people’s attendance at USEsysn@tom of the ongoing class
struggle which involved people striving to maintatneir place in the social
hierarchy.

This is an interesting and plausible interpretataithin critical theory, but
what evidence did Formosa gather to substantiadecliims? He talked about
“informal conversations’(ibid, p. 322) but it was not clear whether interviewees
were selected randomly or purposefully, whethey there spoken to in groups and
could have influenced each other’s responses, &rad wonversational probes were
used. Some phraseology in the analysis struck nuaasual. For example, he stated
that most members were against “the idea of progidow standard education since
it would demean the association’s rol&iid. p. 323). Was he talking here about a
class on basic literacy which might attract peofdem lower educational
backgrounds? Without knowing the questions, it n@ispossible to be sure.

Leaving aside the political rhetoric of Formosaisalysis, perhaps his most
important critique, with universal resonance, is bondemnation of the attitude of
lecturers:

“...as if they were the only being in the room who spesses

‘knowledge’....The experiences that older adultsndprto the learning

situation were neglectedib{d., p. 329)

This approach does a great disservice to any stubenis particularly unfair to
older adults who need to link new knowledge to whaty already know, to
assimilate it into their existing mental construct® quote Phil Race (1999), a
veteran educational developer and ‘senior fellofnthe Higher Education Academy

“If we simply concentrate on supplying them [stats] with information,
they are likely simply to try to store this. If veéructure our teaching so that
they are practising, applying, extending, comggrtontrasting, evaluating,
and engaging in other higher-level processes, treylikely to see these
processes as central to the ways they shouldibg teir learning.”

op. cit, p. 4)
Encouraging this type of classroom activity woul along way to breaking down

‘false consciousnesshbid., p.326), without discarding the existing programiéth
widespread participation of diverse adult learndrfias become clear to learning
theorists that there is no one way to learn. Adegtrning is too complex, too
personal, and too context-bound for one theory xplagn everything (Merriam,
2001a). Enforcing one-size-fits-all is:
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“wilfully oppressive when applied to all kinds ptople without regard for
their unique life experiences.Knowledge is socially constructed and takes
form in the eyes of the knower, rather than beinguired from an existing
reality that resides ‘out there’.” (Kilgore, 200Q4.,53)
In a similar vein, writing from a social constrwast perspective, Candy (1991, cited
in Merriam & Caffarella, 1999, p. 293) stated:

“Teaching and learninggspecially for adultsis a process of negotiation,

involving the construction and exchange of perpmralevant and viable

meanings.” (Italics in the original).
Constructivism, particularly social constructionisrauggests that learners are
actively involved in a joint enterprise with teacheand other learners in
"constructing” new meanings and understandingsciwigrow out of these social
encounters. The implications of this perspectivecfassroom practice owes much to
the writings of Vygotsky [1896-1934] (cited in Meaw, 1996, p. 160), who argued
that understanding is inherently a social rathanth biological act.

In the constructivist classroom, knowledge is regfarded as sound bytes of
information, but as a dynamic, ever-changing viéwhe world. Given that so much
is now understood about the importance of indivisll@nnecting what is new to
their existing knowledge, and the role of emotiow gocial interaction in learning
(discussed in section 1.5.2), it does seem remkrkhlat lectures were conducted
without “any possibility for free discussion” (Foasa, 2000, p. 324). Later, Formosa
makes plain his view of the lecture experience:

“The U3E’s ‘banking’ character is especially evitlevhen considering that

the U3E fails to incorporate dialogue, problemipgsand the unification of

theory with praxis in its pedagogical workibid., p. 329)

Formosa’s perspective seemed to lean heavily irogtnpdern direction, which
focuses on the tension between the individual &edsbcial to reveal the dynamics
of power relations. A postmodern stance views kedgé as tentative, fragmented,
multifaceted, and not necessarily rational, witle @rdividual:

“holding different and even contradictory undamtings of a phenomenon

at the same time.” (Kilgore, 2001, p. 54)

As an employee of the university, Formosa was,oof$e, not a detached observer,

but enmeshed in those same power relations.
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The strength of this research was the way it mvagliele the context in which
the U3E operated: for post-work, older adults inclass-conscious society, it
appeared to fulfil a social, rather than an edocatineed. The University possessed
high status, which reflected on the U3A membersl ancritical theoretical lens
identified the power relations that shaped theniesg and maintained the status quo.
By looking at the socio-historic context throughpastmodern prism, it revealed
alternative possibilities.

Formosa condemned the lecturers for failing topprty engage, but his line
of questioning did not pursue the issue of whe#rsr learning actually took place,
leaving some gaps in the data and some assumptiaismay not be accurate.
Perhaps the members used strategies to make the ahdise lectures, through
reading and searching the Internet. Were lecta@esre of constructivist approaches
to learning (von Glaserfeld, 1995) and the conwig@rguments for activation in the
classroom (Race, 1999)? Formosa highlighted thetcmings of the top-down
method of teaching, but essentially his focus wees underlying power inequities
through a critical lens. He referred to the podigibof older adults having their own
learning styles, and to the apparent lack of isteoé lecturers in sensing what these
might be. However, this was not the direction bssiarch was going and he admitted
that the learning styles concept was, in any cdaa, arena totally under-
investigated” ¢p. cit p. 330).

In what ways has this in-depth analysis providesl with a methodological
rationale for my own research? A critical/postmod@erspective is appropriate
where the aim is to expose unfairness, but this meamy intention. What was of
particular interest to me about the Malta U3E stw@g the critique of the teaching
method, along with the missing insight into the rbens’ subjective experience of
learning. The emphasis was largely on concernsdradnat was being provided and
not about how learning was experienced - not jogintive processes, but what it
felt like as an older adult and a social being with

“...a mind, memories, conscious and subconscious d&oriemotions,
imagination and a physical body, all of which natg with new learning.”
(Merriam, 2001b, p. 96)

Formosa’s qualitative methodology (interviews, ocemsations and observation)
allowed U3E members’ views to be aired and his owservations to be recorded. In
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seeking a better understanding of what the expeziex learning is like for older

adults, my emphasis will also be on hearing aduwltéces, as social beings with the
attributes which Merriam cited above, at individwed group level, involving

interpretations of social situations, meaning frauokks, feelings, perceptions,
understandings and imagining. This will require iaterpretivist approach using
direct engagement with learners, which will be dgsed in full detail in the next
chapter.

2.2.5 Ways of learning in U3A groups, England

This next study makes a useful contrast to theWhgfinuctured and controlled formal
programme in Malta. Two years prior to Formosa&sesech, Walker (1998) reported
on a NIACEOIder and Boldessmall scale investigation, using questionnairesctvhi

looked at learning within seven U3A groups locatedEngland. Walker's main aim

was not to critique the groups, but to find out twvas happening in general, and if
many were using the U3A to progress to more forwoakses. This might seem quite
uncontroversial, but Walker remarked on difficudti@rising around the key
‘progression’ issue. Hidden in the concept was r@intantional subliminal message
that the U3A was a stepping stone, and memberddhpragress’ to better things.

The adverse reaction to this question seemedrtriroto me that the U3A
members were like their Malta counterparts - semstb the way they were being
positioned in the social hierarchy. The report eded that the deliberate distancing
of the U3A movement from the trappings of formadyasion - preset targets, outside
evaluation and assessed learning outcomes:

“runs counter to current policy and social treh@d/alker, 1998, p. 16)
Walker warned of the danger of remaining totalconnected and on the periphery,
and reflected on whether the U3A, if it remaineédominantly a leisure concern,
and did not adapt, may turn into a ‘fourth age’argation, bypassed by the newly
retired who may want something more structuredh&es a way of linking into
society would be through intergenerational proje€teen, U3A membership might
be perceived as less as a club, and more as afpba@mmunity resource. A more

radical U3SA agenda would echo what Formosa (20083 advocating for Malta’'s
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U3E members - raised consciousness about how adhidis can influence the world
they inhabit.

However, Walker's (1998) article did not revealytimng about how the
meetings were run in terms of learning scenariast fhat they “seemed broad
enough to satisfy the requirement for mental statioh” (ibid., p. 16). There were
no insights into the ways that produced stimulatBmokfield (1992), warned there
was a risk in responding to learners’ felt need¢hase were not always in people’s
best interests:

“...you also confine people to ways of looking at therld and the habitual

ways of behaving which are comfortable and famii@them. That is not

good education necessarilydp(. cit, p. 12)

Therefore, the U3A, by its humane nature, and esiplan equality between teacher
and taught, must run this risk. This reinforces mpression that actual ways of
learning are often skirted around in investigatidn® 3% Age learning, as if

productive learning happens automatically just ey Yery fact of coming together

with the desire to learn.

2.2.6 Learning styles and learning strategies

My literature search affirmed that Formosa was exdrivhen he stated that older
adults’ learning styles were under-researched.rAfteave sketched a definition of
learning styles and how they differ from strateglewill critique the learning styles
study | located.

Learning styles are often thought of as attribuiles personality traits —
preferring to see something written to listeningaphics and video to reading;
hands-on experience before examining detail; torebisorb ideas before trying them
out; learning alongside people than alone, andrsdrbese ways of thinking about
learning have been developed by a number of rdse@@nd educationalists since
the end of the 1970s, working mainly independerntty create a plethora of LS
models. Also, sometimes LS is used as a synonyradgnitive style. Sternberg and
Zang (2001) posited that cognitive style “is clogepersonality than other types of
style” (p. vii), such as being impulsive or refieet However, one enters the LS field

without a guide at one’s peril.
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My guide was a review of research by Adey, Faitibeo Wiliam, Johnston
and Jones (1999), commissioned @fsted They made it plain that there were no
clear-cut ways to categorise styles. Introducing éview, Adeyet al (1999, p.1)
stated:

“Research on learning styles and strategies it dtiluncertainties and

controversies, and therefore impossible to reagguivocal conclusions.”

As with so many psychological constructs, thereasagreement about a definition,
although LS is roughly understood as a preferreyl efaprocessing and absorbing
material to be learned. What is easier to defina Igarning strategy, which is a
deliberate action which can be applied in a situatbo memorise, manage time or
emotions (Adeyet al.,1999). These can include techniques such as: magaping,
mnemonics, keeping learning logs, taking study Kkeear even listening to
background music. These kinds of strategies begabet promoted in the 1970s
through books, tapes and videos, and now the iieldghly developed with online
‘Learning to Learn’software.

At the forefront of this movement was educator f@uzan (1974, 2000).
He was possibly the first person to realise theptil of the* cognitive revolutiofi
(Semin and Gergen, 1990, as cited in Mezirow, 1998,60), as the neurosciences
began to impact on concepts of learning. Most ewsaaccept that acquiring a
clutch of useful strategies and applying these legtyuwhen learning new things,
will improve performance significantly for most gde. Working in the United
States, Twitchell, Cherry and Trott (1996) offerstiggestions for teaching
technigues and learning strategies, which theymddi were effective in reducing
age-related deficits. They also provided generabejmes for learner-friendly
classrooms, emphasising that these were goodlfages. However, the psychology
studies on which the age-targeted suggestions vased took place in the 1980s and
more recent cognitive ageing data is more sensitvthe confounding variables,
acknowledging the wide variations within the oldsspulation, as discussed in
section 2.2.2.

There is no shortage of books to help adult edusatrganise lessons in a
way that is helpful (Caine & Caine, 1997; Race,29Rogers, A., 1996; Rogers, J.,
2001; Wolfe, 2001, and there are countless frememésources, such as Derek Bok



Centre for Teaching and Learning (Harvard UnivgjsitTeachers Tool Box
(Cambridge Regional College), Theory into Practibatabase (G. Kearsley).
Different people express the principles in différamys, but the main ideas include
these suggestions:

* make the topic clear and memorable using auditodyndsual cues;

» do not overtask working memory;

* introduce activities to aid processing of ideas #&matsfer to long-

term memory.

Many adults will benefit by being encouraged to useemonics, imagery and
concept mapping (Buzan, 1988, 1998; Buzan & Buzi®93, 2000) and to
understand themselves as learners (metacognitibe)r styles, strengths and
weaknesses (Lucas, 2001; Rose & Nicoll, 1998). Tokstic approach seems to
make more sense than trying to counter particul@mory deficits, although
Twitchell et al. (1996, p. 175) would appear to disagree:
“It is essential that teachers consider oldeitaddeclining abilities.”
This gives the wrong message, as all adult clasgdebave people with differences
on innumerable dimensions. Twitchetlal.’s view is also challenged by key ageing
researcher K. Warner Schaie (1990, cited in W@98 p.19), who posited:
“It's possible that healthy individuals who maiimt an active intellectual life
will show little or no loss of intellectual abibis even into their eighties and
beyond.”
Given the heterogeneity of the older adult popata&énd the vast range of subjects,
it is incumbent on providers to adopt a philosofiiat rejects traditional stereotypes,
and the deficit model of ageing with its focus diygical and mental losses, and be

adventurous and exploratory when delivering courses

2.2.7 Learning Styles and the Learning Cycle

Of all the LS models, Kolb’'s (1984) has probablyetvethe most influential in
prompting new ways of thinking about learning (Bkbeld, 1995). Before critiquing
the study | located, which used Kolb’s Learning I&yInventory (LSI), it is

necessary to explain his learning cycle conceptievevoiding becoming entangled
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in his style concepts. Therefore, | will describthrough a research study by English

adult learning theorist Peter Jarvis (1987), tp e benefit of his observations.
Jarvis (1987) used the cycle to research the iteganorocess from a social

perspective, which was not totally new as Freigetjen 2.2.4) and others had done

this implicitly. Jarvis was interested in testiogt the two learning processes which

Kolb posited had to combine for learning to happ&he first was grasping an

experience, and then the cognitive processes tanefl the experience into

knowledge.

His model had four elements:

concrete experienee observation and reflection (reviewirg)

formation of abstract hypothesis (creatirg) active testing in new situations.

Concrete

/ experience \

Active Reflective
testing Observation

\ Abstract /

hypothesis

Jarvis posited that the strength of this modelitayhe fact that Kolb started with
purposeful human beings (not with animals, like biedaviourists). Kolb’s interest
lay in exploring the different ways adults respahde concrete experience. Most
people recognise that there are different typdsarhing, but Jarvis emphasised the
importance of distinguishing between the concepdeéihitions of theorists and the
way people talk about learning:

“If they [people] were asked to explain what thegant by learning they
would do so in terms of memorising informationthin the formal

school. This is a social definition of learnin@ process that has been
labelled as learning.” (Jarvis, 1987, p. 8)

Jarvis posited that learning always occurs withgoeial context and the descriptor -
‘the learner’ - is also, to some extent, a soamstruct, so that learning is not just an

individualistic psychological process, but is aisbphenomenon as well. He stated:

“Learning is a rich social process and to restiicto an individualistic
process of some psychological research is to rahdelisservice.”

Op. cit, p. 14)



However, Kolb’s simple 4-stage cyclical model hasirtuitive logic. His central
idea is that learning and knowledge are intimatelgted and he combined these into
a single definition of learning:

“the process whereby knowledge is created throtnghtransformation of

experience.” (Kolb, 1984, p. 41)

The experiential learning cycle (experieneimg reviewing—, creating» and
testing—) can be started anywhere and is a continuous lHephypothesised that
learning is both an experiential and a reflectiveocpss, and from this, he
extrapolated that there are four forms of knowledgeh linking to the stages: each
learner develops a preference for a certain stageofmbination) and this preference
is their LS.

Kolb’s LSI was a paper and pencil exercise andbksofour styles were
named _‘accommodator’_, ‘assimilator_, ‘divergerand _‘converger’_. Armed
with an understanding of their style, individualewid be able to comprehend better
why they liked some learning processes better dtlhers. For example, one person
might enjoy the concrete experience, but not li&eiewing; another might enjoy
creating ideas, but not enjoy trying them out, aodon. LS raised awareness of
adjustments to ways of learning to increase sucdessthe teacher, the challenge
was to create lessons that moved through the eyaleadid not miss a stage.

Jarvis (1987) went on to produce a more compledehof learning, with
nine potential responses to concrete experiencehwimcluded social and emotional
dimensions. However, it is not necessary to gothi®here. It suffices to say, Jarvis
posited that adult learning needed to be understoodh more as a socially
embedded and socially constructed phenomenon, degrure cognitive processes.
However, Kolb’s learning cycle, because of its ime simplicity, has endured as a
helpful way of enabling practitioners think abougrtain stages in processing
information.

In the UK, Honey and Mumford, in 1986, developlkdit own version using
Kolb’s cycle (see Appendix 9), but with four sinf@d styles in everyday language,
as opposed to Kolb’s more convoluted conceptuaoates (mentioned above):

activists (experiencing), reflectors (reviewing),
theorists (creating) pragmatists (testing)
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For approximately 25 years, the H&M LSQ has beedelyi used in the UK in
educational and training settings, to develop sitgleand professionals’ LS
awareness. Like many educational tools developetepeandently, little critical
research has been done, apart from the major €hffiéoseley, Hall and Ecclestone
(2004) review. However, it has demonstrated higie fealidity, and H&M make no
claims that the LSQ is a psychometric instrumeunt,dimply a development tool. To
that end, they have compiled norms and other ttatis

“for a target population of trainers/helpers arad for statisticians... to help

interpret questionnaire results” (H&M, 2000, p-B8.
2.2.8 Commonsense view of learning
As a counterpoint to Kolb’s theoretical views oéreing, it might be apposite to
draw attention to a useful piece of research chwig some time ago by Salj6 (1979,
cited in Candy, 1990, pp. 35-36) who asked adullesits: “What do you actually
mean by learning?” Their commonsense responsesntellfive main categories,
summarised below:

1. Learning as acquiring information or ‘knowiadpt’.

2. Learning as memorising - transferring informatirom outside
into the brain to be able to reproduce.

3. Learning as acquiring facts, skills, and methibét are useful.

4, Learning as abstracting meaning. Here the dejotive concept
(implied in 1-3) is replaced by a reconstructivee, and learning
events and material are seen agawematerialsfor learning.

5. Learning as interpreting aimed at understandighe five
definitions, this is the most complex and linkshvthe learner’s value
system and the outside world.

Items 1 to 3 were relatively unsophisticated vi@k¢earning as something entering
one’s head from outside. Iltems 4 and 5 took intmaat the 'internal or personalised
aspects, which are seen as thinking one does &r dvdunderstand the real world.
These working beliefs will make for useful compans with views of learning that

arise in my own research.
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2.2.9 Learning preferences among older adults

In Georgia (USA), Truluck and Courtenay (1999) set to explore if they could
detect a particular pattern of learning styles agnoider adults, with the aim of
helping teachers work with older adults. This wagely unexplored territory, but
two previous studies had led to conflicting res{avenport, 1986; Delargy, 1991,
op. cit.)Kolb’s LSI was chosen and the sample consisted2@fvlomen and 50 men
divided into three age-groups 55-65 (23%), 66-@Pg¥land 75+ (31%). They were
recruited from community education and LearningRatirement groups, church
groups,Elderhosteland residential homes: they were predominantiyl eelicated
and economically advantaged, which is a familiaeollearner profile (Merriam &
Caffarella, 1999).

The results found no relationships between LSepeeice, gender or age. Nor
was LS related to educational level. This confirthe basic premise of the LS
construct, that it is not related to 1Q score —hhand low achievers can have
identical LS profiles. They also found the respamdestyles were fairly evenly
distributed across Kolb’s four constructs, withgistly fewer in the Converger
category. While the Kolb’s learning cycle has atuiive logic, his styles are
complex combinations of concrete or abstract thigkand active or reflective
processing. The Converger style is a mix of abstcaoceptualisation and active
experimentation. Working out exactly what this wbuahean in terms of teaching a
particular subject is not clear. Similarly, clainmeade concerning common
characteristics for a group as diverse as oldeltsadan only be very tentative.

However, the authors recommended that no singlehieg method is used,
which is in line with Brookfield’s (1992) exhortah, for adults in general, to use “a
mix of different methods” (p. 13). With the congtta on working memory for all
learners, and evidence that classroom activatioms gowerful aid to learning (as
discussed in section 2.2.6) teachers who ensuexr @ddrners are involved in the
active part of the learning cycle are helping pedparn. This, of course, is one of
the key reasons behind discovering one’s LS, tadasmaining stuck at a particular
stage in the cycle.

Missing detail in the study, as far as one cal wels confirmation that the
LS was accurate. If this was not done, then the fadidity of the questionnaire
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could not be affirmed. Also, there is no detaihofv the LSI was administered, and
how much discussion was done beforehand with thedieerse groups. This would
have a bearing on how the questions were integhratel answered. However, the
authors, commenting on the application of LSI, wrot

“.it Is a technique to get learners involved he tlearning experience, to get

them interested in their own learning, and it isthhod to guide educators in

using a variety of approaches.” (Truluck & Coudg,op. cit.p. 234)
Thus, | can conclude tentatively from this limite8 research with older adults that
it appears to generate a drive towards more imtdgeéeaching and learning. The
lack of research may be because of the consideeffolt required to understand the
constructs, interpret results, and help a lay ausiemake sense of them, plus the
guestionnaire cost. Add to this, the “uncertaini@sl controversies” alluded to by
Adeyet al (1999, p. 1), and researchers may have shied.away

In contrast, Peter Jarvis (1987) used Kolb’sneay cycle for creative theory
building and H&M (1986) embraced it as a steppitans to developing their own
simplified LS model. Using a questionnaire in theanmer that Truluck and
Courtenay (1999) suggest, requires further invastig and H&M’s version may be

a more practical instrument.

2.2.10 Summary of Key Findings in Section 2.2

The questions which guided the literature searatewe
» How does the literature portray older learners?
* How self aware are older adults of having a leaysityle?
* How flexible are older adults in their approache@arning?

* What kind of meaning do older adults place on leayn later life?

As far as the first question is concerned, conoeptof older learners are changing
with extended longevity and a new timeframe of poldses. Science is also
revealing a new perspective, highlighting the adhitity of older adults, (Cohen,
2000; von Glaserfeld, 1995). The emergence of aaunad gerontology (McClusky,

1973) with its positive philosophy, emphasised Heavning can play a decisive role



in helping people adjust, find a means of self egpion, contribute to the
community and help shape society.

This vision of older adults as fully integrateddaparticipative members of
society has not been realised. They are not a hensogis group and their lifetime
of experiences conspires to influence cognitivéeciive and motivational states
differently, in ways unconnected to age (Brookfjek®95; Rabbitt, 1993; Schaie
(1994, cited in Fisher, 1998). Despite this, therditure has tended to portray older
adults, as if everyone over 50 is at the samestdge - whether male or female,
highly educated or not, immigrant or not, able-leodor not (Beatty and Wolf, 1996;
Fisher, 1998; Glendenning, 2000; Jarvis, 2001).

Limited funding in the UK for research in thisllemeans that current studies
have concentrated on the concerns of policymakes @roviders, with little
attention paid to how people experience learnimgl, whether they have benefited
from the ‘cognitive revolution’ and active teachimgthods (Race, 1999). Also, little
is known about older adults’ learning styles amxibility in learning. The Georgia
research indicated that a LS questionnaire is aiusml| to help people think about
how they learn.

There also appears to be an assumption that opessan enters a classroom,
learning just happens. Formosa (2000) revealedUB&t members seemed happy to
file into lecture halls, sit quietly and listen. ¥/this their preferred way of learning —
patiently receiving ‘deposits’ from lecturers, aseife (1970/2000) would have
described it? Or was this really about minglingheg University and maintaining a
feel-good factor, or a mixture of both? Similarlfhe English U3A study
demonstrated how feelings ran high when the feeldgactor was threatened.

Candy (1991) wrote that teaching and learningosud negotiation, building
and exchanging useful meanings, while Jarvis (1@&&cribed learning as a rich
social process. Put these together and, as edsicaterneed to know more about
ways of connecting, communicating and negotiatmthe classroom, so older adults
can maximise the gains from time spent togetharotlher words, we need to know
more about the kinds of learning experiences which generate the greatest
satisfaction, intellectual stimulation, emotionalfifment and focus on older adults’

best interests.
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2.2.11 Aims of the study and research questions

Based on the findings from the literature revievabdve, and the gaps identified in

the existing literature at the time of planning regearch (2001), the following aims

were identified for my study:

. To explore preferred ways of learning and commating in adults attending
later life classes;

. To determine the learning style preferences sémple of older adults and

examine any emerging patterns;

. To explore the participants’ understanding ofrigag and what it means to
them
. To develop a clearer picture of changes in leaystyle over time, flexibility

in learning, tolerance of a mismatch,;
. To explore the links between emerging neurobickigresearch on adult

learning and learning in later life.

Research Question

In line with the above aims, the main research tjueshe study aimed to investigate
was:

What kinds of learning styles and modes of commatiait do older adults prefer to
use in later life classes and how do these fit wtbent insights into neuroscience

research and enhancing adult learning?

Based on this, the following sub-questions werestiged:

What kinds of profiles would a sample of older &lpkoduce using learning styles
guestionnaires?

How do older adults think about their own expereit learning and what it means
to them?

Do learning styles and flexibility change over time

What kind of actions are taken if there is a misthabetween preferred way of
learning and teaching style?

What are the intersections between best practineadult learning and current
neurobiological discoveries and how might they iotga learning in later life?
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2.2.12 Intended outcomes

| hoped that this study would shed light on fornidearning that are particularly
apposite for older adults, bearing in mind thatrewy is a rich social and emotional
process, and that a class offers a unique opptytimibring people together, not
only to learn from the tutor, but from each oth@&nere is much agreement that
learning has the capacity to shape and enhancdepedipes beyond the classroom
situation, supporting intellectual growth and cdmitting to a greater awareness of
personal strengths and agen@ere is no one right way to learn All the same,
learning may be enhanced if educators adjust tle@iching to align with best
practices in adult education and current neurobiodd discoveries about how the
brain functions and the type of learning scenavbere people thrive. Then, later-
life learning would make a significant contributidm helping people manage life

changes that can accompany the ageing process.
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2.3 Literature review: 2002 — 2011

This section highlights more recent literature elevance to this study. Various
contemporary UK reports were introduced in Chafiterthe discussion documents
of Scotland’s Futures Forurf2007, 2009: section 1.2.1), thiiversities UK Study
(Phillipson & Ogg, 2010: section 1.2.2Jhe Inquiry into the Future of Lifelong
Learning (IFLL) (Schuller & Watson, 2009: section 1.4.1), togetivéh European
Commission reports (2007, 2010: section 1.3.1) otivea ageing. The documents
reflected increasing awareness that the changingodephic profile requires, not
only policies extending working life, but initig&s at all levels of governance,
embracing active contributions to society by ol@elults, through volunteering;
community and civic engagement; family caring amtependent living.

2.3.1 Active Ageing and Lifelong Learning
Despite all the reports, the contribution learntag make to maintaining mental and
physical wellbeing does not yet carry much weigathough The Learning
Revolution DIUS, 2009: section 1.3.3), tHELL reportWellbeing, Happiness and
Lifelong Learning(Field, 2009c: section 1.4) and tReresight Mental Capital and
Wellbeing Project(Kirkwood et al, 2008: section 1.4.2), all made the case, in
different ways, that society loses out if older lkglare not strategically supported in
maintaining active engagement with the outside avorl

The European Commission has propose 2012 asBheopean Year for
Active Ageing"put it remains to be seen if this makes a redémihce and moves
the lifelong learning agenda closer to centre stageall older adults. The major
recommendation oThe Inquiry into the Future of Lifelong Learnir{&chuller &
Watson, 2009) of a new model of the life stagesh entitlement to learn at each
stage, does not appear to have had an impact aticerget. The need to reduce
government debt in the wake of the global bankingic of 2008, subsequent job
losses and high youth unemployment are likely teel@ayed a major part in this.



2.3.2 Recent overviews of the field of educationgkrontology

As far as the studies into later-life learning emecerned, there have been two useful
reviews — one from the United States (Chen, KimpM& Merriam, 2008) and one
commissioned by the UK-based Association for Edanatind Ageing [AEA]
(Anderson, 2008). Chemt al. (2008) reviewed five mainstream adult education
journals from 1980 to 2006 and identified only 2@erical studies in the 93 articles,
and found that most focused on academic discouosepolicy issues. They
concluded that article content lagged behind whatakeady know about the range
of cognitive and physical capacities, developmeneg¢ds and interests of older
adults, and suggested that much of what is acthalypening is not being captured
in studies or widely disseminated. They also suggethat the portrayal of older
adults painted too rosy a picture of successfuhiag.

The authors eliminated gerontology-specific jolsrfeom the review, such
as Educational Gerontologyso it was not a complete picture of published kwor
Perhaps this was the reason the critical writinigsanlier scholars (Battersby, 1990;
Gibson, 1986, Moody, 1987, cited in Formosa, 2600lipson, 2000) were missing.
However, it did single out Glendenning (2000) asgaestioning voice who
challenged the assumptions underlying later legtnincluding over-reliance on
anecdotal evidence of its beneficial effects. Tladso added authors of books on
later life, including the New Zealand educator,aBrFindsen (2005) who has spent
time researching in the West of Scotland among ymmddeged older adults, and
when referring to participation in learning, stated

“It is not realistically attainable for the vastjuarity of seniors who live in a

myriad of social and material conditions, somdeydepressing.” (p. 21)
Perhaps the article writers reviewed by Chkeal. (2008) can be forgiven for having
a blind spot regarding diversity variables amongdeoladults. Possibly, this was an
unconscious attempt to make up for the former ianrie@d of negativity surrounding
later life (De Beauvoir, 1984; Frieden, 1993) ahé pervasive belief that “older
adults cannot sharpen and broaden their minds” (Meh) 2003, p. 645) . However,
it is certainly right that educators move on frammking in terms of the older adult
population as a homogeneous group of eager leaanersecognise that many older
adults are marginalized, with marked inequalititaczess for the least advantaged.
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To digress slightly, at national level these inadies are incompatible with
the Scottish Government’s goals, which emphasise ithportance of lifelong
learning, not only as a vital factor in economiogperity, but also as a way to
achieve, “social justice, stronger communities amate engaged citizens” (Scottish
Government, 2007, p. 6). It is known that partitipa in learning in Scotland is
slightly below the UK average in respect of agejcwhField (2009d, p. 15) has
pointed out should be a cause for:

“significant policy concern given (a) what is knovabout learning as an

inhibitor of cognitive decline and (b) future Stishh demographic trends”.

So, for those individuals who have missed outexarti life especially, ways need to
be found to draw such people into learning withibeihg made to feel patronised, on
the one hand, or pressurised on the other.

To turn to the second review in question, &teA review (Anderson, 2008)
was useful in scoping the shifting landscape oetrlaife from a European
perspective. Among other things, it drew attentiorthe need to change attitudes
and perceptions about ageing and the continuingaiypto learn. This highlighted
that ageism still lingers, even in the academic msarch community, where the
field is not generally acknowledged. Anderson gisanted out that learning and
teaching methodologies remain under-explored andutip understood. It was also
stated that, with the exception of NIACE and sonmueoRean projects, there were
few examples of learning practices, which was aso experience in my original
literature search. However, there are two studiesfgerent ends of the spectrum of
later-learning research which highlight the divigra the field.

2.3.3 New research directions on learning in latdife

The first study addressed largely unexplored tayrit the disadvantaged referred to
in the previous section. Hodkinson, Ford, Hodkinaad Hawthorn (2008) forged an
interesting way to explore this issue, with theatian of a new model of retirement.
In a nutshell, the authors suggested:

“.. retirement itself is a process lbbécoming and learning is an integral part
of that process - not something separate fronfap’ cit, p. 177)



This rejected the ubiquitous ‘learning as acguisitmodel for a ‘learning as
becoming’ model. The research was part of a majoalitative empirical
investigation calledLearning Lives: Learning, ldentity and Agency ire thife-
Course involving four UK universities and funded by tBRSC and part of their
Teaching and Learning Research Programn@er a three year period, 528
interviews with 117 people aged between 25 and8W place. Hodkinson’s team in
Leeds focused mainly on older learners.

They posited that voluntary organisations, leisuiented groups, religious
groups, social welfare agencies and public helpmencies may be able to provide a
better sense of fit for a considerable number deokldults in retirement. These
contexts are what Hodkinsaet al (p. 181) have identified as “learning cultures”,
which should be encouraged to bring into their fold tleesl affluent and less
privileged:

“We need to work to increase the richness of legrncultures that

disadvantaged retired people can and do partipatfand] improve the

richness of retired peoples’ social interactiorfgpg. cit)
These sentiments reflected some of the ideas esguenore than a decade earlier by
Withnall and Percy (1994), writing about an apptosx good practice. Rather than
adopt an equal opportunities approach (everyonle aéntical opportunities), their
recommendations encompassed the ethical notionswofan dignity, human
potential and fairness, which recognised, as didikitsonet al. (2008), that the
relationship between dispositions, personhood eathing is predictably complex,
encompassing quite different personal and soadialioistances, leading to different
types of learning.

Recent intergenerational community projects in t&od, created by the
distribution of micro grants (McKechnie, 2009), bawalso been remarkably
successful in this respect, managed independeptobhmunities, local authorities
and charities (Elvin, 2011). lllustrated local rego can be viewed at
http://www.scotcip.org.uk/Local_Projects.html. Elvi (p.14) remarked on the
contribution of older adults to such ventures:

“the older adults involved have made genuine dgoutions to regeneration of
their communities in partnership with young pedple
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Learning cultures of the type described by Hodkngt al (2008) and
promoted currently in Scotland (Elvin, 2011) creae win-win situation for
communities, children and retired people — andndtely, for society, with greater
social cohesion, less dislocation, and increaseltb&irg and happiness. Although
my research did not address the issue of disadyashtadults, it is an important
development in the field of later learning. Hodkinset al’s work is an
acknowledgement of diversity, and of the humarpigrsonhood and learning needs
in a little researched area, in which the olderltadare often loosely (and wrongly)
categorised as non-learners. However, this is apg@at high risk of prolonged
chronic mental and physical ill health and a dwimgliquality of life (alluded to by
Findsen, 2005), with accompanying high healthcastsc

The other study at the opposite end of the legroontinuum explored the
contribution of studying to the elusive concept ‘gfality of life’ in retirement
(Jamieson, 2007). The target group attended foextah-mural classes at a London
University college, with just over half possessidggree level qualifications.
Questionnaires were followed up by in-depth in@ma exploring links between
quality of life and studying. The results illuswdt that education at this level
enhanced quality of life in different ways for @ifent individuals. For some, it was
the experiential benefits of attending classesJevfor others there were personal,
value-laden, affective and emotional reasons, katall the processes and outcome
made time spent learning seem like time “well-spgmt22).

To summarise, | have highlighted ways practicdicgoon lifelong learning
needs to be enacted in terms of wellbeing and rheaaital, not just work. |
highlighted the key observations of Chan al.’s (2008) review which extolled
researchers to open their eyes to heterogeneityireagplalities. From Anderson’s
review (2008) | selected two research studies whictke new ground - Hodkinson
et al. (2008) and Jamieson (2007), which illustrated emds of the spectrum within
later learning, from community regeneration to gtug at an advanced level.

In the next section, | will briefly outline the pact of the Coffield Report
(2004) on the learning styles debate, followed @ang's (2003) holistic theory of
knowledge and adult learning, before the final isecton the latest research

encompassing neuroscience and adult learning.
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2.3.4 Learning Styles developments

In sections 2.2.6 and 2.2.7, | provided an ovenaéwhe influence of Kolb’s (1984)
learning cycle and the stages of learning whiclatfyeinfluenced theory building
and learning styles in practicd also described how Kolb’s ideas were succelysful
adapted by H&M (1986). However, for some time léagnstyles have been
contentious and the debate came to a head wherl@&f al. (2004) were directed
by the Learning Skills Development Agency (LSDA)canduct a systematic review
of the 13 dominant LS models in further educatifime evaluations all encompassed
the same aspects and the report claimed that st anstruments were unreliable
and invalid, which evoked a rigorous response aniddollowers (Burnett, 2005,
Cheminais, 2002, as cited in Raynor, 2006; DunnQ420Evans, Cools &
Charlesworth, 2010; Reid, 2005). Raynor (2006) meéel the usefulness of learning
styles by positing that, when used in well-congdeways, the concept was an
essential feature of personalised learning.

Subsequently, Race (2010) has suggested thatingastyles are best
regarded as different ways that individuals resptmnthe main factors underpinning
successful learning, thus freeing up learners ffealing trapped in a ‘style’ that
predetermines how they go through learning prosed$8ace, in fact, has created his
own model of learning (pp. 21-41) which eschewsitlea of styles and a learning
cycle, using instead a ‘Ripples’ metaphor, startinifp wanting and needing to learn
which starts the ‘ripples’ of learning in motioeatling to doing and so on. He sees
the ‘concrete experience’ and ‘active experimeatataspects of the learning cycle
as having so much in common in practice that they @ fact, both learning by
doing. It is also interesting that, reflecting cgmarning styles, Coffield’s (2008)
attitude appeared to have softened in connectitim itgi usefulness as a tool for self
awareness:

“So a deep knowledge of individual learning stydesild be used to increase
the self-awareness of tutors and students aboeir tbtrengths and
weaknesses.” (p. 23)

2 Kolb is the most cited author in the vast Learrftges literature or “jungle”, as Desmedt & Valcke
(2004, p. 445) emotively titled their roadmap o freld -Mapping the Leaming Styles ‘Jungle’
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Thus, while learning styles theorists were exhottegut their house in order and
generate a common language on styles instead afi¢'en dichotomies” (Coffield,

2008, p. 23), the value of a LSQ as an instrumentexplore strengths and
weaknesses was acknowledged.

2.3.5 Yang’s holistic theory of knowledge and adult learing

The dynamic model of knowledge and adult learnidgpendices 5 & 6) proposed
by Yang (2003) was described as “pivotal in prasgmiew conceptions of learning”
(Batista-Taran, Cruz-Ledén & Coombs, 2008, p. 98.theoretical framework
captures much of what is already hypothesised aduwit learning and brings ideas
together in an elegant way, drawing on a ‘coin’ apér with its three facets — head,
tail and edge. A framework not only helps the redear make sense of the data but
provides a tool for structuring the investigatidmfara & Mertz, 2006).

The model's epistemological roots are in a bedgftem that acknowledges
the transformative nature of human existence arat tbarning is powerfully
influenced by feelings and emotions, although Yiaragle no links to neuroscience.
Yang postulated that each facet needs the othetsfdo make sense of human
learning. For example, conceptual knowledge ishlike consist only of sound bites
of information without being connected to what vwaé learned through experience
(perceptual knowledge) and to how motivated wetarknow these facts (affectual
knowledge). In Appendix 5 Yang's model of Dynamiel&ionships between
Individual, Organisation and Social/Cultural Coriteis displayed and in Appendix 6
there is a table which summarises his three-layeredel.

Yang's theory encapsulates three prevailing apgresito knowledge in adult
education - empirical/analytic, interpretive antical (Mezirow, 1996, p.158):

“Although the differences among the three facdt&rmowledge have long

been recognized, few scholars have examined timdtiary nature and their

dynamic relationships.” (Yang, 2003, p. 114)

Yang's view of knowledge - that learning can bemad as both an individual and a
social activity - recognises the complexity of tiedationships that exist among the
cognitive, behavioural and affective domains, hbeytinteract with each other and

how their combination influences the way peopl@oes to particular situations.



The smaller outer circles in the diagram of thenaiyic interactions
(Appendix 5) embody the ideas enshrined in theethmajor learning paradigms
(Mezirow, 1996). Technical knowledge resides in thasitivist (or objectivist)
paradigm, where rational decisions are made basédlgective facts’. Theory in
adult learning assumes to a large extent that thd and body are split, thus leading
to a strong emphasis on cognitive developmentrin&ion processing, measuring
intelligence, and so on. Because this domainrisestly (even overly) promoted and
valued in western culture, this knowledge is ofteivileged and knowledge gained
in the other domains made light of or dismisseds Paradigm on its own now falls
short because it denies that feeling and thinknegraexorably connected.

Practical knowledge resides in the interpretipstradigm. This can be
unconscious learning that occurs through pracesalerience, through living and
being, through reflecting on past experiences amch@n experiences that lead to
new evolving understanding. Awareness of how wenléaa form of tacit, practical
knowledge, and although we have naturally evolvexysvof extracting meaning
from life events, yet we are often unaware of thdua learning processes
(Brookfield, 1990). Understanding can include knedge gained collectively,
shared understandings and practical expertisecthiar words, the familiar actions
and behaviours involved in being an effective dedilile member of a group. This
is the domain:

“where knowledge and information about persons dne world are

embedded in the medium of language.” (Mezirow,61 90 161)

It is therefore subjective and fluid. However, gamosits that this paradigm on its
own falls short in not separating interpretatioonir reality, and that all theories, by
their very nature, must have elements of conceptuakledge.

Critical knowledge resides in the third paradigiclassic example of the
application of critical theory is Formosa’'s (200falysis of the U3A in Malta
(section 2.2.4). This paradigm deals with libenatipom the dominant ideology,
deciding values to live by, and learning to livealwthe contradictions of democracy
(Brookfield, 2005b, cited in Merriarat al.,2007, p. 257). Yang’s conceptualisation
of critical knowledge relates it to feelings andaimns people have for the world

around them.
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This affectual dimension, holds out promise toniloate the interactive nature of the
three dimensions and this paradigm on its own isam@ currently embedded in
Western values and culture.

This section has given an overview of Yang’s tlgdorwhich he synthesised
and integrated existing learning theories. He ddminthat this theory provides “a
strong analytic tool to examine and re-examine comrooncepts and theories in
adult learning and HRD fields” (Yang, 2004, p. 25B$ holistic approach should

make it useful counterbalance to neuroscience igsor

2.4  Adult learning and neuroscience developments

“The old phrase ‘Use it or lose it’ has gainedesvrmeaning in the age of

cellular neural plasticity and adult neurogenesithough the idea is

extremely simplistic, it nevertheless reflectoaect impression.”
(Kempermann, 2006, p. 102)

In the past decade, the enormous growth in undelstg brain plasticity has created
an entirely new way to consider how learning andie®ement take place
(Bengtsson, 2009Dana Alliance for Brain Initiatives2004, 2005, 2006; OECD
2007, 2008). Cognitive neuroscientists are alsovigimg new insights into the
brain’s decision-making functions - the ‘executivain’ (Goldberg, 2001, 2009).
For example, more is now understood about the Israiapacity to retain new
information in working memory until the tasks dedent on this information are
completed. These executive functions play a crucid in integrating many
processes, including problem-solving and emotioc@htrol. As we saw from
research discussed in sections 1.5.2 — 1.5.4, ffeete of emotions on learning
(Damasio, 1994, 1999; Immordino Yang & Damasio, 20@nd others) means
teaching involves not only transmitting knowleddmit also nurturing attitudes,
beliefs and a classroom which promotes positiveagagent.

It is remarkable that neuroplasticity occurs, aoly through our experience
and actions, but also through our imagination, Wibbel prizewinner Eric Kandel
(2006) the first scientist to demonstrate this mmeenon. Now scientists know, for

example, that a single neuron, in the space ofcam Huring intensive learning, can
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more than double its synaptic connections from 1360 2700. The rapid
development of functional neuroimaging techniqueas hgiven researchers
unprecedented access to working brains, althoughcdist of this type of research
currently, at $600 per participant hour (Varma, Mao@liss & Schwartz, 2008,
p.143), is unlikely to lead to projects that tesgk populations. Cohen (2005) also
drew attention to studies of mind and brain whibbwed actual improvements with
age, such as left/right hemisphere co-ordinatiod amotional balance. He also
claimed the more complexity, the more protectiohjclv is in line with the concept
of ‘cognitive reserve’, discussed in section 2.4.2.

“The complex neural architecture of older braifmiilt over years of
experience, practice and daily living is a fundataestrength of older adults.
And the more complex the architecture, the moresdists degradation from
injury and disease.” (p. 8)

In this section, the aim is to provide an update n@urobiological research of

relevance to later learning.

2.4.1 Bridge between neuroscience and education

In their book, Battro, Fischer & Léna (2008) praddan overview of major topics,

but also gave a warning that public expectationseevwenning ahead of the science.
However, Howard-Jones & Pickering (2007) reporteugh level of enthusiasm by

teachers, and in the past 10 years there have beeasing examples of

neuroscientists connecting with educators to predarticles, books and ways to
foster creativity (Howard-Jones, 2009). Indeed, cadional neuroscience has now
become an established venture, with the followiagedbpments:

* Organisation for Economic Cooperation and Developn@ECD) Learning
Sciences and Brain Researlpject (1999-2007).

» ESRC Teaching and Learning Research ProgrameRP Seminar Series
(2007) Neuroscience and Education, Issues and Opporteniineolving 400
teachers, neuroscientists, psychologists and poa&ers.

* NEnet (Neuroeducational Research Network). A reaeiiative, coordinated
from the Graduate School of Education, Universityastol.

« NERVE: Neuroscience Educational Resources VirtuatyEloporta (2008).

Access to over 300 educational resources from erepifofit and other respected
sources.
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* Mind, Brain and EducatiofMBE) journal launched in 2007, bringing together
education, biology and cognitive science, and toathpiece of thénternational
Mind, Brain and Education Socie(f(MBES).

“Research in educational settings will shape threaty discoveries to

come concerning basic biological and cognitivecpsses in learning and

development.” (Fischer, Daniel, Immordino-garstern, Battro &

Koizumi, 2007, p. 2) [Editors of tiéBE].

While resources for educational neuroscience amusked currently on early
education, there is much of relevance that stidkebord with mature learners. Many
excellent websites have been established by dweatganisations with the aim of
disseminating knowledge. These includ®ana Alliance for Brain Initiatives
(DANA), Learning and the Brain, New York Academyhef Sciences, SharpBrains
and theSociety for Neuroscienc®ANA for example, offers free an online PDF
booklet -Staying Sharp: successful aging of your br@006).

Another example of important information concerfgain training
programmes, as older adults are often tempted y &though there is a lack of
standards (Sylvan & Christodoulou, 2018harpbrainspublishes consumer guides
to inform decision-making. Two top-of-the-range gnammes areMindFit
(Mindweavers, 2008), andPosit Science(Merzenich, 2009). Merzenich, at the
forefront of brain fithess development, believeestfically validated programmes
will become part of every well-organised older adulife. Posit Sciencés unusual
in having submitted its products to randomised tradied trials (Mahncke, Connor,
Appelman, Ahsanuddiet al, 2006; Smith, Housen, Yaffe, Ruft al., 2009), but
this makes them expensive. Obviously, there is dueatebate in the scientific
community about what software programmes can dgtdaliver, compared to less
expensive forms of learning (Fernandez, 2009).

However, on the sociocultural aspect of learnBajtes, Rosler and Reuter-
Lorenz (2006) cautioned against a return to a ramhist approach to human
behaviour, where people are regarded as mere hégloived biological organisms,
with the influences of the environment and socitgal contexts played down. They
emphasised the modifiability and constructabilitgt only of the brain, but also of
culture and the environment, to counter the stréogus on the remarkable
discoveries around brain plasticity:



“For humans, the cultural conditions of the enwvireent are as important for
brain development as the presence of oxygenZ1p.
There is a powerful message in the above staterfentdult educators and

practitioners, when considering the kind of cult@mvironments they wish to foster.

2.4.2 Research into cognitive ageing
Studies of cognitive ageing have continued to raiggortant questions about brain
systems, variations among individuals and thedifgl potential for plasticity and
reorganisation (Reuter-Lorenz, 2002). Usually apprton of older adults who
attend classes have concerns about cognitive eeéi@s although, in conversation,
it is usually couched in terms of forgetfulnessentfying the factors involved in
triggering problems could lead to delaying, amelimrg, or even reversing this,
starting from the premise that this is not an iteble part of normal ageing. In
section 1.4.1, the concept of mental capital wasutisedHoresight Mental Capital
and Wellbeing Proje¢t2008). Deary and Gow’s (2008) contribution tcstproject
was to review the substantial literature on thegfdtive ageing trajectories between
individuals” (p. 2). Why do people of the same apew such differences in their
age-related cognitive decline? The studies theyevead have taken forward the
work of Rabbitt (1993; section 2.2.2) and otherdjowhad exposed a raft of
confounding factors. Deary and Gow concluded framrent research, involving
collaboration amongst biomedical, physical and aostientists, that the most an
individual can do to ensure cognitive vitality atdr life, are likely to include:
“adopting cognitively-protective lifestyles, costang of concerted effort to
reduce cardiovascular risk factors and disease iacr@ased activity and
engagement.” (2008, p. 8)
Educators of older adults should know about thec@mues of such studies and
incorporate this discourse into their classroomciwe, to inform, educate and
disseminate information, when appropriate. Inteoma research has shown health
literacy is a greater predictor of health than a person’se r@r ethnicity,
socioeconomic status, or level of education (NeBehiman, Panzer & Kindig,
2004). This is counterintuitive as one would susnttisat a good level of education
would predict better health decisions. As far a®ref to learn are concerned,
informing older learners that their endeavours reviethey forget details) are
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contributing to their cognitive health, is motivegi energising and helping people
maintain their best possible mental capital andsseof wellbeing. The role of
practitioners in this area, to raise both moralé brain health awareness, should not
be underestimated. In a recent article, Wright &léwsky (2011) make this point
precisely, in highlighting how educators can hedopple access quality information
on the Internet.

A related field of investigation is ‘cognitive mwe’ (Stern, 2002, 2006,
2007; Whalley, Deary, Appleton & Starr, 2004). Tiesdefined as the tolerance by
certain individuals of progressive brain pathologghout it affecting day-to-day
living. The authors suggested that cognitive resasviinked to the extent to which
one has nurtured one’s brain throughout the whbli#ep not only by learning but
also through lifestyle factors:

“The cognitive reserve hypothesis conforms widtparted associations

between early and mid-life lifestyle choices, yatiucation, lifelong dietary

habits, leisure pursuits and the retention oflif#gemental ability.”
(Whalleyet al, 2004, p. 369)
Therefore the resilience of the brain is a compiak of environmental and
developmental factors.

Neuroscientist Goldberg (2005) also challenged libkefs and half-truths
that our mental abilities are in steady decline.clied studies showing new neurons
in the adult hippocampus as a result of vigorougmitive activity. He does not deny
some mental abilities may decline but there arepmmeations, and he hypothesised
that parts of the brain can grow stronger as we lager at recognising patterns in
complex situations, and as a result decision-maikimgore intuitive.

Cohen (2005, section 1.5.4) highlighted studied #uggest exercise boosts
the neurotransmitters serotonin, dopamine and mwepprine, all known to help
people feel good and alert, as well as assist hexoenmunication. Exercise
increases BDNF (Brain-Derived Neurotrophic Facta)protein related to the Nerve
Growth Factor (NFG), important for long-term memoNFG also helps support
existing neurons and encourages new neurons anabsys. It is active in the
hippocampus, neocortex, and basal forebrain - anéalsto learning, memory, and
higher thinking. (See Appendix 1 - Brain Maps). Blorecent studies show the
positive effects of aerobic exercise on cognitiomd ebrain function (Hillman,



Erickson & Kramer, 2008). If people are to reap lleaefits of longer lives, there is
a powerful argument for making the brain-body cartio@ one of the pillars of later-
learning:

“Adulthood is not a developmental destination omngacle, either
psychologically or neurologically. It is the canting evolution of our brains
and our selves that constantly invite us to hawveoae active hand in our
destiny.” (Cohen, 2005, p. 41)

2.4.3 Brain-based teaching and the construction éghowledge

In the previous section, | relayed how neuro-imgdias provided a window into the
brain at the neuron level. This section looks attyhsychology and neurobiology
can tell us about how the brain has evolved to ggsahe rich flow of sensory
information from the environment (or imagination).

A most important discovery has come through thekvad world-renowned
experimental psychologist and cognitive neuros@eiindel Tulving (1972). He has
differentiated episodic memory from other kindsledrning and memory systems.
Episodic memory is a neurocognitive (brain/mindgtsyn that enables human beings
to remember personal experiences — ‘first-hand’ wkadge. Tulving labelled
memories acquired through experientpisodic memory’because, in the main, we
experience everyday life as a series of episodaghwinvolves the immersion of
one’s whole emotional and physical self. On theenptihand, ‘second-hand’
knowledge, acquired through hearing or reading,ldesn known for many years to
be more fragile, because it involves only words @mlights. He called second-hand
knowledge semantic memory- conceptual knowledge, yet to be applied or
experienced. His theory has been extensively réfimed elaborated upon and he
suggested that episodic memory is:

“a true, even if as yet generally unappreciatearvel of nature.”

(Tulvingd@2, p.1)
As neuro-imaging has confirmed, learning througpegience enriches the brain’s
connections by activating multiple sensory centtles,emotional centre, the frontal,
integrative and motor cortices, ensuring a rich wélynaptic connection®ANA
2004, 2005, 2006; Rose & Meyer, 200Bociety for Neuroscienc€008; Zull,
2006). While numerous studies (as cited in RogBeyg, Boettcher & Howard,
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2009) suggested slower processing speed, lessrdomti@n or overload of working
memory in older learners, there are also curremitrg studies looking for ways to
enhance and maintain cognitive functioning of oldelults through interventions
targeting specific processes, like working memdsgrélla, Carretti, Riboldi & De

Beni, 2010) and research into scaffolding (Parkd&&dnz, 2009).

Scaffolding (in neuroscience terms) is a normalcpss present across the
lifespan, involving use and development of completasy, alternative brain circuits
to achieve particular cognitive goals: scaffoldialgo seems to be protective of
cognitive function in the ageing brain. Also, Heddand Gabriel’'s study (2004,
cited in Rogerset al, 2009) indicated that implicit learning and megndggained
experientially) remain relatively stable across tifespan. However, according to
Cambridge researcher Goswami (2004), there areudies showing that people can
learn analytical skills implicitly — that is, thekids that enable educational
achievement. He asserts: “These skills most likelguire effortful learning and
direct teaching.” (p. 11)

The implications of different types of memory fegaching are many and
varied. Because adults’ working memory may be tessist, being inventive when
designing a lesson, and building in multi-sensoxpegiences will maximise the
activation of the brain’s sensory centres. This liespusing audio-visual material,
building in activations (exercises, questioningizges, debates, exchange of ideas,
humour, stories) to increase good retention. Th&y mound not unlike Kolb's
learning cycle and it is no coincidence that neimolgist and educator James Zull
(2002) has identified a relationship between Kolbaning cycle (see section 2.2.7)
and the way the brain processes information. 4inlksl neuroscience with learning
processes in the brain and describes how arealseohdocortex are enmeshed in
networks of other neurons that secrete chemicatsnaftion:

“These chemicals of emotion act by modifying ttrersgth and contribution

of each part of the learning cycle.” (Zull, 2006,7)

Indeed, he posits that emotions influence our thoknore than thinking influences
our emotions. Long-term memory, in particular, fleeted by emotions and these
emotions, by being embodied in the original expex@e are a powerful aid to recall
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(Izard, 2009). A model of thexperiential learning cycle superimposed on the
regions of the cerebral cortex are shown and de=ttin Appendix 3.

Zull's mapping of Kolb’s four-stage cycle on taabr processes has elegantly
helped to mesh neurological processes with thinkimg) learning. This is a powerful
bridge to finding ways, “to teach with the brain nmind” (Taylor & Lamoreaux,
2006, p. 49). Science, of course, does not maettliron to teaching programmes
(Willingham & Lloyd, 2007), therefore it needs theeativity of educators like Zull
and others (for example, Caine, Caine, McClintickéimek, 2004 and Rose &
Meyer, 2002; Wolfe, 2001) to turn the researchght into working models for
practitioners to use. Currently, Zull's model apgeglosest to matching actual brain
circuitry. He posited:

“Learning experiences should be designed to ueefdbr major areas of

neocortex - sensory, back-integrative, front-inéige and motor.”

(2006, p. 5)
These areas equate with Kolb’s familiar learningleyand provide a useful way of
conceptualising how information moves through tiha&irb This also resonates with
Yang's theory that learning must be confirmed oested’ against previous
knowledge:

“...experience itself cannot automatically becomadvahplicit (perceptual)

knowledge.” (Yang, 2003, p. 109)
This process of making sense of experience happgronnecting with previous
expertise, mental models, solutions and routinigsereconsciously or unconsciously
in one’s vast network of neurons, driven by whath@o (2005, p. 31) called the
“Inner Push”, and what Yang called the affectwaet (Yang, 2003). Zull (2006)
claimed:

“This neurological complexity can be a componehtwasdom. It is the

biological form of knowledge, and the more comptex knowledge is, the
more we are able separate the wheat from the.chadf promise to adults is
that the window to wisdom may actually begin t@og (p. 7)

2.4.4 Neuroscience and the art of the possible

Teaching, unlike science, is adaptive — it is tikecd the possible. A number of
practitioners and learning theorists have broulgéir texperience and imaginations to
bear on neuroscience research. In their publicati@aine and Caine (1997; 2001;
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2006) have argued for thinking differently abowadieing and learning. They believe
that in order to properly understand, or acquinbisskndividuals have to work it out
for themselves, using their own brain processes, Tf course, has its roots in the
constructivism of Dewey and Piaget, whose ideasuabarning owed nothing to
brain science, but to observation, reflection andiysis (Taylor, 2006). Although
constructivism was initially a theoretical perspest brain research seems to
confirm its basic premise: that learning is consted in the learner's mind. Caine
and Caine (2006) suggested:

“..people who ‘get it' have acquired a new waylaifking at the world. That

means that they can see the problems that thdgt nousee before.” (p. 54)
Caine and Caine’s solution for ‘getting it' is amleguate amount of relevant
experience - not more instruction or informatioecéuse the perceptual shift needs
to be embodied in the whole psycho-physiologicaitay, involving the chemicals
of emotion which Damasio (1999), Pert (1997) antd @A006) described. This is the
embodiment of meaning, which is the everyday egpeg, when you just know you
have just grasped something. Caine & Caine (200f¥)lighted the classic trap of
teaching adults - aiming too high and trying to tdo much. They suggested the
remedy is mastering the art of ‘scaffolding’ — ancept developed by seminal
psychologist Vygotsky (1978). The teacher planseerpces (exercises) at an
appropriate degree of complexity and difficulty ndmnstrates, questions, discusses
as needed, and then allows the ‘scaffolding’ toefaab the learner ‘gets it'.
Experience is vital because it is only through vafg experiences that the entire
intellectual system can be engaged.

"Learning is more than the acquisition of the i#pito think; it is the
acquisition of many specialised abilities for thimg about a variety of
things." (Lev VygotskyMind in Society1978, p. 83)

In many respects, the above statement has shadgsdher's Multiple Intelligence
theory (1983/1993: see section 1.5.3) with its psenthat within each person is a
range of cognitive strengths and styles waitingealeveloped.

| believe this constructivist experiential approdo teaching and learning is
especially useful for a whole range of subjectsaetive to older adults, such as, the

expressive arts, learning a language or a musisetliment, using a computer, where



progress develops step by step to improvement. Mewedults often feel self
conscious about looking foolish in their early atpgs. This whole scenario can be a
real impediment to learning, so clever use of sda@ifig by a skilful teacher is a
great morale booster and leads steadily to the tivhen learners are not just
receivers of knowledge, ideas and concepts, buirbeareators in their own right.
There is no greater goal in teaching and nothiritgbfor ageing brains!

Scaffolding (described above) requires trustingiado relationships, as
development does not happen in isolation. It i¢ pathe core Vygotskian concept
of the ‘zone of proximal development’, which medhesre is a zone or space where
the capacity of the teacher matches the studerpargling capacities. As Cairet
al. (2004, p. 166) stated:

“This means that the amount and quality of leayninat is possible for a

student in any situation depends to a large exdenhis or her relationship

with an adult [tutor] or teacher.”

Recent discoveries in social neuroscience havateddow important it is to create

an encouraging holding environment, where reflectéad creative thinking can take
place (Goleman, 2006). The teacher’s interperscorahection to the learner creates
a biological state in the brain of cascading chatsjcstimulating and enhancing the
growth and connectivity of neurons (Cozolino & Sy, 2006; Johnston, 2006;

Ledoux, 1998, 2002). From Ledoux’s (1998) neuraddie perspective, emotions

are not studied as psychological states, indepeémdemderlying brain mechanisms,

but as biological functions of the nervous systevhjch he considers is a more
powerful approach (see section 1.5.1). This chenbican-bath, triggered by social

interaction - one form of which is dialogue, carefxeghe brain alert in a positive,

receptive way and lead to greater brain plasticiyr brains, in a state of relaxed
alertness, search and make neuronal connectiowe®ethe new ideas and what we
already know:

“Reflection, then, is a cognitive process wheretguronal connections are

made; when such connections are made, we hawtraateired neuronal map

or mental representation of that knowledge.” (Zbm 2006, p. 65)

Thus, learning scenarios that are intent on cogeanlot of material, may leave
insufficient time for learners to make these cotines. However, problems that are
open-ended, have many possible solutions, thamare likely to occur in the real
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world, require the part of the brain (the prefrontartex) that makes plans,
decisions, and choices and creatively looks tovilaedfuture (Zull, 2002). Problem-
based learning and case studies, when constructedoid clear right and wrong
answers would seem to offer an excellent way, fiomke adaptive pathways of the
brain.” (Taylor, 2006, p. 78)

2.5 Conclusion

Insights from neuroscience suggest that there peeific ways to create learning
environments that maximise neuronal connectionsimpdove retention. Of course,
people are different, and research into cognitiyeireg has raised important issues
about variations and diversity. However, everyoran de helped to greater
confidence in their learning ability by gaining atter understanding of different
kinds of memory (episodic, semantic, working) whidint to storing experiences to
be central to human development, with emotion #ffgovhat is remembered. This
has encouraged researchers to create new modelsawiing, emphasising a
constructionist approach and empathetic teachmdine with these developments,
excellent science websites have sprung up to inform, edueat advise on

developments emerging from the neurosciences.

It would appear that the best developmental enuiremts provide good support, but
also challenge learners to leave their comfort gpse they are at their “growing
edge” (Daloz 1987, as cited in Taylor & Lamorea80&, p. 57)It is in this mental
state where effort is required that new networksfeim:

“The growth and integration of neural networks fike biological
mechanism of all successful learning....Challendped force us to expand
our awareness, learn new information, or pushobagyassumed limits can
all change our brains.” (Cozolino, 2002, cited'aylor, 2006. p. 84)
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Chapter 3 Research Design Considerations

3.1 Overview
This chapter moves to a discussion of researclymlesiconsiders various research
traditions and presents a theoretical justification the methods employed. The
sources cited include those consulted at the tim@amning the research plus more
recent commentary on methodological issues byaheesauthors and other writers.
Aims
In section 2.2.11 the aims of the study are statddll. In summary, these
are to explore preferred ways of learning and comoating in later life;
older adults’ own perspectives on learning; flédkjp and tolerance of
different ways of learning; and examine the datahie light of emerging

neurobiological research.

Main Research Question

What kinds of learning styles and modes of commatimo do older adults prefer to
use in learning in later life and how do these Miith recent insights from
neurobiological research concerning enhancing aelathing? (Section 2.2.11)

3.2 The research pathway
“The qualitative researcher begins with a resegrgdstion, moving then to a
paradigm or perspective and then to interpretraetres (or methods) that
represent the empirical world.” (Denzin & LincoRN08, p. ix)
Denzin and Lincoln (2008) suggest a measured aphraa process that involves
decision junctures which sets the researcher offndeertain paths leading to
particular methodsHowever, decision-making is never totally cleart, cbhut a
process characterised by careful choices. The amuthlso made reference to the
value-laden nature of social science researchareseraditions and the researcher’s
personal biography, when they posited that evesgarcher:

“...speaks from within a distinct interpretive comntyrthat configures, in
its special way, the multicultural gendered congs of the research act.”

(p. 28)
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The researcher cannot escape from being of a plarticlass, gender, age, from a
particular ethnic, cultural and educational backgi, from holding certain beliefs
and theories about the world, and being in a x&gbosition of authority. Thus, she
or he does not start from some platform of netyradind consequently, there are no
observations unaffected by personal feelings, pmétations, or prejudice, only
observations socially situated in the worlds ofrégearcher and the researched.
However, despite qualitative research being ablgroduce only partial
accounts, rather than precise explanations, tsmsareh process is an accepted form
of inquiry, and researchers of virtually all persioas appreciate its value. Also,
because social phenomena are so complicated,etiff@inds of methods are often
needed to unravel these and there is how generaémgnt that mixing different
types of methods can strengthen a study (Cresi@895; Greene & Caracelli, 1997,
Patton, 2002). Although there are always likelybt unresolved issues concerning
mixed methods, with a few researchers adoptingpthsition that quantitative and
gualitative methods are “incommensurable opposi(@sflas, 2000, [Discussion
para.l], Patton (2002) posited that researchers:
“...need to know and use a variety of methods to démpansive to the
nuances of particular empirical questions andidiesyncrasies of specific
stakeholder needs.” (p. 585)
Also, Green and Caracelli (1997) suggested thaadigmms are best viewed as
“descriptions of, not prescriptions for, researchcpice” (p. 8). There has certainly
been a shift away from the preoccupation with tifeerént assumptions among
paradigms, known as the paradigm wars (Gage, T%@4, in Burns, 2000) - fighting
over the superiority of quantitative versus quaita approaches. However, it still
important to appreciate these different “worldviédiscussed more fully in section
3.3) - “beliefs or assumptions that guide reseas:hequiries” (Creswell, 1998, p.
74). They lead in turn to the ‘strategies of ingu(Denzin & Lincoln, 2008, p. 30)
which comprise a group of skills, assumptions anactces “that the researcher
employs as he or she moves from paradigm to theriealpvorld” (op. cit.,p. 34).

3.2.1 Choosing a strategy of enquiry
Using the research questions at the start makas lotev one arrives at the research
methods, providing an opportunity to clarify thetalgathering process (Creswell,



1998). The strategies of inquiry chosen should ydamatch the type of knowledge
that will answer the research questions. For masgarchers this is the determining
factor in deciding between qualitative and quattaapproaches (Burns, 2000) and
my research question suggests the need for emplata to be gathered using a mix
of methods involving both product (Learning Styl€3uestionnaire and its
guestionnaire sequel) and process (discussion @himgs, changes and reactions
from different perspectives). Datta (1994, citedTeshakkori & Teddlie, 1998, p.
11) gave five convincing and practical reasons'd¢oexistence’ between the two
methodologies and their paradigms;

* “Both paradigms have, in fact, been used for years.

* Many evaluators and researchers have urged usihgdaradigms.
* Funding agencies have supported both paradigms.

Both paradigms have influenced policy.

So much has been taught by both paradigms.”

Also Denzin (1989) advised:

“By combining multiple observers, theories, methpoand data sources,
[researchers] can hope to overcome the intrinisis that comes from single-
methods, single-observer, and single theory ssud(p. 307)

Mixed methods research, of course, means workitt wifferent types of data
although Denzin and Lincoln (2008) posited thatredlearch is interpretive, guided
by the researcher’s beliefs and that each of thetipes that qualitative researchers

recruit “makes the world visible in different way§.5).

3.3 Qualitative and Quantitative Inquiry

In this section the differences and similaritieswsen traditional quantitative and

gualitative research will be examined, along wiitd topic of mixed methods.

3.3.1 The limitations of educational research

First, it is essential to accept that it is nothe nature of educational research that a
‘gold-standard’ methodology, similar to randomisedntrolled drug testing, is
waiting to be discovered. Since human judgemeritinslamental to every human
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act, it is an impossibility that such judgements aot influenced by personal bias
and emotion. As Burns (2000) stated, “the supposgelctivity of science is, in fact,
a delusion”, (p. 10). Good scientific practicengeed:

“a trial and error process, of looking at a problthrough multiple lenses, a

continual process of action and reflection.” (Gm@eod & Levin, 1998, cited

in Greene, Benjamin & Goodyear, 2001)

It is interesting to learn that even randomisedtrodied testing, which had been the
accepted norm for many years as the ultimate siieemtethod, has been challenged,
with a groundswell of opinion advising doctors tank in terms of “contextual
healing” (Brooks, 2008, p. 39) - the aspect of imgathat is produced, activated or
enhanced in the context of the doctor-patient enturather than by the action of a
drug alone.

Similarly, in the transaction between teacher Bainer, connections are
made between the personal and subjective worldhefdgarner and the impersonal
world of explicit knowledge. The teacher bridgeshoavorlds and how well her
students learn is not just a measure of what lodggeeir brains but is contingent on
the implicit ‘know-how' and social practices of tiheacher as a human being and
member of a profession, which also changes ass’r@ed societal values change
(Pring, 2000.) Given the complex transactions betwkeacher and learner, between
researcher and researched, the range of contegtsatying kinds of subject matter
and how people characterise learning differently,isi unrealistic to expect
educational research in complex settings to protheekinds of definitive answers
that the natural sciences can sometimes delivdidantly. To paraphrase American
philosopher Richard Rorty (1931- 2007), the facttthe widespread success of
science enables us to cope does not prove thatificiknowledge provides a view
of the world that corresponds to some absoluté&ydaited in Von Glaserfeld, 1989,
p. 124).

3.3.2 What counts as valid research?

In the second half of the 20th century a numbesabblars began to question some
of the key assumptions of the ‘positivist’ camp ingawhich their ‘non-positivist’
research efforts were being judged (Eisner, 198dd an Alexander, 2006, p. 207;
Guba and Lincoln, 1985ibid., 1989; Patton ibid., 1990; Stake, 1995ibid.).



Positivism assumes objective reality is an entitytypically adopts a deductive
approach and it establishes assumptions abouioredaips that are independent of
experience (Fetterman, 2010). Non-positivist redeans have moved away from a
view of validation and reliability characterised ke opposite extremes of
objectivity-subjectivity and realism-relativism,wards an emerging lexicon which
uses a different kind of language, such as, sgivior trustworthiness and
authenticity, which are defined as “balance”, ‘figiss” and “completeness” (Patton,
1997a, in Patton, 2002, p. 51). Patton (2002) atghat this is achieved by the
researcher’'s sincere commitment to understand fieagnenon as it is revealed,
openly acknowledge intricacies and multiple viewpsiand be fair in exposing both
affirmative and dissenting voices with regard todasions reached.

Crotty (1998, p. 41) asked the question — “Whattesaire we asking people to
set by our research findings?” He asserted resescteed to clarify whether they
are offering their findings as established factgh(wome provisos) and likely to be
able to be generalised or as interpretations thaé lbeen reached in a transparent
way and can be judged in that light, as possibgfulgor even persuasive). Crotty
takes the view that non-positivism is not autonadijcqualitative and self-professed
gualitative researchers can be quite positivisirientation, for example, when they
talk about ‘confirming’ or ‘validating’ their fincigs by a follow-on quantitative
study — “privileging the latter in a thoroughgoipgsitivist manner”@p. cit.).

Rowbottom and Aiston (2006) reflected the exadmerafelt by many
researchers concerning the so-called methodologg, wehen they asserted quite
stridently that the divide between the ‘positiviatid ‘interpretivist’ approaches is “a
perversely false dichotomy that has become enshiimeducational research * (p.
137) and has created “a dungeon of dogmatism” §g3). Without going into their
detailed argument, they advocated methodologioaxidllity rather than rigid
adherence to externally imposed standards, andsetiethat researchers’ concerns
should be with the genuine ‘fitness for purposehey closed by citing the
unequivocal message of Sir Karl Popper (1902-1994).

“Science has no authority. It is not the magicalduct of the given, the data,
the observations. It is not a gospel of truths gou and | who make science,
as well as we can. It is you and | who are resipor it”

(1983, cited in Rowbottom & Aiston, p. 154).
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Popper’s (1963) view, that it is easy to obtainifiations, for nearly every theory
led him to posit that falsification should replagerification as the primary aim of
science. This perspective which came to be knosvpast-positivism, has been
influential. It is an intellectual attitude whicltlkamowledges most of the criticisms
leveled against traditional logical positivism aitd underlying epistemologies.
However, it also adopts a stance that is critichbws what is seen as
misunderstandings about positivism itself, nameéhat many of the stereotypes
about science come from a period when it was domihby a form of absolutism,
which tended to support a view of science as cdtdgned, and of scientists as all-
knowing, on a higher plain, and uninterested in s dilemmas people face. A
modern post-positivist critical scientist beliewbg goal of science is still to try and
accurately portray ‘reality’, but acknowledges tthas goal is virtually impossible.

3.3.3 Philosophical research issues
To bring Sir Karl Popper into the debate is to méwehe realms of philosophy
which some might argue is less relevant to adwicaton. The way adult education
has developed, more as a field of practice tharotegsion, it may have been a little
later than some in coming to terms with ethics kKS@009). However, certain
philosophical questions guide decision-making, sash

* what do | believe - about human beings, the educati adults, ethics?

* how important are these beliefs to me?

» which basic values drive my practice?
These kinds of issues arise not only in teachingituhe research process. They
impart a commitment to certain philosophical beliefhich contain certain implicit
assumptions, principles and values that underkepiocess, even if these are not
expressed openly. Philosopher of education Wilfgedr (1995, cited in Bridges &
Smith, 2006) suggested that researchers shouldauge philosophical issues and,
indeed, have an obligation to grapple with them.

[Researchers] cannot evade the responsibilitycfarcally examining and
justifying the philosophical ideas that their emgps incorporate.” ( p. 131)

Educationalist Richard Pring (2000) also emphasibegle aspects that researchers
cannot avoid. First, there are the philosophica&stions about the distinctiveness of
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‘educational practice’, second, judgments aboutrétevance of the social sciences
to such an inquiry, and third, how accessible #mgliage used to describe the study
is to practitioners in the field. His concerns arveted in the widespread criticisms of
much gqualitative educational research, of its é@vahce to policy and practice, its
lack of rigour, and that it is conducted in a preeal manner in a controversial
biased way.

It is true that different researchers use concepthfferent ways, especially
when discussing the elements relating to methodt@dbgpproaches with roots in
different philosophical traditions. Denzin and Laht (2008) talked abouytaradigms
(as discussed above in section 3.2), Patton (2@32)red totheoretical traditions
Merriam (2002) usetheoretical stanceand Crotty (1998)heoretical perspectives
So it is clear that there is endless debate alhjgprbariate terminology and what is
meant. It is a question of how one believes one@ainto social reality:

“...and the criteria for judging the adequacy of Wwexlge and for

distinguishing between scientific and non-sci@nknowledge.”

(Blaikie, 2007, p. 5)

These complex debates and the major dilemmas tadl gesearchers face are
ongoing. My own epistemological awareness is basedonstructing knowledge
from relevant, contextual evidence. Therefore, keolge is essentially provisional,
personal and relative, in line with a stance thghlights the role of interactions,
language and situatedness, sharing views and dimpene’s perspectives with that
of others. This subjectivist theoretical preferesbaped my constructivist approach
to the research process.

3.3.4 Planning a research strategy

Beliefs about the nature of knowledge

The philosophical debates are unlikely to disappbat what matters is an
appreciation of our assumptions about the kind raivdedge we hope to generate.
The labels ‘qualitative’ and ‘quantitative’ arellstised as a kind of shorthand, with
an understanding that, at the core of qualitatiguiry is the desire to make sense of
the meanings and purposes - processes more thaagueences. On the other hand,

at the heart of quantitative research is data ¢hat be evaluated statistically and
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manipulated arithmetically, to yield a numericatlication of the significant of the
result.

It is obvious from what was discussed in 3.2 thatesign a piece of research
is more than just randomly choosing methods frorarios’, but involves designing a
strategy that has a logic and a set of steps thllead from the questions to useful
answers (Anfara & Mertz, 2006; Blaikie, 2007). Téfere, it is a matter of selecting
the best elements from available strategies andidgaon past experience and
accumulated insights from relevant literature. Hosve Blaikie (1993), also stressed,
that researchers should “choose an approach whith their purpose, prejudices
and personality” (p. x). With these words, he is@mraging a choice of strategy that,
in the final analysis, rests on personal judgemertie researcher is not neutral as
Denzin and Lincoln (2008) affirm when they stat@uestions of inquiry always
begin with a socially situated observer” (p. ixprfexample, in the preamble to their
reportLearning Through Life: Inquiry into the Future offélong LearningSchuller
and Watson (2009) made clear their values:

“We begin from the premise that the right to leirroughout life is a human

right. Our vision is of a society in which leargirplays its full role in

personal growth and emancipation, prosperitydsoily and local and global

responsibility.” (p. 2)
Koro-Ljungberg, Yendol-Hoppey, Smith and Hayes @Q00p. 689-690) pointed out
that a theoretical perspective and the epistemoleigppedded in the theoretical
perspective can indicate the types of knowledgeliggia research project. They
have built on Crotty’s (1998) definition and havwevided a useful table drawn from
past and current qualitative research methodoldggyature. It gives examples of
choices that are likely to be associated with paldr epistemological and theoretical
stances. They argue that transparency about degisnctures is a key element of
good open qualitative research, along with insstioth of methods and
methodological transparency. This is in alignmeithwhe views of philosophers
Carr (1995) and Pring (2000), as previously disedss



Practitioner research

As a practitioner researcher, | interacted closelh the researched to create an
environment of trust and openness for discussiahreftection. However, the issues
arising from practitioner research relate to thseults, as traditional notions of
scientifically sound research demand that the rekea is an "objective outsider
meeting participants where there has been no prewvielationship and no prior
knowledge (Denzin & Lincoln, 1994). With insidersearch, the concept of validity
becomes problematic because of the researcheot/éamrent (Rooney, 2005), with
blurring of the boundaries. However, this view &sbed on the premise that there is
an objective world where reality awaits inspecti®he subjectivist epistemological
stance (Rorty, 1979) adopted for this researchdstan opposition to this.

This aspect is designated an axiological issued@ell, 1998, p. 75) which
means there will be inevitable biases as | bring amyn preoccupations, concerns
and worldview into play in the analysis and intetption. | would argue that the
flaws of insider research are applicable to alnaistesearch. | was conscious of the
socially situated character of this study and lehted to make my position and the
research process as transparent as possible. §kevés to uncover other people’s
perspectives, which were equally valid as my owohéhet al, 2000). Validity then
attaches to the meaning that the participants gavine data and the inferences
drawn. Thus, from the authentic words of the pgudiots and my interpretations, |
believe readers have enough information to conisther own perspectives. These

assumptions lead to a qualitative study withinrgarpretivist paradigm.

Methodological options

There are many variants of qualitative, naturagiroaches, but all have the central
aim of understanding the subjective world of huneaperience. My own decision
had to be based on the appraisal of available mgtibenzin & Lincoln (1994, 2008)
drew up four interpretive paradigms for qualitativesearch — positivist and
postpositivist, constructivist-interpretive, craic Formosa’s (2000) study (section
2.2.4) was a clear example of rare critical redeava third-age learning (with
postmodernist overtones). However, my questionse wet addressing issues of
class, unfairness or power, although these isso@erlie all opportunities. Withnall
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and Thompson’'s (2003) study was a deliberate siwiy from the more usual
survey (Dench & Regan’s [2000] government-sponsastdly), to a qualitative
approach aimed at understanding later learning faolife-course perspective. This
biographical approach (Creswell, 1998, pp. 47-%4)one of the recognised
gualitative traditions, which primarily uses intews. Although participants in my
study would be asked to think back and relate tthewrent LS to earlier learning, the
research questions were not related to life coatages. Therefore biography was
not appropriate. Creswell (1998) designated theerotliour traditions as
phenomenology, grounded theory, ethnography aneé sasdy, which | discuss
briefly below and state where they sit regardingomyn research.

A case study (Creswell, 1998, 61-64) is a famitiancept, as it is used in
other well-publicised fields, such as medicine,ibess and journalism. Different
researchers interpret a ‘case’ differently - foamle, Stake (1995) described it as
the research object, Merriam (1998) considered mieithodology and Yin (1994)
viewed it as a research strategy. A case alwayshiaes a situation within clear
boundaries. However, what was of interest in myeaesh was not the situation
within the Centre for Lifelong Learning (CLL), btiow learning preferences were
perceived. Had the research been aimed at buidibgtter understanding of what
went on within the CLL, reaching out to tutors, yders and so on, then a case
study approach would have appropriate.

Ethnography (Creswell, 1998, pp. 58-61) is alswel-established naturalist
form of inquiry which uses many data gathering rodf) such as field notes,
interviews and observation, to help understand @ phenomenon. There is an
overlap with case study, but it differs in thatgually involves an extended period of
involvement. The drawback is that the group mayaliered by the prolonged
presence of the researcher, thereby skewing thee dae CLL (see section 1.6)
could lend itself to an ethnographic study as thmg@mamme is a well-established
learning hub. However, neither the setting, norl#faners’ characteristics, nor how
well the programme fitted into the university cudipwere aspects that were relevant
to the research questions. Both case studies amibgtphy have also been
criticised for the volumes of data generated.
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Moving on to phenomenology (Creswell, 1998, pp55), which is a search
for the essence of a phenomenon, relies heavilthenntuition and imagination of
the researcher. It involves a suspension of judgnadout what is ‘real’, using
approaches inspired by the transcendental philosopHusserl (“I live in my Acts”,
cited in Jarvis, 2005, p. 6). According to Burn8@Q), it is a method which aims to
describe “direct experience, taken at face valpe2@3). Thus, phenomenology had
the potential to address issues around learnintenereces through a process of
extended interviews and substantial periods ofareber reflection. However, in its
purest form, the researcher is expected to adopieaf total detachment. This runs
counter to my position as an insider and also elashith current neurobiological
theory concerning the indivisibility of cognitivend affective domains (Damasio,
1994). However, aspects of phenomenology, suchalysang meanings, meaning
themes and general descriptions of experiencetidipated would be a central part
of seeking out a deeper understanding. Thereferaaits of phenomenology would
be useful, but not in its purist form.

Although | did not plan to develop a theoreticaldel, features of grounded
theory (Creswell, 1998, pp. 55-58) provide a systémoding data and generation of
meaning themes which guide analysis. Creswell (199856) traced the initial
concepts of Glaser and Strauss (196, cit.) to Strauss & Corbin’s (1998)
elaborations — in their own words, “cluster of vargeful procedures, essentially
guidelines, suggested technigues, but not commamding. 4). An interview with
Juliet Corbin (Meetoo, 2007) 40 years after the hoevlogy was introduced, is
illuminating:

“The only criteria (sic) is that, if you call itrgunded theory, you have a

theory. Otherwise, call it grounded descriptiorheie’s nothing wrong

with grounded description - but we shouldn’t ca&building theory with
doing description. Both are valuable and make atriution to

knowledge and science.” (p. 14)

In this statement, Corbin confirmed that grountteebryis not the only legitimate

outcome. This runs counter to the way it has beesanted generally. For many
researchers, it has provided a template of exgic#tegies, procedural rigour and
seeming objectivity “stamped with positivist appav(Charmaz, 2008, p. 205). For

example, Creswell (1998) stated that the groundhemry process is systematic,
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follows a standard format and the investigator dset recognize that the primary
outcome is a theory with specific components” @). 3atton (2002) believed the
popularity of grounded theory (especially in doatdheses) “may owe much to the
fact that it unabashedly admonishing the researchstrive for objectivity” (p. 127),
thereby adding an aura of scientific rigour. Corliauld now appear to be more
yielding concerning this formulaic description.

Charmaz (2000) has argued consistently for adgpgmunded theory
guidelines as tools, but dropping the positivissuasptions that “data simply wait
discovery in an external world” (Charmaz, 2008, 306). She reinforces a
constructivist approach, which emphasises that @amceptual categories arise
through our interpretations of data rather than deatingfrom them or from our
methodological practices’dp. cit.) She believes that data needs to be informed by
theory as what we know shapes what we ‘discovad,that grounded theory’s cloak
of ‘neutrality’ is an illusion. Therefore Charmaasrsion of grounded theory seeks
answers to emerging theoretical questions allowmdp learn about the participants’

worlds.

Mixed methods approach

In my research, | intend to use a number of diffedlenses to analysis the data -
Yang's (2003) theory, neuroscience research andsG@605) discourse model.
Therefore, what emerges is a mixed methods studghwitoes not fit neatly into any
single research tradition. According to Creswel®98, cited in Tashakkori &
Teddlie, 1998, p. 18) an ‘equivalent status desigrobably best describes my
approach, as there is approximately equal weigleingio quantitative and qualitative
data. At the time of planning my research, | did have the benefit of Koro-
Ljungberg et al’s (2009) table of methodologies which included sbcia
constructionism (p. 690), which incorporated mahthe above-mentioned aspects:

“Social constructionism cannot be reduced to adiset of principles but is
more properly considered a continuously unfoldaogversation about the
nature of knowledge and our understanding of tlogldv- scientific or
otherwise.” (Gergen, 2004, p 183)

Social constructionism stems from a relativist ggmsological position and aims to
account for ways in which people are actively eegag the construction of their



own subjective worlds (Burr, 2004). Therefore sbwiarlds are “interpretative nets

woven by individuals and groups” (1994, Marshalcésd in Crotty, 1998, p. 54).

Social constructionism emphasises the importancecufure and context in

understanding and constructing knowledge, in theamaa Charnaz (2000, 2008)
implied. Social constructivism was also discussed2i2.4, in connection with

learning being a joint enterprise between teaclhexs learners. My research was
conducted in the same interactive spirit, with @aeptal pay-off for participants in

terms of deepening their own self knowledge, ndy dhrough reflecting on the

results of the LSQ, but also through learning fremch other in focus group
discussions.

Regarding the mixed methods aspect, there isegsng agreed taxonomy.
Niglas (2000) in her critical review of mixed metl® cited the work of Brymen
(1988, op. cit.) who identified ten different ways of combining djtsiive and
guantitative research, Greene et al. (198@.) who developed a system consisting
of five purposes, and also Patton (1986ld.) and Creswell (1995ibid.) who
included the topic in their textbooks. In one d# tatest books on mixed methods by
Plano, Clark & Creswell (2011, p. 2), they dreweation to the way this genre has
gained momentum and cite other writers’ confidangluage:

“mixed methods has been called the ‘third methogiohl movement’

(Tashakkori & Teddle, 2003, p. 5), the ‘third rasdh paradigm’ (Johnston &

Onwuegbuzie, 2004, p. 15) and "a new star insth&al science sky’

(Mayring, 2007, p. 1).”

The authors proposed that this upsurge may be duthd multiple ways of
presenting information in everyday life through naetbmmunications (for example,
scientific TV presentations with scenes of chang graphs changing seamlessly to
interviews on location). So, in this way, mixed hoets have become a natural outlet
for research.

To summarise, my own orientation matched a cooswst approach, which
confirmed lining up my research with qualitativesasptions.l believe people
actively construct or make meaning of their experé&e they endeavour to make
sense of what ensues, appraise it using theirmubeief system, and then sum up
what the experiences means to them. Thereforerebearch paradigm brought to

bear falls within Denzin and Lincoln’s (2000, 2008pnstructivist/interpretive
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framework, which looks for details about preferexcenotivations and actions,
which are not easily tested or identified in otlvasses, but nevertheless should
provide insight into how learning has been expesehand possibly allow reflection
on more widely applied features.

At the same time, completing a H&M LSQ (2000) andost-LSQ began the
process of helping participants tune into learnites. Both the quantitative and the
gualitative data will be used equally to understahd phenomenon of learning
preferences — an ‘equivalent status design’. Thezeit is accepted that conclusions
must, by their nature, be tentative and it will jp@ssible to conceive of alternative
plausible explanations (Charnaz, 2000, 2008; ColMamion & Morrison, 2001,
Patton, 2002; Strauss & Corbin, 1998).

The next three sections look at the methodologisalies concerning
guestionnaires and focus groups, including datdectidn methods for H&M’s
(2000) LSQ, the post-LSQ and focus group discussion

3.4 Questionnaires

The underlying assumption behind any questionnair¢hat the respondent will
cooperate to provide truthful answers and everyatiextract comparable meanings
to produce comparable data (Burns, 2000). If ormmpiling a questionnaire, then
the challenge lies in using language unambiguo@fe way to do this is to have
two or more fixed alternatives covering every po#isi, making greater uniformity

in measurement and creating greater reliabilitye @bwnside is that the answers can
be superficial and can annoy respondents. Howefeclosed items are used
judiciously at various places, the weakness caoMeecome.

At the other end of the scale are open-ended iqusestvhich allow a
“richness and intensity of respons@p( cit., p. 572). There are no restrictions on
either content or type of reply, but the way theegjion is formulated has to be
thought through carefully. Then there is the cingje of coding the various replies.
Complex questionnaires are usually tested to weddnosunderstood phrases or
nuances that may strike a discordant note andtaffeponses to other questions, or
even lead to refusals to continue. Scale itemsacther type which allows degrees



of agreement or disagreement on a scale of fixeinatives — ranking in order of
preference or just as a checklist. Some examplgwaiilems over questions have
been already discussed already, for example, DandRegan, 2000 (section 1.2.2);
Withnall and Thompson, 2003 (section 1.2.2); W3alk&98 (section 2.2.5).

3.4.1 Learning Style questionnaires
The normal method of investigating learning sty¢eto use a self-report instrument
which allocates individuals into pre-ordained carggs based upon the theorists’
conceptualisations. Kolb’s (1984) LSI and H&M's 88) LSQ are based on the
experiential learning cycle. | have provided (smctR.2.7) the background to the
rationale behind this model. Kolb’s four styles deccommodator (activist),
‘diverger’ (reflector), ‘assimilator’ (theorist) drfconverger’ (pragmatist) - the names
in brackets are approximately the H&M equivalersadler-Smith, 2001, cited in
Cuthbert, 2005, p. 237). While these descriptoraatocover all the key components
of a learning style, they provide an accessiblevvié one’s “learning personality”
(Lucas, 2001, p. 96). An important aspect is teatrling styles are seen as stable
aspects of personality and unlikely to change ia ¢ihort-term (Cuthbert, 2005).
Obviously, there would be little value in adminrgtg a styles questionnaire if a
person’s style were to fluctuate greatly over a feoanths. H&M (2000, p. 17) stated
that learning style preferences “have probably @esl quite unwittingly over a
period of time”.

| have given a brief overview (sectibB.4) of the additional controversy that
erupted around learning styles when Coffieldal's (2004) published their major
report, positing that emphasis on learning styles wnwarranted. However, H&M
have not modified their LSQ, and indeed it is ndfer@d online. | have also pointed
out that Coffield (2008) conceded that the H&M dim®aire could be a useful
development tool, with one of its strengths its tee a starting point for discussion
and improvement with a knowledgeable tutor” (Cdffiet al., 2004, p. 77). Honey
(2002), when asked to respond to Coffield’s cstes, defended the questionnaire as
a development tool:

“It is purely designed to stimulate people intanking about the way
they learn from experience which most people falst for granted.”
Honey (2002, as cited in Coffiedtlal, 2004, p. 75).
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3.4.2 Advantages of H&M’s LSQ
An obvious advantage is that its language doesusetpedagogic terminology, but
asks everyday questions about everyday behavieer Appendix 10). Because so
much learning happens at an unconscious level H&886) chose, unlike Kolb, “to
refrain from asking direct questions about how pedgarn” (p. 9). The creators posit
that this gives it greater face validity: face @l is the quality of an indicator that
makes it seem a reasonable measure. There arat8tents (not actual questions)
which all require a straight ‘agree’ or ‘disagreesponse, such as:

* | actively seek new experiences

* On balance | talk more than listen

* | am careful not to jump to conclusions
Second, the questionnaire was an incentive to petgpparticipate in the research,
and come perhaps “to realise, often for the finstet that learning is learnable”
(Honey, 2002, as cited in Coffielet al., 2004, p. 75). In other words, there was
something in it for them, which was also in therisppf the research as co-
constructors of knowledge. Third, H&M’'s (2000) geidto introducing and
administering the LSQ, and also the handouts olessttescriptions and scoring,
allowed consistency across groups, with the prot¢akimg an hour and a half.
Fourth, the H&M LSQ was licensed within the Univgrsand also | was familiar
with Honey’s ideas. Therefore, it was a pragmadticice.

3.4.3 Disadvantages of the LSQ

1. As with all questionnaires, while it is relatigeeasy to administer, it is time-
consuming checking results (the results were selfezl) and collating the material.

2. Because it depends on self reports, answersd easily be faked. However, this is
largely overcome when people are assured thatanisid to development with no
right and wrong answers.

3. With only a binary choice (tick or cross), sopedple feel uncomfortable having to
respond in this way, but can be reassured thafjtlestionnaire is designed to reveal
general tendencies, not give a detailed persoreatiilysis.

4. Because there are 20 statements on each sitytg; alosely associated items make
it appear repetitious. This apparent repetitiordseae be explained.
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5. Like any classification, a learning style isim@ification but people may begin to
attach labels to themselves (and others), themltegiefine themselves by LS.

Thus, to sum up, administering a LSQ needs mane siperficial knowledge
of the LS concept, to convey to respondents what dre being asked to do, what
the questionnaire is measuring, and to be abledpond to questions. H&M also
instruct anyone planning to administer the questine to complete it personally to
understand the scoring system. These proceduresitireed below.

3.4.4 Administration of the LSQ

General scene-setting remarks were important tah@uprocess in the context of my
research project and emphasise that the LSQ wel-@evelopment tool, not a test.
Nothing was said at that stage about the styled 8@ is designed to probe. The
participants were provided with a copy of the LSApgendix 5) and also a few
written instructions compiled from H&M’s protocollhese reiterated the self-
development aspect and emphasised the necessity mits any. People completed
it at their own pace, and | circulated to ensuergane was underway.

The guidelines in the LS Helper's Guide (H&M, 200@re followed closely
and, before scoring, the recommended procedbid.,(p. 18) of explaining the
learning cycle was done and the H&M handout offthe general style descriptions
was distributed (Appendix 6). Participants wereited to underline any phrases
typical of themselves. Then, the LSQ score key tsheas distributed with
instructions to circle the numbers ticked and dudaht up on the four columns. This
‘unscrambles’ the items and provided four raw sgpveéhich are then plotted on to
the learning styles chart based on general populatorms ipid, p. 14). When
joined up, the line indicates which of the five dannto which the score falls — from
‘very strong preference’ to ‘very low preferenceeé Appendix 12).

When this is complete, each person called out tifiwhich was recorded
on a flipchart for ‘Very Strong/Strong’, Medium, @dfLow/Very Low'. A full table
of raw scores and learning styles is available ppéndix 16. A discussion followed
to allow people to reflect on the process and shawgressions. This was not
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recorded and was for the benefit of participantbefp make sense of their profile

and was done in the spirit of being a reflectivener in the research.

3.4.5 Post Learning Style Questionnairgee Appendix 13)

Because a self-scoring sheet was used which | wiglagticipants to retain, | had

compiled a one page post-LSQ where the raw scoees mecorded, together with

answers to follow-on questions. At the foot, thees a section for permission to use
data anonymously. The additional answers in thisudeent helped to flesh out the
LS profiles and provide further insights into ss/leThe results were sifted into

categories and are represented in the form ofdaltel charts in Appendices 16 —
21.

3.5 Sampling

3.5.1 Background

| have given a bare outlined of the backgroundht® 3Ls programme (see section
1.6.2). In 1995, Hart and McMellin undertook a synof the student population
which showed that approximately 71% were femald \&imost 95% aged between
50 and 70, 54% between 60-69 years, and 5% overM®ost 90% were not in
employment, although 25% of this group expressee@sare for some kind of part-
time work. 82% identified themselves as formerls#timembers of the workforce or
professionals and it is likely that the 17% in theusewives’ category were married
to skilled or professional men. Only 0.5% of peoplere classified as unskilled

manual.

This demographic profile is fairly typical of tleéentele on university-based
community programmes, with the ‘learning-rich’ caxgpiback for more (Sargant,
2000). Reasons for being attracted to a dedicadedpfogramme was learning with
people with shared interests and experience, asupportive learning environment
(Hart & McMellin, 1995).



3.5.2 Demographic profile in 1999- 2002

Below is Table 1 showing registrations for the angdeading up to my research.

Age Band

<50
50-59
60-69
70-79
80-89
90-
n/a

Total

2000-

1999-2000 2001 2001-2002
13 5 27
445 533 646
1111 1083 1162
386 337 403
31 40 21
3 0 3
402 671 453
2391 2669 2715

n/a: Not available. Date of birth not supplied.

Table 1: Demographic profile of learners at thet@e

The majority are aged between 60-69 which is reftken my five groups. Also

other demographic aspects are similar.

3.5.3 Opportunity sampling

“The key word in the sample population is repreavness” (Burns, 2000, p. 83.)

There is no question of the 3Ls students beingesstative of the population in

general, therefore no valid generalisations cambde to other populations as one

could with a random sample (Cohenal. 2000). As the 3Ls programme continues,

the average age of the student population is isergaas students return to classes

into their seventies, eighties and even nineties.

Age
Band

<50
50-59
60-69
70-79
80-89
90-
n/a

Total

2001- 2008-
2002 2009
27 150
646 211
1162 1620
403 901
21 132

3 5
453 108
2715 3127

A comparison between 2001-2002 and 2008-2009
shows that the number of people in the under 50
bracket increased and those in the 50-59 bracket fe
This phenomenon may be the influence of age
discrimination legislatioradmitting younger peopl
and more people in their 50s remaining in
workforce. Interestingly, the number in the 70-79
group more than doubled and in the 80-89 group
increased about six-fold. This points to the agaihg
the 3L student population in line with society
general.

n/a: Not available. Date of birth not supplied

Table 2: A comparison of learners’ profiles at @entre between 2001/2 and 2008/9
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Research was carried out on accessible groups §CGaha, 2000), which involved
choosing those nearest individuals to serve asoremts. This is, of course, a
limitation of the study. All the students voluntedy but “we never know whether
volunteers differ in some way from those who do”n@urns, 2000, p. 93).
However, opportunity samples are valuable in exgitoy studies and it is debatable
whether one could attract older adults from theegainpopulation for this research.
People participating in learning in later life haaebias towards valuing learning,
which does not appear to exist in the general @djou, given the low numbers of
older adults attending classes in general (Phdlip® Ogg, 2010; Schuller &
Watson, 2009). However, although this is an acbéssiample, it was hoped they
could provide insights which would illuminate learg later.

3.5.4 Participants in the sample

In general, the participants were well educatedrem economically advantaged
backgrounds, although some had experienced fuettheécation through job training
such as nursing, rather than attending colleges wamdersities. Some women
married to professional men (classed as housewivése past) had missed out on
work-based opportunities to learn. This genderediifice, as opposed to class
difference, in the current ageing population is stmes overlooked.

Being involved in educational research as a ppdit rarely has instant
appeal and recruitment usually is done throughkgateers. | attempted to widen
recruitment by advertising for volunteers withinn@e through posters and leaflets,
but the response was minimal. | put this down tastant requests for research
participants from other university departments.etruited through face-to-face
presentations about the questionnaire’s usefulindssiping people understand how
they learn. There was a novelty aspect to thishvahly one person having
completed one before.

Although the research involved focus group disiussand everyone had
been invited to participate in this, there was arghdrop in numbers, although
attempts were made to negotiate different timeswéder, this turned out to be
problematic, partly due to spring holidays. On tiles side, the smaller groups
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provided opportunities for participants to conttdbmore fully to the discussion. In
Appendix 14 there is an overview of each of theuginvolved in completing the
LSQ accompanied by a descriptive profile. For tlarin Appendix 15, there is a
separate list of focus group participants, withesatiptive profile of the signature
themes of each group.

| accredit the success in recruiting from my owasses to the fact that | had
built a relationship of trust, and there was camiar@ among students after ten
weeks learning. The classes were over before geareh process began. Therefore,
everyone who volunteered did so because of thair ioterest in completing a LSQ.
As far as the Computer Club is concerned, it wasltmanaged group, although |
co-ordinated the buddy project and had contactlaelguwith the six buddies who
were also research participants. Indeed, it coaldrigued they felt more comfortable
and freer to talk openly because they were famiidéln the researcher and with each
other. From this perspective, insider researchthagotential, indeed, to increase
validity due to the added richness, honesty, figelnd authenticity of the
information acquired.

There is always the issue of power relations betweacher and student,
although | emphasised the voluntary nature of g@pdtion with the right to
withdraw. Did my relationship with participants, aformer class teacher, mean that
they responded in a different way? An implicatminthis question is that people
might have told me what | wanted to hear, becaesegps | had already touched on
the subject and unwittingly put ideas in their hed my knowledge, the learning
styles concept and ways of learning were neverudsed and the concept was
unfamiliar, except to one participant. My formeudstnts had certainly experienced
interactive learning, but all 3Ls tutors are enegad to conduct their classes in this
way. Therefore, | am only one of many to adopt paroparticipative teaching style
and | do not claim to be any different and thusaattespecially active types of
learners.

However, there is a particular question concermolgnteers who had also
been in my classes. Was there something special #bar interests which made the
research particularly attractive to them? It isgole that the Mind Power class had a

heightened interest, because in this class, keighitss from neuroscience were
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explored. However, the students appeared a norroab<section of 3Ls students,
many of whom regularly attended other general @seclasses in the Centre such as
art, languages and so on. Those who respondeg tequest were sent an invitation
letter to let them know when the LSQ session wdalke place, with a return slip,

email and telephone number for confirmation (Appe@).

3.6 Focus Group Method

The aim of the focus group discussions was to agenhe research questions to
discussion to discover participants’ feelings, tijlos, understandings, perceptions
and impressions (Krueger & Casey, 2009; Liamputta2@ll) about their own
experiences of learning. Below | examine why theuf group was the chosen

method rather than interviews.

3.6.1 Focus group interviews

As a research method, the focus group interviewbleas gaining in popularity in
the social sciences, but the first occasion ofatsorded use was in psychology
research as long ago as 1926 (Liamputtong, 201dgud- groups went on to
become a market research tool while, now, they umed widely in politics,
communications and the public health sector. F{@I00) suggests that focus
groups in educational research perhaps providenaret® opportunity for both
participants and researchers to learn from thegs®cas by the sheer weight of
numbers, the participants can challenge the rdsescpower to set the agenda
for debate.

Focus groups are an iterative process in whichoffes views and
understandings are shared, debated, challengedhanded” (Field 2000, p. 324).
He even goes as far as to say that the group taelffunction as a small-scale
learning community with a capacity for fosteringrieing, and may be well-suited
to the study of lifelong learning. Johnson (199€&cain Field, 2000) also posited
that focus groups can promote a collective ideratityd be potentially empowering,
and overcome the individualism of much intervievedd research.

These views contrast with Krueger and Casey (20@%) believe focus
groups ideally should be composed of strangerthesphave no concerns about self-



disclosure, although they must have a common caonoer which to voice an
opinion. Krueger and Casey also believe that theflittior should not be in a
position of power or influence, but this is not ayg@ the case in an educational
setting. | am a tutor in the Centre and, altholighave no real power, | could be seen
as a University representative, who might not likehear criticisms of teaching
methods in the Centre, or who might relate crite@hments back to directors. Also,
it places one in the position, when publishingfihdings, of perhaps making public
criticisms of certain approaches taken by one’sleygrs. However, one would hope
that constructive criticism would always be welcomeacademia and would also
provide food for thought for 3L students. Maintamione’s intellectual integrity,
being true to one’s beliefs and portraying theaditin through a reliable lens should
be paramount to reveal new insights.

Carey (1995) draws attention to the issues ofa@mgand conformity in a
group setting because members can modify what sagydue to lack of trust in
the moderator or in other group members. With conity, comments can be
fashioned to correspond with a member’'s understgndf the moderator’'s and
other participants’ expectations. So ensuring emeeyis aware of anonymity and
confidentiality is critical to build trust and cown any unease. Indeed, this data
collection technique is dependent on establisheygport and trust among the
participants.

All in all, participants in a focus group normafigel safe and valued for
their opinions. When discussing past learning, ofirse, there is always the
possibility of evoking painful memories of miseraldchool experiences. Group
discussions have the power to tap emotional andonsuious motivations
(Morgan,1997), more difficult to reach in more faiminterview set-ups, as
participants get caught up in the discussion arvdgach other out. Although
none of my guiding questions specifically probeddtiood, the issue came up.
This touches on the difficult area of ethics and frinciple to avoid causing
anyone unnecessary stress which | address in 3.9.

Focus groups are now employed extensively in ddhra research.
Chioncel, van der Veen, Wildemeersch & Jarvis (20G&e highlighted that three

out of eleven major adult education projects inlitike’Learning Society’ research
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programme used focus groups. Withnall and Thompg2903) used ten focus
groups in the ERSGrowing Older research (section 1.2.2) along with other
methods. According to Vaughn, Schumm and Singath@8§, p. 7) the following
assumptions underlie the focus group interview:

» “People are a valuable source of information, palarly about
themselves.

* People are capable of reporting about themselv@sasnarticulate enough
to put their opinions about their feelings and pptons into words.
» The best procedure for obtaining people’s feelagd opinions is through
a structured group conversation
» There are effects of group dynamics that enhareékilihood that people
will speak frankly about a subject.”
The first two points are inherent within all se#port measures, (including the
LSQ). Also the first two apply to interviews. Théstthguishing feature is their
explicit use of group interaction to produce datal ansights. Discussion can
generate insights in a way that questionnaires iadididual interviews cannot,
through the dynamic process of spoken language raadtions to another’s
comments. The other side of the coin, of coursiasgroup dynamics can lead to
irrelevant chatter. Morgan (1997) stated that thlitark of focus groups is group
interviews without:

“an alternation between a researcher's questiond the research

participants’ responses....to produce data and itssititat would be less

accessible without the interaction found in theugr.” (p. 2)
While Morgan (1997) suggests the ideal numberxdidasiten people, Krueger and
Casey (2009) warn that a group exceeding a dozkable to fragment. Chioncel
et al. (2003) advise a smaller group for reliable reswtsaring others’ thoughts
can generate thinking along new lines, spark feagnues of investigation and fill
in gaps, creating a unique discourse through amiitive meaning-making.
Morgan (1997) found that focus groups are usetrieetdifferent kinds of studies
— first, self-contained studies; second, as a sup@htary source of data; and third,
in multi-method studies, like my own.

Focus groups have drawbacks, of course. They are aomplex than one-
to-one interviews, with data from multiple speakdifficult to compare across
individuals (Bernard & Ryan, 2010). Chion&tlal. (2003) warn of the influence



of the phenomenon known as ‘groupthink’ — “groufapeation or dominance and
passivity of some participants” (p. 503). Johnsow dohnson (2000, cited in
Chioncel et al. 2003) suggested that ‘groupthink’ can affect tladidity and
reliability of the results if there is a collectiggriving for unanimity or harmony.
In their evaluation of the use of expert focus gun four European projects
Chioncelet al.(2003) found other challenges which are summaisbalv:
* A high percentage of those invited did not show up.
. Organ!sation and moderation takes a lot of effathwess grip on
some issues.
» Time is too compressed to get all questions anshedfectively.
. Thgr_e can be a high level of consensus rather ¢hapread of
opinions.
| also found that only half of the original LSQ gm signed up for the focus
groups, but at least those who signed up came.isBue of changing times and
rebooking rooms within the Centre is always diffi@uring the term, with limited
flexibility. One hour was too compressed for thecdssion, but trying to extend
this might have been a further deterrent.

Focus groups certainly produce data which areitqtia¢ly different from
guestionnaire or interview data, as the outcoma oduct of group dynamics
and the socio-cultural context. These issues areghat heart of a social
constructionist perspective (Burr, 2003; GergenQ40as discussed in section
3.3.4), with its emphasis on the communicative reataf dialogue and the
assumption that language is not a transparent mmeftm delving into people's
experiences and understanding their views. Evemitddde described differently
by the same speakers in a different context aral different time, and what the
listeners hear could be interpreted differentlyerBiore, knowledge creation can
be seen as something shared, not as an intriysiodividual experience. This is
in alignment with the interpretive paradigm’s asgtions that realities are
multiple, context-bound, and mutually shaped by “ihéeraction of the knower
and the known” (Lincoln & Guba, 2000, cited in BaxMagolda, 2004, p. 35).

Baxter Magolda’s (2004) three key principles ofueational practice,
developed from her longitudinal work with collegeidents, are first, to seek out

students’ opinions; second, build on this for cowmitig learning; and lastly,
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construct knowledge together to arrive at more dempnderstandings than one
could deduce on one’s own. Creswell (1998) poimtetithat: “human experience
makes sense to those who live it, prior to allriptetations and theorising” (p. 86),
but when people open up their minds to others’geatves more complex ways

of knowing become possible and understanding iEleed.

3.6.2 Focus group participants

In Appendix 15 is a table of the 26 people listedheir focus groups along with a
brief mention of each group’s dominant theme. Thekigrounds and current shared
experience of the respondents in each group indle@he direction of their opening
discussion which addressed the issue of how avieag had been in their life of

preferring certain ways of learning over otherganBcripts of each person’s initial
contribution(s) at the start (using discourse asig)y with a brief commentary

follows in Appendix 23.

3.6.3 Transcriptions

The sessions were simple to set up with a vievape trecording, with permission to
record the sessions secured. Six guiding questiogre prepared, based on the
research questions which were intended to flestpewious results. The questions
were:

* How aware have you been in your life of preferraggtain ways of learning
over others?

* In what ways has how you like to learn changed tsz?

 What different styles of teaching have you expesehover the past ten
years?

* Do you tend to select activities that reflect thaywou like to learn or do
you made adjustments when you experience a teadtyhgy that does not
suit you?

» Have you ever given up a class or activity becafse clash between your
preferred way of learning and the teaching style?

* How do you judge how well you have learnt sometfing

Not everyone contributed to every question in #rgdr groups (Chioneit al,

2003) and there was limited time to develop ideahOut becoming overly
controlling and disrupting group dynamics), andfihal question was dealt with
only briefly. The original audio tapes were congdrinto Windows Media Files
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before transcription. Transcribing was an exceliealy to familiarise myself

with the data, and not simply a mechanical proc@ssthe occasions (in Group
S), where the conversation veered away from thie,tépis was not transcribed,
but noted. When there was general laughter or géasrdes this was indicated
and, as moderator of the discussions, any signifiamarks/interjections | made

were also transcribed. (Transcription of Focus @rGun Appendix 24).

3.6.4 Analysis of participants’ voices

There are significant similarities between analysis focus groups and other
gualitative data. Commonly, researchers are istedein the themes which emerge
so that similarities, differences and underlyingths can be discussed. Thematic
analysis is perceived as a foundational methodualitative research (Braun &
Clarke, 2006) and techniques for analysing datdnématic analysis and grounded
data are broadly similar (Liamputtong, 2011). Ty, data analysis begins during
the process of collection (Cohehal 2001; Miles & Huberman, 1994) because of
sheer volume, with early analysis reducing datarload. Miles and Huberman
(1994) define qualitative analysis as consistinghaf three simultaneous activities:
data reduction, data display and conclusion draiwerdication.
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Figure 1: Miles and Huberman’'s components of datysis

Data reduction is enacted in different ways, bseasally refers to the process of
creating units of analysis as distinct as possillbjle not distorting meaning.
Essentially, this entails keeping the data with ¢batext in which it occurred. By

ascribing codes a process of selecting, focusimgpldying, summarising and
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transforming the written-up transcriptions gets emhy. Tesch (1990, cited in
Miles & Huberman, 1994, p. 11) referred to it astal condensation”. Burns (2000)
believes that content analysis is more an art ¢hacience:

“The coding of qualitative research is importastitaoperates, as a labeling,

retrieval and organizing device...The coding schemme in fact, the
conceptual model.” (p. 434)

Qualitative analytic methods can be split into teamps (Braun & Clarke, 2006),
with some methods stemming from particular theoattipositions (such as,
grounded theory (Strauss & Corbin, 1998); discouasalysis (Gee, 2005) and
methods essentially free of theory and epistemoldgyypical example of this is
Aronson’s (1994) article on a thematic analysisaafesearch-clinician’s interview
which reports on experiences, meanings and thetyreall patients. Thematic
analysis is compatible with both experiential amehstructionist paradigms (Braun
and Clarke, 2006). Therefore, it is a very flexibkethod for identifying, analysing
and reporting themes within data, “both to refleslity and unpick or unravel the
surface of reality” (p. 81). Braun and Clarke a&ghat thematic analysis is often not
named explicitly, unlike grounded theory, which teasigh profile because of the
valued goal of generating new theory. However, eVv&t one chooses to call it,
thematic analysis involves searching across askdtéor repeated patterns which are
then coded.

3.6.5 Data Indexing

Since all analysis is essentially comparative, fire¢ task is indexing to facilitate
comparative analysis by gathering together dat@uade topic (Frankland & Bloor,
1999). Indexing is, of course, different from exike coding, as | did not assign
pieces of transcript a single code contingent galglon an initial hunch. Rather,
each piece of transcript was assigned severalerolusive index-codes referring to
several analytic topics. | postponed a final ptetation until all text items in the
same categories could be compared systematicalty, twe emphasis on being
inclusive, rather than exclusive. Frankland andoBI(1999) describe the analyst as
having a “pre-understanding of the transcript” {@.7), presumably because the



researcher has experienced the event, transchigealudiotapes and will have some
ideas of interesting avenues of exploration.

However, it is only through deeply engaging witle tmaterial that analytic
categories are generated in an intuitive way. Oftesearchers write about
‘submersion’ in the data and categories ‘emergingijch make it sound like a
mystical experience. From a working memory perspecthe brain is not good at
holding on to lots of bits of information, theredoonce the material is indexed in as
inclusive a way as possible, and displayed, pateam be deciphered which connect
to existing theories, leading to greater elaborated these categories and new
categories — in other words, constructivism in@cti

Codes at an early stage define categories whiemainly descriptive - for
example, perspectives held by participants, waythioking about people or things,
activity or process codes, or event codes. Howeeehe as true to the data as
possible, they should arise from the participamisrds and not be determined in
advance, forcing data into some preordained framewond precluding alternative
conceptualisations. However, if a theoretical applois important, this requires
engagement with the literature prior to analysid #ms was my approach, although
it can be a dilemma for the researcher. By codipghe data, the researcher is able
to detect frequently occurring codes (regularitiagd codes that occur together
(patterns). Data display is a key element in Mil&s Huberman's (1994)
methodology to allow the researcher to see whadgpening:

“Generically, a display is an organised compresss®mbly of information

that permits conclusion-drawing and action.” . p)

The next stage is grouping the units into domaihgkvaccording to Bernard and
Ryan (2010) are a list of words in a language thalong together (p. 38). Even
with a fixed set of open-ended questions, it isasgible to forecast all the themes
that come up before you analyse a set of texts,(D@93,0p.cit.,2010). Grounded
theorists call theme discovery ‘open coding’, dag®ntent analysts simply call it
gualitative analysis or ‘latent coding’ (ShapiroMarkoff, 1997,ibid.). As with all
social science there are many variations on thesnth depending on the type of
study. Bernard & Ryan (2010) describe several olasenal techniques when
scanning the data, which include repetitions, ied@us categories (local
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terminology with specific meanings), metaphors andlogies. Lakoff and Johnston
(1980) argue that:

“most of our ordinary conceptual system, in terofisvhich we both think

and act, is fundamentally metaphorical in natufe.’3)

Analysis, then, can be a hunt for metaphors ankingrout the broad underlying
themes that might underpin them (D’Andrade, 199E15s & Quinn, 1997, cited in
Bernard & Ryan, 2010) and | found this useful, hseaof the number of metaphors
that arose in my study. Other techniques involvekilmg for similarities and
differences, typical of grounded theorists likeaGgs and Corbin (1990) who begin
with a line-by-line analysis to keep the researdbeused on the data than indulging
in “theoretical flights of fancy” (Bernard & Rya@010, p. 58).

Bringing existing theories to bear on da¢a to explain it is a trade-off, as prior
theorising can close one’s mind to fresh ideasraw connections (Charmaz, 2000).
Also, there is the danger of finding only what oselooking for, remembering
Popper’s (1963) warning, that it is easy to findhfemnations, or verifications, for
nearly every theory. An important stage is to dshbrelationships and linkages
between the domains to ensure that “the data, theliness and ‘context-
groundedness’ are retained” (Cohenal, 2000, p. 149). The move is then from
description to the process of deriving logical dasions from premises assumed to be
true, while also seeking out, not only confirmirages, but examining the significance

of disconfirming cases and minority opinions.

3.6.6 Coding interactive effects

Liamputtong (2011) highlights criticism directed #&icus group research that
researchers neglect social interaction within geoapd manage the data, as if it is a
series of individual interviews. The social constionist framework (Burr, 2004)
emphasises the co-construction of realities betvgesticipants and the negotiation
of meaning. As this is my theoretical frameworkwill be looking for themes
produced within the group context, interactive etfeand group dynamics which
may reveal the strength of certain views and leweélagreement. In addition, there
are opportunities to analyse the process of intieras between participants and
myself, as moderator. According to Myers & Macnagh{1999), the moderator
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cannot be written out of the analysis. They dreterdion to one of the best
supported findings of conversational analysis:

“Speakers orient to the immediately preceding tuenswers following

guestions, assessments following assessmentsnsesfollowing accusation.

In many cases it is the immediately preceding ftimat is important to the

analyst - the moderator's question, or the ppditti's example”. (p.184)
Therefore, because talk is sequenced, longer goiesafrom the transcripts will be
included to support my interpretation where neagsaad to consider an utterance in
terms of what came before and after. What can Ip@iitant is not only the topic but
how it was talked about and linked to. The intdoactmay be important to fully
understand what participants are really saying.islyed Macnaghten (1999) pointed
out certain dynamic forces at play: someone mightbnveying solidarity, arguing
for the sake of it, switching the topic, displaymsgecial knowledge or experience.

Stephens (1996, cited in Liamputtongl20p. 176) has developed a list of
analytic questions for analyzing aspects of int#a¢ such as ‘Did certain topics
produce agreement?’ and ‘What common experiences expressed?’ This approach
capitalises on the special opportunities focus gsoafford. So utterances, in a sense,
are artefacts of the specific research situatiatner than “attributes of the subjects”
(op.cit. p. 185). Certainly, a conversation about learnirgul be unlikely to arise
naturally in a group of older adults, unless linkémt example, to the topic of how
children today learn in different ways.

In sections 3.6.3 - 3.6.5, the focus has beerhersdciological tradition that
uses text as a ‘window into experience’ as oppdseetihe linguistic tradition that
describes how texts are developed and how theictsite can reveal meaning. Next,
| look briefly at this linguistic tradition of angis and how it can contribute to
understanding.

3.7 Discourse Analysis

As already mentioned, the first ten minutes of efadus group discussion were
analysised separately using the integrated apprsaghested by Gee (2005),
applying certain tools of inquiry or “thinking dees” (p. 7). This fine-combed
analysis helps to demonstrate, among other thitigs,influence of the early
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responses in shaping the way people interpretsbiges, the kind of memories
they draw on to contribute and how the discourse #merges is not in one
person’s head but distributed across different pewts. This underlines Carey’s
(1995) qualification that there is not one, stadMact reality to uncover in focus
groups. It also reveals how the identities of pheticipants begin to emerge, to a
greater of lesser degree, through significant meworof past learning
experiences. Although discourse analysis was moirntain method of analysis, my
synopsis of each person’s opening contribution ides/a snapshot of the opening
dialogue in each group (see Appendix 23).

3.7.1 Gee’s Discourse mod€2005, [1999])

| chose Gee’s model because it did not require ialsc knowledge of
sociolinguistics. His approach involves analysislarfguage-in-use, but avoids the
more complex aspects of linguistics and social thedndeed, Gee expressed the
hope that his model can contribute “to importarsues and problems in some
‘applied’ area’ (p. 8). The two “thinking devicedéscribed below are at the heart of
Gee’s approach which are the everyday storylinegxXplanatory frameworks) that
people use to make sense of their ‘life-world’:

“ ‘everyday people’s ‘explanations’, ‘models’ oitheories’ are very
often largely unconscious, and often incomplete smme ways. This
does not mean that they are not deep and ridieindwn way.” (p. 60)

Gee calls these storylines or unconscious modBiseourse models{with a capital
‘D’, pp 30-31). Just like explicit scientific thees, they are oversimplifications, to
allow us to understand and take part in complexatoorids. We have hundreds we
can assemble, from ‘green issue’ Discourses, torthwocitizen’ Discourses, to
‘classroom’ Discourses. Discourses are not fixetities but are revised and adapted
depending on the situation, by bringing togetheatv@ee callssituated meanings”
(Gee, 2005, pp. 53-70). ‘Situated meanings’ arededinat have different meanings
depending on the context. The meanings of wordeatqust reside in dictionaries,
but are ‘part and parcel of what the communicai®rabout’ (p. 174). Likewise

meanings of words do not just reside in assembfi@gurons in our brains:
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“but are often shared across people, books, otteztia and various social

practices...... very often they areegotiated between people through

communicative social interaction.” (p. 67)
Therefore, they involve not only ways of thinkingtlalso ways of believing, valuing
and acting out a socially recognisable identityughthe situated meanings people
use can provide a window into their unconsciou®tiies. Discourse analysis can
involve asking questions about situated meaninigsutaparticular activities going
on, the identities of the participants, their relaships, the social good at stake,
connections with other discourses and ways of lpging certain forms of
knowledge - for example, using technical or pratesa language versus everyday
language. Thus situated meanings and Discourseslmade two useful tools of
inquiry to illuminate “better, deeper and more hamanterpretations.” (Gee, 2005,

p. Xi)

3.7.2 The Opening Round

The texts selected specifically for discourse aialare the first 10 minutes of each
group which entailed everyone’s initial contributtibeing given equal attention. This
exposed how the discussions developed differealfigpugh each group began with
the same question. The analysis shows how varigoapics or motifs emerged.
‘Co-constructions’ (my remarks that add to thecdigse) have been retained. The
text is printed in numbered lines and coded in rigat-hand column. This will
facilitate a comparison of the distribution of eamtcategories that reveal differences
in the type of language used. Gee’s coding systedescribed at the start of the

transcripts in Appendix 23.

3.8 Limitations of current research

It must be remembered that this was a small samipieh was not representative of

older adults in general. They were also people Wave, in the main, been

successful learners in their lives and the sodtabgedness of learning within a
campus setting is a place where they are comfextalley were interested enough
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in the process of learning to complete a LSQ awodrad half returned to the focus
group discussions. The LSQ was interesting infitbsling a collaborative exercise

donewith the participants and ntd them, as a ‘reflective partner’. The post-LSQ
expanded and explained more about the participdesshing preferences which

added to the richness of the data by identifyingeotdata patterns. Within the

interpretivist paradigm, | presented a justificatior selecting this mixed methods
approach.

The issue of reliability and validity is always challenge in qualitative
research as the data collected during the sesarensartially affected by the session
itself and magnification of particular aspects banthe result of group dynamics or
‘groupthink’ (section 3.6.1). Because participaate responding to each other, the
information elicited is a function of each grouperraction. Thus, focus groups are
not replicable (Carey, 1995). However, assuming teasoring and conformity (as
discussed in section 3.6.3) have not unduly infheeiresults:

“the information can be considered as an accurapeesentation of the
perceptions of reality for the group members dredefore valid.”
(Carey, 1995, p. 489)

However, Carey qualifies this statement by empimagihat there is not one, stable
exact reality to be revealed when focus groups wmed, especially with self
perceptions, and the goal is to explore variatiomst to reach agreement and
generalisability. Ultimately however, the guideligeestions set the agenda and the
findings are, partially at least, a result of whéne researcher looks (Miles and
Huberman, 1994). My interest in neuroscience shapednferences drawn, and in
thinking along these lines | may have missed otiegs or unconsciously distorted
the data, and my insider knowledge could lead men&ke assumptions or miss
important information. The application of Yang'slisoc theory of knowledge and
learning, which is not neuroscience-based, wasddd to act as a check against
misinterpretation.

Finally, to complete this methodology chapter ll wriefly relate the ethical
issues relevant to this study.



3.9  Ethical issues
Although the guidelines now in place which govellnuaiversity research were not
operational when | submitted my original researabppsal, | was aware dthical
Principles of Conducting Research with Human Pgtats (British Psychological
Society, 1990), as a member of the BPS. Ethicaksoate works in progress as
standards are constantly changing, and the BPSubproduced an update. Also,
the ESRC Framework for Research Eth{2610) is online and updated as required.
Ethical conduct is in essence “the applicationnddrimed moral reasoning, founded
on a set of moral principles” BPS (2011, p.7). Tm@n elements are valid consent,
confidentiality, anonymity, fairness and processassistent with these. These have
not suddenly materialised, but were not necessapifglied so rigorously in the past
but borne in mind. Miles and Huberman (1994) lissederal ethical considerations
for consideration before, during, and after theeaesh had been conducted: these
included informed consent; harm and risk; honeasty/taust; privacy, confidentiality,
and anonymity; intervention and advocacy. The cdffiee now is regulation so
participants are protected and researchers are doubt about their responsibilities.

Informed consent entails letting participants knehat is involved and what
they have to do. In early research, the researohm@ referred to as ‘subjects’
(placing then in a passive position) but this hagdly gone, and terms such as
‘respondents’, ‘discussants’, and ‘participantsneey cooperative roles with the
right to withdraw. As a tutor in the Centre, | peated the research as a personal
project and part of my continuing professional depment. | initially addressed
people in their classes with the intention of padsng them of the value of
completing a LSQ, but | was not in a position tegaurise or coerce. | already had
their trust and therefore it would have been diglsorto present it as ‘official
research in an effort to encourage participatioarbdlly, | told all groups that the
process was totally confidential, the recordingsenfer transcription purposes only
and names would be changed. Although the reseaashinwtwo parts, they could
choose to withdraw their participation.

| have already mentioned that focus groups camtagpeople’s emotions and
unconscious feelings, so there is always a riskgbee unhappy memory surfaces.
However, | did not consider that the people whaumtdered would not be able to
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handle this because the students who attend thi#eeCtend be fairly robust learners.
So the risk of harm was minimal. Had there been aegd for intervention and
advocacy, there is a counselling service within@eatre. Denzin and Lincoln (2008)
wrote: “Today, many agree that all inquiry is moeadd political” (p. viii). This
sentiment is reiterated by Cohehal. (2001) who stated: “[R]esearchers must make
informed choices of research traditions, mindfultieé political agendas that their
research might serve” and that ‘fitness for purpesest be the guiding precept”
(p.1). As McClusky stated almost forty years agtyaation for older adults is based
on the assumption that “it will lead to somethirgter” (McClusky, 1973b, cited in
Hiemstra, p. 212). Therefore, there is a moral rafxee that research into later life
contributes in some way to this agenda of improveme

3.10 Conclusion

The goal of mixed methods research is to draw ftloenstrengths and minimise the
weaknesses of both in a single research study.ylcase, the LSQ was a standard
form of data collection with the results arrived tatough a prescribed formula
provided by H&M (2000), and the post-LSQ providesh@e answers to a narrow
band of follow-on questions. On the qualitativéesthe researcher is “the primary
‘instrument’ of data collection” (Johnson & Onwuegke, 2004 p.18 with data
based on the categories of meaning, which lend sbles to the exploration of
personal experiences and participants’ constrlictthe next chapter | will present
and analyse the questionnaires and focus groupriaiategether and hope to
demonstrate that quantitative and qualitative mefeaechniques together are

important, useful and complementary.
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Chapter 4 Findings and Analysis

4.1 Introduction

This chapter presents the findings and analysih®fLSQ and post-LSQ, together
with the perspectives of those who subsequentgnd#éd the focus groups. Direct
excerpts are included throughout, with referencepecific Appendix documents. |
will illuminate the complex interplay between peytens of learning styles,

interwoven with participants’ narratives about teag strategies, motivation,

attitudes, defining moments and feelings from farared recent learning. As one of
the objectives of this mixed method study was tanexe the learning styles (LS)
profiles produced by older adults and look for @myerging patterns or differences,
the LSQ results are examined first, intersperseith waferences to the follow-on

guestionnaire and focus group discussions whermppate.
4.2 The Learning Styles Questionnaire (LS{

85% of respondents agreed their personal resulivedasd with the profile consistent
with their own view of themselves as learners. (abde of results in Appendix 16).
For those who went on to discuss their learnindepeaices in their focus group this
firm sense of having a particular ‘learning ideyititame across strongly, although
this was expressed predominantly in their own womtsd not in H&M's
terminology. In this section, | will examine thesttibution of styles, participants’
interpretations, the development aspects, rejeatiodesignated LS and belief in
authenticity of LS.

4.2.1 Distribution of styles

To help researchers with data analysis H&M (200@&Q) administered the LSQ to a
random sample of 300 managers to allow comparismhe made. Their results
produced:

35% with one strong style; 24% with two; 20% wiithee; 2% with four and
19% with no strong preferences.
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40% of my sample of 55 respondents was assignedtiwng styles. See Appendix
17 (Fig. 1) for a graph showing how the strongestyper person were apportioned.
The most common profile, by far, was Reflector-Tisto(n=13). See Appendix 17

(Fig. 2) for the six most common profiles. Howewaight people rejected their styles
and one person omitted to give any indication. &&e was fairly even across the
four styles. See also Appendix 17 (Fig. 3 and B)gfor a comparison of all styles

compared to accepted styles.

The R and T styles are closer to each other thaither A or P, and as Race
(2010) argues, Activist and Pragmatist can at tinseem interchangeable as
‘learning by doing’. Analysing the language of H&MGeneral Description handout
(Appendix 11), which puts flesh on to the abstrbcnes’ of the styles, certainly
shows strong parallels for R and T styles, andecless between A and P, for
example:

Reflectors ponder experiences and observe therte Wheorists integrate
observations into logically sound theories;

Reflectors prefer to think long and hard aboubinfation before deciding,
while Theorists think problems through in logistdp-by-step ways;
Reflectors prize caution, while Theorists prizgito

Contrast this with:
Activists prize giving things a go here and na@and Pragmatists like to act
quickly and confidently to implement what they ad@arned.

The difference between ‘giving things a go’ andtitag quickly and confidently’ is

quite subtle.

Of those who received a single style (and accepjethere were seven
Activists, five Reflectors, one Theorist and oneadgPnatist. H&M’s underlying
hypothesis is that having one strong dominant gael being unaware of this) is a
potential barrier to becoming a “well-rounded leafn What was not discussed by
H&M (2000) was whether having three to four strosigles makes for a more
‘rounded’ learner than having no strong preferena@sregistering only in the
moderate bands. So the LS concept becomes rathey fnhen it presents as a
combination of three or four styles, as opposedstsingle ‘purist’ form or ‘well-
matched’ pairs like Reflector-Theorist and Actividtagmatist.



Another contrast to the H&M’s sample, where apprately one fifth had no
strong style, compared to my research sample, haisanly four people had no
strong style, but moderate preferences. (This m#agit scores registered in the
medium bands.) They comprised two Activists (A)edreflector-Activist (RA) and
one with all four styles (ARTP). The fact that akhall participants had at least one
strong style suggests that, although most peopde tkay had changed, the new
styles were not less pronounced, as Kolb (198ddaint Truluck & Courtney, 1999)
suggested tended to happen in mid-life, as peoll®eed alternatives. New ways of
learning are equally subject to becoming fixed witipeated use, which is in line
with current thinking from neuroscience about nelasticity being a double-edged
sword (Doidge, 2007). Our brains are indeed mabtit once we tread a new path,
we tend to adhere to it and it can become justbgual as the ‘old style’.

The controversy surrounding learning styles sutggéswould be wrong
when analysing the results, to place too great rmphasis on small differences,
especially from the limited sample here. Lookinghet spread of styles in Truluck
and Courtney’s (1999, see section 2.2.9) sampl&7@f participants, it was fairly
even, but the least preferred LS was Convergerchwthey stated involved active
participation. However, it is worth reiterating thi&olb’s categories do not match
exactly to H&M styles (H&M, 2000). The Convergeylstis matched to Pragmatist
by Sadler-Smith (2001, cited in Cuthbert, 2005)te$1&M equivalent. However, |
have already drawn attention to Race’s (2010)quréiof the overlap of Pragmatist
and Activist styles. The range of views would tetad confirm the criticism by
Coffield et al (2004) about lack of clarity around definitiorSiven these fuzzy
boundaries, comparing the spread of styles witHu€ku& Courtney’s study would
not be particularly illuminating, but exploring thdifferent reactions of the
participants to their results should provide intsgimto their ways of thinking about

learning.

4.2.2 Participants’ interpretations of their learning styles

The first extract below illustrates several asp@&tthow the learning style concept
was perceived. My opening question in the focusugsoconcerned awareness of
preferring certain ways of learning over othersftdAeach name is an individual
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identifier code and LS code.) Linda (M5, ART) folled Maureen (M16 — LS: not
known), who had been a mature Open University stufte a number of years, and
accordingly, had done most of her course work solgary style. She expressed her
desire to continue to learn, but only with facddoe learning, so she could share her
ideas and contribute to the class. As discussedation 3.6.6, | will display linking
fragments of the preceding contribution where appate, as the participants and
myself as facilitator (notated as VB) built the gersation in social constructionist

fashion:

VB ‘[So] given a choice, you would certainly like faieface.’

Maureen I would. That's the way | would like to learn.

Linda ‘I think I've always been aware that | prefer harats | like face-to-
face tuition and if | use anything at home, Id¢n use video and |
like CDROMSs because of the interaction.’

VB ‘So, you are quite happy learning with a computer?’

Linda ‘Eh (pause) No. (Laughter from the group and quitkrjection
from another participant: ‘The CDROMs speak baxkou, is that
right?’) Yes. If it works very fast, | like itubif it’s slow...{Grimaces).

VB ‘The technology gets in the way.’

Linda ‘It does, yes. But | was surprised at theutes. | thought | really was a
pragmatist, but | realise | have these other ¢isims well, which was
interesting.’

These‘other things’ Linda referred to were unexpected aspects of g a very
strong Activist (A) and Reflector (R), and a stroflgeorist (T), with her Pragmatist
(P) profile only moderate. Therefore, the handsqmagmatic aspects, which she
claimed as her dominant preference, would seemat@ feen elicited through the
Activist statements of the questionnaire. Concretgerience (the domain of
Activists) and active experimentation (the domdifPtagmatists) are often difficult to
distinguish (Race, 2010). ART is certainly an unoawn profile, as H&M'’s Activist
and Reflector general descriptors have contradictralities when comparing their
opening statements:
‘Activists involve themselves fully and withoutdsi in new experiences.’

‘Reflectors like to stand back to ponder expemsnand observe them from
many different perspectives.’
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It is difficult to see how one can strongly do hotinless the differences in the
demands of the learning situation dictate whichHestomes to the fore. It is not
explained in H&M’'s (2000) manual how contradictastyles assigned to the same

person are reconciled and translated into behaviour

One other point which the excerpt above demorestyatoncerns interactive
effects. Myers and Macnaghten (1999, see sect®®)3drew attention to the well-
documented fact that, in conversation, speakeenbto the immediately preceding
turn. Maureen had explained why face-to-face waspineference. Linda began by
declaring her preference for hands-on learnindgoedd immediately by mention of
face-to-face tuition. Arguably, this would not habeen said if Maureen had not
focused on it previously, but this does not meardaijust copied it automatically. It
is the nature of conversations that we consideersthideas and include or reject
them, as the dialogue flows. However, awarenegtisfphenomenon, which is in
evidence throughout all four focus groups, meaas dhsimple count of the number
of times certain topics appear in each group waoolobe particularly meaningful.

In general, there was not significant disagreenbetieen participants, but it
did occur when two former teachers with diametljcapposite styles — a Reflector
Theorist and an Activist Pragmatist — were disqaugdanguage learning. Although
their styles differed, their sensory modalities evadentical with Kinaesthetic,
Visual, Auditory (KVA) profiles. Mhairi (A2, RT, gence teacher) and Norma (A5,
AP, English teacher) are discussing the way langsiagsed to be taught with a
strong bias towards written grammatically-correstis:
Mhairi ‘There is a lot of criticism about how we were thugn schools. Take

languages — we were taught to read and write it tett speak it very well.
But it is surprising how it comes back.’

Norma ‘I think | was taught very well.’

Mhairi ‘But we criticise that way of teaching now.’

Norma ‘I wouldn't —I think I just struck it lucky.’

Mhairi ‘Yes, but is it not generally accepted now thatas the wrong way to teach
languages?’

Norma ‘| think there has to be a whole variety.’
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Mhairi ‘A friend’s daughter had a penpal over in Francedashe said — ‘When |
was forced to, it wasurprising how much came back from what | had been
taught’. Her grammar was probably better than haugdhter's (laughing),
but her daughter was more fluent.’

VB ‘Yes, it is a different skill — a different bit thfe brain.’
Norma ‘Ideally, you should have a balance.’
Mhairi ‘Which we didn’t have. While | say | had a goodgrding in the grammar,

| was very reticent in speaking.’

In the above extract, Mhairi did not concede Nosnabint about balance. In her
judgement there was a wrong balance. This is ampleaof multiple realities with

two equally valid, co-existing worldviews. Norma svane of the 20% whose style
had remained unchanged, therefore, as an ActivegjrRatist she would not need to
be told to practise speaking the language, as whald have come naturally,

although she described this as being lucky. Mhatated that she had changed to
become more practical of late, but she had accemeda young scholar, the

grammatical approach to language learning withdgcal, scientific mind.

The above dialogue also has echoes of Gardnel@©3)2 Multiple
Intelligences perspective, which posits that ifusdamentally wrong to think that
human beings have only one correct way to thirksea and problem-solve. People
have an array of skills upon which to draw, somembich will be drawn from
genetic inheritance and others which will be enagad or discouraged by the
culture and environment (Baltet al., 2006). Nothing in biology, psychology and
one’s life is static, with multidirectional influees between genes, brain, thinking,
behaviour and environment. Therefore, what seenaamgly self evident to one
person is hotly disputed by another, as our expeeg are filtered by the types of

analysis we use and our cultural, social and edhregtvantage points.

As Brookfield (1995) stated, we construct our eigree, not only through
our senses but through our perceptual filters. @rae so deeply embedded in our
psyche that they are virtually unconscious. Thithe facet of knowledge that Yang
(2003) described as the foundation layer, wherebeliefs, social norms and values
unconsciously shape how we draw meaning from opemgances. Therefore, Mhairi

and Norma are unlikely to agree on the right lagguaalance between grammar and
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spoken language learning however long they disdiidsecause experiences are
never free from the cultural contradictions thdbim them and the different ways
our brains process information, whether it is @chbelearning style (H&M, 1992), a

cognitive style (Sternberg & Zang, 2001) or anlligence (Gardner, (1983/1993).

4.2.3 The LSQ as a development tool

Although Linda (M5, ART: in the extract in 4.2.2pndh thought of herself as a
pragmatist, she confirmed that her ART style seenggd, saying that she realised
she ‘had’ these other styles as well. This illusgsathe power of a test result to
convey a kind of authority and ‘scientific’ valigit- a point made by two others in
the post LSQ although, ironically, Ernest did ngtege with his assigned style:

Ernest (C8, ATP) ‘Takes the subjectivity out of the subject and iearout in an
interesting way.’

Bridget (S8, A) ‘To get objective assessment of one’s learning styl

Bridget judged that the type of LS being measuredilds not apply to meetings,
discussions and reading reports which had takemmuph of her working life,
challenging the idea that one’s LS is a typicatsiyy that one adoptsamylearning
situation. This is one of the criticisms of leamistyles, highlighted in Cuthbert
(2005), where attention was drawn to the posiiivishd individualistic nature of
styles, which can lead to labelling and stereotygdiy ignoring the context and the

learner’s personal history and circumstances.

Nevertheless, the idea of ‘objective’ assessm@omverfully influences
credibility and the degree to which individuals apen to developmental aspects, so
that they can start to think of themselves diffélserin a parallel therapeutic context,
this is what cognitive therapy attempts to achiewee change in the way people see
themselves or see a particular issue. It woulddetd say that Linda appeared to
accept the array of unexpected styles as attrilsitesrad not realised she possessed,
but which she could now see as undeveloped parsiopersona. In a sense, this
demonstrates H&M’s LSQ in action as a developmeot to help people reflect on
new learning possibilities. So, whether the resulverifiably accurate, is not the
point. It had set a train of thought in motion whintrigued Linda and opened up
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more complex ways of thinking about herself asaanler. This has shades of Baxter
Magolda’s (2004) ways of knowing (discussed at ¢ne of section 3.6.1) which
suggested building on students’ opinions for camtig learning and construct
knowledge together to arrive at more complex urtdadings. It also appears to
confirm what Cohen (2005, cited at the close oftisac2.4.2) believed about
adulthood - it is not the end of a process, butet@ution our brains and our selves,

spurring us on to be more proactive.

In response to question 3 in the post LSQ (seeeApE 18), concerning
useful or interesting aspects of the LSQ, approtaigehalf the sample commented
on specific LS aspects such as need for balandylgss the value of raising
awareness of styles, or remarks about their ownltsegor example:

Magda (M8, RT) ‘Interesting to consider different styles. It gawere insights
into my own preferences.’

Adele (R3, A) ‘Discovering the different types of learner.’

Nan (S7, A) ‘| found it surprising | had such an even spread.

Claire (S1, A) ‘Discovering | was a strong activist.’

Thinking about their own learning style capture@ithimaginations and no one
dismissed the idea as meaningless, even the 15%gdidhwt agree with their result.
Nan, for example, who commented on the even spreasigiven an Activist profile,
despite her raw scores for the four styles bein®,AR=8, T=9 and P=9. With a
maximum for each style of 20 points, Activist wag tonly score not registering in
the low bands, just making it into the medium basufficient to give an Activist
profile. As | will discuss later, fairly even lowcasres seemed to indicate more
flexibility in ways of learning. As already indieat, only four people did not register
a strong style, making Nan'’s profile unusual.

However, a number of respondents alluded, inthyen the main, to the
LSQ providing more than cognitive insights into lssy The comments below
indicate a shift from focusing only on how infornoat is processed, to appreciating
we are affective beings with diverse personalitied a clear sense of self, with the
capacity for change, and with attitudes that affestinteractions with the world:
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Linda (M5, ART) ‘Self knowledge.’

Una (M7, TRP) ‘Questions were well thought out and responsesidhediect
personality, learning and communication.’

Gordon (M12, TRP) Seemed to be aimed at establishing the kind obperst
just learning preferences.’

Julia (A3, R) ‘Can either confirm or negate one’s self concepid &an be used
as a basis for further development.’

Joseph (R2: RT) ‘Made me think about my attitudes.’

Wynn (R6, AP) ‘The breadth of it.’

Eddy (C16, ATPR) ‘Covered a broad range of behaviour.’

These comments reflect concepts of personalityf sehcept, attitudes and
behaviour, which bundled together, are elementsetifreflection. It is interesting
that all but one have a Reflector style in theiofjg. The notion of reflective
learning touches on the domain of affective knogée@Yyang, 2003) which specifies
a foundation of values, vision and aspiration upoherng all learning and assumes
that experience is at the root of learning. Thisrapch implies that the many issues
that instigate our learning come, in fact, from esgnce and observation.

The next five comments also support H&M'’s (2000htention that people
take how to learn for granted, and by the time theyadults they think they know
this. These participants show an awakening oécafin on ways of learning after
completing the LSQ:

Harriet (A1, A) ‘A new experience in considering an unfamiliar acéaself
assessment and self knowledge.’

Norma (A5, AP) ‘Useful in showing where more care could be takgmie.’

Ida (R8, TP) ‘Self examination — aspects of myself | had nosictamed before.’
Muriel (M4, RTP) ‘Encouragement to consider how to learn.’

Lena (S6, ART) ‘Reflects adaptable to new learning.’

In respect of Harriet and Norma, they had beenhiacmost of their lives, but the
LSQ had provided some new insights. Norma, who Ibeeh a strong Activist —
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Pragmatist all her life, although she said it wasgible to adapt, was at her most
comfortable in an active mode, and her commentcatdd that she will more
carefully select her classes in future. Ida hadcted her LS profile, but expressed
her openness to new possibilities. Muriel, who bawhpleted several LSQs, believed
it could offer encouragement, and Lena also thoutghwould help towards future
learning. Although H&M believed that adults are geily unaware of their learning
preferences, everyone seemed to have a senseiropt&rred mode of learning,
although not expressed in H&M'’s terms. Therefohe LSQ was useful in making
preferences more explicit. This was affirmed bysth@articipants and appears to
support its use as a developmental tool.

The next quotes from the post-LSQ relate to aspafctearning over time. It
is well-known that learning spaced over time istdretemembered than the same
amount of learning crammed into a short period,civiquickly becomes forgotten.
If we can link new learning to past experience,ahhis well embedded, then the
chance of remembering and understanding new mhiaitegeeatly enhanced:

Graham (S5, PRT)  Relating it [LS] to past experiences.’

Jill (R10, R) ‘[The LSQ] highlighted changes influenced by agewed up
contradictions.’

Adam (M14, R) Thinking about how | have changed over the years.’

How Graham (who rejected his assigned profile)teelehis learning style to past
experiences is not clear, as he could simply bermef) to how his way of learning
had changed from rote (a point he made later)w#B one of the few participants
who mentioned age influencing change and “conttadis”, and also the LSQ
started Adam thinking about changes over time. Sofiteese changes could be to
do with remembering and forgetting, as rote leagriitom childhood, which came up
frequently in the focus groups, tends to be wethembered, but we are not
motivated to learn by rote as adults or particylgdod at learning this way. New
knowledge has to be used and refreshed or it témdade. However, implicit
learning through experience, remains relativelplstacross the lifespan (Rogats
al., 2009). Many people are unaware of the differepesyof memory and think that



when certain memories escape us, all memory imdailvhich Rabbitt (1993) and
others have demonstrated not to be the case.

The final three quotes on the usefulness of the higQlight needs and awareness of
diversity:

Laura (C13, A) ‘[The LSQ provided] insight into [my learning] nesd
Rhea (R7, T) ‘Everyone is different in their learning procedures
Diana (S9, R) ‘[The LSQ gives] insight into one’s own and othgyesferences

and the theory behind Kolb’s work.’

Laura’s comment about ‘needs’ indicates going belyocwgnitive strategies. Modern
biology has confirmed that we are emotional andad@ceatures, who owe our very
survival over millennia to learning and social ftiaging (Goleman, 1995, 2006;
Immordino-Yang & Damasio, 2007). The biological oewstions between the
emotional, cognitive, and social have highlighté@ tritical role of emotion in

education, which runs much deeper than most peeplse. However, this aspect is
not one that the learning cycle includes and titus, largely absent in comments
about the LSQ. However, Rhea’s and Diana’s remaglde not just to themselves

but other people and how one way of learning dadditrall.
4.2.4 Rejection of designated learning style

Although around 85% agreed with their LSQ profilas interesting to look at six of

the dissenting voices in more detall, as it is fdsgo find plausible explanations as
to why there were mismatches in these cases. #esg were four participants who
recorded that they had changed, but this was fletted in assigned learning style.
Martin (C1, R) had expected to be more Activist andte in the post-LSQ:

‘It [the LSQ] will help me to understand the consition of training courses |
occasionally still attend.’

Therefore, Martin’s response to the questionnaieg ave been influenced by a
lifetime as a professional, with the need to befective practitioner and undergo
continuous training. However, he was quite cleat the was “moving on to the
‘doing’ rather than learning by rote”. Angela (CRTP) was the opposite of Martin
and thought she should be a very strong Refleatud, did not agree with the very
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strong Theorist-Pragmatist styles which she haal la¢en assigned. This is a case of
additional styles being confusing to the participaspecially as Angela reckoned
she had changed because she “has more patiencé Husv.chimes with her self
perception of being a more reflective person.

Bridget (S8, A), the third example of a ‘style w&p’, had scored as a moderate
straight Activist, but on examination of her scofes Reflector, Theorist and
Pragmatist, they were all in tverylow bracket. She wrote in the post-LSQ:

‘Circumstances alter. When working | was involvedneetings, teamwork etcetera
— pragmatic tasks. My preference has become maieearist.’

In Bridget's case, many years of interactive wogkwith meetings and discussions
have meant developing an active style of learnalthough she did not think her
type of work would affect her learning style, asnti@ned previously. However, this
aspect seemed to have come through in the queatierand appears to be in line
with H&M’s assertion that learning preferences agsociated with everyday
behaviour. Perhaps, when more time has elapsedriiget's Activist style will
fade. However, her scores in the very low bandssiplysindicate that she is a
flexible learner who can adapt without much diffigualthough now the discipline
of work was over she felt drawn toward her nattiredorist self.

Then, there was Brenda (C4, PR) who thought hewiitscore was wrong:

‘I thought my Activist score would be higher and gPnatist lower. | have become
more inclined to ‘have a go’ and learn by trialdaerror.’

This appears like another case of the Activist &mdgmatist styles overlapping
(Race, 2010), to the extent that they are intergbable. Therefore, Brenda’s ‘having
a go’, came through in her responses to the Pragfmstdtements.

Finally, two participants, who claimed their wayfsl@arning had not changed over
time, also rejected their profiles. Charles (C5, thought he had always been an
Activist:

‘The result is surprising. | thought the Theoristigbbe the lowest.’

However, although his Activist score was categdrias moderate, it was only two
points below his Theorist score, with his Reflea@ad Pragmatist scores down in the
low bands. Inevitably, where there is a small défece tipping the score into a



particular band, discrepancies are going to afibe. other participant who thought
he had not changed since youth and who rejectedenysstrong styles was former
electrical engineer, Ernest (C8, ATP):

‘I am surprised. | thought | would have been strontjelR®r and low Activist.’

It is interesting that Ernest now thought of hinhasla strong Reflector. He had been
an engineer all his working life, which is a praatj problem-solving type of job,
which would tend to be reflected in an ATP (or dam)i profile. However, as
suggested in the case of Bridget (S8, A), givenrér time lapse, the ATP style
might change to reflect how he consciously feelgv.ndhe things we do in our
working lives mould our brains into certain patgerwhether we are conscious of
this or not. Many things (and some argue, mostgg)irgo on in our heads at a
subconscious level. In Yang's (2003) model thishis implicit foundational layer,
where the habits and routines embedded in our dagrjives, operate outside our
awareness. As H&M’s LSQ statements which elicitedponses focused on these
everyday activities, and not on actual aspecteardning to create the profiles, this

may account for the mismatch in Ernest’s case.

Therefore, it is possible to find plausible ex@ilaions why the styles of these
six students were not in tune with their percemioHowever, as Diana (S9, R)
suggested, simple human error when completing astmqummaire is always a

possibility in mismatched results.
4.2.5 Belief in the authenticity of the LSQ

An extract from the focus group discussion invalviduriel (M4, RTP) illustrates
how influential the LS concept has been for somesp®sed to it several times. She
was the only person in the sample who had ever t=iathone before:

Muriel ‘I'm fascinated by this result, because generaltgm make the connection between
what | am doing, and who | am, and the resultsefvhdid it first many years ago |
was a very strong pragmatist — the rest were agd@yn here. When | started off in
education — the theorist [was] grovelling dowrtla¢ bottom. As | went through my
career, it changed. The last time [| completedttet] | was most strong a reflector,
which is curious for a pragmatist, because | fé®ht is predominantly me. |
had over the previous two years been doing demsdopal work, so it made
sense. This time it does not make a lot of séms&.ot working, have not done for 3
months, and that obviously has made a differevittey or how | have no idea.’
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Intriguingly, although Muriel stated that her reéswbs surprising, she accepted it as
an accurate portrayal of her LS. From this, onddcdeduce that she believed in the
power of the LSQ to deliver an accurate profilejonhhad been borne out by her
previous experience and rationalising the reswudtshay changed with the shifting
nature of her work.

Our first work experiences tend to be rememberedl W our episodic
memory, because of their emotional resonance (taminiscence bump’ as it is
called), as our self understanding and values dpvak young adults. When she
referred metaphorically to the Theorigrovelling at the bottom’this implied that
she placed the Theorist style as out of reacheatafig a high value often assigned to
abstract thought. However, this is certainly ndtSavalue, as LS concepts are not
hierarchical. Yang (2003) posited that metaphoms mranifestations of hidden
implicit (perceptual) facets of knowledge and there, using metaphor as a lens,
provides a view of the unspoken values behind Vedtatements. This also
highlights the way labels such as Theorist and vsttibecome inappropriately
associated with ‘good’ and ‘bad’ styles.

The unfortunate ‘labelling’ effect of individuakgting manifested itself also
with Kim’s (M9, A). She thought that the LSQ showeg her “shortcomings” as a
straight Activist. This highlights the human tendgmot only to label categories, but
also to evaluate them, and for Kim, being a stitaigttivist, was perceived as an
inadequacy, with her other three styles in very lmamds. Compare this to the first
extract | displayed in 4.2.2, where | discusseddhais (M5) delight in finding that
she had thes®ther styles, when she thought she was only a straight Pragmati
Thus, the measuring instrument can become endoweddticipants with the power
to generate a hierarchy of attributes, with monsdest and stronger styles being
perceived as desirable, and only one strong styleva-scoring styles perceived as
undesirable.

The LSQ, and other instruments of this genre, heseheir rationale the
raising of LS awareness, which can then be useddjost one’s approach and
increase learning success. However, even althduglaspect had been explained to
the participants, there was a tendency for pe@dpecially those whose formative
years have been spent being tested continuallypésformance, to think of any
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results as some type of grade, endowed with farend@gcriminating power than it
has in reality, especially if this “personality’pg test (as opposed to an intelligence
test) has not been encountered before.

Everyone seemed to know what type of learner thexe now, whether it
was a critical reflector, a face-to face learnands-on or one of H&M'’s designated
styles. The range of styles and the different gfiteiof styles in this relatively small
group of older adults would seem to point to thechéor a range of methods and
imaginative ways of learning to keep everyone eadags recommended by an
array of educators, including Brookfield (1995);i@zet al.(2005) and Race (2010).

4.3 Ways of learning

Adult learning does not occur in a vacuum. What noeeds or wants to learn, what
opportunities are available, the manner in whicle aarns—all are to some extent
determined by the shape of society (Jarvis, 198D9F¢ and two forces affecting
everyone in recent times are societal change dodmiation technology, so it is not
altogether surprising that approximately 80% regwbthanges (See Appendix 19).
Analysing the data revealed five interrelated thembich were catalysts for change.
These are not in order of importance and are nadlggweighted:

— working life;

— life and living;

— information technology;

— intrapersonal change;

— healthy learning environments.

| will take each of these themes in turn and presgamples of supporting data from
the post-LSQ, together with data from the discussioBecause the themes are
interrelated, there are no hard and fast bounddriesponding to these five catalysts
depends on having access to learning opporturatesthere are reasons why certain
adults have more access to opportunities than otiérose adults who have been
socialised into valuing and acquiring middle claggudes and skills will be most able
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to take advantage. Also, those who worked in pexdes have a head start. The first
three excerpts below highlight this aspect.

4.3.1 Working Life

What one does for a living contributes considerablypatterns of participation in
adult learning, with the result that some peopleehgreater choices. It is interesting
that the first three cases below have an Actiiges possibly through the need to
deal with change and adapt to professional demands:

Adele (R3, A) ‘Having taught primary pupils | have learned frony mwn mistakes
in presenting classes.’

Kim (M9, A) ‘As a teacher, | have adapted to very interactiyées of teaching.’

Both Adele and Kim were thoughtful primary teachete had learned experientially
from feedback from their own teaching.

Kim  ‘In my job | had to keep up to date. Probably, loged doing drawings on the
board to make things more interesting, but | didréally think of it in that
way. Then | thought rote learning was the best fwayhe bulk of the children.’

It is interesting that the meaning of Kim’s statemm the post-LSQ was only fully
revealed when she discussed her teaching work.e Ratning was what she had
enjoyed as a child, and teaching by rote was wihatssated she continued to practise
as a teacher. So interactive styles were not coaslgi her way, but they had become
So since her retirement, particularly through thelkass:

‘I enjoy hands-on now. | love the Art class. Thewas a tutor there, she
demonstrated first, then you did, and she wouldneoand look and make
suggestions. | loved that. And | found | learn@dnsuch more in that way of
learning, than just sitting listening to somebddiking. But | don’t think | would
have learned like that when | was young. | mighteh— | don’t know'.

This seems to indicate that awareness of ways arileg is a form of tacit

knowledge: we have evolved ways of rationalisingaxtions and experiences, yet we
are often unaware of the underlying processes.igmsodelled by Yang (2003) as the
perceptual facet of knowledge that denotes learalmgprbed unconsciously and not
openly articulated. Kim expresses this uncertaaiigut interactive learning in the last
line quoted above. However, she was aware she miag to improve learning by

using graphics, although she did not have a conaéptodel at that time. She was
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teaching instinctively as teachers do — ‘rote’ mighve been the label, but she was
teaching in more complex ways. And now, as an olei@mer, she had converted to
hands-on experiential learning, although this mayehhappened unconsciously.

The next case is Rowena who did raveha strong learning history, but her
education took off when she trained as a nurse.f&@lcefully expressed that she had
no time for the written word. She may indeed hagerbdyslexic from the strength of

her conviction, and from other remarks:

‘I am not a reader. The way | read a bookrgwveek is to go to the cinema. If
| see a film —that's my story.’

She seemed to have a poor opinion of her abibtyted in childhood:

Rowena ‘I remember my father had big encyclopediag,roy older sister was the only
one to use them. | was two years youngernss not allowed to even open
them.’

VB ‘But you were getting older as time went oraug@ihter) Or were you always
‘too young'?’

Rowena ‘Don’t touch! | use that for the density [slownassthinking] | am now, but eh,
...I never really read much as a-kiany books were for my sister.’

When Rowena was growing up, dyslexia would be altyjuunknown and children
with reading difficulties would be labelled as Yestelligent’. Sadly, this negative
view of herself has not been expelled. Yet, shiee¢chas a nurse, and when | pressed
her as to how she learned the theory, the followliadpgue ensued:

VB ‘So, when you were doing your nursing, did youh@ote a certain
amount of theory though?’

Rowena ‘Oh, there was a lot of theory which was fine. DK doing things.’
VB ‘So, how did you learn that?’
Rowena ‘Just by copying other folk doing it. | would mermserit. Then, when

you were doing your compositions | would remembeidn’t really read.’

VB ‘So, you remembered other people speaking aldoat they had done?’

Rowena ‘If I was handed a piece of paper to read - I'd s&ll do that later’.’

VB ‘Maybe, like Claire, you like to communicate abowhat you are
learning.’

Rowena ‘I am not an opinionated person but | do like otlaks’ opinions.’
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Claire ‘You like to discuss though, don’t you?”’

Rowena ‘Oh, yes.’

Note the empathetic input from Claire at the endtlu§ dialogue, after |1 had
mentioned her name. Through a process of obsenvatemorising, talking with
others and doing it, Rowena completed her trainiAgcording to the opening
statement in H&M’s descriptor ‘Theorists adapt andegrate observations into
complex but logically sound theories’ (Appendix .1Therefore, her profile of
Activist-Theorist fits well and the experience ddihing, qualifying and then working
had given her the confidence to come to classgstddser early discouragement, and
despite doubts about her ability. Without that ssstul training, it would be unlikely
she would be sitting there as a participant. b alsggests that early memories of bad
experiences tend to linger and although peoplencame on, negative imprinting is
rarely totally forgotten, and such people are mareaerable to failure.

Work is a powerful catalyst for change as new mdshof management
training or professional development introduce maepple to more interactive,
experiential and cooperative methods. Julia (A3taed about th&culture shock’

of learning in this way:

Julia ‘I went back to do a post-grad qualification anctlwas a culture shock because it
was a completely different way of learning. Youen®sging taught to work with each
other.’

The type of learning mentioned by Julia was soedifit because the issues were
open-ended, had many possible solutions, and were hikely to occur in real life.
They require the part of the brain (the prefrontaltex) which makes plans,
decisions, and choices and creatively looks tduhee (Zull, 2002). They are messy
problems, but they provide the kind of meaningfidrgarios that adults have to deal
with. This kind of learning encourages increasednitive complexity—namely,
learning that changes not jushat people understand binbw they understand it
(Taylor, 2006). The ability to reflect consciouslg one’s learning activities is a key
element in developing self knowledge about onat&al thinking.

This kind of collaborative learning was also exgreced by Harriet (Al, A)
and a group of colleagues when they undertook gegrao improve their
promotional prospects:
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‘So we got together and we introduced a reviewysjesn whereby we could get a
deeper understanding, not only of what we weregeaisked, but of what was
being asked of us. We all did very, very well fratmt and gained
tremendous confidence, from being helped by athers

This type of constructivist learning has shadespistemological transformation
(Baxter Magolda, 2004), questioning existing asstionp and crafting new ones to
see the world from a more complex perspective. Frecess is also described
succinctly by Andy (M15), who talked about changeser time and the
transformation he experienced when he began tgpménan arbitrator in his 50s, as
career development. He had not been particularlgcessful at school but,
nevertheless, had qualified as a civil enginedhoalgh he spoke with humour about
his LS as a student, beingrisis learning — the day before the examelow, he
gives his reaction to a new type of learning heeepced for the first time:

‘It was totally different — groups of like-mindedofessionals discussing case
situations, discussing laws in relation to the damndion industry. There was not a
lot of structured learning and there was no tdstie end. But, obviously, this was
working for me — lectures, discussions, case-sgjdied even discussions within the
office. I'd like to think it worked both ways — yhiearned from my experiences....
you are learning from people you respect and whatees you respect. They have
proven their ability to you.’

Although constructivism was initially a fairly albatt idea, brain research has
confirmed the basic premise that understandin@mstucted in the learner's mind
and you will learn well from people you respectff@ent types of learning
contributed to Andy’'s success, and there were aspowerful socio-cultural
environment of respected peers which affected hwosvleéarning was constructed
(Vygotsky, 1978). These were, in effect, self-diegkc ‘communities of practice’
(Wenger, 1999). Therefore, although they read &sdred new information, if this
had not clicked with existing knowledge and experes it would not have been
transforming. We have to make meaning out of kndgdebefore it becomes our
own. As Taylor (2006, p.74) stated, “We are indditameaning-making, not
meaning-taking, organisms”: our pattern-seekinginsrehave to find their own
meaningful connections.

Learning can also happen at work through exposuneal life scenarios,
when the formal professional knowledge learned frbaoks does not provide
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answers. Greta (A4) described such a situationegperienced which transformed

the way she thought about her teaching:

‘I had lots and lots of theory but | didn't reallgave the practical stuff. And
when | had to teach it to adults, | had to undamst it myself and in doing that it
was they who taught me the bits that | thoughth@ory — ‘Oh yes, this does happen
— it didn't. No, because they were unique’.

Because Greta encountered parents with differaasidrom educators, her theories
were challenged. She wrote the wdblidays’ on the board and asked parents to
tell her what the word meant to them. Tivealth of informationthey came up with
amazed her and she found her ideas \weiles off the track’

‘And that was an eye-opener to maufhing. I'm talking about maturity by

that time §till laughind. It wasn’t the children I'd been teaching forays — it

was their parents that were teaching me and askieg-What did | mean by that
word?’
When Greta’'s expert knowledge let her down, a fi¢ mode of learning was
triggered that involved learning experientially.isS'twas a thoroughly social and
democratic process (reversing normal power relationthe classroom), through
which the teacher’s attitudes to previous expegewc academic study, were
developed, challenged or changed.

However, not everyone has to be a professiondettome a more flexible
learner. It is intriguing that Jo (C11, ARTP), wlagreed with her moderate/low
strength profiles across all styles, wrotg] grasp the present”in response to the
post-LSQ question on how she had changed. This aarhould be interpreted as
conveying the flexible attitude of someone abladapt to whatever is required of
her and make the most of opportunities. From hesrceas a lifelong learner (in her
70s), Open University student, regular project mtder (including a computer
buddy) and computer tutor at the Centre, she fith mto the profile of an adaptable
older adult (with no particularly strong style), avhas learned to go with the flow
and change her ways of learning to meet any sinafihis links to the next section
which moves from the world of work to the more gaméreme of life and living.



4.3.2 Life and Living

“[We] live from birth to death in a world of penss and things, which is
what it is because of what has been transmittedh fprevious human
activities. When this fact is ignored, experiensetreated as if it were
something which goes on exclusively inside anwviddial's body and mind
...... experience does not occur in a vacuum.”

(Dewey, 1938/1963, cited in Cole & WertstB96, p. 39)

As Dewey stated insightfully, we actively construgtur understanding from
experiences, often not of our own making. It becapearent that it was mainly in
terms of deeply-felt past experience that the disants made sense of their learning
styles, whether it was school (Jonathan, C15, Rdiyersity (Martin, C1, R) or work
(Katherine, C14, RT) and from these embedded memotihey were able to
construct the stories of their learning journeyd bhaw their learning preferences had
changed over time, or not, as the case may be:

Jonathan ‘Initially it is very much a childhood thing. Yoatghere and the teacher
put out the material without any interaction oouy part. Then, later on in
life you realise that was not the best way far.yo

Martin ‘My experience of academic education was very ntutdr to large class
... very formal and very one-way traffic. Sincealvé retired, moving on to
doing, rather than learning by rote, certainlyshbecome much more
attractive to me.’

Katherine ‘We all started off with the ‘chalk and talk’ ansit up straight’. But, when |
came to the actual teaching bit, obviously | waerested in learning how
people were going to assimilate things’

Jonathan’s theme was the contrast of‘tihddhood thing’ with his current preferred
interactive way; Martin picked up on the theme aatcted the metaphofone-way
traffic’ at university, and Katherine talked abdehalk and talk’and wondering how
her students would assimilate knowledge. This msgjon of the dialogue, focusing
on different experiential periods, arose naturafiythe conversation developed around
awareness of learning, through stories that illated their life circumstances. They
were feeling their way towards revealing truths eshcannot be reached easily any
other way, as they probably had not thought muaugthis before. This is a good
example of a focus group, through conversation amgtaphor, constructing an
understanding together. Angela (C12, PTR) followedand mentioned Katherine’s
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idea of assimilation, Martin’s large-scale lectyresid then added her own part
concerning the fear of challenging a lecturer:

‘You were being lectured to and you tended to difiif at least | did, because you
thought, ‘I disagree with what he said there’. Bwasn't bold enough to get up.’
[Laughter]

Paul (C10,TR) came next with his own idea aboutri@ed for visuals (discussed
later in this section), and then Aiden (C7, ARTPdlee and returned to Katherine’'s
‘chalk and talk’ metaphor, picked up on Angelddrifting off’, Paul's visuals and
added his owrpractical aspects’

‘I think the block method, as Katherine said, thalk and teaching method is very

good. | find with the block teaching, you driff ofore. Whereas if you are getting

the visuals and the practical aspects, | findstmore conducive to my way of
working.’
And so on it went — an example of social constamsim, with the sum greater than
the parts.

Metaphors were also used in the post-B8@ Martha (M11, RT), in reference
to her general life experience mentionethage learning curve’ and appeared to
focus on the curve's positive meaning, namely ttergial for quick progress, rather
than the pattern's negative aspect, namely theuwlilf of keeping going after the
basics:

‘| feel | have been constantly learning all my ke general life experience, both in
private and in business. It has been a huge |egrourve.’

This statement underscores the reality that legrmines not just take place in
classrooms. Dealing with the vast complexity of mwd life, means absorbing
volumes of information, learning from experienced dmowing when to apply it.
Patrick (M6, RTP)also made the point about being selective and using sone’
experience to assess the value of information:

‘As you become older, you tend to draw on expeéenc blend with
information received, to produce a more balaneswpioint.’

Like Andy, he is moving towards a constructivisareer-centred viewpoint. This
placed him at the heart of generating knowledge amaking meaning, with

interaction between his experiences and new legriiana (S9, R), whose formal
learning trajectory started in a Montessori primaghool and finished in teacher
training college, expressed this straightforwardly:



‘I have been in very many learning situations &aste adapted greatly.’

Diana expanded on her learning flexibility whichoaled her to switch from her
normal style to a more effective way for languagganing:

‘I had to learn a couple of languages, partly inroand | find that very difficult. So

I have used ‘Accelerated Learning'— doing actidnsking at visual things, drawing
pictures, sticking bits of paper on the setteelt.is not my natural way, but | find
that helpful. | also use a lot of mind maps. Iwrmictures and do snakes coming
out. | like that.’

Diana was alluding to the influential ‘Acceleratedarning’ (AL) movement (Rose
& Nicholl, 1998), widely applied to language leargi AL is the name coined for
ways of learning designed to help learners by usintyvity methods, allowing
everyone to learn faster. The AL movement is infeexl by Gardner's (1983/1993)
Multiple Intelligences theory, but also includepeasts involving the physical body
and brain, such as ensuring adequate hydratiosh fag, nutrition and movement
and music to prime the brain. AL and other braisdshlearning approaches came
under critical scrutiny in the 1990s and were aedusef taking brain science ‘a
bridge too far’ (Bruar, 1997).

Although it was not Diana’s trained way as a leetushe found adding more
visual imagery to her language learning helpful amjoyable, through drawings,
mind maps and labelling. She also had a strongalisinaesthetic profile (VK),
which helps to explain why it worked so well forrhelowever, the critical success
factor of ‘accelerated learning’ may be the cascafleorain chemicals, which
enhance the growth and connectivity of neuronsisiidggered by enjoyment from
learning in an active experiential way. This, indleead been her initial experience

of learning, in a Montessori school where mainkhaty methods are used:

‘Right from the beginning | learned to do a lot twuching, feeling, making

connections with different shapes — and that ol  through  primary  school

with project work, long before they were doing mpamject work in Scotland.’
Such an active learning environment left an indelimpression, and shortly after

she began her career as an education lectureajpsimeloned formality:

‘I was convinced that lecturing was not the wagwitched after about three years
into short lecture, discussion, lots of feedbackthat it was much more interactive.
So | have always been keen on immediacy and otteeahings.’
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This illustrates the interplay of socio-historicantext (Merriamet al., 2007) and

learning style, and contrasts with Molly (S3, RT) her group, who had a
professional training as a psychologist, but haehbat the receiving end of quite a
different type of education. Molly responded spaetausly to Diana’s remarks about
her Montessori school and mentioned how differemtdarly education had been, in
a classroom with about 50 other children — and, @areconjecture (knowing it was
in Glasgow), in an austere building, sitting inr&e rows, with little in the way of

light relief. Thus, it is not surprising that thearly environment would have

influenced ways of learning.

Molly ‘When | was a teenager | was very prone to try aan by rote. I've
dropped that the years. Em, | wonder - trial @mtbr is the way | learn.’

VB ‘Is that in almost any task?’

Molly ‘No, it is more to do with things | am having tadie because | am on a
steep learning curve since my husband died. Wayd did the’ do-it-
yourself and now | am having to poke my heaffanghing) under the
bonnet to figure out what needs to be done.’

VB ‘Seeing what works.’
Molly ‘Yes, seeing what works.’

Unlike Diana, rote was probably the only type @rfeng Molly knew at school. Her
childhood experience was personal, context-speeifid perhaps only partially
articulated, but still influencing other aspectanyg’s (2003) theory posits that the
perceptual facet is where habits, routines, so@ains and traditions *hide’, but they
still influence the conceptual facet (the consamass mind) and the affectual facet
(current feelings). The interacting and indivisidécets are locked in a kind of
dynamic ‘dance’ through time and it is impossildeseparate the dancer from the
dance. Such a view is at the heart of a social toact®nist perspective. Major
change in our social and emotional lives highlightsman frailty: we may be
competent in our professional lives, but can beosgd and vulnerable in other areas
when our psychosocial-personal environment suddaltdys (Balte®t al., 2006), as

is prone to happen in later life. Like Martha, Motlrew on the ‘learning curve’

metaphor, in her case to indicate a sense of uygenc
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Still under the heading of ‘Life and Living’, treewere a number of people
who drew attention (in the post-LSQ) to changest tbame about through

opportunities to experience new methods:

Maria (R9, A) ‘I have gone from rote ‘sponge’ learning to proaetiearning.’
(Similar ideas expressed by Gordon: M12, TRRe&RIR7, T)

Jill (R10, R) ‘Early life — rote; later life — interaction/discsgon.’

Julian (R4, AP) ‘More student participation — less formality.’

Dee (M13, RT) ‘Opportunities to learn by doing/discussion/ are ¢geater than in
the ‘old days’ and lead to better learning anchare enjoyable
experience.’

Aiden (C7, ARTP) ‘More input with audio-visual aids and IT.’
(Similar ideas about IT expressed by Beryl: C3, RAReen: M1,
RT; Una: M7, TRP; Chrissie: M10, ATRP)
It is encouraging that these older adults havedpgmbrtunities to experience types of
learning other than traditional teaching and tiaythave happily adapted to this.
How widely available such opportunities are is idift to tell, but with general
cutbacks in adult provision one can imagine thisasthe norm.

The next extracts highlight how people changehay began to experience
new methods other than the traditional talking heac One could argue that ‘chalk
and talk’ had its place in providing the acquisitiof certain basic building blocks.
However, older adults rarely need (or are motivatedlearn in this way, as they
have spent their lives dealing with increasing clxipy and value deep-level
thinking. Beryl (C3, RTP)marvelled at the way her granddaughter learned so
quickly, although as children we all probably jsstaked up knowledge, but the
process is not at a conscious level. Beryl highéidlow important visual aids are to
her now:

‘I have always required to have a visual aid as ppsut, especially now, if people
are talking. And as Paul said, doing it practigadifterwards, if it is appropriate.’

Almost everyone benefits from visual aasthe visual cortex in the occipital
lobe takes up about a third of the brain and isgiesl for pattern recognition (Caine
et al, 2004). It codes visual images, which trigger cetions to other associated
memories. Sensory input is, of course, only theinmagg of the brain processing

information. However, if these sensory signals weak — if one cannot hear the
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words, cannot read a display, or information agitterough a weak sensory channel,
then processing problems can arise (Merzenich, )2088, it is not surprising that
Beryl found visual aids a support - most peoplealw the hands-on side of this can
be making one’s own visual representations (Buz883), as Muriel (M4, RTP) did,
by inventing blue petal concept maps to remembeenaa When asked if she had
been taught this technique, she replied:
‘Isn’t that interesting! Human beings can come ughwheir own answer. | had to
pass the exam, and in these days it was roteilggrhhad to use the visual and I've
always been a practical person — the pragmatishenhas always been very strong.’
Right across the groups, there were examples ttipants expressing their need for
visual input. Interestingly, Gordon (M12, TRP) sththe was not sure about all the
“visual stuff”:
‘There is more use of technology now — videos, coengsed material and
handouts in advance — perhaps the thing | find tnogeful. I'm not sure all the
visual stuff is particularly helpful for me. | t@nto prefer written material. If
you go to a lecture with only talking, you wilk&in a certain amount, but an hour
later a lot has gone.’
Handouts, of course, are visual material which lsarcustomised by adding notes or
sketches, and then used as a memory aid. Theréfoeesense, one can think of a
handout as a personal visual aid, without the Belsrand colour of images. Paul (C10,
TR) explained the importance to him of being ableisually represent knowledge in
some way to understand it:
‘I've always been conscious of wanting some sorvigdal explanation of what's
happening. If | get an instruction how to go samere, | can normally draw a
map. Whereas my wife is the opposite. She waatisvierbally. However, practical
subjects — you just can’t do on paper.’
Paul stated forcefully that his need for visualesluiffered totally from his wife’s
need for auditory cues. This underscores the diyers older adults’ different
preferences, although failing sight and hearing davelop which may mean ways
that worked well before, may not always work wélor instance, Molly (S3, RT)
admitted that, as she gets older, the visual mydalincreasingly important:

‘I have begun to appreciate as | get older, thatr very much into visual perception
rather than auditory perception. It means wherahwto learn anything | read about
it, rather than listening. In fact, | do Frenchreebut | have had to work so hard at
it, because | really don’t have the auditory atyili need. | like to see the words.’
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Educators should be tuned in to the importanceresenting material in different
modalities, but sometimes this is overlooked. Témults in the post-LSQ on sensory
modalities (VAK styles) show visual or kinaesthefitands-on) modes had almost
identical weighting, with auditory as first choider only 18% of participants
(Appendix 20). What form this *hands-on” activitgkies will depend on the subject
and context, but if the learner is not actively @&y in the learning experience, the
learning remains ‘second-hand’ knowledge or semakibwledge (Tulving, 2002,
section 2.4.3), and is highly vulnerable to decajess reinforced by repetition or
practice.

Julia (A3, R), in the next extract, describes adoie she attended which
included lots of hands-on experiential learningt hlso had report writing, exams
and projects, so it appeared to be designed arkalids learning cycle:

‘A bit of biology, chemistry, physics, engineeringhere we ‘deconstructed’ a
washing machinglaughter] and that was fun[Approving comments]We made
soap - a pendulum. It was hard work for 14 we€kse night a week we did two
subjects - we did the experiment and then wrotgitWe did something like nine
reports, two exams, two projects and two presemtat’

The intensity of this science class, albeit hanadsioa type of learning with limited

appeal to all but a small minority of mainly wethecated older adults, who find
intellectual challenge, involving private study aexiams, adding to quality of life

(Jamieson, 2007). However, the majority of oldeulisd generally speaking, prefer
the learning process to happen mainly in an inteealassroom, with minimal

‘homework’ and direct feedback from class exercisksura (C13, TR) underscores
the value of this at a language class:

‘You are learing lesson by lesson. | prefer to éhaan exercise and get it
corrected and discuss afterwards the mistakesrgikeple have made. You learn
quite a lot from feedback.’

Discussing mistakes, of course, is an excellent veayyearn and other people’s
mistakes are even more interesting! Discussioengral to adult learning and will be
looked at in more detail later. Next, Mhairi (A2TRdraws attention to the fact that
our brains pick up on different things, and takitime to share our different
interpretations allows time fdfine tuning’, which is good metaphor for making
better sense of new content:

‘I would agree that being able to discuss whathewe maybe just ‘learned’ (in
quotes) is quite illuminating, because you thealise that you don't all hear the
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same thing, we don't all take the same thing fudmat we hear, and it allows you to
fine-tune the information you have received.’

The same sort of idea of discussion helping tafglavhat is in one’s mind was also
stated by Diana (S9, R):

‘In the past...I read masses of things, | did Idtshangs and somehow it was only
when people talked to me that | realised whatd been doing.’

Encouraging students to connect to course conteiat variety of ways, some of
which are mentioned above, allows for a myriadezhhiques, from constructing a
learning log, where course content can be persathlvith drawings, mind-maps,
poetry or reflections, to presenting one’s owndalup activities or plans to the
class.

While connecting with the material in some way isniversal necessity, the
other universal drive is to connect to others. &hae, if it was just knowledge older
adults wanted, there are many ways of acquiring flmwadays without joining a
class. The social dimension of learning (Jarvisg7)9cannot be underestimated,
although it was almost below the radar in Groups@h& conversation was driven by
discussion of learning strategies. However, theas general agreement from the
computer buddies that teaching someone was a\gesato learn, as this sequence

of dialogue shows:

Paul (C10, TR) ‘I would say the whole buddy programme - if youarethe
buddies as learners - we tend to learn an alefivhen asked a
guestion we cannot answer. | go and seek hefp fiim [pointing at
a colleague] or him...I've been learning?

Katherine (C14, TR) I‘learn more from other people than they learn from@.’

Jonathan (C14, TR) ‘That's part of the interactive side.’
(Chorus of voices — Yes, yes, yes!)

Angela (C12, PTR ‘Sometimes you are asked questions you really nduddswer. One
person asked a technical question about howldnaaeled. |
thought | should be concentrating on how to seamehil, not the
mechanics of it.’

Jonathan C15, TR) ‘I think that is a good example of how differeebple require

different explanations. Some people acceptdbise like this, press
these key, and others will say — wifglt’start talking at once!)

Group C had six volunteer computer buddies pre@eterestingly, five out of the
six students in this group had Theorist-Reflectafifes). They were unanimous in
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the firmly-held belief that their knowledge contedito grow as they mentored.
Being faced with novices with different styles adiferent starting points, the

computer buddies have to connect interpersonatig, dut where people are at, and
take them round the ‘learning cycle’, providinghda-on computer instruction, time
to reflect, offer explanations and allow plentypoéctice.

For both learner and buddy the one-to-one expegiendeeply engaging. As
Tulving (2002) postulates, learning through expere involves not just words,
thoughts and practice, but immersion of the whal®tonal and physical self. Adult
student and teacher/mentor join together in a @odeat “changes both their brains”
(Cozolino & Sprokay, 2006, p. 11). Teaching compugkills to novices is what
could be defined as ‘high challenge’, but becadsesmne-to-one nature, it is ‘low
threat’. Motivation to succeed is high in such amwi@nment QECD, 2007).
Motivation arises from the affective facet of knedde (Yang, 2003), with feelings
now acknowledged as inseparable to thinking andngptorain functioning. Such
projects, in which older adults teach their peeféer powerful opportunities for
enriching learning experiences.

Advancing one’s computer knowledge can continusuthh following
manuals, online courses or enrolling for a classg, aften this latter experience can
miss out on all the social elements that enricinieg. Jonathan, both a computer
tutor and a volunteer buddy, expressed his conegrarding the lack of this social

dimension in a class where he had assisted.

‘One of the disappointing things | have found, asaasistant computer tutor,
is that we get a class of students and the fusirgoes straight into the
learning without any introduction.’

Jonathan brings a welcome mature perspective todhmputer courses, as it is often
young lecturers who run IT courses who have gropmvith computers and perhaps
have less awareness of the psychological barrides tearners may face:

Jonathan ‘Another method of learning which | haxpezienced here - they give you
the manual and the first few pages explain thpéctoAnd then the next few
pages ask you to do examples. All the class matvedferent levels - not
tutor-led but tutor er...’

VB ‘Moderated?’

Jonathan ‘Yes, moderated.’
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VB ‘So the tutor is floating about.’

Jonathan ‘Yes, floating around and | find that is very gcod.

Paul ‘| agree completely. | did a computer course likattand | found it much
better than other courses, where | am tryingdgefkup and you miss
something.’

A method that is conducive to accommodating difieistyles and different starting
levels will be far more successful than a courseraheveryone is unrealistically
expected to cover the same ground at the same wédiieh inevitably is de-
motivating and even distressful.

This leads neatly into the next section which eceweformation technology,
as there were participants for whom computers Inaade a difference to their ways
of learning. It is short because the technologieablution is a subject in its own
right and the focus of this study is on persondést not technology.

4.3.3 Information Technology

With the accelerated rate of technological chatige urgency of dealing with this is
felt acutely by many older adults, who perhapshieddhe end of their working lives
without having to dip into digital technology, adtingh the numbers in this position
are decreasing rapidly. Even a mobile phone demarelge! of technical know-how
that was unimaginable 20 years ago, hence thedegiand for classes with names
like Computing for the Terrifieéind the launch o€omputer Buddgchemes, in an
attempt to overcome the fear barrier. The followsawmments were made in the
post-LSQ:

Joyce (C17, RP) ‘I've adapted to new technologies in all aspecttfef

Aiden (C7, ARTP) ‘I'm more computer-oriented now that IT has take

Nan (S7, A) ‘More input with AV aids, including IT; more comptroriented
now.’

Some older adults embrace computer technology \wkaltedly, but just how
comfortable they are will depend on a whole raftfadtors, not least former or
current job, and possibly contact with the yourggmerationAngela (C12, PTR), for

example, said:



‘The children nowadays - they come in and say Haeye done such and
such. And you think - I've never tried that. X@ugot to keep going with
them.’

Teaching people to use the Internet is one thing,using it for learning is quite
another. It would be difficult to overestimate theact of the Internet as a source of
knowledge, but there is great debate about howtefeea computer is as a learning
tool, compared to face-to-face classroom encountdrggela and Martin are
enthusiastic computer users and Angela explained die used it as an adjunct to
her class learning:

Angela ‘Take the Egyptology class. The guy gave us webaitd you could go and
learn more than he could tell you in the two roifou could go through the
temples and burial chambers on a virtual tour.’

Martin ‘That's the advantage of modern technology. All tiseaccessible to you at
home. It is one of the marvellous changes.’

Angela ‘You can look through the gallery — the SalvadotiD@useum, for example,
on the Internet, and know exactly which partéd@see particular
pictures’.
Although she may seem to be endorsing the Intavheteheartedly for learning, she
is referring in reality to blended learning — a donation of a class and related
websites, where more can be discovered in a hamagay. It is a method that more
and more tutors are using independently, througbcting learners to websites or
through creating a class website to add valudéeéo teaching, allowing learners to
explore links to their particular interests.

The potential for more types of blended learnirsg largely uncharted
territory, but features strongly in U3A programmesAustralia, for example, where
distance precludes face-to-face learning for mamglly-based people (Swindell,
1995). Blended learning in Scotland will be a mgyoowth area in the future, as
broadband becomes the norm, and net meetings andriendly platforms create
ways of interacting and social networking. Thiddies wide open for development.
More classes are going online, making it criticaléach discipline to study the
advantages and disadvantages of learning this Magh research has been done and
many books written about e-learning and learnindest especially in the higher
education field. However, | am not touching on tagpect here, except to say that
the need to design courses that help studentsatisg@iton their learning style,
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appears critical to improve the success and retemtites of online learning (West,
Rosser & Monani, 2006).

Brain research suggests that exploring meanisgnsething that is best done
through shared experiences and best achieved, aslito & Sprokay (2006)
suggested, face-to-face and heart-to-heart. Styfleeof courses older adults enjoy,
which usually involve interaction, present a challe to e-providers. However, there
may be a whole raft of courses in the future, whwli involve a delivery
component online and a tutorial component in asctasm, but the cost of
programme development in the current economic ¢éma not working in its

favour.

4.3.4 Intrapersonal change

So far, | have selected examples from the datalwhiligstrate change driven by
work, by life, by new interactive teaching methadsd by new technology. Next,
there is change that comes when people’s concepti@arning itself shifts, from a
view of knowledge as primarily a matter of reproidgcaspects of some outside
reality, to finding personal meaning in what isrse@d heard. New knowledge then
becomes the clay that shapes new ways of undeirsgan8everal participants

(below) expressed this in the post-LSQ and othlatseated on this theme.

Harriet (A1, R) ‘I have become increasingly reflective and lessined to have
preconceived ideas and make assumptions. hlistere and keep
an open mind.’

Grace (A4, TR) ‘Much more reflective.’
Linda (M5, ART) ‘| think things through.’
Miriam (C9, PART) ‘I look at things from more than one viewpoint.’

Christine (C6, P) I am more patient and go into things in more dépth.

Approaches that move learners along a continuunm firmemorising towards
increasing depth of understanding are usually emedvithin the learning situation.
It can be done by helping people understand hownileg takes place through
explaining the learning cycle, or by strengthenimglerstanding of how knowledge
itself is created (Candy, 1990). Baxter MagoldaO@0 Brownlee (2004) and others,



have researched this more complex ways of knovaind,Cohen (2005) has traced the
development of wisdom in older adults. Below aramaples of various transformative
experiences among the participants.

Norma (A5, AP), whose style had not changed, alifnoshe said she could
learn in different ways if required, described hsive left school to escape the
tedium. She decided to go to university years |agxperienced communicative
methods, and learning at last became meaningtugto

‘| realise that very much of the teaching long ag@s lacking in dialogue. And
that's possibly one of the reasons that | was ¢drioff going further[Laughs]. |
couldn’t bear the thought of going on to univeysiind that is quite interesting to
me now.’

This extract highlights how little importance wasce attached to cultivating
communicative skills. Talk was seen as interfemith learning in much the same
way as emotions are thought to get in the way oikthg. People with a strong
communicative dimension to their personality (liRkorma), felt stifled, and
‘couldn’t bear the thoughtof spending more time in an environment where \was
not valued. Later, she found a university where &egoerience of learning was
transformed:

‘One of tutors said you've no idea how wonderfus ito have people like you in a
group because you are going to stimulate discassioWe had tutorials and were
able to discuss things in depth.’

She went on to become a successful English teactdefound that now discussion
was officially on the curriculum for her senior plsp

Harriet (Al, R), who stated in the post-LSQ thia¢ svas becoming a more
open-minded person, challenges the stereotype opl@ebecoming more rigid
thinkers as they age. She articulated eloquenty Heing able to explore ideas
through dialogue deepens understanding and growth.effect, it helps people
overcome fear of admitting they do not understamdi klzuilds up confidence. Harriet
stated:

‘When you have this continuing dialogue it is onayvef overcoming the fear
people have of admitting they don’t understand etbing. Because, by developing
the whole issue, you are picking up just a weenbite information and in  among
that will be the vital clue, to not only your umstanding, but having a depth of
understanding. It gives you the confidence to-safes, | know about this’.’
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Fear in adult education may be a legacy from megaichool experiences,
combined with the way intelligence continues to pexceived as a display of
cleverness by producing ‘right’ answers. Dweck @00as identified that some
people carry around beliefs that they will be judiges not ‘smart’ if they cannot
produce the ‘right’ answer. Therefore, it becomessk not worth taking. Harriet
highlights that having opportunities to discussegivtime for deeper thought
processes to be activated, relevant informationet@bsorbed, connections made to
previous knowledge and new understanding to forine & articulating what
neuroscience has confirmed about time being neéedeas one hears to connect
up in the associative cortex and go on to highellprocessing in the frontal cortex
(Zull, 2006). Then, people are able to make a oz shift and will “get it” (Caine
et al 2004).. As Harriet states, discussion facilitdeedepth of understanding.”

She elaborates on this point when she uses thephmat “watching the penny

drop” towards the end of the group discussion:

‘I have actually watched children - visibly waic the penny drop, not from
something I've said, but something another chdd baid - because they understand
the language of a peer. So | think without thogportunities [to engage in
discussion] you are really, in a sense, short-ghiag the learner.’

There is no reason to believe (from the tenor afdrevious contributions) that the
metaphor “short-changing the learner: would not equally apply to adult learners
being denied opportunities to find their own voael construct their own meaning.
(This was also the point of Formosa’s [2000] U3Atique). She also recognises,
perhaps in an intuitive way, through her use ofrtte#aphorshort-changing, that a
‘social good’ (Gee, 2005) is at stake here — demyearners of opportunities to
develop their potential, and build their own undkmsling and intelligence. Using
Yang's (2003) model, Harriet's words can be idegdifas an example of perceptual
knowledge gained by the teacher through her owntipea activated as conceptual
knowledge (in terms of a new explicit framework fming dialogue in her teaching)
and expressed as affectual knowledge at orientsiozl (freedom and justice) with
concern for learners’ needs and rights, expressedei metaphor ‘short-changing’.
This is powerful insight and poses the questiosg @sked by Glendenning (2000)
and Findsen (2005) about older learners — Whosw&eisits are being served by
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certain educational practices if personal develapni® not a priority? Claire (S1,
A), who claimed her LS had not changed, reinfotbesvalue of this approach:

Claire ‘1 find when | try to learn | like to either discsist with somebody or read up about
it. Sometimes there is a little element which Yehtouched on before. | sometimes
have a bit of doubt, so | like to have a bit afiscussion.’

VB ‘Bounce ideas around.’

Claire ‘Yes, bounce them around. | think, like yoursel)liv you learn by experience.’
VB ‘Has that been a thread running through your life?’

Claire ‘I think so. | think | feel slightly insecure andike to discuss things.’

VB ‘Human contact — reassurance that you are doingritpet thing.’

Claire ‘Yes, human contact - But it's that - ‘Yeah, thaight, that's right — go ahead’
[Laughs].Pat on the back and that sort of thing. That'swas | like it.’

Claire’s desire for reassurance highlights a pdimt (2006) made succinctly. He
described how the cortical networks are bathech&ndcals secreted from an older
part of the brain (the limbic system —Appendix YpHtion of the brain and Figure
3) which still profoundly influences the ‘thinkidgrain’. Neuro-chemicals impact on
the signalling system and “act by modifying theesgth and contribution of each
part of the learning cycle” (p.7). Fear reducescemtration and increases anxiety,
while optimal learning depends on a positive cyofeengagement, discovery,
reflection and practice, leading to enjoyment,ilmént and confidence (Ledoux,
1998, Johnston, 2006). Discussion with empatheterg as a way of overcoming
uncertainty,as Harriet suggests, is one of the most effecti@escoom strategies to
boost understanding.

The purpose of education shifts when human happiaed social, emotional,
spiritual and intellectual development merge. CRidgers [1902-1987] the
influential humanist psychologist, who advocatedst@dent-centred approach,
described learning as one of the defining charsties of the human race as we
strive to make sense of the world and our lives, later life is a time when learning
can take on a new significance. Martin (C1cBjveyed this fundamental shift in his
thinking in retirement:

‘Now the world’'s your oyster. You can choose whatgou want to do in whatever
order you want to do it, and at this stage it t@amuch less structured, and more
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individually suited. | think this is the big diffmce. Now it is intrinsic- what | am
motivated to do is what | enjoy doing.’

The knowledge that adult learning can be a leiswtévity quite different from a
sport, for example, is something of which educatresnot always aware. The value
of taking an integrated approach embraces thefhelitne interconnection between
mind, body, spirit, and sociocultural factors (Bagarten, 2001) and where the focus
is in promoting holistic growth. This may mean takipeople out of the classroom.
The stimulation of new places is very attractivekder adults - hence the popularity
of Elderhostel (now Exploritas) and other thriviegmmer schools. Martin reflects
this enthusiasm describing an architectural sgé:vi

‘The best part of that course was when we did tteevisit to Durham — and that

was really very interesting. The course cameféodeeing the actual buildings.’
Cozolino and Sprokay (2006) have described thenbmaia ‘social organ’ (p. 11)
designed to learn through shared experience. Theseovould not have ‘come to
life’ in such a memorable way without the sociainénsion of learners together
sharing the whole site visit experience. Martinoathrows out a challenge to
providers for more innovations of this nature:

‘I think you (the University) need to be looking aurses to see if they can be
developed in new ways.’

Andy (M15), who had already undergone transfornmaiiohis learning approach to

become an arbitrator, had changed again:

‘I've moved away from structured learning. I’'m ngetting into ‘comfort’learning.
I'm doing a class on metalwork. There is not adbtthought involved but | am
finding it very interesting and very exciting. Smme with a skill is showing me how
to use that skill and you have got something atethd. It is like comfort foods — it is
comfort - learning as you want to do it.’

Andy’s metaphor conveyed learning for pure enjoymesing his hands to make
things which human beings have been doing sinceléiwen of civilisation, with the

satisfaction of a finished product. This idea o$ipwe feelings, invoked by success,
driving one on to the next stage was expressed fwynaber of participants. In the
next extract Kim (M9, A) responded to the quest@mn how she judged she had

learned something well:
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‘| tend to enjoy something if it gives me pleasafterwards. After the art class |
think — ‘I really enjoyed that'. So | remember &ese of the enjoyment and it
motivated me to return.’

Reflection on learning, not necessarily at the tihnet afterwards is a powerful

driver. Kim found that just thinking about the class lateeated good reinforcing

feelings. Her Activist LS and strong visual anddasthetic profile also meant she
was well-suited to a practical class. Similarijai@ (S1, A) and Rowena (S4, AT),

both with Activist profiles, responded to same dioes with the focus also on an art
class. | pressed Claire about feedback:

Claire ‘| think if you have been at art and done quitelvalit you would then want
to take it a bit further on to the next stage.’

VB ‘But how do you know you have done well at it?

Claire You are enthusiastic and you remember - it doegabshoved away back
and you want to take it further.’

VB “You want to use it in some way?’

Claire ‘That's right. You know so much more, thereforie hore interesting
because you have learned more and go on to tkiestage. That's how |
judge how well | have learned.’

Rowena ‘If it gives me a buzz. It is like me going to bakeake — if it turns
out I'll make a fruit loaf next time.’

VB ‘So some internal feeling of achievement drivesgm

Rowena ‘If it turns out, you are delighted — if not, covem custard.’[Laughter].

Claire (also with a strong visual and kinaesthgtiofile) was spot on when she
stated that her feeling of enthusiasm anchoredéiaeknowledge and made her want
to go on — or as she put-itit does not get shoved away backi effect, this is the
creation of a virtuous cycle reinforcing successwBna expresses it metaphorically
in terms of‘a buzz, which is none other than a cascade of chemitaiglihg the
brain’s pleasure centre. Brain chemistry underp@sponses to substances such as
alcohol, chocolate, prescription drugs, and adzh&ito practices such as gambling,
shopping and smoking (Pert, 1997). These pleasattemMays, stemming from more
primitive parts of the brain, have an unconscionuence on all behaviour

involving our emotions, and as cognition and emicare inexorably linked
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(Damasio, 1994), our motivation to learn is affdctpositively or negatively
depending on the neurotransmitters released. Adthowe cannot control this
chemical release which signals attraction or dgngercan consciously decide how
we will respond to those signals (Taylor, 2006).isTis where mindset (Dweck,
2006) towards success and failure plays a critmlel Rowena’s remark‘eovering
it in custard- could be interpreted as evidence of a ‘growthhaset, as it is still
good for something, even is it failed!

Rowena’s friend at the art class was of a differi#dy as she experienced
negative reinforcement:

‘Gemma did not come back. There is art in her fgnsp she thought she was going
to become an ‘artistdlLaughter].| tend to plod on and on. It was interesting and
the people in the class were great - really good.’

Success eluded her friend who had misguided expmtsathat she had a genetic
predisposition for art, and when this did not mestifitself early on, she left. Despite
her unfortunate childhood experiences, Rowena apgda have the growth mindset
that most people have to persevere to succeedpldde on and on’bolstered by the
social dimension of others’ encouragement.

However, different people have different threshatidisappointment, just as
with pain, and a teacher who believes that indigigluimust work everything out for
themselves (Caine & Caine, 1991) also takes tlkethat if the penny does not drop
quickly enough, the learner feels overwhelmed aatksvaway. Such people can
come to define themselves as lacking in ability aslbbring this mind-set and self
image to bear in new situations, which may furtleérforce a sense of inadequacy.
This is where the art of scaffolding is so impott@rygotsky, 1978, cited in Cairet
al, 2004), but no teacher will judge the situatiomrectly every time, given the
spread of expectations and spread of learningsstyikhin an adult class.

An upbeat approach, rather than a cautious approgithusually work, as most
people who enrol have overcome previous knock-bagmkd have a certain

confidence in themselves. Chrissie (M10, ARTP) epléras this spirit:

‘I learn better now that ever | have before becalusew have the confidence to ask
questions. When | first went to school when | fiaghed | remember her [the
teacher] telling me, ‘Go and sit with your hands gour head. So | never
finished anything first again. Because | was sg klised to get shouted at, so |
just became more and more withdrawn. It was rtiti fact, my children had
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grown up that | went out into education and | emd it, because the people that
taught me were very interactive and interestegdult students. That is what | really
enjoyed. That is why | come here now.’

VB ‘You could have been put off learning for life.’

Chrissie ‘Of course, | learned things myself— | do a lopodctical things, but as far
as education is concerned it really put me off ftbmvery beginning.’

VB ‘You are probably one of thousands switched ofdmy experiences

Chrissie’s remarks, like Rowena’s, illustrate hoampul emotional experiences can
have a devastating effect, but in the hands of @ gadult educator trust and self
belief can be restored. Her profile produced fetrong styles, which probably
means that she is, in fact, a good all-round learMaureen (M16) has never
experienced Chrissie’s treatment and has a conhpleiéerent perspective on her
early education, with her enthusiasm for learniagar wavering:

‘I think teaching when | was young was very goedause of the quality of the
teachers. | have always had a curiosity to leagren| think now the difficulty is
retaining what | have learned.’

Maureen raised an issue here that came up freguertktie respondents’ narratives —
how to make learning stick. Norma (A5, AP), asatume student with a young
family, reflected on how much of her Universityremg wentin and out”.

‘I think there are an awful lot | learned in thenlersity that went in and out. | got
through the exams but | cannot remember a sirghgt They were learned for that
purpose, and that is not real learning. | thinlakéearning is something you use
later in your everyday life or in your leisure.’

This type of learning — what Andy calléatisis learning’ — transferring information
from outside into the brain to be able to reprodiareexams, is in fact short-term
memorising and not really learning at all (Saljd8,/9, category 2 learning, cited in
Candy, 1990 — section 2.2.8). This commonsensenitiefi is often used for
learning, which is conceived as the straight rot@ndfer, with little or no
interpretation. Norma recognised that this wasaaesty andreal learning’ was
something that you could make your own and applyaaor life. Katherine (C14,
TR), however, still had a lingering admiration fanalk and talk:

‘I find the old chalk and talk really had its m&yj because an awful lot of stuff
dinned into you is still there. Whereas if you &sarning practically — | found
anyway — unless you are going to be using it @dyl it fades. It's not so easy to
recall if you have not done it for a couple of gea
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Having stuff‘dinned into you’is not what adult learning is about and is
probably a reason many adults never set foot itasswom. Why some types of
learning are retained better than others is exgdainy the work of Tulving (1972,
2002) and others who distinguished between secand-tknowledge (conceptual
knowledge) and learning from experience (perceinaiviedge). As neuro-imaging
has confirmed, learning from experience stimuldtes visual, auditory and motor
cortices, the emotional networks and prefrontaélrreating a rich web of synaptic
connections (see section 2.4.3). Also, critical th® process of learning is a
relationship of mutual trust and respect betweethter and taught which, sadly,
seemed not to materialise in some people’s youwgs,libut at least, can be
experienced later in adult education. Caeteal (2004, see section 2.4.4) have
highlighted the paramount importance of qualityatiehships between learners and
adult educators, as has psychologist Carl Roged89)1on the value of positive
regard and neuroscientist Marion Diamond (2001}heneffect of loving attention.

Finding her own meaning in life and developing loevn reflectivity is
uppermost now in Diana’s (S9, R) thinking, whicmat surprising in someone with
a strong Reflector style and a background of dfiérjobs, different careers and

different interests:

‘I have become much more involved in later yearsnaking connections between
different things | have read and studied. | keew mirawing them together. I'm less
prepared now to get absorbed in what | am learsinigpm much more interested in
how | see it — how it fits with what | think abdige. I'd like to do more of that.’

Before commenting on the above, here also are Mhg#2, RT) thoughts on
reflexivity. For her, the LSQ has played a parhighlighting a growing awareness

of different ways of learning as she reflects onlireadening perspective:

VB ‘In your questionnaire, Mhairi, you have shown tlyati have become more
reflective.’
Mhairi ‘[ think I am now more aware of the circle [the taing cycle]. Just because

something is done in a certain way, it is not neael/ the best way. | like
looking back at how things were done, what imprey@s could be made.
Maybe that is more a reflective attitude. | alskelihands-on. | like to
understand why things work.’

VB ‘As a scientist?’

Mhairi ‘I don’t know which came first — the chicken or tbgg. Was | like that
before, because | liked it or was it because | gasd at it? | think | have



become more aware of having more interests th&rought and perhaps |
ignored these. | don't know whether | should take at class or
something.[Laughter]

Earlier, Mhairi also indicated that she had notegivnuch thought to how she
learned before, while now she enjoys learning mioteractively and queries
whether this might be linked to maturity. The mgeople develop and educate
themselves, the more they refine their behavioaral cognitive options (Baxter-
Magolda, 2004). In fact, one could argue that thiefcpurpose of education is to
cultivate repertoires of cognitive and behaviostgles and strategies, helping adults
recognise the complexity of situations and the ipdi#g to respond in flexible and
creative ways. Although LS constructs and their sneament instruments have been
found to be flawed (Coffielét al, 2004), the process of reflecting on learning and
discussing different approaches with peers andh@eac offer mind-changing
possibilities.

In the case of Diana arMhairi, it could be said, that they are contemplating
their emotional development (Goleman, 1995), asiMtays with the idea of an art
class and Diana philosophises about how her legrfiie together. These aspects
deepen one’s intuitive and spiritual self. In terofissardner’s (1983/1993) Multiple
Intelligence theory the women’s growing awareneds new possibilities is
burgeoning intrapersonal intelligence (self-momitgrand reflection), which may
have remained dormant during busy working livesthédligh their interpersonal
skills as teachers will have found expression foref to facilitate improvements in
others, later life provides opportunities as nevefore for developing one’s latent

potential.

4.3.5 Healthy learning environments

Wolfe (2006) claimed that educators who understhediological underpinnings of
emotion can use it to affect learning and retenitioa positive way by building
“emotionally healthy and exciting learning enviroamts” (p.40). It was interesting
that this ‘healthy’ metaphor was also used by ldafAl, A). As she concluded her

opening contribution:

‘I think it is always beneficial to have an ongpidialogue because sometimes you
don’t know what you know until you talk aboutittil you actually speak. And you
find that part of the learning process is transfiang thought into dialogue. And so
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that process of learning is a mixture of beingegiinformation, seeing it visually
and then, not only saying what you think yourdalt learning, sometimes, with
great surprise, what other people’s perceptions. arthink is a very healthy way of,
not only learning, but retaining and understandingderstanding and retaining.’

Harriet was referring to the process of articulgtione’s own thoughts and
reciprocating by actively listening to another persZull described how talking
activates the motor cortex and all the brain mwsaué involved in speech. To use
the words ‘healthy’ to describe this way of leaghghe was drawing on a discourse
of health, although perhaps not consciously, aple&metaphors are often not fully
expressed (Gee, 2005; Yang, 2003). Health is orleeofost powerful discourses in
our culture. To use it to describe learning in tbamtext is unusual and Harriet
bestows on the dialogic process a metaphoricalthiealue.

We are all familiar with exhortations to bodilyditha - healthy living, healthy
eating and healthy exercise. However, there is asareness that one’s mental state
is key to health and | drew attention in Chapteo Ja number of reports (Allen,
IPPR, 2008; Beddingtoat al.,2008; Field, 2009b, 2009c) which all acknowledged
this link. Remaining well and maintaining mentapital are inextricably connected
and are seen as vital for preserving independemtevallbeing in later life - “A new
mindset is needed’Fpresight 2008, p. 33). Perhaps, part of this could be more
opportunities for various forms of ‘healthy’ leamgi some of which have been
suggested by participants in this research throogie collaborative practices which
create supportive cultural spaces, which would alsetude the ‘learning cultures’
envisaged by Hodkinsoet al, (2008). Classroom cultures are changing and IBery
(C3: RTP), as she expressed her enthusiasm farthg@rogramme, drew attention
to this:

‘At one time tutors were held in awe and no oneedaask a question never mind

challenge them. That has gone to a great extérdt’' great because it makes for a

good atmosphere in the class. You are all working learning together.’

Healthy learning environments have an atmospherepeh exploration, with the
search for meaning at it cotdeanings do not sit in a brain compartment butaare
emergent property of many brains. They are soc@lystructed - subject to all the
varying influences in our lives on a moment to matgasis. Articulating what you

mean begins to change half-formed or half forgoteststing knowledge into



coherent thoughts to be matched against otherasidereta (A4, TR) expressed this
idea well:

‘You cannot tell what is in your head till you sayut loud to someone else. |
don’'t mean we can't tell. Like going back to wiyati said, Harriet. In discussion,
you are actually hearing yourself going over wiyati have been thinking and all
the interpersonal skills about your reaction, wheer | say something — ‘Oh, That’s
not what | got out of it’.’

In negotiating meaning, one needs to bring inty gie affectual facet — the feelings
and emotions that suffuse human transactions, mequjenuine respect, tolerance,
patience and interest in the speaker or listen&hdit these, words might be spoken
and heard, but communication rarely takes placac&ibrs need to embrace and
cultivate these human values. Dialogue engagesibtatectual and interpersonal
skills and connects people in way now known to mtanwellbeing and, by default,
is a contributory factor to mental capital.

Discussion, of course, is not without its dangassgroups or dyads set the
task of discussing an issue, need some groundsaldgere is an equitable sharing
of views and no one-sided conversations, as GAtaTR) pointed out:

‘We needed to have of ourselves - control - wheketp talking and when to finish
off and when to pull the topic back. Becausedtwegs one particular person who
tended to dominate and the tutor did not handhe fwell.’

This is a whole subject on its own, as adults camelasses for many different
reasons. A few people can be particularly needy ead appear to dominate
discussion and use it as a vehicle for their paldic obsession, usually not
intentionally, but because of an underlying prohleand this puts a strain on the
group. It is an issue not adequately addresseldarliterature, but a situation most
teachers have to deal with at some point in theifgssional lives, which ultimately
may need counselling intervention.

Dialogue enhances recall and this is welcomeddut éearners for a variety
of reasons. Therefore, a teacher/tutor who can rtteke&lassroom experience more
vivid will improve the memories of what takes plabere. Diana (S9, R) made the
point that the lively, engaging, and dynamic exgeanof views with her university
students left her with vivid memory traces to thasy:

‘l can even see myself, for example, saying ces@adiological things and someone
in the class saying - ‘That's a load of rubbishi®ell, let's see if we all think that.” |
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can see the person and | can see the point theymeking and what we doing. And
that is very vivid still.’

Neuroscientists all say, “Neurons that fire togethere together”, so we know that
the brain links assemblies of neurons togethertaadicher the sensory experience
the more joined-up connections. Diana’s vivid réadlons of the people, the
dialogue, the discussion points, were establisiedugh the rich multi-sensory
experience of an animated debate, which engagedfathe brain in dynamic
interaction. Consciousness experience is at the odrcognitive functions and
connects memories - trigger one memory, otherovollMemory is sometimes
talked about as if it is a thing, but it is a prex@fluenced by the emotion chemicals
from the limbic system.

Greta gives a graphic description of one typexplegential learning which
evoked the right conditions for encoding:

‘At the memory class, we learned from getting fipwor seats and putting physically
into our memory patterns visual things, such ahapping list to memorise, on our
body parts — eggs on the top of my toes. All te@secises are still there because we
took part, talked about it and laughed about ihdafeeling we had achieved
something.’

This learning space contrasts with the class L&D, A describes where the sort
of stimulation required to make the experience nrale was totally lacking:

‘If you find you are not gaining anything, worklame and try and contribute to the
class. This never really works awfully well thougtne class never seems to join
together. It is only now and again one experiertbés and | think it is the tutor’s
fault. No, because sometimes you can get a dadgust wants to be passive and
that lends itself to a very uninteresting class.’

Laura was very forgiving in her statement, as tlasscteacher has the key task of
injecting energy and enthusiasm to what should rbal@eady motivated group of
people. Wolfe (2006) has drawn attention to the tesponsibility of the teacher to
create a ‘healthy’ environment.

If there are ‘healthy’ environments, then there sinbe ‘unhealthy’
environments, where there are incongruities anddidons less conducive to
learning, some of which will lie within the tutort®ntrol, and others on the situation,
expectations and individual reactions. In the ®oguoups, the participants were
asked how they responded if they experienced &.clHss can create a feeling of
dissonance, which can trigger uncomfortable emsetittvat have to be dealt with
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there and then. The first type of dissonance igssm@ich of starting level described
by Paul (C10, TR):

‘I attended one language course where the couligenot follow the syllabus
promised, as almost everyone had been on it taebgdore, so they just carried
on. That was not good for me as a newcomer.’

It is only fair that a class adheres to the puklishgenda, unless there is a very good
reason for change, so Paul was justified in feadingated and somewhat aggrieved.
Andy’s (M15) grievance also involved language léagn which turned out to be a
complete waste of time:

‘Two years ago | took a quantum leap and wentltiace Francaise. They put me
into a class where they do nothing but talk Frenclvas most uncomfortable. |
stuck it for a couple of weeks but | was at thengrlevel. That has put me off.

This student’'s “quantum leap” was a leap too fat demonstrates that effort taken
before or at the start of a class, to establishviddal levels and student’s
expectations, would pay dividends in the long rumdy’s departure after a couple of
weeks, never to return, was a loss to the orgamisaand at a personal level he
might never try another language class. This wdadda great pity, as learning a
foreign language is one of the best ways to crese® neural networks and
contributing to building cognitive reserve (Ste2006). The next example reinforces
the frustration generated when Muriel (M4, RTP)Ideshe is wasting her time
because the course has been advertised incorrectly:

‘I am attending International Cookery. | feel itahlid have been advertised as a
basic class — as it is too basic for me. I'd hadveen better to buy myself a
cookery book and just get on with it.’

Katherine (C14, TR) makes the point that when arsmuurns out to be a
disappointment, it is not only money that is wasted

‘You are also paying with your time, which is noingoto be repeated, so you do
want to make the best use of it.’

Although our life span is extending, how one speadeg’s remaining years is an

important issue, as we are all aware of a finfesspan and time is precious and not
to be squandered. The next extract is from Row&da AT), who believed many

students in her beginners art class had drawingereqge and made her feel
inadequate:

‘What did upset me was there were a few there withlifications from the art
college. So drawing a bottle - | had every shagesreas those ladies were drawing

142



it - perfect. | thought — | shouldn’t be hereeltfreally incompetent. When shibe
tutor] came near I'd flick over my paper and say I'ml stieasuring up[Laughter].
Whereas, if we are all in the same boat, we carelmore fun with it.’

This is a case not dissimilar to Muriel in her cenkclass, except the positions are
reversed. This time it is not though lack of pre@grebut too many people producing
material better than beginners’ level. Rowena’sapledr— ‘All in the same boat-
conveys that she felt an ‘outsider’. This is a cakere scaffolding (Vygotsky, 1978)
was required and perhaps also, more sifting astiéwe to confirm the different levels
in the class. It is one of the major challengesliradult education classes to ensure
everyone’s needs are met and no one should feel inferior position.

Another type of practical class where frustratioas boil over is Information
Technology, as illustrated by Paul (C10, TR):

‘I recall in A’s class — tutor-led rather than pepled. And he wanted to move onto
the next stage and | had to say - Hold on! | readi there were other people who
were less vociferous, but they also wanted furéxptanations. So the student has to
shout!’

Perhaps, every class needs a confident studerRdikéwho is prepared to challenge
the ‘galloping’ tutor. Often, the flagging individuthinks he is the only one and
keeps quiet. Jonathan (C15, RT) also makes the @about the tutor having his own

agenda:

‘I certainly experienced the tutor-led teachingl'(lwhich can be excellent for
20/30% of the class. But always some fall behafdle the tutor seems to have this
course set that they have got to do this, gobtthdt.’

This problem is surmounted by individual workbooksready discussed by
Jonathan, and should be the norm for IT unlessatvery small group which allows
one-to-one help.

In the post-LSQ the final question asked aboutype of classroom situation
that would be completely unappealing — a ‘switch-¢dee Appendix 21) Verbal
presentation with little or no engagement was tleg kulprit. The presenter’s
personal style was also a critical factor - patéidy non-participative lectures, few
visual aids, monologues from notes or ramblingest@@ontent also came under
scrutiny, with too much detail or theory, compledtmodels and long descriptions.
Many of these elements will have been experiencedefgular attendees at adult
education. There were also comments that arodeeifiocus groups concerning the
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teacher’s style of presentation. Norma (A5, AP) emdde point that signposts of
where a lecture is leading can make all the diffeee

‘I don't mind a long spell of someone talking atifrieis well structured. You can
then mind-map it — as | did often. Other peopkt gtand up and blether. | find that
very, very frustrating and | want to get up andkaaut.’

Later, Norma commented on a ‘taster session, déidedr as a practical subject,

where she made her voice heard when the presairiéet fo deliver:
‘| came to a taster class....a practical subjectlaro practical thing was appearing.
He just rabbitted on. Eventually he said — ‘Watlw get on to the practical bit’. |
shouted — | could not stop myself — 'And about timo!' | thought — ‘Was that me?’
I had reached such a stage of frustration thaidlchallenge him at the end.’
Tutors who do not deliver what is expected of thaeserve to be admonished, but
often students just depart, never to return. Aifleéh, ARTP) revealed that his style
was to speak quietly to the tutor:
‘If  have a lot of problems | speak to the tutame-to-one - to see if he can come

round to my way of learning. | would not intendufzset the whole class.

Molly (S3, RT) endorsed the idea that the crux, teher the subject, is to connect to
the class and keep people engaged. This perhap=lined the reality that older
adults are often not in search of plain facts, want to be taken out of themselves
and entertained, as much as educated. She said:

‘I think it is most important to have an interaaiapproach between the tutor and
the class. There is a lady whose classes | gohi i& absolutely marvellous. She
has a tremendous depth of knowledge, but shesgietisacked. We get lots of stories
and | admit | go to the class for this - it's amfmgsand fascinating sometimes — but it
is certainly not the subject.’
Rowena (S4, AT) also endorsed the importance ofeacouraging teacher and
learning for pleasure:

‘[The tutor] was very good, very good for boostiruryego. | think if things are
light-hearted — especially for our age-group - @ese we don’t want any pressure.
We are at the stage now to relax.’

Also Katherine (C14, TR) drew attention to freedofmchoice, Laura (C13, A) to
choice and freedom from exams, and Joyce (C17{d&&)ight touch and variety:

Katherine ‘There is nothing we need to know really in thasgeiso we can
concentrate on things we like to know.’

Laura ‘I think this over 50s is a great opportunity foeexone to choose what they
want and enlarge on it without having the streexams, and the rest of it.’
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Joyce ‘| find if | want to learn | need someone with anse of humour. But | like
variety. | can’t stick with anything for too long

These reflections on motivation - and other refeesnto motivation by respondents,
for example, Martin-‘the world is your oyster’Kim, Claire and Chrissie (section
4.3.4) - reveal that in later life, for many peqgfgrinsic motivation is the driving
force — bribes and extrinsic rewards are no longguired — no need for promises of
grades, gold stars and promotion. If educators dintlwhat is motivating an older
learner, then they can concentrate on deliverirgappropriate content. However,
sometimes educators can get it completely wrong amlifferent kind of scenario
plays out when too much information is crammed iatsession and it becomes
anything but motivating (Caine et al, 2004), asdar{M5, ART) found at one lecture
she attended:

‘We heard eight tapes about types of people bubm® could keep up so | don’t
think we learned much. There are some forms ohieg experiences that are less
than helpful.’

In the next extract, Claire (S1, A) found that Hiemmosphere was so formal, that even
guestions at the end were not welcome, which soanntisinlike the U3A in Malta
(Formosa, 2000):

‘This person just stood and said what they hadaty and we[the students] did not
say anything. At the very end of the class soroplpalared to put their hands up,
but it was not encouraged. It did not suit me kit Bhe person knew the subject
inside out but the presentation was terrible ameré were no handouts.’

So, knowing the subject well did not compensate r&stricting communication.
Controlling adults in this way creates uncomfortafdelings: instinctively we want
something to happen, some reaction to a questica ayunter argument, or some
connection with the other listeners. Most of uséhavnatural desire to speak with
others (Goleman, 2006) and will happily discusstlaing we are asked, if given a
chance. As Palmer (1998, p 156) wrote: ‘...the hun@an simply wants to be seen
and heard’. In complete contrast to the previousaek Harriet (A1, A) described

the features of a good lecture she experienceaanference:

Harriet ‘The person who spoke longest - 45 minutes- | heardry word. | listened
with great satisfaction because | knew | was rdtgy it because of the manner she
used. It was because of the hard work she hadhp@ne sentence slides — | found
that helped me as | got older. She spoke to thdi dramatic interventions
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humour, and speaking to the audience — have arywofever thought...? Put up
your hand if you have..?’

VB ‘She engaged the audience.’

Harriet ‘Exactly. We moved from one part of the presentatiiothe next with, just what you
were talking about, Julia — with a brief summaig. a result this was the theme that
everyone was speaking about. Whereas the othér Istid fallen into a black
hole. She was lively, she was performing the wagtters do, but she was wonderful
at it. You could see at the end of it she hadeagld great satisfaction.

Harriet's metaphor a ‘black hole’- aptly describes what happens with a surfeit of
information. However, a lecture delivered by sonegkilled in the art who uses
interaction, with some well-prepared slides, carabeeffective and useful platform
for future discussion. Harriet finished by drawiatiention to the speaker’s own
satisfaction. That inner satisfaction is somethaxgerienced by both teacher and
taught when learning has taken place. This feadihgatisfaction came over when
the participants below were asked when they kneey thad really learned
something: Learning naturally was the key for Martvhich meant in the way that

came easiest to him and gave him the greatesfaszits:

Martin (C1)  ‘Apply what you learn naturally without giving t@ much thought. And
build from there and feel a sense of satisfactiod enjoyment.’

For Linda (M5), it was not necessarily applying tkreowledge but making one’s
store of knowledge one’s own. This involved seleti linking acquired knowledge

to one’s own life and interests:

‘Application is good but | don’t think it is alwayapplication. It is building up your
store of knowledge and recognition, and makingur own.’

Katherine (C14) reckoned it was taking a step bdyawhat you have learned, or a

side step, to develop your own variation on a theme

‘I think if you start to build on what you havetaed, and it leads you to do other
things, not necessarily exactly what you haveriedr

Similarly, Gordon (M12) saw it as making spontare@oannections to the wider

world, adding to one’s pleasure and quality of. life

‘I did an art appreciation class last year. | donthink there is any application as
such, but | do recognise things in TV programnred art galleries, and it adds to
the quality of life.’
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For Andy (M15), it was learning a new skill fromceaftsman and the pleasure of
producing something with his own hands:

‘Something practical, useful and tangible - perh@pgut into practice in my life,
tangible - something | have made with my hands.’

Rowena (S4) — a people person — focused on thalsaspects of learning and
thought that, perhaps just keeping learning witle’snfriends, supporting and
encouraging each other and keeping thinkergthe same wavelengthso no one

gives up and no one loses out, is all the reasedeatkefor learning:

‘You keep in with your friends to make sure youat®n the same wavelength. It
saves you from slipping...When someone tells yoethorg you want to hear, it
makes your day.’

Her final comment is perhaps the reason many adelts engage in learning to
“‘make their day”, to experience an environment where they learn Hunge

interesting, do something interesting, or meet smradnteresting: they require to
leave a class feeling uplifted, and sustainedhay experience, whatever it is. To
pararphrase McClusky (1973, cited in Hiemstra, )}%ducation is an affirmative
enterprise and should enrich the lives of thoseagimg in it. The voices above
suggest this means different things to differerdgde but one thing it is not about, is
acquiring knowledge for its own sake — learnindilula deeper purpose in their

lives.

To summarise this section, extracts identifiedraeaof learning environments, some
‘emotionally unhealthy’ with classes at the wromrgdl or too many levels. There
were mismatches between what has been promoted/fssidtranspired - leading to
annoyance, outbursts and challenges. There wasvapezommunication (mainly
lecture format). Discussion could be dominatedbg person, with the outcome, in
general, that people became annoyed, overwhelmetkdbor frustrated. The
opposite of this were healthy learning environmgwtsere different styles and levels
were catered for, where the class descriptor atelyraortrayed the nature of the
learning and met people’s expectations, the atm@sphwas encouraging,
communicative and inclusive, and everyone felt natéid and eager to contribute to

a common learning purpose.



4.4 Discourse analysis of early contributions

The first ten minutes of each focus group which waalysed using Gee’s (2005)
discourse analysis identified various motifs/metaphand topics that emerged and
the socially-situated identity of the speakerse(Section 3.7 and Appendix 23) This
was my first attempt to analyse the material intdepulia (A3), for example, spent
her first contribution in ‘state and action’ modkescribing what she had done, using
fact-giving language which is often used by ‘auifyofigures’. In a way, this
detached her from normal social interaction andgquaher in the domain of her
personal biography pathway through what Gee calls&aghievement space” (2005,
p.141). There were no affective statements congeyiow she felt or ability-
constraint expressions conveying any uncertaintifichv was different from the
others in her group. However, she had arrivedla late and had missed the general
tone set by the others. Her first contribution sdrto illustrate the varied course of a
focus group discussion, which can move off in angnher of directions.

With a contrasting style, Diana (S9), in her groupalked using more ability-
constraint terms and affective statements, suctthas$ helps’, ‘but | never did enough
of that’, ‘I found that very difficult’, ‘I like tht’ - which are used primarily in social
bonding conversations which address emotional nesats minimize differences. In
this small group, two others had presented therasedg less confident learners. One
can surmise that Diana, with her background of ecad accomplishments, and with
the sensitivity of a teacher, was deliberately plgydown her achievements to
minimize differences. It was an eye-opener to beclsse to people’s words and
meanings through the discourse analysis processast useful to have scrutinised
these first contributions as a primer to a themaiswn of the transcripts, and it
sensitised me to look beneath the surface of wimrdsossible unspoken implications.

It also illustrated that the language we use waliyy not only with different social
groups, but also with what we believe about theerdbility and weaknesses of our
listeners at the time of speaking. It also becanearcthat understanding is not
completely stored away in any one person’s heatl,dmiributed across different
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viewpoints in the groups and develops as dialoguieldy and | have supplied some
examples of this. The experience of conductingdiseourse analysis on the early
responses was insightful, assisted with the holatialysis of the complete texts and
made the production of the thematic analysis moyargded.

4.5 Summary of findings and analysis

This chapter began by examining the results of H&RSD), drawing on the results
from the post-LSQ and relevant discussions in doai$ groups. Reference has been
made throughout to the display of additional datthe Appendices, in addition to the
many extracts to illustrate my analysis, includitigpse illuminating the five
interrelated themes identified as catalysts fomgea The early discussions for all
groups, analysed using Gee’s (2005) Discourse sisalgre in Appendix 23 and the
transcript of Focus Group C is displayed in App&ri2il. In the next chapter there is a
fuller discussion of the results.



Chapter 5 Discussion

5.1 Introduction

In the previous chapter | analysed the participad&M LSQ results, the written
responses to the post-LSQ questionnaire and the déxhe focus group discussions,
using the processes described in Chapter 3. Maagples were presented which
illustrated differences in terms of learning stylddgferences in terms of changes in
perception of learning styles and differences iafgared ways of learning in later
life. These will be discussed in the relation te thsearch questions.

Although the findings of this study are limited by small scale and the fact
that participants were drawn from a few classesiwia single institution, they
suggest, if only in a tentative way, that older ledlbenefit from being active
participants in the learning process, and fromatalrating with each another and the
teacher, in making meaning. This involves educadmpting an integrated approach
to learning in later life which is grounded in wagt knowing which engage the
whole person - intellectually, physically, psychgiéally, socially and emotionally —
leading to enhanced wellbeing and more complex waysderstanding the world.

As presented earlier, the main research questien wa

What kinds of learning styles and modes of commatiait do older adults prefer to
use in later life classes and how do these fit wa&tent insights into neuroscience
research and enhancing adult learning?

Based on this, a series of sub-questions were cleséd|

What kinds of profiles would a sample of older &lpkoduce using learning styles
guestionnaires?

How do older adults think about their own expereit learning and what it means
to them?

Do learning styles and flexibility change over time

What kind of action is taken if there is a mismdiehween preferred way of learning
and teaching style?

What are the intersections between best practineadult learning and current
neuroscience discoveries and how might they impad&tarning in later life?
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| will begin with the quantitative part of the reseh which was H&M’s LSQ which
first opened up the subject to the participants pratluced a LS profile for each
participant.

5.2 Summary of Learning Styles results

85% agreed with their result and found it interggtio think about learning as a
cycle of four different processes — active expedsn (Activists), reflecting or

reviewing through observation (Reflectors), comit@ a conclusion through

intellectual examination (Theorists), and plannprgctical exercises (Pragmatists).
Almost all learning situations require elementsabffour styles, but preferences for
some parts of the cycle over others, provides tBeldbels. The majority of the

participants had a combined style, with the mogutsr being Reflector-Theorist —
almost one quarter of the sample. There were appedgly one third more Reflector
and Theorist styles assigned than Activist and rRedigt styles. These results
indicate that there may be a predominance of odalerdt learners comfortable to
adopt a more passive reflective role in the clamsroHowever, there are likely to be
a fair number who are quite the opposite, and mianpetween. Therefore, the
challenge for the teacher is to ensure the apprtaa@n is inclusive, so everyone’s

learning experience over a period includes all etspef the learning cycle.

5.2.1 The experience of completing the Honey and Mumford' LSQ

Despite H&M’'s LSQ being in existence since 19829und no evidence of it being
used before in research with older adults. Howevevas completed with ease by all
participants, who appeared to enjoy examining bfié aspects of the learning
process, which they had not thought about in thes@s before. In recent times,
children have been involved thearning to Learn’ programmes (as they are often
called), so they can begin to think like lifeloreatners and become aware of their
own styles of learning. Older adults also appeabédointerested in gaining similar
insights into their own learning. Howevégarning to learnfor adults involves raising

awareness at a deeper level than simply knowingsoseores on a LSQ or
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understanding a preferred pattern of learning. &atih would mean developing an
awareness of how one knows something and of thiened¢, assumptions, evidence
and explanations which underpin beliefs that soigtlis true (Baxter Magolda,

2004.)

Although the LSQ is used in business and professicettings to help
employees become better all-round learners or {@gayers, it benefited from being
free of technical terminology, which is more thamde said for many learning style
models. Research on styles has been largely cahtmé¢he post-compulsory sector,
and to Kolb’s widely-cited and practically employedperiential learning cycle as
presented ifExperiential Learning1984). Kolb offers the LSI as a psychometric tool
designed to “assess individual orientations towdedsning” (p. 67). H&M’'s LSQ
(1986; 1992), which is a derivative model (but agisychometric tool), was selected
in this case as an accessible instrument, licetisexligh the university and used
widely in the UK since its inception.

While my results are interesting, “uncertaintiesl aontroversies” (Adegt
al. 1999, p. 1) still swirl around the LS approachrtdividual differences, especially
since the extensive review by Coffielet al (2004). However, learning styles
guestionnaires continue to be found helpful, baen¢ guidance in teacher education
(Hillier, 2005; Tummons, 2007) suggest a cautiopigraach, taking great care not to
reify learning styles. Then the danger lies in latg people and expecting them to
behave that way consistently: styles cannot berced from the learning context, so
should be used carefully and critically to avoersbtyping. As Tummons stated:

“People do learn differently but different subgecturricula, or technical
skills require different kinds of practice or wook aptitude: the tutor's role
therefore, should be to bring them togethgy.”100)

Writing in 2008, Coffield acknowledged that, usift&M’'s LSQ to understand

personal learning styles, could be useful to ramiéawareness of both tutors and
students concerning their own learning strengthd aeaknesses. As discussed
(section 2.2.9), one of the few attempts at red@agdearning styles in older adults
was undertaken by Truluck and Courtenay (1999)thm USA. They found the

guestionnaire (Kolb’s LSI) raised interest in thimkabout the process of learning in
personal terms and differences between peoplecanid also guide teachers to use
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a variety of approaches. It was in this spirit,ttH&M’'s LSQ was administered to
the sample in the Centre for Lifelong Learning (Glib trigger thoughts about
preferred ways of learning and then explore whethese ways had been fairly
constant through life or had changed.

5.2.2 Aspects to consider when using H&M’s LSQ

To administer the self-report, the self-scoring L&Qk a considerable amount of
time compared to an ordinary questionnaire becafts,completing it, participants
needed to have a short presentation on the leaayidg; time to read through the
four descriptors - Activist, Reflector, TheoristdaPragmatist - and to search for
aspects which applied personally; tally the resufi;ig H&M'’'s scoring sheet and
plot the results into the banded chart from ‘verghhpreference’ to ‘very low
preference’, then read off their LS and reflectitsnaccuracy. Finally, each result
was entered on a flipchart to provide a visual @epntation of the group’s profile,
followed by discussion of the results and individpaestions and assimilation.

For participants to properly benefit from the e, which is important
ethically, these steps cannot be rushed. Theretorgone administering H&M's
LSQ should be aware of the investment in time negluto understand the learning
cycle behind the questionnaire. The sequence ofpiiimg the LSQ needs to be
followed closely and takes around an hour and fa H&8M (2000) provide a helpful
guide (70 pages, including implications of the L8dahow to build up an
underdeveloped style). The LSQ can now be donaemithough the respondents
still need feedback and time to interpret the tssdliscuss what it is supposed to be
measuring, what the learning cycle is and what ltBemeans in terms of their
learning activities.

With 85% of participants agreeing with their resuhis seems to confirm the
face validity of the LSQ. In Chapter 4, | analyseddetail six out of the eight
rejected profiles and found plausible explanatiasiso why this came about (section
4.2.4). However | am conscious of Popper's (196@wvthat it is easy to find
confirmations for almost anything, if we search tbem. H&M (2000) claim that
this consistent high face validity is due to thetfthat the prompts do not refer
directly to how people learn, which “most peoplevdnanever consciously
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considered” (p. 20) and therefore, to which theyld¢aot respond accurately. The

statements were associated with everyday behasialr as:

Q. 79 I enjoy the drama and excitement of assguation — Activist;

Q. 13 Itake pride in doing a thorough job — Betibr;

Q. 54 Indiscussions | get impatient with irreaeies and digressions — Pragmatist;

Q. 43 | tend to have distant, rather formal retadivips with people at work — Theorist.

| have selected the above statements from the L8&Cause they have strong
emotional aspects — enjoyment, pride, impatienelationships, and it is interesting
that the LSQ is peppered with many such statemeantgyrporating feelings.
According to H&M (p.cit) the items in the LSQ:

“admirably illustrate how learning preferencesdarpin and are associated
with everyday behavioural tendencies.”

From the above statement, one can deduce that H&Ntgrlying assumption is that
the way we live our lives, which includes our hahitemotional reactions to people
and events, infuses the way we learn.

H&M have succeeded in making the LSQ user-frienlly the use of
everyday statements, which made it relatively dasypeople to decide whether a
condition applied or not. In discussion afterwardsme people said, when faced
with no option but to put a tick or a cross, thes@s a bit of uncertainty, because
missing a response was not allowed. It is likelttthe use of everyday statements
led 50 respondents to comment favourably on itsul®e interesting aspects, with
one person commenting directly on its efficacy asemsuring instrument:

‘Questions were well-thought out and responses dhaeflect personality,

learning and communication.’

There were favourable comments even from thosedahoot agree with their style.
For example, Martin (C1, R) reckoned he was morévist than Reflector, but
wrote that he now had some insight into the stmectwf his occasional training
courses, and Bridget (S8, A) hypothesised that jblerhad turned her into an
Activist, although, now away from that environmehgr preference was towards
‘being more of a TheoristTherefore, H&M’'s LSQ made some sort of intuitive
sense to people and they were receptive to itslalmvental aspects. This was
indicated by the expression of a considerable ¢exiof growth vocabulary such as
‘insights’, ‘self-knowledge’, ‘communication’, ‘selbncepts’, ‘attitudes’, ‘self-
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examination’, ‘encouragement’, ‘needsid ‘reflection’. No one gave any indication
that it was irrelevant, so the instrument fulfilldte research purpose of triggering

reflection on learning.

5.2.3 Accepted profiles
When looking solely at the profiles (Appendix 17g.B) which met with the
respondents’ agreement (46 out of 55 participaBisReflector and 28 Theorists
styles were allocated, almost one third more thativist (19) and Pragmatist ( 17)
styles. The number of participants allocated adadir-Theorist (RT) profile was 13.
RT has been found to be consistently the most camoembination by H&M. The
next most commonly agreed style in the sample wa®kedlector-Theorist-
Pragmatists (RTP), followed by 5 straight Reflest@iR). Looking at a Reflector’s
strengths according to H&M (2000. p. 44):
“they are careful, thorough and methodical, goblisgening and assimilating
information, and rarely jump to conclusions.”
The downside is:
“a tendency to hold back from direct participatibe,slow to reach decisions,
lack risk-taking, and be not particularly forthcoignor good at small talk.”
These characteristics seem closer to personadtys tthan ways of learning and
therefore, one might assume, they would be resistachange. It is interesting to
compare the Reflector to the Theorist profile (H&Mid. p.45) because the number
of Theorist styles allocated was almost the san® @2d this style is closest to
Reflector. Theorists strengths are:
“logical thinking, rationality and objectivity, g@al at asking probing
guestions, disciplined and able to grasp the lige.”
The downside is:
“restricted lateral thinkers, low tolerance fomlaiguity, distrustful of
anything subjective or intuitive, full ghoulds, oughtandmusts’
Putting these two together one would anticipateldeedr-Theorists would be quite
traditional thinkers, perhaps a bit set in theiygeut this does not seem to ring true
for all six participating in the focus groups wieflector Theorist profiles, discussed
below.
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They all possessed the common feature of beingugitas, with Molly (S3)
the only one to state that her learning style haddchanged. However, widowhood
seemed, in fact, to be driving change, as she imaker own words,on a steep
learning curve’ after her husband’'s death and had changetritd and error’
learning. One is reminded of McClusky's categords needs (1971, cited in
Hiemstra, 1998) as Molly’s coping needs “must besBad in order for adequate
social adjustment, psychological health, and playsiell-being to continue” (p.10).
American education pioneer McClusky hypothesiset the philosophy of older
adult education was based on needs — coping, espEesontributive and influence
(section 2.2.2), and certainly, the coping and esgive needs are the ones that
providers target (Findsen, 2007). Molly attendddrguage class for her expressive
needs and a music class to meet her coping nedldsyihg an accident which had
altered her auditory function +o' see if I might actually acquire an ability, as
compensation’ So Molly was a very proactive learner and alsoeting her
contributive needs as a volunteer in my researchilll endeavour to probe the
apparent contradictions over what the participaneant, when they talked about
having changed or not changed ways of learning.

Some of the changes in learning preferences, wheliReflector-Theorists in
the focus groups mentioned, werdiscussing things and exchanging ide@dghairi,
A2) and an awareness that theories do not alwaggesup in the real world (Greta,
A4). Probably Paul (C10) and Katherine (C14) arese$t to H&M's classic
Reflector-Theorists, but the question remains -y thaid they had changed their
learning preferences, but was it more a changearhing strategies (Adest al,
1999) or did it run deeper? Jarvis (1987) providedlue when he stressed the
importance of differentiating between the concepdigdinitions of theorists and the
everyday way people talk about learning. He positeat people tend to think of
learning in terms of memorising within formal scheettings, because memorising
is the social definition of learning.

Certainly, mention of rote learning arose in evgryup, except for Group A,
because, with five teachers involved, discussios eraa more abstract level, and the
reproductive concept of memorising was replacededapnstructive and interpretive
ones. Saljo (1979, cited in Candy, 1990) found thare were five commonsense
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responses when people were asked what they medaadmyng (section 2.2.8). His
second category was learning as memorising (sandaras, 1987) and his fourth
and fifth were learning as abstracting meaning anderstanding (applicable to
Group A). It seems a reasonable assumption, thahhrticipants were asked about
changes to their ways of learning, their first thots were their memories of
conventional teaching, when rote dominated. | @iiblore this further over the next

sub-sections.

5.2.4 Missing links in Kolb’s learning cycle
A particular difficulty with Kolb’s concept is thdte does not explore the nature of
knowledge in depth. Compare his four stage cyclédag’s (2003) three-layered
model of knowledge with its three facets (sectioB.5). Kolb’s model omits the
critical dimension of how the person feels abouatriang, while Yang's affectual
facet embraces values, aspirations and visions hwilaigse from the person’s
emotional drives. Learning later is a voluntaryhaigt, and most participants have
paid for classes and are emotionally committedyelt it is important to them and
to their wellbeing. Katherine (C14) reminded onetlu§ when she stateglou are
paying with your time which is not going to be rafeel

Kolb’s cycle, in a sense, is going round and rqumgt the motivational
aspects are obscured. Veteran adult educator Rhé R2010) rejected the learning
cycle, and invented hi&Ripples’ model, starting with feelings of wanting and
needing, setting the ‘ripples’ of learning in nooti However, perhaps for some
older adults, even wanting and needing are notithportant, a view expressed by
Katherine with her remark Fhere is nothing we need to know reall}ot everyone
might agree with this sentiment, but released frdm constraints of family
commitments and work, to some extent at least, camnot expect anything other
than older adults will opt to do what they like do. Martin (C1) expressed this
another way when he stattde world is your oysterTherefore, education for older
adults can sometimes be a search to fulfil thech@sed for human happiness, and all
the benefits that accrue when social, emotional hothan development come
together (Baumgarten, 2001).



The growing understanding of the importance ofliige in a learning
situation was researched by Immordino-Yang and Ban@007). They posit that
the aspects of cognition vital to education andadacteraction are both profoundly
affected by emotions. They have found that theeetamo main problems with a
model of learning that ignores them. Firstly, atéretinderstanding of the neural
architecture of the brain has revealed that weatdaarn and remember in a purely
rationalist way, for example, by doggedly goingotlgh each stage of the learning
cycle. The frontal cortex, where goal-oriented \aigtiand ideas about action take
place, is intimately linked to the older (in evadutary terms) parts of the brain,
located deep and low beneath it. These are offerred to as the basal structures or
the limbic system, and the channels of communioaéice called the orbitofrontal-
limbic connections (Cozolino, 2002). When our tancortex receives pleasure
chemicals from the basal region, the learner getsward which motivates her or
him to continue to move along this developmentéhpa

This was what was happening when Rowena claiméafien someone tells
you something you want to hear, it makes your’dand also when she affirmed
how she knew she had learned somethitig:gives you a buzz!Streams of
neurotransmitters from the basal forebrain, flobd heural networks and assist in
moving the emotions from the limbic area to thegghér regions, where we can
begin to see “through the eyes of another” (Dak®&86, cited in Johnston, p. 66).
Daloz, who was patrticularly interested in mentoriagd the interplay between
education and development, realised that studeats wften going through various
crises or turning points in their lives, and lookededucation to help in the process
of changing things. But whether going through clagdimes or not, when our
brains are flooded with pleasure chemicals, theésesapreme teaching moments:
positive emotions release acetylcholine (ACh) whids a variety of effects as a
neuromodulator upon neuroplasticity, arousal anglard, and which has also an
important role in sustaining attention.

Therefore emotions, far from being a barrier tarténg, create the perfect
conditions in the brain for remembering what hasrbkarned, giving it relevance
and making us want more, and it is part of our @v@hary inheritance. Martin (C1)
expressed this neatly in a few words in termsledrn naturally’ - being able to
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apply learning with ease and letting the good rfigsliflow and carry him forward.
Kim (M9) voiced similar sentiments in terms of armmaafterglow, simply through
recalling because of the enjoymeatid motivating her to return.

This leads to Immordino-Yang and Damasi@g.cit) second point, which
was that, by teaching in a way that reduces thetiemal impact of a subject,
educators may be creating a kind of ‘sanitised’vikledge, devoid of values, passion,
and significance, which does not connect up welpéwmple’s real worlds where
things do matters, and therefore this knowledgeenbecomes anything learners can
feel is theirs. This is reflected in Linda’s (M®rmament, when she was asked when
she knew she had really learned something — wigen have madée your own.’ It
also chimes with a constructivist perspective, d&mbwing’ as an adaptive activity
(von Glaserfield, 1995), with one’s knowledge “adckiof compendium of concepts
and actions” (p.7), tried and tested by the indiaidand which she knows works for
her. Effective motivation to continue learning che fostered only by leading
learners to experience the pleasure inherent irenstehding something chosen as
their own.

Immordino-Yang and Damasio’'@p.cit) believe that if educators do not
appreciate the role that students’ emotion plagy @re completely missing out on
optimum teaching opportunities. During the timesewhthese good feelings are
flowing, pleasure chemicals from the basal forebraie producing acetylcholine
(ACh), which, as already mentioned, improves thiitalof brain cells to transmit
information between cells, and also encouragegipilgsand learning (Zull, 2002),
and as Cohen (2005) pointed out, plasticity is fanthatic reason for optimism about
the brain’s potential in second half of life.”

How the brain, mind and body act interdependdotiyreate learning styles is
not known (Given, 1997-98). Therefore, as yet,a@hsemo coherent neurobiological
explanation, despite the continuing strides in usta@ding brain processes: learning
iSs so complex because neural tissue is so compBeminal research on
neuroplasticity (Diamond, 1967, 2001, section ).mfd subsequent studies have
shown that the brain and body are one system amtrtin’s optimum functioning
depends on physical states, including good nutritincreased neurotransmitter
production through exercise (Cohen, 2005; Hillnearal, 2008, section 2.4.2); the



motivation of newness; the excitement of challenged nurturing relationships
(Diamond, 2001; Johnston, 2006).

It is just possible, that when learning styles lae¢ter understood some time
in the future, a more comprehensive LS model wilkege with coherent constructs
including emotional, social, physiological, envimental domains, as well as the
dominant cognitive ones. Already, educational dgpets have been creating
learning systems which include many of the abowofa, such as Accelerated
Learning (Rose & Nicholl (1998), used by Diana ($@)improve her language
learning, and mind mapping (Buzan & Buzan, 199390 &hosen by Norma (A5) to
capture lecture content. The Dunn and Dunn mod#{g), a detailed account of
which is portrayed by Given (1997-98), is strongtbe physiological domain of
learning through the senses. In the next sectiemamine these preferences for

certain sensory modalities which were probed inpih&-LSQ.

5.2.5 Learning through different sensory modalities
Of the three modalities, visual and kinaesthetan(s-on) preferences had almost
equal weighting, which accounted for 82%, approxetya(see Appendix 20). Doing
it practically (hands-on) came across as an ess¢datm of reinforcing learning —
‘Both doing examples and interactive with the tedchdonathan, C15), and
exploring mistakes —You are learning quite a lot from feedbadkaura, C13).
Writing down ideas, or discussing them, are forrhadaive testing: simply putting
an idea on paper or talking to someone are phyaatal engaging respectively, the
muscles of the arm, hand and fingers, and the ®ngrs, mouth and airways. They
produce signals from the motor cortex, which aggores of the brain involved in the
planning, control, and execution of voluntary moeat The body senses these
movements, and so a mental idea is changed tosgahgvent or a form of concrete
experience. Concrete experience, is of course,adrfeur pillars of the learning
cycle (Appendix 3) which follows on from testingndais where new sensory
information is gathered, before setting off agarouad the learning cycle -
reviewing, creating and testing (Zull, 2006, setisa 2.4.3).

Many participants, as they thought their way tigiolearning episodes, using
their own words, and their own interpretations aochstructs, enriched my
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understanding of the significance of particular ssey aspects, especially in the
visual sphere. For example, Molly (S3) realisegatling and writing are the [only]
two means | have of capturing the thingaul (C10) always wantedome visual
explanation of what’s happeningf the teacher was talkingi'sual aids are always
an advantageto Beryl (C3); and Claire (S1) knew herself to ‘bevisual person
and get boredwith reading].” As infants, initially learning delops through our
senses, but modality preferences may be the reselhivironmental experiences as
much as genetic ones, as intense exposure or depnivio certain senses (during
critical periods) cause “learning-induced changeseural networks” (Alkon, 1992,
cited in Given, 1997-98, p. 13). So, the brainnsexer-changing landscape where
some sensory aspects are subject to the vagaridée pfrather than deliberate
choices, and because of neuroplasticity, the yeawires to adapt.

However, whether preferences are genetic or clthbhgexperience, accident
illness or ageing, the participants were quite rcd@out what worked for them now
in the sensory domain. Each sense has its speclf¢ but vision is arguably the
most powerful, giving us “precise spatial inputajects in the world, and mapping
those objects on the neo-cortex” (Zull, 2006, p. I6)ages, along with language
(auditory input), underpin thinking, and create thetaphors we use in speech: it is
difficult (as a sighted person) to think withoutagery, and the language of the
participants was peppered with metaphors. Sfar@81p. 5), on writing about the
patchwork of metaphors for learning, said:

“Different metaphors may lead to different waystlohking and to different

activities. We may say, therefore, that we livetihgy metaphors we use.”
Imagery evokes emotion which we then interpretesdirfgs. These in turn, become
linked to the visuals, and embellish them, engendeemotional responses (Zull,
2002). Diana (S9), who was a strong visual pergloisirated this perfectly when she
recalled, as a lecturer, various lively classroostussions involving young male
students, and as she spoke, one could hear thteragat welling up in her voice as
her thoughts reactivated the feelings at the time she spoke about their
‘outrageous ideas that really caught fireConversations catching fire are not
necessarily every teacher’'s natural style, butnibgnisifying the students’ emotional
state, both meaning and memory are likely to bearoéd (Wolfe, 2006).
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For some people, it was not a question of selgctiisual, auditory or
kinaesthetic strategies, but the nature of theesiliself which dictated the modality
of learning. For example, Kim (M9) and Rowena (#4xed eloquent about their art
classes, and for Andy (M15), it was his metalwdrik,‘comfort learning; providing
him with both the excitement of creating his ownrkv@and a deep sense of
satisfaction. This type of hands-on class seenudfén a kind of balm for the spirit,
which is often dismissed as not ‘real’ learningt these types of craft activities tap
into the ancient parts of the brain (limbic systemvhere emotions and physical
feelings of wellbeing and comfort reside — whatr@ah (1995) might call emotional
intelligence, Gardner (1983/1993) might describendiapersonal intelligence and
Damasio (1994) has shown to be critical for regudpthe flow of our lives.

Therefore a class, which is totally relaxing amstérs our ‘inner child’,
makes us feel good, and has a role to play in therse of things. Many people
have perhaps neglected this side of their natuestadusy working or family lives,
and early education often had little time for swattivities. Indeed, this type of
learning in the past was looked down upon, quitengly, as inferior, and only for
simple minds. This is a great fallacy, as it is aapble to live a fully functioning
human life without being able to tap into the welisg of our being (Gardner,
1983). Cohen (2005) wrote about the awakening editare potential in later life, in
terms of the “Inner Push” (p. 31), and he did netam just doing set things such as
writing, painting or music, but being aware of “tpeocess of bringing something
new into existence - and novelty is everywhere lpok.” (p. 169)

Practical classes lend themselves to inspiringpped creativity, but they
often have a gender divide. For men, it is morelyiko involve hard materials like
wood, metal, or slate, but the social dimensioralso strong and competitive
elements are largely absent. Crafts such as cesamadligraphy, and jewellery-
making, have no particular gender bias, but for wonpatchwork, quilting, lace-
making, macramé, weaving, indeed any form of cveastitching or handcraft, can
be creativity plus “comfort learning”, as classewsally take place within nurturing
environments, conducive to companionable convensati

This is, however, a far cry from empowerment anchamcipation
(Glendenning & Battersby, 1990). One is remindedrofmosa’s (2000) critique of
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the U3A in Malta as “glorified occupational therdp. 315). | tend to agree with
Withnall (2010), that currently, there does not egpto be any desire among older
adults for political approaches through the leagnimocess. Interestingly, despite
Formosa’a critique and continuing efforts to embesl field of older adult education
within a critical perspective (Formosa, 2002, 200807), the UTA in Malta is not
significantly different and he is calling for:

“the UTA movement to go through a cultural revadatito remain relevant to
contemporary ageing lifestylegFormosa, 2009, p. 171)

The U3A in general, has remained independent ohstr@am lifelong learning
structures. Thus, learning in later life, in gemer@ppears to be more of a
personalised quest for fulfilment, but not a soitandividualised quest. In the next
section | discuss whether learning styles andliéitsi change over time.

5.3 Summary of perception of change and flexibility

80% of the sample said they had changed their walgasning and most people
defined change socio-historically, comparing leagnnow to the ‘old days’. Those
who entered school in the 1940s and 1950s were isedein a culture of rote
learning - learning as acquisition, with the outeomknowing a lot’. This was Saljo’s
(1979, cited in Candy, 1990) first category of coom®ense understanding of
learning. Then, people experienced other formseafnling through broadening life
experience, working life, tackling information teakogy, experiencing new teaching
methods and becoming more aware of personal shendh other words, they
changed the way they thought about learning, arfdctefely, developed more
complex mental models, although this was not ddted as such.

New preferences included, finding their own voiceraking meaning,
integrating new knowledge with their own experienbeing open to different
perspectives through interactions with others, amdreness of personal growth. This
demonstrated that learning was adaptive to circant&ts and opportunity, and was

reshaped by a combination of extrinsic and intcingactors. Therefore, the
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participants displayed considerable adaptability laarners to the changing

environment and to inner drives as they developed.

5.3.1 Learning styles perceived as constant

Those who denied their LS had changed, appearbd tesing an enduring aspect of
their personality as a reference point, such asoag communicative style or a need
for reassurance, rather the socio-historic contdtbdels of learning styles based on
personality traits exist, although it is not an mvaspect of the H&M model.
Nevertheless, personality traits are embeddedarptbbes, as discussed, so they are
implied. This was something that was not exploredny depth in my study and could
be further investigated, because it appeared, fio@r contributions to the focus
groups, as if those who said their LS had not chdngere equally adaptable as the
others when the need arose. (In total, four outhef 26 believed they had not
changed.)

According to Kolb, a LS is not a fixed trait, biat differential preference for
learning, which changes slightly from situation situation” (Kolb, 2000, cited in
Coffield et al 2004, p. 60). However, he has also stated tlmaesaerived from the
LS| are stable over very long periods with the ne@sy styles of 60 year old
graduates unlikely to have changed much since stettent days. However, this has
not been researched, and several graduates in udy sbntradicted this assertion
and, as illustrated below, spoke with feeling ablootv their ways of learning had
changed dramatically. Of course, the LS conceptwéasieveloped in the 1950s and
1960s, when the emphasis was almost all on teachetdearning. The culture was

then one of ‘acquisition’ (and still is to a largetent).

5.3.2 The ‘acquisition’ metaphor

The ‘acquisition’ metaphor, as described by (Caffie2008, p. 8), is seen as
“gaining possession of knowledge, skills and qications, just as people acquire
cars, watches and houses” and carries an assuntpéotearning is individual and
therefore, ‘knowing a lot’ is the goal. It convelisowledge in the lecturers’ heads
transferring to the students’ heads, as a resulistgning carefully, taking notes,

studying and memorising for exams. It is largelyrceered as a technical
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undertaking, but the graduates in this study hadrcmemories of this type of
learning, which is quite alien to them now, andirthearly experiences were
expressed in heart-felt ways.

Martin (C1) talked aboutery formal and one-way traffiegind Angela (C12)
expressed her fear of asking questions when sheleayy lectured to’lt stopped
Norma (A5) from going straight from school into hé& education because she
‘couldn’t bear the thought of going to university led Andy (M15) to resort to
‘crisis learning’to pass exams, and advice to Kim (M9) from herulest when
faced with a re-sit, was taéwrite all your [lecture] notes ...and reread evénye
from the beginning.No emphasis here on depth of understanding, butyfion
reproduction. A feeling that something was wronghwthis type of mechanical
learning was also expressed in the discussion dhaogtiage teaching, where Mhairi
(A2) asked Norma (A5) —I$ it not generally accepted now that it was theng
way?

Apart from Norma who felt she had always had ayvetrong Activist
Pragmatist style, those mentioned above, all heddview that they had changed.
Strictly speaking, this is not quite true, as farAngela is concerned. Although she
said that she was nowearning in her own way and no one is talking at’ me
(indicating change), she also checked the box yohea way of learning had not
changed, and she professed to being a Reflecjectirgy the additional Theorist and
Pragmatist styles assigned by the LSQ (giving HeTR profile).

| explain this in terms of these two participahsving different ways of
interpreting change. Norma, who could not face gdhrough a system so alien to
her preferred LS, opted out and stayed true toelfesngela, who was able to adapt
to the ‘acquisition’ system sufficiently to passrhexams and collect her
gualification, did not perceive the experience lagnging her LS. Is it possible to be
immersed in a particular system of learning in sn®rmative years and not be
moulded by it? Was it through her university exgere and subsequent work
experience that Anna, in fact, developed Theonst Bragmatist attributes, without
being aware of subtle changes in her approachataitey?

Yang (2003) posited that, while we learn through oonscious, rational
mind which makes intentional efforts to understdhihgs, on its own it cannot
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capture the complexity of real social and cultw@btexts and their ambiguities. It is
through direct experience and personal involvenreparticular situations, when our
emotions trigger and when we are involved with otheople or social groups or
organisations, that we experience a different wayralerstanding (Yang, 2003,
section 2.3.5, Appendix 5). Yang calls knowledgmed through this personal active
engagement, perceptual knowledge, which is not lgpexpressed or stated, and
therefore it is hard to formalise and communicate.

This may help to explain why the LS concept ise&gsive, and why there is
such a plethora of models claiming to identify teag styles. It is part of a complex
holistic approach to learning, which involves ugellectually, emotionally and
physically, so it is difficult to articulate. At @onscious level, it is obvious whether
we are learning by memorising (rote), or doing, face to face. However,
communication about ways of learning in this stuatya deeper level, has been
glimpsed mainly through the metaphors people haee u

5.3.3 Links from past to present

It is not possible to know, if the respondents’ h®files when young (if the LSQ
had existed then), would bear any resemblanceeio pinofiles as older adults. The
only person in my study (Muriel, M4) who had contptethe questionnaire over a
period, found that it had changed from PragmatisReflector, then to Reflector-
Theorist-Pragmatist (RTP), with the Theorist stpléally very low. She rationalised
that the first change was due to the nature ofvim@ik, when she was reading
copiously and planning development. She felt a iRedgt at heart because she was
a practical person, and did not understand howhsldeacquired a Theorist style as
she had been retired for three months. An intergstspect is that she did not reject
this new RTP style, presumably because she hdd ifaithe LSQ, as it had been
right for her before. Perhaps, this illustrates heagy it is, in all kinds of testing, to
accept a label as if it has been predeterminedi€Hi2007).

However, to understand someone’s approach toitegatater, it is useful to
know of the connections to learning in childhoodolascence and later, and to the
formation during these periods of interpretiveefi#t, cognitive frameworks and the
cultural climate (Brookfield, 1995). | posit thahet learning culture of the

16¢€



participants’ younger days would shape their brand their thinking, and their
learning style would continue to change as they edothrough life and were

exposed to other experiences and methods. Of cotosesomeone with a very
strong activist-pragmatist style in a learning etdtwhere knowledge was acquired
through transmission, there would be a clash (afNamma's case). Whereas,
someone with reflector-theorist characteristics Mdae more likely to fit into the

educational system, which primarily values analylBarners in the Western
rationalist tradition.

5.3.4 Cultural influences

Balteset al., (2006) have drawn attention to the power of celtuvhich they stated
in uncompromising terms, is as important “for brdevelopment as the presence of
oxygen” (p. 21). In essence, ‘developmental biagaltco-constructivism’, as Baltes
et al. (op.cit.) grandly called their meta-theory, holds that throughout, lif
culture/environment and the brain, influence andlifigoeach other — it is nobhe-
way traffic’ (to use Martin’s metaphor) - the human mind chantpe culture, and
the cultural environment also shapes the mind, thedtwo continue to influence
each other throughout the lifespan. It is diffictdtimagine LS being exempt from
this shaping process. Neuroscientist Gazzaniga2(1€&d in Given, 1997-98, p.13)
posited:

“environmental influences could change the basaral architecture to

create more than 50% difference in how we learn”.

Therefore, when people experience a changed lgpemimironment over a period,
their LS will almost inevitably be modified to aegiter or lesser degree.

Balteset al.’s (ibid.) meta-theory was developed to counter the phendmena
upsurge of neuroscience, and in particular, thdiaafons of neuroplasticity, which
have profoundly shifted scientists’ views of humantential. To a lifespan
researcher, like Baltes (1939 — 2006), who coirfedtérm ‘successful aging’, and
who was one of the world’s most influential devetggntal psychologists, the buzz
of neuroscience was in danger of drowning out pifesdevelopmental perspectives.
Baltes et al. (ibid.) supported the notion that human behaviour is eri#r the
outcome of the dynamic interactions of genes, baaid culture which, at one and



the same time, is open and constrained. ‘Developahebiocultural co-
constructivism’ is obviously a highly complex coptewhich cannot be explored in
depth here, but analysing the circumstances disdusg the respondents, which they
perceived as creating a shift in their perspectimd a change in LS, the change
appeared to occur because of a combination oh#bers to their inner life, social or
work life and the changing culture.

For Andy (M15) and Kim (M9), it was learning tolbeg to what could be
called ‘communities of practice’ (Wenger, 1999) ‘groups of like-minded
professionals discussing case situaticmsd learningfrom other members of staff’.
According to Wenger (1999), we all belong to commes of practice — at home, at
work and in our hobbies, usually several at oneetiand they are everywhere - in
families, communities and organisations, where fee@pe in informal networks
through shared expertise or enthusiasm for a joimject. The computer buddy
scheme is a prime example, and Paul (C10) sponiatyeexpressed the nature of
the learning that takes place as the computer baddispond to novice users’
guestions, by tapping into each others’ knowledgearking out answers together.

The concept of ‘communities of practice’ comesnfrdéhe ‘participation’
metaphor, which Coffield, 2008, p. 8) describedsanultaneously:

“learning to belong to different ‘communities abptice’;
learning to recognise changes in our identity;
learning to create meaning out of our experiereks;
learning what it means to know in practice.”

Thus, learning is located in social processes winereexperience personal change
and make sense of real-life experiences. It follaWwat it may have been an identity
change to which participants referred when theksmd change, as much as change
in ways of learning. Julia (A3) experienced‘calture shock’ when she became
involved in management training. For Harriet (AiL)wvas in a self-directed group of
colleagues where the'gained tremendous confidence...watching the penoyp.dr
For Greta (A4), it was aleye-openerwhen her pupils’ parents caused a shift in her
perspective, by challenging hiniles off the track’'assumptions. For Norma (A5),
her learning discovery was finding that there weseys of learning at university
which accommodated her activist-pragmatic stylegd atlowed for some'real

learning.’
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However, it does not need career developmentuseca shift. All it took for
some was to become involved in classes and exgergmew type of learning. For
example, Maria (R9) described making the leap diireen ‘rote sponge learning to
proactive learning’ And the extract (section 4.3.4), concerning Gheis (M10),
showed that, through her own success as a sefftddrelearner and despite a
particularly wretched school experience, she aeduihe courage to enrol in adult
education and encountered good adult educatorsredtored her confidence. She
said that she iSearning better now than ever | have befor@ne can speculate that
if she had not had a good experience on her resima,would not have given it a
second chance. Our vulnerability does not diminsth age, but increases in an
ageist culture, which is quick to deride older #&ligndeavours to learn.

If one accepts Balteet al’s (2006) meta-theory of ‘developmental
biocultural co-constructivism’ — that, through Jifdtne brain and culture/environment
modify each other, and also Gazzaniga’'s (1992,)imcemise that the environment
can create more than 50% difference in how we Jeen it is not surprising that
80% of this active group of learners perceived ange in LS. However, it may be
that release from the confines of an acquisitioltucel of learning has allowed a LS
to flourish which accommodates emotions as wethasight, and meanings as well
as matters of fact. The next section moves to thestipn of how older adults think
about their experience of learning and what it nsearthem?

5.4 Summary of the meaning of learning

Alexander (2006) posited in his philosophical tigabn educational paradigms, that
a priority in educational research is understanding purposes and meanings
humans attribute to educational practices. | fotlred participants in my study were
greatly influenced by the changing world, which haitered immeasurably since
childhood, when learning was done by rote. Howeuatike the majority of older

adults in the UK, who have not entered a classremme school, most had gone on
to higher education, job training, computer coursesther opportunities and were



also attendees at classes in the 3Ls programmeefdhe they were experienced
learners.

Most, however, were looking for a different qualdf experience. That did
not mean everyone wanted the same thing, but tlyethesy preferred to learn had a
different resonance. Although social aspects weteomertly mentioned, a positive
social experience is a necessary classroom conditiother benefits are to accrue.
Their search was for enrichment, with this beingressed in a variety of ways - as
learning without pressure, learning what they likedearn, open to more points of
view, feeling satisfaction and enjoyment, ‘comft@arning’, making something of
use, and keeping on the same wavelength with fsieRdrhaps this can be summed
up by two affirmationsiife is good’and’l am good.

5.4.1 Enrichmentin later life

Let us assume that the teacher has fostered aadassclimate which promotes
positive engagement (Immordino-Yang & Damasio, 308he/he has made good
interpersonal connection to the learners (Cozdiir§prokay, 2006) and the scene is
set for exploratory thinking (Goleman, 2006). Wisathen the best way to set the
process of enriched learning in motion? Teachersllyswrestle with this issue,
because no two classes are the same and no twenttudre the same. The
distinguished American psychologist David Ausuld®18-2008), who was strongly
influenced by the constructivist teachings of Piageote:

“If I had to reduce all of educational psycholdgyust one principle, | would
say this: the most important single factor infloleg learning is what the
learner already knows(Ausubel, 1968, cited in Race, p. 56)

The difference between teaching children and adalisat adults are likely to know
a great deal more about a subject or around adubjet often they don’t realise it. It
is the teacher’s task to find out the things teatrers bring to the table. Race (2010)
calls these “learning incomes” (p. 55). Howevetenfolder adults are reluctant to
speak up for a number of reasons. They may be tanmtebout their understanding
in the presence of an ‘expert’; they may be feaofubppearing foolish in front of
other people; they may be more familiar with tharking method’ of education
(Freire, 1970/2000) which emphasises passive Iisgeand acceptance of facts; they
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may be used to asymmetrical power relations andesaghers as authority figures,
and so are unable or unwilling to question theluea. As Beryl (C3) remarked:

‘At one time, tutors were held in awe and no onedarsk a question, never mind
challenge them'.

Thankfully, tutors working with older adults havelinquished their authority or
‘power position’ in the classroom to a great extevitich Beryl affirmed - at least in
her experience. She welcomed this because of @hsfarmation to the atmosphere
when teacher and learners wawerking and learning together.’

5.4.2 An experiential approach

The respondents also had their own thoughts abmwttb improve self confidence.
Harriet (A1) voiced her belief in the value of esxphg understanding through
dialogue, as it allowed time for people to tap itbeir previous knowledge and
realise they had a deeper understanding than trstytHought, and then be able to
say to themselvesres, | know about thisClaire (S1) was someone who bore this
out as she was quite explicit that she had alwagn a little unsure of herself, and
‘That is my main way of learning — | love discusdingngs.’ Talking about new
ideas is a powerful way to connect the new withdlte It is now understood that
our ability to do this is based on assembling insapethe back association cortex
which “are remembered and used as tools in thou@htll, 2006, p. 6, see also
section 2.4.3). To remember takes time to reflact @flecting time is often missing
in classrooms, and is certainly missing at mostutes where covering too much
ground is too often the norm, as the participarfgessed in their comments in the
post LSQ.

The other aspect of the “talking teacher” is tth&re is often the assumption
she/he has the ‘right’ answer, rather than encdaugageople to find their own
meaning. The importance of discussion and dialogras expressed in the two
participants above, but it came through to a greatdesser degree in all the focus
groups, depending on the way each conversationetlowlt is now understood that
the best way to help people understand - and rememis to engage the frontal
cortex - the higher level thinking part of the Irgsometimes called the ‘executive
brain’, Goldberg, 2005), where new information cects to memory and the
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meaning-making process begins. This is the head obnstructivist approach to
learning and understanding (Caine & Caine, 2006).

5.4.3 Episodic memory

With so much attention on mental decline in latie, remembering what is learned
often worries older learners, as Maureen (M16) icor@d when she expressed she
had difficulty is retaining’ what she had learned. Trying to remembering things
absorbed through one modality (through hearingctute or reading a book, for
example) without further engagement, has been krfommany years to make recall
difficult. Learning through a more rounded expetienis known to involve a
powerful memory process, identified by Tulving (292002) as ‘episodic memory’
— experiential episodes which have engaged the ewlpdrson, physically,
cognitively and emotionally. Greta (A4) gave a werfdlly graphic account of an
episode in a memory class in which the right coowlé for encoding the material
were created. They acted out a little scenario emiwrising a shopping list using a
well tried ‘location’ method (used by memory chaons) and it had stayed with her
because theyfook part, talked about it and laughed about it.’

Tulving, who is one of the most influential cobtrtors to modern
psychology, differentiates episodic memory fromeotkinds of neurocognitive
(brain/mind) systems. Tulving's theory of ‘encodspgcificity’ emphasises the
importance of retrieval cues in accessing memafiggmst experiences. In the
situation remembered by Greta, a message list eiag Ibecalled by attaching, in her
imagination, each item to a different body part, the retrieval clue was the mental
picture of‘eggs on her toesand the whole scenario for all shopping items heeh
acted out. Thus, forgetting may be caused by tledaretrieval cues, as opposed to
decay of the memory trace over time or interferdnma other memories — both of
which are often blamed for forgetting. This wasia éxercise to demonstrate a
principle, but it had another very important effettich she mentioned. It engaged
the class to think more constructively about wéey tmight improve memory, and
not give up because they discoveme@mory was failing, not because we were old,
but because we were not applying all of our possshills.’
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5.4.4 Sense making for better memory

Cognitive and biological ageing is a fast-growsrga of funded research (Deary &
Gow, 2008) as the world faces up to ageing popuratiand if researchers can point
to practices which may prevent or reduce cogniieeline and boost mental capital to
minimise years of dependency, then now is the tifinere is evidence of processing
speed slowing down as we age, concentration soregtioeing stretched and less
working memory capacity (Rogeet al., 2009), although there are wide variations
among older adults, as already discussed (RatBBB, section 2.2.2). Also, it is not
all about decline: Goldberg (2005) hypothesised tider adults’ brains are capable
of better pattern recognition in complex situaticarsd of more intuitive decision-
making. Also Cohen (2005) believed that older edo#in become experts in ‘higher
level reasoning’ which is the foundation for what ¢alled “developmental wisdom”
(pp. 36 - 38).

However at classroom level, activitiesieth are conducive to remembering,
are very helpful and encouraging to older adultsd as information gained
experientially appears to remain fairly stable asrthe lifespan (Hedden & Gabrieli,
2004, cited in Rogerst al, 2009), the more imaginative activities the tutan dream
up, the better. Neuroimaging has confirmed thatnieg which activates multiple
sensory sites, emotions, the frontal, integratimd enotor cortices, ensures a neural
web of rich connections (Zull, 2002).

Lectures are not normally very helpful tims way, even if they are well
illustrated, because lecturers often fall into thessic trap of aiming at too high and
covering too much (Cainet al.,2004). However, Norma (A5, AP) stated she did not
mind ‘a spell of someone talking at heif she can see the structure of the lecture and
draw a mind-map. What she is doing, of course, liydrmapping the words, is
bringing her ‘executive brain’ (Goldberg, 2009)anplay through making decisions
about what she wants to remember, then visuallgesgmting this using key words on
paper. This affords her the opportunity to revikie experience later, using the
retrieval cues on the mind-map to trigger the contdowever, without a certain level
of deep processing most of the things we hearastegluickly, and listening and mind-

mapping simultaneously is putting quite a load e brain’s working capacity. As
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Gordon (M12) said about the lecture format in gaher‘an hour later, a lot has
gone’.

Race (2010) suggests that there are tfae®rs that underpin successful
learning. There is learning by doing, which meacts/ating all different parts of the
brain, as discussed above in neurobiological teffsl, 2002); learning through
feedback, which involves learning from other pe@pleeactions or mistakes, or
simply seeing the results of what you are makin@ang (trial and error learning);
and then, there is making sense of things, whigrgsiably the most important aspect
of much classroom learning. This is abdte’ penny dropping(Harriet, Al), finding
a ‘wealth of information’and ‘eye-openers(Greta, A4), completingthe full circle’
(Martin, C1), being 6n a steep learning curvgMolly, S3), receiving & pat on the
back’ (Claire, S1), cottoning on’and on the same wavelengtfRowena, S4).

As Race (2010) concluded:
“We can’t make sense of things for our learnersly@hey can do it”".

The formidable task of the educator is to creagekind of ‘scaffolding’ (Vygotsky,

1978) where whatever is to be learned becomes\atiiee in ways that meet the
diverse learning styles and purposes of older aaliners. However, sometimes
things go badly wrong, which leads to the next ¢jaesconcerning mismatches of

learning styles and responses to such occurrences.

55 Summary of mismatches

Inevitably, there are times when the unforeseerumscand a class is less than
satisfying - technology failures, cold classrooros,interruptions. However, here |
was looking for frustrating aspects that can badadr many examples were given in
the second half of section 4.3.5. First, clearscsscriptions should indicate starting
level of knowledge, especially in a practical ceufart, languages or computers) and
the class format should be stated: sometimes thene assumption that learning will
occur automatically for everyone, regardless of tiethod. Some may be able to
adapt to whatever is on offer, but others, wittrarsy style, are likely to be frustrated,
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as comments in Appendix 21 show. Second, a mttedsing experience was

feeling foolish, because others appeared to berggeimg well. This happens with a
lack of screening or exploration at the start talelssh previous experience. And there
was also anger, if students felt misled by thesctdescriptor and their time had been
wasted. Not everyone felt able to articulate tlainoyance, and some sadly, even
blamed themselves and just departed, leaving naesnin that situation. Therefore,

clarity about how classes are to be conductedapipeopriate level of entry and ways

of learning to be applied, are of the essence.

5.5.1 Allowing for diversity

| found a serious cause of tension was being ‘tl&, so learners felt they had
either heard it all before or they were overwhelmatth information. Of course, it is
normal to have older adults with different levetskaowledge because of the wide
range of life experience and previous learning.r@toee, adopting an approach
which taps into the learners’ knowledge and wonrdw allows topics to be explored
through discussion of real or hypothetical situagio through paired or group
exercises. This builds self confidence and involggeryone in meaning making:
those who think they know little, then discoventtk@ow a bit more, as they pick up
on different aspects, and those who start off witirm view, perhaps find others
challenging their perspectives. So everyone isy f@hgaged. This is a social
constructivist approach, which adopts the stanaekihowledge does not exist in one
person’s head waiting to be transferred, but isatee through dynamic social
interaction in pursuing new understanding.

The participants in this study have provided ie$&ing insights on what helps
and hinders learning, their preferred ways of Ile@nand preferred modes of
communication. Throughout the analysis and disomssi have drawn on
explanations from neuroscience research whichsattwith best practices in adult
education. In this final section, | will pull todpetr these new perspectives linked to

the emerging themes in this study.
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5.6  Adult learning and current neurobiological discoveres

In Chapter 4, in reporting on the data, where gppaite | used neuroscience insights
in the analysis, which had not been attempted beioreducational gerontology.
Below, | present a summary of the key findings ggims approach, and | discuss the
importance of this new perspective. | was helpeshtly in this endeavour by the
publication of 118 edition of New Directions for Adult and Continuirgucation
(Johnson & Taylor, 2006), which was dedicated tpl@xg neuroscience’s growing
relevance, with contributions from neurobiologigisychologists and educationalists,
who provided food for thought and many leads fathfer study. Continuing high
hopes for progress in this field are reflectedhia ¢uote below from the 2011 report
from The Royal Society’'svorking group onNeuroscience and Lifelong Learning
chaired by Uta Frith of the Institute of CognitMeuroscience, London:

“Growing understanding of the neurological baditearning could help most
individuals to become fulfilled and productive meens of society who can
respond with resilience to changing circumstancéseir lives.”

(Frith, 2011, p. 9)

Evidence shows that learning organises, shapes sirehgthens the brain’s
connections: it fine-tunes the brain, preparingoatter for whatever life has in store.
Actively engaging our brains in learning throughbfat can have a significant impact
on how well we age, by increasing our capacity ffexible responses to external
stressors. This means learning builds more rob@sttah resources to deal with life-
changing events, and with normal ageing processN®A2006). In section 5.4 |
discussed a key message which was expressed ausdarms in every focus group:
people were looking for a different quality of exipace from previous learning.
Lives had been spent building knowledge, but thexs a sense that knowledger se
was no longer the focus — it was how learning caudch life. This chimes with the
one of the key findings of Withnall and Thompso8(32):

“Learning in later life was perceived to have aga of positive outcomes
with the simple acquisition of knowledge the leagportant.” (p. 1)
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5.6.1 Summary of key neuroscience findings

The main research question concerned what kindsaohing styles and modes of
communication older adults preferred and how thieéseith recent neurobiological
research and enhancing adult learning.

| have dealt with the learning style aspect inisach.2. Here | address the fit between
the key findings around communication styles angrogcience.

These were:

* Whatever a person’s learning style, a satisfyingrigng experience will
engender feelings of wellbeing and pleasure, anudi#vating;

* Older learners are curious about many things, baritwiew knowledge to
connect to existing knowledge, or the learning &vehpractical applications
for the enrichment of their own lives;

» Learners want to connect with others, know whag¢xstthink, exchange views
and contribute to a common purpose of deeper utatheliag;

* Learning through doing has a strong appeal, whathgrlearning a practical

skill, doing examples and receiving feedback, qvegiential learning beyond
the classroom.

5.6.2 Promoting development

If knowledge acquisition is no longer the most impot factor, then this is a key
piece of information for tutors to grasp, becauselitionally, this is perceived by
tutors as their raison d'étre. In what ways does tiltor need to shift her/his
perspective, from primarily helping people mastentent to promoting development,
and what can neuroscience contribute to tutors’etstdnding? The first step in
students’ developmental journeys is to establish émotionally healthy and exciting
learning environment that promotes optimal learhiMyolfe, 2006, p. 40). Making
class members feel they are welcome, wanted, aadiiendly place, is achieved by
being explicit about a class ethos of supportivd ancouraging social interaction.
This positive emotional environment is one of thestimportant things a tutor can do
to prepare for successful learning. How studerew themselves, how they perceive

the environment, and how they interact with otheasy have profound effects on the



brain. These factors have been shown by socialittegrscience to be the kind of
conditions which alter brain chemistry, through t{h®cess described in detall in
section 5.2.4.

Pleasure chemicals flood the neural networks, udtimg and enhancing
activity in the frontal cortex where reflective adly takes place, and connections are
made to existing knowledge networks. They creatatowena (S4) called “a buzz”,
as dopamine, serotonin and norepinephrine encowgamyeth and reorganisation of
networks (Zull, 2002). A classroom culture wheragmth and empathy is established
quickly involves everyone in a flying start and el participants drew attention to
this requirement for a good atmosphere. Theretaters need to think of appropriate
ways for people to connect to each other, and howrganise their classroom to
facilitate this. Tutors already know the importamdeestablishing rapport: what they
may not know is the scientific explanation for wisthappening in their students’
brains, and the difference to the level of satfylearning, through the establishment
of a “safe holding environment” Johnston, 200654).

This leads to the next important insight from abciognitive neuroscience.
Over countless years of evolution our brains haesetbped mechanisms for
survival which allow us to learn through sociakraction (Goleman, 2006). We are
wired to connect with others and are drawn intoaanbkto-brain linkup whenever we
engage in dialogue. This was expressed by sevaratipants in their own way, for
example —a very healthy way of learningHarriet, A1) and‘all the interpersonal
skills” (Greta, A4). This type of encounter is so deeg @direct, that it primes the
emotions which link into other bodily systems, affieg hormones, heart rate,
circulation, breathing and even the immune systém.other words, we are
powerfully reactive to other people.

In sections 4.3.5 (Healthy learning environmerfis},1 (Enrichment in later
life) and 5.5 (Mismatches), | drew attention to meneasurable value of discussion
and collaboration in the classroom to allow meammaking to take place. These
brain mechanisms enable us to engage in empatimtédcaction, consider the
intention of the other person, try and understarmdtwsomeone means and think
about how we want to interact (Stern, 2004). Steistils his perspective from
psychology, neuroscience, philosophy and the frtshed light on everyday "in the
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moment" experiences when we can gain insight into awn understanding. This
sort of experience was expressed succinctly iniétasr(Al) opening statement in
section 4.3.5.

The teacher, as well as enabling these ‘now ezpees in the classroom,
also needs to gauge what is going on in the mirfdgh® learners. This is not
something new, as Dewey wrote about the importaricgeachers reading minds.
What is new, is that social cognitive neurosciesmems to indicate, that people need
to feel this “affective attunement” (Johnston, 200665), if learning is to take place.
This close alignment with the teacher came acrosgveral conversations. Not only
does this boost learning, but it also boosts ezl and makes setbacks in learning
more bearable, as certain individuals discoverdignvt came to trying to master
something difficult. We all fear rejection, letjinourselves or others down, or
feeling stupid. Affective attunement cultivates wth mindset (Dweck, 2006),
which means we are able to take risks, learn fregdlback, and manage failure.
And, in the process, we are discovering a little ioore about ourselves, our
strengths and weaknesses.

The other critical facet of learning is linkedttee work by Tulving (1972,
2002) on the centrality of experience to learning éhe construction of knowledge
(see section 2.4.3). Constructivism is also a gbitdical viewpoint about teaching
and learning, in that it values the idea that aggyiuine learning takes place when
learners are able to process new information inswthgt make sense to them (Caine
& Caine, 2006). This is more likely to happen ifete are concrete examples,
analogies, exercises and activities that, throwgfteation, trigger connections to
existing networks of knowledge. These then produme solutions (or theories) in
the frontal cortex — Goldberg’'s (2001) ‘executivaib’, which moves thinking to the
next stage of the learning cycle leading to acficull, 2006).

For the participants in the research, a recuttliregne was a clear preference
for this process of actively creating their own Wwhedge. When teachers establish a
protocol in their classrooms where learners arellainged to make meaning, a
different type of stimulation takes place in thaibr Although at an early stage of
research, brains grow best in this context of adtve discovery with others, to



create enduring neuronal patterns, which lay doastiig memories and build

cognitive reserve.

5.6.3 The linkages between education and neuroscan

Discoveries from neuroscience research with imfpbns for educational
practice, have been accumulating for almost thyears, resulting now in the
emergence of educational neuroscience. There isew determination that
neuroscientists and educators must collaboratefiadda common language. This is
guite a challenge when one considers the gulf btvatudies using brain scanners
and classrooms full of people. Unfortunately, yaaithout formal interdisciplinary
communication allowed many ‘brain-based’ ideas itterf through to education
without proper scrutiny (Howard-Jones, 2008), dngata negative backlash.
However, partnerships are now developing apacdy wiany areas of practical
educational concern being informed by neuroscieniceluding adolescent
development, mathematics and reading, and theilbatén of sleep, exercise and
nutrition to learning (Goswami, 2004; Howard-Jon2808). For example, sleep
deprivation can explain some highly specific effeonh memory and other mental
functions.

The linkages between neuroscience and adult fegranie essentially different
from children’s education, with some of the mogeirsting research focusing on
improving the resilience of the ‘ageing mind’ (Cah&005). The discovery of the
processes of neuroplasticity (constant reshapinmgeafal networks) and neurogenesis
(generation of new brain cells), have overturned tbceived wisdom of years, of
steady mental decline from the age of 30 onwards ¢ections 1.5 and 2.4). One of
the most hopeful findings is that the more interoested our neural networks, through
years of complex living, learning and working, there likely it is that we are
building our ‘cognitive reserve’ (Stern, 2002, 20@007; Whalleyet al, 2004), and
contributing to maintaining our mental capital andllbeing. Research on cognitive
reserve has found:

“an inverse relationship between educationairatiant and risk of dementia,
which means that keeping the mind active slowsitivg decline and improves
cognitive abilities in older adults” (Frith, 2014, 4).
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And cognitive reserve and resilience can be buyillatany point during life. Add to
this the vital importance of a healthy cardio-vdacgystem, not just for the heart’s
benefit, but for the brain’s performance.

5.7 Conclusion

In summary, an emotionally healthy and excitingrteng environment, with many
opportunities to support each other in meaning-nmkind to learn actively through
practical experience, appears to be supporteddyjatbst neuroscience research and
will provide older learners with optimum learningmortunities well suited to the
continuing growth of mental capital and wellbeing.

In conducting this research, it has been possiblkespond to the debate on
active ageing and the value of learning in latl. With unprecedented numbers of
older adults now entering ‘the third age’ as thieave the workforce, their learning
needs matter, with mounting evidence that learmmakes a significant positive
contribution to wellbeing and ‘mental capitalFdresight Mental Capital and
Wellbeing Project2008).

Mental capital includes a range of human capagcitieit not least cognitive
capability, flexibility and efficiency of learningnsights from neuroscience suggest
strongly that we need to keep using our cogniti@pabilities or they will steadily
decline. Learning in an affirmative social enviroemh is one way, of not only
maintaining sharpness, but also attaining othesidenable psychological, emotional
and physical benefits, which will enable continuergoyment of life and contribution
to society.

In the final chapter, | will conclude by restatitige importance of this study,
along with its limitations, an appraisal of the huets, possible future research and

make recommendations for practice.
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Chapter 6 Conclusions and Recommendations
6.1 Overview

This chapter begins with a very brief overview lo¢ tcontext of the study when the
empirical material was gathered in 2002, and keygiesal and knowledge
developments since. Then, | present the conclasard the importance of the
present study, with a consideration of its lim@as and the potential for further
research. This is followed by an appraisal of tlrethnds and their implementation. It
closes with recommendations and personal reflestion

6.2 Context in 2002

The study was conceived at a time when there washnmiebate about the
possibilities and opportunities for learning in elatlife within the context of
demographic change. With recognition of the inareasignificance in the policy
arena of reshaping society’s view of ageing, angitebsing on older adults as a
societal resource, my research set out to expldder cadults’ perspectives on
preferred learning and communication styles in amg@ducative activity. Previous
research had tended to focus on policymakers’ ovigers’ concerns, such as the
Carnegie Inquiry into the Third Ag€l993) and academic writing (Glendenning,
2000; Laslett, 1987), which scoped the territoryTdiird Age’ learning including the
cultural dimensions of ageing. Also Withnall anddye(1994) had reviewed a range
of existing provision, including theearning in Later Life Programmat University
of Strathclyde where my research was conducted; thend that older adults’
accumulated life experience and skills were athibart of participation, together
with an extended lifespan. The hope was that legrim later life would gain a
legitimate place (and adequate funding) within thfelong learning policy

framework.
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6.3 Developments from 2002 to the present

In a world which has become increasingly finangialhstable, lifelong learning is
almost exclusively focused on the employabilityliskof the working population,
and increasingly, for older adults, this means @rging working life in alignment
with a longer lifespan. Thus, funded provision tloose who have left the workforce
has sharply declined. An independent inquiry infeldng learning (Schuller &
Watson, 2009) attempted to alert government to follg of focusing only on
economic indicators, and ignoring the personal @utes of learning in terms of
happiness and wellbeing. In parallel, Beddingbral. (2008), in their major report,
looked at mental capital which encompasses bothitreg and emotional resources,
and mental well-being, and found evidence thanlegrcan help promote wellbeing,
and protect against normal cognitive decline wige.adn 2010, Phillipson and Ogg
(2010) examined the engagement of older learnetiserHE sector and found there
were a few isolated courses, but virtually nothgegared for the cohorts of older
adults leaving the workforce. And finaljfhe Royal Society working group on
Neuroscience and Lifelong Learnirapnfirmed the cognitive benefits of learning,
and that findings from neuroscience, which charasealifferent learning processes,
can enhance teachers’ own experiences of how dwis learn (Frith, 2011).

Given the predicted costs of supporting the agiogulation, it is in society’s
long-term interests to attend to recommendatioms fthe above-mentioned research
to capitalise on older adults’ cognitive resourgéesociety is to prosper, both
economically and socially. Therefore, it is impottéo understand better what type
of experience is going to attract this populatioougp, on the basis that in due course,
the strategic error of sidelining this sector wblecome clear. The major
investigations, mentioned above, point to the mee of my small-scale
exploratory study which is concerned with classraaxperiences.

In the 1990s, in parallel with the increased awess of the demographic
‘time-bomb’, a neuroscientific explosion was undaywthrough the use of new
techniques, such as functional neuroimaging. Th=elopments have provided
insights into the complexity of how we learn andvhlearning is a lifelong process.
The unplanned delay in writing up the study hasome respects been opportune,
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because recent years have led to literature (bgoksnals, magazines) bringing
neuroscience within the grasp of the educationzibseln the light of the importance
of this emerging field, although much has yet to beovered, | decided that
neuroscience advances warranted their use as ¢hiengyh which to examine older
adults’ preferences for learning and communicatiothe classroom, which, to my

knowledge, has not been done before.

6.4 The research conclusions

The Learning Styles Questionnaire

In this mixed methods investigation, H&M’s self-cepLSQ was used to establish a
LS profile for each respondent which conveyed tlegirning preferences in terms of
activist, reflector, theorist and pragmatist pexil giving a view of each “learning
personality”. 85% of the sample (n=55) acceptedr theofile as accurate (with
between one and four preferences assigned perm)eedtirming a good level of
face validity. | suggested plausible reasons (setan 4.2.4) as to why some were
rejected, due to residual work influences or aifaatt in the way the questionnaire
was structured. There were approximately 60% reffeand theorist preferences
compared to 40% activist and pragmatist preferences

These findings suggest: (i) there may be a prep@mte of older adults with
a cautious philosophy (reflectors), only able taxegt anything after extensive
scrutiny, and those who like rational, logical arggnts (theorists) and are
uncomfortable with subjective judgments and (iigréh will be a lesser proportion
who thrive on the challenge of new experiencesiiats) and become bored with
methodical implementation, and those who like tespr on with new ideas
(pragmatists) and become impatient with prolongelddration.

If this is a reasonably accurate reflection ofeolddults’ preferences, then
subjects such as philosophy, ethics, religionrditere and poetry would appeal to
reflector-theorists, and subjects such as photbgragreative arts, computing,
languages, family history and guided walks woulblaat activist-pragmatists with
their desire for direct involvement. However, tlsisan overly simplistic way to look
at learning and why older adults opt to learnorné accepts the social constructivist
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view, that learning is a joint enterprise betweeachers and learners, many older
adults join a ten-week class out ‘clriosity to learn more” Maureen (M16), and
need to be drawn gently into the subject. Fromftlves group discussions, people
were not seeking to cram more information into rthelads, but were looking for a
different quality of experience — learning for @mrnent, not acquisition. With the
range of styles in this small research sample ofeBBompassing 14 different
combinations, from a single preference to four gnafces (plus a variation of
strengths), | conclude that this points to the némda range of methods and
imaginative ways of engaging everyone, which avalgs assumption that a single
method of delivery will suit all students who chdsettend a particular class.

Changes, flexibility, VAK profiles and mismatches

The post-LSQ probed changes over time, flexibiltyways of learning, different
sensory modalities (VAK profiles) and mismatchebjoh together with input from
the focus groups, generated some interesting fysdirFour out of five felt they had
changed their LS. However, it appeared to be the tway thought about learning
itself that had changed, not their LS in H&M'’s texnThis was not how participants
conceptualised learning, with one exception - thispn exposed to H&M’'s LSQ on
two other occasions was comfortable using her H&8béels’. The majority linked
back to methods of learningn the past, when they were expected to memorise
information, a process that appeared to be anatitetham now.

One could conclude that, although the LSQ wasedulisool to stimulate
discussion about styles now, self-knowledge abawt bne learned in the distant
past is limited. Not many people are able to s¢hsevay previous learning shaped
their thinking. Later in life we create fictions canheorise about what our styles
might have been. Change was seen to happen thmeadttraining, living one’s
life, an inner desire to change and experiencing saccessful methods in the
classroom. Those patrticipants, who felt their styd&l not changed, appeared to be
recalling enduring personality traits, which rakelia thread through their lives.
These findings (see section 4.2.4) perhaps uneetlre difficulty in precisely
pinning down the LS concept, as our brains arelgubtonfiguring all the time in

response to what is happening in our lives andcolture/environment. However,
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evidence is building that the more learning onesgdtiee more adaptive and resilient
one becomes.

When it came to identifying sensory modalities @/ Aprofile), these
appeared to be more clear cut, with the samplé epénly between visual and
hands-on learning, and only 13% citing the auditogde. It is no coincidence that
the visual cortex is one of the most studied pairtthe brain, although it is still not
understood in its entirety because of its compjeXihe saying, ‘A picture is worth a
thousand words’, is true in many respects, withgesaunderpinning thinking. This
is the reason that teachers use analogies, stangsmetaphors to convey ideas,
which learners conjure up in their own imaginatiansl remember more readily than
the actual spoken words. There is an anomaly lasrefudents hear auditory input,
but it is turned into mental imagery almost inséar@ously: it is virtually impossible
not to picture something that is being talked apontess it is abstruse theories of
which one has no knowledge.

However, in a classroom, it is not just carefulyesen metaphors and stories
that are powerful, but social interaction, gesturdesdy language, eye contact,
attitude, the emotional tone in the classroom asdrse of common purpose. These
elements are intangible and absorbed unconscioogtyare known to influence the
alertness of the frontal cortex through the promucof brain chemicals that ‘light
up’ the brain, as demonstrated in functional nenaging. As discussed in the
previous chapter, social neuroscience has discovds& our brains are wired for
rapport with other human beings, and the spokenl vggust one of several powerful
forms of human communication. Thus, one can corecthdt VAK profiles are: (i) a
simplification that captures certain preferentieheents of initial sensory processing
and (ii) only stepping stones to an immensely cexpheaning-making process that
links to what the learner already knows.

Sometimes, what learners already know or do notkoan cause a problem,
as | discovered when | probed instances when @delts had found their learning
experiences frustrating or disappointing. Grievan@nged from practical courses
where the level was too basic or too advancedhertéacher talking too much
instead of involving the class, to lectures wheneré was no interaction or
discussion. The mismatches of level were prevaterart, language and computer
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classes and can occur in any class where theregggssion to higher levels. It is a
challenge to educators to create the type of legrnvironment where people
become socially integrated, but can progress cdatityr at different rates. The idea
that a class of older adults all start from the sguace is ludicrous, given the range
of life experience and previous education. Theesfot would appear that
mismatches occur through failure to establishpf{@vious experience and common
ground and (ii) an ethos of drawing on the mentgital of the learners as a
resource. Older adults have low tolerance of thevaldailures and one can expect
disappointed students to withdraw rapidly from slwthealthy’ environments.

Neuroscience research

Finally, looking at the neurobiological researchrelevance to adult learning, there
have been key developments which challenge comransesviews about inevitable
decline in later life. There has been the discpwdr (i) neuroplasticity, which is the
brain’s lifelong capacity to change by a remarkabigount, depending on how it is
used and (i) neurogenesis, which is the reguladpction of new brain cells in
certain parts of the brain, and (iii) implicit leémg, which are complex skills which
are learned unconsciously through experience. Ttiere have been discoveries
about brain architecture and the inseparable natusecial, emotional and cognitive
networks which mean: (i) learning is enhanced tgowocial interaction, with
emotion affecting what is learned and the endurariceemories, (ii) the teacher’'s
enthusiasm and belief in the student's potential akter the receptiveness of the
learner's brain to new material and, conversely) (presenting material in
decontextualised, conceptual and undemonstratiyes weakes new knowledge less
likely to link to existing networks or seem relatedreal life.

In addition, the theoretical idea of constructivjsreflected in Vygotskian
thinking (building step-by-step understanding tiglowexperience), which appears to
shape the private processes of the mind, is thengayal networks physically take
shape in the brain, as incoming sensory informatomnects up in the back
associative cortex and reaches out to the adapteaning networks in the frontal
cortex (fired up by the emotion), which then lirk prior knowledge networks and

the motor cortex. This is a completely differenbgass from rote learning which



involves endless mechanical repetition and repromiucwith no real requirement
for making meaning and understanding. Active megunraking entails the learners
doing the work and the teacher creating the begpative circumstances under
which the learning is done, often in collaboratiasth others. These processes
encourage older adults towards ways of knowing Wwhate more complex and
profound and, according to the cognitive reservedtlyesis, will also build
compensatory networks to maintain function in theefof age-related physiological
changes.

6.5 Contribution to the field

This study attempted to come to a better understgrabout how people in later life
defined, explained and interpreted their learningfgrences in the context of their
everyday lives in an ever-changing world, which &laaped and reshaped their ideas
of learning. The uniqueness of this mixed methodystvas the use of a LSQ which
produced comparable profiles of everyone in thepd@amand provided a stepping
stone to discussion aimed at meaning making, wsis@cial constructivist approach.
This highlighted the role of interactions, languaged context, and the social
construction of knowledge. Research into educatigentology has hinged largely
on researchers' and practitioners' assumptionst d&xmuing in later life, rather than
how older adults have experienced it. Consequetitly face-to-face encounters in
the focus group were central to connecting persgescand sharing views, especially
as reflecting on the process of learning is notething people of this generation
were taught to do. In contrast, there is greateraness of the value of teaching
young people about learning how to learn, as legris expected to be a regular, if
not constant, feature of their adult lives in theufe.

A very important aspect of this research was toeskie lens of neuroscience
on the findings. With powerful evidence that theséUt or lose it' mantra has never
been more true than when it comes to retainingoaristing cognitive resources, it
is vital that teachers know the type of learningpemences which will maximise
gains, and also link in to what people enjoy topkdeem coming back. The broad
range of learning styles suggests that Race (2&l@)Jose to the mark when he
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recommends teachers structure lessons so thatnssudee practising, applying,

comparing and contrasting, and in general usingdridevel processes, as this is in
line with what many of the participants’ stated fprences for immediacy and

interaction. As discussed in the previous sectiomeuroscience, constructing one’s
understanding, fires multiple brain networks, aha tprocess is enhanced in the
context of discovery with others.

Neuroscience confirms what Jarvis (1987) has hygsigled about learning —
that it is not just a psychological process takmace in an individual's head, but a
social phenomenon. The participants were seekirsg @njoyment, pleasure and
enrichment, not acquisition. And although not ofteantioned explicitly, the social
aspects of learning underpin learning in later dilesses, because knowledugr se
can be accessed through other sources.

In addition, | drew attention to Johnston’s (20@8kings about the power of
“affective attunement” — positive interpersonal tamt essential to human
relationships, that teachers know creates a gooubsgthere in their classrooms.
Social cognitive science has confirmed that howwesv ourselves, perceive the
environment and interact with others, alter brdienoistry for better or for ill. When
the pleasure chemicals start flowing, the growtl esprganization of other neural
networks follows, thereby increasing flexibility dmesilience. The reverse is true
when stress hormones flood the brain and blockeénidgavel thinking: no older
person is going to persist with mismatches, becdélneg have the option to walk
away. Therefore, it follows that it is incumbent teachers and tutors to ensure
learning in later life is, without exception, arfirafhative experience which helps
neural networks flourish in the best possible coois.

6.6 The limitations of the study

The participants in the study were all drawn frdra same 3Ls programme attached
to the University of Strathclyde, with most (buttradl) having a history of successful
learning throughout their early schooling and wogklives. Therefore, the findings
cannot be generalised to the wider population déloadults, as statistics show that
most do not attend classes and also, may never haweopportunities in their



workplace for training and development. Indeed, #aenple is evidence of the
yawning gulf between the learning-rich and learrmogr, as described by Sargant
(2000). Also, it was an availability sample, agéwl from a small group of students,
many of whom had attended classes | had taughtwaod | was able to invite face-
to-face to participate in the research. As exptiiire Chapter 3, | believe these
students are fairly typical of the 3L students @neral, as they had attended classes
other than mine but, of course, one can never loeptaiely sure that those who
volunteer are more positive and highly motivateshtthose who do not volunteer.

Most participants were Scottish and had progreskeaugh the Scottish
educational system which placed a high value oncafthn, as opportunities for
further education expanded in the 1940s, 1950s1&6@s. There was a culture of
rote learning in their early years, although ondigpant had gone to a Montessori
school in Glasgow and this experience appearedcve left an indelible desire for
interactive learning. However, the majority shaselroadly similar cultural history
and displayed a wide range of positive attitude$ expectations toward learning in
later life. Consequently, this could imply that fivedings are specific to the context
of the Glasgow 3Ls programme and might therefoessalien to older adults in a
different cultural and social context.

The study did not aim to investigate the broadelitse of later life in
Glasgow, where forms of learning take place in ll@cemmunity settings, although
not in the shape of classes as such, but throutgrigenerational projects and
community regeneration, as discussed in sectior8.2Ihe learning in these less
affluent and less privileged settings are more @ltre lines of Hodkinsoet al's
(2008) ‘learning cultures’ which reject the ‘acquen model of learning. Yet, the
3Ls participants also rejected the ‘learning asuaiigpn’ model, and work needs to
be done to compare the views expressed in a medlegroup with ones held by
older adults engaged in community ‘learning cuktréo find out if indeed they
share a common purpose, despite quite differemnileg trajectories shaped by
different structural and cultural forces. It mighen be possible to explore how these
different experiences may be alternative ways divating the higher mental
processes, which support the continuing growth emtal capital and wellbeing. As
resilience is an adaptive response to stress aretsaty, and can be built up through
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education, it would be immensely valuable for lésdunate individuals and for
society, to be able to attract more people fromr@ooommunities to join learning

projects.

6.7 Potential for further research

It would be useful to know what kind of views tuddrad of their students’ learning
preferences. Although newer tutors may be senditiee more varied ways of
learning, many experienced tutors may be temptegldp safe with the lecture
format of traditional adult liberal education, wheahe lecturer controls the flow of
information and dispenses words of wisdom (Frejrel®70/2000, ‘banking
education’). As research continues to provide gdeanderstanding of the workings
of the human brain, it would be interesting to ass® what extent tutors are aware
of the developments at the interface of neuroseieanad adult learning. Although
educators need to be cautious about how they apphe findings to practice, it is
one of the aims of The Royal Society working grq@2p11) onNeuroscience and
Lifelong Learningto disseminate knowledge about neuroscience taresghteachers’
own experiences of how individuals learn.

There is a need for action research to test outlasses of older learners
concepts such as “emotionally healthy learning mmments” (Wolfe, 2006) and
“affective attunement” (Johnston , 2006) and hovwogoms affect learning, memory
and recall (Immordino-Yang & Damasio, 2007). Tutarsrking with older adults
are well-placed to create pilot projects and sHimeings with colleagues through
online or local networks. There is little to losedamuch to be gained from perhaps
devising a LSQ specifically aimed at older adulisbe used as a development tool
to raise awareness of ways of learning, in the samg that young people are
encouraged to become self-aware learners, to helm tsucceed in environments
with a diverse mix of people. Willing tutors coyddt videos of interesting classroom
activities online (password protected) to show sd@aaction with real classes and
different subjects. Using media clips to share gpwaattice is virtually an untapped
resource, which could dramatically encourage intiomaand meaning-making in the

education domain.
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6.8 The research methods

As sole researcher, | carry total responsibilitytfee way the research was gathered,
analysed and interpreted. By creating an environrérrust and ensuring it was
understood that participation was entirely voluptdbelieve the respondents talked
in an open and revealing way, and were honest dhdgacollaborators in this joint
enterprise. The 26 who attended the focus group®tee serious thought to
exploring an area which, at first, may have appkaather esoteric and not of great
interest. The focus group method was helpful idding up a better understanding of
learning preferences as conversations progressed.

Most participants had probably not talked abouthsthings at any great
length before, and by sitting around a table arivedlg engaging in the construction
of their own subjective worlds, meanings emergedubh a continuously unfolding
conversation. | believe this social constructionkabwledge yielded results that
might not have been so illuminating using individirerviews, given the nature of
this topic. | have provided illustrations of howrfi@pants built on each others’ ideas
as they reflected on what was said before. Thezetbe focus groups appeared to be
a good illustration of “interpretative nets wovery lndividuals and groups”
(Marshall, 1994, cited in Crotty, 1998).

The other side of the coin was that discussionddcgo off at a tangent,
especially in the smaller groups, where there wasoge intimate atmosphere and
individual contributions tended to be longer. Orapds that by not allowing the
conversations to veer too far from the researchmése and steering discussion back
to the probe, that this did not cause any partitiga feel their contribution was
undervalued, and most importantly for the reseattiat intervening did not
prejudice the authenticity of the data.

To transcribe and analyse around four hours &fisavery heavy on time.
Therefore, the use of NVivo software to organigs thaterial initially was helpful to
instantly pull together all of one person’s conitibns or all the conversations on
one probe, and then print out and use the moreecdional method of colour pens
for coding and recoding data to pick out emergihgntes - what Juliet Corbin
(2007) called ‘grounded description’. No doubt witihore experience, better use

could have been made of the software to do thid &ihoperation. | fully appreciate
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that my conceptual categories arise from my intdgtions of the data, and agree
with the position which Charmas (2008) adopts, eomiag the need for data to be
informed by theory, as what we know shapes whdthgeover'.

| found Yang's (2003) theory of knowledge and feag a useful lens to
counterbalance theories from neuroscience and eeanmy categorisations.
References to Yang's three-layered model are usedighout the analysis to this
end. As the questionnaires and narrative data bquévalent status and answer, in
effect, similar questions, | decided to combine fadbdings and analysis in one
chapter within this constructivist/interpretive rirawork. | also accept that the
conclusions by their nature are tentative and f@réit researcher could have found
alternative plausible explanations for what wasl saad written. | have concentrated
in this section on the focus group aspect of dallaation because it is perhaps most
contentious, and | have previously addressed thees around the questionnaires
throughout the thesis (see sections 3.4, 4.2.3rtd4n 6.4).

6.9 Recommendations

On the basis of the findings from the present sttioly primary recommendation is
that the new insights from neuroscience, which ratated to adult development,
become part of the continuing professional develepimof adult educators (see
Appendix 25), with discussion about how this knalge can be applied in
classrooms. Unlike children’s education, where ational neuroscience is tackling
the more contentious cognitive processes of reaalgarithmetic teaching, all adult
educators should be aware of certain developmenpsticular:

Neurogenesiandneuroplasticity

Knowledge of adaptability of the brain through Jlifgven the right stimulation, can
help change ageist attitudes embedded in society.

The effect of emotions on learning

To fully appreciate that transmitting knowledge, ieth has been the traditional
teacher’s role in our culture, is only part of fhieture. Nurturing positive beliefs and
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a classroom climate, which promotes interpersondl social connection, practice
and action through a variety of means, createggenieg emotional states for lasting
neural connections and stable memories, becausdasic changes in brain

chemistry.
The effects of learning on wellbeing

Many studies show the connections between wellbandylearning. This gives the
tutor an important role and responsibility to cdnite to the general health of her
students through creating “emotionally healthy @@y environments” (Johnston,
2006) when optimum learning can take place. Thisilsnfully comprehending that
learning is a social and cultural enterprise, thudollows that an inclusive
atmosphere in the classroom is as important fomieg as good material and
presentation skills.

The effects of other factors on cognitive vitality

The Foresight and Wellbeing Project2008 and other studies have found that
cognitively-protective lifestyles are assisted, naty by engagement with life and
learning, but by reducing cardiovascular risk fagtowhich involve physical
exercise, weight control and diet. Disseminating Kind of brain health information
when appropriate, as well as informing older leesrtbat their efforts to learn are
actively contributing to maintaining their cogngiv health, is motivating,
encouraging and adds to a sense of wellbeing, Bodaads value to learning. This
thesis has identified a significant number of widssiwhere information is available
for the lay person, such as tBeaying Sharpdownloadable booklet (Dana, 2006).
Such dialogue could be embedded in introductongises to new students. Also,
seminars about some of these important neurosciatiseoveries could be
incorporated into programmes to inform older adal®ut the positive news from
neuroscience, generally only available in bookshi@yg 2005; Goldberg, 2005), or
on brain science websites (Dana Alliance for thailBrSociety for Neuroscience).
See Appendix 25 for matrix of possible dissemimapathways.
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New ways of learning
Learning experientially has been shown to be vetyacive to older adults.
Therefore, incorporating activities away from clagsns, to bring learning ‘to life’
in memorable ways, would pay dividends for student$ providers alike. With free
transport for the older population in Scotland,sthiesource could be used
imaginatively by programme providers and perhajpsden the appeal of learning to
new learners who are not moved to participate mveational learning activities, but
would be willing to come together to discuss tlegperiences.

This raises the issue of types of blended learnirging online material
together with some classroom meetings. This isslgrgncharted territory, but is a
way of tapping into free technology (when broadbbedomes universal) with the
potential for adding social dimensions and shareaning through networks.
Another new way of learning is to use older leasnas ‘teachers’ as has been
demonstrated very successfully in computer budayepts, introducing people to
computers on a one-to-one basis. There are othgs weat older adults could be
mentors/buddies yet to be explored — perhaps tstassusing particular software,

such as genealogy, photo albums online, videongditi

6.10 Personal reflections

My own learning journey in the course of this stutys been challenging, as life
events such as my secondment between 2003-200&,sdiness of my daughter,
the difficult last year of my mother’s life, andetdeparture of two supervisors, made
it seem as if concluding this project successfullys mission impossible. Having
submitted rather hastily in 2010, | am glad to hiagd a concentrated period to look
at the data again in a more detailed and measuagd et only to do it justice, but
also to not let down those who participated in géatth. | have also gained a better
understanding of the research process throughgaline and reflecting more
deeply.

The study originated in an interest in the leagrstyles of older adults and
the extent to which classroom practices accommddditeersity. Before 2002, the
neuroscience of interest to adult educators wasuated by a limited number of
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writers, but this has opened out since then intiagcways and many discoveries are
increasingly compelling. Through engaging with thignificant body of literature, as

well as the areas of particular relevance to legym later life, | have deepened my
knowledge and have a greater understanding of seiertce than | ever thought
possible. This has enriched my own teaching omlrabsting, better memory and
wellbeing. Also, if the cognitive reserve hypotisesi to be believed, | should have

added significantly to my own resilience and my aeserve of neurons.
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Appendix 1 The Human Brain
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Figure 2.
Major subdivisions of the cerebral cortex:

OECD (2002), Understanding the Brain - Towards a New Learning Science, p.45
http://www.oecd.org/edu/ceri
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Figure 3. Inner structure of the human brain, including the limbic system:
OECD (2002), Understanding the Brain -- Towards a New Learning Science, p.57
http://www.oecd.org/edu/ceri

Cerebral cortex: A sheet of neural tissue that is outermost to the cerebrum. It plays a key
role in memory, attention, perceptual awareness, thought, language, and consciousness. It
is divided into symmetric left and right cerebral hemispheres.

Basal ganglia: Situated at the base of the forebrain and strongly connected with the
cerebral cortex, thalamus and other brain areas.

Thalamus: Involved in sensory perception and regulation of motor functions.
The limbic system: the set of brain structures that forms the inner border of the cortex.
The following structures are considered to be part of the limbic system:

Hippocampus: Required for the formation of long-term memories and implicated in
maintenance of cognitive maps for navigation.

Amygdala: Involved in signalling the cortex of motivationally significant stimuli such
as those related to reward and fear

Hypothalamus: Controls body temperature, hunger, thirst, fatigue, sleep and
circadian cycles.



Appendix 2 Permission Request - OECD

Dear Val Bissland,

Thank you for your request. There are no objections concerning the reproduction of the 3
maps mentioned in your message. Please cite them as follows:

Figure 2. Major subdivisions of the cerebral cortex:

OECD (2002), Understanding the Brain -- Towards a New Learning Science, p.45,
http://www.oecd.org/edu/ceri

Figure 3. Inner structure of the human brain, including the limbic system:

OECD (2002), Understanding the Brain -- Towards a New Learning Science, p.57,
http://www.oecd.org/edu/ceri

Evolution of the Human Brain Map:

OECD Brain Maps, http://www.oecd.org/edu/ceri

Best regards,
Aleksandra

Aleksandra Sawicka (Ms.)

Rights & Translation, OECD Publishing

Public Affairs and Communications Directorate
OECD

2, rue André Pascal

75775 Paris Cedex 16 / France

Tel : +3314524 84 38

Fax:+33 1443090 30
aleksandra.sawicka@oecd.org

rights @oecd.org

www.oecd.org
www.oecd.org/terms

From: Val Bissland [mailto:v.bissland@ ntlworld.com]
Sent: 11 January, 2010 3:10 PM

To: Rights, PAC

Subject: Brain Maps

Dear CERI,
| am contacting you to request permission to us8tmaps itemised below available at

http://www.oecd.org/document/22/0,3343,en 2649 8584 15356630 1 1 1 1,0
0.html

* Major Subdivisions of the Cerebral Cortex

e Inner Structure of the Human Brain

» Evolution of the Human Brain Map

Your publication "Understanding the Brain: The Bidf a Learning Science" is a key text which |
reference and | would of course, in addition, ar@CD with the brain maps
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Appendix 3 Zull Figure
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The experiential learning cycle and regions ofdbeebral cortex reproduced with
permission from Professor James Zull (2002).

Zull's four pillars of learning are experiencing reflecting»  creating»

testing— and their position and functions are explainetbsws:

1. experiencing: in the sensory cortex, at th&lwdiche brain, data is gathered. This
includes vision and auditory ‘packages’ which evekeotions which become part of
the rich sensory input.

2. reflection: information flows towards the agstive regions near the back of the
brain (sensory, post-sensory and temporal cortiosbere integrations and
associations between old and new information form:

3. creating: meanings and sensory data flow tofrinv@ integrative cortex where
conscious thought and planning form. Here compreibarcomes together — and we
form intentions, recall, feelings, decisions andigements.

4. testing: the ultimate step in learning is &g understanding. This is done
through activation and involves the motor cortetheowise the knowledge remains
inert.
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Appendix 4 Permission Request — Professor J. Zull

Re: Permission Request
James Zull [jez2@case.edu]
Sent; 05 April 2011 13:13

To:  Valerie Bissland

Permissiom is granted. | am glad my work is usefylou. J. Zull

On Tue, Apr 5, 2011 at 5:31 AM, Valerie BisslandbBissland @strath.ac.ukvrote:
Dear Professor Zull,

| am contacting you to request permission to use yaodel of learning and the
brain as depicted on your webpad#tp://www.case.edu/artsci/biol/people/zull.html

| am writing a thesis on ways of learning in laigr and plan to use some of the
findings from neuroscience in my analysis. | wolillé to put your illustration in the
appendix of my submission. Your book, "The Art d¢fabging the Brain", is a key
text to which | refer and | would, of course, ctegbur illustration.

| look forward to your reply.
Kind regards,

Val Bissland

Val Bissland BA MA MBPsS
Centre for Lifelong Learning,
University of Strathclyde,

Glasgow,
Scotland.
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Appendix 5 Yang figure — Dynamielationships
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Holistic Theory of Knowledge and Learning: Dynamic Relationships
between Individual, Organisation and Social/Cultural Contexts (Yang, 2003).

Permission granted by Professor Baiyin Yang, Tsinghua University, Beijing, 2010

The inner ring represents individual learning, whthe outer ring represents the
dynamic relationships with dominant discourseshe person’s social group (or
circle) in terms of practical, technical and cati¢values/needs) knowledge.
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Appendix 6 Yang's (2003) Facets and Layers

Yang’s Holistic Learning Theory: A summary of knowledge facets and layers

Knowledge Facets

Knowledge Layers Conceptual Perceptual Affectual

Foundation Axioms, assumptions Habits, social norms Values, aspirations
beliefs, premises traditions, routines ideals, visions

Manifestation Theories, principles, Tacit understandings Attitudes, motivations,
models, conceptual know-how, intuition, needs, ethics,
frameworks, formulas mental models Moral standards

Orientation Rationality Reality Liberty

Source: Yang (2003) (Explicit) (Implicit) (Emancipatory)

Yang's (2003) original labels of the knowledge fscare shown in brackets above.
These were re-conceptualized as Conceptual, Peadeptd Affectual knowledge by
Yang, Zheng and Viere (2009).



Appendix 7 Permission Request — Professor B. Yang

Baiyin YANG, Ph.D.

Cheung Kong Scholar Professorship

Chair, Department of Human Resources and OrgaoimgdtBehavior
School of Economics and Management

Tsinghua University

Beijing, P. R. China 100084

Office: 327G, Shunde Building

Telephone: 86-10-62796314

Fax: 86-10-62772021

E-mail: yangby@sem.tsinghua.edu.cn

----- Original Message-----

From: Valerie Bisslandhjiailto:v.bissland@strath.acJuk
Sent: Friday, April 16, 2010 7:16 AM

To: yangby@sem.tsinghua.edu.cn

Subject: Permission

Dear Professor Yang,
| wish to ask your permission to reproduce in mgsi Figure 2 from your
2003 article -

Toward a holistic theory of knowledge and adultihézy. Human Resource
Development Review, 2(2), 106-129.

| hope to complete my doctorate soon and | am ugiog holistic theory to
explain some of my results investigating learnimdgpter life.

| attach a copy of the model.

Kind regards,

Val Bissland

Centre for Lifelong Learning
Strathclyde University.

t: 07971 910093

e: v.bissland@strath.ac.uk
w: http://www.strath.ac.uk/cll/

Yes, you have my permission to use the figure.deleae attached article
where | have re-conceptualized explicit, impligideemancipator knowledge
as "Conceptual, Perceptual, and Affectual Knowlédge

Baiyin YANG, Ph.D.

Cheung Kong Scholar Professorship
Chair, Department of Human Resources and OrgaoimgdtBehavior
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Appendix 8 Letter to participants

Department of Educational Studies,
University of Strathclyde
76 Southbrae Drive, Glasgow G13 1PP

CONTACT ADDRESS
Val Bissland,

Senior Studies Institute,
University of Strathclyde,
40 George Street, Glasgow G1 1QE
e: v.bissland@strath.ac.uk
t: 0141 548 4706

Address 1st May, 2002
Dear

Discover Your Learning Style

| invite you to participate in a small scale studlp Learning Styles. The first stage
is completing a questionnaire. | emphasise thiotsa test — there are no right and
wrong answers — just preferences. Afterwards, wiedigicuss learning styles and
look at the results. We will finish by 1pm at tlagelst. | would be grateful if you
would return the slip below, give me a ring or ertaconfirm you are coming. |
hope to see you on the"20

Best wishes,

Val Bissland

Discover Your Learning Style
Monday20" May, Senior Studies Institute, Room 330 at 11.30

Name will attend thailegustyles session.




Appendix 9 Honey and Mumford (1986) Learning Styles

Learning Cycle Strathclyde
STAGE 4 Lifelong Learning
PRAGMATIST
- testing
STAGE 3 @ %7 STAGE 1
THEORIST ACTIVIST
- creating - experiencing
@ STAGE 2 Yy

REFLECTOR S
- reviewing e

The experiential learning cycle (experieneimg reviewing—, creating» and
testing—) does not have to begin at stage 1, becausaitentinuous loop. Kolb’s
(1984) experiential learning model is based onptemise that learning is both an
experiential and a reflective process, and thidgees four forms of knowledge,
each linked to a stage. The learner usually degelpiking for one stage (or a
combination of stages) and these preferences pecglllearning Style.
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Appendix 10 Honey and Mumford LSQ (1986)

LEARNING STYLES QUESTIONNAIRE revised 1986

This questionnaire is designed to find out your preferred learning style(s). Over the
years you have probably developed learning "habits’ that help you benefit more
from some experiences than from others. Since you are probably unaware of this,
this questionnaire will help you pinpoint your learning preferences so that you are
in a better position to select learning experiences that suit your style.

There is no time limit to this questionnaire. It will probably take you 10-15
minutes. The accuracy of the results depends on how honest you can be. There
are no right or wrong answers. If you agree more than you disagree with a
statement put a tick by it (/). If you disagree more than you agree put a cross by
it (x). Be sure to mark each item with either a tick or cross.

i | have strong beliefs about what is right and wrong, good and bad.

[

2. | often act without considering the possible consequences.

3. | tend to solve problems using a step-by-step approach.

4, | believe that formal procedures and policies restrict people.

B: | have a reputation for saying what | think, simply and directly.

6. | often find that actions based on feelings are as sound as those based on careful
thought and analysis.

9 | like the sort of work where | have time for thorough preparation and
implementation.

8. | regularly question people about their basic assumptions.
9. What matters most is whether something works in practice.
10. | actively seek out new experiences.

11. When | hear about a new idea or approach | immediately start working out
how to apply it in practice.

| am keen on self discipline such as watching my diet, taking regular exercise,
sticking to a fixed routine, etc.

13. | take pride in doing a thorough job.

14. | get on best with logical, analytical people and less well with spontaneous,
"irrational’ people.

15. | take care over the interpretation of data available to me and avoid jumping to
conclusions.

16. | like to reach a decision carefully after weighing up many alternatives.
T I’m attracted more to novel, unusual ideas than to practical ones.
18. | don’t like disorganised things and prefer to fit things into a coherent pattern.

19, | accept and stick to laid down procedures and policies so long as | regard them as
an efficient way of getting the job done.

20. I like to relate my actions to a general principle.

OO0 OO0O0O0 O 00 o oo o oodd

21, In discussions | like to get straight to the point.

® Honey and Mumford 1986
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22,

23.

24,

25,

26.

27.

28.

29;

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44,

45,

46.

47.

48.

49,

50.

51,

| tend to have distant, rather formal relationships with people at work.
| thrive on the challenge of tackling something new and different.

| enjoy fun-loving, spontaneous people.

| pay meticulous attention to detail before coming to a conclusion.

| find it difficult to produce ideas on impulse.

| believe in coming to the point immediately.

| am careful not to jump to conclusions too quickly.

| prefer to have as many sources of information as possible - the more data
to think over the better.

Flippant people who don’t take things seriously enough usually irritate me.

| listen to other people’s points of view before putting my own forward.

| tend to be open about how |I'm feeling.

In discussions | enjoy watching the manoeuvrings of the other participants.

| prefer to respond to events on a spontaneous, flexible basis rather than plan
things out in advance.

| tend to be attracted to techniques such as network analysis, flow charts,
branching programmes, contingency planning, etc.

It worries me if | have to rush out a piece of work to meet a tight deadline.
| tend to judge people’s ideas on their practical merits.
Quiet, thoughtful people tend to make me feel uneasy.
| often get irritated by people who want to rush things.

It is more important to enjoy the present moment than to think about the past or
future.

| think that decisions based on a thorough analysis of all the information are
sounder than those based on intuition.

| tend to be a perfectionist.

In discussions | usually produce lots of spontaneous ideas.

In meetings | put forward practical, realistic ideas.

More often than not, rules are there to be broken.

I prefer to stand back from a situation and consider all the perspectives.

| can often see inconsistencies and weaknesses in other people’s arguments.
On balance | talk more than | listen.

| can often see better, more practical ways to get things done.

| think written reports should be short and to the paint.

| believe that rational, logical thinking should win the day.

® Honey and Mumford 1986
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52.

53.
54.

55.

56.
57.
58.

59.

60.
61.

62.

63.
64.
65.
66.
67.
68.
69.
70.
71.
T2,
73.
74.

75.

76.
7,
78

78

80

| tend to discuss specific things with people rather than engaging in social
discussion.

| like people who approach things realistically rather than theoretically.
In discussions | get impatient with irrelevancies and digressions.

If | have a report to write | tend to produce lots of drafts before settling on
the final version.

| am keen to try things out to see if they work in practice.
| am keen to reach answers via a logical approach.
| enjoy being the one that talks a lot.

In discussions | often find | am the realist, keeping people to the point and avoiding
wild speculations.

| like to ponder many alternatives before making up my mind.
In discussions with people | often find | am the most dispassionate and objective.

In discussions |I'm more likely to adopt a ‘low profile’ than to take the lead and do
most of the talking.

| like to be able to relate current actions to a longer term bigger picture.
When things go wrong | am happy to shrug it off and ‘put it down to experience’.
| tend to reject wild, spontaneous ideas as being impractical.

It's best to think carefully before taking action.

On balance | do the listening rather than the talking.

| tend to be tough on people who find it difficult to adopt a logical approach.
Most times | believe the end justifies the means.

| don’t mind hurting people's feelings so long as the job gets done.

| find the formality of having specific objectives and plans stifling.

I'm usually one of the people who puts life into a party.

| do whatever is expedient to get the job done.

| quickly get bored with methodical, detailed work.

I am keen on exploring the basic assumptions, principles and theories underpinning
things and events.

I'm always interested to find out what people think.

I like meetings to be run on methodical lines, sticking to laid down agenda, etc
| steer clear of subjective or ambiguous topics

I enjoy the drama and excitement of a crisis situation.

People often find me insensitive to their feelings.

Honey and Mumford 1986
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Appendix 11 LS Descriptions

Learning Styles — General Descriptions
Activists

Activists involve themselves fully and without biasnew experiences. They enjoy the here and now,
and are happy to be dominated by immediate expsrgThey are open-minded, not sceptical, and
this tends to make them enthusiastic about anytiémg Their philosophy is: "I'll try anything once"
They tend to act first and consider the consequeeaiterwards. Their days are filled with activity.
They tackle problems by brainstorming. As soorhaseixcitement from one activity has died down
they are busy looking for the next. They tend tivthon the challenge of new experiences but are
bored with implementation and longer term consaiiaa They are gregarious people constantly
involving themselves with others but, in doing @y seek to centre all activities around themselve

Reflectors

Reflectors like to stand back to ponder experieacesobserve them from many different
perspectives. They collect data, both first hardifewm others, and prefer to think about it thoralyg
before coming to a conclusion. The thorough caliecand analysis of data about experiences and
events is what counts so they tend to postpondirgadefinitive conclusions for as long as possible
Their philosophy is to be cautious. They are thafugiipeople who like to consider all possible aisgle
and implications before making a move. They prifdake a back seat in meetings and discussions.
They enjoy observing other people in action. Thstgh to others and get the drift of the discussion
before making their own points. They tend to adofaw profile and have a slightly distant, tolerant
unruffled air about them. When they act it is pr& wide picture which includes the past as well a
the present and others' observations as well astha.

Theorists

Theorists adapt and integrate observations intgpmabut logically sound theories. They think
problems through in a vertical, step-by-step logiaay. They assimilate disparate facts into coheren
theories. They tend to be perfectionists who wast easy until things are tidy and fit into aoatl
scheme. They like to analyse and synthesize. Thekeen on basic assumptions, principles, theories
models and systems thinking. Their philosophy mrizationality and logic. "If its logical its good."
Questions they frequently ask are: "Does it makse®"' "How does this fit with that?" "What are the
basic assumptions?" They tend to be detached,tamadlgnd dedicated to rational objectivity rather
than anything subjective or ambiguous. Their apgda problems is consistently logical. This is

their 'mental set' and they rigidly reject anyththgt doesn't fit with it. They prefer to maximise
certainty and feel uncomfortable with subjectivdgaments, lateral thinking and anything flippant.

Pragmatists

Pragmatists are keen on trying out ideas, thearidgechniques to see if they work in practice.yThe
positively search out new ideas and take the dipgortunity to experiment with applications. They
are the sort of people who return from coursesiing with new ideas that they want to try out in
practice. They like to get on with things and agickly and confidently on ideas that attract them.
They tend to be impatient with ruminating and opeded discussions. They are essentially practical,
down to earth people who like making practical giecis and solving problems. They respond to
problems and opportunities 'as a challenge'. gtelosophy is "There is always a better way" arfd "I
it worksit's good".

Honey & Mumford (1982), Manual of Learning Styles
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Appendix 12 LSQ Scoring Sheet
LEARNING STYLES QUESTIONNAIRE - SCORING

You score one point for each item you ticked ( v/ ). There are no points for items you crossed (X).

Simply indicate on the lists below which items were ticked.

2 1) 1 5

4 13 3 9

6 15 8 11
10 16 12 19
17 25 14 21
23 28 18 27
24 29 20 35
32 31 22 37
34 33 26 44
38 36 30 49
40 39 42 50
43 41 47 53
45 46 51 54
48 52 57 56
58 55 61 59
64 60 63 65
T 62 68 69
72 66 75 70
74 67 71 73
79 76 78 80

Totals
Activist Reflector Theorist Pragmatist

Ring your scores on this chart and join up.

Activist Reflector Theorist Pragmatist
20 20 20 20
19
9
18 ! 19
17 ;
16 19 18 Very strong preference
18
15 17
14
13 18 16 17
12 17 15 16
16 Strong preference
11 15 14 15
10 14 13 14
9 2
8 13 12 13 Moderate preference
7 12 11 12
6 11 10 11
5 10 9 10 Low preference
4 9 8 9
3 8 7 8
7 6 7
T
: 4 :
4 4
I 3 j 3 Very low preference
2 < 2
1 | 1
0 i 0 0
Honey and Mumford 1992
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Appendix 13 Post-LSQ

Feedback Questionnaire

To be completed after scoring the Learning Stylaesfionnaire.
Place atick ¥ ] next to the correct response where appropriate.

Please record your raw scores

Activist Reflector Theorist Pragmatist

1. When adjusted using the chart what were your sasingreferences?

2. Do you think this/these are reasonably accuratergsrs of your learning
preferences?

[A]lYes [B] No

3. Please comment on what you thought were the mes$tllisteresting aspects of
this questionnaire?

4. What aspects, if any, were not particularly relévwan/ou?

5. Do you think the ways you have learned have chaogedyour lifetime?
[A]Yes [B] No

6. If the answer to the above is Yes, in what ways?

7. How do you like material presented? Give your omfggreference using 1-2-3,
with 1 being the best way.

[A] | learn well when material is illustrated ins@ way

[B] I learn well by listening to an expe

[C] I learn well when | can work on the materialdrhands-on, practical w.

8. What kind of learning situation would ‘switch yotf'@

Do you grant me permission to use this data anongiypin any future publication?
[A]Yes [B] No

Signature: Name:

Tel: Email:
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Appendix 14

Pseudonym Age band
Group A (Assistant tutors)

Al Harriet 60-69

A2 Mhairi 60-69
A3  Julia 50-59
A4 Greta 70-79

A5 Norma 60-69

Group C (Computer Club)
Pseudonym Age band

C1 Martin 60-69
C2 Jenny 60-69
C3 Beryl 70-79
C4 Brenda 70-79
C5 Charles 70-79
C6  Christine 60-69
C7  Aiden 60-69
C8 Ernest 60-69
C9  Miriam 60-69
C10 Paul 70-79
Cil1 Jo 60-69
C12 Angela 70-79

13 Laura 70-79

14 Katherine 70-79
15 Jonathan 60-69
16 Eddy 70-79
17 Joyce 70-79

M
E

Group S ( Spring Into Life Class)

Pseudonym Age band

S1 Claire 50-59
S2  Cheryl 60-69
S3  Molly 70-79

S4 Rowena 50-59
S5  Graham 60-69
S6 Lena 60-69

S7 Nan 70-79
S8  Bridget 60-69
9 Diana 60-69

Tn

LI A R A=< & B B

Gender

M T T T T

Gender

Gender

237

Respondents who cletegd the LSQ

The five women were undertaking a short
course at the SSI, to enable them to deliver
personal development classes in the
community. They had been teachers and
brought specialist knowledge and
understanding of their own intellectual

development to the discussion.

This group (7M: 10F) belonged to one of the
many 3Ls Student Association’s clubs which
met within the Centre to develop and share
their knowledge. Six students were also
‘Computer Buddy' volunteers who took part
in a scheme to introduce novice users to email
and the internet on a one-to-one basis through
an online training package. Therefore, they
were involved in helping others learn practical
skills and this aspect featured in their

discussion group.

Group S participants (1M: 8F) had attended a
self development class | offer, save for one
person, who had responded to a notice posted in
the Centre. The class was aimed at people at the
point of leaving full time work or already
retired and looking for ways to use time more

creatively.



Group M (Mind Power Class) The participant{5M: 11F) had attended my

Pseudonym  Age band Gender ) .
class on boosting the brain and memory.

M1 Aileen 50-59 F

M2 Esther 50-59 F M15 and M16 had missed completing the
M3  Isaac 60-69 M Learning Style Questionnaire but wished to
M4 Muriel 50-59 F attend the focus group meetings.

M5 Linda 50-59 F

M6 Patrick 60-69 M

M7 Una 60-69 F

M8 Magda 60-69 F

M9 Kim 60-69 F

M10  Chrissie 50-59 F

M11  Martha 60-69 F

M12 Gordon 60-69 M

M13 Dee 60-69 F

M14  Adam 60-69 M

M15* Andy 60-69 M

M16* Maureen 70-79 F

Group R (Current Affairs Class)

Gender

Pseudonym  Age band The participants (3M: 7F) had attended a
R1 Cara 50-59 F . . .
R2  Joseph 60-69 M class which discussed contemporary issues
R3 Adele 60-69 F and | had not taught these students. | did
R4  Julian 70-79 M not organise a focus group with this class
RS Magda 70-79 F because of time constraints.
R6  Wynn 60-69 M
R7 Rhea 60-69 F
R8 Ida 60-69 F
R9  Maria 60-69 F
R10 Jill 60-69 F

* M15 and M16 did not complete the LSQ.
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Appendix 15

Focus group profiles

Each group has a title which reflects the domirthenes.

Group A

Al Harriet
A2 Mhairi
A3 Julia
A4 Greta
A5 Norma
Group C

C1 Martin
Cc3 Beryl
Cc7 Aiden
C10 Paul
C12 Angela
C13 Laura

Cl14 Katherine
C15 Jonathan

C16 Eddy
C17 Joyce
Group S

S1 Claire
S3 Molly
S4 Rowena
S9 Diana
Group M

M4 Muriel
M5 Linda
M9 Kim
M10 Chrissie
M12 Gordon
M15  Andy

M16 Maureen

Age band
60-69
60-69
50-59
70-79
60-69

60-69
70-79
60-69
70-79
70-79
70-79
70-79
60-69
70-79
70-79

50-59
70-79
50-59
60-69

50-59
50-59
60-69
50-59
60-69
60-69
70-79

Group A: Didactics

All were retired educators who discussed widaky benefits
of articulating thought through dialogudor deepel
understanding and also understanding others’ petispe
They all related to the subject through memonésheir
past learning and professional development.

Group C: Peerleaming

Six out of the ten in this group weeetively engaged i
teaching basic computekills as ‘computer buddies’ in tt
Centre. They tapped into their school déysconvey the
change from ‘chalk and talk’ to practical learniagd in
particular, talked about the need for visual aidso, the
power of learning by teaching others was firmly ensed
The computer buddies tended to be more vocal.

Group S: Diversity

Three of the four had been members of ipegrsona
development clas@®ne was recruited independently). Tt
discussed diverse learning modes, such as ‘tridlearor’,
the value of discussioand of observing others. One per:
described her complex learning history and the ldgveent
of her belief in debate for good understanditogether witk
visual and practical strategies. One person in gnaup
tended to veer away regularly at a tangent.

Group M: Leaming Styles

This group had been members of a class on impravieg
mind. They linked into their childhodéarning experience
and their present preferences for practical a@witAlso,in
this group was one person with repeated exposurttheto
LSQ whoused the discourse of Learning Styles as a wi
conceptualising chrage. This was unique in the sample :
led others in the aroup to discuss their res



Appendix 16

Key to Tables below

Table of LSQ & Post LSQ Key Results

Al
A2
A3
Ad

Group C

@)
o

CIBIBRIBIRIRIBISI

o

(@)
[
[

@)
=
N

0O
=
w

(@)
-
D

0O
=
ol

0O
=
o

(@)
[
~

Activist
Reflector
Theorist
Pragmatist

Changed ways of learning
Visual, Auditory, Kinaesthetic Style

Age
Pseudonym  band
Harriet 60-69
Mhairi 60-69
Julia 50-59
Greta 70-79
Norma 60-69

Age
Pseudonym  band
Martin 60-69
Jenny 60-69
Beryl 70-79

Brenda 70-79
Charles 70-79
Christine 60-69

Aiden 60-69
Ernest 60-69
Miriam 60-69
Paul 70-79
Jo 60-69
Angela 70-79
Laura 70-79

Katherine  70-79
Jonathan  60-69
Eddy 70-79
Joyce 70-79

A

VS
VL

VS

wn

VS

VS

VL
VS

VS
VS

VS

VS

VS
VS
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LS - Learning Style
Sorvs Strong or very strong
M Moderate LS
LorvL  Low or very low
Acc LS accurate

VAK
P LS AcCc  chg style
VL A v Yes  KVA
M RT v Yes  KVA
VL R v Yes VKA
M TR v Yes  AVK
S AP v No KVA

VAK
P LS AcCc  chg style
L R Yes  KVA
L RA Yes  KVA
VS RTP v Yes VKA
VS PR Yes AWK
L T No VKA
S P v Yes K
vs ARTP v Yes K
vs ATP No VKA
vs ARTP v Yes  KVA
M TR v Yes VKA
M ARTP v Yes K
'S PTR Yes  VAK
M A v Yes VKA
M TR v Yes  VAK
M RT v Yes  KVA
vs ARTP v Yes VKA
S RP v Yes  AKV

Purple
Blue



Group S

Pseudonym

S1 Claire
S2 Cheryl
S3 Molly
S4 Rowena
S5 Graham
S6 Lena
S7 Nan
S8 Bridget
S9 Diana
Group M

Pseudonym
M1  Aileen
M2  Esther
M3 Isaac
M4 Muriel
M5  Linda
M6  Patrick
M7 Una
M8  Magda
M9  Kim
M10 Chrissie
M11 Martha
M12 Gordon
M13 Dee
M14 Adam
Group R

Pseudonym
R1 Cara
R2  Joseph
R3 Adele
R4  Julian
R5 Magda
R6  Wynn
R7 Rhea
R8 Ida
R9 Maria
R10 Jill

Age
band

50-59
60-69
70-79
50-59
60-69
60-69
70-79
60-69
60-69

Age
band

50-59
50-59
60-69
50-59
50-59
60-69
60-69
60-69
60-69
50-59
60-69
60-69
60-69
60-69

band

50-59
60-69
60-69
70-79
70-79
60-69
60-69
60-69
60-69
60-69

Tz o0 >

VL
VS

n nu nu n n

VS

<

n < 2= L

w v n =z - -

- Y

<

VL

< -
(2]

r- 0wz neC- - ononzon
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LS

>

RT
AT
PRT
ART

> >

LS
RT
RT
TP
RTP
ART
RTP
TRP
RT

ATRP
RT
TRP
RT

LS

RT
RT

AP
AP
AP

TP

Acc

X « < < <

X € <

Acc

X <« <

€ € K K € € £ < <« <« «

Acc

€ € KK € € < K « «

Chg
No
No
No
Yes
Yes
Yes

Yes
Yes
Yes

Chg
Yes
Yes
No

Yes
Yes
Yes
Yes
No

Yes
Yes
Yes
Yes
Yes
Yes

Chg
Yes
No

Yes
Yes
Yes
Yes

Yes
No

Yes
Yes

VAK Style
VKA
VAK
VAK
VAK
AKV
KAV

AVK
AVK

VKA

VAK
Style

KVA
KVA

VAK
VKA
VKA
VKA
VKA
VKA
KVA
KVA
VKA
KVA

VAK
Style

VAK
VAK

AKV

KVA
KVA

KVA
KVA



Appendix 17 Learning Style distributions

Distribution of strong styles across the sample|

10 NONE
Four people were

assigned a profile with

Number of participants

Figure 1: Acquiring two strong styles occurred naféen with 23 out of 55 participants being
assigned two strong styles (42%). 17 were assignedtrong style (31%), 10 had three strong styles
(18%) and 4 had four strong styles (7%). Only poeslents produced no strong style.

6 Most Common Profiles|

Number =40

REFLECTORTHEORIST REFLECTOR ACTIVIST-PRAGMATIST
ACTIVIST

REFLECTORTHEORIST-PRAGMATIST ACTIVIST-REFLECTOR THEORISFPRAGMATIST

Figure 2: The six most common profiles. Reflectoeorist (n=13) profile was well ahead of the
others.
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Learning Styles distribution Learning Styles distribution

All Learning Styles

arning Styles accepted as accur

m Activist @ Reflector m Theorist m Pragmatist

Activist @ Reflector m Theorist @ Pragmatis

Figure 3: Figure 4:
Learning Styles across the whole sample Learning Styles accepted as accurate

A comparison of distribution of all styles agaitis¢ accepted styles. No particular

style stood out as being rejected more than another
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Appendix 18 Useful / interesting aspects of LSQ

Post-LSQ Question 3

50 participants wrote an answer to this questi@pliBs suggested three categories:
A) SignificanceB) Experienceand C)LSQ as a Tool.

Classification was not always clear-cut becausshoft-hand expressions. Some
people mentioned more than one aspect and all reeceded.

A: SIGNIFICANCE : This indicated the activity was meaningful in sowegy.
1. Comments referring to own LSQ result. These éadwn into three types:
i) confirming ii) surprising iii) insightful.
i) Confirming Result
‘Confirmation | am a reflector.” ‘[R]elatively acaate in my case.’
‘The results reflected my views on my learning gnexfces, though less strongly than
| had anticipated.’
‘Verified what | already know.’
i) Surprising Result
‘| feel | am also pretty much a pragmatist — perb@phers would disagree.’
‘| found it surprising | had such an even spreall.comes as a surprise.’
‘Surprised at the evenness of the scores.’
‘Surprised at results.” ‘Surprised | was so lowactivist.’
‘Would not have thought ‘reflector’ would have besendominant.’
i) Insightful Result
‘Can either confirm or negate one’s self concepts.’
‘Discovering | was a strong activist but also a recate pragmatist.’ ‘Highlighted
changes influenced by age.’
‘Identifying my main learning style.” ‘Insights obwn and others’ preferences.
‘Interesting to consider different styles — gave amore insights into my own
preferences.’
‘Making me think about my attitudes.’
‘Pinpointing how one approaches situations/sulgect
‘Relating it to past experiences.’ ‘Results.’
‘Self Examination - aspects of myself | had notsadered before.’
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‘Self Knowledge.’ ‘Showed up contradictions.’ “Tkimg about how | have changed
over the years.” ‘To get objective assessment eflsdaarning style.” 'To really see
my shortcomings.’ ‘Useful in showing ways whereerzare could be taken by me.’

2. Some comments were construed as more geneeale Gould be divided into:
i) developmentalaspects iifliversity

i) Developmental Aspects

‘Can use as a basis for further development.’

‘Encouragement and consider how to learn.’

‘Highlighting the need for balance.’ ‘Indication ebntra-indications.’

‘Insight into needs.’ ‘Reflects adaptable to nearhing.’

i) Diversity

‘Discovering the different types of learners.’

‘Everyone is very different in their learning prattee.’

‘Raising awareness of others’ learning styles a agmy own.

B. EXPERIENCE OF COMPLETING THE LSQ
These responses were classified as indicatorp#matular aspects of doing the LSQ
had been interesting.
‘A new experience in considering an unfamiliar acdaself-assessment and
knowledge.’ ‘All interesting.’ ‘Giving your opinion
‘Having to stop and think about the answers.’” ‘Makiyou answer questions for
which the answer could have been either agreesagtee.’
‘Method of scoring and collating scores.’ ‘Scorisigeet.’
‘The analysis of the answers to the questions ¢adyce the appropriate learning
style.’
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C. LSQ AsS A TOOL

These responses referred to more technical aspieitts LSQ, not necessarily to
personal result. Two subcategories were identified

1.1 LSQ Features

‘Covered a broad range of behaviour.’” ‘Informatiabout learning styles.’ ‘Notes
on different learning styles.’ ‘'Seemed to be aiedstablishing the kind of person,
not just learning preferences.’ ‘Use of teachinges.’

1.2. Ways of conceptualising learning.

‘General definitions.” ‘It will help me to understd construction of training courses
| occasionally still attend.’ ‘Parts of the learmarcycle.” ‘Questions were well
thought out and responses should reflect personddiarning and communication.’
‘Taking the subjectivity out of the subject andread out in an interesting way.’
‘The four stages of the learning chart.’ ‘[T]he trg behind Kolb’s work.’

4. Irrelevant aspects of LSQ

There were only a few comments in response tagigstion, the implication being
that completing the LSQ was, for most, a plausdxlercise. Two people drew
attention to the fact that their LS Profile was nght. One person said the LS Profile
only confirmed what she already knew.

Other Comments:

‘All worthy of reflection.” ‘Most of it was releva.’

‘[Does not apply to learning at] meetings, discwss, [or reading] reports.’

‘I wondered how far it relates to the Myers-Briggpology*, which | find has a
powerful influence on thinking styles and learning.

* The MBTI is an attempt to understand styles in § that conceptualises and
measures personality in terms of preferences in ppeaple perceive the world and
make decisions (Sternberg & Zang, 2001). SternbedyZang’s model of cognitive
styles comes closer to what we think of as per#yrtahits than the LS models.
However, it is virtually impossible to draw harddaiast boundaries in this field as
different researchers produce their own finely rogahtheories about the dimensions
of human variability.
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Appendix 19 Changed ways of learning

Post-LSQ Question 6

If the respondents answered Yes to Question 5 @omgy change over time) they
were invited to comment. The categories of respardeded the past and personal
interests, new choices, work, IT and audio-vismal @ere condensed into the four
broad areas. Boundaries between categories argitbtvith inevitable overlap.
Where a respondent expressed two or more ideagiinstatement this was placed in
the appropriate section.

A: LIFE EXPERIENCE

‘As a 5 year old I built mechanical models, notnfra given design, but creatively.
School and university encouraged more reading. Stisasters in repairing
punctures, vacuum cleaners etc. encouraged carefaling of manuals before
attempting to get involved in tasks'.

‘As you become older you tend to draw upon expee o blend with information
received to produce a more balance viewpoint.’

‘Circumstances alter when work involves meetinggmwork etc.’

‘Changed to have become more practical — learnihgchool, university was
traditional - and new methods introduced duringd@ag career brought about
changes.’

‘Having taught primary pupils have learned from awn mistakes in presenting
classes.’

‘| feel | have been constantly learning all my l#fe general life experience, both in
private and in business — has been a huge learcumge.’

‘Over a lifetime new interests arise, opportunibystudy later in life at University.’
‘With experience you broaden your interests.’

‘When working, trained myself to learn.’

B: COGNITIVE -EMOTIONAL CHANGE
‘Do not want to go into [the] details.” ‘Now [g]mito things in depth.’

‘Have become increasingly reflective.” ‘[L]isterone and keep an open mind.’
‘Looking at things from more than one point of vielshave more patience now.’
‘| think things through more.’

‘Learning through choice therefore selecting sutgdavant to know more about.’
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‘[L]ess inclined to have pre-conceived ideas anckenassumptions.’
‘Less reliance on straight memorising, more on r&fee points’

‘More patience.’ ‘Much more reflective.” ‘Much moreflective with age.’
‘Now find it hard to absorb material presented @cture format only.’

‘[R]ather rise to new challenges.’,

C: CHANGING WORLD
‘Concentrate on what is best at the time.’

‘Having to adapt to new technologies in all aspeaftgfe.’ ‘[I] like visual aids.’

‘More input from with audio-visuals aids includihg.’

‘[M]ore computer-oriented now with students leargiless individually one-to-one,
as IT has taken off. [M]ore sources of informatidune to new technology.’

‘More student participation — less formality.’

‘New imaginative teaching aids and hands-on leagtin

‘Participation has increased and this helps.’

‘Teaching is not by rote so much nowadays.’

‘The opportunities to learn by doing/discussiong &air greater than in the ‘old days’
and lead to better learning and a more enjoyableegience.’

‘There is now more visual learning.’ ‘Visual aidsdaudio.” ‘Mind-mapping.’

D: StYLE CHANGE
‘Adapted for ways | found better for me.’

‘As | have taken more classes, especially practca/crafts courses.’

‘As a teacher/lecturer | have adapted to very actind interactive styles of
teaching.” ‘Have gone from rote “sponge” learnibg proactive learning.’

‘| think I have become more activist over the years

‘Later life — Interaction/discussion.’ ‘Less readin

‘More inclined to have a go and learn by trial aedor.’

‘Moved from activist to reflector/theorist.’

‘Possibly was more of a pragmatist in the past.’

‘Previously very strong pragmatist. Now strongezdhist and less activist.’
‘Tend to be more pragmatic than in younger life.’
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Appendix 20 VAK styles

1stand 2nd choices of
classroom learning
Visual, Auditory and Kinesthetic

av

OA

oK

Post-LSQ Question 7

When f'and 29 choices are combined almost half the sample h&wueesthetic
component with the auditory element low at 18 %.

‘VAK’ styles refer to a modality-specific approa¢@offield, 2004, p.10). This
particular classification of learning styles had heen discussed with the groups as
this is not part of the LSQ approach to preferen@gésib’s cycle focuses on how
people process information rather than how thegiveanformation.) Therefore, the
Post-LSQ used the everyday expressions for viauditory and kinesthetic modes
of - ‘prefer material to be illustrated’, ‘listergrto an expert’ and ‘a hands-on,
practical approach’ respectively, and participamse asked to put them in order of
preference.

The order does not represent equal gaps betwedreshasomeone could learn
almost equally well in Visual and Kinesthetic modbes find Auditory for prolonged
periods quite incompatible with their style andeamyvunlikely choice. The forced
ordering was thus a broad brush approach and testded to identify a personal
‘VAK’ style but give a general indicator of sensatyle. One participant made the
point:S9 (R): ‘Auditory for me is a very low preferenas,| am mainly a visual
person.’



Appendix 21

Post-LSQ: Question 8

The responses were organised into four categoitbestie remarks centred round
verbal presentations delivered with little or n@agement with the listeners.
(Lectures were mentioned specifically by severgpomdents.)

‘Switch off’ learning situations

Presenter's Communication

Characteristics Style Content Technical
Complicated

Boring voice Chalk & talk descriptions Dull Powerpoint

Expressionless
Lack of enthusiasm
Long-winded
Monotonous delivery
No eye contact
Poorly organised
Self absorbed
Static

Too fast

‘Ums' and 'Errs'
Uninvolved

It is unlikely that all these aspects would haverbencountered together, but many of

Lectured at

Monologue

No Interaction

No demonstrations
No discussion

No diversions

No feedback

No graphic aids
No handouts

No opinions invited
No visuals

Non participative
Reading notes
Too long

Totally verbal

Cramming in material
Facts and numbers
Gimmicky

Masses of material
Mathematical models
Not stimulating

No practical content
Rambling

Theory only

Too much detail

with too many
words

No audio visual

these elements may have been experienced by pgbplbave attended adult
education over an extended period. The top-downeaiafdnstruction, ‘banking
education’ (Friere, 1970/2000) which cultivatespexs for ‘the expert’ and ‘expert’
knowledge, excludes learners from involvement asdadirages different

perspectives.
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Appendix 22 Focus group participants -
Table of LSQ & Post LSQ Key Results

Pseudonym Ageband A R T P LS Acc Chg
Group A
Al  Harriet 60-69 vs M M WL A v Yes
A2  Mhairi 60-69 VL Vs Vs M RT v Yes
A3  Julia 50-59 L s L WL R v Yes
A4  Greta 70-79 M S VS M TR v Yes
A5  Norma 60-69 vs L M s AP v No
Group C
Cl1  Martin 6069 L s ™M L R Yes
C3 Beryl 70-79 M vs vs vs RTP v Yes
C7  Aiden 60-69 VvsS VS VS VS ARTP v Yes
C10 Paul 70-79 L s Vs M TR v Yes
C12 Angela 70-79 M vs vs vs PTR No
Cl13 Laura 70-79 S M M M A v Yes
C14 Katherine 70-79 | s s M TR v Yes
C15 Jonathan 6069 M VS VS M RT v Yes
C16 Eddy 70-79 vs s vs vs ATPR v Yes
C17 Joyce 70-79 M vs M S RP v Yes
Group S
S1 Claire 50-59 s L L M A v No
S3  Molly 70-79 L s s M RT v No
S4 Rowena 50-59 vs S M AT v Yes
S9 Diana 6069 M Vs M M R v Yes
Group M
M4 Muriel 5059 M s s s RTP v Yes
M5  Linda 5059 wvs vs s M ART v Yes
M9  Kim 60-69 vs wvL L A v Yes
M10 Chrissie 50-59 vs s vs s ATRP v Yes
M12 Gordon 6069 L s vs s TRP v Yes
M15 Andy 60-69  No LSQ profile
M16 Maureen 70-79 No LSQ profile
Key
A Activist LS - Learning Style
R Reflector SorVs Strong or very strong
T Theorist M Moderate
P Pragmatist L or VL Low or very low
Chg Changed ways of learning Acc: Izzlfcurate
VAK Style Visual, Auditory, Kinesthetic Preferences
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Appendix 23 Discourse Analysis

Key to Coding Speakers

Each speaker is coded by group, with the secontbeu itemising the order
of their contribution (for example, A2-2, Mhairi'8nd contribution). The
names have been anonymised and the LSQ res@sidebeach name. Where
a LSQ result was rejected by the individual, thimdicated.

Key to Coding Text

A commentary is provided at the start of eachyefdrgive an overview,
sometimes with an explanation or identificatioraohotif or metaphor.

Motif: An identifiable conceptual thread runnitigough a contribution.
Metaphors:  Metaphors provide insights into utyiley themes.

Colour-coded Column

One way to differentiate between ways of spealabgut learning is to
categorise the kind of language used that corstates of mindactions,
claims to knowledge, abilities and achieveme(@ee, 2005). Below is a
guide to this categorisation (based on Gee’s tootts), with examples
drawn from the group transcripts. Words rarely efxactly into tight-fitting
categories but the coding gives a ready guidéytessof language used.

Pairs of constructs:

Ability-Constraint (can-canno).
Ability statements for example:l am able to discuss...’, ‘It's possible to
learn’, ‘I can draw...’.
Constraint statementdor example!we don't all hear the same thing’, ‘I did
not go on’.

State-Action (being-doing)
State statements: for examplavhen | was younger’, ‘I was qualified’, ‘they
had the confidence’.
Action statementstor example,'saying what you think’, ‘discussing things
and exchanging ideas’.

Cognitive leading to=) Achievement, Success or a Claim

Cognitive statementsfor example; | think’, ‘I find, ‘what the word meant’.
(Cognitive is abbreviated 160g.)

Achieve statementsfor example,| wrote a 9-page wonder’, ‘I had lots of
theoretical knowledge’.
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Affective statementgin the literatureemotional affectis the term used to convey
the way emotions affect cognition, either negayival positively):for example

‘It did not suit me’, ‘a wealth of information’, ‘good experience’, ‘attractive
to me’.

‘|-predicate’ type statements(Colour-coded irbold in the coding columns

When participants specifically refer to themselvespeaking in the first-

person or making a clear reference to self (me/miy)is can be part of a

process that Gee calls creating a “socially s#uatentity” (Gee, 2005, p.

141). These can reveal underlying discoursesgkample,| am talking

about maturity..’, ‘I enjoy it more’, ‘l had tonderstand...’” *..my memory of
school is not liking it’.

The'l-predicate’ divide into the same categories as above-

» affective- expressing emotionl enjoy..." ; ‘1 did not like...’

e conveyingability —‘I am able to..., or constraint —‘l had to...’

* imparting information about state- ‘my experience was ...’
or amaction ‘Il actually failed...’

* a cognitive statement talking about thinking processed realise...’, |
know...’, ‘personally speaking’or an achievement statement about
attainment or aspiration ‘my strengths were..’, ‘| got good at it’.

Apart from ‘I-predicates’ the participants use was pronouns, as they switch
sometimes mid-sentence - to generalisations, poess views about learning.

“You” is used frequently, meaning ‘one’, as Hat you are learning..and
‘you find...’

“We” also appears, as iwe don’t all hear the same thingind ‘we have
maybe just learned...’

“It” is used when referring to a longer processvwusly described, as ifit
was a completely different way of learnirgid‘lt gives you the confidence.’

How some people positioned themselves within theups through the use of
cognitive “I” statements was revealing. The subtdes people sometimes use to
establish their socially-situated identity is sohweg we are normally only aware of
intuitively in social situations. In general, th@ra descriptive accounts, the more
‘state-action’ and ‘ability-constraint’ I-predicat@vere used. The more abstract and
achievement-based, the more cognitive I-predicatee in evidence. Ten people
did not use affective I-predicates (e.g., | warlikd) but spoke mainly in terms of
thinking and achieving.

Below are the first 10 minutes of coded dialoguesfach group — A, C, M and S,

with a brief introduction and the ‘Motif’ and/or ia@hor indicating the main thrust
of the contribution.
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Group A

Al | Harriet | (Activist)

The respondent articulates her thoughts on learining general rather than a personal way), usiag t
language of understanding, explanatory knowledgiendl and learning processes. She draws attention
to the dialogic process and its multiple benefitd Blustrates this by citing an example of a LUass

she has experienced where these principles hadpogénto practice.

Motif: Dialogue
Metaphor: ‘a healthy way of learning’

Al-1

1 Ithink

2 it is always beneficial

3 to have an ongoing dialogue, in a sense

4 because sometimes you don’'t know

5 what you know

6 or what you have learned

7 until you talk about it, until you actually speak
8 And you find

9 that part of the learning process

10is transforminghought into dialogue

11 and into discussion.

12 And that's why 1 find

13in the sessions we have had with yourself
14you don't spend too long in handing out
information

15without saying ‘What do you thinbout that?'
16 And so that process of learning is a mixture
17 of being given information,

18 seeing it visually and then,

19 notonly saying what you think yourself,

20 but, you know, learning

21 sometimes, with great surprjse

22 what other people’s perceptions are

23of what has been given.

241 think - information with discussion —

25is a very healthy way of, not only learnjng
26 but retainingand understanding,

27 understanding and retaining,

28 what you are learning.

A2 | Mhairi | (Reflector/Theorist)

Coding

1Cog.“I"

2 Cog. Claim beneficial (linked to L7)
3 Action statement dialogue

4 Cog. statemennot knowing

5 Cog.statementMeta-cognition
6 Cog. “you”- the learner

7 Action “you” — Speech x2

8 Cog. “you”- ‘the learner’

9 Learning process

10Action— dialogue

11 Action - discussion

12Cog. “I" (linked to L15)
13Classroom Activities

14 Action tutor

15 Dialogic Action tutor: questioning

16 Action: learning

17 Action: receiving info.

18 Action: viewing information

19 Action - Verbalising thoughts

20‘You know’; engaging the group

21 Affective statementgreat surprise

22 Cog. statemenDthers’ reality

23 Action: Given info

24 Cog. “I" : Method (linked to L25/26)

25 Cog. Claim ‘very healthy’ method
26ility: retain and understand

27 Ability: emphasising the above

28 Cog. “you” - the learner

Developing the Dialogue Motif, Mhairi makes the mosuccinctly in one sentence that we tend to
focus on certain aspects of a communication that halevance to us and she infers that words
without personal meaning to the listener may nallyeegister. Therefore, different trains of thbtig
are inevitable in a group of people ‘hearing’ theng thing. Discussing these differences is a way of
highlighting diverse perspectives and alertingaughat we may have missed.

Motif: Sense-making

Metaphor: ‘fine-tune the information’
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A2-1

11 would agree

2 that being able to discuss

3 what we have maybe just 'learned’
4is quite illuminating

5 because you then realise

6 that we don't all hear the same thing,
7 we don't all take the same thing

8 from what you hear and

9it allows you to fine-tune the information
10that you have received.

Coding

1Cog. “I" :Convergence

2 Ability: Discussion

3 Cog.Possible learning in class

4 Cog. Claim(modest): insight value
5Cog. “you” : ‘the learner’

6 Constraint: different speech filters
7 Constraintdifferent interpretations
8 State!listening

9 Ability: sense-making

10 State: receiving info

A4 | Greta | (Theorist/Reflector)

This contribution moves thinking about learning general to an example of aaye-opening’
professional experience when Greta’'s beliefs ablowwledge and understanding changed after
teaching parents through exploration of meaning Emguage shifts from the measured cognitive
expressions of explanatory knowledge constructibthe two previous contributors to the dialogic
world of social interaction, where metaphors in tlagrative help to clarify the nature of the former

primary teacher’s experience. The full range ofdeicates are utilised.

Motif : Experiential Learning

Metaphors: ‘an eye-opener“miles off the track’, ‘wealth of information’

A4-1
1l actually thought
2— | don't mean that | had ‘sussdt—
3 but in teacher training
4 and doing other things, how | learned
51had lots and lots of theory
6 but | did not really have the practicalff.
7 And when | had to teach it to adults
81 had to understand it myself
9 and in doing that it was theyho taught me
10the bits that | thought in theory
11-“Oh yes, this does happen”
12it didn't.
13 and not because they were unique.
141 remember throwing up one word
150n the blackboard - ‘Holidays’
16to a group of parents
17 and then asking them to think
180on what the word meant to them.
19 And it had a wealtlof information for me
20because if you ask the same of children
21you assuméhey know what you are meaning
22 -and you are miles off the track.
23 And thatwas an eye-opener to me.
241 am talking about maturity by that time.
251t was not the children I'd been teaching for
years
26 - it was their parents that were teaching me
27 and asking me
28“What did | mean by that word?”
29 They had the confidence
30whereas children don't.
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Coding
1Cog.“I" :
2Cog. “I' : - Reference to expertise
3 Statestatement
4 Achieve “I" : life-course experience
5 Achieve “I" : lots of theoretical knowledge
6 Cog. “I' : missing knowledge
7 Constraint “I":  (Narrative begins)
8 Constraint “I”:  had to understand
9 Action “they”: teaching
10Cog. “I' : theoretical knowledge
11 Dialogic claim
12 Theory v practice
13 Reference to a normal set of parents
14 Action (“I") : teaching
15Brainstorm
16 Learning scenario
17 Action (“I') : asking meanings
18 Cognitive Action:meaning
19 Affective “me”: ‘wealth’
20Children v Adults
21 Cognitive assumptions
22 State:misunderstanding metaphor
23 Affective “me”: enlightenment
24 State: “I" - (‘l was mature’)
25Action “I” : Children v Adults

26 Cog. “they” parents teaching

27 Action: Questioning the teacher
28 Dialogic Cog.question — to teacher
29 State: confidence

30Children v Adults



A5 | Norma | (Activist/Pragmatist)

The style of this contribution reflects the samalafjic mode of expression as the previous speaker
and portrays contrasting learning environments fribwn past which evoke strong and influential
emotions. This is in evidence through the use ofafective-l predicates, expressing liking, not
liking, wanting, enjoying, not bearing, ‘turned ‘off

Motif : Dialogue; personal achievement space (Gee, 2005)

A5-1 Coding

11think 1Cog. " I" :

2it's possible to learn in different ways 2 Ability Claim: Flexibility

3 if the situation requires it. 3 Situational factors

41 think | doprefer learning things 4 Affective “I" : preference

5 where there is a dialogue. 5 Action: Dialogue

6 When | think back to my schooldays 6 Cog. “I"

7 my strengths were in learning languages 7 Achieve “I" : learning languages
8 which did involve a lot of talking 8 Action: talking

9and | think | did learn more and retainedre 9Cog. “I' :learning and retention
10because | did like that form of learning. 10 Affective “I" : like talking

(7 normal lines of text not included here as Noomatemplates when discussion might be difficult
and cites student doctors having to learn largeusatsoof factual information.)

11l realise 11Cog. “I"

12 that very much of the teaching long ago 12 Past teaching

13when | was at school 13 State “I" : being a pupll

14 (teaching) was lacking in dialogue. 14 Constraintiack of dialogue

15 Maybe that's possibly why 15Mild claim

161 was completely turned off 16 Affective “I" :

17 going further with my education then. 17 Constraint “I” : learning inhibited
181 was very glad to leave school at 17 18 Affective “I' : glad

19and | did not go on to further education then, 19 Constraint “I" : HE blocked
20because, although | was qualifieddo it — 20Achieve “I" : qualified

211 had enough Highers — 21 Achieve “I': "had Highers
22but | couldn't bear 22 Affective “I’ : couldn’t bear
23 the thought of going on to University. 23 Affect statement

24 That's quite interesting to me now 24 Affect statement: curiosity
251 went to a normal university as a mature student25 State “I’ : mature student

26 which | didenjoy very much 26 Affective “I" :  enjoyment

27 because we had tutorials, 28 Action “we” : tutorials

28 we were able to discuss things. 28 Ability “we” : discussion

291 liked that form where there was a lecture, 29 Affective “I" :  mixed methods
30 lectures plus tutorials — the combination. 30 Combination learning

[VB: That would tie in with your preferred LS as activist.

31 My memory of school is not liking it 31 Affective “I" : not liking

32 while my memory of University was | loved it 32 Affective “I" : loved it

33 and wanted it to go on forever. 33 Affective “I" : wanted it

34 It was a mixture - solitary learning, 34 Method : solitary learning

35 plus listening to lectures plualking, 35Method: lectures + discussion
36 and a lot of socialising 36 Method : social interaction)

37 with other people learning the same thing 37 Social interactive learning
38which was a very gooelxperience. 38 Affective Claim: good experience
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A2 | Mhairi | (RT)

In her second contribution the speaker changes $mmeaking in general terms to giving her personal
view. As a former science teacher, she had beppyhadopting a studious approach. However her
awareness has shifted to appreciate a more interagtly of learning. She raises the issue as to

whether this shift might be linked to maturing.

Motif : Discussion

A2-2

1 Ithink

2 | have become more aware

3that there are alternatives.

41t suited me just to get down and say -

5“This is what | am learning,

6 | am happy with this.” (spoken in staccato style)

7 But | am now aware

8 that probably | enjoy it more

9 discussing things and exchanging ideas
10which | was not too aware of before.
111don’t know —

12 maybe it is a maturing thing, an ageing thing?

Al | Harriet

(A)

Coding

1Cog. "I

2Cog. “I" : more aware

3 Cog. Statemenalternatives
4 Affective “me” : suited me
5Cog. “I' : dialogic statement

6 Affective “I’ :  happy - dialogic
statement

7Cog. “I" : aware

8 Affective “I" : enjoy

9 Action “I" : discuss and exchange
10Cog. “I' : more aware

11Cog. “I"

12 State: maturity, being older

In her second contribution Harriet continues toetflew her motif by raising the emotional aspect of
fear of admitting not understanding and how disicussan open up greater possibilities for deeper
understanding and recognition that you can knowertiwain you think.

Motif : Ongoing Dialogue
Metaphor: ‘vital clue’

Al-2

1 And when you have this continual dialogue
2it is one way of overcoming the fear

3that people have of admitting that

4they don't understand something because,

5 by developing the whole issue and discussing,
6 you are picking up just a wee bit more information
7 and in among all of that will be the vital clue
8to not only understanding,

9 but having a deptbf understanding about it.
101t gives you the confidendben to say —
11“Yes, | know about this.”

A3 | Julia | (Reflector)

Coding

1 Action: ‘continual dialogue’

2 Constraint: state offear

3 Constraintrevealing

4 Constraint: not understanding

5 Action “you”: developing discussion
6 Action “you”: acquiring information
7 Ability: clue

8 Achieve understanding

9 Achieve:deepeunderstanding

10 Affective “you” : confident

11 Achieve“l” : Dialogic cog. statement

Julia (who arrived slightly late) follows Norma'sfern of relating learning to her changing life

experience but in a different way, as can be sgehdabsence of affective |-predicates compared to
Nancy (with a similar length of contribution). JiE style is to talk in a detailed way about her
achievements, actions and states, and her twotisffestatements are implied rather than explicit —
for example, ‘quite an experience’. She talks alsout ‘the culture shock’ of the management course



but she does not articulate the impact this hachaw she felt. It could be argued that she is

reinforcing her socially-situatedéntity in the group as a competent learner abtadkle

any form of learning.

Motif : Change

Metaphor: ‘culture shock’,

A3-1

1l was interested

2in your learning experience (Norma)

3 because you were talking about

4 going back to college as a mature student
5and | was thinking about

6 how_mylearning had changed.

7 1 had_beerat college up to the mid seventies —
8 lectures, reports, exams — fairly formal stuff.

9 Then | went through a series of evening classes
10 -history, politics things like that —

11where you were being lectured at.

12 Then | went backo do a post-grad. qualification

Coding

1Cog. "I

2Linked to Norma

3 Action “you”

4 Action “you”

5Cog. “I"

6 Cog. Change

7 State. “I' —

8 Methods : formal

9 Achieve “I' : (Evening classes)
10 Subjects

11 Methods : lectures

12 Achieve “I' : post-grad.

13 at the end of the 80s and that was a culture shock. 13 Affect statement: shock

141t was a completely differentay of learning.
15We were put into groups

14 State statementdifferent way’
15 State statementinto groups’

16 because we were doing a management qualificatiori 6 Achieve statement

17 and we were being taught

18 how to work with each other

19and everything was done in a negotiated way
20 and that was quite an experience.

21 Then | changed direction again,

22 gave up the intellectual bit and

23 went into arts and crafts and

24 that was a different way of learning
25because | was learning to weave,
26 learning about textiles.

27 It was hands-on

28 which | had noever done before
29and | got reasonably good at it.
30But I also still went back and read it up
31and_researcheitl

32 Being interested,

33 knowing how it worked

34 and doing it,

35then reading up about weavers and lace-makers.

25¢

17 Methods : group work

18 Action “together”

19 Action “negotiated”

20 Affect statementreaction to new

experience
Action “I” : changed
Action “I” : gave up
Action “I” : went into
Cog. Statement:
Action “I” : weaving
Cog. “I" :

Methods : learning by doing
Action: “I" : novice learner :
Achieve “I”: ‘good at it’
Cog. “I" : reading

Cog. “I" : research

Affect statement: interest
Cog. statemenknowing
Action statementdoing

Cog. statementeading up.



Group C

C15| Jonathan | (Reflector/Theorist)

This opening contribution begins with childhoodakections of sitting at a desk beinfpd stuff'.

Jonathan claims in a factual manner that perhapsstimot a good way to learn later in life andesa
that the way he finds best is doing examples atelaating with the tutor.

Motif: ‘Passive Schooldays verststive Engagement.

Metaphors: ‘fed stuff’

C15-1
1 Initially it is very much a childhood thing

2 where you sat there

3 and the teacher fed stuff to you

4 without any interaction on your part.
5Then, I think,

6 later on in life you realise

7 that maybe wasn't the best way for you.
8 Personally | always find

9 doing, both examples and
10interactive with the teacher or tutor
11is better than just sitting there and
12listening to the tutor.
13 That certainly was my experience.

C1| Martin | (Reflector/TheoristNO)

Coding

1 State:pupil

2 State:passive

3 State:empty vessel

4 Constraintiack of interaction
5Cog. “I"

6 Cog. “you”: later in life
7 Cog. Claim

8Cog. “I"

9 Action “l” : examples
10Action “I" : interactive

11 State: passive
12 State: listening to the tutor
13 State: experience of learning

Martin begins his contribution with his memory dfet formality and de-personalised nature of
undergraduate classes, and learning by rote. Bltrécted now to learning by doing and finishedhwit
a wry comment about the LSQ which did not appeainticate this. In fact, his activist and

pragmatist scores were the lowest which, accortlinbis current ways of learning, should be the
highest.

Motif: Learning by doing
Metaphor: 'one-way' traffic
C1-1 Coding

1 My experience, certainly in academic education, Action: “I" :
2to put it that way, State building identity

3 was very much tutor to large class,

4 around 100 at university, situation

5very, very formal and very 'one-way traffic.
6 Since then, certainly latterly, since | retired,
7 moving on to the ‘doing’,

8 rather than learning by rote,

State impersonal
State mass education
State passive learners
State retired

Action “I” : changed
Method: rote learning

9 certainly has become much more attractive to me.Affective statement: attractive

10 But still from the survey it seems to suggest

111 still revert to my childhood.

LSQ reference
State childhood



C14| Katherine | (Theorist/Reflectar)

At the start Katherine builds her credentials ttk tuthoritatively about learning by implying a
lifetime’s involvement, both as a learner and alhea She is not explicit about how she got her
pupils to ‘assimilate’ learning but seems to becadting the merits of ‘Chalk and Talk’ with its
emphasis on teaching from the front. She claims tthings taught this way are firmly embedded in
memory while things learned practically fade after years unless used. The discours€balk and
Talk’ is the focus which follows the pattern of the poers two speakers of talking about learning in a
fairly abstract way. There are five ‘constraintiteiments at the end of her contribution.

Motif: ‘Chalk and Talk'.

C14-1

11 have certainly been well aware over a |difgy
2 and I've been tackling learning

3in different areas one way and another,
4 just the way things panned out.

5 And | found out

6 we all started off with the ‘chalk and talk’
7 and ‘sit up straight’

8 and one thing and another.

9 But then, of course, when | came to
10the actual teaching bit as well,
11obviously | was much interested then

12in learning how people were going to assimilate

13 anything | was giving them.

141t certainly developed

15and is still developing, | may say.
161 find that the

17old ‘chalk and talk'

18really had its merits,

19you know,

Coding
1Cog."“I" : over lifetime
2Cog.“I" :tackling

3 State: wide experience

4 State: life experience
5Cog."“I"

6 State :Chalk & Talk

7 Dialogic Action: Regimentation
8 Building momentum

9 Action “I"

10Teaching Discourse
11Cog. “I" : much interested
12Cog. “I" : assimilation
13Action “I" :

14 Achievestatement

15 Achievestatement : reinforcing
16Cog. “I"

17 Teacher talking

18 Cog. Claim: merits

19 Building engagement with group

20 because an awful lot of stuff was dinned into you 20 Action statementinsistent repetition

21and is still there.

22 Whereas if you are learning practically,
23unless you are going to be using it —
241 found anyway,

25unless you are going to be using it regularly,

26 it fades.
27 It's probably in there somewhere
28but it's not so easy to recall

27 if you have not done it for a couple of years.

C12| Angela

(Pragmatist/Theorist: NO)

21 State statementretention

22 Action statementlearn by doing

23 Constraint statemenasing it
24Cog. “I"

25 Constraint statemerttegular use

26 Constraint statemenmemory fades.
27 Ability claim: Memory storage.

28 Constraint claimretrieval prob.

29 Constraint statemertime

Angela picks up on Katherine’s assertion that eantg learning is necessary. She then moves to the
lecture scenario (Martin’s theme) and adds her ovemory of finding the environment intimidating
and not conducive to debate, causing hedtift off . Angela explicitly makes the point forcefully
that this environment was constraining rather #maabling. Her finishing remarks convey her distaste

for being“talked at’ at this stage.

Motif: Passive Lectures

Ci12-1
11 agree with Katherine
2 because the stuff you got at the beginning
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Coding
1Cog. “I"
2 State'you” : pupil



3 I think,

4 you had to have that

5 because you assimilate it.

6 But once, as you stated, Martin,

7 when you were sitting in a big group of people,
8 and you were being lectured to,

9 you tended to drift off —

10at least | did.

111tended to drift off,

12 because you thought,

13"l disagree with what he said there”
14 but | can't say'.

151 wasn't bold enough to get up.

16 I'm learning more now

17 but at_ myleisure

18and in my own way and

19no one is talking at me all the time.

C10| Paul | (Theorist/Reflector).

3Cog. ‘I

4 Ability Claim: a necessity
5Cog. “you”: Assimilation

6 Martin

7 State'you” : in large group
8 State being lectured

9 Constraint “you”: drift

10Constraint “I" : drift

11Constraint “I" : drift - repeat

12 Cog. “you”

13Cog. “I' :Dialogic cog. statement
14 Constraint “I" : lacking confidence
15Constraint “I" : lacking boldness
16 Achieve “I" : learning

17 Ability “I" - when able

18 Ability “I" - my way

19 Affective “me”: what suits me.

Paul opens up a new theme of importance for himingoable to visually represent information.
However he postulates that some learning is ordgifde through practical experience, such as
learning to sail. As soon as he learned to sailytwte a short booklet on his experience. His raoige
expressions is wider than previous speakers — wsiggitive, affective, action-oriented, ability and
achievement statements. His sentiment that theW@sto learn is to teach met with approving noises
and laughter from the group. Six out of the terniipg@ants are part of the volunteer project in 8&
offering introductory one-to-one sessidnscomputer novices. His comments had resonancehéon

as IT coaches.

Motifs: Visual learningandLearning by teaching

C10-1

1 I've always been very conscious

2 of wanting some

3 visual explanation of what's happening.

4 Some of the best draughtsmen were joiners.
5 I've always wanted to

6 either draw down or......

7if 1 get an instruction on how to go somewhere
81 can normally draw a map

9 without writing down everything that's said
10and | always think visually.

11 However — practical subjects —

12you can't just do on paper.

13When | was taught to sail —

14 as well as needing the theory

150f where the wind was and the boat pointing...

16 And soon after | had learned to salil
17l wrote a 'nine-page wonder'
18on'How to sail a dinghy'.

191 found and now I'm finding
200ne of the best ways to learn is
21to try and teach it.
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Coding

1Cog. "I

2 Affective “I” : want
3Cog.: visual

4 Cog. Claim

5 Affective “I”

6 Action “I" : draw

7 Cog. “I' : directions

8 Ability “I" : draw

9 Achieve “I" : no words
10Cog. “I" : visual

11 Subjects

12 Constraint “you™ paper
13 Achieve “I" : sailing

14 Constraint “I" : theory
15Cog. Statemennavigation theory
16 Achieve “I" : sailing

17 Achieve “I" : writing
18Booklet

19Cog. “I" : x2 emphasis
20Cog. claim

21Action “I" :teach it



C7| Aiden | (Reflector/Pragmatist/Theorist/Activist)

Aiden draws on contributions from Katherine and dlagand refers to ‘block’ teaching meaning a
‘block’ of learning delivered in lecture format. Hedicates that he likes this but agrees that the
experience is subject to concentration ‘drift’. §hs somewhat contradictory but he goes on to
indicate that he really prefers visuals and pratispects to be included.

He concludes by commenting on the good coveragpeotopic in our discussion by the group and to
the valuable points people have made. Possibljih&s things have been fully covered and there is

not much more to add. Alternatively he could beptmg to build social cohesion in this group of

fellow Computer Club members.

Motif : Chalk & Talk

C7-1

1 1think

2 the ‘block’ teaching,

3 as Katherine said —

4the chalk and teaching method is very good.
5 Certainly you need that chalk & board method
6 | find with the ‘block’ teaching

7 as Angela said,

8 you drift off more,

9 whereas if you are getting the visual

10 and the practical aspects

111find it is more conducive

12to my way of working.

131 think

14 the topics we have covered are very good
16 and everyone has put in valuable aspects.

C3| Beryl | (Pragmatist/Reflector)

Coding

1Cog. “I’

2 Method : ‘block’ of lecturing
3 Convergence

4 Cog Claim ‘Chalk and Talk’
5 Cog Claim need

6 Cog. “I"

7 Convergence

8 Constraint statemenidrift

9 Ability statement visual

10 Ability statement:practical

11Cog. “I" : conducive
12 Affective “me”
13Cog. “I"

14 Achieve “we”: group discussion
16 Achieve “we”: group discussion

Beryl reflects on the comments made about schosldayl relates that, through her experience of
watching her grandchild develop at school, sheebet children have greater learning ability
compared to older adults, which causes some lightted comments and laughter. She declares that
she has always been helped by visual aids and fimelm a definite advantage now, along with
suitable practical activities.

Motifs: SchooldaysndActive Engagement.

C3-1

11think

2 when you are younger —

3 when we were talking

4 about learning at schoal,

5it’s easier for children to learn by rote

6 because their learning ability is much greater
7 than it is — personally speaking —

8 when you come to later life.

Coding

1Cog. “I’

2 State:'younger’

3 Reference to group discussion
4 Schooldays

5 Cog. Claim:method

6 Ability Claim: children

7Cog. “I"

8 State'later life’

[Some indecipherable asides and light laughter fiteergroup]

9 1 think of my granddaughter and

10what she can take in at school —

11it's amazing really.

12 You forget how much they have to learn.
131 think, in a way,
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9Cog. “I" : Narrative

10 Schooling

11 Affective Claim: (I am amazed)
12 Cog. Claim:School learning
13Cog. “I"



141 have always required 14 Constraint “I”

15or it has always helped me 15 Ability “I": helped

16to have a visual aid as a support, 16 Ability Statement visual aids
17 especially now, 17 Learning in later life

18if people are talking 18 Talking teacher

19visual aids for me are definitely an advantage. 19 Cognitive claimvisual aids
20 And, as Paul said, 20 Convergence Paul

21 doing it practically afterwards if it's appropriate 21 Action statementpractical activities

C16| Eddy | (Reflector/Pragmatist/ Theorist/Activist)

Eddy states his agreement with the previous réfleston early learning and adds that, at school,
pupils have no choice but to accept the methodsxpeesses his preference for small groups as he
experienced this in the forces and liked the resyinteraction. He also agrees that teaching someo
else is the best way to learn as it pinpoints gapse’s own knowledge.

Motifs: Small GroupsindLearning by Teaching.

C16-1 Coding

11think | agree with most of what has been said  1Cog. “I" :

2 about early learning. 2 State:'early learning’

3 You really have no option anyhow — 3 Constrainino options

4you are there and you are going to learn. 4 Constraint Empty vessel

5 What | have found 5Cog. “I"

6 as life has progressed 6 Life course experience

7 | prefer smaller groups, 7 Affective “I" : preference

8 almost one to one type teaching because, 8 Method: one-to-one teaching
91find you can react very much more quickly. 9Cog. “I' : Claim: quicker reactions
10 There are very few of us 10 State: ‘us’

11 could stand up in front of 100 people 11 Constraint

12 at the age of 18 and 19 12 State:'young adults’

13 and say anything 13 Action statement

14 but we are more likely to say it 14 Ability “we” : speak

15in a one to one or a small group. 15 Method: small group

[VB: What would you classify as a small group?]

16 Something like about 6 -10. 16 Method: small group

17 I've had a fair amount of experience of that in the 17 State:Life course experience
forces

18 where that was the size of teaching [groups]. 18Group size

191 also agree 19Cog. “I" : Convergence
20with what has been said about the best way 20 Cog. Claim best way

21to really learn is to try to teach the subject. 21 Action statementteach it

22 0nce you try to teach it 22 Action “you” : teach

23you find your failings very, very quickly. 23 Constraint “you failings
24You are asked questions 24 Interactive - questions
25and you cannot answer them. 25 Constraint “you™ no answers
26 Therefore you have to go back to the book. 26 Action “you” : search
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C13| Laura | (Reflector/Pragmatist/Theorist/Activist)

Learning is something Laura has always enjoyedstmedendorses the opportunities afforded by the
LLL programmes with its choices and stress-freenieg. Her enabling language, using a mix of
ability, achieve and affective statements, highgter positivity towards the programme.

Motif: Later Life

Text C13-1

1 When | was younger

2 I've always enjoyed learning.

3 The benefit of getting older is

4 that you can choose what to learn.
51think | was probably ambitious

6 when | was younger and

7 1 enjoyed doing well.

8 I must admit now

9that | think this over-50s

10is a great opportunity for everyone to choose

11what they want

12 and enlarge on it

13 without having the stress of exams
14 and the rest of it.

C17| Joyce | (Reflector/Pragmatist/)

Coding

1 State “I": ‘pupil’

2 Affective “I" : enjoyed

3 Ability statement benefit

4 Ability “you” : choice
5Achieve “I" : ambitious

6 State: ‘'younger’

7 Affective “I” : success
8Cog. “I"” ;now

9Cog. “I"” :over 50s
10Cog. Claim: opportunity
11 Affective statementlearning
12 Achieve statemenenlarge
13 Ability statement no stress
14 No study pressures

The contribution of the last member in this grodij@ is brief. | have not included her end comments
on her lack of promotion because she moved posi@mork. She states that she likes a tutor te hav
a sense of humour and refers to the work-baseditepshe did regularly as she voluntarily moved

jobs within her company.

Motif: Variety

C17-1

11find if | want to learn

21 need someone with a sense of humour
3 But | like variety.

41 can't stick with anything for too long.

51 worked in the same place

6 but | did different jobs every 2 or 3 years
7 1 was always learning something new.
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Coding

1 Affective “I” : want

2 Constraint “I” : tutor type
3 Affective “I" : variety

4 Constraint “I" : variety

5 State:same work place
6 Achieve “I": changed jobs
7 Achieve “I" : always learning.



Group M

M12 | Gordon | (Reflector/Theorist/Pragmatist)

Gordon’s opening contribution is short and to thinpand he states he has no conception of having
had a learning style. Rote learning is mentionethasway he has ‘lodged’ things in his mind. He
cites some memory techniques he is aware of butdtazally pursued.

Motif: Memorising

M12-1 Coding

1 The answer for me is no. 1Cog. “me” :unaware

2 Learning for me tended to be 2Cog. “me” : learning

3 arote learning sort of thing. 3 Ability : rote

4 Just trying to lodge things in your mind 4 Action “you” : lodge in mind
5 by memorising 5 Ability : memaorising

6 rather than any sort of linkage 6 Not used : linking

7 or use of imagination 7 Not used : imagination

8 | expect so. 8 Cog. “I" : expectation

9 One thing | had heard of was using linking 9Cog. “I" : heard about
10to try and remember people’s names 10 Ability: name remembering
11 but | had not broadened that in any way. 11Constraint “I" : not broadeded

M15 | Andy | (No LS profile)

Like the previous speaker, Andy had no learnintestyvareness and he also had not done the LSQ.
Andy's reference point is his memory of exams aisdstrategy of memorising information. This had
more to do with repeating back facts to pass ex#nas, understanding. This may be evidence that
Andy endorsed surface-level rather than deep-lstrategies but it may have been the case that this
was all that was required at that time (engineetiaging) with little emphasis on the synthesis of
ideas or analysis of information. He referred te &iyle as ‘crisis learning’ and uses a range of
cognitive, action, and constraint statements.

Metaphor: Crisis learning

M15-1 Coding

11 wasn't aware of any particular preferred way of 1 Cog. “I’ : unaware
learning.

2 1 knew the most effective way of learning. 2Cog. “I" : effective way

3 It was called crisis learning the day before the 3 Action: ‘crisis learning’
exam. (Laughter)

41 may have done better if | had taken more time. 4 Constraint “I” : more time
[VB: Did you have a style or a strategy for learning”hs

5Yes, | tended to write myself very short notes 5 Action “I" : short notes

6 which | could visualise within an examination 6 Ability “I" : visualisation
situation.

7 As soon as | went into the exam 7 Action “I"” : examination
8 | would write down these brief notes 8 Action “I" : write down

9 because again | was not confident of rememberingd Constraint “I” : uncertain
them.

101t was not necessarily a preference —itwasa  10Cog. “I" : strategy
strategy.
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M9 | Kim | (Activist)

The immediate reference to her LS was not surgria;Kim produced very low scores on the other
three LS dimensions and this had left an impressstve agreed the activist profile was accurate but
was surprised the others were so weak and had mademment on the post-LSQ about her
‘shortcomings’. She addresses the issues of LSem@as through the narrative of failing an important
exam. Her strategy of writing out lecture notes fnaye helped her pass the exam but so also would
the additional attention given to ensuring theicaltmaterial was understood. Although the dynamic
interaction between emotion, cognition and memoay tave been known intuitively at the time of
Kim’s training it is only recently that neuroscienbas been able to show the neural pathways of the
brain that make this explicit.

Motif: Learning Strategies
M9-1 Coding

11don't think my LS used to be as strong. 1Cog. “I" : appraisal

2 lused to prepare for examstheway A said 2 Action“I" : prepare

3 Except the very first time | went to college 3 State: college studentNarrative
4 one subject | actually failed and had to resit 4 Action “I" : resit

5and | was really worried about it. 5 Affective “I" : worried

6 The lecturer said to me — 6 Narrative

7 ‘Go home and rewrite all your notes.
8 When you do that read from the beginning.’

7 Action statement(Dialogic) rewrite
8 Action statement(Dialogic) read

9 And that particular subject | remember more 9Cog. “I' : remember
10than | did with all the short-term things, but 10Constraint “I" : Short-term
111 had not realised the power of writing down 11Cog. “I" : writing

121 think the way | learn now is purely practical 12Cog. “I' : practical learning

13 because | find it very difficult —
14— languages for example.

151 think I learn better from a tape
16than reading a book.

13 Constraint “I" : difficult
14 Language learning
15Cog. “I" : listening
16 Constraint “I" :reading

M4 | Muriel | (Reflector/Theorist, Pragmatist)

An articulate explanation of the development of hearning styles profile in her working life
characterises Muriel's unique contribution as ne eise had completed a LSQ before. Her profile
gave strong but not ‘very strong’ readings on eaifctine above categories. She has a clear sense that
her styles changed as work made different demandsen After being retired for three months she
was surprised that her profile had lost its ‘vetyosg’ characteristics. As a consequence of this
detailed exposition on Learning Styles Muriel's tidution ranges over the full spectrum of
cognitive-achieve, ability-constraint, state-actaom affective lexicon.

Motif: Learning Styles

Metaphor: grovelling,
M4-1 Coding

1 Because of my work I've been aware that 1Cog. “I" : aware

2 there are such things as learning styles 2learning styles

3l was quite interested because 3Cog. “I"

4 when | was at college 4 State: student

51 discovered that 5Cog. “I"

6 | had never really worked at school 6 Constraint “I’ : never worked
7 because | didn't see the point. 7 Constraint “I" : no point

8 But suddenly | wanted that certificate 8 Affective “I" :
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9- | needed to do something

10 And I find it fascinating that nobody told me
11 but | discovered that drawings ...

121 used to very often reduce the material
13into the petals of a flower - bright blue.

[VB: You were not taught that?]

14 No. Isn't that interesting!

15 Human beings can come up with their own
answer.

161 had to pass the exam

17 and in these days it was rote learning.

181 had to use the visual and

191 suppose I've always been a practical person.
20 The pragmatist in me has always been very
strong.

211t's interesting — because of my job

221 have done the LSQ a number of times

23 and I'm fascinated by this result

24 because generally | can make the connection
25 between what | am doing and

26 who | am and the results.

27 And when | did it first many years ago

281 was a very strong pragmatist

29— the rest were away down here.

301 started off in education

31 with theorist grovelling down at the bottom.
32 And as | went through my career it changed.
33 The last time | was a most strong reflector
34 which in a way in curious for a pragmatist
35because | feel that is predominantly me.

9 Constraint “I” : need to do
10 Affective “I” : fascinating
11Cog. “I" : drawing

12Cog. “I" : reduction

13 Concept mapping

14 Affective statement
15 Cog. Claim human beings

16 Constraint “I” : pass
17 Method: rote
18Action “I" : visual

19 Ability “I" : practical

20 Ability “I” : pragmatist
21Cog. “I"

22Cog. “I" : LSQ

23 Affective “I” : fascinated
24Cog. “I" : connect
25Action “I" :

26 Affective “I" :

27Cog. “I" : LSQ

28 Ability “I" : strongpragmatist

29 Constraint statemenothers very low
30State “I" : at start

31Constraint “I” : low theorist

32 State statementchange

33 Ability “I": strong reflector

34 Affective “I" : curious

35 Affective “I" : feel apragmatist

36 But | had over the previous two years been doing36 Achieve “I" : developmenivork

a lot of developmental work

37 and a huge amount of reading to do

38that so it made sense.

39 This time to be honest it does not make a lot of
sense.

40 I'm not working, have not done for 3 months,
41 and that obviously has made a difference.

42 Why or how | have no idea.

M210 | Chrissie

This respondent had not had any assessment offb&Hmit she had a lay person’s understanding of
being a strongcritical reflector’ confirmed by feedback from her family. She sugeshat it was
because she had not gone on to further educatadrstie had never completed a LSQ. This line of
thinking is likely to be a consequence of followimgy from Muriel who gave such a detailed account
of her LS development, perhaps leaving an imprestiat it was the norm in higher education.
Chrissie indicates that completing the LSQ had keeseful exercise for her helping her to expand
her perception of her capacities, as not only #ctfr but also a pragmatist, an activist and,
especially, a theorist. Her contribution is pepfenéth cognitive statements which ties in with tgein

a thoughtful reflective person. She also spoke ¢oafterwards about how useful if would have been
earlier in her life to have completed a LSQ andehlaad the tools to think in broader terms about her

ways of learning.

Motif: Learning Styles

37 Achieve “I" : much reading
38Cog. Claim sense
39 Cog. Claim no sense

40 State “I” : not working
41 Cog. Claim difference
42Cog. “I" :noidea

(Activist/Reflector/Theorist/ Pragmatist)



M10-1

11think

2 I have always been fairly aware of my LS.
3 1am quite a critical reflector, | would say.
41 know | drive my family mad.

51 probably reflect too much.

Coding

1Cog. " I

2Cog. “I" aware

3 Ability “I" : critical reflector
4Cog. “I" : claim

5Cog. “I" :mild claim

[VB Have you been aware of this right through yof@?]]

6 Yes, yes. Interestingly | left school very early
7 so | did not go on to further education

8o | am not really sure what my LS would be.
9 So | am quite interested to see how my scores
10are very even — that surprised me.

11That I'm a bit of a theorist

12 surprised me

131 thought | was just a reflector.

141 can't take things on face value —

151 like to go away and

16 think about them,

17 go back, look at the notes critically analyse.
181 found this test very interesting —

19I've never done anything like this before.

M16 | Maureen |(No LSQ)

6 State “I" : early school leaver
7 Constraint “I”

8Cog. “I" :

9Cog. “I" :

10 State : even scores

12 Ability “I" : theorist

12 Affective “me”: surprised
13 Ability “I" : reflector
14Cog. “I' : claim

15 Affective “I" :

16Cog. “I"

17Cog. “I' : analyse
18Cog. “I' : test interesting

19Action “I"” : LSQ — new thing

This respondent had completed an Open Universityseoearlier in her life and said the exams made
her think in a “more positive” way. This is countetuitive as most people find exams a formidable
hurdle. | did not question this but conjecture thating to “write down” answers focuses the mind
and meant she got more from the course. She ctmtteslimited number of OU tutorials with face-
to-face teaching which is now her preference astirdjuishes between learning for learning’s sake
and for the enjoyment of being in a class where care share ideas and contribute (as in an OU

tutorial).

Motif: Face-to-face

Text M16-1

11 like face-to-face learning.

2 One thing about doing any exams,

3 it makes you think in a more positive way
4 because you have got to write down.
5 But now that | am older

6 1 do the classes for pleasure

7 as well as for learning.

8 I like it face-to-face.

91 think I'm more reflective about
10what | take in when face-to-face

11 with a tutor giving information.

121 grasp things better.

13What | missedin the OU) was
140ne did not get many tutorials.

151 like those

16 because you could share ideas

17 and contribute in some way.
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Coding

1 Affective “I” : face to face
2 Ability statement: doing exams
3Cog. “I" : positive way

4 Cog “you”: write down

5 State: older

6 Affective “I” : pleasure
7Cog“I" : learning

8 Affective “I” : face to face
9Cog “I" : more reflexive
10 Ability “I" : take in
11Tutor-led class

12 Achieve “I" : grasp things
13 Constraint “I" : missed
14 State few tutorials

15 Affective “I" :

16 Ability “you™: share ideas
17 Ability “you™ contribute



Group S

S3| Molly | (Reflector/Theorist)

Molly has to learn to do certain practical thingsxce the death of her husband and talks about being
on a “steep learning curve”. She indicates that ribie learning of her earlier years has been
abandoned gradually with recourse now to trial @emdr learning. She uses a number of state-action

and constraint I-predicates interspersed with tdgnitive.

Moaotif: Trial and Error

Metaphor: steep learning curve

S3-1 Coding
1When | was a teenager 1State “I’ : teenager
2 1was very prone to try 2 Ability “I”

3 and learn by rote.

4 've dropped that to a great extent over the years.

3Cog. “I" :rote
4 Action “I” : dropped

51 wonder 5Cog. “I"

6 - trial and error is the way | learn. 6 Action “I" : trial and error

[ 7 It's more to do with things | am having to learn 7 Constraint “I” : having to learn
8 because | am on a steep learning curve 8Cog. “I' : steep

9 since my husband died. 9 State “I" : widowed

10 He always did DIY - the physical things 10 Division of roles

11and now | am having to 11 Constraint “I" :

12 ‘poke’ my head in (laughing) under the bonnet 12 Action “I" : car inspections
13and try to figure out 13Cog. “I"

14 what it is that needs to be done. 14Cog. “I' : car repairs

15 So it is not rote learning any more. 15Action “I” : not rote

S1| Claire | (Activist)

The second contributor states explicitly that sha islightly insecure’ learner and that is patacly
why discussion appeals to her so strongly. She falkkerms of trying to be more successful but not
always achieving this. She feels she needs reasseithat she is making the right decisions.

Motif: Discussion

S1-1 Coding

11find that when I try to learn 1Cog. “I"

2 1 like to either discuss it with somebody 2 Affective “I" : discuss
3or read up about it - just to get the facts. 3Cog. “I" :read the ‘facts’

4 That is my main way of learning -
5 1love discussing things.

4Cog “me” : my way
5 Affective “I” : discuss

6 Sometimes | have a bit of doubt, 6 Constraint “I” : doubt

7 so | like to have a bit of a discussion. 7 Action “I" : discussion

8 1think, like M___, you learn by experience. 8 Action “I"” : experience

91tryto be more successful 9 Achieve “I" : trying

10than I was in the past but not always. 10Constraint “I" ; not always

111 probably feel that that is my best way. 11 Affective “I" : mild claim

121 think probably in fact | feel slightly insecure. 12 Constraint “I" : slightly insecure

13*‘Yeah, that's right, that’s right — go ahead'.
141 like that reassurance.

13 Dialogic affective comment.
14 Affective “I” : reassurance



S9| Diana | (Reflector)

This respondent tells a complex story, differenttéxture from the previous two speakers. She
elaborates on her learning history starting with Mentessori background (self-directed learning
activity in primary school), through secondary eatian and higher education to her development as a
lecturer. Some of the detail is omitted in the ¢afilhe key message is that she stopped usinghttraig
lecturing and began included interactive discussioi feedback. Later in the discussion she
elaborates on how stimulating this was with youtuglents who often said provocative things to keep
the discussion going and how memorable some oé thessions were.

She also mentions her exploration of mind-mappind ¢he accelerated learning method. It is
interesting that she uses no l-achievement predicdthis may have been sensitivity towards other
less academic members or a natural modesty, prefebility statements liké find that helps’.

Motif: Dialogue

S9-1

11 went to a Montessori school.

2l learned to do a lot of touching, feeling,

3 making connections with different shapes.
4 and project work, long before they were doing
5 very much project work in education.

6 In secondary it was moving into listening

7 and University the same,

8 although I liked hearing visionary lecturers.
91In later years | was convinced that
10lecturing was not the way,

11 although | began myself as a lecturer

12 at teacher training college.

131 switched after about three years

14 into short lecture, discussion, lots of feedback
15so that it was much more interactive.

16 So | have always been keen on
17immediacy and interactive things.

18But | also find more and more in later life
19that | reflect a lot on

20what | am learning.

21Tl sit down and I'll say OK -

22— I've beenreading Xand Y —

23 ‘What am | getting from that?’

241 feel in the past.

251 never did enough of that.

26| read masses of things,

271 did lots of things and somehow

28it was only when people talked to me
29that | realised what | had been doing.

30 (Also) | have had to learn two languages,
31and | found that very difficult

3250 | have used accelerated learning
33and looked into some of the research

34 doing actions, visual things, drawing pictures,
35 sticking bits of paper on the settee and so on.
36 It is not my natural way of doing it

37 but | find that helpful.

38l also use a lot of mindmaps.

39| draw pictures and do snakes coming out.
401 find that helps.
411 like that.
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Coding

1State “I" : Montessori pupil
2 Action “I" : touching, feeling
3Action “l" : connections

4 Action “I" : projects

5 Scottish education

6 State “I” : listening

7 State “I" : listening

8 Affective “I” : visionaries
9Cog. “I" : convinced

10 Constraint statemeninot the way
11State: “I" : lecturer
12atcollege

13Cog. “I" : switch

14 Action “I” : new method

15 Action statement

16 Affective “I" : keen

17 Interactive methods
18Cog. “I' : Later life
19Cog. “I' : Reflect
20Cog. statementlearning
21 Action “I” : say

22Cog. “I" : read

23 Dialogiccog. question
24 Affective “I" : in the past
25 Constraint “I" : lack of reflection

26Cog. “I' : read masses

27 Action“l” : did lots

28 Action “people” talking
29Cog. “I' : realisation
30Constraint “I” : had to learn
31 Constraint “I" : difficult
32Cog. “I" : accelerated learning
33Cog. “I" : researched

34 Action statement
35 Action statement

36 Constraint “I” : not natural
37 Ability “I": helpful
38Action “I” : mindmaps
39Action “I" : pictures

40 Ability “I" : helpful

41 Affective “I" : like



S3 | Molly | (Reflector/Theorist)

Molly recalls the experience of being in a claE&® which made rote teaching the only option for a
teacher expected to try and educate that number.

S3-2 Coding

1 So different from the ordinary school. 1 State statement (SD)
2l was brought up in a school 2 State “I" : brought up
3where the class all recited the times table. 3 Rote method LD)

4 It was almost mandatory and 4 State statementmandatory
5 very much the style in Scottish schools. 5 State statementmethod rote
6 The teacher had about 50 in the class. 6 State statementarge classed.D)

S4| Rowena | (Activist-Theorist)

Rowena’s first short sentence is a constraint staé which is unusual. It may be that she feels
overwhelmed following on from Diana’s exposition ledr learning experiences and the need to lay
out her own position - books are not for her bumg$icompensate. She later describes how she learned
to be a nurse by observation and memorisation afgutures rather than reading. She was interested
in crystal reading and also revealed that, as ld,c$te perceived her older sister as the ‘clesrg,

who was given privileged access to books. Thisléfder with a feeling of being undervalued and
may have made her more sensitive than many tafgebf inadequacy. This may also be one of the
reasons her conversation diverts to her persoteest in people’s emotional needs. She appears to
fit her activist profile as a busy person happigsing things and learning by doing with a strong
connection to people in distress. This would ma&e disposition ideal for a ward nurse. This is
perhaps a good example of discourse analysis prnayidvhat Gee suggests is “deeper and more

humane interpretations” (Gee, 2005, p. xi).

Motif: A people person

S4-1

11am not a reader.

2The way | read a book every week

3is to go to the cinema.

41f | see a film - that's my story.

5I'm more visual than anything.

6 | love studying people more than anything.

Coding

1 Constraint“l” : not a reader

2 Ability “I" : ‘my way to read a book’
3 Action “I” : cinema going

4 Ability “I” : seeing

5 State “I” : visual

6 Affective “I" : people watching

[When you did your nursing did you not have a darganount of theory though?]

7 There was a lot of theory.

8 But that was fine. I'm OK doing things

9 - just by copying other folk doing it.

101 would memorise it.

11 When you were doing your compositions
12 I'd remember so-and-so had done that
131 did not really read much - no.

141f I was handed a piece of paper

151d say, ‘I'll do that later’.

16 Plus | have a lot of common sense. No brains....

7 State statementheory

8 Action “I" : doing

9 Action “I"” : copying

10Cog. “I" :memorise

11 Action “you” : compositions
12Cog. “I" :remember

13 Constraint “I" : read

14 Reading task

15 Dialogic Constraint “|”

16 Ability “I” . common sense.

Because of a number of diversions Group S trarismmp cover less ground in 10
minutes. However, with only four in this group, bg®erson’s contribution is

covered and they contain different ideas.
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Appendix 24 Focus Group C: Script
C1 Martin, C3 Beryl, C7_Aiden, C10 Paul, C12 AngelaC13 Laura,

C14_Katherine, C15_Jonathan, C16_Eddy, C17_Joyce.

Q1 How aware have you been of preferring certaigsaaf learning over others?

C15_Jonathan : Initially it is very much a childidbthing. You sat there and the teacher put outnthéerial without any
interaction on your part. Then, later on in lifeuyealise that was not the best way for you. Palbgn find doing examples and
interactive with the teacher or tutor is bettenthsst sitting there and listening to the tutoraffivas my experience.

C1_Martin :My experience of academic education veay much tutor to large class (around 100 at ugit¥® very formal and
very one-way traffic. Since | have retired, movimg to doing, learning by doing, rather than leagriy rote, certainly has
become much more attractive to me. Still from thié €@ems to suggest | still revert to my childho@@ughs) (Comment from
group member "Your second childhood™)

C14_Katherine: | have certainly been well awarer af®ng life — and I've been tackling learninglifferent areas one way and
another — just the way things panned out. We aitestl off with the chalk and talk and sit up stinaignd one thing and another.
Then, of course, | came to the actual teachingsitell. Obviously, | was much interested in leagriiow people were going to
assimilate anything | was giving them. It is camtaideveloping and is still developing, | may shfind that the old chalk and
talk really had its merits, you know, because afulalet of stuff was dinned into you — and is stliere. Whereas if you are
learning practically — | found anyway — unless ywe going to be using it regularly, it fades. fit®bably in their somewhere
but it's not so easy to recall if you have not ddrfer a couple of years.

C12_Angela : | agree with Katherine because tHé wytu got at the beginning you had to have thaadsimilate it but once, as
Martin said, you were sitting in a large group ebple, and you were being lectured to, you tendettift off, at least | did,
because you thought — | disagree what he said thérdecan't say. | wasn't bold enough to standlip.learning more now but
at my leisure and in my own way and no one is malkit me the whole time. (Laughter)

C10_Paul :I've always been conscious of wantingeseisual explanation of what's happening. Somehefliest draughtsmen
were joiners. I've always wanted to draw down or.....l dfet an instruction on how to go somewhere |earmally draw a
map without writing down everything that's said dralways think visually. Whereas, my wife is theposite. She wants it all
verbally. Howe ver, practical subjects, you candtjdo on paper. When | was taught to sail thatatmsously a very practical
thing as well as needing the theory of where th@lwias and where the boat was pointing and somhsAon after | learned to
sail | wrote a nine-page wonder on how to sailngldy and | found that one of the best way to lésita try and teach it.
C7_Aiden : | think the block method .....I find theatih and teaching method is very good. Certainly geed that chalk and
talk bit. With the block teaching you drift off m@rwhereas if you are getting the visual and tletpral aspects | find it is more
conducive to my way of working. | think e veryonestmait in the valuable aspects of it.

C3_Beryl : | think when you are younger — learnaigschool — it's easier for children to learn byerbecause their learning
ability is much greater than — personally speakinghen you come to later life. | think of my graaddhter and what she can
take in at school — it's amazing really. You forgetv much they have to learn. | think in a way Véalways required or it has
always helped me to have a visual aid as a suppgpécially now, if people are talking visual agétle definitely an advantage.
And as Peter said, doing it practically afterwafdsis appropriate.

VB: All the modern research says that is a good wégarhing.

C16_Eddy : | think | agree with most of what hagmesaid about early learning. You really have ntbompanyhow — you are
there and you are going to learn. What | have faamife has progressed is that | prefer smalleugg, almost one to one type
teaching because |, | find you can react very mmole quickly in a small group. There are very féwse could stand up in
front of 100 people at the age of 18 and 19 ana&sgthing but we are more likely to say it in a éo@ne or a small group.

VB: What would you classify as a small group?

C16_Eddy : Something like about 6-10. I've had ia &nount of experience of that in the forces whig was the size of

teaching on specific subjects. | also agreed wiihtwas been said about the best way to really isdo try to teach the subject.
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You when you try to teach it you find your failingsry quickly. You are asked questions that yommoaanswer. Therefore you
have to go back to page 2 of the book.

VB: That's why those of you who are buddies have prighafproved your skills quite a lot finding thingsit as people ask
awkward questions.

Voice from group (Peter) - Is that why teachersagshook miserable? (Laughter)

C13_Laura : When | was younger | always enjoyednieg. The benefit of getting older is that you cdémwose what to learn. |
think | was also ambitious when | was younger aadjbyed doing well. | have to admit now that hththis over 50s is a great
opportunity for everyone to choose what they waiat @nlarge on it without having the stress of exantsthe rest of it.8.41

VB: Yet some people still feel coming to Universitysmething they don't want to do. | think maybe heseathey don’t know
how pleasant it can be, rather than stressful.

C17_Joyce :Ifind if | want to learn | need somewiith a sense of humour. But | like variety. | dastick with anything for too
long.

VB: Do you mean the subject or the pace?

C17_Joyce: | worked in the same place but | ditedint jobs every 2 or 3 years.

Q2. How have the ways you like to learn changed tome?

C12_Angela: Teaching has changed over the years.

VB: It's not so much about teaching but the way yoe ti& learn. | think you may have answered thahénfirst question.
C14_Katherine: | think it is more than the way yike to learn — it's the way you find works whick usually something you
like to do anyway.10.38

VB: Yes, that’s true — motivation.

C10_Paul :I've always been lazy about reading them really need to find something out — yes,gét my head into a book
and read it — say a car manual because | want spdwthing dramatic to my car | will read the maneay, very carefully,
twice or three times and then go and do it. I'nylabout reading it for the sake of it.

C1_Martin :1 think it is the case that you have mahoice in what you do when you get older in wiai do and it comes
down to motivation. At school and University yowajot a course and hopefully you enjoy it but simmes you don’t but you
follow it and get to the end. Now the world’s yayster. You can choose whatever you want to dehatever order you want
to do it and at this stage it is much less stractar can be much less structured and more indiMidsuited. If it was me |
would just stop doing it and find something morgogable to do (laughs). | think this is the bigfelience in what was during a
career when you had to go on courses all careentaited — maybe ambition as well drives that — im@svintrinsic - what | am
motivated to do is what | enjoy doing.

VB: Yes, taking pleasure.

C14_Katherine: It is the difference between when sre younger there are two ways... | mean, if yoe haMearn something
to pass an exam or for whatever reason it's egtherething you want to know or something you neddtiw. Maybe you need
to know to get a certificate and then you are fieg with it. | think that is a big factor. We dohave that now we are older -
we can choose what we like to learn — there isingtive need to know really in that sense. So wekranwv concentrate on
things we like to know.

VB: Do you not think there are still some things wedigeknow? For example, if you want to use modemking systems you
need to learn to use certain things. So thereeataic pressures in a way to learn.

C14_Katherine :The same applies also to the BuudgtPeople come along because they want to fibdlaout it the they find
out there are bits of it they need to know aboiibieethey can get on to something else.

VB: | think the Buddy scheme is a good example of geapt really sometimes wanting to get in therekmatwing they need
they really need to get in there and make this.leap

C12_Angela: It's because of their families, so thes able to communicate with some of their faniitye children nowadays
are so hyped up about computers. They come in andhey have done such and such. And you thinke- iiiever tried that.
You've got to keep going with them.

VB: If people get shut out then there is a world cldsettiem that they could be enjoying.

C13_Laura: Do you not think there should be som&#ire to your learning rather than just ad ligbso to speak?
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VB: People learn in different ways. If you are a vergmg activist then you will probably just get amdsstart doing it and learn
by making mistakes whereas someone else mighttearime to a course and feel they need the steucthere are different
ways of approaching things.

C10_Paul : How many people have read cover to dbreeinstructions for their computer. Do you readigd all that?
C1_Martin : Do you really understand it? Laughted aomments.

C10_Paul : Do you read the instructions for youR¢&eneral babble)

C14_Katherine : Back to computers which is a bedt@mple. | just look up the bit | want to know.itifis how to retrieve
messages, | read that.

VB: And do it.

C14_Katherine And do it. How to key in a numberust read that bit — and do it. Alternatively giiieto one of my
grandchildren.

C10_Paul: Suddenly appears on the screen a flashirgope. Do you know what to do? It's a bit.....

C14_Katherine: No, but | could look up the book.

C10_Paul: But you might not be carrying the boathwbu. (Various overlapping comments.)

Q3. What different styles of teaching have you reipeed over the past 10 years?

C15_Jonathan: | certainly experienced the tutotdedhing which can be excellent for 20/30% ofdllass but always some fall
behind while the tutor seems to have this coursthaethey have got to do this, got to do thaatEhfine — they have got to get
on with it but then you fall behind if you are riatthat percentage that is not keeping up. Anothethod of learning which |
have experienced - here you go into a class — guatEmclass — and they give you the manual or & bad the first few pages
explain the topic and then the next few pages askiy do examples and you work at your own ratenTdgain all the class
moves at different levels - not tutor-led but tutor..

VB: Moderated?

C15_Jonathan: Yes, moderated.

VB: So the tutor is floating about.

C15_Jonathan: Yes, floating around and | find ihaery good. 16.44

C10_Paul: | agree completely. | did a computer selike that and | found it much better than ottwurses | have done since
where | am trying to keep up and you miss something

C15_Jonathan: | think the difference is in thetfirethod the tutor has to have everyone movinfpe@tsame rate and that's
impossible. So you have to move at the speed ofltwest. If you move at the speed of the slowesh the other ones get
bored and fed-up. So | think this business of giyou information you can read through, you canhdoexamples, and you can
call on help if you get stuck, seems to work vegflw

VB: Do you think we should be introducing that here?

C15_Jonathan: | have experienced it here. But tikeome difficulty which you have to get over —ttig the material. If the
material is not first class then it fails. So yoawd to have them material well prepared so whenayeueaching you have to
have a good description of it which the studensstbainderstand and move on to do the examples.

C10_Paul: HK’s materials were first class — theraat doubt about that. It told you where to switchthe computer for a start.
(Laughter from group).

C1_Martin: Some subjects lend themselves betténabapproach and | agree with you the materialthidse first class but if
you are doing, as | have done, archaeology andtectire — gothic architecture — it is helped lystrations but in fact, most of
it is talk and showing. So the best part of thatrse was in fact when we did the site visit whicsvurham — and that was
really very interesting. The course came to lifeisg the actual buildings. So it can be difficoliget the practical built in to the
course. But | agree the material has to be fieg<|

C15_Jonathan: Of course, there are always thirmgsath not. You have to adapt methods.

VB: Do you think the architectural course would haverbeetter if it had perhaps more video or interektted sites?
C1_Martin: Video is interesting in the sense thai gan illustrate, move on and stop, and pickin@apl’s point can progress at
a pace. Whether you could do a course where evelfyathaccess to their own video and proceed atdhaipace — that would

be an interesting development. I've never seenttheat but obviously from a tutor’s point of viedvthe equipment is there.
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Chalk and talk is cheap — the equipment is deaitafmkesn’t work sometimes. So there are more Hazawt | think you need to
keep looking at courses to see if they can be dgeel in new ways.

VB: There is a whole new raft of online courses conha are using the technology in a much more inteeaway where
students actually dialogue with each other as qfast net meeting when they can sit at their commputed discuss what they
have been learning. This discussion aspect plaj&lapart. How many of you have been in a clasgnetdiscussion plays a
vital part in understanding the material?

C14_Katherine: A current affairs class is a finaragle of that.

C13_Laura: See the language classes are sliglitéyedit in that respect. You are learning lessonelgon as it were. There
again it depends on the feedback. | prefer to lmmvexercise and get it corrected and discuss &itdswthe mistakes other
people have made. You learn quite a lot from feekiba

VB: That is one good example of the use of discussioynothers?

C16_Eddy: When | was a part-time assistant on thases upstairs the feedback on them was very tamo+ ongoing
feedback. Word processing for example, the pup#esling back to the lecturer all the time.

C10_Paul: And | would say the whole buddy programihgou regard the buddies as learners we terldam an awful lot
when asked a question we cannot answer. | go aidredp from him or him ...I've been learning.

C14_Katherine: | learn more than other people Iéam me.

VB: | think the wonderful idea up there it is like ankshop. People are not passive — they are actaeéking out the
information they want at that moment in time. laisery effective way of learning.

C10_Paul : The sad thing is the pupil theoreticgdlys nothing out of it. Remember the day you watbeset up your labels. |
couldn’t help you but | found out because John....

C15_Jonathan: But that is part of the interactide s Yes, yes, yes — (chorus of wvoices).

C12_Angela: Sometimes you are asked questionsegally icould not answer. One person asked a tedhqiestion about how
email travelled through the telephone. And | thdugthould be concentrating on how to send emaith® mechanics of it.
C15_Jonathan: | think that is a good example of Hiferent people require different explanationsn® people accept it is
done like this, press these key, and others wjllsahy? (Background babble) 23.35

VB: That would be a theorist, you see. They want arstwewhy and how?

C13_Laura: | think men are better at that. (Germasae and laughter). You might get more succirptamations from a male.
VB: Women are supposed to be good talkers so thatdstbloé the case.

C15_Jonathan: | get frustrated with people who tdask that sort of question. They say — Oh, | deaiit to know. | just want
to get on with doing this.

VB: They are the pragmatists. They just want to géhdéobottom line. Has it got a function. Never mivmv we get there —
just get us there

C16_Eddy: One thing | must say about this | thirkmust thank you very much for getting all theseppein here to teach us —
the buddies.

C12_Angela: It has taught us patience.

VB: | think the buddy group has formed a community mehich is great. It is not just individuals volueténg. There is a
sense of community.

C13_Laura: That's another thing with lectures ddpends on the lecturer how communicative the étaskhat makes a big
difference. 25.09

VB: A lot also depends on how you structure a rooryolf put everyone at desks where they are disteénoedeach other it
builds barriers — especially for shy people, reiflecpeople who don't particularly like making theoices heard. Tutors have to

think about that. Let's look at another question.

Q 4 Do you tend to select activities that are tfaey wou like to learn or do you make adjustmentiseifteaching style does not

suit you?
C13_Laura: If you find you are not being stretcheavhatever or not gaining anything from it, wotkhame on the subject and

try and contribute to the class. This never reatiyks awfully well though. The class never seenjsitotogether. It is only now
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and again one experiences this and | think itesttior’s fault actually. No, not quite because sbmes you can get a class that
just wants to sit back and be passive and thatlgsellf to a very uninteresting class.

C3_Beryl: | think the first thing to say is thaistmore difficult for you to learn under thoseccimstances.

C10_Paul: I recall in the class teaching how toameadsheets. The tutor was leading the claser¢d rather than paper-led,
and he wanted to move onto the next stage and tiohsaly — Hold on! | realised then that there vegher people who were less
vociferous but they also wanted him to receivehieirexplanations. So the student has to shot827.

VB: So you have to make your feelings known. A gooadipdiaul.

C3_Beryl: And | think nowadays tutors are more inglto adapt to the people they are teaching thame time. At one time
tutors were held in awe and no one dared ask diqne®ver mind challenge them. That has gonegr@at extent. That’s great
because it makes for a good atmosphere in the. Massare all working and learning together.

C10_Paul: Is it the tutors that have changed oe &/changed as we have got older and have |gqEstder tutors.

VB: The view here is that you are coming and payinddéssons and you should expect the best qualichieg
C14_Katherine: But you are also paying with yomriwhich is not going to be repeated, so you dd twamake the best use of
it.

VB: ltis certainly right that if tutors are not mewtiyour expectations you should be expressingithisn’t think it is just a
matter of respect — people have different expesiathow — you don't expect to be lectured to urikesgecifically says so in the
class description.

C7_Aiden: If | have a lot of problems I'm going $peak to the tutor - one to one - to see if hecoame round to my way of
learning. | would not intend to upset the wholessla

C10_Paul: When you were 10 you would probably meehstood up and said to the teacher - Hold oon't dnderstand that.
C17_Joyce | find these taster sessions excelleate if you don't like it you don't go back.

C14_Katherine And if you like the style you certgiwill go back for more.

VB: If you try a new subject and you feel engagedhbystyle, presentation and the subject then yomare prepared to take
the risk with a ten week class.

C13_Laura | think we are lucky here with havinglseonide variety of subjects.

VB:  To get back to the point about style. Lesleygkample, found a book on the subject and did afbi¢ading at home to
compensate for dullness in the class. Any otheswaynake the subject more accessible to yourself?

C12_Angela: You could look on the Internet. Take Egyptology class. The guy who did it gave us wtebsand you could
back and learn more than he could tell you in # liours. You could go through the temples andabatiambers on a virtual
tour.

C1_Martin: That's the advantage of modern techmpl@\! that is accessible to you at home. You ¢dmwve to trot off to a
library. | think that is one of the marvellous cbes.

C12_Angela Say you are going to a place. You cak through the gallery — Salvador Dali museum, dgample, on the

Internet and know exactly which part to got to padicular pictures, so not waste time when youewbere. 33.28

Q 5. Have you ever given up a class because @fsh dletween your preferred learning style and daehing style?

C12_Angela: I've never given up but sometimes Been rather bored by the end of it.

VB: | hope you recorded this in your evaluation sheet.

C15_Jonathan: This is one of the big changes lieaietare evaluation sheets. A few years ago ifcgmne to a class and you
didn't like it - tough luck. There was no opportiynio say anything. There is maybe another stégettaken there and that is to
get the expectation of the student before you.sFagly may be on the wrong course or you may haehange it to suit.
C16_Eddy: On one of the courses | was on recestlgn assistant the lecturer did that very thirtheatstart of the course. He
went round each person. | thought this was extremebdd because you now knew exactly what each efLth people were
looking for. Whether we were getting the truth ot,d’m not sure because after the first two theyenall different.

VB: It also raises expectations in the class — feeetutor who is tuning in to what the studentstwarearn. It is not about
the expert but how can to work together to achigwat you want. So you are creating a dialogue whadd teaching should be

about — a rapport and two-way communication.
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C15_Jonathan: One way | found it useful with présions is not only to ask expectations but uslkpahart to record what
people expect and as you move through the presentiatk these things off and when you get to thd people can see that you
have covered these points and there should berpdsss in the evaluations.

C13_Laura: What happens if there is an expect#tiainyou cannot fulfil?

C15_Jonathan: That is the danger. I've fallen th& trap as well.

VB: This way of gathering information also meang tha class begins to get to know each other.

C15_Jonathan: One of the disappointing things/ liaund as an assistant computer tutor is thagjete class of students and
the tutor just goes straight into the learning withany introduction. I've tried to change that bdbn't have full control at the
moment but | will have shortly.

VB: This is good feedback. Maybe teachers still thatkmuch that teaching is only delivering informatand not attending to
setting the right mood for good learning.

C10_Paul: | remember attending one language covrsee the course did not follow the syllabus prediss almost everyone

had been on it the year before so they just camiedhat was not good for me as a newcomer.

Q6. How do you judge that you have learned songthlitow do you know you have got it?

C14_Katherine: | think if you start to build on wheu have learned and it leads you to do otheigthinot necessary exactly
what you learned. | think that would be one way.

C1_Martin: Apply what you learn naturally withouivigg it too much thought. And build from there afekl a sense of
satisfaction and enjoyment.

C10_Paul: If you can do something that you coulddacbefore like word processing.

C12_Angela: Scanning a picture - making it smallehancing. A practical outcome.

C7_Aiden: Maybe you see something on TV and itkslisith what you have learned and you see howshingve from Ato B
logically.

VB: It literally has transformed your knowledge ghter level thinking where more and more brain catks connecting.
They say experts are people who have this highlgldeed collection of brain cells concentrated lamded together, and when
there is a problem they can make new connectiofimdosolutions. Expertise does not stop with agelhthere is something
you are good at keep working on it and it will kegtting better.

C7_Aiden: So your network is switching all the time

C1_Martin: If you can actually teach someone elsat you have learned you really have learnedit i& the full circle.
C15_Jonathan: If a student you teach has leartied you have taught them then they should be ableeproduce that
knowledge.



Appendix 25

Inquiry

Neuro-
science
in
action

Matrix of links betwearuroscience and older adults

6 components of neurosciencewiinks to later learning

Differentdracational Audiences

For
Older Adults
Learning in Later Life

Brain health:

memory types,
emotions,

learning and the brain,

mind-body connections.

Classes/ seminars/
Brain boosting,
memory improvement,
promoting healthy brain
maintenance.

About
Older Adults
The general public

Brain research:
cognitive, emotional
and social
neuroscience,
lifespan development.

Advocacy:

Public education

about neuroscience,
influencing perceptions
of later life,

challenging stereotypes
of ageing.

For
Educators of older adults
Professionals

Linking principles
and substance of research:
neuroscience and psychology,

lifespan development,
neuroeducation for older
adults.

Professional development:
Programmes built on -
neuroeducational principles,
innovative ways

of teaching & learning.

To tease out the components of educational newmseiin later life, 1 hav
constructed a 3 x 2 matrix to depict possible el@and activities.

Across the top of the matrix are three differerdiances for neuroscience:

(1) older adults interested in maintaining menggital and wellbeing

(2) general audiences interested in brain resemrdimaintaining cognitive health
(3) professions involved in working with older aul

On the left side of the matrix are two types ohaies. The first is "Inquiry” -
the emerging body of knowledge and insights abmaitorain and the links to what we
already know and believe about the brain, behaandrlifespan development.

The second is "Neuroscience in Actioniheludes the design, delivery and evalua
of appropriate programs for the three differentiancks.

Separating the study of educational neuroscierara fts practical applications in the
field and identifying three different audiencesilitates an analysis of six areas
possible development and will allow discussion ohewe neuroscience cot
potentially have the greatest influence.
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