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Abstract

This study explored older adults’ preferred learning and camvation styles to
identify the types of classroom experiences which coe&l bontribute to wellbeing
and mental capital. Growing evidence from the braiarsms points to associations
between learning and well-being, and between learning and cpootefrom
cognitive decline (Foresight Mental Capital and Wellbelgject, 2008; Field,
2009; Frith, 2011).

The mixed method study has an equivalent status desigawélle1995)
which used Honey and Mumford’s (1986) Learning Styles Questiarfallowed
by a supplementary questionnaire. Then, it moved to a social
constructionist/interpretive  framework (Gergen, 2004), whicimvolved
conversations to determine older adults’ subjective wtaleding of learning now
and in the past. The main framework for thematic arglyame from neuroscience
which has uncovered knowledge about lifelong brain plagti@nd the
interconnectivity of emotions and memory. Also, opomntance were the theoretical
frameworks of Yang's (2003) holistic theory of knowledge addlt learning and, to
a lesser extent, Gee’s (2005) Discourse analysis.

The study found a range of learning styles, encompassingrh8imcations,
from activists to theorists. Therefore, this indicaties need for a wide range of
imaginative classroom practices. The participants epes a sense that they wished
to build on their existing understanding in open and int&aamnodes, which
contrasted strongly with early memories of learning.sThiso chimes with
developments at the interface of neuroscience and laduiting, where constructing
one’s own knowledge in a social context has been shovactivate multiple brain
networks and build stronger memory. In essence, the @ldelts were seeking
enrichment, not acquisition.

While there is no single right way to learn, this stpdovides evidence that
insights from neuroscience indicate that classroomgevkecial dimensions and
active engagement are intertwined, create learning spdtactive to older learners,
and can offer opportunities to build cognitive reserve,beéllg and mental capital,
which is vital with the new timeframe of possibilitigst longer lives afford.
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Chapter 1

1.1 Introduction

As demographic trends in developed countries shift dranigficaith many
people’s lives expected to well exceed the biblical ‘thceee and ten’, later life now
requires new personal and social redefinitions. Thexenaplications which need to
be examined as new cohorts enter a prolonged periodeofolifowing full-time
employment, widely termed the ‘Third Age’ (Laslett, 1989). F@my more people
in the future this period is likely to constitute, virtualigne third of their lives
(Fisher and Wolf, 1998). Sarah Harper (2006), Director ofQRéord Institute of
Ageing, referred to ageing in Europe as “truly staggering” (p.1) @ted the
prediction that by 2030 half the population of Western Eurofiebeaged over 50
with a life expectancy at 50 of another 40 years. Sitedthat this phenomenon is
not solely the result of a ‘baby boomer’ bulge:

“Rather, demographic maturing is a global trend thatléhedang-term shifts
in individual and societal behaviour - changes that &edylito restructure
societies for much of the foreseeable futurep.€it, p. 20)

Her view was confirmed in thieuture of Retirement RepdifiSBC Insurance, 2009)
where the ageing population figures were set out worldwide:
“In effect, what we are seeing is a population megadtranglobal ‘baby-
boomer’ generation spanning more than a hundred years.” (p.11)
United Nations (2005) defined global ageing as the second gedkengfe facing the
world after climate change. Therefore, how nationsigidjo the new demographic
structure will be critical for societies to flourismdawhile governments are facing
up to the implications as the first wave of ‘boomeesich retirement age, there is, as
yet, no grand plan, although there are some developntémigever, those connected
to the field of educational gerontology have no doubt ldshing has a crucial role
to play in the lives of older adults. As a society, me2d to take the learning later
seriously.

“The task of building support to address the needs ai@easingly diverse
older adult student population is before us.” (Fisher anf,\1/@08, p. 87)



1.1.1 Data collection to final analysis

The data gathering element of this research projectam@gd out during the spring
of 2002. The extended gap from initiation to completion atbsaugh unforeseen
circumstance'sand during the intervening years there were important develagsm
in leading thinking concerning advances in theory, methodologgsearch and
policy. The inclusion of these developments entaileddxitional literature review.
In this introduction reference is made to both pre-2002 fitezaand more recent
developments, so that the study is located within timecoporary social policy and

research environment.

1.2 The age of ageing

In the advanced countries of the world a combinatiofaltihg fertility and rising
life expectancy is producing ‘mature’ societies, where guvents have concerns
about labour shortages, diminishing youth and changes ingeldlgpendency, with
many countries already having more people of pensionabletrege there are
children under 16 (Magnus, 2009). As numbers of older adultsase in proportion
to younger people, the argument is frequently made thaalsservices will be
overwhelmed - regularly referred to in the media, asdemographic time-bomb’.
While the focus of much recent government policy througlfurope has
been on lifelong learning in terms of building the huncapital of older workers
(European Commission 2001, 2007, 2010; Longworth & Davis, 1996), pokeysa
are now being urged to reconsider the role of older adulsoader terms, as both
providers and consumerkEyropean Foundation for the Improvement of Living and
Working Conditions 2008). Educational gerontologists have been arguing this for
some time (Phillipson, 2000) and therefore, in this contiex$ timely to examine
aspects of older adults’ learning experiences.
However, some types of learning are likely to haveemopact on ‘ageing
well' than others. As a practitioner in the field ghinvestigation into preferred

! The demands on my time due to unexpected family-relatspomsibilities, together with a
secondment from the university between 2003 and 2005 td&tb#ish Leadership Foundation,
resulted in the thesis writing being put on hold. In addjtmy original academic supervisor left and
departmental changes led to an inevitable delay in findingplacement on my return, delaying
progress towards analysis and completion.



learning and communication styles has emerged from mylasepoactitioner
experience. There appears to be an unspoken assumg@iooldér adults coming
together to learn will automatically experience greatdiits, regardless of the type
of learning. Are there ways of learning which are partitylleffective in refreshing
and strengthening older adults’ intellect and wellbeing?

1.2.1 The Scottish Situation

The Scottish Government has already establisheelarld learning strategy which
has found expression in the creation of a seriesiwdtiges under the umbrella of
Scotland’s Futures Forum (SFF)t was launched in 2006 to help MSPs, policy
makers, businesses, academics and the wider commupigrexXuture challenges
and opportunities. In his essay to 8ieF (2007), social gerontologist Brian Findsen
adopted a critical stance and exhorted older adults to wake their rights:

“It is incumbent on all Scottish citizens to exercibeir rights to societal
resources, such as education. That many older people darnentty assert
their claims for formal education provision reflectsithmisguided belief that
education is only for younger folk.” (Findsen, citedSiRF, 2007,p.18)

A stated outcome of discussion at For@hRF (2007) was that the onus was on
policy makers to understand better how and why older aduistrmiant to learn,
then build “flexible, innovative and adaptable spaces andcest' (Op.cit, p.7). One
size is not going to fit all, with very different eds for different socioeconomic and
cultural groupings. Therefore “spaces and services” neduire to be distributed
across communities in fair and equitable ways. Althoughissics are constantly
being gathered about participation in learning, the very itiefinof learning itself is
not uniform and participation fluctuates (Withnall, 2010; Wiatthr& Thompson,
2003). Therefore statistical information on its own edsdittle about why people are
not participating. However statistics can show treadgjemonstrated below.

The key discussion paper to tI&FF (2009) by Tom Schuller of the
independentnquiry into the Future of Lifelong Learningchuller & Watson, 2009)
featured statistics prepared by the National Institut€aftinuing Adult Education
(NIACE). They revealed there was a drop in lifelongrifeng participation in
Scotland from 38% in 1996 to 33% in 2009, compared with the UK drdp%fto
39%. Schuller $FF, 2009, p. 4) stated that the pattern of provision is not aadgust



itself in line with economic, social and demographic changend although
Scotland's population is ageing faster than the UK asadewthis is not reflected in

the programme funding.

1.2.2 Different perspectives on learning later in life

Because there is no universal understanding of adult lea(Bigkfield (1995)
different organisations need to conduct research fromdken perspectives. Here |
draw on three UK-wide older adult studies which producedeastiy 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 2000-2608)y by
Withnall and Thompson (2003) examined learning choices anairgar
experiences over a lifetime;

* A Universities UKreview by Phillipson and Ogg (2010) examined the
engagement of older learners in education and trainingghrehieducation.

Dench and Regan (2000), using a sample aged 50 to 71 years,tliatir@D% of
those whom they classified as learners, reportedgerahpositive spin-offs, from
improved personal coping skills to greater social invokeim One of the most
important reasons for learning was categorised as &atell'. Withnall and
Thompson (2003) also found a similar range of positivearés, but one of their
most intriguing findings was “the simple acquisition of nkemowledge being least
important” ©p cit, p.1). These results could be judged as contradictargecning
what learners classified as important, and are perhapdcative of the
methodological challenges in creating reliable data in athmal research, where
meanings and interpretations are often paramount.

If new knowledge is least important, this suggest thatvkmp more about
something is not the main reason why many older adultsnecnvolved in
learning, and therefore traditional classrooms may mofajpealing. Dench and
Regan (2000) found that about a quarter of the respondenttsgpidad had enough
of learning or perceived themselves to be too old to I€Hnis raises the critical
issue of the way learning is defined in the first instanaesowly, as something that
happens in institutions or broadly, as a deep, personai|yafetbr-driven, dynamic

process taking place in the context of one’s life.



Phillipson and Ogg (2010) confirmed that very few of the %G-jglge group
are involved in formal education, although thry looked bdyihwe formal HE sector
and identified non-formal initiatives across Europel america, such asenior
Studies Instituted_earning in Retiremeninstitutes and th&niversity of the Third
Age (U3A) In the UK, the 190,000 or sSd3A members are scattered across the
country and meet in self-help groups to learn informadligd at minimal cost.
Lifelong Learning Centres (in some universities) also ptensomultitude of adult
education (AE) courses to the general public, as they hese thoing traditionally
for years. However some Departments of Continuing Bducéas they were known
before ‘lifelong learning’) have closed or have cutlhand others are facing future
cuts. The report claims that the AE courses have yefflerct:

“the changing needs and aspirations of the new cohatimgtwhat has been
termed the ‘third age’.” (Phillipson & Ogg, 2010, p. 4)

Therefore, it can be seen that different reports piegether different pieces of the
jigsaw. However this picture is never static, as moedl-qualified people leave

work with high expectations, others lose their jobs prareat due to cutbacks and
require training options, and there are the growing rahkeaple ‘ageing well’ and

entering late old age with changing needs. In additio&,economic and social
environment in which people have to juggle priorities s ahifting. As Jamieson
(2002, p. 11) stated:

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

1.2.3 Conceptualisation of later life

One of first academics to study later life (in the 1940a} Whicago University
sociologist Bernice Neugarten. In 1996, key selected pamersHer body of work
were published, which gave an account of the many steredtyj@seariptions she
encountered of older adults as poor, lonely people vatbedled minds. However,
she identified a growing trend among many older adults taupuastive lives, and
posited that these individuals were challenging the Bpc@onstructed beliefs

regarding age-appropriate behaviour.



In an effort to change perception of older adulthood sied@e life stage, she
introduced the concepts of young-old and old-old (Neugarten, 188gljcit in this
re-categorisation is a reminder that ageing is not onipdimidual process, but also
an interactive one, embedded in a shifting socio-culturadsieape, to which the
newer terms ‘baby boomer and ‘third ager’ also attNsugarten’s scholarship in
ageing studies broke new ground and led historically to thHmiteen of the
academic field of human development, with her cours@dault Development and
Ageingserving as a world class model. However, in generalsthey of ageing
sheered off from human development studies and, iropicatbnsidering
Neugarten’s preference for an age-integrated societyulatude of Institutes of

Ageing or Gerontology have burgeoned worldwide.

1.3  Adult learning and policies for lifelong learning

The 'front-end’ model of education, concerned with childreilli@son, 1997, p.
173), generally dominated the field until the publicationh@ 1970s of a series of
policy and research documents hinited Nations Educational, Scientific and
Cultural Organization (UNESCQ1972), the Organisation for Economic Co-
operation and Development (OECDnd the Council of Europe (European
Commissionp These were the major sponsoring bodies for theepnof lifelong
learning (LLL), which was seen then as a social and hiar&éan issue (Tennant,
1990). They set out the case for the expansion of eduedbpportunities for adults,
as the world was fast developing into a place wheraimtimpulsory education was
an inadequate preparation for life and work.

1.3.1 Competing discourses

Concepts inevitably change their meaning over time, and ypa@cuments

themselves become the sites for discursive struggle aviferent ideological and
social and political forces competing for dominance. ghbal markets expanded,
the European Commissiof2001) defined LLL as:

“...all learning activity undertaken throughout life, with thEm of
improving knowledge, skills and competences within a persoiad, social
and/or employment-related perspective.” (p. 9)



Many reports have followed, and as can be seen frortettoe of the 2007 extrgct
employment has moved to the top of the agenda, withr pleleple mentioned after
migrants:

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

in the social inclusion of groups which are at a disathge on the labour

market, such as migrants and older people.”

(European Commissior2007,Summarypara. 2)

Commentators on LLL increasingly have expressed thestrations concerning the
gap between rhetoric and reality. Field (2006, p. 3) arguedLthats little more
than re-branding of post-16 education and training, rathem & new conceptual
framework:

“a kind of linguistic hyperinflation in which the termasnstantly devalued.”

Bengsston (2008) stated that the oft-cited definition efdiig learning as learning
from the cradle to the grave was ‘far too vague’ (p.rt) mot practical in terms of
policy action. As there is no coherent and equitagsesn of financing LLL for
everyone, the current system has failed to addres®niergence of an ageing
society (Schuller and Watson, 2009). And with the growstgnomic crisis in
Europe, Nordin (2011) claims that the rhetoric is moving @rrthway from the
personal, civic and social, and closer to being solalynatrument for economic
wealth. Thus, there is a danger of lifelong learningsaber purpose disappearing,
even if this has not been done deliberately, but causqublyy changes in other
areas (McNair, 2009).

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

‘For every £55 spent on adult learning -

£47 goes towards learning for people 18-24 years old

£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 old and older.’
(Schuller & Watson, 2009. p.10)

It is clear that unless there is an actual frameworkigirmy an appropriate range of
opportunities, lifelong learning for older adults who h&fé mainstream work will



be left to market forces, and only those with the meansan inclination towards
accredited courses will be able to buy into existing miowi Older adults in
Scotland seem to be in a slightly better position due ndividual Learning

Accounts, which, in general, provide a £200 (means tested) greually to an
applicant for certain approved courses (ILA Scotland, 2011).

Historically, the first key UK document which held oue thossibility of a
sea-change in attitudes towards older learners waGaheegie Report of Learning
in the Third AggSchuller & Bostyn, 1993). It made several broad statésre the
effect that older learners should be included in a psliatement on lifelong learning
and suggested that, although there was scope for separaisqpr, this should not
allow general programmes to ignore the needs of olddtsadiowever, the quasi-
political sentiments of equality and justice, expresse€arnegie, were judged as
not sufficiently persuasive by Withnall and Percy (1994). yTd¢adled for the focus
to be on individual dignity, the realisation of potehtznd fairness of opportunity.

1.3.3 Beneficial effects of learning
With a recent shift in policy papers toward appreciatdrihe wider benefits of
learning, the UK discussion papéFrhe Learning Revolution(DIUS [Department of
Industry, Universities and Skills], 2009) focused on infornealrhing, shifting the
perspective from work-readiness to acknowledging the diféerdearning could
make in maintaining mental and physical health. Such a wsinal should lead
logically to the realisation that there are savirgbe made in terms of medical and
social work costs by supporting older adults in learning aietsviA parallel situation
at the opposite end of the age spectrum is nursery edudai@hSure Start
Children’s Centresin England), which aims to create thriving children whidl w
become independent citizens and achieve their personal bes

However, it calls for a leap of imagination for demiconnections to be made
between late adulthood, learning and productive lives. awent policy has tended
to fixate on physical age-related decline and, without ivgutocoherence at local
level across health, social work, cultural and learnimgices, they will continue to
operate in a fragmented way and learning later becorsesacadary issue (Soulsby,
2000). The influential Think Tank - tHastitute of Public Policy Resear¢PPR), in



its report‘Older People and WellbeindAllen, 2008), highlighted that there is “still
no ‘Sure Start’for later life” (p. 5). Indeed, between 2004/5 and 2006/7, wheit a
educational funding in the UK dropped off significantly, themter of learners in
publicly-funded provision fell by over a million, withdke over 65 the largest
proportion of learners lost (Anderson, 2008). However Aswlefound that many of
these lost learners did not give up, but found alternatotevities within self-help

groups, community projects and volunteering agencies.

1.3.4 Perceptions of learning

Anderson’s findings (2008) resonate in many respects witcomclusions reached
by Canadian researcher Allen Tough (1999, 2002) who provided tke fir
comprehensive description of self-directed learning amonfjsadie suggested the
icebergas a metaphor because so much of it is invisiblatl.( 1999, para.6) and
estimated people spent around fifteen hours per week on dhei individual
projects which accounted for around 80 per cent of adulitgamat any one time.
However, people themselves did not seem to regard theirpoojects as learning,
perhaps because ‘real’ learning is conceived as taking pléahin institutions. This
may explain also why around a quarter of Dench & Regan’'s (28@@)ple
apparently expressed no interest in learning: their corafdptirning may not have
encompassed implicit learning that arises naturally frimffiowing one’s own
pursuits.

Even where classes for older adults exist, an assoimpii funders is that
these are not really serious and are part of the éeismarket or a form of
‘edutainment’. This neologism has been coined to conedayitées that first seek to
amuse, although they have some form of educational ag&haperspective tends
to strip learners of their complex social and psychiodgheeds and reduces them to
an audience. As Soulsby (2009) postulated in his responséhé¢o Learning
Revolution(DIUS, 2009), this underlying attitude diminishes any sensggdncy,
and importance concerning adequate funding, and downgradesdgactivities not
linked directly to economic prosperity.

Thus, we can see from the examples above, thathhsrbeen no shortage of
policy papers, but at the same time, public provision far dost adult learning is



dwindling and many people are looking for alternative edgtlthrough community
involvement, charities and self-help groups, such as th&e UB/illiamson (1997)
makes the point that the marginalisation of older adsétnds out a discouraging
message:

“Once out of the workforce, people are on their owterms 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 significant prapoudf older adults appears
to confirm that Neugarten's (1996) findings still hold trueere are many older
adults who have left their mainstream occupations aithappetite for learning.
However, there are numerous barriers, not leasspreding power is likely to drop.
In addition, when apportioning limited personal resouraedass may be perceived
as poor value if it embraces an ethos or value thas doé match the person’s
purpose, perhaps because the learning is assessed orsthéootaat does not suit
preferred ways of learning. John Field, in H&.L report, ‘Well-being, Happiness
and Lifelong Learning’(2009c) pointed out to those interested in promoting adult
learning that they have this powerful argument at thepasal:

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

contribution to well-being.” (p. 188)
It could be argued that if wellbeing is an outcome of lemor adults in general,
then the difference learning makes may become even smpmédicant in later life,
with the cessation of ongoing workplace learning anditicecased risk of age-
related changes in the brain. Add the persuasive findiogs heuroscience of the
slowing of decline through effortful and challenging atka (see section 1.5), and
the argument for engaging in learning later becomes evea pooverful.

1.4.1 Learning, wellbeing and mental capital

The concept of well-being is one of growing significameepolicy circles and in
wider public debate, with the realisation that posithental health and wellbeing are
markers for a ‘thriving’ nation. The deliberations ofoeomist Richard Layard
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(2005) in his influential bookHappiness: Lessons from a New Scieceught
together research findings from psychology, neuroscjewmmomics, sociology and
philosophy and challenged the belief that, as a societymeeeaealthier, its citizens
become happier. By showing that happiness can be medasund explained, he
presented an argument for a new kind of economics. He gadgésat “we
rededicate our society to the pursuit of happiness rabiaer the goal of dynamic
efficiency” (p. 235). Adoption of this perspective would pléés=long learning on a
different footing.

Learning has been shown to be important to a range lwfegs indicators, if
not exactly happiness indicators. Timguiry into the Future of Lifelong Learning
(Schuller & Watson, 2009), which detailed the need tauestre society along new
lines, displays cohort-based data representing a systeateempt to identify, not
only the economic and social outcomes, but the persanebmes of learning. The
IFLL commissioner John Field commented:

“Educationally, ageism begins at 25. ..... Government’s @seswith
economic indicators for measuring success is failing to aggpiness and
wellbeing seriously.” (Field, 2009a, para. 4)

The one-dimensional economic evaluation of learningdesrimental for adult
learners in general, but it lets down older adults itiqdar, who are likely to have
contributed over their working lives through taxation,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 of their livdgen a new time frame is
opening up. Also Field’'s reference to ageism is appositece® research
commissioned by Age UK (2010) reveals that ageism is tst widely experienced
form of discrimination in Europe. Based on data fromEweopean Social Survey
(2010), it found that 64% of UK citizens said age discriminatias a problem.

1.4.2 Undervaluing potential

The government’s recently launched consultation ob#meof age discrimination in
provision of goods, facilities, services and public fums$i an addition to the
Equality Act Government Equalities Offic@010), indicates that there is awareness
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that in employment, health, education and in otherasspiheres, ageist assumptions
are rife. Ironically, age discrimination is not onlpcat people’s views of other
generations, but also about the way people see themmsél¥posure to stereotypes
and prejudicial attitudes can cause older adults to belhaways 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 internatigeaearch study into
mental capacity and wellbeing - drew attention to thiseggdnundervaluing of the
older population. The authors made a plea for the ggeaumber of older adults
maintaining the best possible ‘mental capital’, not yortb preserve their
independence and wellbeing, but also to maximise their aetigmgement and
contributions to national life. Their conceptualisatadrmental capital is of a human
property emerging from the essence of one’s biology, éducdife experience,

resilience and social life. Their definition was:

“The extent of an individual's resources reflects his/asic endowment
(genes and early biological programming), and experienedseducation,
which take place throughout the life course.” (Kirkweo al.,2008, p. 6)

The authors found that older adults, who tend to be pensg negatively
stereotyped, are being denied learning opportunities, and arfech missing out on
building mental capital. Learning must continue throughaubf life as this can
have a direct effect on mental health and well-baicrgss all age groups, but holds
out “particular promise in older people.” (Beddington, Caoopgeeld, Goswami,
Huppert, Kirkwood & Thomas, 2008, p. 1057)

1.5 New insights fromneuroscience

The final theme reflects my own professional bias msadult educator. | have
twenty years experience within the Learning in Later pifegramme, University of
Strathclyde, teaching and working with older adults ingreas of personal change

and wellbeing, memory enhancement and boosting ‘mind poW&th. my academic
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background in psychology and adult education | have an ongaEigst in the way
insights from neuroscience have the potential to enrathieg and learning.

It is not yet widely appreciated that a lifestyle ratwaerised by engagement in
activities of an intellectual and social nature is asged with slower cognitive
decline in healthy older adults (Scarmeas & Stern, 2003n,Sktabeck, Moeller,
Scarmeas, Anderson, Hiltogt al., 2005; Whalley, 2001). Activities that involve
effort and challenge contribute to resculpting and stremytlg neural networks
(Calvin, 1998; Cohen, 2005; Diamond, 1988, 2001; Goldberg, 2005; 2009;
Greenfield, 1997; Lucas, 2001; Robertson, 2000) and compelling newesittem
biological research and functional neuroimaging by thevedeited researchers and
others, is challenging the widely-held view that cognitivén@gs a process of
inevitable mental loss. The lifelong potential for neugebve reorganisation is one
of the most important new areas of research in cognittteoscience, holding out
the possibility of increased wellbeing:

“transforming life in old age by preventing or even revgyshe damage to

cells implicated in mental decline.” (Whalley, 2001, p.1)

Many lifestyle choices contribute to cognitive heaititluding learning. One of the
key aims of this thesis is to draw attention to thasghts, which have the potential
to shift learning from a peripheral activity to a core oeegry bit as important to
wellbeing. This section gives a brief overview of soméhete key areas which have
the potential to transform older lives. These will bglered in more depth in the
literature review in Chapter 2.

1.5.1 Neuroplasticity

Neuroanatomist Marian Diamond was an early pioneanenfoplasticity research,
and was one of the first scientists to challengeréloeived wisdom of the day that
“loss of dendrites was an inevitable correlate of thagagrocess.” (Diamond (2001
final para.). Her groundbreaking 7-year study (Diamond, Linédneaymond, 1967)
provided statistically significant anatomical differemge animal models from birth
to old age, dependent on environmental stimulation. drlf®0s an extensive body

of research with the benefit of new technology anthdm subjects confirmed that
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the human brain is plastic: this means it can phygicdlange and rewire itself in
response to stimulation and learning:

“..the brain’s ability to grow new neurons is one oé tmost exciting
discoveries in neuroscience and a dramatic reasoppbmism about the
brain’s potential in the second half of life.” (Cohen, 2008.3)

Neurobiological studies have revealed that chemicalsh sas dopamine and
serotonin which raise mood, also produce higher levelsetl/goline, a chemical
required for learning. These brain chemicals are enmeshedrineural networks,
and far from obstructing clear thinking, the emotiony ttreate are the vital rudders
guiding human judgment and action (Cohen, 2005; Damasio, 199%adia &
Damasio, 2006; Davidson, 2003; Dirkx, 2008; Goldberg, 2001, 2009; Kotulak, 1997
Johnson & Taylor, 2006; Wolfe, 2001, 2006; Zull, 2002). The long-belef that
emotions interfere with learning has dominated educatiohvaestern thought for
300 years and this has been shown not to be the case.chemical messengers are
not only in the brain, but distributed throughout the whbddy by means of the
endocrine system: biochemical change “at the recepter iethe molecular basis of
memory” (Pert, 1997, p. 143).

1.5.2 Overlapping circuitry

Arguably, the researcher who has made the most sigmtificantribution to
knowledge concerning the entanglement of emotions and amgngineurologist
Antonio Damasio (1994). He is now collaborating with ediocat researchers, such
as Mary Immordino-Yang (2007), a cognitive neuroscientisjucational
psychologist and teacher, to study the emotion andlsot@aaction during learning,
motivation and creativity in classrooms. In a receragthored paper, they stated:

“The aspects of cognition that are recruited most hgawil education,
namely learning, attention, memory, decision making aathkfunctioning,
are both profoundly affected by emotion.” (Immordinorga& Damasio,
2007, p. 7/8)

Learning as a source of generating positive emotions ancwmgr quality of life
was investigated by Jamieson (2007), which involved tapping aider adults’
feelings about learning. However, learning as a sourceeatpte is different from
using emotions in the classroom to improve the learninges in the ways
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suggested by Immordino-Yang and Damasimd(, 2007) - an issue as yet, not
widely understood.
From their research results so far, they believe:
“Simply having the knowledge, does not imply that a studglihtbe able to
use it advantageously outside of schoddid., 2007, p. 9).
Because older adults are likely to be familiar withysvaf learning that underplay
emotions, those who return to formal learning can endhug double-bind. They
may expect or feel more comfortable being taught in mdbway, and be less open
to more participative methods which could make learning nmoeenorable and
enduring. However, even if older students are open to new whlearning, and
even desirous of learning differently from the past, medycators are not well
informed about the nature of the entangled relationsatgvden the constructs of
emotion and cognition, or even if they are, they araienabout how to go about
leveraging this relationship within the classroom. Theasshers’ aim is to clarify
this issue.

“Our hope is that a better understanding of the neurobadbgelationships
between these constructs will provide a new basis favemion in the design
of learning environments.’il{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 of thekbeitth the same title by
psychologist and science reporter Daniel Goleman (199%pgdeared during the
‘Decade of the Brain* this was the designation given to the 1990s in the ,U8A
raise the profile of the brain research (Jones & MiEnti@99), and led to a flurry of
writing. Goleman drew on a broad range of findings fréfacéive neuroscience and
psychology, in which he described how emotions were regjlatnd how human
beings could express, develop and capitalise on theilteict, in modes other than
the dominant logical-mathematical/verbal reasoning wéysinking.

Traditionally, logical-mathematical and verbal re@sg were used, almost
exclusively, to predict success and define ‘intelligermepsychometrics (1Q tests).
Influencing Golman was the work of Harvard psychologistwhi@ Gardner
(1983/1993) who had developed his Multiple Intelligences (MI) theory
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controversially redefining the concept of 1Q. He madedase that human minds are
highly differentiated entities and it is fundamentallysieading to think about “a
single mind, a single intelligence, a single problem-solviagacity” (Gardner,
2003, p.13). Gardner’s fresh perspective acknowledged thatepbape different
cognitive strengths and contrasting cognitive styles, aisdogpened up the concept
of intelligence to a new wave of thinking. His MI theasflects one of the best
known attempts to put cognitive research and construcpitiikisophy into practice.
Two of his named intelligences, which | regard as partiulanportant to older
adults, are intrapersonal and interpersonal intelligence

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

Something similar is suggested by Gene Cohen (2000), formetaticd the Centre
for Ageing, Health and Humanities at George Washington Wsitye who wrote
extensively on the awakening of creative potential irr laes in terms of arfinner
Push” (Cohen, 2005, p.31). He did not mean doing set things sychramg,
painting or music, but something more profound:

“The point is that creativity is the process of brirggisomething new into

existence - and novelty is everywhere you look.” (p.169)

This would suggest that if the goal of developing studentsapersonal and
interpersonal intelligences permeated classroomster lde, this would have a
profound transforming effect on the experience of learning.

Developmental aspects of being human have interestehrohers since
studies of the mind began and good teachers have always kim@vpower of
empathy and have used this knowledge instinctively to teastays that engage and
motivate learners. Yet this aspect has not been givezh prominence in traditional
teacher training, with the emphasis solidly on theional mind. However
Immordino-Yang and Damasio (2007) concluded:

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

This introduction to neuroscience research has providedeé dowerview of the
impact of enriched environments, the entanglement oftien®and thinking, the
concept of emotional intelligence and multiple ingginces which have relevance to
the “Inner Push” in later life. These new insights emportant to educators. Pat
Wolfe (2005), an expert in translating current neurosci@roeeducational practice,
stated succinctly:

“There are many tenets we are learning from neuroscidratenaive direct
application for the classroom and would make us a mucle reoientific
profession.” (Wolfe, 2007, video clip, final 15 seconds).

1.6 Learning in Later Life at University of Strathclyde

In this final section, | provide a brief resume of tleekground of the programme
where the research took place. In 1987, a clutch of daytiassed targeted at older
adults, was set up within the Department of Continuing Edutdts it was then
known) of the University of Strathclyde, and due to tlsiccess, the University
agreed to a fund-raising campaign for the creation oéreo® Studies Institute (SSI).
Through the efforts of a ‘champion’ professor and the @mogne’s director Lesley
Hart, the SSI was launched in 1993, with a remit t@ro#f range of learning
opportunities to older adults, including volunteer projestslis training for job-
seekers, collaborative research, and links to other oegamis in the field of ageing
and education (Withnall & Percy, 1994).

Currently, the Learning in Later Life (3Ls) programmehis bnly one of its
type in the UK (Phillipson & Ogg, 2010) with paid tutors and icked fully
equipped classrooms. There are around 150 classes, semidavsr&kshops which
attract over 3000 registrations each year. The programnetaimprovide “quality,
accessible and enjoyable learning” (Learning in Later Life, 20105;201). Hart
was strongly influenced by the views of John Dewey comnieg “interactive
learning, the accommodation of diverse learning styles laddlue of experiential
learning” (Hart, 2001, p. 21).
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With over a hundred part-time tutors from a wide rangebadtkgrounds,
tutors are encouraged to attend on-going seminars to exgdoift learning theory in
relation to their own practice. | have been involvedthis aspect of the Centre
because of my teaching background, ongoing academic and pvadssi
development in adult learning, and my belief in the valusbenmunities of practice
(Wenger, 1998). | find this a useful practical approach tonkmgp and learning -
engaging in joint activities and discussions, helping eattteroand sharing

information.

1.7 Conclusion

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

» a brief profile of the research site.

Through investigating the preferred ways of learning of spaumf adults, there is
the potential to gain a better understanding of types utffllihg classroom
experiences. Although this group is not representativeeoféimeral population, they
are part of an established learning community and it is hapedstudy will
illuminate some of the issues concerning developing, impgoand broadening
learning opportunities.

The next chapter looks first, at studies on learningter lde examined prior
to the collection of the empirical research and g@isga the literature; second, gives
an overview of relevant developments between 2002 and 2011inalg provides

an overview of developments in the field of neurosaesad adult learning.
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Chapter 2 Literature Review

2.1 Overview

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

* How does the literature portray older learners?

* How self aware are older adults of having a learning 3tyle

* How flexible are older adults in their approach to learping

* What kind of meaning do older adults place on learningtan lde?
Section 2.3 revisits the literature because of the tapsd since the study was
carried out. It was important to be able to refer taremecent publications and
papers to provide an update where the debate had moved forSestion 2.4
elaborates on the rich seam of neuroscience disesvéreding into adult teaching
and learning. Oxford neuroscientists Szucs and Goswami (200Z2)psuggest:

“One of the most exciting aspects of educational neigonse is the ways in
which its new technologies can make unique contributioredd questions.”

2.1.1 How the Literature review was conducted
The literature review on the field of adult developmemd #earning, educational

gerontology, learning styles and learning theory includedaltenfing resources:

Education Resources Information Centre (ERIC) database

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 ageingarhing in later life’,
‘lifespan development’, ‘adult education’, ‘learning sgyle

Key resources for the neuroscience search are stepanately in section 2.4.1.
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Most referenced papers were accessed online, including jarticdés and selected
chapters of several books, available through Google Books.
| tapped into various key reports on older adults’ learningp@tCentre for Lifelong
Learning and my own books on adult teaching and learning.

Also, use was made of the University’s Faculty of Edocajordanhill Library for
Adults LearningJournal (NIACE, Leicester).

Main international publications searched manually online:

Adult Education Quarterly, Adult Learning, Annual Review of Psychology,
Educational Gerontology, Educational Psychology, International Journal of Lifelong
Education Journal of Educational Research\ew Directions for Adult and
Continuing Education, Research in Educataond The Psychologist.

The initial search commenced in 2000 and was restricted to12901. However,
some seminal studies in educational psychology and edudagierantology took
the literature search further back. Until submittingttiesis, the search continued for
newly published work, providing primary and secondary sourcegaymation.
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2.2 Literature review prior to empirical research

2.2.1 Conceptual aspects

First, 1 will briefly outline the concept of age itsalhd critically assess how older
adults have been depicted in the literature to revealriyme assumptions. How
older adults have been portrayed has been closely adliebde state of scientific
knowledge about the process of ageing, and to where oldits adel positioned on
the socio-economic and political spectrum. Examining ethgmst and present,
provided a base for my own research because, whetheowlgdged or not, the
assumptions educators hold give structure and form to pedagoagtivities
(Roberts, 2000). The subject of ageing covers more thestyié and economics
with a vast array of scholarly literature. Birrerde®chroots (2001) stated:

“Aging is one of the most complex subjects for humemdace and for

science to analyze, and its subjective aspects hagebleen reflected upon

and written about.” (p. 3)

It is not within the scope of this thesis to go infedpan development, although it is
important, in the context of my study, to have an ustaeding of ways in which the

age concept has evolved, as current societal beliefisente older adults’ own

horizons and educators’ beliefs. The classic develo@mhpaychologists, Freud and
Piaget, regarded development as completed in the formahiNdhood years, and

adult developmental psychologist Erikson, (1968, cited errBerg, ed., 1995, p.

162) posited that ‘mature age’ - the final eighth stagéfe@fdpanned the last 30-50
years. These great thinkers left impressions of limitegsipdities for change which

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

wrong but their theories were incomplete (Sternberg , 1995)

The French existentialist philosopher Simone de Beau{1884), best
known as a feminist theorist, also set about chailtbgnthe negative inferences of
later life and highlighted the influence of dominant sotigtaups in keeping these
ideas alive. The tendency to dismiss the experiences aadimgs associated with
later life stubbornly persist in many spheres and this o@sgotential danger
because, while our gender and race are (virtually) fixedamgegoing to become

older persons unless we die prematurely, and how we thiolt edgeing as our
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younger selves and behave towards older peopie is likely to shape oupwn
future. De Beauvoir put it this way:

“Let us recognize ourselves in this old man or in thatwddnhan. It must be
done if we are to take upon ourselves the entirepuohuman state.”
igid., p.73)
Cohen (2000) asserted that the current generation reachirement age are the
first major population to grow up with positive images afeiag. They have
probably seen their parents age reasonably well in tefniseir physical, mental,
social and financial circumstances and they have:

“ looked beyond stereotypes to glimpse what is possiblater life. If it can
be good, people are more motivated to give it evergeshto be so.”

(op. cit.p.6)
The extent to which the literature, since the 1930 atsf this optimistic view will

be examined in the next section by looking at representatif older adult learners.

2.2.2 Portrayal of older learners over time

The first empirical studies over 80 years ago were romiekperimental work on
‘trial and error’ learning by the founder of educational psyogy Edward
Thorndike Encyclopaedia Britannica Online, Edward L. Thorndike, 2008)s was
the era of strong behaviourist orientation when sifiertbjective methods separated
the body and mind, with researchers aiming to estabiisis’ of learning. The basic
guestion the early researchers asked was: could olddis delarn at all? Many
hundreds of studies were undertaken to examine intelkgand ageing, particularly
using timed tests, which created a psychological ‘defiotidel, which has been
seered into the common consciousness. However, d@ikerfeft an important legacy
of research, which continues with ongoing studies into d@ffects of ageing on
cognition and memory.

Psychologists’ investigations into this area (noihwinany joint studies with
neuroscience) have produced a body of work, with data feoge-scale, cross-
sectional studies, now suggesting that cognitive skillsiato“all go together when
they go” (Rabbitt, 1993, p. 385). Patrick Rabbitt, former Doedf the Age and
Cognitive Research Performance Centre at the Univeoditylanchester, and his
team have contributed greatly to an understanding aghwlexity of memory and

learning:
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“....changes are confounded with the accumulation of edirlie store of

information, procedures, and skills, with changes inivatbn and in

physiological and mental well-being and with individualfelénces in the

complex ways in which diverse genetic legacies playnsadves out over

very different life experiences.”

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

In one of his studiesop.cit, cited in the lecture) 564 individuals aged between 20
and 79 years were compared on a self-paced, reactienidsk and it was found that
age only accounted for about 9% of the overall variabetween individuals. The
most interesting effect of age was not that it lowlexeerage scores, but, rather, that
variations in ability between the highest and lowestrisgoindividuals steadily
increased with the ages of the groups sampled. The ansiysiged a sensitivity to
the heterogeneity of older adults and the complexityhadv various cognitive
abilities were affected differently by the passagetiofe. Although Rabbitt's
research is in the positivist tradition and rooted in thensific method, his approach
demonstrated a different set of assumptions about oldereles from Thorndike, as
his subjects were portrayed as malleable, vulnerable hineiags whose learning
abilities were subject to a whole raft of other fastor

American social gerontologist and psychologist K.rivéa Schaie (1994,
cited in Fisher, 1998), renowned for his work on the largatied_ongitudinal Study
(1956-2005), has cited a long list of variables that providéip®snfluences on
cognition and reduce the risk of cognitive decline in old ddese include being
free of cardiovascular and other chronic diseases; gaetonment; above average
education; work activities involving complexity and challenge angoing educative
activity. The above studies have the potential to inflegoractitioners’ beliefs about
older learners.

The first literature of a practical nature emerged m WHA in the early
1970s, with the establishment of the first graduate programméhe topic of
educational gerontology by Howard McClusky [1900-1982], an iniav@meritus
professor. Educational gerontology looks at older adulighér growth, learning
capabilities, ability to change and improve, and discovav talents. McClusky’s
own passion for learning, as he grew older, drew him ® ghbject (Merriam &
Caffarella, 1999). In 1973, he presented a keynote paper to theNlBi#L House
Conference on Aging
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“Education is itself essentially an affirmative eptése and...is based on the

assumption that it will lead to something better in thes of those

participating.” (McClusky, 1973b, cited in Hiemstra, 1981212)
McClusky presented a rationale for learning in later litssed on four important
needs — coping, expressive, contributive and influence (&g, 1971, cited in
Hiemstra, 1998). This was a strong portrayal of older adstproactive learners,
seeking out courses in, for example, fitness, stresageament (coping), Spanish,
local history (expressive), doing volunteer work witlclaarity (contributive) and
being an active member of a pressure group (influence). Thismeae than a
rationale — it was a philosophy, a whole way of life.wdwer, it might only be
attainable by people of above-average educational andesociomic status (Fisher
& Wolf, 1998). In many respects, this also reflects C&h¢R000) hopes for the
‘boomer’ generation, of exciting opportunities for perdogwth and profound
satisfaction with advancing years.

McClusky also had a similar mindset to the influentiah®ridge academic
Peter Laslett (1987), who was to play a pivotal role anmnfling the United
Kingdom’sUniversity of the Third AgeBoth had great faith in the vitality of mind of
older adults and firmly believed they were capable of “astroictive response to
educational stimulation” (McClusky, 1973bp.cit, Hiemstra, 1981). However, just
how flexible are older adults? While McClusky’'s modeheeys much optimism,
action and energy and may fit a robust, retired profeas70, would it be different
for the same person at 85 or for a recently bereavesdpat 60, or for a 60 year-old
caring for a elderly parent? With circumstances in lifeeiso variable and subject to
change, how likely are ways of learning subject to changge take on different
meaning at different times and in different circumses?c Adult educator Fisher
(1993) and others have emphasized the importance of viewmqglile from the
perspective of developmental periods, rather than as & dinge frame or on the
basis of chronological age.

The developmental model highlights the older adult esdaptive or creative
problem-solver, dealing with change and searching for prastdations. With this
model, the educator does not produce neat answers, but esxptteas, trusts
people’s integrity and helps learners find their own tigimswers. This implies a
constructivist perspective, with knowing an adaptive actiwpn Glaserfeld, 1995):
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it means thinking of knowledge as a kind of inventory oftessful concepts and
actions aimed towards precise purposes, and is analogou tootion of the
adaptation theory of survival (Darwin, 1859), expanded to indlelgoal of a

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

A final example of how ideas were developing in the UK wapressed through the
writings of Withnall and Percy (1994in their review of seven case studies. They
found that the knowledge, skills, attitudes, memories @mmonsense that older
adults had already accumulated, formed the backdrop, tifth very core of
successful participation. They also believed that, by ilegdearning in later life
within the developing framework of lifelong learning, it wd bring older adults into
the system.

In summary, from the above models of older adult lr@@®manating from
psychologists and educationalists, Thorndike’'s image (18p&it., Merriam &
Caffarella, 1999) was of a person failing slowly, whilebRi&t’s (1993) interest was
on the widening gap in performance between individualseasa@ed; Schaie (1994,
op.cit., Fisher, 1998) recognised untapped potential if people stayaaddfivell, and
McClusky (1973bpp.cit., Hiemstra, 1981) held buoyant beliefs about older adults’
capacity to learn, Fisher (1993) emphasised developmesrgdkrat any age, while
Withnall and Percy (1994) suggested using and building on past sesc&ne can
detect from these examples an overall tendency for p&ygists to look at what was
failing and educators to focus on what was going well.

Therefore, when it comes to assessing older learpersayal, the current
image appears to be driven by the momentum of longethieralives and the need
to fill a new timeframe. There are some indicatidreg tvays of learning may change
as life changes. However, little was revealed abowt bloer adults felt about the
learning process itself, being in a classroom again, aheyfwere looking for new
types of learning experiences. Thus, older learners’ voiese not much in

evidence.
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2.2.3 Recent Research studies into ways of learning
I will now explore how topics were defined and the agstions and concepts
employed, and in so doing, go some way towards providing ethtdological
rationalisation” (Hart, 1998, p. 173) for my own research.

Below is a range of research topics publishedducational Gerontology,
from its first edition in 1976 through to 1996, revealed berhtra’s (1998)
analysis. The majority were aimed at policy makes@oviders, such as health and
fitness (10.7%), attitudes towards ageing (7.4%), internatitheahes (6.7%), or
specific themes such as women'’s issues (2.7%) and so on.
The categories which could be construed as dealing with @fdgarning 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 addressedess 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 iniegestomparison to my own
university’s programme and was located at Umversity of the Third AgQeU3A),
Malta. The study was conducted by Formosa (2000), a speiahtology lecturer,
employed within the University of Malta’s European CentfeGerontology. He
adopted a critical Freirian perspective which highlightsnynaf the contentious
issues around the purposes of later learning. Unlike the UBA, 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 members (2% of thes&aleer
population). Formosa’'s study was a socio-politicaliqui# of the way the U3E
functioned, with a top-down model of instruction anastr academic control. The
research methods he used were non-participant obsarvainterviews and
conversational probes. The data was analysed through sativaranalysis, drawing
heavily on Freirian philosophy and pedagogy. The study came the
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uncompromising conclusion that, as a result of the toawitimode of educational
practice, the U3A failed to act as:

“an archetype of transformative education, but isayeither euphemism for
glorified occupational therapy that is both conseveasind oppressive.”

Formosa’s claim, however, could be judged as an ovesrséat, althougk:béccl)ll)itical
language legitimately peppers critical theory. As disaligsesection 1.4.1, age
discrimination is widely experienced in Europe, and Malith be subject to its
share. However, it is debatable whether members of #tlettda U3SE would agree
they were oppressed, as Formosa earlier commented dimgt members expressed
their gratitude to the U3E “for giving them a new leaskfeft (ibid., p. 322).

However, he is not alone in advocating a crititahse and drew on the work
of many respected critical educational gerontologistsluaiecg Battersby, 1990;
Cussack, 1997; Gibson, 1986; Glendenning, 1992; Glendenning & Battersby, 1999;
Moody, 1987; all cited in Formosa, pp. 319-320): they have askediltimate
guestion - whose interests are being served by theseamldérprogrammes? The
University of Malta opted for a lecture programme - wkaeire would have
described as ‘banking’ education:

“an act of depositing, in which the students are the depes and the

teacher the depositor.”

(Freire, 1972a, pp. 45-46, 49, cited in Formosa, 203Q,7).

Formosa’s study was innovative in that it provided arrradiitve explanation of the
U3E programme, revealing the university’s lack of awareoéis role to encourage
members to develop their own perspectives. This was detmteglobal U3A
constitution, which stated that members should be heipeldecome “agents of
change ... in the field of ageing” (Formosa, 2000, p. 322). How&egmosa found
that the predominantly well-educated members were unawofatbe democratic
aims, and seemed to identify membership with high-browibnd the bestowing
of a kind of ‘university’ status, replacing lost job idignt Formosa’s critical stance
fitted Glendenning and Battersby’s critical educational getogy:

‘a critique of the dominant liberal tradition involving r@egation that
education for older persons is essentially a neutrebntested enterprise.”
(Glendenning & Battersby, 1990, pp. 226-228, cited in Formpo820)
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Formosa interpreted people’s attendance at U3SE as a syngptin@ ongoing class
struggle which involved people striving to maintain their elan the social
hierarchy.

This is an interesting and plausible interpretatiorhwitcritical theory, but
what evidence did Formosa gather to substantiate his S2aide talked about
“informal conversations’(ibid, p. 322) but it was not clear whether interviewees
were selected randomly or purposefully, whether theyewpoken to in groups and
could have influenced each other’s responses, and what rsatiweal probes were
used. Some phraseology in the analysis struck me as wineguaxample, he stated
that most members were against “the idea of providingsiandard education since
it would demean the association’s rol@jid. p. 323). Was he talking here about a
class on basic literacy which might attract peoplemfrdower educational
backgrounds? Without knowing the questions, it was notlgedsi be sure.

Leaving aside the political rhetoric of Formosa’s asiglyperhaps his most
important critique, with universal resonance, is his comdgion of the attitude of
lecturers:

“..as iIf they were the only being in the room who possesse

‘knowledge’....The experiences that older adults bringthe learning

situation were neglected.ib{d., p. 329)

This approach does a great disservice to any student, patrtisularly unfair to
older adults who need to link new knowledge to what thegadly know, to
assimilate it into their existing mental construct® quote Phil Race (1999), a
veteran educational developer and ‘senior fellow’ oftfiggher Education Academy

“If we simply concentrate on supplying them [studentghvinformation,
they are likely simply to try to store this. If wigture our teaching so that
they are practising, applying, extending, comparing, cstitigg evaluating,
and engaging in other higher-level processes, theyilely ito see these
processes as central to the ways they should be ingindearning.”

6p. cit, p. 4)
Encouraging this type of classroom activity would go alamay to breaking down

‘false consciousnessihid., p.326), without discarding the existing programme. With
widespread participation of diverse adult learners, it b&some clear to learning
theorists that there is no one way to learn. Adedtrning is too complex, too
personal, and too context-bound for one theory to exmaerything (Merriam,
2001a). Enforcing one-size-fits-all is:
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“wilfully oppressive when applied to all kinds of peopléhsut regard for
their unique life experiences.Knowledge is socially constructed and takes
form in the eyes of the knower, rather than beinguaed from an existing
reality that resides ‘out there’.” (Kilgore, 2001, p. 53)
In a similar vein, writing from a social constructivigrspective, 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 personallyvasie and viable

meanings.” (Italics in the original).
Constructivism, particularly social constructionism, suggetiat learners are
actively involved in a joint enterprise with teachersd aather learners in
"constructing” new meanings and understandings, which grdawofothese social
encounters. The implications of this perspective fassioom practice owes much to
the writings of Vygotsky [1896-1934] (cited in Mezirow, 1996, p. 16@)o argued
that understanding is inherently a social rather thanladical act.

In the constructivist classroom, knowledge is not regaagesbund bytes of
information, but as a dynamic, ever-changing view efwlorld. Given that so much
is now understood about the importance of individuals comgegthat is new to
their existing knowledge, and the role of emotion artladonteraction in learning
(discussed in section 1.5.2), it does seem remarkalidetttares were conducted
without “any possibility for free discussion” (Formo2800, p. 324). Later, Formosa
makes plain his view of the lecture experience:

“The U3E’s ‘banking’ character is especially evidentewltonsidering that

the U3E fails to incorporate dialogue, problem-posing,teedinification of

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

Formosa’s perspective seemed to lean heavily in a pdstmadirection, which
focuses on the tension between the individual and thaldocreveal the dynamics
of power relations. A postmodern stance views knowledgetative, fragmented,
multifaceted, and not necessarily rational, with exa#vidual:

“holding different and even contradictory understagdiof a phenomenon

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

As an employee of the university, Formosa was, of eyurst a detached observer,

but enmeshed in those same power relations.
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The strength of this research was the way it madeleithe context in which
the U3E operated: for post-work, older adults in a of@sscious society, it
appeared to fulfil a social, rather than an educatioeetinThe University possessed
high status, which reflected on the USA members, andit@atrtheoretical lens
identified the power relations that shaped their sp@atl maintained the status quo.
By looking at the socio-historic context through a pastern prism, it revealed
alternative possibilities.

Formosa condemned the lecturers for failing to properdyag®, but his line
of questioning did not pursue the issue of whether anyitegiactually took place,
leaving some gaps in the data and some assumptions tgahahde accurate.
Perhaps the members used strategies to make the mois¢ ddctures, through
reading and searching the Internet. Were lecturerseagfaconstructivist approaches
to learning (von Glaserfeld, 1995) and the convincing argumentcfivation in the
classroom (Race, 1999)? Formosa highlighted the shortcomihgse top-down
method of teaching, but essentially his focus was therlymulg power inequities
through a critical lens. He referred to the possibilitglder adults having their own
learning styles, and to the apparent lack of interestctdiriers in sensing what these
might be. However, this was not the direction hisaesewas going and he admitted
that the learning styles concept was, in any case, “@maatotally under-
investigated” ¢p. cit p. 330).

In what ways has this in-depth analysis provided me aithethodological
rationale for my own research? A critical/postmodernsgpective is appropriate
where the aim is to expose unfairness, but this wasnyointention. What was of
particular interest to me about the Malta U3E studyg W critique of the teaching
method, along with the missing insight into the membsugjective experience of
learning. The emphasis was largely on concerns aroundwelsabeing provided and
not about how learning was experienced - not just cegniirocesses, but what it
felt like as an older adult and a social being with:

“...a mind, memories, conscious and subconscious worldsytiams,
imagination and a physical body, all of which intenath new learning.”
(Merriam, 2001b, p. 96)

Formosa’s qualitative methodology (interviews, conuwgwsa and observation)
allowed U3E members’ views to be aired and his own obsengto be recorded. In
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seeking a better understanding of what the experiendéeaafing is like for older
adults, my emphasis will also be on hearing adultesias social beings with the
attributes which Merriam cited above, at individual andugr level, involving
interpretations of social situations, meaning frameworkglirfgs, perceptions,
understandings and imagining. This will require an intengsétapproach using
direct engagement with learners, which will be discussefll detail in the next
chapter.

2.2.5 Ways of learning in U3A groups, England

This next study makes a useful contrast to the highly stresttand controlled formal
programme in Malta. Two years prior to Formosa’s reseaialker (1998) reported
on a NIACEOIder and Boldessmall scale investigation, using questionnaires which
looked at learning within seven U3A groups located in EngleWalker’'s main aim
was not to critique the groups, but to find out what was hapgen general, and if
many were using the U3A to progress to more formal ceuiidas might seem quite
uncontroversial, but Walker remarked on difficultiesisiag around the key
‘progression’ issue. Hidden in the concept was an unintadtg&rbliminal message
that the U3A was a stepping stone, and members shoulgt§ss to better things.

The adverse reaction to this question seemed to cotdinme that the U3A
members were like their Malta counterparts - sensiovéhé way they were being
positioned in the social hierarchy. The report revettiad the deliberate distancing
of the U3A movement from the trappings of formal provisigreset targets, outside
evaluation and assessed learning outcomes:

“runs counter to current policy and social trendg/alker, 1998, p. 16)
Walker warned of the danger of remaining totally unconwkeabel on the periphery,
and reflected on whether the U3A, if it remained predamily a leisure concern,
and did not adapt, may turn into a ‘fourth age’ organisatoypassed by the newly
retired who may want something more structured. PerhapayaoWlinking into
society would be through intergenerational project&nThU3A membership might
be perceived as less as a club, and more as a powanfatunity resource. A more
radical USA agenda would echo what Formosa (2000) was dihvgdar Malta’s
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U3E members - raised consciousness about how older adulisfle@nce the world
they inhabit.

However, Walker's (1998) article did not reveal anythinguabloow the
meetings were run in terms of learning scenarios, juHt ey “seemed broad
enough to satisfy the requirement for mental stimuét{ibid., p. 16). There were
no insights into the ways that produced stimulation.oRfield (1992), warned there
was a risk in responding to learners’ felt needs asetleere not always in people’s
best interests:

“...you also confine people to ways of looking at the ldr@nd the habitual

ways of behaving which are comfortable and familiar ®nthThat is not

good education necessarilydp( cit, p. 12)

Therefore, the U3A, by its humane nature, and emphasagjoality between teacher
and taught, must run this risk. This reinforces my impresthah actual ways of

learning are often skirted around in investigations intb ARje learning, as if

productive learning happens automatically just by the vacy ¢f coming together

with the desire to learn.

2.2.6 Learning styles and learning strategies

My literature search affirmed that Formosa was corvdmen he stated that older
adults’ learning styles were under-researched. Aftevé Isketched a definition of
learning styles and how they differ from strategiesjlll axitique the learning styles
study | located.

Learning styles are often thought of as attributes fikesonality traits —
preferring to see something written to listening; graplaind video to reading;
hands-on experience before examining detail; time sorébideas before trying them
out; learning alongside people than alone, and so orseTlays of thinking about
learning have been developed by a number of researchers armdicthlists since
the end of the 1970s, working mainly independently, to ereaplethora of LS
models. Also, sometimes LS is used as a synonym for oagsityle. Sternberg and
Zang (2001) posited that cognitive style “is closer to pextgrthan other types of
style” (p. vii), such as being impulsive or reflective. Hwer, 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, Fairbrotwdram, Johnston
and Jones (1999), commissioned @fsted They made it plain that there were no
clear-cut ways to categorise styles. Introducing thaeew, Adeyet al (1999, p.1)
stated:

“Research on learning styles and strategies is fulludertainties and

controversies, and therefore impossible to reach unecpliconclusions.”

As with so many psychological constructs, there isgreement about a definition,
although LS is roughly understood as a preferred way of mimceand absorbing
material to be learned. What is easier to define is mniten strategy, which is a
deliberate action which can be applied in a situation tomonse, manage time or
emotions (Adeyet al.,1999). These can include techniques such as: mind-mapping,
mnemonics, keeping learning logs, taking study breaks, or ds&mihg to
background music. These kinds of strategies began to be mdnmthe 1970s
through books, tapes and videos, and now the field is highkla®d with online
‘Learning to Learn’software.

At the forefront of this movement was educator Tony Bui74, 2000).
He was possibly the first person to realise the potearitide “ cognitive revolutioi
(Semin and Gergen, 1990, as cited in Mezirow, 1996, p. 160heaseurosciences
began to impact on concepts of learning. Most educatorgptatit& acquiring a
clutch of useful strategies and applying these regularly vdeming new things,
will improve performance significantly for most peoplorking in the United
States, Twitchell, Cherry and Trott (1996) offered suggestifors teaching
techniques and learning strategies, which they claimed wzetiee in reducing
age-related deficits. They also provided general guidelineslefarner-friendly
classrooms, emphasising that these were good foresdl &tpwever, the psychology
studies on which the age-targeted suggestions were basguldoekn the 1980s and
more recent cognitive ageing data is more sensitive t@dh®unding variables,
acknowledging the wide variations within the older popaigtias discussed in
section 2.2.2.

There is no shortage of books to help adult educatorsieegéessons in a
way that is helpful (Caine & Caine, 1997; Race, 1999; Rogerd 996; Rogers, J.,
2001; Wolfe, 2001, and there are countless free online respautdsas Derek Bok
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Centre for Teaching and Learning (Harvard University), Taacheool Box
(Cambridge Regional College), Theory into Practice abase (G. Kearsley).
Different people express the principles in different sydyut the main ideas include
these suggestions:

* make the topic clear and memorable using auditory and visasa]j c

* do not overtask working memory;

* introduce activities to aid processing of ideas and trarisfdong-

term memory.

Many adults will benefit by being encouraged to use mnemomtsgery and
concept mapping (Buzan, 1988, 1998; Buzan & Buzan, 1993, 2000) and to
understand themselves as learners (metacognition), stges, strengths and
weaknesses (Lucas, 2001; Rose & Nicoll, 1998). This holgiroach seems to
make more sense than trying to counter particular mendeficits, although
Twitchell et al. (1996, p. 175) would appear to disagree:
“It is essential that teachers consider older atddéclining abilities.”
This gives the wrong message, as all adult classehavi# people with differences
on innumerable dimensions. Twitchetlal.’sview is also challenged by key ageing
researcher K. Warner Schaie (1990, cited in Wolf, 1998, pa#),posited:
“It's possible that healthy individuals who maintainaative intellectual life
will show little or no loss of intellectual abiliseeven into their eighties and
beyond.”
Given the heterogeneity of the older adult populaticsh the vast range of subjects,
it is incumbent on providers to adopt a philosophy that tejeaditional stereotypes,
and the deficit model of ageing with its focus on physical 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 probably been tlstnnfluential in
prompting new ways of thinking about learning (Brookfield, 199%foBe critiquing
the study | located, which used Kolb’s Learning Styles Inwgnt(LSI), it is
necessary to explain his learning cycle concept, whiledavgibecoming entangled
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in his style concepts. Therefore, | will describe ibthlgh a research study by English

adult learning theorist Peter Jarvis (1987), to reap the ibehéis observations.
Jarvis (1987) used the cycle to research the learning préoessa social

perspective, which was not totally new as Freire (se@i@r}) and others had done

this implicitly. Jarvis was interested in testing che two learning processes which

Kolb posited had to combine for learning to happen. The & grasping an

experience, and then the cognitive processes transforneedexperience 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 model lay infaéloe that Kolb started with
purposeful human beings (not with animals, like the belagits). Kolb’s interest
lay in exploring the different ways adults responded toci@ia experience. Most
people recognise that there are different types of legybut Jarvis emphasised the
importance of distinguishing between the conceptual defirstpf theorists and the
way people talk about learning:

“If they [people] were asked to explain what they mdantlearning they
would do so in terms of memorising information withine tHormal
school. This is a social definition of learning, a @sx that has been
labelled as learning.” (Jarvis, 1987, p. 8)
Jarvis posited that learning always occurs within a soocratlext and the descriptor -
‘the learner’ - is also, to some extent, a soamstruct, so that learning is not just an
individualistic psychological process, but is a socialqpmeenon as well. He stated:

“Learning is a rich social process and to restrictoitan individualistic
process of some psychological research is to rehdatisservice.”

Op. cit, p. 14)
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However, Kolb’s simple 4-stage cyclical model has dnitive logic. His central
idea is that learning and knowledge are intimately relateldhe combined these into
a single definition of learning:

“the process whereby knowledge is created through thefdreration of

experience.” (Kolb, 1984, p. 41)

The experiential learning cycle (experiencimg reviewing—, creating» and
testing—) can be started anywhere and is a continuous loop. Hehegiged that
learning is both an experiential and a reflective prqocessl from this, he
extrapolated that there are four forms of knowledgeh éiaking to the stages: each
learner develops a preference for a certain stage Kabination) and this preference
is their LS.

Kolb’s LSI was a paper and pencil exercise and Kolb's ftytes were
named _‘accommodator_, ‘assimilator’_, ‘diverger’_ and n\szrger’_. Armed
with an understanding of their style, individuals would bke &0 comprehend better
why they liked some learning processes better than othersexample, one person
might enjoy the concrete experience, but not like weiwig; another might enjoy
creating ideas, but not enjoy trying them out, and so @rdised awareness of
adjustments to ways of learning to increase successthEaeacher, the challenge
was to create lessons that moved through the cycleidmbdmiss a stage.

Jarvis (1987) went on to produce a more complex model ofitep with
nine potential responses to concrete experience, whittldew social and emotional
dimensions. However, it is not necessary to gotimohere. It suffices to say, Jarvis
posited that adult learning needed to be understood much moee sasially
embedded and socially constructed phenomenon, than as muniéveoprocesses.
However, Kolb’s learning cycle, because of its int@tsimplicity, has endured as a
helpful way of enabling practitioners think about certaiages in processing
information.

In the UK, Honey and Mumford, in 1986, developed their @esion using
Kolb’s cycle (see Appendix 9), but with four simplified sty in everyday language,
as opposed to Kolb’s more convoluted conceptual categgorientioned above):

activists (experiencing), reflectors (reviewing),
theorists (creating) pragmatists (testirg)
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For approximately 25 years, the H&M LSQ has been widelgd in the UK in
educational and training settings, to develop students’ andegsiofals’ LS
awareness. Like many educational tools developed independétite critical
research has been done, apart from the major Cofiieldeley, Hall and Ecclestone
(2004) review. However, it has demonstrated high face tglidnd H&M make no
claims that the LSQ is a psychometric instrument sbuply a development tool. To
that end, they have compiled norms and other statistics

“for a target population of trainers/helpers and notsfatisticians... to help

interpret questionnaire results” (H&M, 2000, p. 58-70).
2.2.8 Commonsense view of learning
As a counterpoint to Kolb’s theoretical views of le@ag, it might be apposite to
draw attention to a useful piece of research caoigdome time ago by Saljo (1979,
cited in Candy, 1990, pp. 35-36) who asked adult students: “Whgbul@ctually
mean by learning?” Their commonsense responses fellfirgomain categories,
summarised below:

1. Learning as acquiring information or ‘knowing a lot’.

2. Learning as memorising - transferring information fiautside
into the brain to be able to reproduce.

3. Learning as acquiring facts, skills, and methods tieatiseful.

4. Learning as abstracting meaning. Here the reproductneepb
(implied in 1-3) is replaced by a reconstructive oné, laarning
events and material are seen agahematerialsfor learning.

5. Learning as interpreting aimed at understanding. Ciiie
definitions, this is the most complex and links wité tharner’s value
system and the outside world.

Items 1 to 3 were relatively unsophisticated views aiieg as something entering
one’s head from outside. Items 4 and 5 took into accourinteenal’ or personalised
aspects, which are seen as thinking one does in order tostamtkethe real world.
These working beliefs will make for useful compariserit 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 out toloe if they could
detect a particular pattern of learning styles among ddeits, with the aim of
helping teachers work with older adults. This was largekxplored territory, but
two previous studies had led to conflicting results (Davand®86; Delargy, 1991,
op. cit.)Kolb’s LSI was chosen and the sample consisted of 122enand 50 men
divided into three age-groups 55-65 (23%), 66-74 (46%) and 75+ (31%).wine
recruited from community education and Learning in Retirgnggoups, church
groups,Elderhosteland residential homes: they were predominantly well é¢ddca
and economically advantaged, which is a familiar oldarnler profile (Merriam &
Caffarella, 1999).

The results found no relationships between LS prederegender or age. Nor
was LS related to educational level. This confirms thsid premise of the LS
construct, that it is not related to IQ score — higkd dow achievers can have
identical LS profiles. They also found the respondentdestwere fairly evenly
distributed across Kolb's four constructs, with slightgwer in the Converger
category. While the Kolb’s learning cycle has an inteitiogic, his styles are
complex combinations of concrete or abstract thinking actve or reflective
processing. The Converger style is a mix of abstractepinalisation and active
experimentation. Working out exactly what this would meaterms of teaching a
particular subject is not clear. Similarly, claims d®aconcerning common
characteristics for a group as diverse as older adaii®uly be very tentative.

However, the authors recommended that no single teachethod is used,
which is in line with Brookfield's (1992) exhortation, for amduin general, to use “a
mix of different methods” (p. 13). With the constraintswaorking memory for all
learners, and evidence that classroom activations poswvarful aid to learning (as
discussed in section 2.2.6) teachers who ensure oldeetsaare involved in the
active part of the learning cycle are helping people |elnis, of course, is one of
the key reasons behind discovering one’s LS, to avoid remgastuck at a particular
stage in the cycle.

Missing detail in the study, as far as one can teds wonfirmation that the
LS was accurate. If this was not done, then the fatdityaof the questionnaire
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could not be affirmed. Also, there is no detail of hdw LSI was administered, and
how much discussion was done beforehand with the \reeysé groups. This would
have a bearing on how the questions were interpretedraswlered. However, the
authors, commenting on the application of LSI, wrote:

“..It iIs a technique to get learners involved in the learexpgerience, to get

them interested in their own learning, and it is metlwoduide educators in

using a variety of approaches.” (Truluck & Courter@y, cit.p. 234)

Thus, | can conclude tentatively from this limited LSaarch with older adults that
it appears to generate a drive towards more imaginaaehing and learning. The
lack of research may be because of the considerdble efquired to understand the
constructs, interpret results, and help a lay audiendes manse of them, plus the
guestionnaire cost. Add to this, the “uncertainties androwversies” alluded to by
Adeyet al (1999, p. 1), and researchers may have shied away.

In contrast, Peter Jarvis (1987) used Kolb’s learningecigal creative theory
building and H&M (1986) embraced it as a stepping stone to aj@wel their own
simplified LS model. Using a questionnaire in the mannet fhaluck and
Courtenay (1999) suggest, requires further investigation and ld&®tsion may be

a more practical instrument.

2.2.10 Summary of Key Findings in Section 2.2

The questions which guided the literature search were:
* How does the literature portray older learners?
* How self aware are older adults of having a learning 3tyle
* How flexible are older adults in their approach to learping

* What kind of meaning do older adults place on learningtan lde?

As far as the first question is concerned, conceptidmdder learners are changing
with extended longevity and a new timeframe of poss#mlit Science is also
revealing a new perspective, highlighting the adaptahilftyplder adults, (Cohen,
2000; von Glaserfeld, 1995). The emergence of educationaitgirgy (McClusky,
1973) with its positive philosophy, emphasised how learningptaana decisive role
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in helping people adjust, find a means of self expresswmmtribute to the
community and help shape society.

This vision of older adults as fully integrated and pgditve members of
society has not been realised. They are not a homogemgoup and their lifetime
of experiences conspires to influence cognitive, affecamd motivational states
differently, in ways unconnected to age (Brookfield, 1995; Rgbb®93; Schaie
(1994, cited in Fisher, 1998). Despite this, the literaturetéraded to portray older
adults, as if everyone over 50 is at the same lifgestawhether male or female,
highly educated or not, immigrant or not, able-bodied or Beaity and Wolf, 1996;
Fisher, 1998; Glendenning, 2000; Jarvis, 2001).

Limited funding in the UK for research in this field meahat current studies
have concentrated on the concerns of policymakers anddpreyiwith little
attention paid to how people experience learning, and whétley have benefited
from the ‘cognitive revolution’ and active teaching meth(fRiace, 1999). Also, little
is known about older adults’ learning styles and flexipiiit learning. The Georgia
research indicated that a LS questionnaire is a usefuto help people think about
how they learn.

There also appears to be an assumption that once@nparters a classroom,
learning just happens. Formosa (2000) revealed that USE mesdmred happy to
file into lecture halls, sit quietly and listen. Wassttheir preferred way of learning —
patiently receiving ‘deposits’ from lecturers, as Freii®70/2000) would have
described it? Or was this really about mingling at the Uritxeand maintaining a
feel-good factor, or a mixture of both? Similarly, tlenglish U3A study
demonstrated how feelings ran high when the feel-goodrfacis threatened.

Candy (1991) wrote that teaching and learning is about negotiauilding
and exchanging useful meanings, while Jarvis (1987) descriaedirlg as a rich
social process. Put these together and, as educatorgedeto know more about
ways of connecting, communicating and negotiating in thesd@m, so older adults
can maximise the gains from time spent together. In atbeds, we need to know
more about the kinds of learning experiences which will g#aethe greatest
satisfaction, intellectual stimulation, emotionalfifadent 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 reviewed abawd,the gaps identified in

the existing literature at the time of planning my reseg2001), the following aims

were identified for my study:

. To explore preferred ways of learning and communicatiragluits attending
later life classes;

. To determine the learning style preferences of a saofpddder adults and

examine any emerging patterns;

. To explore the participants’ understanding of learning \ahdt it means to
them
. To develop a clearer picture of changes in learning stygr time, flexibility

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

learning and learning in later life.

Research Question

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

What kinds of learning styles and modes of communication do older adultstprefer
use in later life classes and how do these fit with recent irssiglt neuroscience

research and enhancing adult learning?

Based on this, the following sub-questions were developed:

What kinds of profiles would a sample of older adults produce using leastyiles
guestionnaires?

How do older adults think about their own experience of learning and whegahs
to them?

Do learning styles and flexibility change over time?

What kind of actions are taken if there is a mismatch between naefemay of
learning and teaching style?

What are the intersections between best practices in adult learning anehttur
neurobiological discoveries and how might they impact on learning in l&ér li
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2.2.12 Intended outcomes

| hoped that this study would shed light on forms @ifriéng that are particularly
apposite for older adults, bearing in mind that learning ishasocial and emotional
process, and that a class offers a unique opportunitying people together, not
only to learn from the tutor, but from each other. féhes much agreement that
learning has the capacity to shape and enhance people’s Iix@azdhde classroom
situation, supporting intellectual growth and contributingatgreater awareness of
personal strengths and agenghere is no one right way to learn All the same,
learning may be enhanced if educators adjust their teachiradigio with best
practices in adult education and current neurobiologicabueries about how the
brain functions and the type of learning scenarios wheoplpéhrive. Then, later-
life learning would make a significant contribution topuet) 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 of ratee to this study. Various
contemporary UK reports were introduced in Chapter 1 dif®ission documents
of Scotland’s Futures Forurf007, 2009: section 1.2.1), thmiversities UK Study
(Phillipson & Ogg, 2010: section 1.2.ZJhe Inquiry into the Future of Lifelong
Learning (IFLL) (Schuller & Watson, 2009: section 1.4.1), together \Eitiopean

Commission reports (2007, 2010: section 1.3.1) on active agelgddcuments
reflected increasing awareness that the changing demognayalfiie requires, not
only policies extending working life, but initiatives dt kvels of governance,
embracing active contributions to society by older aduhsough volunteering;
community and civic engagement; family caring and indepariokeng.

2.3.1 Active Ageing and Lifelong Learning

Despite all the reports, the contribution learning eke to maintaining mental and
physical wellbeing does not yet carry much weight, althodgdie 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 adalts not strategically supported in
maintaining active engagement with the outside world.

The European Commission has propose 2012 asBhwpean Year for
Active Ageing"pbut it remains to be seen if this makes a real diffszeand moves
the lifelong learning agenda closer to centre stage fooldér adults. The major
recommendation oThe Inquiry into the Future of Lifelong Learnir{§chuller &
Watson, 2009) of a new model of the life stages, withtlemtent to learn at each
stage, does not appear to have had an impact on practicd getneed to reduce
government debt in the wake of the global banking ca§i2008, subsequent job

losses and high youth unemployment are likely to have glay®ajor part in this.
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2.3.2 Recent overviews of the field of educational gerontology

As far as the studies into later-life learning are comex, there have been two useful
reviews — one from the United States (Chen, Kim, Mook&riam, 2008) and one
commissioned by the UK-based Association for Educatioth Ageing [AEA]
(Anderson, 2008). Chent al. (2008) reviewed five mainstream adult education
journals from 1980 to 2006 and identified only 26 empirical studii¢he 93 articles,
and found that most focused on academic discourses ay pskues. They
concluded that article content lagged behind what wedjirkaow about the range
of cognitive and physical capacities, developmental needsirdarests of older
adults, and suggested that much of what is actually happenntg eing captured
in studies or widely disseminated. They also suggestedhbagbortrayal of older
adults painted too rosy a picture of successful learning.

The authors eliminated gerontology-specific journalsnfithie review, such
as Educational Gerontologyso it was not a complete picture of published work.
Perhaps this was the reason the critical writings dieeacholars (Battersby, 1990;
Gibson, 1986, Moody, 1987, cited in Formosa, 2000; Phillipson, 200@) missing.
However, it did single out Glendenning (2000) as a questioninge vaibo
challenged the assumptions underlying later learning, includireg-reliance on
anecdotal evidence of its beneficial effects. Thep @dded authors of books on
later life, including the New Zealand educator, Brian Find2©05) who has spent
time researching in the West of Scotland among undergedielder adults, and
when referring to participation in learning, stated:

“It is not realistically attainable for the vast jovaty of seniors who live in a
myriad of social and material conditions, some quifgeksing.” (p. 21)
Perhaps the article writers reviewed by Cheal. (2008) can be forgiven for having
a blind spot regarding diversity variables among older adadssibly, this was an
unconscious attempt to make up for the former imbalancegstivity surrounding
later life (De Beauvoir, 1984; Frieden, 1993) and the pergalelief that “older
adults cannot sharpen and broaden their minds” (Mehrotra, B0635) . However,
it is certainly right that educators move on from thmgkin terms of the older adult
population as a homogeneous group of eager learners and sectiati many older
adults are marginalized, with marked inequalities of actmsthe least advantaged.
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To digress slightly, at national level these inequaliiesincompatible with
the Scottish Government's goals, which emphasise the inmpertaf lifelong
learning, not only as a vital factor in economic prospebut also as a way to
achieve, “social justice, stronger communities and mogagsd citizens” (Scottish
Government, 2007, p. 6). It is known that participation arreng in Scotland is
slightly below the UK average in respect of age, whiad~(2009d, p. 15) has
pointed out should be a cause for:

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

inhibitor of cognitive decline and (b) future Scottish derapgic trends”.

So, for those individuals who have missed out earlieifarebpecially, ways need to
be found to draw such people into learning without beindema 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 of latee fifom a European
perspective. Among other things, it drew attention tortbed to change attitudes
and perceptions about ageing and the continuing capaciearo. IThis highlighted
that ageism still lingers, even in the academic and me@semmmunity, where the
field is not generally acknowledged. Anderson also pdimtet that learning and
teaching methodologies remain under-explored and notuualiierstood. It was also
stated that, with the exception of NIACE and some Ewopwojects, there were
few examples of learning practices, which was also npeeance in my original
literature search. However, there are two studiesfigreint ends of the spectrum of

later-learning research which highlight the diversityhe tield.

2.3.3 New research directions on learning in later life

The first study addressed largely unexplored territorg -disadvantaged referred to
in the previous section. Hodkinson, Ford, Hodkinson and kiawt(2008) forged an

interesting way to explore this issue, with the creatiba new model of retirement.
In a nutshell, the authors suggested:

“.. retirement itself is a process bbécoming and learning is an integral part
of that process - not something separate fromap? €it, p. 177)
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This rejected the ubiquitous ‘learning as acquisition’ mdaled ‘learning as
becoming’ model. The research was part of a major qtigbt empirical
investigation calledLearning Lives: Learning, ldentity and Agency in the Life-
Course involving four UK universities and funded by the ERSC and patheir
Teaching and Learning Research Programn@ver a three year period, 528
interviews with 117 people aged between 25 and 84 took place. Hodlarteam in
Leeds focused mainly on older learners.

They posited that voluntary organisations, leisure-agemroups, religious
groups, social welfare agencies and public helping agenagsenable to provide a
better sense of fit for a considerable number of oldhrits in retirement. These
contexts are what Hodkinsaet al. (p. 181) have identified as “learning cultures”,
which should be encouraged to bring into their fold the le$weaft and less
privileged:

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

disadvantaged retired people can and do participate di fjemprove the

richness of retired peoples’ social interactiongg. (cit)

These sentiments reflected some of the ideas expressedhan a decade earlier by
Withnall and Percy (1994), writing about an approach to goadipe. Rather than
adopt an equal opportunities approach (everyone with ideofigadrtunities), their
recommendations encompassed the ethical notions of rhuhgnity, human
potential and fairness, which recognised, as did Hodkiesaal. (2008), that the
relationship between dispositions, personhood and learnipgedsctably complex,
encompassing quite different personal and social ciramoss, leading to different
types of learning.

Recent intergenerational community projects in Scotlamdated by the
distribution of micro grants (McKechnie, 2009), have alse@nbeemarkably
successful in this respect, managed independently by commutotal authorities
and charities (Elvin, 2011). Illlustrated local reports can Wewed at
http://www.scotcip.org.uk/Local_Projects.html. Elvin (p.14) megked on the
contribution of older adults to such ventures:

“the older adults involved have made genuine contributimmegeneration of
their communities in partnership with young people.”
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Learning cultures of the type described by Hodkinstral (2008) and
promoted currently in Scotland (Elvin, 2011) create a win-wiuasbon for
communities, children and retired people — and ultimatelysociety, with greater
social cohesion, less dislocation, and increased viefllbend happiness. Although
my research did not address the issue of disadvantagdtd, adus an important
development in the field of later learning. Hodkinseh al.’s work is an
acknowledgement of diversity, and of the humanity, persodlrand learning needs
in a little researched area, in which the older adultsoften loosely (and wrongly)
categorised as non-learners. However, this is a groupgat risk of prolonged
chronic mental and physical ill health and a dwindling qualityife (alluded to by
Findsen, 2005), with accompanying high healthcare costs.

The other study at the opposite end of the learningreann explored the
contribution of studying to the elusive concept of ‘qualitylife’ in retirement
(Jamieson, 2007). The target group attended formal extrd-olasses at a London
University college, with just over half possessing degieel qualifications.
Questionnaires were followed up by in-depth interviews exgolinks between
quality of life and studying. The results illustrated tleatucation at this level
enhanced quality of life in different ways for differendividuals. For some, it was
the experiential benefits of attending classes, whiteothers there were personal,
value-laden, affective and emotional reasons, but dwbelrocesses and outcome
made time spent learning seem like time “well-spent” (p. 22)

To summarise, | have highlighted ways practical policyifefong learning
needs to be enacted in terms of wellbeing and mengafatanot just work. |
highlighted the key observations of Chat al.’s (2008) review which extolled
researchers to open their eyes to heterogeneity agdahges. From Anderson’s
review (2008) | selected two research studies which brokegneuwnd - Hodkinson
et al. (2008) and Jamieson (2007), which illustrated two ends ofpetrsim within
later learning, from community regeneration to studyingreddvanced level.

In the next section, | will briefly outline the imgaof the Coffield Report
(2004) on the learning styles debate, followed by Yang's (26083tic theory of
knowledge and adult learning, before the final section an l#test 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 overview of thaanfie of Kolb’s (1984)
learning cycle and the stages of learning which greatly infle@ theory building
and learning styles in practfcd also described how Kolb’s ideas were successfully
adapted by H&M (1986). However, for some time learning stylase been
contentious and the debate came to a head when Cdtiald(2004) were directed
by the Learning Skills Development Agency (LSDA) to conduslystematic review

of the 13 dominant LS models in further education. The ettlahgaall encompassed
the same aspects and the report claimed that mos¢ afistruments were unreliable
and invalid, which evoked a rigorous response among LS fet®WBurnett, 2005,
Cheminais, 2002, as cited in Raynor, 2006; Dunn, 2004; Evans, Cools &
Charlesworth, 2010; Reid, 2005). Raynor (2006) defended the ussfolhlesrning
styles by positing that, when used in well-considered wthes,concept was an
essential feature of personalised learning.

Subsequently, Race (2010) has suggested that learning stylesesire
regarded as different ways that individuals respond tontia factors underpinning
successful learning, thus freeing up learners from feelingpédh in a ‘style’ that
predetermines how they go through learning processes. Raeet,ihas created his
own model of learning (pp. 21-41) which eschews the idea te#fssgnd a learning
cycle, using instead a ‘Ripples’ metaphor, starting wiimting and needing to learn
which starts the ‘ripples’ of learning in motion, leaglito doing and so on. He sees
the ‘concrete experience’ and ‘active experimentataspects of the learning cycle
as having so much in common in practice that they areaany both learning by
doing. It is also interesting that, reflecting on leagnistyles, Coffield’s (2008)
attitude appeared to have softened in connection withetsilngss as a tool for self
awareness:

“So a deep knowledge of individual learning styles could bd tsécrease
the self-awareness of tutors and students about theangshs and
weaknesses.” (p. 23)

% Kolb is the most cited author in the vast LearningeStliterature or “jungle”, as Desmedt & Valcke
(2004, p. 445) emotively titled their roadmap of the fieMapping the Learning Styles ‘Jungle’
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Thus, while learning styles theorists were exhorted to lpit tiouse in order and
generate a common language on styles instead of “erdidsstomies” (Coffield,
2008, p. 23), the value of a LSQ as an instrument to exmtengths and

weaknesses was acknowledged.

2.3.5 Yang’s holistic theory of knowledge and adult learning

The dynamic model of knowledge and adult learning (Appendic&s5) proposed
by Yang (2003) was described as “pivotal in presenting hewepbions of learning”
(Batista-Taran, Cruz-Ledon & Coombs, 2008, p. 98.theoretical framework
captures much of what is already hypothesised about adultihg and brings ideas
together in an elegant way, drawing on a ‘coin’ metap¥itr its three facets — head,
tail and edge. A framework not only helps the reseanctate sense of the data but
provides a tool for structuring the investigation (Anfardl&rtz, 2006).

The model’s epistemological roots are in a belietesysthat acknowledges
the transformative nature of human existence and lgmaiing is powerfully
influenced by feelings and emotions, although Yang made notbnksuroscience.
Yang postulated that each facet needs the other fazatsake sense of human
learning. For example, conceptual knowledge is likely tasisb only of sound bites
of information without being connected to what we haaered through experience
(perceptual knowledge) and to how motivated we are to khege facts (affectual
knowledge). In Appendix 5 Yang's model of Dynamic Relalips between
Individual, Organisation and Social/Cultural Contextdisgplayed and in Appendix 6
there is a table which summarises his three-layeratemo

Yang’s theory encapsulates three prevailing approache®widdyge in adult
education - empirical/analytic, interpretive and cattiMezirow, 1996, p.158):

“Although the differences among the three facets awkedge have long

been recognized, few scholars have examined their umtdnye and their

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

Yang'’s view of knowledge - that learning can be viewebtah an individual and a
social activity - recognises the complexity of the tiefaships that exist among the
cognitive, behavioural and affective domains, how thegradt with each other and
how their combination influences the way people respompauticular situations.
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The smaller outer circles in the diagram of the dycainteractions
(Appendix 5) embody the ideas enshrined in the three nhagoning paradigms
(Mezirow, 1996). Technical knowledge resides in the positi(st objectivist)
paradigm, where rational decisions are made basedbpective facts’. Theory in
adult learning assumes to a large extent that the mohdb@aty are split, thus leading
to a strong emphasis on cognitive development, informationessing, measuring
intelligence, and so on. Because this domain is eayries#n overly) promoted and
valued in western culture, this knowledge is often privilegad kmowledge gained
in the other domains made light of or dismissed. This pgmadin its own now falls
short because it denies that feeling and thinking are inbkoconnected.

Practical knowledge resides in the interpretivist paradigThis can be
unconscious learning that occurs through practical experieheaygh living and
being, through reflecting on past experiences and on newiexpes that lead to
new evolving understanding. Awareness of how we leaanf@sm of tacit, practical
knowledge, and although we have naturally evolved ways whaing meaning
from life events, yet we are often unaware of theuaclearning processes
(Brookfield, 1990). Understanding can include knowledge gained todég
shared understandings and practical expertise — in othets, the familiar actions
and behaviours involved in being an effective and flexibdgnimer of a group. This
is the domain:

“where knowledge and information about persons and tleldware

embedded in the medium of language.” (Mezirow, 1996, p. 161)

It is therefore subjective and fluid. However, Yang {®o#iat this paradigm on its
own falls short in not separating interpretation frogality, and that all theories, by
their very nature, must have elements of conceptuallauye.

Critical knowledge resides in the third paradigm. A siagxample of the
application of critical theory is Formosa’s (2000) analysf the U3A in Malta
(section 2.2.4). This paradigm deals with liberation frha dominant ideology,
deciding values to live by, and learning to live with the caittions of democracy
(Brookfield, 2005b, cited in Merriarat al.,2007, p. 257). Yang’s conceptualisation
of critical knowledge relates it to feelings and emadipeople have for the world

around them.
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This affectual dimension, holds out promise to illumirtateinteractive nature of the
three dimensions and this paradigm on its own is met @rrently embedded in
Western values and culture.

This section has given an overview of Yang's theonylich he synthesised
and integrated existing learning theories. He claimed tthattheory provides “a
strong analytic tool to examine and re-examine commorepia and theories in
adult learning and HRD fields” (Yang, 2004, p. 258). Its holiapproach should

make it useful counterbalance to neuroscience theories.

2.4  Adult learning and neuroscience developments

“The old phrase ‘Use it or lose it’ has gained a mesaning in the age of

cellular neural plasticity and adult neurogenesis. Alothe idea is

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

In the past decade, the enormous growth in understandingasticity has created
an entirely new way to consider how learning and achieve take place
(Bengtsson, 2009Dana Alliance for Brain Initiatives2004, 2005, 2006; OECD
2007, 2008). Cognitive neuroscientists are also providing newhissigto the
brain’s decision-making functions - the ‘executive brgi@oldberg, 2001, 2009).
For example, more is now understood about the braiafmaty to retain new
information in working memory until the tasks dependentthis information are
completed. These executive functions play a crucia¢ nal integrating many
processes, including problem-solving and emotional con#el.we saw from
research discussed in sections 1.5.2 — 1.5.4, the efiéamotions on learning
(Damasio, 1994, 1999; Immordino Yang & Damasio, 2007, and otlmees)ns
teaching involves not only transmitting knowledge, but alseturing attitudes,

beliefs and a classroom which promotes positive engagement

It is remarkable that neuroplasticity occurs, not ontpulgh our experience
and actions, but also through our imagination, with Nipbeewinner Eric Kandel
(2006) the first scientist to demonstrate this phenomeNow scientists know, for

example, that a single neuron, in the space of an houngdutensive learning, can
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more than double its synaptic connections from 1300 to 2700. Tpel ra
development of functional neuroimaging techniques has givesearchers
unprecedented access to working brains, although the cdBisdlpe of research
currently, at $600 per participant hour (Varma, McCandlissSéwartz, 2008,
p.143), is unlikely to lead to projects that test large popust Cohen (2005) also
drew attention to studies of mind and brain which showaghaanprovements with
age, such as left/right hemisphere co-ordination and ienadtbalance. He also
claimed the more complexity, the more protection, wimcim line with the concept
of ‘cognitive reserve’, discussed in section 2.4.2.

“The complex neural architecture of older brains, tbover years of
experience, practice and daily living is a fundamentahgth of older adults.
And the more complex the architecture, the moresiste degradation from
injury and disease.” (p. 8)

In this section, the aim is to provide an update on neuompal research of

relevance to later learning.

2.4.1 Bridge between neuroscience and education

In their book, Battro, Fischer & Léna (2008) provided an waer of major topics,

but also gave a warning that public expectations were runningl af¢he science.
However, Howard-Jones & Pickering (2007) reported a higél leflzenthusiasm by
teachers, and in the past 10 years there have beerasimgeexamples of
neuroscientists connecting with educators to produce attiblgoks and ways to
foster creativity (Howard-Jones, 2009). Indeed, educationaioseience has now
become an established venture, with the following devedopsn

* Organisation for Economic Cooperation and Developn@&QD) Learning
Sciences and Brain Researloject (1999-2007).

» ESRCTeaching and Learning Research Progran{(fieRP Seminar Series
(2007) Neuroscience and Education, Issues and Opportuniteslving 400
teachers, neuroscientists, psychologists and policymakers

* NEnet (Neuroeducational Research Network). A recentaiivé, coordinated
from the Graduate School of Education, University of Blisto

* NERVE: Neuroscience Educational Resources Virtual Enpgcta (2008).

Access to over 300 educational resources from not-fort@nod other respected
sources.
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* Mind, Brain and EducatioffMBE) journal launched in 2007, bringing together
education, biology and cognitive science, and the mouthpiette International
Mind, Brain and Education Socie(yMBES).

“‘Research in educational settings will shape the greatoderies to

come concerning basic biological and cognitive processésaming and

development.” (Fischer, Daniel, Immordino-Yafgern, Battro &
Koizumi, 2007, p. 2) [Editors of tiMBE].

While resources for educational neuroscience are focusecntly on early
education, there is much of relevance that strikdsadcwith mature learners. Many
excellent websites have been established by scientg@ndgations with the aim of
disseminating knowledge. These includ@ana Alliance for Brain Initiatives
(DANA), Learning and the Brain, New York Academy of the ScieBhagyBrains
and theSociety for Neuroscienc®ANA for example, offers free an online PDF
booklet -Staying Sharp: successful aging of your br&@@06).

Another example of important information concerns rbrdraining
programmes, as older adults are often tempted to binguahh there is a lack of
standards (Sylvan & Christodoulou, 2018harpbrainspublishes consumer guides
to inform decision-making. Two top-of-the-range programmes BKilindFit
(Mindweavers, 2008), andPosit Science(Merzenich, 2009). Merzenich, at the
forefront of brain fitness development, believestfically validated programmes
will become part of every well-organised older adulfs. IPosit Sciences unusual
in having submitted its products to randomised, controllet tffdahncke, Connor,
Appelman, Ahsanuddiet al, 2006; Smith, Housen, Yaffe, Ru#t al., 2009), but
this makes them expensive. Obviously, there is heated eleathe scientific
community about what software programmes can actuallyetelcompared to less
expensive forms of learning (Fernandez, 2009).

However, on the sociocultural aspect of learning,é3alRdsler and Reuter-
Lorenz (2006) cautioned against a return to a reductionist agprima human
behaviour, where people are regarded as mere highly-evoivkedjical organisms,
with the influences of the environment and sociocultcoakexts played down. They
emphasised the modifiability and constructability, nolyaf the brain, but also of
culture and the environment, to counter the strong foausthe remarkable
discoveries around brain plasticity:
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“For humans, the cultural conditions of the environnaetas important for
brain development as the presence of oxygen.” (p. 21)
There is a powerful message in the above statementadalt educators and
practitioners, when considering the kind of cultural emnnents they wish to foster.

2.4.2 Research into cognitive ageing
Studies of cognitive ageing have continued to raise impogiagstions about brain
systems, variations among individuals and the lifelong rpatlefor plasticity and
reorganisation (Reuter-Lorenz, 2002). Usually a proportioroldér adults who
attend classes have concerns about cognitive deficiealtiesigh, in conversation,
it is usually couched in terms of forgetfulness. ldentifythg factors involved in
triggering problems could lead to delaying, ameliorating, @mereversing this,
starting from the premise that this is not an inevitgidet of normal ageing. In
section 1.4.1, the concept of mental capital was disdug®resight Mental Capital
and Wellbeing Proje¢t2008). Deary and Gow'’s (2008) contribution to this project
was to review the substantial literature on the “cogamitigeing trajectories between
individuals” (p. 2). Why do people of the same age show siftdrahces in their
age-related cognitive decline? The studies they reviewed tiakes forward the
work of Rabbitt (1993; section 2.2.2) and others, who had expaseaft of
confounding factors. Deary and Gow concluded from curreséarch, involving
collaboration amongst biomedical, physical and sosigntists, that the most an
individual can do to ensure cognitive vitality in later ligge likely to include:
“adopting cognitively-protective lifestyles, consistinjamncerted effort to
reduce cardiovascular risk factors and disease and secreactivity and
engagement.” (2008, p. 8)
Educators of older adults should know about the outcomesudi studies and
incorporate this discourse into their classroom practiceinform, educate and
disseminate information, when appropriate. Internatioes¢arch has shown health
literacy is a greater predictor of health than a person’s raceetbnicity,
socioeconomic status, or level of education (NielsehkBan, Panzer & Kindig,
2004). This is counterintuitive as one would surmise thgoad level of education
would predict better health decisions. As far as effda learn are concerned,
informing older learners that their endeavours (everhdytforget details) are
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contributing to their cognitive health, is motivating.eegising and helping people
maintain their best possible mental capital and sefiseellbeing. The role of
practitioners in this area, to raise both morale aathlbhrealth awareness, should not
be underestimated. In a recent article, Wright & Gvedky (2011) make this point
precisely, in highlighting how educators can help peoplesscquality information
on the Internet.

A related field of investigation is ‘cognitive reserve'té@, 2002, 2006,
2007; Whalley, Deary, Appleton & Starr, 2004). This is definedhe tolerance by
certain individuals of progressive brain pathology withauaffecting day-to-day
living. The authors suggested that cognitive reserve is libikede extent to which
one has nurtured one’s brain throughout the whole ofrib¢ only by learning but
also through lifestyle factors:

“The cognitive reserve hypothesis conforms with reportsso@ations

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

habits, leisure pursuits and the retention of latentiéntal ability.”
(Whalleyet al,, 2004, p. 369)
Therefore the resilience of the brain is a complex mf environmental and
developmental factors.

Neuroscientist Goldberg (2005) also challenged the belmds half-truths
that our mental abilities are in steady decline. Halstedies showing new neurons
in the adult hippocampus as a result of vigorous cognitiveityctHe does not deny
some mental abilities may decline but there are compensaand he hypothesised
that parts of the brain can grow stronger as we adeerls recognising patterns in
complex situations, and as a result decision-makingpi® intuitive.

Cohen (2005, section 1.5.4) highlighted studies that suggestisexéoosts
the neurotransmitters serotonin, dopamine and norepineplainknhown to help
people feel good and alert, as well as assist neural ooioation. Exercise
increases BDNF (Brain-Derived Neurotrophic Factor) - a proated to the Nerve
Growth Factor (NFG), important for long-term memoNEG also helps support
existing neurons and encourages new neurons and synapsesactivés in the
hippocampus, neocortex, and basal forebrain - areas viteatoing, memory, and
higher thinking. (See Appendix 1 - Brain Maps). More recgndies show the

positive effects of aerobic exercise on cognition andnbfanction (Hillman,
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Erickson & Kramer, 2008). If people are to reap the bemnef longer lives, there is
a powerful argument for making the brain-body conneatios of the pillars of later-
learning:

“Adulthood is not a developmental destination or pitgaceither

psychologically or neurologically. It is the contingievolution of our brains
and our selves that constantly invite us to have a ractige hand in our
destiny.” (Cohen, 2005, p. 41)

2.4.3 Brain-based teaching and the construction of knowledge

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

A most important discovery has come through the wonwartd-renowned
experimental psychologist and cognitive neuroscientist IEfuleing (1972). He has
differentiated episodic memory from other kinds ofrté@g and memory systems.
Episodic memory is a neurocognitive (brain/mind) systieah €nables human beings
to remember personal experiences — ‘first-hand’ knowledgéving labelled
memories acquired through experienéepisodic memory’because, in the main, we
experience everyday life as a series of episodes, winailves the immersion of
one’s whole emotional and physical self. On the othandh ‘second-hand’
knowledge, acquired through hearing or reading, has been kioowmany years to
be more fragile, because it involves only words and thouttet€alled second-hand
knowledge semantic memory- conceptual knowledge, yet to be applied or
experienced. His theory has been extensively refined ambrated upon and he
suggested that episodic memory is:

“a true, even if as yet generally unappreciated, nhafugature.”

(Tulving, 2002, p.1)
As neuro-imaging has confirmed, learning through experiendehes the brain’s
connections by activating multiple sensory centresethetional centre, the frontal,
integrative and motor cortices, ensuring a rich web oéptic connectiondDANA,
2004, 2005, 2006; Rose & Meyer, 200Bociety for Neuroscienc008; Zull,
2006). While numerous studies (as cited in Rogers, Berg, ddeet& Howard,
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2009) suggested slower processing speed, less concentratieerioad of working
memory in older learners, there are also current trgistudies looking for ways to
enhance and maintain cognitive functioning of older adults thronighventions
targeting specific processes, like working memory (Bay&arretti, Riboldi & De
Beni, 2010) and research into scaffolding (Park & Lorenz, 2009).

Scaffolding (in neuroscience terms) is a normal pgeesent across the
lifespan, involving use and development of complementdtgrnative brain circuits
to achieve particular cognitive goals: scaffolding alsense to be protective of
cognitive function in the ageing brain. Also, Hedden and @hibrstudy (2004,
cited in Rogerset al, 2009) indicated that implicit learning and memory (gained
experientially) remain relatively stable across tliespan. However, according to
Cambridge researcher Goswami (2004), there are no studesghthat people can
learn analytical skills implicitly — that is, the id& that enable educational
achievement. He asserts: “These skills most likeyuire effortful learning and
direct teaching.” (p. 11)

The implications of different types of memory foatking are many and
varied. Because adults’ working memory may be less tpbasg inventive when
designing a lesson, and building in multi-sensory expesemill maximise the
activation of the brain’s sensory centres. This ieplusing audio-visual material,
building in activations (exercises, questioning, quizzesateésb exchange of ideas,
humour, stories) to increase good retention. This mawndaot unlike Kolb’s
learning cycle and it is no coincidence that neurobiologyst educator James Zull
(2002) has identified a relationship between Kolb’s learnyadec(see section 2.2.7)
and the way the brain processes information. Zull linkgoseience with learning
processes in the brain and describes how areas of twertex are enmeshed in
networks of other neurons that secrete chemicals ofiem

“These chemicals of emotion act by modifying the gtlerand contribution

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

Indeed, he posits that emotions influence our thinkingentean thinking influences
our emotions. Long-term memory, in particular, is efe by emotions and these

emotions, by being embodied in the original experieneeagrowerful 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 destnibAppendix 3.

Zull's mapping of Kolb’s four-stage cycle on to brain ggsses has elegantly
helped to mesh neurological processes with thinking amditea This is a powerful
bridge to finding ways, “to teach with the brain in min@’aylor & Lamoreaux,
2006, p. 49). Science, of course, does not map directly teabhing programmes
(Willingham & Lloyd, 2007), therefore it needs the creativotfyeducators like Zull
and others (for example, Caine, Caine, McClintic &nkdk, 2004 and Rose &
Meyer, 2002; Wolfe, 2001) to turn the research insights wioking models for
practitioners to use. Currently, Zull's model appearseadbto matching actual brain
circuitry. He posited:

“Learning experiences should be designed to use the fojor mieas of
neocortex - sensory, back-integrative, front-integeaéind motor.”
(2006, p. 5)
These areas equate with Kolb’s familiar learning cyck provide a useful way of
conceptualising how information moves through the brams &lso resonates with
Yang’'s theory that learning must be confirmed or ‘testadainst previous
knowledge:

“...experience itself cannot automatically becomedvatplicit (perceptual)
knowledge.” (Yang, 2003, p. 109)

This process of making sense of experience happens by dognedth previous
expertise, mental models, solutions and routines, reitti@sciously or unconsciously
in one’s vast network of neurons, driven by what Cohen (2005, )pcaled the
“Inner Push”, and what Yang called the affectual fa¥@n@, 2003). Zull (2006)
claimed:

“This neurological complexity can be a component of wisddt is the
biological form of knowledge, and the more complex owvkedge is, the
more we are able separate the wheat from the cHadfpromise to adults is
that the window to wisdom may actually begin to open.7{p.

2.4.4 Neuroscience and the art of the possible
Teaching, unlike science, is adaptive — it is the arthefgossible. A number of
practitioners and learning theorists have brought th@emence and imaginations to

bear on neuroscience research. In their publicatidag)e and Caine (1997; 2001,
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2006) have argued for thinking differently about teaching anditea They believe
that in order to properly understand, or acquire skilldividuals have to work it out
for themselves, using their own brain processes. Thispwfse, has its roots in the
constructivism of Dewey and Piaget, whose ideas abotrimgaowed nothing to
brain science, but to observation, reflection and amal{Taylor, 2006). Although
constructivism was initially a theoretical perspectiv®ain research seems to
confirm its basic premise: that learning is constructethénlearner’'s mind. Caine
and Caine (2006) suggested:

“..people who ‘get it have acquired a new way of lookatighe world. That

means that they can see the problems that they coustadefore.” (p. 54)
Caine and Caine’s solution for ‘getting it’ is an adequateount of relevant
experience - not more instruction or information, becdbhseperceptual shift needs
to be embodied in the whole psycho-physiological sysiewalving the chemicals
of emotion which Damasio (1999), Pert (1997) and Zull (2006) dbestrThis is the
embodiment of meaning, which is the everyday experiensenwou just know you
have just grasped something. Caine & Caine (2006) highlightedassicctrap of
teaching adults - aiming too high and trying to do too much. Huggested the
remedy is mastering the art of ‘scaffolding’ — a cqtcdeveloped by seminal
psychologist Vygotsky (1978). The teacher plans experiefersrcises) at an
appropriate degree of complexity and difficulty, demones;aguestions, discusses
as needed, and then allows the ‘scaffolding’ to fade has Ieéarner ‘gets it
Experience is vital because it is only through relevaqesences that the entire
intellectual system can be engaged.

"Learning is more than the acquisition of the ability think; it is the
acquisition of many specialised abilities for thinking abautariety of
things." (Lev VygotskyMind in Society1978, p. 83)

In many respects, the above statement has shadesdfeGa Multiple Intelligence
theory (1983/1993: see section 1.5.3) with its premise thainngtach person is a
range of cognitive strengths and styles waiting to be dpedlo

| believe this constructivist experiential approach tehesy and learning is
especially useful for a whole range of subjects attrat¢b older adults, such as, the

expressive arts, learning a language or a musical instruosémg, a computer, where
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progress develops step by step to improvement. Howedeitsaoften feel self
conscious about looking foolish in their early attemptdes whole scenario can be a
real impediment to learning, so clever use of scaffigldoy a skilful teacher is a
great morale booster and leads steadily to the timenwharners are not just
receivers of knowledge, ideas and concepts, but becoatmigean their own right.
There is no greater goal in teaching and nothing bettexgeing brains!

Scaffolding (described above) requires trusting sociatiogiships, as
development does not happen in isolation. It is path@fcore Vygotskian concept
of the ‘zone of proximal development’, which means thera zone or space where
the capacity of the teacher matches the student’s exgandpacities. As Cainet
al. (2004, p. 166) stated:

“This means that the amount and quality of learning thaioissible for a

student in any situation depends to a large extent oarhier relationship

with an adult [tutor] or teacher.”

Recent discoveries in social neuroscience have revealedntiportant it is to create
an encouraging holding environment, where reflection agatioe thinking can take
place (Goleman, 2006). The teacher’s interpersonal cdangoctthe learner creates
a biological state in the brain of cascading chemictilsiulating and enhancing the
growth and connectivity of neurons (Cozolino & Sprokay, 20Bhnston, 2006;
Ledoux, 1998, 2002). From Ledoux’s (1998) neuroscientific perspe@metions
are not studied as psychological states, independent aflyingebrain mechanisms,
but as biological functions of the nervous system, whictcdresiders is a more
powerful approach (see section 1.5.1). This chemical Htuatin, triggered by social
interaction - one form of which is dialogue, can keep lbhain alert in a positive,
receptive way and lead to greater brain plasticity. kams, in a state of relaxed
alertness, search and make neuronal connections betweerew ideas and what we
already know:

“Reflection, then, is a cognitive process whereby nalreonnections are
made; when such connections are made, we have a restuzturenal map
or mental representation of that knowledge.” (Johnston 20(®)
Thus, learning scenarios that are intent on coveringt afl material, may leave
insufficient time for learners to make these connestittowever, problems that are

open-ended, have many possible solutions, that are mkete 1o occur in the real
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world, require the part of the brain (the prefrontaltexy that makes plans,
decisions, and choices and creatively looks towardutuee (Zull, 2002). Problem-
based learning and case studies, when constructed to avaidriglet and wrong
answers would seem to offer an excellent way, “to kevadaptive pathways of the
brain.” (Taylor, 2006, p. 78)

2.5 Conclusion

Insights from neuroscience suggest that there are spea@lys to create learning
environments that maximise neuronal connections and impetestion. Of course,

people are different, and research into cognitive ageasgraised important issues
about variations and diversity. However, everyone can helped to greater
confidence in their learning ability by gaining a better urtdeding of different

kinds of memory (episodic, semantic, working) which ptanstoring experiences to
be central to human development, with emotion afigctvhat is remembered. This
has encouraged researchers to create new models omdgaemphasising a

constructionist approach and empathetic teaching. In line thidse developments,
excellent science websites have sprung up to inform, educate and adwise

developments emerging from the neurosciences.

It would appear that the best developmental environmentadergood support, but
also challenge learners to leave their comfort zoseghey are at their “growing
edge” (Daloz 1987, as cited in Taylor & Lamoreax, 2008, p. 157 in this mental
state where effort is required that new networks wilirf:

“The growth and integration of neural networks is the dgaal
mechanism of all successful learning....Challenges thatfas to expand
our awareness, learn new information, or push beysadnzed limits can
all change our brains.” (Cozolino, 2002, cited in Tay2®06. p. 84)
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Chapter 3 Research Design Considerations

3.1 Overview
This chapter moves to a discussion of research ddsigansiders various research
traditions and presents a theoretical justification fo¢ methods employed. The
sources cited include those consulted at the time of plgrithe research plus more
recent commentary on methodological issues by the aathers and other writers.
Aims
In section 2.2.11 the aims of the study are stated inlfusummary, these
are to explore preferred ways of learning and commungan later life;
older adults’ own perspectives on learning; flexibilitpdatolerance of
different ways of learning; and examine the data inligig of emerging

neurobiological research.

Main Research Question
What kinds of learning styles and modes of communicatiooldtr adults prefer to
use in learning in later life and how do these fit widgtent insights from

neurobiological research concerning enhancing adult learn(i8g@tion 2.2.11)

3.2 The research pathway

“The qualitative researcher begins with a research gquestioving then to a

paradigm or perspective and then to interpretive pexctior methods) that

represent the empirical world.” (Denzin & Lincoln, 2008ix)
Denzin and Lincoln (2008) suggest a measured approach, a prbatssvblves
decision junctures which sets the researcher off dowtainepaths leading to
particular methodsHowever, decision-making is never totally clear cut, hut
process characterised by careful choices. The authgosnsade reference to the
value-laden nature of social science research, résgaditions and the researcher’s
personal biography, when they posited that every resgarch

“...speaks from within a distinct interpretive commurtiyat configures, in
its special way, the multicultural gendered componentseofesearch act.”
(p. 28)
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The researcher cannot escape from being of a particlalss, gender, age, from a
particular ethnic, cultural and educational background, fhotding certain beliefs
and theories about the world, and being in a relativaipnf authority. Thus, she
or he does not start from some platform of neutradityd consequently, there are no
observations unaffected by personal feelings, interprestior prejudice, only
observations socially situated in the worlds of theaesher and the researched.
However, despite qualitative research being able to produage partial
accounts, rather than precise explanations, this @sgaocess is an accepted form
of inquiry, and researchers of virtually all persuasiappreciate its value. Also,
because social phenomena are so complicated, diffeireds of methods are often
needed to unravel these and there is now general agmed¢hat mixing different
types of methods can strengthen a study (Creswell, 19@8n&r& Caracelli, 1997;
Patton, 2002). Although there are always likely to be saived issues concerning
mixed methods, with a few researchers adopting the poditat quantitative and
qualitative methods are “incommensurable opposites” (Ni®2@80, [Discussion
para.l], Patton (2002) posited that researchers:
“...need to know and use a variety of methods to be resporio the
nuances of particular empirical questions and the ydmssies of specific
stakeholder needs.” (p. 585)
Also, Green and Caracelli (1997) suggested that paradigmseateviewed as
“descriptions of, not prescriptions for, research pratt{p. 8). There has certainly
been a shift away from the preoccupation with the diffessumptions among
paradigms, known as the paradigm wars (Gage, 1989, cigadms, 2000) - fighting
over the superiority of quantitative versus qualitative apgnes. However, it still
important to appreciate these different “worldviews’s¢dissed more fully in section
3.3) - “beliefs or assumptions that guide researchersiriegu (Creswell, 1998, p.
74). They lead in turn to the ‘strategies of inquiry’ (Blen& Lincoln, 2008, p. 30)
which comprise a group of skills, assumptions and practiteat the researcher
employs as he or she moves from paradigm to the mapivorld” (op. cit.,p. 34).

3.2.1 Choosing a strategy of enquiry

Using the research questions at the start makes @aaphe arrives at the research
methods, providing an opportunity to clarify the data gatlgeprocess (Creswell,
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1998). The strategies of inquiry chosen should alwayshtaetype of knowledge
that will answer the research questions. For many r&sear this is the determining
factor in deciding between qualitative and quantitative aggres (Burns, 2000) and
my research question suggests the need for empiricaladatagathered using a mix
of methods involving both product (Learning Styles Questionnanel its
guestionnaire sequel) and process (discussion of meanimgsges and reactions
from different perspectives). Datta (1994, cited in Tashak&oTleddlie, 1998, p.
11) gave five convincing and practical reasons for 'coexistérate/een the two
methodologies and their paradigms;

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

* Many evaluators and researchers have urged using bothgmasad
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, methodsd data sources,
[researchers] can hope to overcome the intrinsicthetscomes from single-
methods, single-observer, and single theory studjps307)

Mixed methods research, of course, means working witlerdiit types of data
although Denzin and Lincoln (2008) posited that all researahterpretive, guided
by the researcher’s beliefs and that each of theipeacthat qualitative researchers
recruit “makes the world visible in different ways” gp.

3.3 Qualitative and Quantitative Inquiry

In this section the differences and similarities betwvéraditional quantitative and
gualitative research will be examined, along with th@cdof mixed methods.

3.3.1 The limitations of educational research

First, it is essential to accept that it is not ia tlature of educational research that a
‘gold-standard’ methodology, similar to randomised cotadbldrug testing, is
waiting to be discovered. Since human judgement is fuadeahto every human
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act, it is an impossibility that such judgements are niiieénced by personal bias
and emotion. As Burns (2000) stated, “the supposed objectivagiefce is, in fact,
a delusion”, (p. 10). Good scientific practice is indeed:

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

continual process of action and reflection.” (Greenw&dcevin, 1998, cited

in Greene, Benjamin & Goodyear, 2001)

It is interesting to learn that even randomised cdiettdesting, which had been the
accepted norm for many years as the ultimate sciemigthod, has been challenged,
with a groundswell of opinion advising doctors to think inntgrof “contextual
healing” (Brooks, 2008, p. 39) - the aspect of healing thatodymed, activated or
enhanced in the context of the doctor-patient encoutierrthan by the action of a
drug alone.

Similarly, in the transaction between teacher andné&rarconnections are
made between the personal and subjective world ofeduemér and the impersonal
world of explicit knowledge. The teacher bridges botbrlds and how well her
students learn is not just a measure of what lodge®inttains but is contingent on
the implicit ‘know-how’ and social practices of theather as a human being and
member of a profession, which also changes as ‘ruled’sacietal values change
(Pring, 2000.) Given the complex transactions betweerhéeand learner, between
researcher and researched, the range of contextgayiag kinds of subject matter
and how people characterise learning differently, it uizrealistic to expect
educational research in complex settings to provide itgslof definitive answers
that the natural sciences can sometimes deliver conffdeht paraphrase American
philosopher Richard Rorty (1931- 2007), the fact that the wreesl success of
science enables us to cope does not prove that sicidmiifwledge provides a view
of the world that corresponds to some absolute reglityd in Von Glaserfeld, 1989,
p. 124).

3.3.2 What counts as valid research?

In the second half of the 20th century a number of schdkagan to question some
of the key assumptions of the ‘positivist’ camp againstctvhiheir ‘non-positivist’
research efforts were being judged (Eisner, 1991, cited inaAtet, 2006, p. 207,
Guba and Lincoln, 1985ibid., 1989; Pattonibid., 1990; Stake, 1995ibid.).
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Positivism assumes objective reality is an entitytyjically adopts a deductive
approach and it establishes assumptions about relatisnstap are independent of
experience (Fetterman, 2010). Non-positivist researdieere moved away from a
view of validation and reliability characterised by the@posite extremes of
objectivity-subjectivity and realism-relativism, towards emerging lexicon which
uses a different kind of language, such as, striving fortworthiness and
authenticity, which are defined as “balance”, “fairnessti “completeness” (Patton,
1997a, in Patton, 2002, p. 51). Patton (2002) argued that thchisved by the
researcher’s sincere commitment to understand the plesran as it is revealed,
openly acknowledge intricacies and multiple viewpointsl, lag fair in exposing both
affirmative and dissenting voices with regard to conochsreached.

Crotty (1998, p. 41) asked the question — “What store areskwegapeople to
set by our research findings?” He asserted researcbeedsta clarify whether they
are offering their findings as established facts (with sprogisos) and likely to be
able to be generalised or as interpretations that he@e teached in a transparent
way and can be judged in that light, as possibly usefu¢gen persuasive). Crotty
takes the view that non-positivism is not automaticallglitative and self-professed
gualitative researchers can be quite positivist in oriemtafor example, when they
talk about ‘confirming’ or ‘validating’ their findings by &llow-on quantitative
study — “privileging the latter in a thoroughgoing positivistmer” (op. cit.).

Rowbottom and Aiston (2006) reflected the exasperation gl many
researchers concerning the so-called methodology warsn wiey asserted quite
stridently that the divide between the ‘positivist’ andtérpretivist’ approaches is “a
perversely false dichotomy that has become enshrineduicagonal research “ (p.
137) and has created “a dungeon of dogmatism” (p. 154). Witdamng into their
detailed argument, they advocated methodological fliyibrather than rigid
adherence to externally imposed standards, and stresdexeskarchers’ concerns
should be with the genuine ‘fitness for purpose’. Théysed by citing the
unequivocal message of Sir Karl Popper (1902-1994):

“Science has no authority. It is not the magical prodéithe given, the data,
the observations. It is not a gospel of truth. It is wad | who make science,
as well as we can. It is you and | who are responfibli”

(1983, cited in Rowbottom & Aiston, p. 154).

66



Popper’s (1963) view, that it is easy to obtain verifmasi for nearly every theory
led him to posit that falsification should replace veafion as the primary aim of
science. This perspective which came to be known asppsttvism, has been
influential. It is an intellectual attitude which acknledges most of the criticisms
leveled against traditional logical positivism and its uhdeg epistemologies.

However, it also adopts a stance that is criticabuabwhat is seen as
misunderstandings about positivism itself, namelyt timany of the stereotypes
about science come from a period when it was dominated foym of absolutism,

which tended to support a view of science as cut-and-driedpfascientists as all-

knowing, on a higher plain, and uninterested in the ddammas people face. A
modern post-positivist critical scientist believes ¢joal of science is still to try and
accurately portray ‘reality’, but acknowledges that thialge virtually impossible.

3.3.3 Philosophical research issues
To bring Sir Karl Popper into the debate is to moveh® itealms of philosophy
which some might argue is less relevant to adult educafibe.way adult education
has developed, more as a field of practice than a giofest may have been a little
later than some in coming to terms with ethics (S@®Q9). However, certain
philosophical questions guide decision-making, such as,

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

* how important are these beliefs to me?

» which basic values drive my practice?
These kinds of issues arise not only in teaching but in theareh process. They
impart a commitment to certain philosophical beliefs,owntgontain certain implicit
assumptions, principles and values that underlie the gspewen if these are not
expressed openly. Philosopher of education Wilfred Carr (19@%l i0 Bridges &
Smith, 2006) suggested that researchers should not dodge philesogdues and,
indeed, have an obligation to grapple with them.

[Researchers] cannot evade the responsibility fdrcally examining and
justifying the philosophical ideas that their enquirie®iporate.” ( p. 131)

Educationalist Richard Pring (2000) also emphasised thpetasthat researchers
cannot avoid. First, there are the philosophical questbosit the distinctiveness of
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‘educational practice’, second, judgments about the retevaf the social sciences
to such an inquiry, and third, how accessible the languagé to describe the study
is to practitioners in the field. His concerns are roatetie widespread criticisms of
much qualitative educational research, of its irrelevancpolicy and practice, its
lack of rigour, and that it is conducted in a piecemeahmanin a controversial
biased way.

It is true that different researchers use concepthfierent ways, especially
when discussing the elements relating to methodologispioaches with roots in
different philosophical traditions. Denzin and Lincoln (20@8§ed abouparadigms
(as discussed above in section 3.2), Patton (2002) refertbedretical traditions
Merriam (2002) usetheoretical stanceand Crotty (1998)heoretical perspectives
So it is clear that there is endless debate aboubppate terminology and what is
meant. It is a question of how one believes one gamta social reality:

“...and the criteria for judging the adequacy of knowledgel dor

distinguishing between scientific and non-scientifiowledge.”

(Blaikie, 2007, p. 5)
These complex debates and the major dilemmas thal sesearchers face are
ongoing. My own epistemological awareness is basedomstructing knowledge
from relevant, contextual evidence. Therefore, knowladgssentially provisional,
personal and relative, in line with a stance that hggitdi the role of interactions,
language and situatedness, sharing views and connecting oneacpees with that
of others. This subijectivist theoretical preferencgpetiany 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 disappear but whdtendais an
appreciation of our assumptions about the kind of knowledgéope to generate.
The labels ‘qualitative’ and ‘quantitative’ are still useslaakind of shorthand, with
an understanding that, at the core of qualitative ingeitiie desire to make sense of
the meanings and purposes - processes more than conseq@ntess.other hand,
at the heart of quantitative research is data thatbeaevaluated statistically and
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manipulated arithmetically, to yield a numerical indigatof the significant of the
result.

It is obvious from what was discussed in 3.2 that to desjgece of research
is more than just randomly choosing methods from ‘regraut involves designing a
strategy that has a logic and a set of steps thateatl from the questions to useful
answers (Anfara & Mertz, 2006; Blaikie, 2007). Therefores & matter of selecting
the best elements from available strategies and drawmgast experience and
accumulated insights from relevant literature. HoweBéaikie (1993), also stressed,
that researchers should “choose an approach whichtheitspurpose, prejudices
and personality” (p. xX). With these words, he is encoatpgichoice of strategy that,
in the final analysis, rests on personal judgement. résearcher is not neutral as
Denzin and Lincoln (2008) affirm when they state: “Questiohsnquiry always
begin with a socially situated observer” (p. ix). Frample, in the preamble to their
reportLearning Through Life: Inquiry into the Future of Lifelong LearnBchuller
and Watson (2009) made clear their values:

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

right. Our vision is of a society in which learning plays full role in

personal growth and emancipation, prosperity, solidantylocal and global

responsibility.” (p. 2)
Koro-Ljungberg, Yendol-Hoppey, Smith and Hayes (2009, pp. 689-690)eooout
that a theoretical perspective and the epistemology d@aselde in the theoretical
perspective can indicate the types of knowledge guiding eands project. They
have built on Crotty's (1998) definition and have devised aulisalble drawn from
past and current qualitative research methodology literaturgives examples of
choices that are likely to be associated with pasdicepistemological and theoretical
stances. They argue that transparency about decisiotujas is a key element of
good open qualitative research, along with instantiation nadthods and
methodological transparency. This is in alignment witd views of philosophers
Carr (1995) and Pring (2000), as previously discussed.
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Practitioner research

As a practitioner researcher, | interacted closehh wlite researched to create an
environment of trust and openness for discussion and liefleétowever, the issues
arising from practitioner research relate to the resuds traditional notions of
scientifically sound research demand that the reseaish&n “objective outsider’
meeting participants where there has been no previoasorehip and no prior
knowledge (Denzin & Lincoln, 1994). With insider researchk, ¢bncept of validity
becomes problematic because of the researcher's invehtgRooney, 2005), with
blurring of the boundaries. However, this view is basedhenpremise that there is
an objective world where reality awaits inspection. Tilgetivist epistemological
stance (Rorty, 1979) adopted for this research, starmgpmosition to this.

This aspect is designated an axiological issue (Cres¥#9B, p. 75) which
means there will be inevitable biases as | bring my own pug@tions, concerns
and worldview into play in the analysis and interpretatiowould argue that the
flaws of insider research are applicable to almosteakarch. | was conscious of the
socially situated character of this study and | have toemake my position and the
research process as transparent as possible. The tagk wacover other people’s
perspectives, which were equally valid as my own (Cetext, 2000). Validity then
attaches to the meaning that the participants gave taldte and the inferences
drawn. Thus, from the authentic words of the partidipamd my interpretations, |
believe readers have enough information to construct alaen perspectives. These
assumptions lead to a qualitative study within an intespseparadigm.

Methodological options

There are many variants of qualitative, naturalist apgves, but all have the central
aim of understanding the subjective world of human egped. My own decision
had to be based on the appraisal of available optiomziDé& Lincoln (1994, 2008)
drew up four interpretive paradigms for qualitative redearc positivist and
postpositivist, constructivist-interpretive, criticalofosa’s (2000) study (section
2.2.4) was a clear example of rare critical reseamchthird-age learning (with
postmodernist overtones). However, my questions weteaddressing issues of
class, unfairness or power, although these issues undimipportunities. Withnall
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and Thompson’s (2003) study was a deliberate shift away fhemntore usual
survey (Dench & Regan’s [2000] government-sponsored study), qoabtative
approach aimed at understanding later learning from adifiese perspective. This
biographical approach (Creswell, 1998, pp. 47-51) is one of ¢wegnised
qualitative traditions, which primarily uses interviewdthaugh participants in my
study would be asked to think back and relate their cut@ro earlier learning, the
research questions were not related to life course stdpesefore biography was
not appropriate. Creswell (1998) designated the other foaditions as
phenomenology, grounded theory, ethnography and case studih Wiiiscuss
briefly below and state where they sit regarding my ogsearch.

A case study (Creswell, 1998, 61-64) is a familiar concaptt is used in
other well-publicised fields, such as medicine, businessj@anaalism. Different
researchers interpret a ‘case’ differently - for eglanStake (1995) described it as
the research object, Merriam (1998) considered it a mekhgg@and Yin (1994)
viewed it as a research strategy. A case always inva@veituation within clear
boundaries. However, what was of interest in my meteavas not the situation
within the Centre for Lifelong Learning (CLL), but how aang preferences were
perceived. Had the research been aimed at building a betderstanding of what
went on within the CLL, reaching out to tutors, providers aadon, then a case
study approach would have appropriate.

Ethnography (Creswell, 1998, pp. 58-61) is also a well-estaolisaturalist
form of inquiry which uses many data gathering methods, ssclield notes,
interviews and observation, to help understand a culplr@homenon. There is an
overlap with case study, but it differs in that it ugualvolves an extended period of
involvement. The drawback is that the group may be altesedhe prolonged
presence of the researcher, thereby skewing the dataClOlhgsee section 1.6)
could lend itself to an ethnographic study as the programsnaewell-established
learning hub. However, neither the setting, nor thenkra’ characteristics, nor how
well the programme fitted into the university culture, @vaspects that were relevant
to the research questions. Both case studies and ethnoghapRy also been

criticised for the volumes of data generated.
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Moving on to phenomenology (Creswell, 1998, pp. 51-55), wisiehsearch
for the essence of a phenomenon, relies heavily omthgion and imagination of
the researcher. It involves a suspension of judgment abbat is ‘real’, using
approaches inspired by the transcendental philosophy of H(i$dee in my Acts”,
cited in Jarvis, 2005, p. 6). According to Burns (2000), it isethod which aims to
describe “direct experience, taken at face value” (p. ®3)s, phenomenology had
the potential to address issues around learning preferenoagyttha process of
extended interviews and substantial periods of researefiection. However, in its
purest form, the researcher is expected to adopt afdteal detachment. This runs
counter to my position as an insider and also clashés aurrent neurobiological
theory concerning the indivisibility of cognitive and a&tige domains (Damasio,
1994). However, aspects of phenomenology, such as analygiagings, meaning
themes and general descriptions of experience, | anedpabuld be a central part
of seeking out a deeper understanding. Therefore elemepkeondmenology would
be useful, but not in its purist form.

Although | did not plan to develop a theoretical modelfuless of grounded
theory (Creswell, 1998, pp. 55-58) provide a system of codingaaiatgeneration of
meaning themes which guide analysis. Creswell (1998, p. 5&dtrde initial
concepts of Glaser and Strauss (196p, cit.) to Strauss & Corbin’'s (1998)
elaborations — in their own words, “cluster of very usgfrocedures, essentially
guidelines, suggested techniques, but not commandments” (pndigtedview with
Juliet Corbin (Meetoo, 2007) 40 years after the methodology introduced, is
illuminating:

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

theory. Otherwise, call it grounded description. Therething wrong

with grounded description - but we shouldn’t confuse buildivepry with
doing description. Both are valuable and make a contibutio

knowledge and science.” (p. 14)

In this statement, Corbin confirmed that groundleebry is not the only legitimate

outcome. This runs counter to the way it has been pesegenerally. For many
researchers, it has provided a template of explicatesgies, procedural rigour and
seeming objectivity “stamped with positivist approval” (Chaezg2008, p. 205). For

example, Creswell (1998) stated that the grounded theoryegsas systematic,
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follows a standard format and the investigator “needs togreéze that the primary
outcome is a theory with specific components” (p. 5&}tda (2002) believed the
popularity of grounded theory (especially in doctoral thesaay owe much to the
fact that it unabashedly admonishing the researcherive &r objectivity” (p. 127),
thereby adding an aura of scientific rigour. Corbin would rappear to be more
yielding concerning this formulaic description.

Charmaz (2000) has argued consistently for adopting groundedy theo
guidelines as tools, but dropping the positivist assumpticais“tlata simply wait
discovery in an external world” (Charmaz, 2008, p. 206). &haforces a
constructivist approach, which emphasises that our cammephtegories arise
through our interpretations of data rather than “emagdtom 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 ‘discover’ thadgrounded theory’s cloak
of ‘neutrality’ is an illusion. Therefore Charmaz’srgion of grounded theory seeks
answers to emerging theoretical questions allowing usata Ebout the participants’

worlds.

Mixed methods approach

In my research, | intend to use a number of diffefenses to analysis the data -
Yang’'s (2003) theory, neuroscience research and Gee’s (208&)udse model.
Therefore, what emerges is a mixed methods study whichribadis neatly into any
single research tradition. According to Creswell (199%edciin Tashakkori &
Teddlie, 1998, p. 18) an ‘equivalent status design’ probably destribes my
approach, as there is approximately equal weight given tditpise and qualitative
data. At the time of planning my research, | did not hehe benefit of Koro-
Ljungberg et al.’s (2009) table of methodologies which included social
constructionism (p. 690), which incorporated many of the abasmtioned aspects:

“Social constructionism cannot be reduced to a fixed setintiples but is
more properly considered a continuously unfolding conversatbout the
nature of knowledge and our understanding of the world -ntsage or
otherwise.” (Gergen, 2004, p 183)

Social constructionism stems from a relativist epistiegical position and aims to

account for ways in which people are actively engaged ircdinstruction of their
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own subjective worlds (Burr, 2004). Therefore social worl@s“arterpretative nets
woven by individuals and groups” (1994, Marshal, as cited inty;rd998, p. 54).

Social constructionism emphasises the importance odfureuland context in
understanding and constructing knowledge, in the manner Ghé&20680, 2008)

implied. Social constructivism was also discussed in 2.R4gconnection with

learning being a joint enterprise between teachers andeksarMy research was
conducted in the same interactive spirit, with a poaémay-off for participants in

terms of deepening their own self knowledge, not only throedlecting on the

results of the LSQ, but also through learning from eadteroin focus group

discussions.

Regarding the mixed methods aspect, there is, as yetgneed taxonomy.
Niglas (2000) in her critical review of mixed methods, citkd work of Brymen
(1988, op. cit.) who identified ten different ways of combining qualitatiand
guantitative research, Greene et al. (198#@.) who developed a system consisting
of five purposes, and also Patton (198fid.) and Creswell (1995ibid.) who
included the topic in their textbooks. In one of the labe®ks on mixed methods by
Plano, Clark & Creswell (2011, p. 2), they drew attentmmhe way this genre has
gained momentum and cite other writers’ confident language:

“mixed methods has been called the ‘third methodolognalement’

(Tashakkori & Teddle, 2003, p. 5), the ‘third research panadigohnston &

Onwuegbuzie, 2004, p. 15) and "a new star in the seciahce sky’

(Mayring, 2007, p. 1).”

The authors proposed that this upsurge may be due to th#plenuwkays of
presenting information in everyday life through media camications (for example,
scientific TV presentations with scenes of charid @graphs changing seamlessly to
interviews on location). So, in this way, mixed methbage become a natural outlet
for research.

To summarise, my own orientation matched a construcpigsroach, which
confirmed lining up my research with qualitative assumptidniselieve people
actively construct or make meaning of their experienttie®gy endeavour to make
sense of what ensues, appraise it using their current bgsitem, and then sum up
what the experiences means to them. Therefore, Heaneh paradigm brought to
bear falls within Denzin and Lincoln’s (2000, 2008) constructiisfpretive
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framework, which looks for details about preferencestivabons and actions,
which are not easily tested or identified in other cabes, nevertheless should
provide insight into how learning has been experienced andopoa#iow reflection
on more widely applied features.

At the same time, completing a H&M LSQ (2000) and a h&&P began the
process of helping participants tune into learning ideas Bat quantitative and the
gualitative data will be used equally to understand the gghenon of learning
preferences — an ‘equivalent status design’. Theretaseaccepted that conclusions
must, by their nature, be tentative and it will be posdibleonceive of alternative
plausible explanations (Charnaz, 2000, 2008; Cohen, Manion &iddar 2001;
Patton, 2002; Strauss & Corbin, 1998).

The next three sections look at the methodologicalessconcerning
guestionnaires and focus groups, including data collection detfmr H&M's
(2000) LSQ, the post-LSQ and focus group discussions.

3.4 Questionnaires

The underlying assumption behind any questionnaire is thare$mondent will
cooperate to provide truthful answers and everyone wtilhet comparable meanings
to produce comparable data (Burns, 2000). If one is compiling figoeaire, then
the challenge lies in using language unambiguously. Onetavay this is to have
two or more fixed alternatives covering every possibiliygking greater uniformity
in measurement and creating greater reliability. The daens that the answers can
be superficial and can annoy respondents. However, ifedlaeems are used
judiciously at various places, the weakness can be awverc

At the other end of the scale are open-ended questionsh valiow a
“richness and intensity of responsa&p( cit., p. 572). There are no restrictions on
either content or type of reply, but the way the qoesis formulated has to be
thought through carefully. Then there is the challengeoaling the various replies.
Complex questionnaires are usually tested to weed out desstood phrases or
nuances that may strike a discordant note and affsppbnses to other questions, or
even lead to refusals to continue. Scale items ardhanttpe which allows degrees
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of agreement or disagreement on a scale of fixed atiees — ranking in order of
preference or just as a checklist. Some examplesadifigms over questions have
been already discussed already, for example, DentiiRagan, 2000 (section 1.2.2);
Withnall and Thompson, 2003 (section 1.2.2); Walker, 1998 (se2tih5).

3.4.1 Learning Style questionnaires
The normal method of investigating learning styles is toauself-report instrument
which allocates individuals into pre-ordained categobiased upon the theorists’
conceptualisations. Kolb’s (1984) LSI and H&M'’s (1986) LSQ based on the
experiential learning cycle. | have provided (section 2.2hé) background to the
rationale behind this model. Kolb’s four styles are ‘accmdator’ (activist),
‘diverger’ (reflector), ‘assimilator’ (theorist) anddaverger’ (pragmatist) - the names
in brackets are approximately the H&M equivalents (Sa8hith, 2001, cited in
Cuthbert, 2005, p. 237). While these descriptors do not cdivitilekey components
of a learning style, they provide an accessible view efsofiearning personality”
(Lucas, 2001, p. 96). An important aspect is that learningssigfte seen as stable
aspects of personality and unlikely to change in the gbort-(Cuthbert, 2005).
Obviously, there would be little value in administeringtsles questionnaire if a
person’s style were to fluctuate greatly over a feanths. H&M (2000, p. 17) stated
that learning style preferences “have probably develope guiwittingly over a
period of time”.

| have given a brief overview (section 2.®#the additional controversy that
erupted around learning styles when Coffieldal’'s (2004) published their major
report, positing that emphasis on learning styles wasauranted. However, H&M
have not modified their LSQ, and indeed it is now offepaline. | have also pointed
out that Coffield (2008) conceded that the H&M questionnatreldc be a useful
development tool, with one of its strengths its used‘'asarting point for discussion
and improvement with a knowledgeable tutor” (Coffieldal., 2004, p. 77). Honey
(2002), when asked to respond to Coffield’s criticism$ened the questionnaire as
a development tool:

“It is purely designed to stimulate people into thinkingowbthe way
they learn from experience which most people just takgranted.”
Honey (2002, as cited in Coffiedtial, 2004, p. 75).
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3.4.2 Advantages of H&M’s LSQ
An obvious advantage is that its language does not use pedaguwgicology, but
asks everyday questions about everyday behaviour (see AppdEd)diBecause so
much learning happens at an unconscious level H&M (1986) choliee Kolb, “to
refrain from asking direct questions about how people’ldarr®). The creators posit
that this gives it greater face validity: face validgythe quality of an indicator that
makes it seem a reasonable measure. There are 80 siaténtd actual questions)
which all require a straight ‘agree’ or ‘disagree’ rasg® 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 people tacipaidi in the research,
and come perhaps “to realise, often for the firsteti 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 the spaft the research as co-
constructors of knowledge. Third, H&M’'s (2000) guide to introdgciand
administering the LSQ, and also the handouts on stdssriptions and scoring,
allowed consistency across groups, with the process tadangpour and a half.
Fourth, the H&M LSQ was licensed within the Universitpdaalso | was familiar
with Honey’s ideas. Therefore, it was a pragmatic ahoi

3.4.3 Disadvantages of the LSQ

1. As with all questionnaires, while it is relatively edasy administer, it is time-
consuming checking results (the results were self-dy@md collating the material.

2. Because it depends on self reports, answers could badiiked. However, this is
largely overcome when people are assured that it igdatoaevelopment with no
right and wrong answers.

3. With only a binary choice (tick or cross), some pefgsé¢ uncomfortable having to
respond in this way, but can be reassured that the questiens designed to reveal
general tendencies, not give a detailed personality asalys

4. Because there are 20 statements on each style, toaaly@ssociated items make
it appear repetitious. This apparent repetition needs éxjained.
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5. Like any classification, a learning style is a sifigation but people may begin to
attach labels to themselves (and others), then begiefime themselves by LS.

Thus, to sum up, administering a LSQ needs more thanfsigdeknowledge
of the LS concept, to convey to respondents what &neybeing asked to do, what
the questionnaire is measuring, and to be able to respoaquaettions. H&M also
instruct anyone planning to administer the questionnairengplete it personally to
understand the scoring system. These procedures are @ Uidiloav.

3.4.4 Administration of the LSQ

General scene-setting remarks were important to pyirteess in the context of my
research project and emphasise that the LSQ wa$-@esellopment tool, not a test.
Nothing was said at that stage about the styles the iESI@signed to probe. The
participants were provided with a copy of the LSQ (Appendibari] also a few
written instructions compiled from H&M’s protocol. Tée reiterated the self-
development aspect and emphasised the necessity mgs@ny. People completed
it at their own pace, and | circulated to ensure evezygas underway.

The guidelines in the LS Helper’'s Guide (H&M, 2000) welloteed closely
and, before scoring, the recommended procedbid.,(p. 18) of explaining the
learning cycle was done and the H&M handout of the fourrgésgyle descriptions
was distributed (Appendix 6). Participants were inviteduiderline any phrases
typical of themselves. Then, the LSQ score key shea$ wistributed with
instructions to circle the numbers ticked and add them upefour columns. This
‘unscrambles’ the items and provided four raw scores,wdwie then plotted on to
the learning styles chart based on general population n@bms p. 14). When
joined up, the line indicates which of the five bands wkach the score falls — from
‘very strong preference’ to ‘very low preference’ (#ggpendix 12).

When this is complete, each person called out tH&imhich was recorded
on a flipchart for ‘Very Strong/Strong’, Medium, andoWw/Very Low’. A full table
of raw scores and learning styles is available in Appeh@ixA discussion followed

to allow people to reflect on the process and shareessmns. This was not
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recorded and was for the benefit of participants to hedke sense of their profile
and was done in the spirit of being a reflective pariméne research.

3.4.5 Post Learning Style QuestionnairgSee Appendix 13)

Because a self-scoring sheet was used which | wishedipants to retain, | had
compiled a one page post-LSQ where the raw scores neeoeded, together with
answers to follow-on questions. At the foot, there wasaiion for permission to use
data anonymously. The additional answers in this documdmechéo flesh out the
LS profiles and provide further insights into styles. Theuits were sifted into
categories and are represented in the form of tableslarts in Appendices 16 —
21.

3.5 Sampling

3.5.1 Background

| have given a bare outlined of the background to the 3Lgramme (see section
1.6.2). In 1995, Hart and McMellin undertook a survey of the sttugepulation
which showed that approximately 71% were female with alf86% aged between
50 and 70, 54% between 60-69 years, and 5% over 69. Almost 90%neteire
employment, although 25% of this group expressed a desirerw kind of part-
time work. 82% identified themselves as former skilleanimers of the workforce or
professionals and it is likely that the 17% in the ‘houses’ category were married
to skilled or professional men. Only 0.5% of people wdessified as unskilled

manual.

This demographic profile is fairly typical of the cliefe on university-based
community programmes, with the ‘learning-rich’ coming back fore (Sargant,
2000). Reasons for being attracted to a dedicated 50+ programmsniearning with
people with shared interests and experience, and a suppediveng environment
(Hart & McMellin, 1995).
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3.5.2 Demographic profile in 1999- 2002

Below is Table 1 showing registrations for the 3 yeaaslihg up to my research.

2000-
Age Band 1999-2000 2001 2001-2002
<50 13 5 27
50-59 445 533 646
60-69 1111 1083 1162
70-79 386 337 403
80-89 31 40 21
90- 3 0 3
n/a 402 671 453
Total 2391 2669 2715

n/a: Not available. Date of birth not supplied.
Table 1: Demographic profile of learners at the Centre.

The majority are aged between 60—69 which is reflected irfivaygroups. Also
other demographic aspects are similar.

3.5.3 Opportunity sampling

“The key word in the sample population is representagisgh(Burns, 2000, p. 83.)
There is no question of the 3Ls students being representtithe population in
general, therefore no valid generalisations can besrntadther populations as one
could with a random sample (Cohenal. 2000). As the 3Ls programme continues,
the average age of the student population is increasingjdenst return to classes

into their seventies, eighties and even nineties.

Age 2001- 2008-
Band 2002 2009 A comparison between 20-2002 and 2(08-2009
shows that the number of people in the under 50
<50 27 150 bracket increased and those in the 50-59 bracket fell.
50-59 646 211 T_his_phenpmeno_n may be .the influence of age
60-69 1162 1620 discrimination Ieglslgtlon a.dmlttlng younger pgople,
70-79 403 901 and more peoplelln their 50s remaining in the
workforce. Interestingly, the number in the 70-79
80-89 21 132 group more than doubled and in the 80-89 group
90- 3 5 increased about six-fold. This points to the ageing of
n/a 453 108 the 3L student population in line with society in
general.
Total 2715 3127

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

Table 2: A comparison of learners’ profiles at the t@ebetween 2001/2 and 2008/9
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Research was carried out on accessible groups (Gahan 2000), which involved
choosing those nearest individuals to serve as respisndEms is, of course, a
limitation of the study. All the students volunteered, twé never know whether
volunteers differ in some way from those who do ndBurfis, 2000, p. 93).
However, opportunity samples are valuable in exploratiuyiess and it is debatable
whether one could attract older adults from the gémeraulation for this research.
People participating in learning in later life have a h@sards valuing learning,
which does not appear to exist in the general populatioenghe low numbers of
older adults attending classes in general (Phillipson &g,02010; Schuller &
Watson, 2009). However, although this is an accessiblplsaih was hoped they

could provide insights which would illuminate learning later.

3.5.4 Participants in the sample

In general, the participants were well educated or femmnomically advantaged
backgrounds, although some had experienced further edudattagh job training
such as nursing, rather than attending colleges and utisers Some women
married to professional men (classed as housewivdgipast) had missed out on
work-based opportunities to learn. This gender differease,opposed to class

difference, in the current ageing population is sometioveslooked.

Being involved in educational research as a participargly has instant
appeal and recruitment usually is done through gatekeepatt®nipted to widen
recruitment by advertising for volunteers within Centm@tigh posters and leaflets,
but the response was minimal. | put this down to constiests for research
participants from other university departments. | reecuithrough face-to-face
presentations about the questionnaire’s usefulness imgglpople understand how
they learn. There was a novelty aspect to this, witty one person having
completed one before.

Although the research involved focus group discussions angoseehad
been invited to participate in this, there was a sharp dropumbers, although
attempts were made to negotiate different times. Hewethis turned out to be

problematic, partly due to spring holidays. On the plus, dide smaller groups
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provided opportunities for participants to contribute morky fl the discussion. In
Appendix 14 there is an overview of each of the groups iedbim completing the
LSQ accompanied by a descriptive profile. For clarity, ppéndix 15, there is a
separate list of focus group participants, with a deseepprofile of the signature
themes of each group.

| accredit the success in recruiting from my owrssés to the fact that | had
built a relationship of trust, and there was camarademeng students after ten
weeks learning. The classes were over before therobspeocess began. Therefore,
everyone who volunteered did so because of their atenest in completing a LSQ.
As far as the Computer Club is concerned, it was farsmhaged group, although |
co-ordinated the buddy project and had contact regularly thé@hsix buddies who
were also research participants. Indeed, it could be atbagdelt more comfortable
and freer to talk openly because they were familiah thie researcher and with each
other. From this perspective, insider research has tlentmdt indeed, to increase
validity due to the added richness, honesty, fidelity anthemticity of the
information acquired.

There is always the issue of power relations betweaoher and student,
although | emphasised the voluntary nature of participatioth the right to
withdraw. Did my relationship with participants, as enfer class teacher, mean that
they responded in a different way? An implicationttu§ question is that people
might have told me what | wanted to hear, because peihaad already touched on
the subject and unwittingly put ideas in their head. Tokngwledge, the learning
styles concept and ways of learning were never discussddthe concept was
unfamiliar, except to one participant. My former studérad certainly experienced
interactive learning, but all 3Ls tutors are encouragesbitmluct their classes in this
way. Therefore, | am only one of many to adopt an opelticjpative teaching style
and | do not claim to be any different and thus attesgecially active types of
learners.

However, there is a particular question concerningnteers who had also
been in my classes. Was there something special abaunhteessts which made the
research particularly attractive to them? It is posdibat the Mind Power class had a

heightened interest, because in this class, key insigbis neuroscience were

82



explored. However, the students appeared a normal aossss of 3Ls students,
many of whom regularly attended other general interassek in the Centre such as
art, languages and so on. Those who responded to my regrestent an invitation
letter to let them know when the LSQ session would fd&ee, with a return slip,
email and telephone number for confirmation (Appendix 8).

3.6 Focus Group Method

The aim of the focus group discussions was to open upe@anch questions to
discussion to discover participants’ feelings, thoughts, shaaidings, perceptions
and impressions (Krueger & Casey, 2009; Liamputtong, 2011) abeut dwn
experiences of learning. Below | examine why the focus groap thie chosen

method rather than interviews.

3.6.1 Focus group interviews

As a research method, the focus group interview has beenga popularity in
the social sciences, but the first occasion of it®mged use was in psychology
research as long ago as 1926 (Liamputtong, 2011). Focus groupomveat
become a market research tool while, now, they are uséely in politics,
communications and the public health sector. Field (2000) stgygleat focus
groups in educational research perhaps provide a concrete wpigofor both
participants and researchers to learn from the procedsy ¢the sheer weight of
numbers, the participants can challenge the researg@wner to set the agenda
for debate.

Focus groups are an iterative process in which “peoplegsviand
understandings are shared, debated, challenged and changeti2(P@) p. 324).
He even goes as far as to say that the group itselfutemion as a small-scale
learning community with a capacity for fostering learning] anay be well-suited
to the study of lifelong learning. Johnson (1996, cited in F2080) also posited
that focus groups can promote a collective identity angobentially empowering,
and overcome the individualism of much interview-bassearch.

These views contrast with Krueger and Casey (2009) whevbefocus
groups ideally should be composed of strangers, so theyneas@ncerns about self-
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disclosure, although they must have a common concermwioch to voice an
opinion. Krueger and Casey also believe that the faimlit should not be in a
position of power or influence, but this is not always tlase in an educational
setting. | am a tutor in the Centre and, althoughveh@o real power, | could be seen
as a University representative, who might not like &arhcriticisms of teaching
methods in the Centre, or who might relate criticahments back to directors. Also,
it places one in the position, when publishing the finsliraj perhaps making public
criticisms of certain approaches taken by one’s empdoyéwwever, one would hope
that constructive criticism would always be welcomeatademia and would also
provide food for thought for 3L students. Maintaining one’®llattual integrity,
being true to one’s beliefs and portraying the situatimough a reliable lens should
be paramount to reveal new insights.

Carey (1995) draws attention to the issues of censorohg@rformity in a
group setting because members can modify what they satodaek of trust in
the moderator or in other group members. With conformity, mems can be
fashioned to correspond with a member’s understanding ofmtiderator’'s and
other participants’ expectations. So ensuring everyoagv&ge of anonymity and
confidentiality is critical to build trust and countaryaunease. Indeed, this data
collection technique is dependent on establishing rapporttraistt among the
participants.

All in all, participants in a focus group normally feefes and valued for
their opinions. When discussing past learning, of coursee tlsemlways the
possibility of evoking painful memories of miserable smhexperiences. Group
discussions have the power to tap emotional and unooissanotivations
(Morgan,1997), more difficult to reach in more formal mtew set-ups, as
participants get caught up in the discussion and draw eaeh otit. Although
none of my guiding questions specifically probed childhobd,issue came up.
This touches on the difficult area of ethics and thecgple to avoid causing
anyone unnecessary stress which | address in 3.9.

Focus groups are now employed extensively in educaticesdarch.
Chioncel, van der Veen, Wildemeersch & Jarvis (2003) hayiighted that three
out of eleven major adult education projects in the‘LBarning Society’ research
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programme used focus groups. Withnall and Thompson (2003) usddcten
groups in the ERSG@rowing Olderresearch (section 1.2.2) along with other
methods. According to Vaughn, Schumm and Singabub (1996, e ®litwing
assumptions underlie the focus group interview:

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

» People are capable of reporting about themselves andtiatdae enough
to put their opinions about their feelings and perceptiotaswords.

» The best procedure for obtaining people’s feelings and opimsahsough
a structured group conversation

» There are effects of group dynamics that enhance tHénbkel that people

will speak frankly about a subject.”
The first two points are inherent within all self-repareasures, (including the
LSQ). Also the first two apply to interviews. The diguishing feature is their
explicit use of group interaction to produce data and insigl2scussion can
generate insights in a way that questionnaires and individteaviews cannot,
through the dynamic process of spoken language and read¢tioasother’s
comments. The other side of the coin, of courseaisgifoup dynamics can lead to
irrelevant chatter. Morgan (1997) stated that the hallmm&f&cus groups is group
interviews without:

“an alternation between a researcher’'s questions tiwed research

participants’ responses....to produce data and insights thad vee less

accessible without the interaction found in the group.2jp
While Morgan (1997) suggests the ideal number is six to tengeépleger and
Casey (2009) warn that a group exceeding a dozen is liablegiment. Chioncel
et al. (2003) advise a smaller group for reliable results. Hearihgrs’ thoughts
can generate thinking along new lines, spark fresh ageotinvestigation and fill
in gaps, creating a unique discourse through collaboratiganimg-making.
Morgan (1997) found that focus groups are used in three diffkimis of studies
— first, self-contained studies; second, as a supplenyesuaarce of data; and third,
in multi-method studies, like my own.

Focus groups have drawbacks, of course. They are momecothan one-
to-one interviews, with data from multiple speakeriatilt to compare across
individuals (Bernard & Ryan, 2010). Chionatlal. (2003) warn of the influence
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of the phenomenon known as ‘groupthink’ — “group polarisabiodominance and
passivity of some participants” (p. 503). Johnson and Joh(&@@0, cited in

Chioncel et al. 2003) suggested that ‘groupthink’ can affect the validity and

reliability of the results if there is a collectiveiging for unanimity or harmony.
In their evaluation of the use of expert focus groupfour European projects
Chioncelet al. (2003) found other challenges which are summarised below:

* A high percentage of those invited did not show up.
. Organ_isation and moderation takes a lot of effort witfs lgrip on
some issues.
» Time is too compressed to get all questions answered eébcti
. Th_er_e can be a high level of consensus rather thaneadsmf
opinions.
| also found that only half of the original LSQ group sidnup for the focus
groups, but at least those who signed up came. The isstlenging times and
rebooking rooms within the Centre is always difficult dgrthe term, with limited
flexibility. One hour was too compressed for the discussiut trying to extend
this might have been a further deterrent.

Focus groups certainly produce data which are qualitativégreht from
guestionnaire or interview data, as the outcome is a pradugtoup dynamics
and the socio-cultural context. These issues are at hgmart of a social
constructionist perspective (Burr, 2003; Gergen, 2004, as discussgection
3.3.4), with its emphasis on the communicative naturediafogue and the
assumption that language is not a transparent mediurdefeing into people's
experiences and understanding their views. Events coutttdmibed differently
by the same speakers in a different context and affexefif time, and what the
listeners hear could be interpreted differently. Theef&nowledge creation can
be seen as something shared, not as an intrinsicallyjidodl experience. This is
in alignment with the interpretive paradigm’s assumgidhat realities are
multiple, context-bound, and mutually shaped by the “adeon of the knower
and the known” (Lincoln & Guba, 2000, cited in Baxter Midgo 2004, p. 35).

Baxter Magolda’'s (2004) three key principles of educatigmractice,
developed from her longitudinal work with college studeats, first, to seek out
students’ opinions; second, build on this for continuingnieg; and lastly,
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construct knowledge together to arrive at more compielerstandings than one
could deduce on one’s own. Creswell (1998) pointed out tham&m experience

makes sense to those who live it, prior to all integir@ens and theorising” (p. 86),
but when people open up their minds to others’ perspeatioes complex ways

of knowing become possible and understanding is enriched.

3.6.2 Focus group patrticipants

In Appendix 15 is a table of the 26 people listed in theiudogroups along with a
brief mention of each group’s dominant theme. The backgroamdisurrent shared
experience of the respondents in each group influencedrdwiah of their opening
discussion which addressed the issue of how aware tlieypd®n in their life of
preferring certain ways of learning over others. Trap&ciof each person’s initial
contribution(s) at the start (using discourse analysisdh a brief commentary
follows in Appendix 23.

3.6.3 Transcriptions

The sessions were simple to set up with a view to tag@arding, with permission to
record the sessions secured. Six guiding questions wererguefmmsed on the
research questions which were intended to flesh out prexésudis. The questions
were:

* How aware have you been in your life of preferring eenteays of learning
over others?

* Inwhat ways has how you like to learn changed overzime

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

* Do you tend to select activities that reflect the way like to learn or do
you made adjustments when you experience a teaching ls&ylelaes not
suit you?

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

* How do you judge how well you have learnt something?

Not everyone contributed to every question in the laggeups (Chioneeét al,

2003) and there was limited time to develop ideas (withoabrhéng overly
controlling and disrupting group dynamics), and the final questas dealt with
only briefly. The original audio tapes were converted Windows Media Files
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before transcription. Transcribing was an excellent wayfamiliarise myself

with the data, and not simply a mechanical processh®mccasions (in Group
S), where the conversation veered away from the ttpE was not transcribed,
but noted. When there was general laughter or genedalsathis was indicated
and, as moderator of the discussions, any significardrketnterjections | made

were also transcribed. (Transcription of Focus Group Apjendix 24).

3.6.4 Analysis of participants’ voices

There are significant similarities between analysfsfacus groups and other
gualitative data. Commonly, researchers are interaestdee themes which emerge
so that similarities, differences and underlying truths ba discussed. Thematic
analysis is perceived as a foundational method in quaétagsearch (Braun &
Clarke, 2006) and techniques for analysing data in thematigsaand grounded
data are broadly similar (Liamputtong, 2011). Typically, datalysis begins during
the process of collection (Cohen al, 2001; Miles & Huberman, 1994) because of
sheer volume, with early analysis reducing data overldditts and Huberman
(1994) define qualitative analysis as consisting of the thirealtaneous activities:

data reduction, data display and conclusion drawing/vatifio.
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Figure 1: Miles and Huberman’s components of data asalysi

Data reduction is enacted in different ways, but essgntiefers to the process of
creating units of analysis as distinct as possible, ewhidt distorting meaning.
Essentially, this entails keeping the data with the ednin which it occurred. By

ascribing codes a process of selecting, focusing, simplifysognmarising and
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transforming the written-up transcriptions gets underwbgsch (1990, cited in
Miles & Huberman, 1994, p. 11) referred to it as “data cosatgon”. Burns (2000)
believes that content analysis is more an art #hscience:

“The coding of qualitative research is important agpirates, as a labeling,

retrieval and organizing device...The coding scheme is, in, fdte
conceptual model.” (p. 434)

Qualitative analytic methods can be split into twonpa (Braun & Clarke, 2006),
with some methods stemming from particular theoretipakitions (such as,
grounded theory (Strauss & Corbin, 1998); discourse anal@a®,(2005) and
methods essentially free of theory and epistemologyypical example of this is
Aronson’s (1994) article on a thematic analysis of @aeh-clinician’s interview
which reports on experiences, meanings and the realitgaténts. Thematic
analysis is compatible with both experiential and traesionist paradigms (Braun
and Clarke, 2006). Therefore, it is a very flexible metfovddentifying, analysing
and reporting themes within data, “both to reflect tgand unpick or unravel the
surface of reality” (p. 81). Braun and Clarke argue thainttic analysis is often not
named explicitly, unlike grounded theory, which has a highilprbecause of the
valued goal of generating new theory. However, whatewer chooses to call it,
thematic analysis involves searching across a datarsetpeated patterns which are
then coded.

3.6.5 Data Indexing

Since all analysis is essentially comparative, th& fask is indexing to facilitate
comparative analysis by gathering together data undetopiee(Frankland & Bloor,

1999). Indexing is, of course, different from exclusive codagy] did not assign
pieces of transcript a single code contingent solely wpomitial hunch. Rather,
each piece of transcript was assigned several, ndosexe index-codes referring to
several analytic topics. | postponed a final interpiatatintil all text items in the

same categories could be compared systematically, themphasis on being
inclusive, rather than exclusive. Frankland and Bloor (1999ritbesthe analyst as
having a “pre-understanding of the transcript” (p. 147), presymiadtause the
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researcher has experienced the event, transcribedithetapes and will have some
ideas of interesting avenues of exploration.

However, it is only through deeply engaging with the mmaltéhat analytic
categories are generated in an intuitive way. Oftesearchers write about
‘submersion’ in the data and categories ‘emerging’, whnmake it sound like a
mystical experience. From a working memory perspecthe brain is not good at
holding on to lots of bits of information, thereforecerthe material is indexed in as
inclusive a way as possible, and displayed, patterns cdedyghered which connect
to existing theories, leading to greater elaboratiorthee categories and new
categories — in other words, constructivism in action.

Codes at an early stage define categories which ardynaiscriptive - for
example, perspectives held by participants, ways of tign&bout people or things,
activity or process codes, or event codes. Howevehet@as true to the data as
possible, they should arise from the participants’ wad not be determined in
advance, forcing data into some preordained framework amtug@neg alternative
conceptualisations. However, if a theoretical approacimportant, this requires
engagement with the literature prior to analysis andwis my approach, although
it can be a dilemma for the researcher. By coding uml#te, the researcher is able
to detect frequently occurring codes (regularities) and sdbat occur together
(patterns). Data display is a key element in Miles Huberman's (1994)
methodology to allow the researcher to see what is Inappe

“Generically, a display is an organised compressed ddgarhinformation

that permits conclusion-drawing and action.” (p. 11)

The next stage is grouping the units into domains whicbrdang to Bernard and
Ryan (2010) are a list of words in a language that ‘beloggther’ (p. 38). Even
with a fixed set of open-ended questions, it is impossibferexast all the themes
that come up before you analyse a set of texts (Dey, b§98t.,2010). Grounded
theorists call theme discovery ‘open coding’, clagsintent analysts simply call it
gualitative analysis or ‘latent coding’ (Shapiro & Maffkd 997, ibid.). As with all
social science there are many variations on this theepending on the type of
study. Bernard & Ryan (2010) describe several observational ¢eemiwhen
scanning the data, which include repetitions, indigenous a@egdlocal
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terminology with specific meanings), metaphors and anadogekoff and Johnston
(1980) argue that:

“most of our ordinary conceptual system, in terms ofclwiwe both think

and act, is fundamentally metaphorical in nature.3jp.

Analysis, then, can be a hunt for metaphors and wgréirt the broad underlying
themes that might underpin them (D’Andrade, 1995; Strau®sii&n, 1997, cited in
Bernard & Ryan, 2010) and | found this useful, because afuh#er of metaphors
that arose in my study. Other techniques involve looking similarities and
differences, typical of grounded theorists like Strauss @orbin (1990) who begin
with a line-by-line analysis to keep the researcher fedus the data than indulging
in “theoretical flights of fancy” (Bernard & Ryan, 2018,58).

Bringing existing theories to bear on the daexpdain it is a trade-off, as prior
theorising can close one’s mind to fresh ideas andamgwections (Charmaz, 2000).
Also, there is the danger of finding only what one isking for, remembering
Popper’'s (1963) warning, that it is easy to find confirmatiarsverifications, for
nearly every theory. An important stage is to esthbislationships and linkages
between the domains to ensure that “the data, themness and ‘context-
groundedness’ are retained” (Cohenal, 2000, p. 149). The move is then from
description to the process of deriving logical conclusioosfpremises assumed to be
true, while also seeking out, not only confirming casesekaimining the significance

of disconfirming cases and minority opinions.

3.6.6 Coding interactive effects

Liamputtong (2011) highlights criticism directed at focus groegearch that
researchers neglect social interaction within groupsnaemtage the data, as if it is a
series of individual interviews. The social construcsbriramework (Burr, 2004)
emphasises the co-construction of realities betvpegticipants and the negotiation
of meaning. As this is my theoretical framework, | Wik looking for themes
produced within the group context, interactive effects andigynamics which
may reveal the strength of certain views and levelsgoéement. In addition, there
are opportunities to analyse the process of interactimetween participants and
myself, as moderator. According to Myers & Macnaght&8990), the moderator
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cannot be written out of the analysis. They drewntitiea to one of the best
supported findings of conversational analysis:

“Speakers orient to the immediately preceding tunmsweers following

guestions, assessments following assessments, respbmsent) accusation.

In many cases it is the immediately preceding turn ihamportant to the

analyst - the moderator's question, or the participaxéimple”. (p.184)
Therefore, because talk is sequenced, longer quotdtimmsthe transcripts will be
included to support my interpretation where necessary aodngider an utterance in
terms of what came before and after. What can be riapiois not only the topic but
how it was talked about and linked to. The interacticay rhe important to fully
understand what participants are really saying. Myers and adaten (1999) pointed
out certain dynamic forces at play: someone might lmweyong solidarity, arguing
for the sake of it, switching the topic, displaying spekiadwledge or experience.

Stephens (1996, cited in Liamputtong, 2011, p. 176) hasopedea list of
analytic questions for analyzing aspects of inteoactsuch as ‘Did certain topics
produce agreement?’ and ‘What common experiences were sa@?e3 his approach
capitalises on the special opportunities focus groupsdafews utterances, in a sense,
are artefacts of the specific research situatiomerathan “attributes of the subjects”
(op.cit. p. 185). Certainly, a conversation about learning would b&elplto arise
naturally in a group of older adults, unless linked, for examp the topic of how
children today learn in different ways.

In sections 3.6.3 - 3.6.5, the focus has been on the ggicial tradition that
uses text as a ‘window into experience’ as opposed tdirtheistic tradition that
describes how texts are developed and how their steuctur reveal meaning. Next,
| look briefly at this linguistic tradition of analyssnd how it can contribute to
understanding.

3.7 Discourse Analysis
As already mentioned, the first ten minutes of eaclidogroup discussion were
analysised separately using the integrated approach suggestedeb{2@5),

applying certain tools of inquiry or “thinking devices” (p. This fine-combed
analysis helps to demonstrate, among other thingsintheence of the early
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responses in shaping the way people interpret the istwesind of memories
they draw on to contribute and how the discourse ¢ma¢rges is not in one
person’s head but distributed across different viewpoirtgs underlines Carey’s
(1995) qualification that there is not one, stable exaality to uncover in focus
groups. It also reveals how the identities of theigpents begin to emerge, to a
greater of lesser degree, through significant memoriéspast learning
experiences. Although discourse analysis was not the method of analysis, my
synopsis of each person’s opening contribution providesmsbotof the opening
dialogue in each group (see Appendix 23).

3.7.1 Gee’s Discourse mod€P005, [1999])

| chose Gee’s model because it did not require specifligiwledge of
sociolinguistics. His approach involves analysis of lagguia-use, but avoids the
more complex aspects of linguistics and social thedngdeed, Gee expressed the
hope that his model can contribute “to important issus$ @roblems in some
‘applied’ area’ (p. 8). The two “thinking devices” describedolyy are at the heart of
Gee’s approach which are the everyday storylines (daeaory frameworks) that
people use to make sense of their ‘life-world’:

“ ‘everyday people’s ‘explanations’, ‘models’ or héories’ are very
often largely unconscious, and often incomplete imesoways. This
does not mean that they are not deep and rich in tvaim@ay.” (p. 60)

Gee calls these storylines or unconscious mod&seourse models(with a capital
‘D’, pp 30-31). Just like explicit scientific theories, yhare oversimplifications, to
allow us to understand and take part in complex soaddbs. We have hundreds we
can assemble, from ‘green issue’ Discourses, to ‘woditigen’ Discourses, to
‘classroom’ Discourses. Discourses are not fixed estiiig are revised and adapted
depending on the situation, by bringing together what Gée“saliated meanings”
(Gee, 2005, pp. 53-70). ‘Situated meanings’ are words thatcifigeent meanings
depending on the context. The meanings of words do not gidera dictionaries,
but are ‘part and parcel of what the communication sutib(p. 174). Likewise

meanings of words do not just reside in assemblies of neummur brains:
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“but are often shared across people, books, otheranaadl various social

practices...... very often they ar@egotiated between people through

communicative social interaction.” (p. 67)
Therefore, they involve not only ways of thinking but aistys of believing, valuing
and acting out a socially recognisable identity. Thus,stheated meanings people
use can provide a window into their unconscious theorieiscolrse analysis can
involve asking questions about situated meanings, aboutylartactivities going
on, the identities of the participants, their relasioips, the social good at stake,
connections with other discourses and ways of priniggcertain forms of
knowledge - for example, using technical or professionagjuage versus everyday
language. Thus situated meanings and Discourse models amgséfud tools of
inquiry to illuminate “better, deeper and more humanepnéations.” (Gee, 2005,

p. Xxi)

3.7.2 The Opening Round

The texts selected specifically for discourse analygidlee first 10 minutes of each
group which entailed everyone’s initial contribution begieen equal attention. This
exposed how the discussions developed differently, adin@ach group began with
the same question. The analysis shows how varioutopits or motifs emerged.
‘Co-constructions’ (my remarks that add to the discquinsee been retained. The
text is printed in numbered lines and coded in the righttheolumn. This will
facilitate a comparison of the distribution of cantaategories that reveal differences
in the type of language used. Gee’s coding system is Hedcat the start of the
transcripts in Appendix 23.

3.8 Limitations of current research

It must be remembered that this was a small sample wiashnot representative of
older adults in general. They were also people who hawvdahe main, been

successful learners in their lives and the social teitlreess of learning within a
campus setting is a place where they are comfort@bley were interested enough
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in the process of learning to complete a LSQ and aroulfideltarned to the focus
group discussions. The LSQ was interesting in itself, baiogllaborative exercise
donewith the participants and nad them, as a ‘reflective partner’. The post-LSQ
expanded and explained more about the participants’ teprieferences which
added to the richness of the data by identifying other datarpst Within the
interpretivist paradigm, | presented a justification detecting this mixed methods
approach.

The issue of reliability and validity is always a ldage in qualitative
research as the data collected during the sessionsraadlypaffected by the session
itself and magnification of particular aspects carthgeresult of group dynamics or
‘groupthink’ (section 3.6.1). Because participants areomding to each other, the
information elicited is a function of each group intéi@at Thus, focus groups are
not replicable (Carey, 1995). However, assuming that cexgsand conformity (as
discussed in section 3.6.3) have not unduly influenced results

“the information can be considered as an accurateeseptation of the
perceptions of reality for the group members and thexefalid.”
(Carey, 1995, p. 489)

However, Carey qualifies this statement by emphasisirigtibee is not one, stable
exact reality to be revealed when focus groups are useeciady with self
perceptions, and the goal is to explore variationg, tooreach agreement and
generalisability. Ultimately however, the guideline gitest set the agenda and the
findings are, partially at least, a result of where thsearcher looks (Miles and
Huberman, 1994). My interest in neuroscience shaped themaks drawn, and in
thinking along these lines | may have missed other tlangsiconsciously distorted
the data, and my insider knowledge could lead me to make pssusmor miss
important information. The application of Yang’s hotstheory of knowledge and
learning, which is not neuroscience-based, was intendedttasaa check against
misinterpretation.

Finally, to complete this methodology chapter | wiilelly relate the ethical
issues relevant to this study.
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3.9  Ethical issues
Although the guidelines now in place which govern all ursitgresearch were not
operational when | submitted my original research propbsehs aware oEthical
Principles of Conducting Research with Human ParticipgBistish Psychological
Society, 1990), as a member of the BPS. Ethical codewv@res in progress as
standards are constantly changing, and the BPS has qukiced an update. Also,
the ESRC Framework for Research Eth{@910) is online and updated as required.
Ethical conduct is in essence “the application of infatrmeral reasoning, founded
on a set of moral principles” BPS (2011, p.7). The maimetes are valid consent,
confidentiality, anonymity, fairness and processes ctamgisvith these. These have
not suddenly materialised, but were not necessarily apgligijorously in the past
but borne in mind. Miles and Huberman (1994) listed sevenhadattconsiderations
for consideration before, during, and after the resebath been conducted: these
included informed consent; harm and risk; honesty and ptiggcy, confidentiality,
and anonymity; intervention and advocacy. The diffeeenow is regulation so
participants are protected and researchers are in no dooit their responsibilities.

Informed consent entails letting participants know whkahvolved and what
they have to do. In early research, the researched vederred to as ‘subjects’
(placing then in a passive position) but this has largely ,gand terms such as
‘respondents’, ‘discussants’, and ‘participants’ coneepperative roles with the
right to withdraw. As a tutor in the Centre, | pratsal the research as a personal
project and part of my continuing professional develogmeinitially addressed
people in their classes with the intention of persuadimgm of the value of
completing a LSQ, but | was not in a position to pressuoir coerce. | already had
their trust and therefore it would have been dishotespresent it as ‘official
research in an effort to encourage participation. Varbakold all groups that the
process was totally confidential, the recordings werdrmscription purposes only
and names would be changed. Although the research wag iparts, they could
choose to withdraw their participation.

| have already mentioned that focus groups can tagpedple’s emotions and
unconscious feelings, so there is always a risk that sothappy memory surfaces.
However, | did not consider that the people who voluetevould not be able to
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handle this because the students who attend the Gentrdoe fairly robust learners.
So the risk of harm was minimal. Had there been any f@edhtervention and
advocacy, there is a counselling service within the CebBiazin and Lincoln (2008)
wrote: “Today, many agree that all inquiry is moral anditigal” (p. viii). This
sentiment is reiterated by Cohenal. (2001) who stated: “[R]esearchers must make
informed choices of research traditions, mindful of pmditical agendas that their
research might serve” and that ‘fitness for purposestnbe the guiding precept”
(p-1). As McClusky stated almost forty years ago, edocdtr older adults is based
on the assumption that “it will lead to something bét(ktcClusky, 1973b, cited in
Hiemstra, p. 212). Therefore, there is a moral impezatiat research into later life

contributes in some way to this agenda of improvement.

3.10 Conclusion

The goal of mixed methods research is to draw from tleagths and minimise the
weaknesses of both in a single research study. In ney tfees LSQ was a standard
form of data collection with the results arrived htough a prescribed formula
provided by H&M (2000), and the post-LSQ provided simple answeesrarrow
band of follow-on questions. On the qualitative siderdsearcher is “the primary
‘instrument’ of data collection” (Johnson & Onwuegbuzie, 20048 with data
based on the categories of meaning, which lend themstlvdse exploration of
personal experiences and participants’ constructs.eméixt chapter | will present
and analyse the questionnaires and focus group material togetlehope to
demonstrate that quantitative and qualitative researchnitpees together are

important, useful and complementary.
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Chapter 4 Findings and Analysis

4.1 Introduction

This chapter presents the findings and analysis of the &180post-LSQ, together
with the perspectives of those who subsequently attletitke focus groups. Direct
excerpts are included throughout, with reference to spesgpendix documents. |
will illuminate the complex interplay between percepsioof learning styles,
interwoven with participants’ narratives about learnisggategies, motivation,
attitudes, defining moments and feelings from former aodnt learning. As one of
the objectives of this mixed method study was to examiedeidrning styles (LS)
profiles produced by older adults and look for any emergingrpatte differences,
the LSQ results are examined first, interspersed vatarences to the follow-on

guestionnaire and focus group discussions where appropriate.
4.2 The Learning Styles Questionnaire (LSQ

85% of respondents agreed their personal result was watlidthe profile consistent
with their own view of themselves as learners. (S&&tof results in Appendix 16).
For those who went on to discuss their learning preéa®in their focus group this
firm sense of having a particular ‘learning identity’ caaoeoss strongly, although
this was expressed predominantly in their own words and imoH&M’s

terminology. In this section, | will examine the distition of styles, participants’
interpretations, the development aspects, rejectiodesignated LS and belief in

authenticity of LS.

4.2.1 Distribution of styles

To help researchers with data analysis H&M (2000, p. 60)rasi@red the LSQ to a
random sample of 300 managers to allow comparisons to de. nfdeir results
produced:

35% with one strong style; 24% with two; 20% with thr2%; with four and
19% with no strong preferences.
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40% of my sample of 55 respondents was assigned two dtgleg. See Appendix
17 (Fig. 1) for a graph showing how the strong styles pesopewere apportioned.
The most common profile, by far, was Reflector-Th&tofin=13). See Appendix 17
(Fig. 2) for the six most common profiles. Howevegheipeople rejected their styles
and one person omitted to give any indication. Rejacivas fairly even across the
four styles. See also Appendix 17 (Fig. 3 and Fig. 4) fosraparison of all styles

compared to accepted styles.

The R and T styles are closer to each other thaithier A or P, and as Race
(2010) argues, Activist and Pragmatist can at times se¢encliangeable as
‘learning by doing’. Analysing the language of H&M’s Gerlddascription handout
(Appendix 11), which puts flesh on to the abstract ‘bonéghe styles, certainly
shows strong parallels for R and T styles, and clessehetween A and P, for
example:

Reflectors ponder experiences and observe them, whderisls integrate
observations into logically sound theories;

Reflectors prefer to think long and hard about informabefore deciding,
while Theorists think problems through in logical step4®psvays;
Reflectors prize caution, while Theorists prize logic.

Contrast this with:
Activists prize giving things a go here and now, and Peaagts like to act
quickly and confidently to implement what they hawarted.

The difference between ‘giving things a go’ and ‘actingcklyi and confidently’ is
quite subtle.

Of those who received a single style (and acceptethétle were seven
Activists, five Reflectors, one Theorist and one Praghati&M’s underlying
hypothesis is that having one strong dominant style (amd) henaware of this) is a
potential barrier to becoming a “well-rounded learner”. Yhias not discussed by
H&M (2000) was whether having three to four strong stylekewmafor a more
‘rounded’ learner than having no strong preferences, osteggig only in the
moderate bands. So the LS concept becomes rather fuzegy it presents as a
combination of three or four styles, as opposed to mglei‘purist’ form or ‘well-
matched’ pairs like Reflector-Theorist and Activist-giratist.
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Another contrast to the H&M’s sample, where apprataly one fifth had no
strong style, compared to my research sample, wasotiigtfour people had no
strong style, but moderate preferences. (This meant sheres registered in the
medium bands.) They comprised two Activists (A), ondleReor-Activist (RA) and
one with all four styles (ARTP). The fact that almaBtparticipants had at least one
strong style suggests that, although most people saidh#eychanged, the new
styles were not less pronounced, as Kolb (1984, cited ilndk& Courtney, 1999)
suggested tended to happen in mid-life, as people exploredatites. New ways of
learning are equally subject to becoming fixed with repeatedwsich is in line
with current thinking from neuroscience about neuroplagtimeing a double-edged
sword (Doidge, 2007). Our brains are indeed plastic, but waceead a new path,
we tend to adhere to it and it can become just as hhbguhe ‘old style’.

The controversy surrounding learning styles suggests itldwbe wrong
when analysing the results, to place too great an enspbassmall differences,
especially from the limited sample here. Looking & $pread of styles in Truluck
and Courtney’s (1999, see section 2.2.9) sample of 172 partgipamvas fairly
even, but the least preferred LS was Converger, which dtagd involved active
participation. However, it is worth reiterating thatIiKe categories do not match
exactly to H&M styles (H&M, 2000). The Converger styleamatched to Pragmatist
by Sadler-Smith (2001, cited in Cuthbert, 2005) as its H&M edpimvaHowever, |
have already drawn attention to Race’s (2010) critiquéefotverlap of Pragmatist
and Activist styles. The range of views would tend to iconfthe criticism by
Coffield et al (2004) about lack of clarity around definitions. Givéese fuzzy
boundaries, comparing the spread of styles with Truluck & t@eyis study would
not be particularly illuminating, but exploring the @iffént reactions of the
participants to their results should provide insights thieir ways of thinking about

learning.

4.2.2 Participants’ interpretations of their learning styles

The first extract below illustrates several aspettsoov the learning style concept
was perceived. My opening question in the focus groups concewseéress of

preferring certain ways of learning over others. (Aach name is an individual
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identifier code and LS code.) Linda (M5, ART) followedatieen (M16 — LS: not
known), who had been a mature Open University studentdonder of years, and
accordingly, had done most of her course work in assgliétyle. She expressed her
desire to continue to learn, but only with face-to-faaering, so she could share her
ideas and contribute to the class. As discussed in 8606, | will display linking
fragments of the preceding contribution where appropradethe participants and

myself as facilitator (notated as VB) built the comsation in social constructionist

fashion:

VB ‘[So] given a choice, you would certainly like face-to-face.’

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

Linda ‘| think I've always been aware that | prefer hands-on. | like fiace
face tuition and if | use anything at home, | tend to use video and |
like CDROMs because of the interaction.’

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

Linda ‘Eh (pause) No. (Laughter from the group and quick interjection
from another participant: ‘The CDROMSs speak back to you, is that
right?’) Yes. If it works very fast, | like it, buttfislow...{Grimaces).

VB ‘The technology gets in the way.’

Linda ‘It does, yes. But | was surprised at the resultsouight | really was a
pragmatist, but | realise | have these other things as welghmhas
interesting.’

These‘other things’ Linda referred to were unexpected aspects of her LSyerya
strong Activist (A) and Reflector (R), and a strong TrisqT), with her Pragmatist
(P) profile only moderate. Therefore, the hands-on, pragnaspects, which she
claimed as her dominant preference, would seem to haese élicited through the
Activist statements of the questionnaire. Concrete expeei (the domain of
Activists) and active experimentation (the domain ofyRratists) are often difficult to
distinguish (Race, 2010). ART is certainly an uncommonilprads H&M's Activist
and Reflector general descriptors have contradictory asalithen comparing their
opening statements:
‘Activists involve themselves fully and without biasnew experiences.’

‘Reflectors like to stand back to ponder experiencesaoserve them from
many different perspectives.’
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It is difficult to see how one can strongly do both,essl the differences in the
demands of the learning situation dictate which style coimeke fore. It is not
explained in H&M’s (2000) manual how contradictory styéessigned to the same
person are reconciled and translated into behaviour.

One other point which the excerpt above demonstrabegemns interactive
effects. Myers and Macnaghten (1999, see section 3.6.6)attemtion to the well-
documented fact that, in conversation, speakers opethtetimmediately preceding
turn. Maureen had explained why face-to-face was her prefer Linda began by
declaring her preference for hands-on learning, followedadately by mention of
face-to-face tuition. Arguably, this would not have beai sf Maureen had not
focused on it previously, but this does not mean Linda jysedadt automatically. It
is the nature of conversations that we consider otheesisi and include or reject
them, as the dialogue flows. However, awareness sfpihenomenon, which is in
evidence throughout all four focus groups, means that desicopint of the number

of times certain topics appear in each group would not teylarly meaningful.

In general, there was not significant disagreemetntden participants, but it
did occur when two former teachers with diametricaliyposite styles — a Reflector
Theorist and an Activist Pragmatist — were discussinguage learning. Although
their styles differed, their sensory modalities wedentical with Kinaesthetic,
Visual, Auditory (KVA) profiles. Mhairi (A2, RT, sciere teacher) and Norma (A5,
AP, English teacher) are discussing the way languagestasbd taught with a

strong bias towards written grammatically-correct farms

Mhairi ‘There is a lot of criticism about how we were taught in schobéke
languages — we were taught to read and write it but not speak it véry we
But it is surprising how it comes back.’

Norma ‘| think | was taught very well.’

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

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

Mhairi ‘Yes, but is it not generally accepted now that it was the wrongavaath
languages?’

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

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

| was very reticent in speaking.’

In the above extract, Mhairi did not concede Norma’mitpabout balance. In her
judgement there was a wrong balance. This is an exampleilople realities with

two equally valid, co-existing worldviews. Norma was aighe 20% whose style
had remained unchanged, therefore, as an Activist-Pragmsia¢isvould not need to
be told to practise speaking the language, as this would ¢t@wve naturally,

although she described this as being lucky. Mhairi statedsiie had changed to
become more practical of late, but she had accepted, ysury scholar, the

grammatical approach to language learning with her logiciensfic mind.

The above dialogue also has echoes of Gardner's (2003)iplu
Intelligences perspective, which posits that it is fundatally wrong to think that
human beings have only one correct way to think, reaadrproblem-solve. People
have an array of skills upon which to draw, some of whiglh be drawn from
genetic inheritance and others which will be encouragedismouraged by the
culture and environment (Baltet al., 2006). Nothing in biology, psychology and
one’s life is static, with multidirectional influensdetween genes, brain, thinking,
behaviour and environment. Therefore, what seems asglaself evident to one
person is hotly disputed by another, as our experieneetltared by the types of
analysis we use and our cultural, social and educationtdg@ points.

As Brookfield (1995) stated, we construct our experienoeonly through
our senses but through our perceptual filters. Theseocadeeply embedded in our
psyche that they are virtually unconscious. This is &leetfof knowledge that Yang
(2003) described as the foundation layer, where our bedet¢sgl norms and values
unconsciously shape how we draw meaning from our experiehlgesefore, Mhairi

and Norma are unlikely to agree on the right languatgnba between grammar and
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spoken language learning however long they discuss it, le@ymeriences are
never free from the cultural contradictions that imMdothem and the different ways
our brains process information, whether it is callddaaning style (H&M, 1992), a
cognitive style (Sternberg & Zang, 2001) or an intelligef@gardner, (1983/1993).

4.2.3 The LSQ as a development tool

Although Linda (M5, ART: in the extract in 4.2.2) had thouglitherself as a

pragmatist, she confirmed that her ART style seemdd, rgaying that she realised
she ‘had’ these other styles as well. This illustrates power of a test result to
convey a kind of authority and ‘scientific’ validity —p@int made by two others in
the post LSQ although, ironically, Ernest did not agreh this assigned style:

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

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

Bridget judged that the type of LS being measured would not dppigeetings,
discussions and reading reports which had taken up much oWdwing life,
challenging the idea that one’s LS is a typical styatbat one adopts ey learning
situation. This is one of the criticisms of learningless, highlighted in Cuthbert
(2005), where attention was drawn to the positivistic andvitgialistic nature of
styles, which can lead to labelling and stereotyping bgrigg the context and the

learner’s personal history and circumstances.

Nevertheless, the idea of ‘objective’ assessmentepally influences
credibility and the degree to which individuals are open t@ldpmental aspects, so
that they can start to think of themselves differeritlya parallel therapeutic context,
this is what cognitive therapy attempts to achieve —aa@h in the way people see
themselves or see a particular issue. It would be dagay that Linda appeared to
accept the array of unexpected styles as attributesashedt realised she possessed,
but which she could now see as undeveloped parts of hempelsoa sense, this
demonstrates H&M’s LSQ in action as a development todhelp people reflect on
new learning possibilities. So, whether the result igfiably accurate, is not the

point. It had set a train of thought in motion whiclrigued Linda and opened up
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more complex ways of thinking about herself as a leaiffés has shades of Baxter
Magolda’s (2004) ways of knowing (discussed at the end afose3.6.1) which
suggested building on students’ opinions for continuing learnir @mstruct
knowledge together to arrive at more complex understandibhgdso appears to
confirm what Cohen (2005, cited at the close of sectigh2p.believed about
adulthood - it is not the end of a process, but theugteml our brains and our selves,

spurring us on to be more proactive.

In response to question 3 in the post LSQ (see Appendix @B3eming
useful or interesting aspects of the LSQ, approximatdiytia sample commented
on specific LS aspects such as need for balancing stiylesyalue of raising
awareness of styles, or remarks about their own sgdaitexample:

Magda (M8, RT) ‘Interesting to consider different styles. It gave more insight
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 captured their imagons and no one
dismissed the idea as meaningless, even the 15% whotdidjree with their result.
Nan, for example, who commented on the even spreagslgiven an Activist profile,
despite her raw scores for the four styles being A=8,R=9 and P=9. With a
maximum for each style of 20 points, Activist was timyscore not registering in
the low bands, just making it into the medium band,igefit to give an Activist
profile. As | will discuss later, fairly even low s&s seemed to indicate more
flexibility in ways of learning. As already indicated, ofdyir people did not register
a strong style, making Nan’s profile unusual.

However, a number of respondents alluded, indirectlyhe main, to the
LSQ providing more than cognitive insights into styles. Tdmemments below
indicate a shift from focusing only on how information isqessed, to appreciating
we are affective beings with diverse personalities aolka sense of self, with the
capacity for change, and with attitudes that affect deractions with the world:
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Linda (M5, ART) ‘Self knowledge.’

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

Gordon (M12, TRP) Seemed to be aimed at establishing the kind of person, not
just learning preferences.’

Julia (A3, R) ‘Can either confirm or negate one’s self concepts and can 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 personality, selicept, attitudes and
behaviour, which bundled together, are elements of e@#ction. It is interesting
that all but one have a Reflector style in their profilde notion of reflective
learning touches on the domain of affective knowledge (Yang, 2008h specifies
a foundation of values, vision and aspiration underpinnihiganing and assumes
that experience is at the root of learning. This approagias that the many issues
that instigate our learning come, in fact, from experieara@observation.

The next five comments also support H&M’s (2000) contenti@t people
take how to learn for granted, and by the time they dudtsathey think they know
this. These participants show an awakening of réfleain ways of learning after
completing the LSQ:

Harriet (Al, A) ‘A new experience in considering an unfamiliar area of self
assessment and self knowledge.’

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

Ida (R8, TP) ‘Self examination — aspects of myself | had not considered 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 been teachess of their lives, but the
LSQ had provided some new insights. Norma, who had bestroag Activist —
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Pragmatist all her life, although she said it was fesgo adapt, was at her most
comfortable in an active mode, and her comment indicétat she will more
carefully select her classes in future. Ida had rejeloted S profile, but expressed
her openness to new possibilities. Muriel, who had cetedlseveral LSQs, believed
it could offer encouragement, and Lena also thought it dvbelp towards future
learning. Although H&M believed that adults are generallgware of their learning
preferences, everyone seemed to have a sense optéfErred mode of learning,
although not expressed in H&M'’s terms. Therefore, th® Mas useful in making
preferences more explicit. This was affirmed by theséiggaants and appears to
support its use as a developmental tool.

The next quotes from the post-LSQ relate to aspectsaafihg over time. It
is well-known that learning spaced over time is betéenembered than the same
amount of learning crammed into a short period, which quibklcomes forgotten.
If we can link new learning to past experience, which is weibedded, then the
chance of remembering and understanding new material i¢ygeedanced:

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

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

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

How Graham (who rejected his assigned profile) relatsdlidarning style to past
experiences is not clear, as he could simply be refeta how his way of learning
had changed from rote (a point he made later). J# aree of the few participants
who mentioned age influencing change and “contradictionst, @lso the LSQ
started Adam thinking about changes over time. Some of feenges could be to
do with remembering and forgetting, as rote learning frbitdleood, which came up
frequently in the focus groups, tends to be well remembdratl we are not
motivated to learn by rote as adults or particularly gabtkarning this way. New
knowledge has to be used and refreshed or it tends to fadeevelg implicit
learning through experience, remains relatively stablesadite lifespan (Rogeet
al., 2009). Many people are unaware of the different typesashory and think that
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when certain memories escape us, all memory is dailwhich Rabbitt (1993) and
others have demonstrated not to be the case.

The final three quotes on the usefulness of the LSQ bightieeds and awareness of
diversity:

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

and the theory behind Kolb’s work.’

Laura’s comment about ‘needs’ indicates going beyond tiegrstrategies. Modern
biology has confirmed that we are emotional and secédtures, who owe our very
survival over millennia to learning and social functioning (Gwea, 1995, 2006;
Immordino-Yang & Damasio, 2007). The biological connedidoetween the
emotional, cognitive, and social have highlighted the calitrole of emotion in
education, which runs much deeper than most people redbseever, this aspect is
not one that the learning cycle includes and thus, @rgely absent in comments
about the LSQ. However, Rhea’s and Diana’s remarladerelot just to themselves
but other people and how one way of learning does not.fit all

4.2.4 Rejection of designated learning style

Although around 85% agreed with their LSQ profile, it i®iasting to look at six of
the dissenting voices in more detail, as it is possthlind plausible explanations as
to why there were mismatches in these cases. et were four participants who
recorded that they had changed, but this was not reflectessigned learning style.
Martin (C1, R) had expected to be more Activist and wiothe post-LSQ:

‘It [the LSQ] will help me to understand the construction of training sesrl
occasionally still attend.’

Therefore, Martin’s response to the questionnaire ma een influenced by a
lifetime as a professional, with the need to be kect¥e practitioner and undergo
continuous training. However, he was quite clear thatvas “moving on to the
‘doing’ rather than learning by rote”. Angela (C12, RTP) wasopposite of Martin
and thought she should be a very strong Reflector, andadidgree with the very
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strong Theorist-Pragmatist styles which she had also d&sgned. This is a case of
additional styles being confusing to the participant, @sfig as Angela reckoned
she had changed because she “has more patience now.¢himiss with her self
perception of being a more reflective person.

Bridget (S8, A), the third example of a ‘style rejectdrad scored as a moderate
straight Activist, but on examination of her scores Reflector, Theorist and
Pragmatist, they were all in threrylow bracket. She wrote in the post-LSQ:

‘Circumstances alter. When working | was involved in meetings weddetcetera
— pragmatic tasks. My preference has become more a Theorist.’

In Bridget’'s case, many years of interactive workinghwiteetings and discussions
have meant developing an active style of learningpafih she did not think her
type of work would affect her learning style, as mentiomexviously. However, this
aspect seemed to have come through in the questionnaigpedrs to be in line
with H&M’s assertion that learning preferences areoeissed with everyday
behaviour. Perhaps, when more time has elapsed, ridlgeBs Activist style will
fade. However, her scores in the very low bands possidigate that she is a
flexible learner who can adapt without much difficultithaugh now the discipline
of work was over she felt drawn toward her naturalofise self.

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

‘I thought my Activist score would be higher and Pragmatist lower. | hageme
more inclined to ‘have a go’ and learn by trial and error.’

This appears like another case of the Activist and Pragistyles overlapping
(Race, 2010), to the extent that they are interchange@bérefore, Brenda’s ‘having
a go’, came through in her responses to the Pragmaiistrents.

Finally, two participants, who claimed their ways @&ining had not changed over
time, also rejected their profiles. Charles (C5, Tauttht he had always been an
Activist:

‘The result is surprising. | thought the Theorist would be the Idwest.

However, although his Activist score was categorised @denate, it was only two
points below his Theorist score, with his Reflector Bragmatist scores down in the
low bands. Inevitably, where there is a small diffeeetipping the score into a
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particular band, discrepancies are going to arise. Tier garticipant who thought
he had not changed since youth and who rejected his vengsityles was former
electrical engineer, Ernest (C8, ATP):

‘l am surprised. | thought | would have been strong Reflector and lowsActivi

It is interesting that Ernest now thought of himselaatrong Reflector. He had been
an engineer all his working life, which is a practiqaipblem-solving type of job,
which would tend to be reflected in an ATP (or similarpfile. However, as
suggested in the case of Bridget (S8, A), given a longer tapse, the ATP style
might change to reflect how he consciously feels .ndte things we do in our
working lives mould our brains into certain patterns, tveéewe are conscious of
this or not. Many things (and some argue, most things) gmaui heads at a
subconscious level. In Yang's (2003) model this is the isitdbundational layer,
where the habits and routines embedded in our everyday lipeste outside our
awareness. As H&M’s LSQ statements which elicited respe focused on these
everyday activities, and not on actual aspects of leatoirggeate the profiles, this

may account for the mismatch in Ernest’s case.

Therefore, it is possible to find plausible explanagiavhy the styles of these
six students were not in tune with their perceptionsweéier, as Diana (S9, R)
suggested, simple human error when completing a questienmaialways a
possibility in mismatched results.

4.2.5 Belief in the authenticity of the LSQ

An extract from the focus group discussion involving Murl#( RTP) illustrates
how influential the LS concept has been for someapesed to it several times. She
was the only person in the sample who had ever compleetefore:

Muriel ‘I'm fascinated by this result, because generally | can make the ¢caommbetween
what | am doing, and who | am, and the results. When | did it first yearg ago |
was a very strong pragmatist — the rest were away down here. Mgkaed off in
education — the theorist [was] grovelling down at the bottom. As | themiigh my
career, it changed. The last time [I completed the test] Im@st strong a reflector,
which is curious for a pragmatist, because | feel that is predomynand. |
had over the previous two years been doing developmental work, so & mad
sense. This time it does not make a lot of sense. I'm not wohlaivwg not done for 3
months, and that obviously has made a difference. Why or how | have no idea.’
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Intriguingly, although Muriel stated that her result wagpsising, she accepted it as
an accurate portrayal of her LS. From this, one couldicke that she believed in the
power of the LSQ to deliver an accurate profile, which baen borne out by her
previous experience and rationalising the results as¢hagged with the shifting
nature of her work.

Our first work experiences tend to be remembered welbun episodic
memory, because of their emotional resonance (miniscence bump’ as it is
called), as our self understanding and values develop wggyadults. When she
referred metaphorically to the Theorigjrovelling at the bottom’this implied that
she placed the Theorist style as out of reach, tefeea high value often assigned to
abstract thought. However, this is certainly not a LbBejaas LS concepts are not
hierarchical. Yang (2003) posited that metaphors are manifestadf hidden
implicit (perceptual) facets of knowledge and therefor@gusetaphor as a lens,
provides a view of the unspoken values behind verbal statem&his also
highlights the way labels such as Theorist and Actitastome inappropriately
associated with ‘good’ and ‘bad’ styles.

The unfortunate ‘labelling’ effect of individual testimganifested itself also
with Kim’'s (M9, A). She thought that the LSQ showed up ‘lsfortcomings” as a
straight Activist. This highlights the human tendency oy to label categories, but
also to evaluate them, and for Kim, being a straightvistt was perceived as an
inadequacy, with her other three styles in very low ba@dsnpare this to the first
extract | displayed in 4.2.2, where | discussed Linda’s (M8ight in finding that
she had thes®mther styles; when she thought she was only a straight Pragmatist.
Thus, the measuring instrument can become endowed by part&cypih the power
to generate a hierarchy of attributes, with more stgled stronger styles being
perceived as desirable, and only one strong style or lowagcstyles perceived as
undesirable.

The LSQ, and other instruments of this genre, havehair rationale the
raising of LS awareness, which can then be used to adje$ approach and
increase learning success. However, even although thist dssebeen explained to
the participants, there was a tendency for people, iedigethose whose formative

years have been spent being tested continually for npeafice, to think of any
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results as some type of grade, endowed with far moceirdigating power than it
has in reality, especially if this “personality” typestéas opposed to an intelligence
test) has not been encountered before.

Everyone seemed to know what type of learner they weve whether it
was a critical reflector, a face-to face learnendsaon or one of H&M'’s designated
styles. The range of styles and the different streagityles in this relatively small
group of older adults would seem to point to the need fiange of methods and
imaginative ways of learning to keep everyone engagede@smnmended by an
array of educators, including Brookfield (1995); Cagtal. (2005) and Race (2010).

4.3 Ways of learning

Adult learning does not occur in a vacuum. What one neeagnts to learn, what
opportunities are available, the manner in which onen¢eaall are to some extent
determined by the shape of society (Jarvis, 1987, 2009), andotegs affecting
everyone in recent times are societal change andmatmn technology, so it is not
altogether surprising that approximately 80% reported changeA{$®ndix 19).
Analysing the data revealed five interrelated themes wierie catalysts for change.
These are not in order of importance and are not equealtyhted:

— working life;

— life and living;

— information technology;

— intrapersonal change;

— healthy learning environments.

| will take each of these themes in turn and presesnples of supporting data from
the post-LSQ, together with data from the discussi®@ecause the themes are
interrelated, there are no hard and fast boundariepoRé#g to these five catalysts
depends on having access to learning opportunities and tleereaaons why certain
adults have more access to opportunities than otherse Tduhdts who have been
socialised into valuing and acquiring middle class attitaahesskills will be most able
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to take advantage. Also, those who worked in professiors &dnead start. The first
three excerpts below highlight this aspect.

4.3.1 Working Life

What one does for a living contributes considerably toepat of participation in
adult learning, with the result that some people havatgrehoices. It is interesting
that the first three cases below have an Activisestybssibly through the need to

deal with change and adapt to professional demands:

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

Kim (M9, A) ‘As a teacher, | have adapted to very interactive styles ohieg.¢

Both Adele and Kim were thoughtful primary teachers wad learned experientially
from feedback from their own teaching.

Kim  ‘In my job | had to keep up to date. Probably, | enjoyed doing drawings on the
board to make things more interesting, but | didn’t really think ofnitthat
way. Then | thought rote learning was the best way for the bulk ohtldeen.’

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

‘I enjoy hands-on now. | love the Art class. There was a tutorethshe
demonstrated first, then you did, and she would come and look and make
suggestions. | loved that. And | found | learned so much more in thatofvay
learning, than just sitting listening to somebody talking. But | don’t thinkuld

have learned like that when | was young. | might have — | don’t know'.

This seems to indicate that awareness of ways ohitearis a form of tacit
knowledge: we have evolved ways of rationalising ouoastand experiences, yet we
are often unaware of the underlying processes. This isl@dds Yang (2003) as the
perceptual facet of knowledge that denotes learning absaormmxhsciously and not
openly articulated. Kim expresses this uncertainty ailmetactive learning in the last
line quoted above. However, she was aware she was tryimgptove learning by
using graphics, although she did not have a conceptual mbtietaime. She was
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teaching instinctively as teachers do — ‘rote’ mightehbeen the label, but she was
teaching in more complex ways. And now, as an older leashe had converted to
hands-on experiential learning, although this may have happenconsciously.

The next case is Rowena who did ngelastrong learning history, but her
education took off when she trained as a nurse. She ftycekpressed that she had
no time for the written word. She may indeed have bgslexic from the strength of
her conviction, and from other remarks:

‘I am not a reader. The way | read a book every weakg® to the cinema. If
| see a film — that's my story.’

She seemed to have a poor opinion of her ability, rooted inhclutit

Rowena ‘| remember my father had big encyclopedias, but my older sigs the only
one to use them. | was two years younger, so | was not aliowedn open
them.’

VB ‘But you were getting older as time went on. (Laughter) @e yweu always
‘too young'?’

Rowena ‘Don't touch! | use that for the density [slowness in thinkinginh now, but eh,
...I never really read much as a kid — any boeks fer my sister.’

When Rowena was growing up, dyslexia would be virtuallynomkn and children
with reading difficulties would be labelled as ‘lesseihgent’. Sadly, this negative
view of herself has not been expelled. Yet, she traased nurse, and when | pressed
her as to how she learned the theory, the followinpgliee ensued:

VB ‘So, when you were doing your nursing, did you not have a certain
amount of theory though?’

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

you were doing your compositions | would remember. | didn't really.read

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

Rowena ‘If | was handed a piece of paper to read - I'd say: ‘I'll do that later

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

Rowena ‘I am not an opinionated person but | do like other folks’ 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 end of th&dodue, after | had
mentioned her name. Through a process of observatiemonmsing, talking with
others and doing it, Rowena completed her training. Acngrdo the opening
statement in H&M’s descriptor ‘Theorists adapt and integrabservations into
complex but logically sound theories’ (Appendix 11). Theref her profile of
Activist-Theorist fits well and the experience of tiag, qualifying and then working
had given her the confidence to come to classes déwpiearly discouragement, and
despite doubts about her ability. Without that succes$sduling, it would be unlikely
she would be sitting there as a participant. It algggests that early memories of bad
experiences tend to linger and although people can moveegative imprinting is
rarely totally forgotten, and such people are more vulnertablailure.

Work is a powerful catalyst for change as new methddmanagement
training or professional development introduce many petplenore interactive,
experiential and cooperative methods. Julia (A3, R) tadtmmiit the'culture shock’
of learning in this way:

Julia ‘I went back to do a post-grad qualification and that was a culture shock because i
was a completely different way of learning. You were being taught towitbrkeach
other.’

The type of learning mentioned by Julia was so diffelgause the issues were
open-ended, had many possible solutions, and were more tikelycur in real life.
They require the part of the brain (the prefrontal egrtwhich makes plans,
decisions, and choices and creatively looks to the fHui 2002). They are messy
problems, but they provide the kind of meaningful scenahasddults have to deal
with. This kind of learning encourages increased cognitive tExityp—namely,
learning that changes not jushat people understand biwow they understand it
(Taylor, 2006). The ability to reflect consciously on’'srdearning activities is a key
element in developing self knowledge about one’s critlwaking.

This kind of collaborative learning was also experiencedianriet (Al, A)
and a group of colleagues when they undertook a projectimfmove their
promotional prospects:
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‘So we got together and we introduced a reviewing system wherelopldeget a

deeper understanding, not only of what we were being asked, but of what was
being asked of us. We all did very, very well from that and gained
tremendous confidence, from being helped by others.’

This type of constructivist learning has shades of epshagical transformation
(Baxter Magolda, 2004), questioning existing assumptions andngraw ones to
see the world from a more complex perspective. Thisgs®ads also described
succinctly by Andy (M15), who talked about changes over tiame the
transformation he experienced when he began training asodrator in his 50s, as
career development. He had not been particularly ssitdest school but,
nevertheless, had qualified as a civil engineer, althtvegspoke with humour about
his LS as a student, beingrisis learning — the day before the examBelow, he
gives his reaction to a new type of learning he expeefor the first time:

‘It was totally different — groups of like-minded professionals udismg case
situations, discussing laws in relation to the construction industryeTivas not a
lot of structured learning and there was no test till the end. Butpabb, this was
working for me — lectures, discussions, case-studies, and evers@ssusithin the
office. I'd like to think it worked both ways — they learned froynexperiences....
you are learning from people you respect and whose values you respedhaVbey
proven their ability to you.’

Although constructivism was initially a fairly abstractea, brain research has
confirmed the basic premise that understanding is agrtett in the learner’s mind
and you will learn well from people you respect. Diffier types of learning
contributed to Andy's success, and there were also aenfwwsocio-cultural
environment of respected peers which affected how the mgpmas constructed
(Vygotsky, 1978). These were, in effect, self-directedrownities of practice’
(Wenger, 1999). Therefore, although they read and absorbenhfoemation, if this
had not clicked with existing knowledge and experience, tildvmot have been
transforming. We have to make meaning out of knowledge deatfdrecomes our
own. As Taylor (2006, p.74) stated, “We are inevitably meaniagimy, not
meaning-taking, organisms”: our pattern-seeking brains havéndo their own
meaningful connections.

Learning can also happen at work through exposure tdifeeacenarios,
when the formal professional knowledge learned fromkbodoes not provide
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answers. Greta (A4) described such a situation sheierped which transformed
the way she thought about her teaching:

‘I had lots and lots of theory but | didn't really have the practical fstéhd
when | had to teach it to adults, | had to understand it myself and in doing that
was they who taught me the bits that | thought in theory — ‘Oh yeslogmsshappen

— it didn’t. No, because they were unique’.

Because Greta encountered parents with different ideasdducators, her theories
were challenged. She wrote the watdblidays’ on the board and asked parents to
tell her what the word meant to them. Thvealth of information’they came up with
amazed her and she found her ideas weiles off the track’

‘And that was an eye-opener to mlauphing. I'm talking about maturity by
that time Ftill laughing. It wasn’t the children I'd been teaching for years — it
was their parents that were teaching me and asking me -What did | mehat by
word?’

When Greta’'s expert knowledge let her down, a differaeatle of learning was
triggered that involved learning experientially. This washardaughly social and
democratic process (reversing normal power relationdiénctassroom), through
which the teacher’s attitudes to previous experience adesmic study, were
developed, challenged or changed.

However, not everyone has to be a professional torbe a more flexible
learner. It is intriguing that Jo (C11, ARTP), who agreath her moderate/low
strength profiles across all styles, wrd{é} grasp the present” in response to the
post-LSQ question on how she had changed. This commeladt loeunterpreted as
conveying the flexible attitude of someone able to adapthatever is required of
her and make the most of opportunities. From her recedligelong learner (in her
70s), Open University student, regular project volunteerlu@itg a computer
buddy) and computer tutor at the Centre, she fits walltime profile of an adaptable
older adult (with no particularly strong style), who hearned to go with the flow
and change her ways of learning to meet any situation.lifk&to the next section

which moves from the world of work to the more genéname of life and living.
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4.3.2 Life and Living

“[We] live from birth to death in a world of personsdathings, which is
what it is because of what has been transmitted fppevious human
activities. When this fact is ignored, experience reated as if it were
something which goes on exclusively inside an individuatyband mind
...... experience does not occur in a vacuum.”

(Dewey, 1938/1963, cited in Cole & Wertsch, 1996, p. 39)

As Dewey stated insightfully, we actively construatir ounderstanding from
experiences, often not of our own making. It became apjptranhit was mainly in
terms of deeply-felt past experience that the discuissaade sense of their learning
styles, whether it was school (Jonathan, C15, RT), witygMartin, C1, R) or work
(Katherine, C14, RT) and from these embedded memories werg able to
construct the stories of their learning journeys and v tearning preferences had
changed over time, or not, as the case may be:

Jonathan ‘Initially it is very much a childhood thing. You sat there and éaeler
put out the material without any interaction on your part. Then, latem
life you realise that was not the best way for you.’

Martin ‘My experience of academic education was very much tutor to large clas
... very formal and very one-way traffic. Since | have retineolving on to
doing, rather than learning by rote, certainly has become much more
attractive to me.’

Katherine ‘We all started off with the ‘chalk and talk’ and ‘sit up straight’. Buhen |
came to the actual teaching bit, obviously | was interested in leahung
people were going to assimilate things’

Jonathan’s theme was the contrast of‘thddhood thing’ with his current preferred
interactive way; Martin picked up on the theme and sedethe metaphor‘ene-way
traffic’ at university, and Katherine talked abaehtalk and talk’and wondering how
her students would assimilate knowledge. This progressitimeodlialogue, focusing
on different experiential periods, arose naturallyh@sconversation developed around
awareness of learning, through stories that illuminatei lifee circumstances. They
were feeling their way towards revealing truths whichnoa be reached easily any
other way, as they probably had not thought much about tfeseb& his is a good
example of a focus group, through conversation and metamomstructing an
understanding together. Angela (C12, PTR) followed on andiomexl Katherine’'s
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idea of assimilation, Martin's large-scale lecturesd @ahen added her own part
concerning the fear of challenging a lecturer:

‘You were being lectured to and you tended to drift off, at least Ibdicause you
thought, ‘I disagree with what he said there’. But | wasn't bold enoughttame
[Laughter]

Paul (C10,TR) came next with his own idea about his needidoals (discussed
later in this section), and then Aiden (C7, ARTP) spalet r@turned to Katherine’s
‘chalk and talk’ metaphor, picked up on Angelddrifting off’, Paul's visuals and
added his owrpractical aspects’

‘| think the block method, as Katherine said, the chalk and teaching methiedyis

good. | find with the block teaching, you drift off more. Whereas ifayewetting

the visuals and the practical aspects, | find it is more conducivaytovay of
working.’
And so on it went — an example of social constructionsith the sum greater than
the parts.

Metaphors were also used in the post-LSQ aadhel (M11, RT), in reference
to her general life experience mentionethage learning curve’ and appeared to
focus on the curve's positive meaning, namely the potentigjuick progress, rather
than the pattern's negative aspect, namely the diffi@f keeping going after the
basics:

‘| feel | have been constantly learning all my life as generale¥gerience, both in
private and in business. It has been a huge learning curve.’

This statement underscores the reality that learning doegust take place in
classrooms. Dealing with the vast complexity of modkey means absorbing
volumes of information, learning from experience and kingwwvhen to apply it.
Patrick (M6, RTP)also made the point about being selective and using one’s
experience to assess the value of information:

‘As you become older, you tend to draw on experience to blend with
information received, to produce a more balance viewpoint.’

Like Andy, he is moving towards a constructivist learcentred viewpoint. This
placed him at the heart of generating knowledge and makiegnimg, with

interaction between his experiences and new learningnal{f@9, R), whose formal
learning trajectory started in a Montessori primary stlaoal finished in teacher
training college, expressed this straightforwardly:
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‘I have been in very many learning situations and have adapted greatly.’

Diana expanded on her learning flexibility which allowed tee switch from her
normal style to a more effective way for languagenieay.

‘| had to learn a couple of languages, partly in work, and | find that d#ficult. So
I have used ‘Accelerated Learning'— doing actions, looking at visuajshoirawing
pictures, sticking bits of paper on the settee .... It is notahyral way, but I find
that helpful. | also use a lot of mind maps. | draw pictures and do scakeasg
out. | like that.’

Diana was alluding to the influential ‘Accelerated Learni(gL) movement (Rose
& Nicholl, 1998), widely applied to language learning. AL ige thame coined for
ways of learning designed to help learners by using actiwigyhods, allowing
everyone to learn faster. The AL movement is infludnog Gardner’s (1983/1993)
Multiple Intelligences theory, but also includes aspautislving the physical body
and brain, such as ensuring adequate hydration, freshugitjom and movement
and music to prime the brain. AL and other brain-bdsadning approaches came
under critical scrutiny in the 1990s and were accused of takiam science ‘a
bridge too far’ (Bruar, 1997).

Although it was not Diana’s trained way as a lectwske, found adding more
visual imagery to her language learning helpful and enjoydabteugh drawings,
mind maps and labelling. She also had a strong Visual-Kimet&stprofile (VK),
which helps to explain why it worked so well for her.wéwer, the critical success
factor of ‘accelerated learning’ may be the cascadeéorain chemicals, which
enhance the growth and connectivity of neurons and is tedday enjoyment from
learning in an active experiential way. This, indeed, reehlher initial experience
of learning, in a Montessori school where mainly attimethods are used:

‘Right from the beginning | learned to do a lot of touching, feeling, mgaki
connections with different shapes — and that continued through primary school
with project work, long before they were doing much project work ina®cbt

Such an active learning environment left an indelible ingo@s and shortly after
she began her career as an education lecturer, shedoalkadrformality:

‘I was convinced that lecturing was not the way. | switched after aboeg years
into short lecture, discussion, lots of feedback, so that it was more interactive.
So | have always been keen on immediacy and interactive things.’
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This illustrates the interplay of socio-historical a®xit(Merriamet al., 2007) and
learning style, and contrasts with Molly (S3, RT) in rgmoup, who had a
professional training as a psychologist, but had beereatetfeiving end of quite a
different type of education. Molly responded spontaneadasByiana’s remarks about
her Montessori school and mentioned how differentelagly education had been, in
a classroom with about 50 other children — and, one can corgggnowing it was
in Glasgow), in an austere building, sitting in serriedgowith little in the way of
light relief. Thus, it is not surprising that this eamyvironment would have

influenced ways of learning.

Molly ‘When | was a teenager | was very prone to try and learn by roe. I'v
dropped that the years. Em, | wonder - trial and error is the wesrh.’

VB ‘Is that in almost any task?’

Molly ‘No, it is more to do with things | am having to learn becaus® bon a
steep learning curve since my husband died. He always did thie’ do-i
yourself and now | am having to poke my head in (laughing) 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 of learning ikiew at school. Her
childhood experience was personal, context-specific arthaps only partially

articulated, but still influencing other aspects. Yan@803) theory posits that the
perceptual facet is where habits, routines, social nonghd¢raditions ‘hide’, but they
still influence the conceptual facet (the consciousmeissl) and the affectual facet
(current feelings). The interacting and indivisible efisc are locked in a kind of
dynamic ‘dance’ through time and it is impossible to sagathe dancer from the
dance. Such a view is at the heart of a social con&tnistt perspective. Major
change in our social and emotional lives highlights hurfraiity: we may be

competent in our professional lives, but can be exposedudnerable in other areas
when our psychosocial-personal environment suddenly altafse@8t al., 2006), as

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

metaphor, in her case to indicate a sense of urgency.
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Still under the heading of ‘Life and Living’, there wea number of people
who drew attention (in the post-LSQ) to changes thatecahout through

opportunities to experience new methods:

Maria (R9, A) ‘| have gone from rote ‘sponge’ learning to proactive learning.’
(Similar ideas expressed by Gordon: M12, TRP; Rhea: R7, T

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

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

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

Aiden (C7, ARTP) ‘More input with audio-visual aids and IT.’
(Similar ideas about IT expressed by Beryl: C3, RTP; Aildél,
RT; Una: M7, TRP; Chrissie: M10, ATRP)

It is encouraging that these older adults have had appoets to experience types of
learning other than traditional teaching and that they eppily adapted to this.
How widely available such opportunities are is difficudt tell, but with general
cutbacks in adult provision one can imagine this is rottrm.

The next extracts highlight how people change as tegarbto experience
new methods other than the traditional talking teacl@me could argue that ‘chalk
and talk’ had its place in providing the acquisition oft@@ basic building blocks.
However, older adults rarely need (or are motivatedgaon in this way, as they
have spent their lives dealing with increasing complexitg aalue deep-level
thinking. Beryl (C3, RTP) marvelled at the way her granddaughter learned so
quickly, although as children we all probably just soaked upnvedge, but the
process is not at a conscious level. Beryl highlights mportant visual aids are to
her now:

‘I have always required to have a visual aid as a support, especially npegpfe
are talking. And as Paul said, doing it practically afterward#, i§ appropriate.’

Almost everyone benefits from visual aidglesvisual cortex in the occipital
lobe takes up about a third of the brain and is designegiatoern recognition (Caine
et al, 2004). It codes visual images, which trigger connectionstier associated
memories. Sensory input is, of course, only the beginninthe 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 arrives thraugleak sensory channel,
then processing problems can arise (Merzenich, 2008). So,nibtisurprising that
Beryl found visual aids a support - most people do, andhdhds-on side of this can
be making one’s own visual representations (Buzan, 1998)juasl (M4, RTP) did,
by inventing blue petal concept maps to remember matdyia¢én asked if she had
been taught this technique, she replied:

‘Isn’t that interesting! Human beings can come up with their own andwed to

pass the exam, and in these days it was rote learning. | had toeugisual and I've

always been a practical person — the pragmatist in me has always drgestrong.’
Right across the groups, there were examples of jpantks expressing their need for
visual input. Interestingly, Gordon (M12, TRP) stated las wot sure about all the
“visual stuff”:

‘There is more use of technology now — videos, computerised material and

handouts in advance — perhaps the thing | find most useful. I'm not sure all the

visual stuff is particularly helpful for me. | tend to preferitien material. If

you go to a lecture with only talking, you will take in a certain amdauttan hour

later a lot has gone.’
Handouts, of course, are visual material which can becused by adding notes or
sketches, and then used as a memory aid. Thereforesansa, one can think of a
handout as a personal visual aid, without the richness dmagr @ images. Paul (C10,
TR) explained the importance to him of being able to vigualpresent knowledge in
some way to understand it:

‘I've always been conscious of wanting some sort of visual explanatiohatsw
happening. If | get an instruction how to go somewhere, | can normally @raw
map. Whereas my wife is the opposite. She wants it all verbalyeuér, practical
subjects — you just can’t do on paper.’
Paul stated forcefully that his need for visual cluetedbl totally from his wife’s
need for auditory cues. This underscores the divewsitylder adults’ different
preferences, although failing sight and hearing can deweloph may mean ways
that worked well before, may not always work well. Hestance, Molly (S3, RT)
admitted that, as she gets older, the visual modalibcreasingly important:

‘| have begun to appreciate as | get older, that | am very much isuahperception
rather than auditory perception. It means when | want to learn anythiraegpl about
it, rather than listening. In fact, | do French here, but | have hadaik wo hard at
it, because | really don’t have the auditory ability | need. | {ikeee the words.’
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Educators should be tuned in to the importance of presemtaigrial in different
modalities, but sometimes this is overlooked. The resnlthe post-LSQ on sensory
modalities (VAK styles) show visual or kinaesthetic (haody modes had almost
identical weighting, with auditory as first choice fonly 18% of participants
(Appendix 20). What form this ‘*hands-on” activity takes vd#épend on the subject
and context, but if the learner is not actively engageithe learning experience, the
learning remains ‘second-hand’ knowledge or semantic lkedya (Tulving, 2002,
section 2.4.3), and is highly vulnerable to decay unlessoresd by repetition or
practice.

Julia (A3, R), in the next extract, describes a mediHe attended which
included lots of hands-on experiential learning, but also hadrtrevriting, exams
and projects, so it appeared to be designhed around Kollrgngacycle:

‘A bit of biology, chemistry, physics, engineering, where weoidgtructed’ a
washing machinglaughter] and that was fun[Approving comments]We made
soap - a pendulum. It was hard work for 14 weeks. One night a weekl weodi
subjects - we did the experiment and then wrote it up. We didsogiéke nine
reports, two exams, two projects and two presentations.’

The intensity of this science class, albeit handssa,type of learning with limited
appeal to all but a small minority of mainly well-edwezhtolder adults, who find
intellectual challenge, involving private study and exams,radth quality of life
(Jamieson, 2007). However, the majority of older adgksierally speaking, prefer
the learning process to happen mainly in an interacti@esmbom, with minimal
‘homework’ and direct feedback from class exercisesurd (C13, TR) underscores
the value of this at a language class:

‘You are learning lesson by lesson. | prefer to have an exercise and get
corrected and discuss afterwards the mistakes other people have madeaih
quite a lot from feedback.’

Discussing mistakes, of course, is an excellent waledaon and other people’s
mistakes are even more interesting! Discussionngakto adult learning and will be
looked at in more detail later. Next, Mhairi (A2, RTpds attention to the fact that
our brains pick up on different things, and taking time hbars our different

interpretations allows time fofine tuning’, which is good metaphor for making
better sense of new content:

‘I would agree that being able to discuss what we have maybe jastél# (in
quotes) is quite illuminating, because you then realise that you dortieatl the
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same thing, we don't all take the same thing from what we hear, alhows you to
fine-tune the information you have received.’

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

‘In the past...l read masses of things, | did lots of things and someheas ibnly
when people talked to me that | realised what | had been doing.’

Encouraging students to connect to course content iariaty of ways, some of
which are mentioned above, allows for a myriad of neglres, from constructing a
learning log, where course content can be personaliseddvatiings, mind-maps,
poetry or reflections, to presenting one’s own follow-wapivities or plans to the
class.

While connecting with the material in some way is aversal necessity, the
other universal drive is to connect to others. Therefbitewas just knowledge older
adults wanted, there are many ways of acquiring this daygawithout joining a
class. The social dimension of learning (Jarvis, 1987) cabeatnderestimated,
although it was almost below the radar in Group C asdhgersation was driven by
discussion of learning strategies. However, there waergeagreement from the
computer buddies that teaching someone was a great egrip as this sequence
of dialogue shows:

Paul (C10, TR) ‘| would say the whole buddy programme - if you regard the
buddies as learners - we tend to learn an awful lot when asked a

guestion we cannot answer. | go and seek help from him [pointing at

a colleague] or him...I've been learning!
Katherine (C14, TR) I‘learn more from other people than they learn from me.’

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 couldn’t answer. One

person asked a technical question about how email traveled. |
thought | should be concentrating on how to send email, not the
mechanics of it.’

Jonathan C15, TR) ‘I think that is a good example of how different people require
different explanations. Some people accept it is done like this pre
these key, and others will say — wipp#’ start talking at once!)

Group C had six volunteer computer buddies present (integhstfive out of the

six students in this group had Theorist-Reflector profil€aey were unanimous in
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the firmly-held belief that their knowledge continued gmw as they mentored.
Being faced with novices with different styles and ehéint starting points, the
computer buddies have to connect interpersonally, find detevpeople are at, and
take them round the ‘learning cycle’, providing hands-on coengostruction, time
to reflect, offer explanations and allow plenty ofqtiee.

For both learner and buddy the one-to-one experiendedply engaging. As
Tulving (2002) postulates, learning through experience involves nbtwjosds,
thoughts and practice, but immersion of the whole ematiand physical self. Adult
student and teacher/mentor join together in a proces&ctieatges both their brains”
(Cozolino & Sprokay, 2006, p. 11). Teaching computer skills deices is what
could be defined as ‘high challenge’, but because of its@mome nature, it is ‘low
threat’. Motivation to succeed is high in such an environm{@ECD, 2007).
Motivation arises from the affective facet of knowledyang, 2003), with feelings
now acknowledged as inseparable to thinking and optimah lfwaictioning. Such
projects, in which older adults teach their peers, gffewerful opportunities for
enriching learning experiences.

Advancing one’s computer knowledge can continue througlowirg
manuals, online courses or enrolling for a class, anad ¢ifis latter experience can
miss out on all the social elements that enrich legtnionathan, both a computer
tutor and a volunteer buddy, expressed his concern regatwnlack of this social
dimension in a class where he had assisted.

‘One of the disappointing things | have found, as an assistant computer tut
is that we get a class of students and the tutor just goes stiatighie
learning without any introduction.’

Jonathan brings a welcome mature perspective to thputer courses, as it is often
young lecturers who run IT courses who have grown up withpaters and perhaps
have less awareness of the psychological barriers lelaers may face:

Jonathan ‘Another method of learning which | have experienced here - tleeyagiv
the manual and the first few pages explain the topic. And then theemext f
pages ask you to do examples. All the class moves at differelst {enot
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 I find that is very good.’

Paul ‘| agree completely. | did a computer course like that and | found ihmuc
better than other courses, where | am trying to keep up and you miss
something.’

A method that is conducive to accommodating differerlestgnd different starting
levels will be far more successful than a course wlkesryone is unrealistically
expected to cover the same ground at the same rate, wigeitably is de-
motivating and even distressful.

This leads neatly into the next section which coverwmétion technology,
as there were participants for whom computers have madfgerence to their ways
of learning. It is short because the technological reioius a subject in its own

right and the focus of this study is on personal stylesfechnology.

4.3.3 Information Technology

With the accelerated rate of technological changeutyency of dealing with this is
felt acutely by many older adults, who perhaps reachedrttief their working lives

without having to dip into digital technology, although thembers in this position

are decreasing rapidly. Even a mobile phone demand®koletechnical know-how

that was unimaginable 20 years ago, hence the high demacakhdees with names
like Computing for the Terrifieédnd the launch c€omputer Buddgchemes, in an

attempt to overcome the fear barrier. The followimgnments were made in the
post-LSQ:

Joyce (C17, RP) ‘I've adapted to new technologies in all aspects of life’

Aiden (C7, ARTP) ‘I'm more computer-oriented now that IT has taken off.’

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

Some older adults embrace computer technology wholkslhgr but just how
comfortable they are will depend on a whole raft otdes; not least former or
current job, and possibly contact with the younger géloeraAngela (C12, PTR), for

example, said:
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‘The children nowadays - they come in and say they have done such and
such. And you think - I've never tried that. You've got to keep goihg
them.’

Teaching people to use the Internet is one thing, but usify learning is quite
another. It would be difficult to overestimate thgoamnt of the Internet as a source of
knowledge, but there is great debate about how effectogarguter is as a learning
tool, compared to face-to-face classroom encounters.elAngnd Martin are
enthusiastic computer users and Angela explained howssteiuas an adjunct to
her class learning:

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

Martin ‘That's the advantage of modern technology. All that is accessible tatyou
home. It is one of the marvellous changes.’

Angela ‘You can look through the gallery — the Salvador Dali museum, for example,
on the Internet, and know exactly which part to go to see particular
pictures’.

Although she may seem to be endorsing the Internet Wwbafeedly for learning, she
is referring in reality to blended learning — a combinatiéraalass and related
websites, where more can be discovered in a handsypitwa a method that more
and more tutors are using independently, through dired¢mmers to websites or
through creating a class website to add value to teaahing, allowing learners to
explore links to their particular interests.

The potential for more types of blended learning is largatgharted
territory, but features strongly in U3A programmes in Aal&, for example, where
distance precludes face-to-face learning for many ruralbeth people (Swindell,
1995). Blended learning in Scotland will be a major growtdaan the future, as
broadband becomes the norm, and net meetings and eselfrplatforms create
ways of interacting and social networking. This fieldvise open for development.
More classes are going online, making it critical in eddtipline to study the
advantages and disadvantages of learning this way. Mudrchdsas been done and
many books written about e-learning and learning styles,cedlyein the higher
education field. However, | am not touching on this aspent,lexcept to say that
the need to design courses that help students capitalistheir learning style,
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appears critical to improve the success and retenttes od online learning (West,
Rosser & Monani, 2006).

Brain research suggests that exploring meaning is samgethat is best done
through shared experiences and best achieved, as Co#bliSprokay (2006)
suggested, face-to-face and heart-to-heart. So theotypmurses older adults enjoy,
which usually involve interaction, present a challengepoogiders. However, there
may be a whole raft of courses in the future, which willolve a delivery
component online and a tutorial component in a classrdoum, the cost of
programme development in the current economic climat@ot working in its

favour.

4.3.4 Intrapersonal change

So far, | have selected examples from the data wiiicsirate change driven by
work, by life, by new interactive teaching methods and by texhnology. Next,
there is change that comes when people’s conceptianfing itself shifts, from a
view of knowledge as primarily a matter of reproducing etspef some outside
reality, to finding personal meaning in what is seen aaddndNew knowledge then
becomes the clay that shapes new ways of understan8engeral participants
(below) expressed this in the post-LSQ and others eledsboa this theme.

Harriet (A1, R) ‘I have become increasingly reflective and less inclined to have
preconceived ideas and make assumptions. | listen more 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 depth.’

Approaches that move learners along a continuum from omsimg towards
increasing depth of understanding are usually embedded withieattmeng situation.
It can be done by helping people understand how learning fakes through
explaining the learning cycle, or by strengthening understgnai how knowledge
itself is created (Candy, 1990). Baxter Magolda (2004), Braav(2804) and others,
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have researched this more complex ways of knowingCamen (2005) has traced the
development of wisdom in older adults. Below are exampiesrious transformative
experiences among the participants.

Norma (A5, AP), whose style had not changed, althoughsald she could
learn in different ways if required, described how shé sehool to escape the
tedium. She decided to go to university years later, expmie communicative
methods, and learning at last became meaningful to her:

‘| realise that very much of the teaching long ago, was lacking irogiied. And
that’'s possibly one of the reasons that | was turned off going fuftteughs]. |

couldn’t bear the thought of going on to university. And that is quite integetst
me now.’

This extract highlights how little importance was oragached to cultivating
communicative skills. Talk was seen as interfering wetlrning in much the same
way as emotions are thought to get in the way of thonkPeople with a strong
communicative dimension to their personality (like Noyméelt stifled, and
‘couldn’t bear the thoughtdf spending more time in an environment where this was
not valued. Later, she found a university where her espeei of learning was
transformed:

‘One of tutors said you've no idea how wonderful it is to have peoplgdikén a
group because you are going to stimulate discussion.... We had tutorialgeead
able to discuss things in depth.’

She went on to become a successful English teadkefoand that now discussion
was officially on the curriculum for her senior pupils!

Harriet (Al, R), who stated in the post-LSQ that wlaes becoming a more
open-minded person, challenges the stereotype of peoplemiogcaonore rigid
thinkers as they age. She articulated eloquently thag bedie to explore ideas
through dialogue deepens understanding and growth. In effebelps people
overcome fear of admitting they do not understand and$ujp confidence. Harriet
stated:

‘When you have this continuing dialogue it is one way of overcoming the fear
people have of admitting they don’t understand something. Because, by developing
the whole issue, you are picking up just a wee bit more informationiandamong

that will be the vital clue, to not only your understanding, but having a d€pth
understanding. It gives you the confidence to say — ‘Yes, | know alsut thi
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Fear in adult education may be a legacy from negatiilead experiences,
combined with the way intelligence continues to be perdei@s a display of
cleverness by producing ‘right’ answers. Dweck (2006) hastifaeehthat some
people carry around beliefs that they will be judged ds‘swart’ if they cannot
produce the ‘right’ answer. Therefore, it becomessk not worth taking. Harriet
highlights that having opportunities to discuss gives time for deépeught
processes to be activated, relevant information tobseraed, connections made to
previous knowledge and new understanding to form. She isulating what
neuroscience has confirmed about time being needed f&r aleahears to connect
up in the associative cortex and go on to higher lexegssing in the frontal cortex
(Zull, 2006). Then, people are able to make a perceptuaibsitifwill “get it” (Caine
et al 2004).. As Harriet states, discussion facilitdtedepth of understanding.”

She elaborates on this point when she uses the metatching the penny
drop” towards the end of the group discussion:

‘| have actually watched children - visibly watching the penny drop, rfi@m
something I've said, but something another child has said - because theytamdlers
the language of a peer. So | think without those opportunities [to engage in
discussion] you are really, in a sense, short-changing the learner.’

There is no reason to believe (from the tenor ofgnevious contributions) that the
metaphor ‘short-changing the learner: would not equally apply to adult learners
being denied opportunities to find their own voice and consth&it own meaning.
(This was also the point of Formosa’s [2000] U3A critiguge also recognises,
perhaps in an intuitive way, through her use of the metdphort-changing; that a
‘social good’ (Gee, 2005) is at stake here — denying learneopmdrtunities to
develop their potential, and build their own understandind intelligence. Using
Yang'’s (2003) model, Harriet’'s words can be identified asxample of perceptual
knowledge gained by the teacher through her own practideatect as conceptual
knowledge (in terms of a new explicit framework for usimgafue in her teaching)
and expressed as affectual knowledge at orientation (#getdom and justice) with
concern for learners’ needs and rights, expressedeimgtaphor ‘short-changing’.
This is powerful insight and poses the question, also dskd&alendenning (2000)
and Findsen (2005) about older learners — Whose interestbesng served by

131



certain educational practices if personal developmemiot a priority? Claire (S1,
A), who claimed her LS had not changed, reinforces ahg\of this approach:

Claire ‘I find when | try to learn | like to either discuss it with sslyody or read up about
it. Sometimes there is a little element which | have touched forebé sometimes
have a bit of doubt, so | like to have a bit of a discussion.’

VB ‘Bounce ideas around.’

Claire ‘Yes, bounce them around. I think, like yourself, Molly, you leaexpgrience.’
VB ‘Has that been a thread running through your life?’

Claire ‘I think so. I think | feel slightly insecure and | like todiss things.’

VB ‘Human contact — reassurance that you are doing the right thing.’

Claire ‘Yes, human contact - But it's that - ‘Yeah, that's right, that's trighgo ahead’
[Laughs].Pat on the back and that sort of thing. That’s the way I like it.’

Claire’s desire for reassurance highlights a point Z2006) made succinctly. He
described how the cortical networks are bathed in ad@ssecreted from an older
part of the brain (the limbic system —Appendix 1, Ewolh of the brain and Figure
3) which still profoundly influences the ‘thinking brain’. Neuthemicals impact on
the signalling system and “act by modifying the strergytl contribution of each
part of the learning cycle” (p.7). Fear reduces concentraia increases anxiety,
while optimal learning depends on a positive cycle of engagentiscovery,
reflection and practice, leading to enjoyment, fulfiin@md confidence (Ledoux,
1998, Johnston, 2006). Discussion with empathetic peerswasy @f overcoming
uncertainty,as Harriet suggests, is one of the most effectivesidasn strategies to
boost understanding.

The purpose of education shifts when human happiness aa{l sawtional,
spiritual and intellectual development merge. Carl Regg©02-1987] the
influential humanist psychologist, who advocated a stiidentred approach,
described learning as one of the defining characteristitheohuman race as we
strive to make sense of the world and our lives, and lisgas a time when learning
can take on a new significance. Martin (C1cBhveyed this fundamental shift in his
thinking in retirement:

‘Now the world’s your oyster. You can choose whatever you want to do iawehat
order you want to do it, and at this stage it can be much less wed¢ctand more
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individually suited. | think this is the big difference. Nowsitntrinsic- what | am
motivated to do is what | enjoy doing.’

The knowledge that adult learning can be a leisure actupitie different from a
sport, for example, is something of which educators aralnatys aware. The value
of taking an integrated approach embraces the beli¢kirnterconnection between
mind, body, spirit, and sociocultural factors (BaumgarB€®1) and where the focus
is in promoting holistic growth. This may mean taking geaut of the classroom.
The stimulation of new places is very attractivelger adults - hence the popularity
of Elderhostel (now Exploritas) and other thriving summsehools. Martin reflects
this enthusiasm describing an architectural site visit:

‘The best part of that course was when we did the site visit to Durhema that

was really very interesting. The course came to life sebmgdtual buildings.’
Cozolino and Sprokay (2006) have described the brain as @l‘swsgan’ (p. 11)
designed to learn through shared experience. The coundd wot have ‘come to
life’ in such a memorable way without the social dimensof learners together
sharing the whole site visit experience. Martin alsmows out a challenge to
providers for more innovations of this nature:

‘| think you (the University) need to be looking at courses &iféhey can be
developed in new ways.’

Andy (M15), who had already undergone transformationsndarning approach to
become an arbitrator, had changed again:

‘I've moved away from structured learning. I’'m now getting idomfort’learning.
I'm doing a class on metalwork. There is not a lot of thought invded am
finding it very interesting and very exciting. Someone with aislédhowing me how
to use that skill and you have got something at the end. It is likertdodds — it is
comfort - learning as you want to do it.’

Andy’s metaphor conveyed learning for pure enjoyment, usiaghéinds to make
things which human beings have been doing since the dawnilefation, with the
satisfaction of a finished product. This idea of positivaifgs, invoked by success,
driving one on to the next stage was expressed by a nwhiparticipants. In the
next extract Kim (M9, A) responded to the question on lstv judged she had

learned something well:
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‘| tend to enjoy something if it gives me pleasure afterwartier the art class |
think — ‘I really enjoyed that’. So | remember because of the mejolyand it
motivated me to return.’

Reflection on learning, not necessarily at the tima, dfterwards is a powerful
driver. Kim found that just thinking about the class later créajeod reinforcing

feelings. Her Activist LS and strong visual and kinaesthetofile also meant she
was well-suited to a practical class. Similarlyai@ (S1, A) and Rowena (S4, AT),
both with Activist profiles, responded to same questioth e focus also on an art

class. | pressed Claire about feedback:

Claire ‘| think if you have been at art and done quite well at it 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 does not get shoved 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, therefore it is more integest
because you have learned more and go on to the next stage. That's how |
judge how well | have learned.’

Rowena ‘I it gives me a buzz. It is like me going to bake a caféttuirns
out I'll make a fruit loaf next time.’

VB ‘So some internal feeling of achievement drives you on.’
Rowena ‘I it turns out, you are delighted — if not, cover it in custaftldughter].

Claire (also with a strong visual and kinaesthetic f@pfivas spot on when she
stated that her feeling of enthusiasm anchored the newlkdge 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 success. Rovexaesses it metaphorically
in terms of‘a buzz, which is none other than a cascade of chemicatslifigy the
brain’s pleasure centre. Brain chemistry underpins ressoto substances such as
alcohol, chocolate, prescription drugs, and addictionzdotices such as gambling,
shopping and smoking (Pert, 1997). These pleasure pathweysnsg from more
primitive parts of the brain, have an unconscious imitge on all behaviour

involving our emotions, and as cognition and emotions asxorably linked
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(Damasio, 1994), our motivation to learn is affected payti or negatively
depending on the neurotransmitters released. Although ammot control this
chemical release which signals attraction or dangercan consciously decide how
we will respond to those signals (Taylor, 2006). This imhmindset (Dweck,
2006) towards success and failure plays a critical roleielRa’s remark ‘covering
it in custard- could be interpreted as evidence of a ‘growth’ mindseft ssstill
good for something, even is it failed!

Rowena’s friend at the art class was of a differikptas she experienced
negative reinforcement:

‘Gemma did not come back. There is art in her family, so she thehgiwas going
to become an ‘artistgLaughter].1 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 expectationshtahad a genetic
predisposition for art, and when this did not manifegtfitsarly on, she left. Despite
her unfortunate childhood experiences, Rowena appeared tdaheageowth mindset
that most people have to persevere to succeedpls on and on’bolstered by the
social dimension of others’ encouragement.

However, different people have different thresholddis&ppointment, just as
with pain, and a teacher who believes that individoalst work everything out for
themselves (Caine & Caine, 1991) also takes the risk,ftthet penny does not drop
quickly enough, the learner feels overwhelmed and waailkesy. Such people can
come to define themselves as lacking in ability andlwifig this mind-set and self
image to bear in new situations, which may further read@ sense of inadequacy.
This is where the art of scaffolding is so importantdvgky, 1978, cited in Cairet
al, 2004), but no teacher will judge the situation correctgrgtime, given the
spread of expectations and spread of learning styles withad@alt class.

An upbeat approach, rather than a cautious approachusulllly work, as most
people who enrol have overcome previous knock-backs ame ha certain
confidence in themselves. Chrissie (M10, ARTP) exenggslithis spirit:

‘| learn better now that ever | have before because | now haveotifelence to ask
questions. When 1 first went to school when | had finished | rememabdthe
teacher] telling me, ‘Go and sit with your hands on your head. So Irneve
finished anything first again. Because | was so shy | used to get draiutso |
just became more and more withdrawn. It was not till, in fact,cmgren had
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grown up that | went out into education and | enjoyed it, because the people that
taught me were very interactive and interested in adult studdmsisTwhat | 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 lot of practical things alsiutar
as education is concerned it really put me off from the very beginning.’

VB ‘You are probably one of thousands switched off by early experiences

Chrissie’s remarks, like Rowena’s, illustrate how paimmotional experiences can
have a devastating effect, but in the hands of a good edutator trust and self
belief can be restored. Her profile produced four strogpsst which probably

means that she is, in fact, a good all-round learner. &¢au(M16) has never
experienced Chrissie’s treatment and has a compldiéérent perspective on her
early education, with her enthusiasm for learning nemenng:

‘| think teaching when | was young was very good because of the qualiey of
teachers. | have always had a curiosity to learn more. | thinkthewlifficulty is
retaining what | have learned.’

Maureen raised an issue here that came up frequently iegbendents’ narratives —
how to make learning stick. Norma (A5, AP), as a matu@esit with a young
family, reflected on how much of her University learningniVin and out”.

‘| think there are an awful lot | learned in the University tignt in and out. | got
through the exams but | cannot remember a single thing. They wemedear that
purpose, and that is not real learning. | think real learning is somethingugeu
later in your everyday life or in your leisure.’

This type of learning — what Andy calléetisis learning’ — transferring information
from outside into the brain to be able to reproduceef@ms, is in fact short-term
memorising and not really learning at all (Saljo’s, 197%g@aty 2 learning, cited in
Candy, 1990 — section 2.2.8). This commonsense definitioaften used for
learning, which is conceived as the straight rote transigth little or no
interpretation. Norma recognised that this was a tragvastl ‘real learning’ was
something that you could make your own and apply in your Kiégherine (C14,
TR), however, still had a lingering admiration folhalk and talk’

‘| find the old chalk and talk really had its merits, because an aletubf stuff
dinned into you is still there. Whereas if you are learning practically found
anyway — unless you are going to be using it regularly, it fades. It'smetsy to
recall if you have not done it for a couple of years.’
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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 in a classrdthy some types of
learning are retained better than others is explainedhdywbrk of Tulving (1972,
2002) and others who distinguished between second-hand ddagevlconceptual
knowledge) and learning from experience (perceptual knowledge)euro-imaging
has confirmed, learning from experience stimulates thealisuditory and motor
cortices, the emotional networks and prefrontal lobe=sating a rich web of synaptic
connections (see section 2.4.3). Also, critical to fnecess of learning is a
relationship of mutual trust and respect between teacheitaught which, sadly,
seemed not to materialise in some people’s young lives,abueast, can be
experienced later in adult education. Caeteal (2004, see section 2.4.4) have
highlighted the paramount importance of quality relationshgtsveen learners and
adult educators, as has psychologist Carl Rogers (1969)eomathe of positive
regard and neuroscientist Marion Diamond (2001) on thetaffeloving attention.

Finding her own meaning in life and developing her ownecéiflity is
uppermost now in Diana’s (S9, R) thinking, which is not sanpgiin someone with
a strong Reflector style and a background of different, jdifferent careers and
different interests:

‘I have become much more involved in later years in making connectitwselne
different things | have read and studied. | keep now drawing them togithéess
prepared now to get absorbed in what | am learning — | am much more teteéras
how | see it — how it fits with what | think about life. I'celito do more of that.’

Before commenting on the above, here also are M&a(A2, RT) thoughts on
reflexivity. For her, the LSQ has played a part in hgjtting a growing awareness
of different ways of learning as she reflects on meatlening perspective:

VB ‘In your questionnaire, Mhairi, you have shown that you have become more
reflective.’
Mhairi ‘| think I am now more aware of the circle [the learning cycli]st because

something is done in a certain way, it is not necessarily the lagstl ke
looking back at how things were done, what improvements could be made.
Maybe that is more a reflective attitude. | also like hands-onkd tb
understand why things work.’

VB ‘As a scientist?’

Mhairi ‘I don't know which came first — the chicken or the egg. Wasel tlikat
before, because | liked it or was it because | was good at it? | tHake
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become more aware of having more interests than | thought and perhaps |
ignored these. | don’t know whether | should take an art class or
something.TLaughter]

Earlier, Mhairi also indicated that she had not giveach thought to how she
learned before, while now she enjoys learning more doteely and queries
whether this might be linked to maturity. The more peajdeelop and educate
themselves, the more they refine their behavioural @ghitive options (Baxter-
Magolda, 2004). In fact, one could argue that the chief purpbsduzation is to
cultivate repertoires of cognitive and behavioural stgles strategies, helping adults
recognise the complexity of situations and the possildityespond in flexible and
creative ways. Although LS constructs and their measemémstruments have been
found to be flawed (Coffielét al, 2004), the process of reflecting on learning and
discussing different approaches with peers and teachéfes, mind-changing
possibilities.

In the case of Diana amdhairi, it could be said, that they are contemplating
their emotional development (Goleman, 1995), as Mhays with the idea of an art
class and Diana philosophises about how her learningofifsthier. These aspects
deepen one’s intuitive and spiritual self. In term&afdner’s (1983/1993) Multiple
Intelligence theory the women’s growing awareness nefv possibilities is
burgeoning intrapersonal intelligence (self-monitoring a@fiection), which may
have remained dormant during busy working lives. Althouglr tilerpersonal
skills as teachers will have found expression in efftarticilitate improvements in
others, later life provides opportunities as never beforedéveloping one’s latent

potential.

4.3.5 Healthy learning environments

Wolfe (2006) claimed that educators who understand the bialagicierpinnings of
emotion can use it to affect learning and retentiongosative way by building
“emotionally healthy and exciting learning environments” (p.#Qyas interesting
that this ‘healthy’ metaphor was also used by Harriet @1, As she concluded her
opening contribution:

‘| think it is always beneficial to have an ongoing dialogue because snaetjiou
don’t know what you know until you talk about it, until you actually sp&adt.you
find that part of the learning process is transforming thought into dialogné.so
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that process of learning is a mixture of being given informatieeing it visually
and then, not only saying what you think yourself, but learning, someiiitles,
great surprise, what other people’s perceptions are. | think is yahealthy way of,
not only learning, but retaining and understanding, understanding and retaining.’

Harriet was referring to the process of articulatinge’®nown thoughts and
reciprocating by actively listening to another personl dekcribed how talking

activates the motor cortex and all the brain musculahu@ved in speech. To use
the words ‘healthy’ to describe this way of learning slas drawing on a discourse
of health, although perhaps not consciously, as peopletaphors are often not fully
expressed (Gee, 2005; Yang, 2003). Health is one of thepmastful discourses in

our culture. To use it to describe learning in this contextnusual and Harriet
bestows on the dialogic process a metaphorical ‘thieedtiue.

We are all familiar with exhortations to bodily healthealthy living, healthy
eating and healthy exercise. However, there is noweaess that one’s mental state
is key to health and | drew attention in Chapter 1 taimber of reports (Allen,
IPPR, 2008; Beddingtoat al.,2008; Field, 2009b, 2009c¢) which all acknowledged
this link. Remaining well and maintaining mental capit& sextricably connected
and are seen as vital for preserving independence and welibdatgr life - “A new
mindset is needed”Fpresight 2008, p. 33). Perhaps, part of this could be more
opportunities for various forms of ‘healthy’ learning, somf which have been
suggested by participants in this research through mordcdi@ve practices which
create supportive cultural spaces, which would also includégaming cultures’
envisaged by Hodkinsoet al, (2008). Classroom cultures are changing and Beryl
(C3: RTP), as she expressed her enthusiasm for theptddgramme, drew attention
to this:

‘At one time tutors were held in awe and no one dared ask a questionnmiexker
challenge them. That has gone to a great extent. That's great becauwesees for a
good atmosphere in the class. You are all working and learning together.’

Healthy learning environments have an atmosphere of opearatiph, with the
search for meaning at it cofdeanings do not sit in a brain compartment but are an
emergent property of many brains. They are socially coctstd - subject to all the
varying influences in our lives on a moment to momentsbasticulating what you

mean begins to change half-formed or half forgottentiagisknowledge into
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coherent thoughts to be matched against others’ ideata (334, TR) expressed this
idea well:

‘“You cannot tell what is in your head till you say it out loud to someonelelse
don’'t mean we can't tell. Like going back to what you said, Harnedigcussion,

you are actually hearing yourself going over what you have been thinking and all
the interpersonal skills about your reaction, whenever | say somethidig, That's

not what | got out of it’.’

In negotiating meaning, one needs to bring into play theta#iefacet — the feelings
and emotions that suffuse human transactions, req@engine respect, tolerance,
patience and interest in the speaker or listener. \Mitthese, words might be spoken
and heard, but communication rarely takes place. Eduasedsto embrace and
cultivate these human values. Dialogue engages botleattal and interpersonal
skills and connects people in way now known to promakbeing and, by default,
is a contributory factor to mental capital.

Discussion, of course, is not without its dangers, aspy or dyads set the
task of discussing an issue, need some ground rules sagdlzer equitable sharing
of views and no one-sided conversations, as Greta (A4pdiRted out:

‘We needed to have of ourselves - control - when to keep talking andoMirgish
off and when to pull the topic back. Because there was one particulanpeho
tended to dominate and the tutor did not handle him well.’

This is a whole subject on its own, as adults comeldsses for many different
reasons. A few people can be particularly needy and aggoear to dominate
discussion and use it as a vehicle for their particolbsession, usually not
intentionally, but because of an underlying problem, and ghis a strain on the
group. It is an issue not adequately addressed in thatliter but a situation most
teachers have to deal with at some point in theirgssadnal lives, which ultimately
may need counselling intervention.

Dialogue enhances recall and this is welcomed by adutlidesafor a variety
of reasons. Therefore, a teacher/tutor who can nmfekelassroom experience more
vivid will improve the memories of what takes place ¢éhddiana (S9, R) made the
point that the lively, engaging, and dynamic exchanges oafswvigith her university
students left her with vivid memory traces to this day:

‘I can even see myself, for example, saying certain sociologiogtnd someone
in the class saying - ‘That’s a load of rubbish?’ ‘Well, let's gawve all think that.” |
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can see the person and | can see the point they were making and what wéxdading.
that is very vivid still.’

Neuroscientists all say, “Neurons that fire togethere wogether”, so we know that
the brain links assemblies of neurons together and ¢herrthe sensory experience
the more joined-up connections. Diana’s vivid recolledioof the people, the
dialogue, the discussion points, were established throlghrith multi-sensory
experience of an animated debate, which engaged all obrdia in dynamic
interaction. Consciousness experience is at the obreognitive functions and
connects memories - trigger one memory, others viollMlemory is sometimes
talked about as if it is a thing, but it is a proceski@rfced by the emotion chemicals
from the limbic system.

Greta gives a graphic description of one type of expggielearning which
evoked the right conditions for encoding:

‘At the memory class, we learned from getting up off our seats ataigppitysically

into our memory patterns visual things, such as a shopping list t@misemon our
body parts — eggs on the top of my toes. All these exercisstllaiere because we
took part, talked about it and laughed about it, and feeling we had achieved
something.’

This learning space contrasts with the class Laura (Cll8egcribes where the sort
of stimulation required to make the experience memoraagetotally lacking:

‘If you find you are not gaining anything, work at home and try and contribuketo t
class. This never really works awfully well though. The classrngeems to join
together. It is only now and again one experiences this and | thiskheitutor's
fault. No, because sometimes you can get a class that just warspassive and
that lends itself to a very uninteresting class.’

Laura was very forgiving in her statement, as the dleasher has the key task of
injecting energy and enthusiasm to what should be @&adrmotivated group of
people. Wolfe (2006) has drawn attention to the key redpititysbf the teacher to
create a ‘healthy’ environment.

If there are ‘healthy’ environments, then there must ‘behealthy’
environments, where there are incongruities and conditiess conducive to
learning, some of which will lie within the tutor’s cookrand others on the situation,
expectations and individual reactions. In the focus grotnesparticipants were
asked how they responded if they experienced a clash.cd@hisreate a feeling of
dissonance, which can trigger uncomfortable emotiont tthge to be dealt with

141



there and then. The first type of dissonance is anatish of starting level described
by Paul (C10, TR):

‘I attended one language course where the course did not follow the syllabus
promised, as almost everyone had been on it the year before, o juke carried
on. That was not good for me as a newcomer.’

It is only fair that a class adheres to the publisheddagyamless there is a very good
reason for change, so Paul was justified in feelingigteand somewhat aggrieved.
Andy’s (M15) grievance also involved language learning, whiched out to be a
complete waste of time:

‘Two years ago | took a quantum leap and went to Alliance Francaise.pliheye
into a class where they do nothing but talk French. | was most undabiéorl
stuck it for a couple of weeks but | was at the wrong level. Thaiutase off.

This student’s “quantum leap” was a leap too far and demoestitzat effort taken
before or at the start of a class, to establish iddad levels and student’s
expectations, would pay dividends in the long run. Andyfsadeire after a couple of
weeks, never to return, was a loss to the organisatimh,at a personal level he
might never try another language class. This would be @ @ig/, as learning a
foreign language is one of the best ways to create meural networks and
contributing to building cognitive reserve (Stern, 2006). &t example reinforces
the frustration generated when Muriel (M4, RTP) feels shevasting her time
because the course has been advertised incorrectly:

‘I am attending International Cookery. | feel it should have been adweréisea
basic class — as it is too basic for me. I'd have been better tomyself a
cookery book and just get on with it.’

Katherine (C14, TR) makes the point that when a coursestout to be a
disappointment, it is not only money that is wasted:

‘You are also paying with your time, which is not going to be repeated, so you do
want to make the best use of it.’

Although our life span is extending, how one spends oreigining years is an
important issue, as we are all aware of a finitespitn and time is precious and not
to be squandered. The next extract is from Rowena (33, who believed many
students in her beginners art class had drawing experier@emade her feel
inadequate:

‘What did upset me was there were a few there with qualificatimm the art
college. So drawing a bottle - | had every shape, whereas those |alesnawing
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it - perfect. | thought — | shouldn’t be here. | felt really incotape When shghe
tutor] came near I'd flick over my paper and say I'm still measurindligughter].
Whereas, if we are all in the same boat, we can have more fui. with

This is a case not dissimilar to Muriel in her cookepss| except the positions are
reversed. This time it is not though lack of progresstdmtmany people producing
material better than beginners’ level. Rowena’s metapHAll in the same boat-
conveys that she felt an ‘outsider’. This is a casere/iscaffolding (Vygotsky, 1978)
was required and perhaps also, more sifting at tinetstaonfirm the different levels
in the class. It is one of the major challenges iradlllt education classes to ensure
everyone’s needs are met and no one should feelimfexior position.

Another type of practical class where frustrations laail over is Information
Technology, as illustrated by Paul (C10, TR):

‘| recall in A’s class — tutor-led rather than paper-led. Andweanted to move onto
the next stage and | had to say - Hold on! | realised there were péugle who

were less vociferous, but they also wanted further explanations. Stitleait has to
shout!

Perhaps, every class needs a confident student like Pau$whepared to challenge
the ‘galloping’ tutor. Often, the flagging individual thimke is the only one and
keeps quiet. Jonathan (C15, RT) also makes the point "di®tutor having his own
agenda:

‘| certainly experienced the tutor-led teaching (IT) which canebxeellent for
20/30% of the class. But always some fall behind, while thedetans to have this
course set that they have got to do this, got to do that.’

This problem is surmounted by individual workbooks, alreadycudsed by
Jonathan, and should be the norm for IT unless it isyasraall group which allows
one-to-one help.

In the post-LSQ the final question asked about the typée$room situation
that would be completely unappealing — a ‘switch-off' (fg@pendix 21) Verbal
presentation with little or no engagement was the kdpricu The presenter’s
personal style was also a critical factor - partidulaon-participative lectures, few
visual aids, monologues from notes or rambling style. €dnalso came under
scrutiny, with too much detail or theory, complicated nt®@md long descriptions.
Many of these elements will have been experienced dpylae attendees at adult
education. There were also comments that arose ifotlis groups concerning the
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teacher’s style of presentation. Norma (A5, AP) mdue goint that signposts of
where a lecture is leading can make all the difference:

‘I don’t mind a long spell of someone talking at me if it is well &ired. You can
then mind-map it — as | did often. Other people just stand up and blefhret.that
very, very frustrating and | want to get up and walk out.’

Later, Norma commented on a ‘taster’ session, adedrtés a practical subject,
where she made her voice heard when the presengzt faiteliver:

‘| came to a taster class....a practical subject and no practical thiag) appearing.
He just rabbitted on. Eventually he said — ‘We’ll now get on to thetipgdit’. |
shouted — | could not stop myself —'And about time too!" | thought — hatame?’
I had reached such a stage of frustration that | did challenge him anthé

Tutors who do not deliver what is expected of them deden® admonished, but
often students just depart, never to return. Aiden (GQRTH) revealed that his style
was to speak quietly to the tutor:

‘If I have a lot of problems | speak to the tutor - one-to-onesewif he can come

round to my way of learning. | would not intend to upset the whole’class.

Molly (S3, RT) endorsed the idea that the crux, whatt#weisubject, is to connect to
the class and keep people engaged. This perhaps undehnesatity that older
adults are often not in search of plain facts, buttwarbe taken out of themselves
and entertained, as much as educated. She said:

‘| think it is most important to have an interactive approach betweetutbe and

the class. There is a lady whose classes | go to who is absolatelgllous. She
has a tremendous depth of knowledge, but she gets sidetracked. Weajetttwiss

and | admit | go to the class for this - it's amusing and fascinatingsomes — but it
is certainly not the subject.’

Rowena (S4, AT) also endorsed the importance of anueagmg teacher and
learning for pleasure:

‘[The tutor] was very good, very good for boosting your ego. | thinkings are
light-hearted — especially for our age-group - because we don’t want anypess
We are at the stage now to relax.’

Also Katherine (C14, TR) drew attention to freedom odicé, Laura (C13, A) to
choice and freedom from exams, and Joyce (C17, RPl)gbtdaouch and variety:

Katherine ‘There is nothing we need to know really in that sense. So we can
concentrate on things we like to know.’

Laura ‘I think this over 50s is a great opportunity for everyone to choose it t
want and enlarge on it without having the stress of exams, and tleé itg'st
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Joyce ‘| find if I want to learn | need someone with a sense of humour. ik |
variety. | can't stick with anything for too long.’

These reflections on motivation - and other refegsrto 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 peopleringic motivation is the driving

force — bribes and extrinsic rewards are no longer redjuirno need for promises of
grades, gold stars and promotion. If educators find out whaitivating an older

learner, then they can concentrate on delivering theopppte content. However,

sometimes educators can get it completely wrong andferetit kind of scenario

plays out when too much information is crammed intcessisn and it becomes
anything but motivating (Caine et al, 2004), as Linda (M5, ARRTind at one lecture

she attended:

‘We heard eight tapes about types of people but no one could keep up so | don’t
think we learned much. There are some forms of learning experigratese less
than helpful.’

In the next extract, Claire (S1, A) found that the@dphere was so formal, that even
guestions at the end were not welcome, which sounds né&euhk U3A in Malta
(Formosa, 2000):

‘This person just stood and said what they had to say and we[the students] did not
say anything. At the very end of the class some people dared to piiatids up,

but it was not encouraged. It did not suit me at all. The person knesubject
inside out but the presentation was terrible and there were no haridouts

So, knowing the subject well did not compensate for ictisiy communication.
Controlling adults in this way creates uncomfortableigest instinctively we want
something to happen, some reaction to a question or deccangument, or some
connection with the other listeners. Most of us havetaral desire to speak with
others (Goleman, 2006) and will happily discuss anything weaasked, if given a
chance. As Palmer (1998, p 156) wrote: ‘...the human soul simphis to be seen
and heard’. In complete contrast to the previous exxtkdarriet (Al, A) described

the features of a good lecture she experienced at a enoder

Harriet ‘The person who spoke longest - 45 minutes- | heard every word. neliste
with great satisfaction because | knew | was retaining it because shanner she
used. It was because of the hard work she had put in. One sentence- $lidesd
that helped me as | got older. She spoke to that with dramatic intemg
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humour, and speaking to the audience — have any of you ever thought...? Put up
your hand if you have..?’

VB ‘She engaged the audience.’

Harriet ‘Exactly. We moved from one part of the presentation to the néxtjust what you
were talking about, Julia — with a brief summary. As a resutwlais the theme that
everyone was speaking about. Whereas the other stuff had fallen into a black
hole. She was lively, she was performing the way teachers do, washenderful
at it. You could see at the end of it she had achieved great sadisfact

Harriet’'s metaphor a ‘black hole’ - aptly describes what happens with a surfeit of
information. However, a lecture delivered by someond#eskin the art who uses
interaction, with some well-prepared slides, can befi@atere and useful platform
for future discussion. Harriet finished by drawing attentio the speaker’'s own
satisfaction. That inner satisfaction is somethingeergmced by both teacher and
taught when learning has taken place. This feeling offaetisn came over when
the participants below were asked when they knew they latly rlearned
something: Learning naturally was the key for Martin, \Wwhigceant in the way that
came easiest to him and gave him the greatest satisfactio

Martin (C1)  ‘Apply what you learn naturally without giving it too much thought. And
build from there and feel a sense of satisfaction and enjoyment.’

For Linda (M5), it was not necessarily applying the krexgle but making one’s
store of knowledge one’s own. This involved selectiveliifig acquired knowledge
to one’s own life and interests:

‘Application is good but | don’t think it is always application. It is Hinb up your
store of knowledge and recognition, and making it your own.’

Katherine (C14) reckoned it was taking a step beyond wdhathgve learned, or a
side step, to develop your own variation on a theme:

‘| think if you start to build on what you have learned, and it leadstgao other
things, not necessarily exactly what you have learned.’

Similarly, Gordon (M12) saw it as making spontaneous cdiurecto the wider

world, adding to one’s pleasure and quality of life:

‘| did an art appreciation class last year. | don't think there is any a@agibn as
such, but | do recognise things in TV programmes and art galleries, addstto
the quality of life.’
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For Andy (M15), it was learning a new skill from a csafian and the pleasure of
producing something with his own hands:

‘Something practical, useful and tangible - perhaps to put into practice ihfeny
tangible - something | have made with my hands.’

Rowena (S4) — a people person — focused on the social asgelgarning and
thought that, perhaps just keeping learning with one’s fsierslipporting and
encouraging each other and keeping thinkargthe same wavelengthso no one
gives up and no one loses out, is all the reason need&ining:

‘You keep in with your friends to make sure you are all on the sanaength. It
saves you from slipping...When someone tells you something you want td hear,
makes your day.’

Her final comment is perhaps the reason many oldersadafjage in learning to
“make their day”, to experience an environment where they learn something
interesting, do something interesting, or meet someoreesting: they require to
leave a class feeling uplifted, and sustained by the iexper; whatever it is. To
pararphrase McClusky (1973, cited in Hiemstra, 1981) educatian &ffirmative
enterprise and should enrich the lives of those engaging iThe voices above
suggest this means different things to different people kitlung it is not about, is
acquiring knowledge for its own sake — learning fulfils @pb¥ purpose in their

lives.

To summarise this section, extracts identified a randgaofing environments, some
‘emotionally unhealthy’ with classes at the wrong leoeltoo many levels. There
were mismatches between what has been promoted andraspired - leading to
annoyance, outbursts and challenges. There was oneavamunication (mainly

lecture format). Discussion could be dominated by omsope with the outcome, in
general, that people became annoyed, overwhelmed, borddustrated. The

opposite of this were healthy learning environments, whiéereht styles and levels
were catered for, where the class descriptor accyrptetrayed the nature of the
learning and met people’s expectations, the atmosphere weasuraging,

communicative and inclusive, and everyone felt motivatedeageér to contribute to

a common learning purpose.
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4.4 Discourse analysis of early contributions

The first ten minutes of each focus group which was analysed) Gee’s (2005)
discourse analysis identified various motifs/metaphaocs tapics that emerged and
the socially-situated identity of the speakers. (Seeose8.7 and Appendix 23) This
was my first attempt to analyse the material in defwha (A3), for example, spent
her first contribution in ‘state and action’ mode, ddsog what she had done, using
fact-giving language which is often used by ‘authority figures'.al way, this
detached her from normal social interaction and pldedin the domain of her
personal biography pathway through what Gee calls an ‘asient space” (2005,
p.141). There were no affective statements conveying howfedheor ability-
constraint expressions conveying any uncertainty, which different from the
others in her group. However, she had arrived a littledatehad missed the general
tone set by the others. Her first contribution sereettldstrate the varied course of a

focus group discussion, which can move off in any numberredtibns.

With a contrasting style, Diana (S9), in her group,lketh using more ability-

constraint terms and affective statements, suctihas,helps’, ‘but | never did enough
of that’, ‘I found that very difficult’, ‘I like that- which are used primarily in social
bonding conversations which address emotional needs and m@ndhiffierences. In

this small group, two others had presented themselvessasdefdent learners. One
can surmise that Diana, with her background of acadernmngplishments, and with
the sensitivity of a teacher, was deliberately playingvrdcher achievements to
minimize differences. It was an eye-opener to beclsegse to people’s words and
meanings through the discourse analysis process. It vedisl is have scrutinised
these first contributions as a primer to a thematiovved the transcripts, and it
sensitised me to look beneath the surface of wordsaesible unspoken implications.

It also illustrated that the language we use will vanyt only with different social
groups, but also with what we believe about the vulnetalzihd weaknesses of our
listeners at the time of speaking. It also becamer dleat understanding is not

completely stored away in any one person’s head, but distdbacross different
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viewpoints in the groups and develops as dialogue builds, aage supplied some
examples of this. The experience of conducting the drseoanalysis on the early
responses was insightful, assisted with the holistatyais of the complete texts and

made the production of the thematic analysis more grounded.

4.5 Summary of findings and analysis

This chapter began by examining the results of H&M LSQ@widrg on the results
from the post-LSQ and relevant discussions in the focus gr&gisrence has been
made throughout to the display of additional data inAjhyeendices, in addition to the
many extracts to illustrate my analysis, including éa#uminating the five
interrelated themes identified as catalysts for chamge. early discussions for all
groups, analysed using Gee’s (2005) Discourse analysis) #gpendix 23 and the
transcript of Focus Group C is displayed in Appendix 24. Imthé chapter there is a
fuller discussion of the results.
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Chapter 5 Discussion

5.1 Introduction

In the previous chapter | analysed the participants' H&NQ USsults, the written
responses to the post-LSQ questionnaire and the tettis &dcus group discussions,
using the processes described in Chapter 3. Many examptespvesented which
illustrated differences in terms of learning styles, défexes in terms of changes in
perception of learning styles and differences in preferragsvof learning in later
life. These will be discussed in the relation to #gearch questions.

Although the findings of this study are limited by its dnsahle and the fact
that participants were drawn from a few classes withsingle institution, they
suggest, if only in a tentative way, that older adults fiefi®m being active
participants in the learning process, and from collabayatith each another and the
teacher, in making meaning. This involves educators adoptingegrated approach
to learning in later life which is grounded in ways of knayvimhich engage the
whole person - intellectually, physically, psycholadig, socially and emotionally —
leading to enhanced wellbeing and more complex ways of uaddnsg the world.

As presented earlier, the main research question was:

What kinds of learning styles and modes of communication do older adultstprefer
use in later life classes and how do these fit with recent irssighd neuroscience
research and enhancing adult learning?

Based on this, a series of sub-questions were developed:

What kinds of profiles would a sample of older adults produce using leastyiles
guestionnaires?

How do older adults think about their own experience of learning and whegahs
to them?

Do learning styles and flexibility change over time?

What kind of action is taken if there is a mismatch between preéfemag of learning
and teaching style?

What are the intersections between best practices in adult learning anehttur
neuroscience discoveries and how might they impact on learning idilar
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| will begin with the quantitative part of the researdhiah was H&M’s LSQ which
first opened up the subject to the participants and produced @diie for each

participant.

5.2 Summary of Learning Styles results

85% agreed with their result and found it interesting taktldabout learning as a
cycle of four different processes — active experien@sdivists), reflecting or
reviewing through observation (Reflectors), coming to acheion through
intellectual examination (Theorists), and planning prakcesarcises (Pragmatists).
Almost all learning situations require elements of allrfstyles, but preferences for
some parts of the cycle over others, provides the LSslabbe majority of the
participants had a combined style, with the most populaighReflector-Theorist —
almost one quarter of the sample. There were approXinate third more Reflector
and Theorist styles assigned than Activist and Pragimatyles. These results
indicate that there may be a predominance of older dellhers comfortable to
adopt a more passive reflective role in the classrétowever, there are likely to be
a fair number who are quite the opposite, and many iwdmst. Therefore, the
challenge for the teacher is to ensure the appro&eim ta inclusive, so everyone’s
learning experience over a period includes all aspectgdéénning cycle.

5.2.1 The experience of completing the Honey and Mumford’s LQ

Despite H&M’s LSQ being in existence since 1982, | foundemolence of it being
used before in research with older adults. Howevavag completed with ease by all
participants, who appeared to enjoy examining differepiecs of the learning
process, which they had not thought about in these tbaftge. In recent times,
children have been involved lhearning to Learn’ programmes (as they are often
called), so they can begin to think like lifelong leasnand become aware of their
own styles of learning. Older adults also appear to lexested in gaining similar
insights into their own learning. Howevégarning to learnfor adults involves raising
awareness at a deeper level than simply knowing oneisescon a LSQ or
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understanding a preferred pattern of learning. Rather, itdvoglan developing an
awareness of how one knows something and of the raticasdamptions, evidence
and explanations which underpin beliefs that somethin¢grue (Baxter Magolda,
2004.)

Although the LSQ is used in business and professiortihge to help
employees become better all-round learners or teayerglait benefited from being
free of technical terminology, which is more than bansaid for many learning style
models. Research on styles has been largely confinde tpoist-compulsory sector,
and to Kolb’'s widely-cited and practically employed expeatial learning cycle as
presented ifexperiential Learning1984). Kolb offers the LSI as a psychometric tool
designed to “assess individual orientations towards legir(p. 67). H&M's LSQ
(1986; 1992), which is a derivative model (but not a psychontewiy, was selected
in this case as an accessible instrument, licensed thriveghniversity and used
widely in the UK since its inception.

While my results are interesting, “uncertainties aodtroversies” (Adeet
al. 1999, p. 1) still swirl around the LS approach to individlilerences, especially
since the extensive review by Coffieket al (2004). However, learning styles
guestionnaires continue to be found helpful, but recent guidaneacher education
(Hillier, 2005; Tummons, 2007) suggest a cautious approach, tgkaadg care not to
reify learning styles. Then the danger lies in labellingpe@nd expecting them to
behave that way consistently: styles cannot be divorced the learning context, so
should be used carefully and critically to avoid stengioty. As Tummons stated:

“People do learn differently but different subjectarricula, or technical
skills require different kinds of practice or work ottiage: the tutor's role
therefore, should be to bring them togeth@y.”100)

Writing in 2008, Coffield acknowledged that, using H&M’s LSQ understand
personal learning styles, could be useful to raise sefeness of both tutors and
students concerning their own learning strengths and weasiels discussed
(section 2.2.9), one of the few attempts at researchimgitgastyles in older adults
was undertaken by Truluck and Courtenay (1999), in the U3y Tound the
guestionnaire (Kolb’s LSI) raised interest in thinking alibwet process of learning in
personal terms and differences between people, and atsal guide teachers to use
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a variety of approaches. It was in this spirit, th&Mis LSQ was administered to
the sample in the Centre for Lifelong Learning (CLib) trigger thoughts about
preferred ways of learning and then explore whether theses 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 LSQ taokonsiderable amount of
time compared to an ordinary questionnaire because,caftgpleting it, participants
needed to have a short presentation on the learnirlg; ¢yoe to read through the
four descriptors - Activist, Reflector, Theorist and dnatist - and to search for
aspects which applied personally; tally the results usi&ylld scoring sheet and

plot the results into the banded chart from ‘very hmeference’ to ‘very low

preference’, then read off their LS and reflect onaitsuracy. Finally, each result
was entered on a flipchart to provide a visual representaf the group’s profile,

followed by discussion of the results and individual goestand assimilation.

For participants to properly benefit from the exercishich is important
ethically, these steps cannot be rushed. Therefore, aradméistering H&M’s
LSQ should be aware of the investment in time requiraghtterstand the learning
cycle behind the questionnaire. The sequence of complgtend.SQ needs to be
followed closely and takes around an hour and a half. H&000) provide a helpful
guide (70 pages, including implications of the LS and how wddbup an
underdeveloped style). The LSQ can now be done online althbegtespondents
still need feedback and time to interpret the resdisguss what it is supposed to be
measuring, what the learning cycle is and what the LS meatsrms of their
learning activities.

With 85% of participants agreeing with their results thenggto confirm the
face validity of the LSQ. In Chapter 4, | analysed inadesix out of the eight
rejected profiles and found plausible explanations as totiakycame about (section
4.2.4). However | am conscious of Popper's (1963) view tha easy to find
confirmations for almost anything, if we search for thét&M (2000) claim that
this consistent high face validity is due to the fact tih& prompts do not refer

directly to how people learn, which “most people have enewonsciously
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considered” (p. 20) and therefore, to which they could regaed accurately. The
statements were associated with everyday behaviourasuch

Q. 79 I enjoy the drama and excitement of a crisist@tua Activist;

Q. 13 I take pride in doing a thorough job — Reflector;

Q. 54 Indiscussions | get impatient with irrelevaneied digressions — Pragmatist;
Q. 43 | tend to have distant, rather formal relationsiwifis people at work — Theorist.

| have selected the above statements from the LSfQube they have strong
emotional aspects — enjoyment, pride, impatience, rakttips, and it is interesting
that the LSQ is peppered with many such statementsypoiaing feelings.
According to H&M p.cif) the items in the LSQ:

“admirably illustrate how learning preferences undemoma are associated
with everyday behavioural tendencies.”

From the above statement, one can deduce that H&Misriying assumption is that
the way we live our lives, which includes our habitual enmatiseactions to people
and events, infuses the way we learn.

H&M have succeeded in making the LSQ user-friendly by ke of
everyday statements, which made it relatively easypéwmple to decide whether a
condition applied or not. In discussion afterwards, sp@eple said, when faced
with no option but to put a tick or a cross, there @&dsit of uncertainty, because
missing a response was not allowed. It is likely thatuke of everyday statements
led 50 respondents to comment favourably on its usefulteresting aspects, with
one person commenting directly on its efficacy asasuring instrument:

‘Questions were well-thought out and responses should reflect personality
learning and communication.’

There were favourable comments even from those whadatidgree with their style.

For example, Martin (C1, R) reckoned he was more Asttithan Reflector, but

wrote that he now had some insight into the structdréi® occasional training

courses, and Bridget (S8, A) hypothesised that her job twawkd her into an

Activist, although, now away from that environment, hegf@rence was towards
‘being more of a TheoristTherefore, H&M’s LSQ made some sort of intuitive
sense to people and they were receptive to its develdpimaspects. This was
indicated by the expression of a considerable lexicon @ithr vocabulary such as
‘insights’, ‘self-knowledge’, ‘communication’, ‘self-concepts’, itatdes’, ‘self-
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examination’, ‘encouragement’, ‘needmhd‘reflection’. No one gave any indication
that it was irrelevant, so the instrument fulfillece tresearch purpose of triggering

reflection on learning.

5.2.3 Accepted profiles
When looking solely at the profiles (Appendix 17, Fig.4) ahhimet with the
respondents’ agreement (46 out of 55 participants) 31 Reflaothr28 Theorists
styles were allocated, almost one third more thanvAtt(19) and Pragmatist ( 17)
styles. The number of participants allocated a Reftetheorist (RT) profile was 13.
RT has been found to be consistently the most commuaoibioation by H&M. The
next most commonly agreed style in the sample was dedRef-Theorist-
Pragmatists (RTP), followed by 5 straight Reflectd®$. (Looking at a Reflector’s
strengths according to H&M (2000. p. 44):
“they are careful, thorough and methodical, good tErliag and assimilating
information, and rarely jump to conclusions.”
The downside is:
“a tendency to hold back from direct participation, lo&vdo reach decisions,
lack risk-taking, and be not particularly forthcominggood at small talk.”
These characteristics seem closer to personalitts tifsan ways of learning and
therefore, one might assume, they would be resistanhange. It is interesting to
compare the Reflector to the Theorist profile (H&iMid. p.45) because the number
of Theorist styles allocated was almost the same &28) this style is closest to
Reflector. Theorists strengths are:
“logical thinking, rationality and objectivity, good at asii probing
questions, disciplined and able to grasp the big picture.”
The downside is:
“restricted lateral thinkers, low tolerance for amitiguidistrustful of
anything subjective or intuitive, full shoulds, oughtandmusts’
Putting these two together one would anticipate RigfieEheorists would be quite
traditional thinkers, perhaps a bit set in their ways,this does not seem to ring true
for all six participating in the focus groups with Reftactheorist profiles, discussed
below.
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They all possessed the common feature of being gradwatiesyiolly (S3)
the only one to state that her learning style had not chamtgvever, widowhood
seemed, in fact, to be driving change, as she was, inWwenmmrds,‘on a steep
learning curve’ after her husband’s death and had changetritd and error’
learning. One is reminded of McClusky’'s categories ofdee€l971, cited in
Hiemstra, 1998) as Molly’s coping needs “must be satisfieorder for adequate
social adjustment, psychological health, and physvedltbeing to continue” (p.10).
American education pioneer McClusky hypothesised thatptilosophy of older
adult education was based on needs — coping, expressitgbgtve and influence
(section 2.2.2), and certainly, the coping and expressive reedthe ones that
providers target (Findsen, 2007). Molly attended a language folabsr expressive
needs and a music class to meet her coping needsyifodl an accident which had
altered her auditory function +o' see if | might actually acquire an ability, as
compensation’ So Molly was a very proactive learner and also mgetiner
contributive needs as a volunteer in my research!lll emdeavour to probe the
apparent contradictions over what the participants meamtn they talked about
having changed or not changed ways of learning.

Some of the changes in learning preferences, whicReHRector-Theorists in
the focus groups mentioned, wergistussing things and exchanging ide@ghairi,
A2) and an awareness that theories do not always sipaethe real world (Greta,
A4). Probably Paul (C10) and Katherine (C14) are closesH&M’'s classic
Reflector-Theorists, but the question remains — theg #ay had changed their
learning preferences, but was it more a change of leartriatpgies (Adeyet al,
1999) or did it run deeper? Jarvis (1987) provided a clue when rssextrehe
importance of differentiating between the conceptuahdeis of theorists and the
everyday way people talk about learning. He posited that @dept to think of
learning in terms of memorising within formal school sgdinbecause memorising
is the social definition of learning.

Certainly, mention of rote learning arose in every grexpept for Group A,
because, with five teachers involved, discussion wasmore abstract level, and the
reproductive concept of memorising was replaced by recotisgwand interpretive
ones. Saljo (1979, cited in Candy, 1990) found that there fixe¥ commonsense
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responses when people were asked what they meant hintgésection 2.2.8). His
second category was learning as memorising (same as, J#88i8 and his fourth
and fifth were learning as abstracting meaning and stwleting (applicable to
Group A). It seems a reasonable assumption, that péxicipants were asked about
changes to their ways of learning, their first thoughtse their memories of
conventional teaching, when rote dominated. | will exgldrs further over the next

sub-sections.

5.2.4 Missing links in Kolb’s learning cycle

A particular difficulty with Kolb’s concept is that laoes not explore the nature of
knowledge in depth. Compare his four stage cycle to Yang's (20083-tayered
model of knowledge with its three facets (section 2.3%)b’'s model omits the
critical dimension of how the person feels aboutresy, while Yang's affectual
facet embraces values, aspirations and visions whide drom the person’'s
emotional drives. Learning later is a voluntary activapd most participants have
paid for classes and are emotionally committed, as wedl important to them and
to their wellbeing. Katherine (C14) reminded one of this wklea statedyou are
paying with your time which is not going to be repeated.

Kolb’s cycle, in a sense, is going round and round, butntb@vational
aspects are obscured. Veteran adult educator Phil Race (2(d@gd the learning
cycle, and invented hifRipples’ model, starting with feelings of wanting and
needing, setting the ‘ripples’ of learning in motion. Hoere perhaps for some
older adults, even wanting and needing are not that impgpdaview expressed by
Katherine with her remark Fhere is nothing we need to know realllot everyone
might agree with this sentiment, but released from ¢bastraints of family
commitments and work, to some extent at least, onaotaexpect anything other
than older adults will opt to do what they like to ddartin (C1) expressed this
another way when he statilde world is your oysterTherefore, education for older
adults can sometimes be a search to fulfil the bassd for human happiness, and all
the benefits that accrue when social, emotional amaham development come

together (Baumgarten, 2001).
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The growing understanding of the importance of feelings itearning
situation was researched by Immordino-Yang and Damasio X208&y posit that
the aspects of cognition vital to education and sociataot®n are both profoundly
affected by emotions. They have found that there acermain problems with a
model of learning that ignores them. Firstly, a bettederstanding of the neural
architecture of the brain has revealed that we do not Exad remember in a purely
rationalist way, for example, by doggedly going throughhestage of the learning
cycle. The frontal cortex, where goal-oriented actianhd ideas about action take
place, is intimately linked to the older (in evolutionaerms) parts of the brain,
located deep and low beneath it. These are often edfesras the basal structures or
the limbic system, and the channels of communicatrencalled the orbitofrontal-
limbic connections (Cozolino, 2002). When our frontaitex receives pleasure
chemicals from the basal region, the learner getsvarcewhich motivates her or
him to continue to move along this developmental path.

This was what was happening when Rowena claiméftien someone tells
you something you want to hear, it makes your’dayd also when she affirmed
how she knew she had learned something:gives you a buzz!'Streams of
neurotransmitters from the basal forebrain, flood riearal networks and assist in
moving the emotions from the limbic area to these highgions, where we can
begin to see “through the eyes of another” (Daloz, 198&d in Johnston, p. 66).
Daloz, who was particularly interested in mentoringl dhe interplay between
education and development, realised that students wene gdiing through various
crises or turning points in their lives, and looked to etioicdo help in the process
of changing things. But whether going through changing timesotrwhen our
brains are flooded with pleasure chemicals, these e teaching moments:
positive emotions release acetylcholine (ACh) whick havariety of effects as a
neuromodulator upon neuroplasticity, arousal and reward, dmchvhas also an
important role in sustaining attention.

Therefore emotions, far from being a barrier torewy, create the perfect
conditions in the brain for remembering what has beaméal, giving it relevance
and making us want more, and it is part of our evolatipmheritance. Martin (C1)
expressed this neatly in a few words in termsledrh naturally’ - being able to
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apply learning with ease and letting the good feelings #oa carry him forward.
Kim (M9) voiced similar sentiments in terms of a waafterglow, simply through
recalling because of the enjoymeatid motivating her to return.

This leads to Immordino-Yang and Damasi@.cit) second point, which
was that, by teaching in a way that reduces the emotiomaddat of a subject,
educators may be creating a kind of ‘sanitised’ knowledgeidef values, passion,
and significance, which does not connect up well to pespleal worlds where
things do matters, and therefore this knowledge nevembes anything learners can
feel is theirs. This is reflected in Linda’s (M5) commemhen she was asked when
she knew she had really learned something — wiien have made your own.’ It
also chimes with a constructivist perspective, and ‘kngivas an adaptive activity
(von Glaserfield, 1995), with one’s knowledge “a kind ompendium of concepts
and actions” (p.7), tried and tested by the individual ahthvshe knows works for
her. Effective motivation to continue learning can beteiced only by leading
learners to experience the pleasure inherent in undersgasdmething chosen as
their own.

Immordino-Yang and Damasio’®p.cit) believe that if educators do not
appreciate the role that students’ emotion plays theyampletely missing out on
optimum teaching opportunities. During the times when tlygsed feelings are
flowing, pleasure chemicals from the basal forebram @roducing acetylcholine
(ACh), which, as already mentioned, improves the ahidlityprain cells to transmit
information between cells, and also encourages pitystind learning (Zull, 2002),
and as Cohen (2005) pointed out, plasticity is “a dramaéisan for optimism about
the brain’s potential in second half of life.”

How the brain, mind and body act interdependently éaterlearning styles is
not known (Given, 1997-98). Therefore, as yet, there isam@rent neurobiological
explanation, despite the continuing strides in understgrimtain processes: learning
IS so complex because neural tissue is so complex.inSkemesearch on
neuroplasticity (Diamond, 1967, 2001, section 1.5.1) and subdegueties have
shown that the brain and body are one system andraéim@soptimum functioning
depends on physical states, including good nutrition; incdeagseirotransmitter
production through exercise (Cohen, 2005; Hillnearal, 2008, section 2.4.2); the
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motivation of newness; the excitement of challenged nurturing relationships
(Diamond, 2001; Johnston, 2006).

It is just possible, that when learning styles are bettderstood some time
in the future, a more comprehensive LS model will emergle edherent constructs
including emotional, social, physiological, environmentaindms, as well as the
dominant cognitive ones. Already, educational developers Hmeen creating
learning systems which include many of the above factord) ascAccelerated
Learning (Rose & Nicholl (1998), used by Diana (S9) to imprbee language
learning, and mind mapping (Buzan & Buzan, 1993, 2000) chosen by NAEhto
capture lecture content. The Dunn and Dunn model (1998), aedetatount of
which is portrayed by Given (1997-98), is strong on the physmdbglomain of
learning through the senses. In the next section | ieeathese preferences for
certain sensory modalities which were probed in the p8§i-

5.2.5 Learning through different sensory modalities
Of the three modalities, visual and kinaesthetic (hamjspreferences had almost
equal weighting, which accounted for 82%, approximately (seemp20). Doing
it practically (hands-on) came across as an essdaotial of reinforcing learning —
‘Both doing examples and interactive with the teachdonathan, C15), and
exploring mistakes —You are learning quite a lot from feedbadkaura, C13).
Writing down ideas, or discussing them, are forms afadesting: simply putting
an idea on paper or talking to someone are physical @ugsging respectively, the
muscles of the arm, hand and fingers, and the tonguenigsh and airways. They
produce signals from the motor cortex, which are regidribe brain involved in the
planning, control, and execution of voluntary movemerite Dody senses these
movements, and so a mental idea is changed to a phggealor a form of concrete
experience. Concrete experience, is of course, onewfdillars of the learning
cycle (Appendix 3) which follows on from testing, and ifierne new sensory
information is gathered, before setting off againuarb the learning cycle -
reviewing, creating and testing (Zull, 2006, see section 2.4.3).

Many participants, as they thought their way througmiegrepisodes, using
their own words, and their own interpretations and cant, enriched my
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understanding of the significance of particular sens@peets, especially in the
visual sphere. For example, Molly (S3) realisezhtling and writing are the [only]
two means | have of capturing the thin§aul (C10) always wanteddme visual
explanation of what's happeningf the teacher was talkingisual aids are always
an advantageto Beryl (C3); and Claire (S1) knew herself to bevisual person
and get boredwith reading].” As infants, initially learning develops thgh our
senses, but modality preferences may be the reseliwafonmental experiences as
much as genetic ones, as intense exposure or deprivaticgrtain senses (during
critical periods) cause “learning-induced changes in neetalarks” (Alkon, 1992,
cited in Given, 1997-98, p. 13). So, the brain is an evergihgriandscape where
some sensory aspects are subject to the vagariesepfrdifher than deliberate
choices, and because of neuroplasticity, the brairreswo adapt.

However, whether preferences are genetic or changexpleyience, accident
illness or ageing, the participants were quite cleautbdat worked for them now
in the sensory domain. Each sense has its specific botevision is arguably the
most powerful, giving us “precise spatial input on objecthénworld, and mapping
those objects on the neo-cortex” (Zull, 2006, p. 6). Irmagdong with language
(auditory input), underpin thinking, and create the metaphorsseédn speech: it is
difficult (as a sighted person) to think without imageayd the language of the
participants was peppered with metaphors. Sfard (1998, p. %)rimg about the
patchwork of metaphors for learning, said:

“Different metaphors may lead to different ways ohkimg and to different

activities. We may say, therefore, that we live l®y/tetaphors we use.”
Imagery evokes emotion which we then interpret asnigeliThese in turn, become
linked to the visuals, and embellish them, engendering embtiesponses (Zull,
2002). Diana (S9), who was a strong visual person, illustthieg@erfectly when she
recalled, as a lecturer, various lively classroom d&ous involving young male
students, and as she spoke, one could hear the exciteeléng wp in her voice as
her thoughts reactivated the feelings at the time arel sfoke about their
‘outrageous ideas that really caught fireConversations catching fire are not
necessarily every teacher’s natural style, but by sityaing the students’ emotional
state, both meaning and memory are likely to be enhancelig)VZ006).
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For some people, it was not a question of selectingalkisauditory or
kinaesthetic strategies, but the nature of the sulbgtt which dictated the modality
of learning. For example, Kim (M9) and Rowena (S4) waxeduznt about their art
classes, and for Andy (M15), it was his metalwork,'¢twgnfort learning; providing
him with both the excitement of creating his own wakd a deep sense of
satisfaction. This type of hands-on class seemsfén afkind of balm for the spirit,
which is often dismissed as not ‘real’ learning, buséhg/pes of craft activities tap
into the ancient parts of the brain (limbic system)emhemotions and physical
feelings of wellbeing and comfort reside — what Golman (188@ght call emotional
intelligence, Gardner (1983/1993) might describe as intraparsatelligence and
Damasio (1994) has shown to be critical for regulatindltive of our lives.

Therefore a class, which is totally relaxing and fostaws ‘inner child’,
makes us feel good, and has a role to play in the schénmngs. Many people
have perhaps neglected this side of their nature due yowmrking or family lives,
and early education often had little time for suchvéas. Indeed, this type of
learning in the past was looked down upon, quite wronglynfasior, and only for
simple minds. This is a great fallacy, as it is imfidesto live a fully functioning
human life without being able to tap into the wellsprmigour being (Gardner,
1983). Cohen (2005) wrote about the awakening of creative dtentater life, in
terms of the “Inner Push” (p. 31), and he did not mean jusgdset things such as
writing, painting or music, but being aware of “the proces$ringing something
new into existence - and novelty is everywhere you.logk 169)

Practical classes lend themselves to inspiring untappsdivaty, but they
often have a gender divide. For men, it is more likelynvolve hard materials like
wood, metal, or slate, but the social dimension is &igong and competitive
elements are largely absent. Crafts such as cerapatifgraphy, and jewellery-
making, have no particular gender bias, but for womerghpatrk, quilting, lace-
making, macramé, weaving, indeed any form of creativehstiy or handcraft, can
be creativity plus “comfort learning”, as classes ugu@ke place within nurturing
environments, conducive to companionable conversation.

This is, however, a far cry from empowerment and eipation
(Glendenning & Battersby, 1990). One is reminded of Formosa’s (200igue of
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the U3A in Malta as “glorified occupational therapy” @L5). | tend to agree with
Withnall (2010), that currently, there does not appearetarty desire among older
adults for political approaches through the learning psocdsaterestingly, despite
Formosa’a critique and continuing efforts to embed tble ©f older adult education
within a critical perspective (Formosa, 2002, 2005, 2007), the lWTMalta is not
significantly different and he is calling for:

“the UTA movement to go through a cultural revolutiomgmain relevant to
contemporary ageing lifestylegFormosa, 2009, p. 171)

The U3A in general, has remained independent of mainstrdalongi learning

structures. Thus, learning in later life, in general, appéarde more of a
personalised quest for fulfilment, but not a solitarywithalised quest. In the next
section | discuss whether learning styles and flexibsltgnge over time.

5.3 Summary of perception of change and flexibility

80% of the sample said they had changed their way ofifegaand most people
defined change socio-historically, comparing learning nowhéo‘old days’. Those
who entered school in the 1940s and 1950s were immersed uttuae cof rote

learning - learning as acquisition, with the outcome -viking a lot’. This was Saljo’s
(1979, cited in Candy, 1990) first category of commonsense stadding of

learning. Then, people experienced other forms of learnirgugh broadening life
experience, working life, tackling information technolpgyperiencing new teaching
methods and becoming more aware of personal strengths. én wtrds, they

changed the way they thought about learning, and effegtiddveloped more
complex mental models, although this was not articdlatesuch.

New preferences included, finding their own voice, makingarmmg,
integrating new knowledge with their own experience, beipgnoto different
perspectives through interactions with others, and awssefgersonal growth. This
demonstrated that learning was adaptive to circumstamze®@portunity, and was
reshaped by a combination of extrinsic and intrinsic ofact Therefore, the
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participants displayed considerable adaptabilty as learne 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, appeared to be usarglaring aspect of
their personality as a reference point, such as agttommunicative style or a need
for reassurance, rather the socio-historic contdodels of learning styles based on
personality traits exist, although it is not an overpeas of the H&M model.
Nevertheless, personality traits are embedded in the grabediscussed, so they are
implied. This was something that was not explored in anyhdapthy study and could
be further investigated, because it appeared, from theirilmambns to the focus
groups, as if those who said their LS had not changed egrally adaptable as the
others when the need arose. (In total, four out of 2&ebelieved they had not
changed.)

According to Kolb, a LS is not a fixed trait, but “dfdrential preference for
learning, which changes slightly from situation to situati@Kolb, 2000, cited in
Coffield et al 2004, p. 60). However, he has also stated that scoresdié&owe the
LS| are stable over very long periods with the learnindestyf 60 year old
graduates unlikely to have changed much since their studentHtaysyver, this has
not been researched, and several graduates in my stothadioted this assertion
and, as illustrated below, spoke with feeling about how thays of learning had
changed dramatically. Of course, the LS concept wadewdloped in the 1950s and
1960s, when the emphasis was almost all on teaching, moinigaThe culture was
then one of ‘acquisition’ (and still is to a large exje

5.3.2 The *acquisition’ metaphor

The ‘acquisition’” metaphor, as described by (Coffield, 2008,8), is seen as
“gaining possession of knowledge, skills and qualificatigast as people acquire
cars, watches and houses” and carries an assumptioledhaing is individual and

therefore, ‘knowing a lot’ is the goal. It conveys knedde in the lecturers’ heads
transferring to the students’ heads, as a result wnlisg carefully, taking notes,
studying and memorising for exams. It is largely perceivedaasechnical
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undertaking, but the graduates in this study had clear mesmofi¢his type of
learning, which is quite alien to them now, and their yeakperiences were
expressed in heart-felt ways.

Martin (C1) talked aboutvery formal and one-way traffi@nd Angela (C12)
expressed her fear of asking questions when sheheasy'lectured ta’ It stopped
Norma (A5) from going straight from school into highedlucation because she
‘couldn’t bear the thought of going to universitit led Andy (M15) to resort to
‘crisis learning’to pass exams, and advice to Kim (M9) from her lectusen
faced with a re-sit, was t@ewrite all your [lecture] notes ...and reread every time
from the beginning.No emphasis here on depth of understanding, but firmly on
reproduction. A feeling that something was wrong with thigetypf mechanical
learning was also expressed in the discussion about lantpadeng, where Mhairi
(A2) asked Norma (A5) —Is it not generally accepted now that it was the wrong
way?

Apart from Norma who felt she had always had a vergnstrActivist
Pragmatist style, those mentioned above, all heldvigne that they had changed.
Strictly speaking, this is not quite true, as far as Angetaoncerned. 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 to sayag of learning had not
changed, and she professed to being a Reflector, rgj¢bhgradditional Theorist and
Pragmatist styles assigned by the LSQ (giving her aitofle).

| explain this in terms of these two participants hawiifferent ways of
interpreting change. Norma, who could not face goinguiinca system so alien to
her preferred LS, opted out and stayed true to hersaifelanwho was able to adapt
to the ‘acquisition’ system sufficiently to pass hexkams and collect her
gualification, did not perceive the experience as changend.S. Is it possible to be
immersed in a particular system of learning in one’s fonmayears and not be
moulded by it? Was it through her university experience suitbequent work
experience that Anna, in fact, developed Theorist andniiast attributes, without
being aware of subtle changes in her approach to learning?

Yang (2003) posited that, while we learn through our couosgicational

mind which makes intentional efforts to understand thimgs,its own it cannot
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capture the complexity of real social and cultural cetstand their ambiguities. It is
through direct experience and personal involvement in péatisituations, when our
emotions trigger and when we are involved with other peoplsocial groups or
organisations, that we experience a different way afetstanding (Yang, 2003,
section 2.3.5, Appendix 5). Yang calls knowledge gained througlpéinsonal active
engagement, perceptual knowledge, which is not openly esqutesr stated, and
therefore it is hard to formalise and communicate.

This may help to explain why the LS concept is so elusiad, why there is
such a plethora of models claiming to identify learnindestyit is part of a complex
holistic approach to learning, which involves us intelle¢yyua¢motionally and
physically, so it is difficult to articulate. At a nscious level, it is obvious whether
we are learning by memorising (rote), or doing, or face tce.fddowever,
communication about ways of learning in this study at a delepel, has been
glimpsed mainly through the metaphors people have used.

5.3.3 Links from past to present

It is not possible to know, if the respondents’ LS pesfiwhen young (if the LSQ
had existed then), would bear any resemblance to thefilgsr as older adults. The
only person in my study (Muriel, M4) who had completed dbestionnaire over a
period, found that it had changed from Pragmatist to &eflethen to Reflector-
Theorist-Pragmatist (RTP), with the Theorist stylgially very low. She rationalised
that the first change was due to the nature of her wehen she was reading
copiously and planning development. She felt a Pragnadtistart because she was
a practical person, and did not understand how she had atcquirkeorist style as
she had been retired for three months. An interesspgd is that she did not reject
this new RTP style, presumably because she had faiifeih.SQ, as it had been
right for her before. Perhaps, this illustrates hosyatis, in all kinds of testing, to
accept a label as if it has been predetermined (HiRi@0y).

However, to understand someone’s approach to learning itaie useful to
know of the connections to learning in childhood, adoleseeand later, and to the
formation during these periods of interpretive filtersgmitive frameworks and the
cultural climate (Brookfield, 1995). | posit that the leagiculture of the
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participants’ younger days would shape their brains and thiemking, and their

learning style would continue to change as they movedutir life and were

exposed to other experiences and methods. Of courseprftgose with a very
strong activist-pragmatist style in a learning culture reHenowledge was acquired
through transmission, there would be a clash (as inmde case). Whereas,
someone with reflector-theorist characteristics wdog more likely to fit into the
educational system, which primarily values analytic leanm the Western
rationalist tradition.

5.3.4 Cultural influences

Balteset al., (2006) have drawn attention to the power of culture, whely stated
in uncompromising terms, is as important “for brain degwelent as the presence of
oxygen” (p. 21). In essence, ‘developmental bioculturalawstuctivism’, as Baltes
et al. (op.cit.) grandly called their meta-theory, holds that throughout life,
culture/environment and the brain, influence and modithesther — it is notdne-
way traffic’ (to use Martin’s metaphor) - the human mind changesuhare, and
the cultural environment also shapes the mind, and thecomtinue to influence
each other throughout the lifespan. It is difficult neagine LS being exempt from
this shaping process. Neuroscientist Gazzaniga (1992, cienem, 1997-98, p.13)
posited:

“environmental influences could change the basic neurdiitacture to

create more than 50% difference in how we learn”.

Therefore, when people experience a changed learning enenbrover a period,
their LS will almost inevitably be modified to a greateldesser degree.

Balteset al.’s (ibid.) meta-theory was developed to counter the phenomenal
upsurge of neuroscience, and in particular, the implicetegdmeuroplasticity, which
have profoundly shifted scientists’ views of human paaéntTo a lifespan
researcher, like Baltes (1939 — 2006), who coined the terme'ssitd aging’, and
who was one of the world’s most influential developraépsychologists, the buzz
of neuroscience was in danger of drowning out lifespan dpredntal perspectives.
Baltes et al. (ibid.) supported the notion that human behaviour is inherently the

outcome of the dynamic interactions of genes, brath @lture which, at one and
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the same time, is open and constrained. ‘Developmebiatultural co-
constructivism’ is obviously a highly complex concept, hiannot be explored in
depth here, but analysing the circumstances discussed mBsgendents, which they
perceived as creating a shift in their perspective awtiaange in LS, the change
appeared to occur because of a combination of alteraticheit inner life, social or
work life and the changing culture.

For Andy (M15) and Kim (M9), it was learning to belongwbat could be
called ‘communities of practice’ (Wenger, 1999) ‘groups of like-minded
professionals discussing case situatica®d learningfrom other members of staff'.
According to Wenger (1999), we all belong to communitiegra€tice — at home, at
work and in our hobbies, usually several at one time, laeyl &are everywhere - in
families, communities and organisations, where peopleiraiaformal networks
through shared expertise or enthusiasm for a joint grojdee computer buddy
scheme is a prime example, and Paul (C10) spontaneoysiyse&d the nature of
the learning that takes place as the computer buddies tegponovice users’
guestions, by tapping into each others’ knowledge or workibh@maawers together.

The concept of ‘communities of practice’ comes frame tparticipation’
metaphor, which Coffield, 2008, p. 8) described as, simediasly:

“learning to belong to different ‘communities of practice
learning to recognise changes in our identity;

learning to create meaning out of our experiences and ;
learning what it means to know in practice.”

Thus, learning is located in social processes where weaierpe personal change
and make sense of real-life experiences. It followat, thmay have been an identity
change to which participants referred when they spokbafge, as much as change
in ways of learning. Julia (A3) experienced'calture shock’ when she became
involved in management training. For Harriet (Al), it waa self-directed group of
colleagues where thégained tremendous confidence...watching the penny’.drop
For Greta (A4), it was aeye-opener'when her pupils’ parents caused a shift in her
perspective, by challenging heniles off the track’assumptions. For Norma (A5),
her learning discovery was finding that there were wdykearning at university
which accommodated her activist-pragmatic style, and atlofeg some ‘real

learning.’
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However, it does not need career development to casisét.aAll it took for
some was to become involved in classes and experiemee &ype of learning. For
example, Maria (R9) described making the leap direct frota sponge learning to
proactive learning’ And the extract (section 4.3.4), concerning Chrissie’4 Q)Vi
showed that, through her own success as a self-dirdesgder and despite a
particularly wretched school experience, she acquliedcourage to enrol in adult
education and encountered good adult educators who restoredriiielence. She
said that she i$earning better now than ever | have befor@ne can speculate that
if she had not had a good experience on her return, skl wot have given it a
second chance. Our vulnerability does not diminish with bge,increases in an
ageist culture, which is quick to deride older adults’ endeesvio learn.

If one accepts Balteet al.’s (2006) meta-theory of ‘developmental
biocultural co-constructivism’ — that, through life, thaib and culture/environment
modify each other, and also Gazzaniga’s (1992, ibid.) pretiétethe environment
can create more than 50% difference in how we leaam ithis not surprising that
80% of this active group of learners perceived a change inH@&vever, it may be
that release from the confines of an acquisition cultdriearning has allowed a LS
to flourish which accommodates emotions as well asghth and meanings as well
as matters of fact. The next section moves to the iquest how older adults think
about their experience of learning and what it meanseto?h

5.4 Summary of the meaning of learning

Alexander (2006) posited in his philosophical treatise orcaihnal paradigms, that
a priority in educational research is understanding thegses and meanings
humans attribute to educational practices. | found thecjpeamts in my study were
greatly influenced by the changing world, which had alterecheasurably since
childhood, when learning was done by rote. However, urnhlkeemajority of older

adults in the UK, who have not entered a classroom sitloeol, most had gone on
to higher education, job training, computer courses or apportunities and were
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also attendees at classes in the 3Ls programme. Treréfey were experienced
learners.

Most, however, were looking for a different qualityexperience. That did
not mean everyone wanted the same thing, but the egyptieferred to learn had a
different resonance. Although social aspects wereowettly mentioned, a positive
social experience is a necessary classroom conditmther benefits are to accrue.
Their search was for enrichment, with this being expregsa variety of ways - as
learning without pressure, learning what they liked to leapen to more points of
view, feeling satisfaction and enjoyment, ‘comfort learningaking something of
use, and keeping on the same wavelength with friendeap®this can be summed

up by two affirmations'Life is good’and‘l am good..

5.4.1 Enrichment in later life

Let us assume that the teacher has fostered a classignate which promotes
positive engagement (Immordino-Yang & Damasio, 2007);hehbas made good
interpersonal connection to the learners (Cozolinrdptokay, 2006) and the scene is
set for exploratory thinking (Goleman, 2006). What is then ldiest way to set the
process of enriched learning in motion? Teachers usuabgtierwith this issue,
because no two classes are the same and no two stwdenthe same. The
distinguished American psychologist David Ausubel (1918-2008), vasostvongly
influenced by the constructivist teachings of Piaget, wrote:

“If I had to reduce all of educational psychology to jusé¢ principle, | would
say this: the most important single factor influenciaegrhing is what the
learner already knows(Ausubel, 1968, cited in Race, p. 56)

The difference between teaching children and adults isathdts are likely to know
a great deal more about a subject or around a subject, éattlodty don't realise it. It
is the teacher’s task to find out the things that learbang to the table. Race (2010)
calls these “learning incomes” (p. 55). However, often rolttults are reluctant to
speak up for a number of reasons. They may be uncataurt their understanding
in the presence of an ‘expert’; they may be fearfuhjgbearing foolish in front of
other people; they may be more familiar with the ‘bagkmethod’ of education
(Freire, 1970/2000) which emphasises passive listening and aceepfdacts; they
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may be used to asymmetrical power relations and seeetsaat authority figures,
and so are unable or unwilling to question their valueBekgl (C3) remarked:

‘At one time, tutors were held in awe and no one dared ask a questienmed
challenge them'.

Thankfully, tutors working with older adults have relirghed their authority or
‘power position’ in the classroom to a great extent, Wwideryl affirmed - at least in
her experience. She welcomed this because of thddranaion to the atmosphere
when teacher and learners waserking and learning together.’

5.4.2 An experiential approach

The respondents also had their own thoughts about howptowen self confidence.
Harriet (Al) voiced her belief in the value of expiayiunderstanding through
dialogue, as it allowed time for people to tap into rtheevious knowledge and
realise they had a deeper understanding than they fosghh 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 always adthe unsure of herself, and
‘That is my main way of learning — | love discussing thingalking about new
ideas is a powerful way to connect the new with the Iblsd now understood that
our ability to do this is based on assembling images irbfo& association cortex
which “are remembered and used as tools in thought” (Zull, 2006, gee also
section 2.4.3). To remember takes time to reflect anelctefg time is often missing
in classrooms, and is certainly missing at most lectutesre covering too much
ground is too often the norm, as the participants exptaasieir comments in the
post LSQ.

The other aspect of the “talking teacher” is thateghgroften the assumption
she/he has the ‘right’ answer, rather than encougageople to find their own
meaning. The importance of discussion and dialogue was ssgorein the two
participants above, but it came through to a greatersseledegree in all the focus
groups, depending on the way each conversation flowes. niw understood that
the best way to help people understand - and rememiseto- @angage the frontal
cortex - the higher level thinking part of the brain (stimes called the ‘executive
brain’, Goldberg, 2005), where new information connects &mary and the
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meaning-making process begins. This is the heart of araoheist approach to
learning and understanding (Caine & Caine, 2006).

5.4.3 Episodic memory
With so much attention on mental decline in later linembering what is learned
often worries older learners, as Maureen (M16) confirmbdnashe expressed she
had difficulty is retaining’ what she had learned. Trying to remembering things
absorbed through one modality (through hearing a lectureating a book, for
example) without further engagement, has been knowndol/ryears to make recall
difficult. Learning through a more rounded experience is kndw involve a
powerful memory process, identified by Tulving (1972, 2002) asoelic memory’
— experiential episodes which have engaged the whole perdoysically,
cognitively and emotionally. Greta (A4) gave a wonderfgitgphic account of an
episode in a memory class in which the right conditiemsencoding the material
were created. They acted out a little scenario of onesing a shopping list using a
well tried ‘location’ method (used by memory championg] & had stayed with her
because theyook part, talked about it and laughed about it.’

Tulving, who is one of the most influential contributarsiodern
psychology, differentiates episodic memory from ottieds of neurocognitive
(brain/mind) systems. Tulving's theory of ‘encoding speityf emphasises the
importance of retrieval cues in accessing memoriessifggeriences. In the
situation remembered by Greta, a message list was lematied by attaching, in her
imagination, each item to a different body part. Se rdtrieval clue was the mental
picture of‘eggs on her toes’and the whole scenario for all shopping items had bee
acted out. Thus, forgetting may be caused by the laaktadval cues, as opposed to
decay of the memory trace over time or interferdrma other memories — both of
which are often blamed for forgetting. This was a fun@serto demonstrate a
principle, but it had another very important effect varstie mentioned. It engaged
the class to think more constructively about ways theght improve memory, and
not give up because they discoveimmemory was failing, not because we were old,

but because we were not applying all of our possible skills.’
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5.4.4 Sense making for better memory

Cognitive and biological ageing is a fast-growing area oflddnresearch (Deary &
Gow, 2008) as the world faces up to ageing populations, apdaarchers can point
to practices which may prevent or reduce cognitive decliddbanst mental capital to
minimise years of dependency, then now is the timerds evidence of processing
speed slowing down as we age, concentration sometimes lestchaed and less
working memory capacity (Rogeget al., 2009), although there are wide variations
among older adults, as already discussed (Rabbitt, 1993rs@c2i.2). Also, it is not
all about decline: Goldberg (2005) hypothesised that oldersaduéiins are capable
of better pattern recognition in complex situations ahdanore intuitive decision-
making. Also Cohen (2005) believed that older adults can beeapwrts in ‘higher
level reasoning’ which is the foundation for what heezhlidevelopmental wisdom”
(pp. 36 - 38).

However at classroom level, activities abhare conducive to remembering,
are very helpful and encouraging to older adults, and n&srmation gained
experientially appears to remain fairly stable acroeditespan (Hedden & Gabrieli,
2004, cited in Rogermst al, 2009), the more imaginative activities the tutor can dream
up, the better. Neuroimaging has confirmed that learning waativates multiple
sensory sites, emotions, the frontal, integrative motor cortices, ensures a neural
web of rich connections (Zull, 2002).

Lectures are not normally very helpful tins way, even if they are well
illustrated, because lecturers often fall into thessiatrap 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, by mind-mappingvdinds, is
bringing her ‘executive brain’ (Goldberg, 2009) into play thromggking decisions
about what she wants to remember, then visually reprmegehts using key words on
paper. This affords her the opportunity to revisit the erpeg later, using the
retrieval cues on the mind-map to trigger the content.dv¥ew without a certain level
of deep processing most of the things we hear are lagtlguand listening and mind-

mapping simultaneously is putting quite a load on the braw'sing capacity. As
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Gordon (M12) said about the lecture format in generadn-Hour later, a lot has
gone’.

Race (2010) suggests that there are three dattat underpin successful
learning. There is learning by doing, which means activatindiféérent parts of the
brain, as discussed above in neurobiological terms (2002); learning through
feedback, which involves learning from other people’s reastior mistakes, or
simply seeing the results of what you are making andixtrial and error learning);
and then, there is making sense of things, which is argtiaimnost important aspect
of much classroom learning. This is abahe’ penny dropping(Harriet, Al), finding
a ‘wealth of information’and eye-openers{Greta, A4), completingthe full circle’
(Martin, C1), being on a steep learning curvgMolly, S3), receiving a pat on the
back’ (Claire, S1), cottoning on’and bn the same wavelengtfRowena, S4).

As Race (2010) concluded:
“We can’'t make sense of things for our learners. Gy tan do it”.

The formidable task of the educator is to create thd &f ‘scaffolding’ (Vygotsky,

1978) where whatever is to be learned becomes achievableays that meet the
diverse learning styles and purposes of older adult learkiEreever, sometimes
things go badly wrong, which leads to the next questioneroitgy mismatches of

learning styles and responses to such occurrences.

5.5 Summary of mismatches

Inevitably, there are times when the unforeseen occuisaaglass is less than
satisfying - technology failures, cold classrooms, nderruptions. However, here |
was looking for frustrating aspects that can be avoideditynexamples were given in
the second half of section 4.3.5. First, clear classrg¢®ns should indicate starting
level of knowledge, especially in a practical coursg (anguages or computers) and
the class format should be stated: sometimes thene assumption that learning will
occur automatically for everyone, regardless of trethod. Some may be able to
adapt to whatever is on offer, but others, with a gtisigle, are likely to be frustrated,
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as comments in Appendix 21 show. Second, a most disigessperience was
feeling foolish, because others appeared to be progressihgitvsl happens with a
lack of screening or exploration at the start to esthlgrevious experience. And there
was also anger, if students felt misled by the classigescand their time had been
wasted. Not everyone felt able to articulate their ganoe, and some sadly, even
blamed themselves and just departed, leaving no winners isithation. Therefore,
clarity about how classes are to be conducted, the pipgi® 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 ‘talked atlearners felt they had

either heard it all before or they were overwhelmetth wiformation. Of course, it is

normal to have older adults with different levelskabwledge because of the wide
range of life experience and previous learning. Therefadepting an approach
which taps into the learners’ knowledge and world vidlewe topics to be explored

through discussion of real or hypothetical situatiofspough paired or group

exercises. This builds self confidence and involvesyevee in meaning making:

those who think they know little, then discover th@pw a bit more, as they pick up
on different aspects, and those who start off witlrra ¥iew, perhaps find others
challenging their perspectives. So everyone is fullgaged. This is a social
constructivist approach, which adopts the stance that kdgeldoes not exist in one
person’s head waiting to be transferred, but is createslghr dynamic social

interaction in pursuing new understanding.

The participants in this study have provided interesting sign what helps
and hinders learning, their preferred ways of learning and pedfemodes of
communication. Throughout the analysis and discussiomave drawn on
explanations from neuroscience research which intevgieittbest practices in adult
education. In this final section, | will pull togetheese new perspectives linked to

the emerging themes in this study.
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5.6  Adult learning and current neurobiological discoveries

In Chapter 4, in reporting on the data, where appropriated neuroscience insights
in the analysis, which had not been attempted beforeducational gerontology.
Below, | present a summary of the key findings usimg &pproach, and | discuss the
importance of this new perspective. | was helped greatihis endeavour by the
publication of 118 edition of New Directions for Adult and Continuing Edtica
(Johnson & Taylor, 2006), which was dedicated to explorgwescience’s growing
relevance, with contributions from neurobiologists, psyatists and educationalists,
who provided food for thought and many leads for further st@bntinuing high
hopes for progress in this field are reflected in the qudtevbieom the 2011 report
from The Royal Society’svorking group onNeuroscience and Lifelong Learning
chaired by Uta Frith of the Institute of Cognitive Newieace, London:

“Growing understanding of the neurological basis afrieng could help most
individuals to become fulfilled and productive membersaxfiety who can
respond with resilience to changing circumstancelsaim tives.”

(Frith, 2011, p. 9)

Evidence shows that learning organises, shapes and saesgthe brain’s
connections: it fine-tunes the brain, preparing us bettewhatever life has in store.
Actively engaging our brains in learning throughout life caretagignificant impact
on how well we age, by increasing our capacity for flexitdsponses to external
stressors. This means learning builds more robust mesgalirces to deal with life-
changing events, and with normal ageing process (DANA, 20863%ed¢tion 5.4 |
discussed a key message which was expressed in variousifoevery focus group:
people were looking for a different quality of experienoent previous learning.
Lives had been spent building knowledge, but there wasseshat knowledgeer se
was no longer the focus — it was how learning could erifehThis chimes with the
one of the key findings of Withnall and Thompson (2003):

“Learning in later life was perceived to have a rang@aditive outcomes
with the simple acquisition of knowledge the leagtomant.” (p. 1)
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5.6.1 Summary of key neuroscience findings
The main research question concerned what kinds of leastyhes and modes of
communication older adults preferred and how these fi vacent neurobiological
research and enhancing adult learning.
| have dealt with the learning style aspect in sedi@iHere | address the fit between
the key findings around communication styles and neuroseienc
These were:
* Whatever a person’s learning style, a satisfying learniqgergence will
engender feelings of wellbeing and pleasure, and be mogyatin
* Older learners are curious about many things, but want meawl&dge to
connect to existing knowledge, or the learning to havetiped@pplications
for the enrichment of their own lives;
» Learners want to connect with others, know what ottien&, exchange views
and contribute to a common purpose of deeper understanding;
* Learning through doing has a strong appeal, whether itisifeg a practical
skill, doing examples and receiving feedback, or expeaielaiarning beyond
the classroom.

5.6.2 Promoting development

If knowledge acquisition is no longer the most importiator, then this is a key
piece of information for tutors to grasp, because tkadhily, this is perceived by
tutors as their raison d'étre. In what ways does ther tneed to shift her/his
perspective, from primarily helping people master contempromoting development,
and what can neuroscience contribute to tutors’ undefisig? The first step in
students’ developmental journeys is to establish “an emalty healthy and exciting
learning environment that promotes optimal learning” (Wolfe, 2@0@i0). Making
class members feel they are welcome, wanted, and iarally place, is achieved by
being explicit about a class ethos of supportive anewaging social interaction.
This positive emotional environment is one of the mogtartant things a tutor can do
to prepare for successful learning. How students view thlees how they perceive
the environment, and how they interact with others,h@are profound effects on the
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brain. These factors have been shown by social cogrsitience to be the kind of
conditions which alter brain chemistry, through thecpss described in detail in
section 5.2.4.

Pleasure chemicals flood the neural networks, stimnglabnd enhancing
activity in the frontal cortex where reflective adytakes place, and connections are
made to existing knowledge networks. They create what Ra\@4) called “a buzz”,
as dopamine, serotonin and norepinephrine encourage grodtrearganisation of
networks (Zull, 2002). A classroom culture where warnmth @mpathy is established
quickly involves everyone in a flying start and severatipgants drew attention to
this requirement for a good atmosphere. Therefore, toged to think of appropriate
ways for people to connect to each other, and how to @edheir classroom to
facilitate this. Tutors already know the importanceesstfiablishing rapport: what they
may not know is the scientific explanation for wlgthappening in their students’
brains, and the difference to the level of satisfyingniea, through the establishment
of a “safe holding environment” Johnston, 2006, p. 64).

This leads to the next important insight from soc@gnitive neuroscience.
Over countless years of evolution our brains have dpedlomechanisms for
survival which allow us to learn through social interac(i@Goleman, 2006). We are
wired to connect with others and are drawn into a ki@iorain linkup whenever we
engage in dialogue. This was expressed by several pantgipatheir own way, for
example —a very healthy way of learningHarriet, A1) and‘all the interpersonal
skills” (Greta, A4). This type of encounter is so deep andtditieat it primes the
emotions which link into other bodily systems, affectingrmones, heart rate,
circulation, breathing and even the immune system.otlmer words, we are
powerfully reactive to other people.

In sections 4.3.5 (Healthy learning environments), 5.4.1 (Emeat in later
life) and 5.5 (Mismatches), | drew attention to the masurable value of discussion
and collaboration in the classroom to allow meaninginggko take place. These
brain mechanisms enable us to engage in empathetic im@raconsider the
intention of the other person, try and understand whateeae means and think
about how we want to interact (Stern, 2004). Stern slistié perspective from

psychology, neuroscience, philosophy and the arts, tolgfecdn everyday "in the
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moment" experiences when we can gain insight intoooun understanding. This
sort of experience was expressed succinctly in Harriétl opening statement in
section 4.3.5.

The teacher, as well as enabling these ‘now’ expee® in the classroom,
also needs to gauge what is going on in the minds of theelsa This is not
something new, as Dewey wrote about the importanceawhers reading minds.
What is new, is that social cognitive neuroscience sdermdicate, that people need
to feel this “affective attunement” (Johnston, 2006, p. Barning is to take place.
This close alignment with the teacher came acrossvaral conversations. Not only
does this boost learning, but it also boosts resiliendenaakes setbacks in learning
more bearable, as certain individuals discovered, wheanite to trying to master
something difficult. We all fear rejection, lettingirselves or others down, or
feeling stupid. Affective attunement cultivates a growtimdset (Dweck, 2006),
which means we are able to take risks, learn from fEdband manage failure.
And, in the process, we are discovering a little bitrenabout ourselves, our
strengths and weaknesses.

The other critical facet of learning is linked to the wbgkTulving (1972,
2002) on the centrality of experience to learning and tinstoaction of knowledge
(see section 2.4.3). Constructivism is also a philosopkiealpoint about teaching
and learning, in that it values the idea that only genweaening takes place when
learners are able to process new information in wayaih&e sense to them (Caine
& Caine, 2006). This is more likely to happen if there areccsir examples,
analogies, exercises and activities that, through atédle trigger connections to
existing networks of knowledge. These then produce newiamdufor theories) in
the frontal cortex — Goldberg’s (2001) ‘executive brain’, vameoves thinking to the
next stage of the learning cycle leading to action (2006).

For the participants in the research, a recurring theasea clear preference
for this process of actively creating their own knayge. When teachers establish a
protocol in their classrooms where learners are ehgdld to make meaning, a
different type of stimulation takes place in the braiithough at an early stage of

research, brains grow best in this context of interaafliscovery with others, to
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create enduring neuronal patterns, which lay down lastiegnories and build

cognitive reserve.

5.6.3 The linkages between education and neuroscience

Discoveries from neuroscience research with impboat for educational
practice, have been accumulating for almost thirty yesssulting now in the
emergence of educational neuroscience. There is a de@rmination that
neuroscientists and educators must collaborate and fmodnanon language. This is
quite a challenge when one considers the gulf betwegliestusing brain scanners
and classrooms full of people. Unfortunately, yearsout formal interdisciplinary
communication allowed many ‘brain-based’ ideas to rfillerough to education
without proper scrutiny (Howard-Jones, 2008), creating a mnegabacklash.
However, partnerships are now developing apace, with naaegs of practical
educational concern being informed by neuroscience, includingesaoit
development, mathematics and reading, and the contmibofi sleep, exercise and
nutrition to learning (Goswami, 2004; Howard-Jones, 2008). example, sleep
deprivation can explain some highly specific effects aamary and other mental
functions.

The linkages between neuroscience and adult learningsseatally different
from children’s education, with some of the most irdeng research focusing on
improving the resilience of the ‘ageing mind’ (Cohen, 2005). diseovery of the
processes of neuroplasticity (constant reshaping of heetaorks) and neurogenesis
(generation of new brain cells), have overturned tloeived wisdom of years, of
steady mental decline from the age of 30 onwards (s¢ersed.5 and 2.4). One of
the most hopeful findings is that the more intercorewotur neural networks, through
years of complex living, learning and working, the mdkely it is that we are
building our ‘cognitive reserve’ (Stern, 2002, 2006, 2007; Whadlegl, 2004), and
contributing to maintaining our mental capital and wellbelRgsearch on cognitive
reserve has found:

“an inverse relationship between educational attainraedtrisk of dementia,
which means that keeping the mind active slows cognitigkngeand improves
cognitive abilities in older adults” (Frith, 2011, p. 4).
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And cognitive reserve and resilience can be built up atpaiyt during life. Add to
this the vital importance of a healthy cardio-vascujatesm, not just for the heart’s

benefit, but for the brain’s performance.

5.7 Conclusion

In summary, an emotionally healthy and exciting lear@ngironment, with many
opportunities to support each other in meaning-making and o desively through
practical experience, appears to be supported by the nat@siscience research and
will provide older learners with optimum learning opport@stiwell suited to the
continuing growth of mental capital and wellbeing.

In conducting this research, it has been possible to mdsgothe debate on
active ageing and the value of learning in later life. Wikiprecedented numbers of
older adults now entering ‘the third age’ as they le&eeworkforce, their learning
needs matter, with mounting evidence that learning makesgnificant positive
contribution to wellbeing and ‘mental capitalFdresight Mental Capital and
Wellbeing Project2008).

Mental capital includes a range of human capacitiesnbuteast cognitive
capability, flexibility and efficiency of learning. Insighfrom neuroscience suggest
strongly that we need to keep using our cognitive capabildr they will steadily
decline. Learning in an affirmative social environmentoige way, of not only
maintaining sharpness, but also attaining other consigepalyichological, emotional
and physical benefits, which will enable continuing emewt of life and contribution
to society.

In the final chapter, | will conclude by restating the imance of this study,
along with its limitations, an appraisal of the methaualtsssible 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 of tbatext of the study when the
empirical material was gathered in 2002, and key societal lamavledge

developments since. Then, | present the conclusionsttendmportance of the
present study, with a consideration of its limitatiersl the potential for further
research. This is followed by an appraisal of the metahaodsheir implementation. It

closes with recommendations and personal reflections.

6.2 Context in 2002

The study was conceived at a time when there was mubhtedeabout the
possibilities and opportunities for learning in later life hiwit the context of
demographic change. With recognition of the increasing signie in the policy
arena of reshaping society’s view of ageing, and cagiitglion older adults as a
societal resource, my research set out to explorer @delts’ perspectives on
preferred learning and communication styles in ongoing edwecatitivity. Previous
research had tended to focus on policymakers’ or providergerns, such as the
Carnegie Inquiry into the Third Ag€l993) and academic writing (Glendenning,
2000; Laslett, 1987), which scoped the territory of ‘Third Agarning including the
cultural dimensions of ageing. Also Withnall and Percy (19@4) reviewed a range
of existing provision, including thkeearning in Later Life Programmat University
of Strathclyde where my research was conducted; thegdfdhat older adults’
accumulated life experience and skills were at theth&aparticipation, together
with an extended lifespan. The hope was that learningtan lde would gain a
legitimate place (and adequate funding) within the lifelolegrning policy

framework.
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6.3 Developments from 2002 to the present

In a world which has become increasingly financially umistalifelong learning is
almost exclusively focused on the employability skilfstiee working population,
and increasingly, for older adults, this means prolongiogking life in alignment
with a longer lifespan. Thus, funded provision for that® have left the workforce
has sharply declined. An independent inquiry into lifeldegrning (Schuller &
Watson, 2009) attempted to alert government to the follyfootising only on
economic indicators, and ignoring the personal outcoafelgarning in terms of
happiness and wellbeing. In parallel, Beddingtbal. (2008), in their major report,
looked at mental capital which encompasses both cogaitileemotional resources,
and mental well-being, and found evidence that learnindhegmpromote wellbeing,
and protect against normal cognitive decline with age. In 2Rhilljpson and Ogg
(2010) examined the engagement of older learners in theeklfér and found there
were a few isolated courses, but virtually nothing gearedhercohorts of older
adults leaving the workforce. And finalliffhe Royal Society working group on
Neuroscience and Lifelong Learnirgpnfirmed the cognitive benefits of learning,
and that findings from neuroscience, which charactelifferent learning processes,
can enhance teachers’ own experiences of how indigdeatn (Frith, 2011).

Given the predicted costs of supporting the aging populatisnin society’'s
long-term interests to attend to recommendations frerabove-mentioned research
to capitalise on older adults’ cognitive resources if etycis to prosper, both
economically and socially. Therefore, it is importémtunderstand better what type
of experience is going to attract this population grougherbasis that in due course,
the strategic error of sidelining this sector will becorokear. The major
investigations, mentioned above, point to the relevancemgf small-scale
exploratory study which is concerned with classroom e&pees.

In the 1990s, in parallel with the increased awarenesheotiemographic
‘time-bomb’, a neuroscientific explosion was underwayotgh the use of new
techniques, such as functional neuroimaging. These devefdpnmave provided
insights into the complexity of how we learn and hearhing is a lifelong process.
The unplanned delay in writing up the study has in someects been opportune,
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because recent years have led to literature (books, |sumagazines) bringing
neuroscience within the grasp of the educational sdattne light of the importance
of this emerging field, although much has yet to be uneovel decided that
neuroscience advances warranted their use as a tengthwhich to examine older
adults’ preferences for learning and communication inctassroom, 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-report LS@snsed to establish a
LS profile for each respondent which conveyed their learniafgpnces in terms of
activist, reflector, theorist and pragmatist profiles, gva view of each “learning
personality”. 85% of the sample (n=55) accepted their Ipr@s accurate (with
between one and four preferences assigned per persompirgffa good level of
face validity. | suggested plausible reasons (seeosedtR.4) as to why some were
rejected, due to residual work influences or an artifachénway the questionnaire
was structured. There were approximately 60% reflector hedrist preferences
compared to 40% activist and pragmatist preferences.

These findings suggest: (i) there may be a preponderamtdenfadults with
a cautious philosophy (reflectors), only able to accept anythitgy extensive
scrutiny, and those who like rational, logical argurselftheorists) and are
uncomfortable with subjective judgments and (ii) ther# be a lesser proportion
who thrive on the challenge of new experiences (atsiviand become bored with
methodical implementation, and those who like to preasswith new ideas
(pragmatists) and become impatient with prolonged deliloerati

If this is a reasonably accurate reflection of old@ults’ preferences, then
subjects such as philosophy, ethics, religion, literatace @oetry would appeal to
reflector-theorists, and subjects such as photographytiverearts, computing,
languages, family history and guided walks would attragvistipragmatists with
their desire for direct involvement. However, thimsoverly simplistic way to look
at learning and why older adults opt to learn. If oneepiscthe social constructivist
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view, that learning is a joint enterprise between taachad learners, many older
adults join a ten-week class out “cliriosity to learn more” Maureen (M16), and
need to be drawn gently into the subject. From thedapoup discussions, people
were not seeking to cram more information into tiheiads, but were looking for a
different quality of experience — learning for enrichmettt acquisition. With the
range of styles in this small research sample of 55 repassing 14 different
combinations, from a single preference to four prefererfpes a variation of
strengths), | conclude that this points to the need foarge of methods and
imaginative ways of engaging everyone, which avoids teamagtion that a single
method of delivery will suit all students who chosetterad a particular class.

Changes, flexibility, VAK profiles and mismatches

The post-LSQ probed changes over time, flexibility in waf/dearning, different
sensory modalities (VAK profiles) and mismatches, whadether with input from
the focus groups, generated some interesting findings. debwf five felt they had
changed their LS. However, it appeared to be the way ttimught about learning
itself that had changed, not their LS in H&M'’s term&isTwas not how participants
conceptualised learning, with one exception - the persposex to H&M’s LSQ on
two other occasions was comfortable using her H&M ‘labdlhe majority linked
back tomethods of learningn the past, when they were expected to memorise
information, a process that appeared to be anathethartonow.

One could conclude that, although the LSQ was a usedlltd stimulate
discussion about styles now, self-knowledge about howleamed in the distant
past is limited. Not many people are able to sense #yeprevious learning shaped
their thinking. Later in life we create fictions andethise about what our styles
might have been. Change was seen to happen through warkdrdiving one’s
life, an inner desire to change and experiencing new suigtaessthods in the
classroom. Those participants, who felt their stydd hot changed, appeared to be
recalling enduring personality traits, which ran like ae#ld through their lives.
These findings (see section 4.2.4) perhaps underline tlfieultyf in precisely
pinning down the LS concept, as our brains are subtly regonfg all the time in

response to what is happening in our lives and our culture/envar@nnHowever,
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evidence is building that the more learning one does, the agaptive and resilient
one becomes.

When it came to identifying sensory modalities (VAK pfi these
appeared to be more clear cut, with the sample spdihlgvbetween visual and
hands-on learning, and only 13% citing the auditory modés rio coincidence that
the visual cortex is one of the most studied parts obthan, although it is still not
understood in its entirety because of its complexity. §dheng, ‘A picture is worth a
thousand words’, is true in many respects, with images pimheng thinking. This
is the reason that teachers use analogies, staréesnataphors to convey ideas,
which learners conjure up in their own imaginations ancereber more readily than
the actual spoken words. There is an anomaly here, asstuwar auditory input,
but it is turned into mental imagery almost instantangoitsis virtually impossible
not to picture something that is being talked about, unlessabstruse theories of
which one has no knowledge.

However, in a classroom, it is not just carefully-sfo metaphors and stories
that are powerful, but social interaction, gesturesjyblanguage, eye contact,
attitude, the emotional tone in the classroom and a&sgihsommon purpose. These
elements are intangible and absorbed unconsciouslyréknawn to influence the
alertness of the frontal cortex through the productibbrain chemicals that ‘light
up’ the brain, as demonstrated in functional neuroimaghg.discussed in the
previous chapter, social neuroscience has discovered uhdirans are wired for
rapport with other human beings, and the spoken wordtisnesof several powerful
forms of human communication. Thus, one can concluaieMAK profiles are: (i) a
simplification that captures certain preferentiahedats of initial sensory processing
and (ii) only stepping stones to an immensely compleammg-making process that
links to what the learner already knows.

Sometimes, what learners already know or do not kreawcause a problem,
as | discovered when | probed instances when older dhdtgound their learning
experiences frustrating or disappointing. Grievances chfigan practical courses
where the level was too basic or too advanced, or thehéedalking too much
instead of involving the class, to lectures where there m@sinteraction or
discussion. The mismatches of level were prevalemirtinlanguage and computer
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classes and can occur in any class where there is psagrdo higher levels. Itis a
challenge to educators to create the type of learning amagnt where people

become socially integrated, but can progress comfortdhdyfferent rates. The idea
that a class of older adults all start from the saftaee is ludicrous, given the range
of life experience and previous education. Therefore, dulev appear that

mismatches occur through failure to establish: (i) preveyserience and common
ground and (ii) an ethos of drawing on the mental capfalhe learners as a
resource. Older adults have low tolerance of the ealfaNlures and one can expect
disappointed students to withdraw rapidly from such ‘urthga¢nvironments.

Neuroscience research
Finally, looking at the neurobiological research oévaince to adult learning, there
have been key developments which challenge common-sesws &bout inevitable
decline in later life. There has been the discoveryipheuroplasticity, which is the
brain’s lifelong capacity to change by a remarkable amadepending on how it is
used and (ii) neurogenesis, which is the regular productiamew brain cells in
certain parts of the brain, and (iii) implicit learginwhich are complex skills which
are learned unconsciously through experience. Theng theve been discoveries
about brain architecture and the inseparable nature @ sewiotional and cognitive
networks which mean: (i) learning is enhanced throughakacieraction, with
emotion affecting what is learned and the enduranceewmhanes, (ii) the teacher’s
enthusiasm and belief in the student’s potential caer #fte receptiveness of the
learner’s brain to new material and, conversely (pdesenting material in
decontextualised, conceptual and undemonstrative ways makesnoe/ledge less
likely to link to existing networks or seem related to téal

In addition, the theoretical idea of constructiviseflacted in Vygotskian
thinking (building step-by-step understanding through experieadeth appears to
shape the private processes of the mind, is the way neivabrks physically take
shape in the brain, as incoming sensory information atsnep in the back
associative cortex and reaches out to the adaptive meagiwgrks in the frontal
cortex (fired up by the emotion), which then link to prmowledge networks and

the motor cortex. This is a completely different @ from rote learning which
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involves endless mechanical repetition and reproductioiin, mo real requirement
for making meaning and understanding. Active meaning-making ®theaillearners
doing the work and the teacher creating the best supportisenstances under
which the learning is done, often in collaboration witthers. These processes
encourage older adults towards ways of knowing which naoee complex and
profound and, according to the cognitive reserve hypothesis$, also build
compensatory networks to maintain function in the facegefralated physiological
changes.

6.5 Contribution to the field

This study attempted to come to a better understanding abaupeople in later life
defined, explained and interpreted their learning prefereincdee context of their
everyday lives in an ever-changing world, which has shapedeahdped their ideas
of learning. The unigueness of this mixed method study wassthef a LSQ which
produced comparable profiles of everyone in the sample anddpd a stepping
stone to discussion aimed at meaning making, using a soaistiractivist approach.
This highlighted the role of interactions, language andtexd, and the social
construction of knowledge. Research into educationahgelagy has hinged largely
on researchers' and practitioners' assumptions alaairlg in later life, rather than
how older adults have experienced it. Consequently, tetéaface encounters in
the focus group were central to connecting perspectieslaaring views, especially
as reflecting on the process of learning is not somethinglep@dphis generation
were taught to do. In contrast, there is greater evess of the value of teaching
young people about learning how to learn, as learningpeated to be a regular, if
not constant, feature of their adult lives in the future

A very important aspect of this research was to stiaedens of neuroscience
on the findings. With powerful evidence that the ‘Useritose it’ mantra has never
been more true than when it comes to retaining one’sirgxisognitive resources, it
is vital that teachers know the type of learning expess which will maximise
gains, and also link in to what people enjoy to keep thenmingpbrack. The broad
range of learning styles suggests that Race (2010) is cloeetmark when he
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recommends teachers structure lessons so that studentwaatising, applying,

comparing and contrasting, and in general using higher-levedgses, as this is in
line with what many of the participants’ stated preferenfi immediacy and

interaction. As discussed in the previous section amaseience, constructing one’s
understanding, fires multiple brain networks, and this proesnhanced in the

context of discovery with others.

Neuroscience confirms what Jarvis (1987) has hypothesised abonin —
that it is not just a psychological process taking@lan an individual’'s head, but a
social phenomenon. The participants were seeking dingbyment, pleasure and
enrichment, not acquisition. And although not often noewetd explicitly, the social
aspects of learning underpin learning in later life cladsesause knowledgeer se
can be accessed through other sources.

In addition, | drew attention to Johnston’s (2006) wriirdpout the power of
“affective attunement” — positive interpersonal contaegsential to human
relationships, that teachers know creates a good phess in their classrooms.
Social cognitive science has confirmed that how we vieveedues, perceive the
environment and interact with others, alter brain cheynier better or for ill. When
the pleasure chemicals start flowing, the growth andgesozation of other neural
networks follows, thereby increasing flexibility and ilesce. The reverse is true
when stress hormones flood the brain and block highesl lanking: no older
person is going to persist with mismatches, becausehaegy the option to walk
away. Therefore, it follows that it is incumbent ara¢hers and tutors to ensure
learning in later life is, without exception, an affirnvatiexperience which helps
neural networks flourish in the best possible conditions.

6.6 The limitations of the study

The participants in the study were all drawn from threes8Ls programme attached
to the University of Strathclyde, with most (but noj Atving a history of successful
learning throughout their early schooling and working livEiserefore, the findings
cannot be generalised to the wider population of oldertsaces statistics show that
most do not attend classes and also, may never havegortunities in their
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workplace for training and development. Indeed, the sangplevidence of the
yawning gulf between the learning-rich and learning-poor, asidedcby Sargant
(2000). Also, it was an availability sample, as | dresnfra small group of students,
many of whom had attended classes | had taught, and whasable to invite face-
to-face to participate in the research. As explaimecClhapter 3, | believe these
students are fairly typical of the 3L students in gen@skhey had attended classes
other than mine but, of course, one can never be conykiee that those who
volunteer are more positive and highly motivated thasehwho do not volunteer.

Most participants were Scottish and had progressedughréhe Scottish
educational system which placed a high value on educat®oopportunities for
further education expanded in the 1940s, 1950s and 1960s. Theeeoutisre of
rote learning in their early years, although one participadt gone to a Montessori
school in Glasgow and this experience appeared to havanleftdelible desire for
interactive learning. However, the majority sharedaadly similar cultural history
and displayed a wide range of positive attitudes and eafts toward learning in
later life. Consequently, this could imply that the fiig$ are specific to the context
of the Glasgow 3Ls programme and might therefore seiem & older adults in a
different cultural and social context.

The study did not aim to investigate the broader realitylater life in
Glasgow, where forms of learning take place in local canity settings, although
not in the shape of classes as such, but throughgemerational projects and
community regeneration, as discussed in section 2.3.3.I€HnRing in these less
affluent and less privileged settings are more alonglities of Hodkinsoret al’'s
(2008) ‘learning cultures’ which reject the ‘acquisition moadllearning. Yet, the
3Ls participants also rejected the ‘learning as acquisitiiodel, and work needs to
be done to compare the views expressed in a privileged grihpomnes held by
older adults engaged in community ‘learning cultures’, tal fout if indeed they
share a common purpose, despite quite different learningctinags shaped by
different structural and cultural forces. It might thEnpossible to explore how these
different experiences may be alternative ways oivaiihg the higher mental
processes, which support the continuing growth of mentébtamd wellbeing. As
resilience is an adaptive response to stress and aglyarsit can be built up through
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education, it would be immensely valuable for less foreinatlividuals and for
society, to be able to attract more people from poocsemmunities to join learning

projects.

6.7 Potential for further research

It would be useful to know what kind of views tutors hadhair students’ learning
preferences. Although newer tutors may be sensitisechdce varied ways of
learning, many experienced tutors may be tempted to playvatfethe lecture
format of traditional adult liberal education, where thcturer controls the flow of
information and dispenses words of wisdom (Freire’s, 1970/2088nking
education’). As research continues to provide a deeper uadersy of the workings
of the human brain, it would be interesting to assesshiat extent tutors are aware
of the developments at the interface of neurosciemck adult learning. Although
educators need to be cautious about how they apply fimelsegs to practice, it is
one of the aims of The Royal Society working group (2@riNeuroscience and
Lifelong Learningo disseminate knowledge about neuroscience to enhanbertgac
own experiences of how individuals learn.

There is a need for action research to test oulasses of older learners
concepts such as “emotionally healthy learning environthéislfe, 2006) and
“affective attunement” (Johnston , 2006) and how emotdfest learning, memory
and recall (Immordino-Yang & Damasio, 2007). Tutors workith older adults
are well-placed to create pilot projects and share rfgsliwith colleagues through
online or local networks. There is little to lose and mt@ be gained from perhaps
devising a LSQ specifically aimed at older adults, to ls#l s a development tool
to raise awareness of ways of learning, in the same that young people are
encouraged to become self-aware learners, to help sheceed in environments
with a diverse mix of people. Willing tutors could put videbsnteresting classroom
activities online (password protected) to show ideas iloraetith real classes and
different subjects. Using media clips to share good meadsi virtually an untapped
resource, which could dramatically encourage innovatioma®hing-making in the

education domain.
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6.8 The research methods

As sole researcher, | carry total responsibilitytfoe way the research was gathered,
analysed and interpreted. By creating an environment df ang ensuring it was
understood that participation was entirely voluntarlidve the respondents talked
in an open and revealing way, and were honest and willingocodiors in this joint
enterprise. The 26 who attended the focus groups devoted séhiought to
exploring an area which, at first, may have appeared raweric and not of great
interest. The focus group method was helpful in building better understanding of
learning preferences as conversations progressed.

Most participants had probably not talked about such thibhgena great
length before, and by sitting around a table and activedg@ng in the construction
of their own subjective worlds, meanings emerged througgnéinuously unfolding
conversation. | believe this social construction of Wieolge yielded results that
might not have been so illuminating using individual imiws, given the nature of
this topic. | have provided illustrations of how particigabtilt on each others’ ideas
as they reflected on what was said before. Theretoeefocus groups appeared to be
a good illustration of “interpretative nets woven by indials and groups”
(Marshall, 1994, cited in Crotty, 1998).

The other side of the coin was that discussions cgalaff at a tangent,
especially in the smaller groups, where there was & nmbimate atmosphere and
individual contributions tended to be longer. One hopes higabot allowing the
conversations to veer too far from the research theamessteering discussion back
to the probe, that this did not cause any participarfeed their contribution was
undervalued, and most importantly for the research, thi#rvening did not
prejudice the authenticity of the data.

To transcribe and analyse around four hours of talk ig keavy on time.
Therefore, the use of NVivo software to organise thasemal initially was helpful to
instantly pull together all of one person’s contributi@msall the conversations on
one probe, and then print out and use the more convehtimethod of colour pens
for coding and recoding data to pick out emerging themes t wddieet Corbin
(2007) called ‘grounded description’. No doubt with more expeegietter use

could have been made of the software to do this kingefation. | fully appreciate
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that my conceptual categories arise from my interpogtatof the data, and agree
with the position which Charmas (2008) adopts, concerningnéle for data to be
informed by theory, as what we know shapes what wedger'.

| found Yang’'s (2003) theory of knowledge and learning a udefd to
counterbalance theories from neuroscience and examipe cabegorisations.
References to Yang’s three-layered model are usedighout the analysis to this
end. As the questionnaires and narrative data have equisddus and answer, in
effect, similar questions, | decided to combine all findimgsl analysis in one
chapter within this constructivist/interpretive framewotkalso accept that the
conclusions by their nature are tentative and a diffteesearcher could have found
alternative plausible explanations for what was sadiaritten. | have concentrated
in this section on the focus group aspect of data colletigzause it is perhaps most
contentious, and | have previously addressed the issuesdatioeirguestionnaires
throughout the thesis (see sections 3.4, 4.2.3, 5.4 &d)in

6.9 Recommendations

On the basis of the findings from the present studypthmary recommendation is
that the new insights from neuroscience, which aratedlto adult development,
become part of the continuing professional developmenadoit educators (see
Appendix 25), with discussion about how this knowledge canapplied in
classrooms. Unlike children’s education, where educatio@atoscience is tackling
the more contentious cognitive processes of readingréhdhatic teaching, all adult
educators should be aware of certain developments, tinyjar:

Neurogenesiandneuroplasticity

Knowledge of adaptability of the brain through life, gitée right stimulation, can
help change ageist attitudes embedded in society.

The effect of emotions on learning

To fully appreciate that transmitting knowledge, which Ieen the traditional
teacher’s role in our culture, is only part of the et Nurturing positive beliefs and
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a classroom climate, which promotes interpersonal aodlsconnection, practice
and action through a variety of means, creates engggenotional states for lasting
neural connections and stable memories, because of bhaitges in brain
chemistry.

The effects of learning on wellbeing

Many studies show the connections between wellbeing andig. This gives the

tutor an important role and responsibility to contribtdeghe general health of her
students through creating “emotionally healthy learning enviesnsi (Johnston,

2006) when optimum learning can take place. This entalilg doimprehending that
learning is a social and cultural enterprise, thus itovadl that an inclusive

atmosphere in the classroom is as important for leara;good material and
presentation skills.

The effects of other factors on cognitive vitality

The Foresight and Wellbeing Projec008 and other studies have found that
cognitively-protective lifestyles are assisted, not dmyyengagement with life and
learning, but by reducing cardiovascular risk factors, whicloluev physical
exercise, weight control and diet. Disseminating timsl lof brain health information
when appropriate, as well as informing older learnersttiet efforts to learn are
actively contributing to maintaining their cognitive healtls motivating,
encouraging and adds to a sense of wellbeing, and also dddswdearning. This
thesis has identified a significant number of websiteerer information is available
for the lay person, such as tBéaying Sharglownloadable booklet (Dana, 2006).
Such dialogue could be embedded in introductory sessions totandents. Also,
seminars about some of these important neurosciencevdiggs could be
incorporated into programmes to inform older adults aboaitpositive news from
neuroscience, generally only available in books (Cohen, 286%iberg, 2005), or
on brain science websites (Dana Alliance for theirBr8ociety for Neuroscience).

See Appendix 25 for matrix of possible dissemination paghwa
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New ways of learning
Learning experientially has been shown to be veryactitre to older adults.
Therefore, incorporating activities away from classnepto bring learning ‘to life’
in memorable ways, would pay dividends for students and prevadé&e. With free
transport for the older population in Scotland, this resmucould be used
imaginatively by programme providers and perhaps broademppeakof learning to
new learners who are not moved to participate in catiiveal learning activities, but
would be willing to come together to discuss their expergnce

This raises the issue of types of blended learning, usingeomtaterial
together with some classroom meetings. This is largetharted territory, but is a
way of tapping into free technology (when broadband lesouniversal) with the
potential for adding social dimensions and shared learningughraetworks.
Another new way of learning is to use older learnersteechers’ as has been
demonstrated very successfully in computer buddy projetteducing people to
computers on a one-to-one basis. There are other \way®lder adults could be
mentors/buddies yet to be explored — perhaps to assising particular software,
such as genealogy, photo albums online, video editing.

6.10 Personal reflections

My own learning journey in the course of this study has ledatienging, as life
events such as my secondment between 2003-2005, senmss itf my daughter,
the difficult last year of my mother’s life, and tbeparture of two supervisors, made
it seem as if concluding this project successfully wassiomsimpossible. Having
submitted rather hastily in 2010, | am glad to have had eecrated period to look
at the data again in a more detailed and measured wagnlyato do it justice, but
also to not let down those who participated in good faitlave also gained a better
understanding of the research process through taking tndereflecting more
deeply.

The study originated in an interest in the learning stgfeslder adults and
the extent to which classroom practices accommodatedsityveBefore 2002, the
neuroscience of interest to adult educators was atigclilay a limited number of
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writers, but this has opened out since then in excwiags and many discoveries are
increasingly compelling. Through engaging with this signifidaody of literature, as
well as the areas of particular relevance to learmrigter life, | have deepened my
knowledge and have a greater understanding of neuroscieae tever thought
possible. This has enriched my own teaching on brain Imgogietter memory and
wellbeing. Also, if the cognitive reserve hypothesis is&dblieved, | should have

added significantly to my own resilience and my ownmesef neurons.
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Appendix 1 The Human Brain
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Cortral far .
betler hife
w Fmation

Lirnbic Laastingc
stem
>
Dove to live
[Inskrct, 1d)

w

raintaninig life

& Advanced Research Laboratony, Hitachi, td. H. Koizumi

Permission granted by the Centre for Research and Innovation

Evolution of the Human Brain Map:
OECD Brain Maps, http://www.oecd.org/edu/ceri
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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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Cerebrum

Basal ganglia
(Cerebral cortex)
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Inner structure of the human brain, including the limbic system.

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.
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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 : +33 145 24 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 use the 3 nespiséd below available at

http://www.oecd.org/document/22/0,3343,en_2649 35845581 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 Birth ofeatning Science" is a key text which |
reference and | would of course, in addition, credit OECH thie brain maps
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Appendix 3 Zull Figure
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The experiential learning cycle and regions of thelwateortex 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 explained as fellow

1. experiencing: in the sensory cortex, at the batkeobrain, data is gathered. This
includes vision and auditory ‘packages’ which evoke emotidnstwbecome part of
the rich sensory input.

2. reflection: information flows towards the asstie@regions near the back of the
brain (sensory, post-sensory and temporal cortices) evhetegrations and
associations between old and new information form:

3. creating: meanings and sensory data flow to the froaegrative cortex where
conscious thought and planning form. Here comprehensionsctwgether — and we
form intentions, recall, feelings, decisions and judgement

4. testing: the ultimate step in learning is checking tstdeding. This is done
through activation and involves the motor cortex, othentheeknowledge 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 usefubt. y J. Zull

On Tue, Apr 5, 2011 at 5:31 AM, Valerie Bisslandbissland @strath.ac.elkwrote:
Dear Professor Zull,

| am contacting you to request permission to use your médedming 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 later afed plan to use some of the
findings from neuroscience in my analysis. | would li&gut your illustration in the
appendix of my submission. Your book, "The Art of ChangimgBrain”, is a key
text to which | refer and | would, of course, credit ydlustration.

| 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 — Dynamic relatnships
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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, while the rout®y represents the
dynamic relationships with dominant discourses in thegpéssocial group (or
circle) in terms of practical, technical and criticadles/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 facets ao&vshn brackets above.
These were re-conceptualized as Conceptual, Perceptuaffantial knowledge by
Yang, Zheng and Viere (2009).
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Appendix 7 Permission Request — Professor B. Yang

Baiyin YANG, Ph.D.

Cheung Kong Scholar Professorship

Chair, Department of Human Resources and Organizati@ied Bor
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 Bisslandhfailto: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 my theigjargE 2 from your
2003 article -

Toward a holistic theory of knowledge and adult learningnbin Resource
Development Review, 2(2), 106-129.

| hope to complete my doctorate soon and | am using ydistibeheory to
explain some of my results investigating learning in lefer

| 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. Pleasattehed article
where | have re-conceptualized explicit, implicit anchagipator knowledge
as "Conceptual, Perceptual, and Affectual Knowledge".

Baiyin YANG, Ph.D.

Cheung Kong Scholar Professorship
Chair, Department of Human Resources and Organizati@ied \Bor
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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 study into beay Styles. The first stage
is completing a questionnaire. | emphasise this is not a tesre are no right and
wrong answers — just preferences. Afterwards, we vattuis learning styles and
look at the results. We will finish by 1pm at the $té would be grateful if you
would return the slip below, give me a ring or emaitéafirm 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 the learning styles session.
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Appendix 9 Honey and Mumford (1986) Learning Styles

Learning Cycle Strathclyde
STAGE 4 Lifelong Learning
PRAGMATIST
- testing
STAGE 3 ﬁ % STAGE 1
THEORIST ACTIVIST
- creating - experiencing
@ STAGE 2 Yy

REFLECTOR Exporientl
- reviewing e

The experiential learning cycle (experiencimg reviewing—, creating» and
testing—) does not have to begin at stage 1, because it iatangous loop. Kolb’s
(1984) experiential learning model is based on the premisdetdnating is both an
experiential and a reflective process, and this produagsféoms of knowledge,
each linked to a stage. The learner usually develops ray lilir one stage (or a
combination of stages) and these preferences producerarigeStyle.
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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.

2 | 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.

1. 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.
L5 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. | like to relate my actions to a general principle.

OO0 OO0OO0O0 O 00 O ogogoo 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.

I 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.
FALLE
72.
73.
74.

75.

76.
77,
78.

79

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 |'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.

| 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
| 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 biasiew experiences. They enjoy the here and now,
and are happy to be dominated by immediate experiencesafdepen-minded, not sceptical, and
this tends to make them enthusiastic about anything flesir philosophy is: "I'll try anything once".
They tend to act first and consider the consequeritsvards. Their days are filled with activity.
They tackle problems by brainstorming. As soon agftéement from one activity has died down
they are busy looking for the next. They tend to thomehe challenge of new experiences but are
bored with implementation and longer term consolidatidey are gregarious people constantly
involving themselves with others but, in doing so, tresksto centre all activities around themselves.

Reflectors

Reflectors like to stand back to ponder experiences amavabhem from many different
perspectives. They collect data, both first hand and thers, and prefer to think about it thoroughly
before coming to a conclusion. The thorough collecsiod analysis of data about experiences and
events is what counts so they tend to postpone reachingidefconclusions for as long as possible.
Their philosophy is to be cautious. They are thoughtfupleeaho like to consider all possible angles
and implications before making a move. They preferke taback seat in meetings and discussions.
They enjoy observing other people in action. They listesthiers and get the drift of the discussion
before making their own points. They tend to adoptadmfile and have a slightly distant, tolerant
unruffled air about them. When they act it is part ofidewpicture which includes the past as well as
the present and others' observations as well asaivair

Theorists

Theorists adapt and integrate observations into contyiebogically sound theories. They think
problems through in a vertical, step-by-step logical wagyHssimilate disparate facts into coherent
theories. They tend to be perfectionists who wostt eéasy until things are tidy and fit into a rational
scheme. They like to analyse and synthesize. Thelyegreon basic assumptions, principles, theories
models and systems thinking. Their philosophy prizesmatity and logic. "If its logical its good."
Questions they frequently ask are: "Does it make serisig® does this fit with that?" "What are the
basic assumptions?" They tend to be detached, analgtidadedicated to rational objectivity rather
than anything subjective or ambiguous. Their approachotaigmns is consistently logical. This is

their 'mental set' and they rigidly reject anything thadsn't fit with it. They prefer to maximise
certainty and feel uncomfortable with subjective judgasidateral thinking and anything flippant.

Pragmatists

Pragmatists are keen on trying out ideas, theories ahditgies to see if they work in practice. They
positively search out new ideas and take the first opptyttmexperiment with applications. They
are the sort of people who return from courses brimmitty vew ideas that they want to try out in
practice. They like to get on with things and act quickigt eonfidently on ideas that attract them.
They tend to be impatient with ruminating and open-emiiissions. They are essentially practical,
down to earth people who like making practical decisiokssalving problems. They respond to
problems and opportunities 'as a challenge'. Their gploy is "There is always a better way" and "If
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 7 1 5

4 13 3 9

6 15 8 11
10 : 16 12 19
17 25 14 21
23 28 18 21
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 S5 61 59
64 60 63 65
71 62 68 69
72 66 75 70
74 67 T 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 9 .
16 1 18 Very strong preference
18
L3 17
14
13 18 16 i
12 17 15 16
16 Strong preference
11 15 14 15
10 14 13 14
9 2
3 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
2 : -‘ :
: 4 !
4 4
I 3 j 3 Very low preference
9 < Z
1 I I
0 § 0 0
Honey and Mumford 1992
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Appendix 13 Post-LSQ

Feedback Questionnaire

To be completed after scoring the Learning Styles Questienn
Place a tick F ] 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 strongestrenees?

2. Do you think this/these are reasonably accurate descriptgoair learning
preferences?

[A]Yes [B] No

3. Please comment on what you thought were the most (istdtgsting aspects of
this questionnaire?

4. What aspects, if any, were not particularly relevantdu?

5. Do you think the ways you have learned have changed ovelifgiime?
[AlYes [B] No

6. If the answer to the above is Yes, in what ways?

7. How do you like material presented? Give your order ofgpegice using 1-2-3,
with 1 being the best way.

[A] | learn well when material is illustrated in serway

[B] I learn well by listening to an expe

[C] | learn well when | can work on the materialarhands-on, practical w

8. What kind of learning situation would ‘switch you off'?

Do you grant me permission to use this data anonymousyyifuture publication?
[AlYes [B] No

Signature: Name:

Tel: Email:
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Appendix 14

Pseudonym Age band
Group A (Assistant tutors)

Al Harriet 60-69

A2  Mbhairi 60-69
A3 Julia 50-59
A4 Greta 70-79

A5 Norma 60-69

Group C (Computer Club)
Pseudonym Age band

Cl Martin 60-69
C2  Jenny 60-69
C3 Bewyl 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
C11 Jo 60-69
C12 Angela 70-79
C13 Laura 70-79
C14 Katherine 70-79
C15 Jonathan 60-69
C16 Eddy 70-79
C17 Joyce 70-79

M
E

M 2 1T T T << T M

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
S9 Diana 60-69

DL e e O < R e B 1

Gender

M MM T M T

Gender

Gender
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Respondents who cotapl¢he LSQ

The five women were undertaking a st

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: 10Fbelonger 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 emalil
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 Sparticipant (1M: 8F) has attended

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 lIsaac 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 attende
RL Cara 50-59 F I hich di d t rary issues
R2  Joseph 60-69 " class which discussed contemporary issu
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 dominant teeme

Group A
Al Harriet
A2 Mhairi
A3 Julia
Ad Greta
A5 Norma
Group C
c1 Martin
[oX] Beryl
Cc7 Aiden
C10 Paul
C12 Angela
13 Laura

14  Katherine
15 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 widely the benefi

of articulating thought through dialogue for deeper
understanding and also understanding others’ perspectives.
They all related to the subject through memories oir the
past learning and professional development.

Group C: Peer learning

Six out of the ten in this group were actively engaged in
teaching basic computer skills as ‘computer buddies’ in the
Centre. They tapped into their school days to convey the
change from ‘chalk and talk’ to practical learning and, in
particular, talked about the need for visual aids. Alse, th
power of learning by teaching others was firmly endirse
The computer buddies tended to be more vocal.

Group S: Diversity

Three of the four had been members of my personal

development class (One was recruited independently). They
discussed diverse learning modes, such as ‘trial and error’,
the value of discussion and of observing others. Onerperso

described her complex learning history and the development
of her belief in debate for good understanding, together with

visual and practical strategies. One person in this group
tended to veer away regularly at a tangent.

Group M: Learning Styles

This group had been members of a class on improving the
mind. They linked into their childhood learning experiesnc
and their present preferences for practical actssithdso, in

this group was one person with repeated exposure to the
LSQ who used the discourse of Learning Styles as a way of
conceptualising change. This was unique in the sample and
led others in the aroup to discuss their res
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Appendix 16

Key to Tables below

Table of LSQ & Post LSQ Key Results

Al
A2
A3
Ad

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

VS

VS

VS

VS

VS

VL
VS

VS
VS

VS

VS

VS
VS

LS - Learning Style
sorvs  Strong or very strong
M Moderate LS
LorvL  Low orvery low
Acc LS accurate

VAK
P LS AcC 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 AcC chg  style
L R Yes  KVA
L RA Yes  KVA
VS RTP v Yes VKA
VS PR Yes  AVK

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
Vs PTR Yes  VAK
M A v Yes VKA
M TR v Yes  VAK
M RT v Yes  KVA
vs ARTP v Yes VKA
] RP v Yes  AKV
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Pseudonym

S1 Claire
S2 Cheryl
S3 Molly
sS4 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

Age
band

50-59
60-69
60-69
70-79
70-79
60-69
60-69
60-69
60-69
60-69

VL
VS

<

VS

T W =20

VS
VS

VS
VS

n o

n unu nu nu onu

VS

<

n < 8L

w n n g - -

VS

VS

= " 2T

<

VL

-

< -
n

r-rn nrCr Q- ononon

= = T
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>

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 € K K <« « «

Acc

€ € K <C € « « 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
KAV
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 most oftéh 23 out of 55 participants being
assigned two strong styles (42%). 17 were assignedtargy style (31%), 10 had three strong styles
(18%) and 4 had four strong styles (7%). Only 4 respondendisiped no strong style.

6 Most Common Profiles|

Number =40

REFLECTORTHEORIST REFLECTOR ACTIVIST-PRAGMATIST
ACTIVIST

REFLECTORTHEORIST-PRAGMATIST ACTIVIST-REFLECTOR THEORIST-PRAGMATIST

Figure 2: The six most common profiles. Reflector-Tls¢dn=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

@ Activist @ Reflector B Theorist B Pragmatis @ Activist @ Reflector B Theorist B Pragmatist

Figure 3: Figure 4:
Learning Styles across the whole sample Learning Styles accepted as accurate

A comparison of distribution of all styles against #tteepted 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 question. Regliggested three categories:
A) SignificanceB) Experienceand C)LSQ as a Tool.

Classification was not always clear-cut because aftdtand expressions. Some
people mentioned more than one aspect and all weredestor

A: SIGNIFICANCE : This indicated the activity was meaningful in some way.
1. Comments referring to own LSQ result. These brokendato three types:
i) confirming i) surprising iii) insightful.

i) Confirming Result

‘Confirmation | am a reflector.’ ‘[R]elatively accurate in mase.’

‘The results reflected my views on my learning preferences, thesgtrongly than

| had anticipated.’

‘Verified what | already know.’

i) Surprising Result

‘| feel | am also pretty much a pragmatist — perhaps others would disagree

‘I found it surprising | had such an even spread.’ ‘It comes as a serpris

‘Surprised at the evenness of the scores.’

‘Surprised at results.’” ‘Surprised | was so low on activist.’

‘Would not have thought ‘reflector’ would have been so dominant.’

iii) Insightful Result

‘Can either confirm or negate one’s self concepts.’

‘Discovering | was a strong activist but also a moderate pragmatidighlighted

changes influenced by age.’

‘Identifying my main learning style.’ ‘Insights into own and othersfg@mences.

‘Interesting to consider different styles — gave one more insiglutsriptown

preferences.’

‘Making me think about my attitudes.’

‘Pinpointing how one approaches situations/subjects.’

‘Relating it to past experiences.’ ‘Results.’

‘Self Examination - aspects of myself | had not considered before.’
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‘Self Knowledge.’” ‘Showed up contradictions.’ “Thinking about how | have changed
over the years.” ‘To get objective assessment of one’s learylieg Sto really see

my shortcomings.’ ‘Useful in showing ways where more care coulakba by me.’

2. Some comments were construed as more general. Thddeébe divided into:
i) developmentalaspects iigiversity

i) Developmental Aspects

‘Can use as a basis for further development.’

‘Encouragement and consider how to learn.’

‘Highlighting the need for balance.’ ‘Indication of contra-indications.’

‘Insight into needs.’ ‘Reflects adaptable to new learning.’

i) Diversity

‘Discovering the different types of learners.’

‘Everyone is very different in their learning procedure.’

‘Raising awareness of others’ learning styles as well as my own.

B. EXPERIENCE OF COMPLETING THE LSQ
These responses were classified as indicators thatypartaspects of doing the LSQ
had been interesting.
‘A new experience in considering an unfamiliar area of self-assessment
knowledge.’ ‘All interesting.’ ‘Giving your opinion.’
‘Having to stop and think about the answers.” ‘Making you answer questions for
which the answer could have been either agree or disagree.’
‘Method of scoring and collating scores.’ ‘Scoring sheet.’
‘The analysis of the answers to the questions to produce the appropriatetgar
style.’
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C. LSQ AS ATOOL

These responses referred to more technical aspeces 05, not necessarily to
personal result. Two subcategories were identified:

1.1 LSQ Features

‘Covered a broad range of behaviour.” ‘Information about learning styles.’éblot
on different learning styles.” ‘Seemed to be aimed at establishirigniti@f person,
not just learning preferences.’ ‘Use of teaching styles.’

1.2. Ways of conceptualising learning.

‘General definitions.” ‘It will help me to understand construction afrting courses
| occasionally still attend.’ ‘Parts of the learning cycle.” ‘Gtiens were well
thought out and responses should reflect personality, learning and communication.’
‘Taking the subjectivity out of the subject and carried out in an istieg way.’
‘The four stages of the learning chart.” ‘[T]he theory behind Kolb’s work

4. Irrelevant aspects of LSQ

There were only a few comments in response to this queshie implication being
that completing the LSQ was, for most, a plausiblease. 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 relevant.’
‘[Does not apply to learning at] meetings, discussions, [or reading] regort

‘I wondered how far it relates to the Myers-Briggs typology*, whitihd has a
powerful influence on thinking styles and learning.’

* The MBTI is an attempt to understand styles in a way ¢bhnceptualises and
measures personality in terms of preferences in how @@epteive the world and
make decisions (Sternberg & Zang, 2001). Sternberg and Zand& nfacognitive
styles comes closer to what we think of as personadfis than the LS models.
However, it is virtually impossible to draw hard and fastindaries in this field as
different researchers produce their own finely nuancedrits 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 (concerramgelover time) they
were invited to comment. The categories of response irgtlidepast and personal
interests, new choices, work, IT and audio-visual aneéwendensed into the four
broad areas. Boundaries between categories are nowiigithevitable overlap.
Where a respondent expressed two or more ideas in tégiment this was placed in
the appropriate section.

A: LIFE EXPERIENCE

‘As a 5 year old | built mechanical models, not from a given desigrcréatively.
School and university encouraged more reading. Some disasters in repairing
punctures, vacuum cleaners etc. encouraged careful reading of manuals before
attempting to get involved in tasks'.

‘As you become older you tend to draw upon experience to blend with infammati
received to produce a more balance viewpoint.’

‘Circumstances alter when work involves meetings, teamwork etc.’

‘Changed to have become more practical — learning at school, university was
traditional - and new methods introduced during teaching career brought about
changes.’

‘Having taught primary pupils have learned from my own mistakes in pregent
classes.’

‘| feel | have been constantly learning all my life as generakifgerience, both in
private and in business — has been a huge learning curve.’

‘Over a lifetime new interests arise, opportunity to study letdife 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]o into things in depth.’

‘Have become increasingly reflective.” ‘[L]isten more and kaempen mind.’
‘Looking at things from more than one point of view.” ‘I have more patieooge’
‘| think things through more.’

‘Learning through choice therefore selecting subjects | want to know atong.’
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‘[L]ess inclined to have pre-conceived ideas and make assumptions.’
‘Less reliance on straight memorising, more on reference points’
‘More patience.’ ‘Much more reflective.” ‘Much more refleet with age.’
‘Now find it hard to absorb material presented in lecture 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 aspects of life.” ‘[Iglkisual aids.’
‘More input from with audio-visuals aids including IT.’

‘IM]ore computer-oriented now with students learning less individually-torene,
as IT has taken off. ‘[M]ore sources of information due to new teoggdl

‘More student participation — less formality.’

‘New imaginative teaching aids and hands-on learning.’

‘Participation has increased and this helps.’

‘Teaching is not by rote so much nowadays.’

‘The opportunities to learn by doing/discussion/ are far greater than in tdedays’
and lead to better learning and a more enjoyable experience.’

‘There is now more visual learning.” ‘Visual aids and audio.” ‘Mind-magpi

D: StYLE CHANGE
‘Adapted for ways | found better for me.’

‘As | have taken more classes, especially practical arts/ccafisses.’

‘As a teacher/lecturer | have adapted to very active and interastjles of
teaching.” ‘Have gone from rote “sponge” learning to proactive learning.’
‘I think I have become more activist over the years.’

‘Later life — Interaction/discussion.’ ‘Less reading.’

‘More inclined to have a go and learn by trial and error.’

‘Moved from activist to reflector/theorist.’

‘Possibly was more of a pragmatist in the past.’

‘Previously very strong pragmatist. Now stronger theorist anddessist.’
‘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

aov

OA

oK

Post-LSQ Question 7

When £'and 29 choices are combined almost half the sample haveeatkigtic
component with the auditory element low at 18 %.

‘VAK’ styles refer to a modality-specific approach (deffl, 2004, p.10). This
particular classification of learning styles had notbeiscussed with the groups as
this is not part of the LSQ approach to preferences. (Kalxle focuses on how
people process information rather than how they reeefeemation.) Therefore, the
Post-LSQ used the everyday expressions for visual, ayditmr kinesthetic modes
of - ‘prefer material to be illustrated’, ‘listening to erpert’ and ‘a hands-on,
practical approach’ respectively, and participants weredaskput them in order of
preference.

The order does not represent equal gaps between chesmae®ene could learn
almost equally well in Visual and Kinesthetic modes bad #uditory for prolonged
periods quite incompatible with their style and a very uhlik&oice. The forced
ordering was thus a broad brush approach and not intencsehtdyi a personal
‘VAK’ style but give a general indicator of sensory styDne participant made the
point: S9 (R): ‘Auditory for me is a very low preference, as | am mainigual
person.’
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Appendix 21

Post-LSQ: Question 8

The responses were organised into four categories veitretharks centred round
verbal presentations delivered with little or no engagénvéh the listeners.

(Lectures were mentioned specifically by several respdaden

Presenter's
Characteristics

Communication
Style

‘Switch off’ learning situations

Content

Technical

Boring voice

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 have beeow@mntered together, but many of

Chalk & talk

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

Complicated
descriptions

Cramming in material
Facts and numbers
Gimmicky

Masses of material
Mathematical models
Not stimulating

No practical content
Rambling

Theory only

Too much detail

Dull Powerpoint
with too many
words

No audio visual

these elements may have been experienced by peopleaveattended adult
education over an extended period. The top-down modattitiction, ‘banking
education’ (Friere, 1970/2000) which cultivates respect forépert’ and ‘expert’
knowledge, excludes learners from involvement and discoudiifeent

perspectives.

250



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 VL A v Yes
A2 Mhairi 60-69 VvL vs vs M RT v Yes
A3  Julia 50-59 L S L VL R v Yes
Ad Greta 70-79 M S VS M TR v Yes
A5  Norma 6069 vs L M s AP v No
Group C
C1l Martin 60-69 L s M L R Yes
C3  Beryl 70-79 M vs vs vs RTP v Yes
C7  Aiden 60-69 VS VS VS VS ARTP Vv Yes
C10 Paul 70-79 L S VS M TR v Yes
C12 Angela 70-79 M vs vs vs PTR No
C13 Laura 70-79 S M M M A v Yes
Cl14 Katherine  70-79 L S S M TR v Yes
C15 Jonathan 60-69 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 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 50-59 M s s s RTP v Yes
M5  Linda 50-59 vs vs s ™M ART v Yes
M9  Kim 60-69 vs wL L A v Yes
M10 Chrissie 50-59 vs s vs S ATRP v Yes
M12 Gordon 60-69 L s vs s TRP v Yes
M15 Andy 60-69  NoLsQ 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: Ia_u?curate
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 second numberingrthe order
of their contribution (for example, A2-2, Mhairi’'s @rcontribution). The
names have been anonymised and the LSQ result is leesidename. Where
a LSQ result was rejected by the individual, this iscaekd.

Key to Coding Text

A commentary is provided at the start of each entrgive an overview,
sometimes with an explanation or identificatioraahotif or metaphor.

Motif: An identifiable conceptual thread running through atebution.
Metaphors:  Metaphors provide insights into underlyinghtee

Colour-coded Column

One way to differentiate between ways of speaking alemaring is to
categorise the kind of language used that corstates of mindactions,
claims to knowledge, abilities and achievemef(@ee, 2005). Below is a
guide to this categorisation (based on Gee’s construei) examples
drawn from the group transcripts. Words rarely fit éiyamto tight-fitting
categories but the coding gives a ready guide to styllasiguage used.

Pairs of constructs:

Ability-Constraint (can-canno).
Ability statements for example:'I| 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 statementsfor 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 t60g.)

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 negativelpasitively):for example

‘It did not suit me’, ‘a wealth of information’, ‘a good experiencattractive
to me’.

‘|-predicate’ type statements(Colour-coded irbold in the coding columrn)s

When participants specifically refer to themselvegpeaking in the first-

person or making a clear reference to self (me/myiis- ¢an be part of a

process that Gee calls creating a “socially situadedtity” (Gee, 2005, p.

141). These can reveal underlying discourses, for exam@m talking

about maturity..’, ‘I enjoy it more’, ‘I had to understand...” ‘..mgmory of
school is not liking it'.

The'l-predicate’ divide into the same categories as above-

» affective - expressing emotionl enjoy..." ; ‘I did not like...’

e conveyingability —‘l am able to..., or constraint —‘l had to...’

* imparting information about state- ‘my experience was ...’
or araction ‘I actually failed...’

* a cognitive statement talking about thinking processed realise...’, |
know...’, ‘personally speaking’or an achievement statement about
attainment or aspiration ‘my strengths were..’, ‘I got good at it’.

Apart from ‘I-predicates’ the participants use variousnmuns, as they switch —
sometimes mid-sentence - to generalisations, to exgr@s's about learning.

“You” is used frequently, meaning ‘one’, as imHhat you are learning...and
‘you find...’

“We” also appears, as fwve don't all hear the same thingind ‘we have
maybe just learned...’

“It” is used when referring to a longer process previodglycribed, as init
was a completely different way of learniragid‘lt gives you the confidence.’

How some people positioned themselves within their groupsigh the use of
cognitive “I” statements was revealing. The subtle cp@deple sometimes use to
establish their socially-situated identity is somethinganeenormally only aware of
intuitively in social situations. In general, the mdescriptive accounts, the more
‘state-action’ and ‘ability-constraint’ I-predicates werged. The more abstract and
achievement-based, the more cognitive I-predicates wenadence. Ten people
did not use affective I-predicates (e.g., | want, ¢)ibut spoke mainly in terms of
thinking and achieving.

Below are the first 10 minutes of coded dialogue for eashpg+ A, C, M and S,

with a brief introduction and the ‘Motif’ and/or metaphodicating the main thrust
of the contribution.
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Group A

Al| Harriet | (Activist)

The respondent articulates her thoughts on learning (inexgeather than a personal way), using the
language of understanding, explanatory knowledge claims amihiggrocesses. She draws attention
to the dialogic process and its multiple benefits andtilates this by citing an example of a LLL class
she has experienced where these principles had begrigptactice.

Motif: Dialogue

Metaphor: ‘a healthy way of learning’

Al-1

1 | think

2 itis 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 | find

13in the sessions we have had with yourself
14you don’t spend too long in handing out
information

15without saying ‘What do you thin&bout that?'
16 And so that process of learning is a mixture
17 of being given information,

18seeing it visually and then,

19not only saying what you think yourself,

20 but, you know, learning

21 sometimes, with great surprjse

22 what other people’s perceptions are

23 of 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. statementnot 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)

13 Classroom 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 statemenigreat surprise

22 Cog. statemenOthers’ reality

23 Action: Given info

24Cog. “I" : Method (linked to L25/26)

25 Cog. Claim ‘very healthy’ method
2&ility: retain and understand

27 Ability: emphasising the above

28 Cog. “you” - the learner

Developing the Dialogue Motif, Mhairi makes the point snctly in one sentence that we tend to
focus on certain aspects of a communication that haewamte to us and she infers that words
without personal meaning to the listener may not reefllyster. Therefore, different trains of thought
are inevitable in a group of people ‘hearing’ the samegthdiscussing these differences is a way of
highlighting diverse perspectives and alerting us to wieamay 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

6that 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
4Cog. 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 in gehéoaan example of areye-opening’
professional experience when Greta’s beliefs about kmgsleand understanding changed after
teaching parents through exploration of meaning. The langslzfie from the measured cognitive
expressions of explanatory knowledge construction of tleepmevious contributors to the dialogic
world of social interaction, where metaphors in theatave help to clarify the nature of the former

primary teacher’s experience. The full range of |-prediare utilised.

Motif : Experiential Learning

Metaphors: ‘an eye-opener“miles off the track’, ‘wealth of information’

Ad-1

11 actually thought

2—1don't mean that | had ‘sussdt~

3 but in teacher training

4 and doing other things, how | learned

51 had lots and lots of theory

6 but | did not really have the practicsUff.

7 And when | had to teach it to adults

81 had to understand it myself

9and in doing that it was theyho taught me
10the bits that | thought in theory

11-“Oh yes, this does happen”

12it didn't.

13and 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

18 on what the word meant to them.

19 And it had a wealttof information for me
20 because 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’
20 Children v Adults
21 Cognitive assumptions
22 State:misunderstanding metaphor
23 Affective “me” : enlightenment
24 State “I" - ('l was mature’)
25 Action “I" : Children v Adults

26 Cog. “they" parents teaching

27 Action: Questioning the teacher
28 Dialogic Cog. question — to teacher
29 State: confidence

30 Children v Adults



A5 | Norma | (Activist/Pragmatist)

The style of this contribution reflects the same djlonode of expression as the previous speaker
and portrays contrasting learning environments from thé ywhich evoke strong and influential
emotions. This is in evidence through the use of ten taféet predicates, expressing liking, not
liking, wanting, enjoying, not bearing, ‘turned off".

Motif : Dialogue; personal achievement space (Gee, 2005)

A5-1 Coding

11 think 1Cog. “I" :

2it's possible to learn in different ways 2 Ability Claim: Flexibility

3if the situation requires it. 3 Situational factors

4] think | doprefer learning things 4 Affective “I” : preference
5where 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 retainmere 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 Normaearoptates when discussion might be difficult
and cites student doctors having to learn large amouffastofal information.)

111 realise 11Cog. “I”

12 that very much of the teaching long ago 12 Past teaching

13when | was at school 13 State “I": being a pupil

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 I did not go on to further education then, 19 Constraint “I" : HE blocked
20 because, 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
30lectures plus tutorials — the combination. 30 Combination learning

[VB: That would tie in with your preferred LS as an asti

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 pldalking, 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 gooexperience. 38 Affective Claim: good experience

256



A2 | Mhairi | (RT)

In her second contribution the speaker changes from speakgeneral terms to giving her personal
view. As a former science teacher, she had been teafgpting a studious approach. However her
awareness has shifted to appreciate a more interagtiyeof learning. She raises the issue as to

whether this shift might be linked to maturing.

Motif : Discussion

A2-2

11think

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 1 am happy with this.” (spoken in staccato style)

7 But | am now aware

8that probably | enjoy it more

9 discussing things and exchanging ideas
10which | was not too aware of before.

111 don’t know —

12maybe it is a maturing thing, an ageing thing?

Al | Harriet

(A)

Coding

1Cog. “I”

2Cog. “I": more aware
3Cog. Statemenglternatives
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

11 Cog. “I”

12 State: maturity, being older

In her second contribution Harriet continues to develapnhotif by raising the emotional aspect of
fear of admitting not understanding and how discussion can apeayieater possibilities for deeper
understanding and recognition that you can know more thathydu

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:deependerstanding

10 Affective “you” : confident

11 Achieve“l” : Dialogic cog. statement

Julia (who arrived slightly late) follows Norma’'s patt of relating learning to her changing life

experience but in a different way, as can be seen bgttsence of affective I-predicates compared to
Nancy (with a similar length of contribution). JuBastyle is to talk in a detailed way about her
achievements, actions and states, and her two affestiements are implied rather than explicit —
for example, ‘quite an experience’. She talks also altbatculture shock’ of the management course
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but she does not articulate the impact this had on stosvfelt. It could be argued that she is
reinforcing her socially-situated édtity in the group as a competent learner able to tackle

any form of learning.

Motif : Change

Metaphor: ‘culture shock’,

A3-1

11 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 —

11 where you were being lectured at.

12 Then | went backo do a post-grad. qualification

Coding

1Cog. “I"

2 Linked 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 qualificatiorl 6 Achieve statement

17 and we were being taught

18how to work with_each other

19 and 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

28which | had noever done before
29and | got reasonably good at it.
30But | 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.
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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 childhood recoltats of sitting at a desk beinged stuff'.
Jonathan claims in a factual manner that perhaps this &gmod way to learn later in life and states
that the way he finds best is doing examples and irtiegagith the tutor.

Motif: ‘Passive Schooldays versistive 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

9doing, both examples and
10interactive with the teacher or tutor
11is better than just sitting there and
12 listening 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
7Cog. Claim

8 Cog. “I"

9 Action “I” : 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 of tfermality and de-personalised nature of
undergraduate classes, and learning by rote. He is attramteto learning by doing and finishes with
a wry comment about the LSQ which did not appear tocadithis. In fact, his activist and
pragmatist scores were the lowest which, accordinggsairrent ways of learning, should be the
highest.

Motif: Learning by doing
Metaphor: 'one-way' traffic
Ci1-1 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,
4around 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’,

8rather 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.
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C14| Katherine | (Theorist/Reflectar)

At the start Katherine builds her credentials to talkhatitatively about learning by implying a
lifetime’s involvement, both as a learner and a teachShe is not explicit about how she got her
pupils to ‘assimilate’ learning but seems to be advocatiegnterits of ‘Chalk and Talk’ with its
emphasis on teaching from the front. She claims thagghiaught this way are firmly embedded in
memory while things learned practically fade after tiars unless used. The discourst&Cbilk and
Talk’ is the focus which follows the pattern of the previtus speakers of talking about learning in a
fairly abstract way. There are five ‘constraint'tetaents at the end of her contribution.

Motif: ‘Chalk and Talk'.

Ci14-1

11 have certainly been well aware over a |difey
2 and I've been tackling learning

3in different areas one way and another,
4 just the way things panned out.

5And | 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,

11 obviously | 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

17 old ‘chalk and talk'

18really had its merits,

19you know,

20 because an awful lot of stuff was dinned into you

2land is still there.

22 Whereas if you are learning practically,
23 unless you are going to be using it —
241 found anyway,

25 unless you are going to be using it regularly,

26it fades.
27 It's probably in there somewhere
28 but it's not so easy to recall

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 “|”

10 Teaching Discourse
11Cog. “I” : much interested
12Cog. “I" : assimilation

13 Action “I”

14 Achievestatement

15 Achievestatement : reinforcing

16 Cog. “I”

17 Teacher talking

18Cog. Claim: merits

19 Building engagement with group
20 Action statementinsistent repetition
21 State statementretention

22 Action statementlearn by doing

23 Constraint statemenusing it
24Cog. “I"

25 Constraint statemertegular use

26 Constraint statemermemory fades.
27 Ability claim: Memory storage.

28 Constraint claimretrieval prob.

29 Constraint statemertime

27 if you have not done it for a couple of years.

C12| Angela | (Pragmatist/Theorist: NO)

Angela picks up on Katherine's assertion that early fe&rning is necessary. She then moves to the
lecture scenario (Martin’'s theme) and adds her own angwof finding the environment intimidating
and not conducive to debate, causing hediift off’. Angela explicitly makes the point forcefully
that this environment was constraining rather than erqbHer finishing remarks convey her distaste
for being“talked at’ at this stage.

Motif: Passive Lectures

C12-1
11 agree with Katherine
2 because the stuff you got at the beginning

Coding
1Cog. “I”
2 State“you” : pupil
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31 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.

111 tended 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

11 Constraint “I” : drift - repeat
12Cog. “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 him - beiteytabvisually represent information.

However he postulates that some learning is only feasitsl®migh practical experience, such as
learning to sail. As soon as he learned to sail, loteva short booklet on his experience. His range of
expressions is wider than previous speakers — using cagrafifective, action-oriented, ability and

achievement statements. His sentiment that thenzasto learn is to teach met with approving noises
and laughter from the group. Six out of the ten partidipare part of the volunteer project in the SSI
offering introductory one-to-one sessidoscomputer novices. His comments had resonance for the

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 | 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

15 of where the wind was and the boat pointing...

16 And soon after | had learned to sail
171 wrote a 'nine-page wonder'

18 on'How to sail a dinghy'.

191 found and now I'm finding

20 one of the best ways to learn is
21totry 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. Statementavigation 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 Angeld refers to ‘block’ teaching meaning a
‘block’ of learning delivered in lecture format. He ingies that he likes this but agrees that the
experience is subject to concentration ‘drift’. Thissmmewhat contradictory but he goes on to
indicate that he really prefers visuals and practicalcspe be included.

He concludes by commenting on the good coverage of theitopig discussion by the group and to
the valuable points people have made. Possibly he thinlgsthawve been fully covered and there is
not much more to add. Alternatively he could be helpinguitd tsocial cohesion in this group of

fellow Computer Club members.

Motif : Chalk & Talk

C7-1

11 think

2 the ‘block’ teaching,

3as 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

10and 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
3Convergence

4Cog Claim ‘Chalk and Talk’
5Cog Claim need

6 Cog. “I”

7 Convergence

8 Constraint statemenidrift

9 Ability statement visual

10 Ability statementpractical

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 schooldaysaaigs that, through her experience of
watching her grandchild develop at school, she beli@hekiren have greater learning ability
compared to older adults, which causes some light-lteeoimments and laughter. She declares that
she has always been helped by visual aids and finds theefirdte advantage now, along with
suitable practical activities.

Motifs: SchooldaysndActive Engagement.

C3-1

11 think

2when you are younger —

3 when we were talking

4 about learning at school,

5it’s easier for children to learn by rote

6 because their learning ability is much greater
7than it is — personally speaking — 7Cog. “I”

8 when you come to later life. 8 State:'later life’
[Some indecipherable asides and light laughter from th&pgro

Coding

1Cog. “I"

2 State:‘'younger’

3 Reference to group discussion
4 Schooldays

5Cog. Claimmethod

6 Ability Claim: children

91 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,

9Cog. “I" : Narrative
10Schooling

11 Affective Claim: (I am amazed)
12 Cog. Claim:School learning
13Cog. “I”
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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 18Talking teacher

19visual aids for me are definitely an advantage. 19 Cognitive claimyvisual aids
20 And, as Paul said, 20 Convergence Paul

21doing it practically afterwards if it's appropriate. 21 Action statementpractical activities

C16| Eddy | (Reflector/Pragmatist/Theorist/Activist)

Eddy states his agreement with the previous reflestmm early learning and adds that, at school,
pupils have no choice but to accept the methods. He egprbisspreference for small groups as he
experienced this in the forces and liked the resulting ictiera He also agrees that teaching someone
else is the best way to learn as it pinpoints gaps iis awen knowledge.

Motifs: Small GroupsaindLearning by Teaching.

Cl6-1 Coding

11 think | agree with most of what has been said 1 Cog. “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 Constraini 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
91 find 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. 15Method: 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

18where that was the size of teaching [groups]. 18 Group size

191 also agree 19Cog. “I" : Convergence

20 with what has been said about the best way 20Cog. Claim best way
21toreally learn is to try to teach the subject. 21 Action statementteach it

22 Once you try to teach it 22 Action “you” : teach

23you find your failings very, very quickly. 23 Constraint “you”: failings

24 You 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 enjoyed andrath@rses the opportunities afforded by the
LLL programmes with its choices and stress-free learrtiteg enabling language, using a mix of
ability, achieve and affective statements, highbdher 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
4that you can choose what to learn.
51 think | was probably ambitious

6 when | was younger and

7 1 enjoyed doing well.

8 | must admit now

9that | think this over-50s

10is a great opportunity for everyone to choose
11 what they want

12 and enlarge on it

13without 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

5 Achieve “I” : ambitious

6 State: ‘younger’

7 Affective “I” : success
8Cog. “I” ; now

9Cog. “I" : over 50s
10Cog. Claim: opportunity
11 Affective statementlearning
12 Achieve statemengnlarge
13 Ability statement no stress
14 No study pressures

The contribution of the last member in this group ofdlbrief. | have not included her end comments
on her lack of promotion because she moved positiowsrkt She states that she likes a tutor to have
a sense of humour and refers to the work-based learnindighegularly 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 the pointtamdtates he has no conception of having
had a learning style. Rote learning is mentioned as theh& has ‘lodged’ things in his mind. He
cites some memory techniques he is aware of but hasaibyt 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

3a rote 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 : memorising

6 rather than any sort of linkage 6 Not used : linking

7 or use of imagination 7 Not used : imagination

8 | expect so. 8Cog. “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 I had not broadened that in any way. 11 Constraint “I” : not broadeded

M15 | Andy | (No LS profile)

Like the previous speaker, Andy had no learning style awaseand he also had not done the LSQ.
Andy's reference point is his memory of exams and higegjy of memorising information. This had
more to do with repeating back facts to pass exams,uhderstanding. This may be evidence that
Andy endorsed surface-level rather than deep-level stestbgit it may have been the case that this
was all that was required at that time (engineering trgjnivith little emphasis on the synthesis of
ideas or analysis of information. He referred to hydesas ‘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 1Cog. “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 fast?]

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.

265



M9 | Kim | (Activist)

The immediate reference to her LS was not surpriggéim produced very low scores on the other
three LS dimensions and this had left an impressiona§teed the activist profile was accurate but
was surprised the others were so weak and had made a obromehe post-LSQ about her
‘shortcomings’. She addresses the issues of LS avss#m®ugh the narrative of failing an important
exam. Her strategy of writing out lecture notes may Heelped her pass the exam but so also would
the additional attention given to ensuring the criticaterial was understood. Although the dynamic
interaction between emotion, cognition and memory heaye been known intuitively at the time of
Kim’s training it is only recently that neuroscieritas been able to show the neural pathways of the

brain that make this explicit.

Motif: Learning Strategies

M9-1
11 don't think my LS used to be as strong.

21 used to prepare for exams the way A____ said

3 Except the very first time | went to college

4 one subject | actually failed and had to resit
5and | was really worried about it.

6 The lecturer said to me —

7 ‘Go home and rewrite all your notes.

8 When you do that read from the beginning.’
9 And that particular subject | remember more
10than | did with all the short-term things, but
111 had not realised the power of writing down
121 think the way | learn now is purely practical
13because | find it very difficult —

14— languages for example.

151 think I learn better from a tape

16than reading a book.

M4 | Muriel

Coding

1Cog. “I" : appraisal

2 Action “I" : prepare

3 State: college studentNarrative
4 Action “I” : resit

5 Affective “I” : worried

6 Narrative

7 Action statement(Dialogic) rewrite
8 Action statement(Dialogic) read
9Cog. “I" : remember
10Constraint “I” : Short-term
11Cog. “I" : writing

12Cog. “I” : practical learning

13 Constraint “I” : difficult

14 Language learning

15Cog. “I" : listening

16 Constraint “I" :reading

(Reflector/Theorist, Pragmatist)

An articulate explanation of the development of her learmsityies profile in her working life
characterises Muriel’s unique contribution as no one ked completed a LSQ before. Her profile
gave strong but not ‘very strong’ readings on each obtftwe categories. She has a clear sense that
her styles changed as work made different demands on fher.b&ing retired for three months she
was surprised that her profile had lost its ‘very strodgaracteristics. As a consequence of this
detailed exposition on Learning Styles Muriel's contributicanges over the full spectrum of
cognitive-achieve, ability-constraint, state-action affective lexicon.

Motif: Learning Styles

Metaphor: grovelling,

M4-1

1 Because of my work I've been aware that
2there are such things as learning styles

3 1 was quite interested because

4 when | was at college

51 discovered that

6 | had never really worked at school

7 because | didn't see the point.

8 But suddenly | wanted that certificate
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Coding

1Cog. “I” : aware

2learning styles

3Cog. “I"

4 State student

5Cog. “I”

6 Constraint “I" : never worked
7 Constraint “I” : no point

8 Affective “I” :



9- | needed to do something

10And | 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

25 Action “|” :

26 Affective “I” :

27Cog. “I" : LSQ

28 Ability “I" : strongpragmatist

29 Constraint statemeniothers 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” : developmentvork

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

37 Achieve “I" : much reading
38 Cog. Claim sense
39 Cog. Claim no sense

40 State “I”: not working
41 Cog. Claim difference
42Cog. “I" :noidea

(Activist/Reflector/Theorist/ Pragmatist)

This respondent had not had any assessment of LS betoshédhad a lay person’s understanding of
being a strongcritical reflector’ confirmed by feedback from her family. She suggestedittveds
because she had not gone on to further education thaiasheever completed a LSQ. This line of
thinking is likely to be a consequence of following omirduriel who gave such a detailed account
of her LS development, perhaps leaving an impression theas the norm in higher education.
Chrissie indicates that completing the LSQ had beerefulusxercise for her helping her to expand
her perception of her capacities, as not only a reilebut also a pragmatist, an activist and,
especially, a theorist. Her contribution is peppered waignitive statements which ties in with being
a thoughtful reflective person. She also spoke to mewaftds about how useful if would have been
earlier in her life to have completed a LSQ and havettadools to think in broader terms about her
ways of learning.

Motif: Learning Styles
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M10-1

11 think

2 | have always been fairly aware of my LS.
31 am quite a critical reflector, |1 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 your life?]

6 Yes, yes. Interestingly | left school very early
7 so | did not go on to further education

8so | 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.

11 That 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

16think about them,

17 go back, look at the notes critically analyse.
181 found this test very interesting —

191'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” :

16 Cog. “I”

17Cog. “I" : analyse
18Cog. “I" : test interesting

19Action “I” : LSQ — new thing

This respondent had completed an Open University courderaarter life and said the exams made
her think in a “more positive” way. This is counter itiie as most people find exams a formidable
hurdle. | did not question this but conjecture that havintyvwite down” answers focuses the mind
and meant she got more from the course. She contnaslisnited number of OU tutorials with face-
to-face teaching which is now her preference andndjsishes between learning for learning’s sake
and for the enjoyment of being in a class where oneshare 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,
3it 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.

81 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

14 one 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
4Cog “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

11 Tutor-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 things sittte death of her husband and talks about being
on a “steep learning curve”. She indicates that the tearning of her earlier years has been

abandoned gradually with recourse now to trial and éeesning. She uses a number of state-action
and constraint I-predicates interspersed with the cognitive

Motif: Trial and Error

Metaphor: steep learning curve

S3-1 Coding
1When | was a teenager 1 State “I" : teenager
21 was very prone to try 2 Ability “I”

3and learn by rote. 3Cog. “I" : rote

4 've dropped that to a great extent over the years. 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
11and now | am having to

10Division of roles
11 Constraint “I” :

12 ‘poke’ my head in (laughing) under the bonnet 12 Action “I” : car inspections
13 and try to figure out 13Cog. “I"”

14 what it is that needs to be done. 14Cog. “I"” : car repairs

15So it is not rote learning any more. 15Action “I” : not rote

S1/| Claire | (Activist)

The second contributor states explicitly that she'dightly insecure’ learner and that is particularly
why discussion appeals to her so strongly. She tallerinstof trying to be more successful but not
always achieving this. She feels she needs reassutetcshe is making the right decisions.

Motif: Discussion

S1-1 Coding

11find that when | 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 -
51 love 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

81 think, like M___, you learn by experience. 8 Action “I” : experience

91 try to be more successful 9 Achieve “I” : trying

10than | 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.
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13Dialogic affective comment.
14 Affective “I” : reassurance



S9| Diana | (Reflector)

This respondent tells a complex story, different in texfuoen the previous two speakers. She
elaborates on her learning history starting with hemtdssori background (self-directed learning
activity in primary school), through secondary educatiwhldgher education to her development as a
lecturer. Some of the detail is omitted in the talblee key message is that she stopped using straight
lecturing and began included interactive discussion andb&e&d Later in the discussion she
elaborates on how stimulating this was with young studenésoften said provocative things to keep
the discussion going and how memorable some of thesiersesvere.

She also mentions her exploration of mind-mapping andatioelerated learning method. It is
interesting that she uses no l-achievement predicalés may have been sensitivity towards other
less academic members or a natural modesty, preferiiity statements likel find that helps’.

Motif: Dialogue

S9-1

11 went to a Montessori school.

2| 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 | 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

14into short lecture, discussion, lots of feedback
15so that it was much more interactive.

16 So | have always been keen on

17 immediacy and interactive things.

18But | also find more and more in later life
19that | reflect a lot on

20what | am learning.

2171l sit down and I'll say OK -

22— I've been reading X and 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

28 it was only when people talked to me
29that | realised what | had been doing.

30 (Also) I have had to learn two languages,
31land | found that very difficult

32so0 | have used accelerated learning

33 and 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.

381 also use a lot of mindmaps.

391 draw pictures and do snakes coming out.
40 | find that helps.

411 like that.
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Coding

1State “I” : Montessori pupil
2 Action “I" : touching, feeling
3Action “I” : 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 statemennot the way
11 State “I” : lecturer

12 atcollege

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 Dialogic cog. question
24 Affective “I” : in the past
25Constraint “I” : lack of reflection

26Cog. “I" : read masses

27 Action “I” : did lots

28 Action “people” talking
29Cog. “I" : realisation
30Constraint “I" : had to learn
31Constraint “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 “1” : like



S3 | Molly | (Reflector/Theorist)

Molly recalls the experience of being in a class ofvbiich 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)

2 1 was brought up in a school 2 State “I” : brought up

3where the class all recited the times table. 3 Rote method L(D)

41t 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 statemvlich is unusual. It may be that she feels
overwhelmed following on from Diana’s exposition of hemhéag experiences and the need to lay
out her own position - books are not for her but fitosipensate. She later describes how she learned
to be a nurse by observation and memorisation of procedatteer than reading. She was interested
in crystal reading and also revealed that, as a chi@psiceived her older sister as the ‘clever’ one,
who was given privileged access to books. This has lefivitlera feeling of being undervalued and
may have made her more sensitive than many to feadnigadequacy. This may also be one of the
reasons her conversation diverts to her personaksiten people’'s emotional needs. She appears to
fit her activist profile as a busy person happiest daiggs and learning by doing with a strong
connection to people in distress. This would make her sitspo ideal for a ward nurse. This is
perhaps a good example of discourse analysis providing, wiats@ggests is “deeper and more
humane interpretations” (Gee, 2005, p. xi).

Motif: A people person

S4-1 Coding
11 am not areader. 1 Constraint‘l” : not a reader
2The way | read a book every week 2 Ability “I”: ‘my way to read a book’
3is to go to the cinema. 3 Action “I"” : cinema going
41f | see a film - that's my story. 4 Ability “I"  : seeing
5I'm more visual than anything. 5 State “I” : visual
61 love studying people more than anything. 6 Affective “I” : people watching
[When you did your nursing did you not have a certain amafuthteory though?]
7 There was a lot of theory. 7 State statementheory
8 But that was fine. I'm OK doing things 8 Action “I” : doing
9 - just by copying other folk doing it. 9 Action “I"” : copying
101 would memorise it. 10Cog. “I” :memorise
11 When you were doing your compositions 11 Action “you” : compositions
121'd remember so-and-so had done that 12Cog. “I" :remember
131 did not really read much - no. 13 Constraint “I” : read
141f | was handed a piece of paper 14 Reading task
151'd say, ‘I'll do that later’. 15 Dialogic Constraint “I”
16 Plus | have a lot of common sense. No brains.... 16 Ability “I” : common sense.

Because of a number of diversions Group S transcriptionsr less ground in 10
minutes. However, with only four in this group, each perscohtribution is
covered and they contain different ideas.

271



Appendix 24 Focus Group C: Script
C1l Martin, C3 Beryl, C7_Aiden, C10 Paul, C12 Angela, C13 Laura,

C14 Katherine, C15_Jonathan, C16_Eddy, C17_Joyce.

Q1 How aware have you been of preferring certaiysvaf learning over others?

C15_Jonathan : Initially it is very much a childldothing. You sat there and the teacher put outntiagerial without any
interaction on your part. Then, later on in lifeuy@alise that was not the best way for you. Pexdgr find doing examples and
interactive with the teacher or tutor is bettemthast sitting there and listening to the tutoraftvas my experience.

C1_Martin :My experience of academic education wery much tutor to large class (around 100 at usity® very formal and
very one-way traffic. Since | have retired, moviog to doing, learning by doing, rather than leagnby rote, certainly has
become much more attractive to me. Still from thi¢ §eems to suggest | still revert to my childho@gughs) (Comment from
group member "Your second childhood'!)

C14_Katherine: | have certainly been well awarer akong life — and I've been tackling learningdifferent areas one way and
another — just the way things panned out. We attestl off with the chalk and talk and sit up sthaignd one thing and another.
Then, of course, | came to the actual teachingdiwvell. Obviously, | was much interested in leagihow people were going to
assimilate anything | was giving them. It is certpideveloping and is still developing, | may s&yind that the old chalk and
talk really had its merits, you know, because afubiet of stuff was dinned into you — and is stitlere. Whereas if you are
learning practically — | found anyway — unless yaya going to be using it regularly, it fades. pi®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 th# gow got at the beginning you had to have thaagsimilate it but once, as
Martin said, you were sitting in a large group ebple, and you were being lectured to, you tendedritt off, at least | did,
because you thought — | disagree what he said thdrkcan't say. | wasn't bold enough to stand lirp.learning more now but
at my leisure and in my own way and no one is taglkit me the whole time. (Laughter)

C10_Paul :I've always been conscious of wanting esersual explanation of what's happening. Somehefltest draughtsmen
were joiners. I've always wanted to draw down or...f.l get an instruction on how to go somewhere | narmally draw a
map without writing down everything that's said dralways think visually. Whereas, my wife is thgposite. She wants it all
verbally. However, practical subjects, you cangtjdo on paper. When | was taught to sail that @asously a very practical
thing as well as needing the theory of where thedwias and where the boat was pointing and so nd.sdon after | learned to
sail | wrote a nine-page wonder on how to sailrgly and | found that one of the best way to léato try and teach it.
C7_Aiden : | think the block method ..... | find thhatk and teaching method is very good. Certainly weed that chalk and
talk bit. With the block teaching you drift off nerwhereas if you are getting the visual and tlaetiwal aspects | find it is more
conducive to my way of working. | think everyoneshaut in the valuable aspects of it.

C3_Beryl : | think when you are younger — learnatgschool — 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 forgetwv much they have to learn. | think in a way Véalways required or it has
always helped me to have a visual aid as a supgspecially now, if people are talking visual aéde definitely an advantage.
And as Peter said, doing it practically afterwafdisis appropriate.

VB: All the modern research says that is a good wdgashing.

C16_Eddy : | think | agree with most of what hagmeaid about early learning. You really have ntooopanyhow — you are
there and you are going to learn. What | have faastife has progressed is that | prefer smalleugs, almost one to one type
teaching because |, | find you can react very mmohe quickly in a small group. There are very feus could stand up in
front of 100 people at the age of 18 and 19 andasgthing but we are more likely to say it in a ¢@®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 #éanount of experience of that in the forces whitid was the size of

teaching on specific subjects. | also agreed withtvhas been said about the best way to really Isdp 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 yonncaanswer. Therefore you
have to go back to page 2 of the book.

VB: That's why those of you who are buddies have priybatyproved your skills quite a lot finding thingait as people ask
awkward questions.

Voice from group (Peter) - Is that why teachersegisviook miserable? (Laughter)

C13_Laura : When | was younger | always enjoyediieg. The benefit of getting older is that you edmose what to learn. |
think | was also ambitious when | was younger aedjbyed doing well. | have to admit now that Inthithis over 50s is a great
opportunity for everyone to choose what they wamt enlarge on it without having the stress of exantbsthe rest of it.8.41

VB: Yet some people still feel coming to Universitysismething they don’t want to do. | think maybe hesgathey don't know
how pleasant it can be, rather than stressful.

C17_Joyce :l find if | want to learn | need somewvith 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 | ditbdéht jobs every 2 or 3 years.

Q2. How have the ways you like to learn changed twve?

C12_Angela: Teaching has changed over the years.

VB: It's not so much about teaching but the way yoe tiklearn. | think you may have answered thahénfirst question.
C14_Katherine: | think it is more than the way \like to learn — it's the way you find works which usually something you
like to do anyway.10.38

VB: Yes, that's true — motivation.

C10_Paul :I've always been lazy about reading bl really need to find something out — yes,dét my head into a book
and read it — say a car manual because | want wodething dramatic to my car | will read the mdrnueay, very carefully,
twice or three times and then go and do it. I'nylabout reading it for the sake of it.

C1_Martin :I think it is the case that you have mehoice in what you do when you get older in wyai do and it comes
down to motivation. At school and University yowhkegot a course and hopefully you enjoy it but simes you don’t but you
follow it and get to the end. Now the world’'s yawrster. You can choose whatever you want to dehiatever order you want
to do it and at this stage it is much less strdtusr can be much less structured and more indillidsuited. If it was me |
would just stop doing it and find something morgogable to do (laughs). | think this is the bigfdience in what was during a
career when you had to go on courses all careentated — maybe ambition as well drives that — itasvintrinsic - what | am
motivated to do is what | enjoy doing.

VB: Yes, taking pleasure.

C14_Katherine: It is the difference between when sige younger there are two ways... | mean, if yowrehtadearn something
to pass an exam or for whatever reason it's egbenething you want to know or something you neechtmw. Maybe you need
to know to get a certificate and then you are fiats with it. | think that is a big factor. We doifiave that now we are older -
we can choose what we like to learn — there isingtive need to know really in that sense. So welgaw concentrate on
things we like to know.

VB: Do you not think there are still some things wecheeknow? For example, if you want to use modemnking systems you
need to learn to use certain things. So thereextain pressures in a way to learn.

C14_Katherine :The same applies also to the Bukiichgt People come along because they want to fin@lboout it the they find
out there are bits of it they need to know abotbteethey can get on to something else.

VB: | think the Buddy scheme is a good example of peopt really sometimes wanting to get in therekmawing they need
they really need to get in there and make this.leap

C12_Angela: It's because of their families, so theg able to communicate with some of their famllze children nowadays
are so hyped up about computers. They come in apdhey have done such and such. And you thinke fiever tried that.
You've got to keep going with them.

VB: If people get shut out then there is a world clasethem that they could be enjoying.

C13_Laura: Do you not think there should be somegire to your learning rather than just ad lilohiso to speak?
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VB: People learn in different ways. If you are a vergrsg activist then you will probably just get omdastart doing it and learn
by making mistakes whereas someone else might twacdme to a course and feel they need the stricliurere are different
ways of approaching things.

C10_Paul : How many people have read cover to diweeinstructions for their computer. Do you reatgd all that?
C1_Martin : Do you really understand it? Laughted @omments.

C10_Paul : Do you read the instructions for youR ¢&eneral babble)

C14_Katherine : Back to computers which is a bettemple. | 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 numberjust read that bit — and do it. Alternatively giiteto one of my
grandchildren.

C10_Paul: Suddenly appears on the screen a flashingope. 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 boothwiou. (Various overlapping comments.)

Q3. What different styles of teaching have you eapeed over the past 10 years?

C15_Jonathan: | certainly experienced the tutortdedhing which can be excellent for 20/30% ofdlaess but always some fall
behind while the tutor seems to have this coursthagthey have got to do this, got to do thataffhfine — they have got to get
on with it but then you fall behind if you are rintthat percentage that is not keeping up. Anothethod of learning which |
have experienced - here you go into a class — petEnclass — and they give you the manual or & laoadl the first few pages
explain the topic and then the next few pages asktg do examples and you work at your own ratenTagain all the class
moves at different levels - not tutor-led but tuéor..

VB: Moderated?

C15_Jonathan: Yes, moderated.

VB: So the tutor is floating about.

C15_Jonathan: Yes, floating around and | find ihakery good. 16.44

C10_Paul: | agree completely. | did a computer sedike that and | found it much better than ottmurses | have done since
where | am trying to keep up and you miss something

C15_Jonathan: | think the difference is in thetfireethod the tutor has to have everyone movindhatsame rate and that's
impossible. So you have to move at the speed oSlithwest. If you move at the speed of the slowesh tthe other ones get
bored and fed-up. So I think this business of giwou information you can read through, you carntdoexamples, and you can
call on help if you get stuck, seems to work vesllw

VB: Do you think we should be introducing that here?

C15_Jonathan: | have experienced it here. But tteeome difficulty which you have to get over —tths the material. If the
material is not first class then it fails. So yoavh to have them material well prepared so whenayeuteaching you have to
have a good description of it which the studentsthainderstand and move on to do the examples.

C10_Paul: HK’'s materials were first class — tharaat doubt about that. It told you where to swibchthe computer for a start.
(Laughter from group).

C1_Martin: Some subjects lend themselves bettéhdbapproach and | agree with you the materialtbase first class but if
you are doing, as | have done, archaeology andtectlire — gothic architecture — it is helped tystrations but in fact, most of
it is talk and showing. So the best part of thairse was in fact when we did the site visit whichswburham — and that was
really very interesting. The course came to lifeiisg the actual buildings. So it can be difficaltget the practical built in to the
course. But | agree the material has to be fiest<l

C15_Jonathan: Of course, there are always thirisatie 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 tha gan illustrate, move on and stop, and pickingapl’s point can progress at
a pace. Whether you could do a course where everlgad access to their own video and proceed atdhi pace — that would

be an interesting development. I've never seenttied but obviously from a tutor’s point of viewthe equipment is there.
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Chalk and talk is cheap — the equipment is deaiitaghmesn’t work sometimes. So there are more hiszant | think you need to
keep looking at courses to see if they can be dpeel in new ways.

VB: There is a whole new raft of online courses contlreg are using the technology in a much more ictara way where
students actually dialogue with each other as phs net meeting when they can sit at their comguaed discuss what they
have been learning. This discussion aspect playgbpart. How many of you have been in a clasemgtdiscussion plays a
vital part in understanding the material?

C14_Katherine: A current affairs class is a finamyple of that.

C13_Laura: See the language classes are sligtitbretit in that respect. You are learning lessoridsgon as it were. There
again it depends on the feedback. | prefer to lvexercise and get it corrected and discuss aftesvthe mistakes other
people have made. You learn quite a lot from feekiba

VB: That is one good example of the use of discusgiog.others?

C16_Eddy: When | was a part-time assistant on theses upstairs the feedback on them was very tamor ongoing
feedback. Word processing for example, the pugiésling back to the lecturer all the time.

C10_Paul: And | would say the whole buddy programihgou regard the buddies as learners we tenléam an awful lot
when asked a question we cannot answer. | go aidhsdp from him or him ...I've been learning.

C14_Katherine: | learn more than other people Iéanm me.

VB: | think the wonderful idea up there it is like a wshop. People are not passive — they are actisedking out the
information they want at that moment in time. laigery effective way of learning.

C10_Paul : The sad thing is the pupil theoreticglys nothing out of it. Remember the day you wéibeset 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 voices).

C12_Angela: Sometimes you are asked questionseally rcould not answer. One person asked a tedhauesstion about how
email travelled through the telephone. And | thdugéhould be concentrating on how to send emditm® mechanics of it.
C15_Jonathan: | think that is a good example of liifferent people require different explanationent® people accept it is
done like this, press these key, and others wjlksavhy? (Background babble) 23.35

VB: That would be a theorist, you see. They want arsteewhy and how?

C13_Laura: | think men are better at that. (Geneoéde and laughter). You might get more succirptamations from a male.
VB: Women are supposed to be good talkers so thatdibbk the case.

C15_Jonathan: | get frustrated with people who dask that sort of question. They say — Oh, | derdnt to know. | just want
to get on with doing this.

VB: They are the pragmatists. They just want to gehéobottom line. Has it got a function. Never mimlv we get there —
just get us there

C16_Eddy: One thing | must say about this | thirkmwust thank you very much for getting all thesepbein here to teach us —
the buddies.

C12_Angela: It has taught us patience.

VB: | think the buddy group has formed a community nekich is great. It is not just individuals voluateng. There is a
sense of community.

C13_Laura: That's another thing with lectures -dépends on the lecturer how communicative the dtasBhat makes a big
difference. 25.09

VB: A lot also depends on how you structure a rooryolf put everyone at desks where they are distafnoedeach other it
builds barriers — especially for shy people, reflecpeople who don't particularly like making thebices heard. Tutors have to

think about that. Let's look at another question.

Q 4 Do you tend to select activities that are tlay/ wou like to learn or do you make adjustmentiefteaching style does not

suit you?

C13_Laura: If you find you are not being stretcloedvhatever or not gaining anything from it, wotkhi@me on the subject and

try and contribute to the class. This never reaiyks awfully well though. The class never seemitotogether. It is only now
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and again one experiences this and | think itésttitor's fault actually. No, not quite because stmes you can get a class that
just wants to sit back and be passive and thasl@eelf to a very uninteresting class.

C3_Beryl: | think the first thing to say is thaistmore difficult for you to learn under thoseccimstances.

C10_Paul: | recall in the class teaching how tosmeadsheets. The tutor was leading the clas®r-lad rather than paper-led,
and he wanted to move onto the next stage and tchaaly — Hold on! | realised then that there water people who were less
vociferous but they also wanted him to receivehfartexplanations. So the student has to shout827.

VB: So you have to make your feelings known. A gooahipdtaul.

C3_Beryl: And | think nowadays tutors are more ingl to adapt to the people they are teaching thame time. At one time
tutors were held in awe and no one dared ask aiqnesver mind challenge them. That has gonegdreat extent. That's great
because it makes for a good atmosphere in the. fassare all working and learning together.

C10_Paul: Is it the tutors that have changed oehee changed as we have got older and have lgssctder tutors.

VB: The view here is that you are coming and payindessons and you should expect the best qualithieg.
C14_Katherine: But you are also paying with yomrdiwhich is not going to be repeated, so you da veamake the best use of
it.

VB: Itis certainly right that if tutors are not mewgiyour expectations you should be expressing lthien't think it is just a
matter of respect — people have different expextatnow — you don’t expect to be lectured to unitesgecifically 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 heamane round to my way of
learning. | would not intend to upset the wholessla

C10_Paul: When you were 10 you would probably ratehstood up and said to the teacher - Hold oanltdinderstand that.
C17_Joyce | find these taster sessions excellaruse 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: Ifyou try a new subject and you feel engagedheydtyle, presentation and the subject then yomare prepared to take
the risk with a ten week class.

C13_Laura | think we are lucky here with havingtsacwide variety of subjects.

VB:  To get back to the point about style. Lesley,eeample, found a book on the subject and did afhieading at home to
compensate for dullness in the class. Any othersvtaymake the subject more accessible to yourself?

C12_Angela: You could look on the Internet. Take Egyptology class. The guy who did it gave us \itebsand you could
back and learn more than he could tell you in the hours. You could go through the temples andabatiambers on a virtual
tour.

C1_Martin: That's the advantage of modern techgyl@\ll that is accessible to you at home. You ddvve to trot off to a
library. | think that is one of the marvellous ches.

C12_Angela Say you are going to a place. You cak khrough the gallery — Salvador Dali museum, dsample, on the

Internet and know exactly which part to got to pagicular pictures, so not waste time when youevthere. 33.28

Q 5. Have you ever given up a class because afshdetween your preferred learning style and ¢#aehing 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 tattare evaluation sheets. A few years ago ifgaue to a class and you
didn't like it - tough luck. There was no opporttynio say anything. There is maybe another stdgettaken there and that is to
get the expectation of the student before you.Stérty may be on the wrong course or you may hawhange it to suit.
C16_Eddy: On one of the courses | was on recatlgn assistant the lecturer did that very thinhetstart of the course. He
went round each person. | thought this was extrgrgebd because you now knew exactly what each eflth people were
looking for. Whether we were getting the truth ot,i’'m not sure because after the first two thegravall different.

VB: It also raises expectations in the class — heeetutor who is tuning in to what the studentstwarearn. It is not about
the expert but how can to work together to achiekiat you want. So you are creating a dialogue whimbd teaching should be

about — a rapport and two-way communication.
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C15_Jonathan: One way | found it useful with présons is not only to ask expectations but uskpaHart to record what
people expect and as you move through the pregamtatk these things off and when you get to thd people can see that you
have covered these points and there should berpdsas in the evaluations.

C13_Laura: What happens if there is an expectatianyou cannot fulfil?

C15_Jonathan: That is the danger. I've fallen thed 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 thingsvelfaund as an assistant computer tutor is thagete class of students and
the tutor just goes straight into the learning withany introduction. I've tried to change that baon’t have full control at the
moment but | will have shortly.

VB: This is good feedback. Maybe teachers still thik uch that teaching is only delivering informatand not attending to
setting the right mood for good learning.

C10_Paul: | remember attending one language caungee the course did not follow the syllabus pradias almost everyone

had been on it the year before so they just caofed hat was not good for me as a newcomer.

Q6. How do you judge that you have learned somg®hiow do you know you have got it?

C14_Katherine: | think if you start to build on vthau have learned and it leads you to do othergthi not necessary exactly
what you learned. | think that would be one way.

C1_Martin: Apply what you learn naturally withoutving it too much thought. And build from there afekl a sense of
satisfaction and enjoyment.

C10_Paul: If you can do something that you coulddwobefore like word processing.

C12_Angela: Scanning a picture - making it smakahancing. A practical outcome.

C7_Aiden: Maybe you see something on TV and itkslimith what you have learned and you see how shingve from A to B
logically.

VB: It literally has transformed your knowledge gHér level thinking where more and more brain catks connecting.
They say experts are people who have this highleldped collection of brain cells concentrated Amikied together, and when
there is a problem they can make new connectiofimdiosolutions. Expertise does not stop with ageifithere is something
you are good at keep working on it and it will keggiting better.

C7_Aiden: So your network is switching all the time

C1_Martin: If you can actually teach someone alkat you have learned you really have learnedhatTs the full circle.
C15_Jonathan: If a student you teach has learrtet wou have taught them then they should be ableeproduce that

knowledge.
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Appendix 25 Matrix of links betweraauroscience and older adults
6 components of neuroscience withks to later learning

Differentdacational Audiences

For About For
Older Adults Older Adults Educators of older adults
Learning in Later Life The general public Professionals
Inquiry Brain health: Brain research: Linking principles
memory types, cognitive, emotional and substance of research:
emotions, and social neuroscience and psychology,
learning and the brain, neuroscience, lifespan development,
mind-body connections. lifespan development. neuroeducation for older
adults.
Neuro- Classes/ seminars/ Advocacy: Professional development:
science Brain boosting, Public education Programmes built on -
in memory improvement, about neuroscience, neuroeducational principles,
action promoting healthy brain  influencing perceptions  innovative ways
maintenance. of later life, of teaching & learning.
challenging stereotypes
of ageing.

To tease out the components of educational neurosciendatear life, | have
constructed a 3 x 2 matrix to depict possible elememtseativities.

Across the top of the matrix are three different endes for neuroscience:

(1) older adults interested in maintaining mental capital wellbeing

(2) general audiences interested in brain research amdaiming cognitive health
(3) professions involved in working with older adults

On the left side of the matrix are two types of aaasit The first is "Inquiry” -
the emerging body of knowledge and insights aboubtam and the links to what v
already know and believe about the brain, behavioutif@sgpan development.

The second is "Neuroscience in Actiontheludes the design, delivery and evalua
of appropriate programs for the three different audiences.

Separating the study of educational neuroscience fromatsiga applications in thi
field and identifying three different audiences facilis|aten analysis of six areas
possible development and will allow discussion of wheeuroscience cou
potentially have the greatest influence.
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