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Abstract

This research considered the perceptions of policing students who attended a
Preparing to Teaching in the Lifelong Learning Sector (PTLLS) course at a
Central London College for Further Education, in relation to their study needs,
motivation levels, relevant support and reflective practice. This
phenomenological study considered 15 students from the Metropolitan Police
Service (MPS) employing the use of semi-structured interviews to gather data.
The findings were that the students’ perception in relation to the support
offered by the MPS was insufficient and this may be due to the pedagogical
approach to learning favoured by many students. Several appeared to
require support with learning and writing level at three or four. The college did
very well in respect of the perception of the students in relation to the support
they experienced. The scarcity of time and the intensity of the course was a
prominent factor, where some had underestimated how much time they would
need to allocate to study. Overwhelmingly the students required support
when engaging in study at level three or four and there appeared to exist very
little knowledge in how to write an assignment. Some of the students
appeared to favour a more pedagogical approach to study and in some cases
reacted against the andragogical style employed by the college. Support from
the mentor was valued considerably by most of the students and this appears
to be a contributory factor in easing the students back into study. In relation
to students’ perceptions of Reflective Practice (RP) there existed three distinct
groups, namely those who considered that they used reflective practice, those
who considered they did on certain occasions and one who did not. In
general there existed a positive attitude towards the concept of RP although
none of the students kept a record of their subsequent RP following the
PTLLS course. The phenomenon of Situational Reflective Practice was
observed which took the form of Reflection-re-Action and Reflection-re-
Inaction. This is concerned with the way in which a social group or an
organisation is behaving and the impact this has upon an individual. Further

research in relation to the idea of Situational Reflective Practice is called for.
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Chapter 1

Introduction to the research

Introduction

This chapter aims to set the scene for this thesis. It will outline my personal
motivation and the context of this research. Terminological assumptions will
be discussed regarding the central concepts of this research and the aims
and objectives will be outlined. Finally, the structure of the thesis will be

summarised chapter by chapter.

Within the Metropolitan Police Service (MPS) my role is that of a training
designer and a performance needs analyst. This includes training students in
lesson design and the delivery of workshops and master classes on topics

such as reflective practice and course design.

Personal Context: research motivation

The focus of this study was a group of policing students. The term policing
students is employed to include both police officers and police staff; non-
warranted staff employed within the service. Specifically, this group were
police trainers who were being taught the principles of how to teach adults.
Characteristically they were experienced officers and were specialists in their

chosen field. This group can be described as being generally mature with



53% aged between 40 to 49 and 27% aged 50 to 59. The purpose of this
research was to explore the perceptions of these students having undertaken
the Preparing to Teach in the Lifelong Learning Sector (PTLLS) course. In
particular it has attempted to identify those perceptions in terms of their study
skills needs in relation to motivation levels, relevant support and reflective

practice.

According to the awarding body City and Guilds (2010:1) the award in
Preparing to Teach in the Lifelong Learning Sector encompasses the ‘basics
of teaching in continuing and adult education, including how to plan sessions,
motivate learners and use a variety of assessment methods.” As such it is
the, ‘first step towards official practitioner status’ (ibid.). As this award has
been written especially for new entrants to the Lifelong Learning Sector it is
not necessary for those enrolling on the course to have any prior teaching
experience or qualifications. In effect, the course is an introduction to
teaching and is typically taught over a period of ten days and can be awarded

at level 3 or 4.

This research project considers proposed recommendations for change within
the Learning Management Unit (LMU) within the Metropolitan Police Service
(MPS). The LMU has responsibility for aspects of the delivery of the MPS
training and management of learning policies. The LMU comprises of two
departments: the Client Services Team (CST) which undertakes activity
connected with the application of the ‘Systems Approach’ to training and

development, and the Learning Support Unit (LSU) which manages the MPS



Trainer Development Programme. Although the LMU were responsible for
the training of trainers within the MPS the PTLLS course was not taught. The
reason for this is that the PTLLS course was not introduced until 2007 and as
the MPS was not funded by the then Learning and Skills Council (LSC) they
were not obliged to adopt the qualification. Instead, the MPS trained their
trainers as they worked towards an NVQ in teaching. The MPS adopted the

PTLLS course in Spring 2010.

The motivation for this research was to assist police trainers as they
experienced instruction in how to teach others. Interest in this field was
fourfold, first as a trainer and training designer in the Metropolitan Police
Service (MPS), second as a lecturer in various FE colleges, third working
closely with the Institute for Learning (IfL) and fourth as an author. The

motivational issues will now be discussed.

Motivation as a training designer and performance needs analyst

As previously alluded to, my role is that of a training designer and a
performance needs analyst within the Metropolitan Police Service (MPS).
This includes training students in lesson design and the delivery of workshops

and master classes on topics such as reflective practice and course design.

Further, | am employed as a lecturer within various FE colleges, teaching the
PTLLS and DTLLS courses, | have worked in the capacity of consultant for

those involved in the proposed introduction of the PTLLS course for the MPS



trainers. In this capacity | was to consider the suitability of engaging local FE
colleges to deliver training for the new MPS trainers. Until this time the
training had been conducted in-house by police officers. The number of those

requiring this form of training meant that the change was economically viable.

A part of this study has been aimed at informing the MPS in relation to the
students’ perceptions of their ability to engage in study and engage in
reflective practice. Further questions were considered for use by the MPS in
relation to the perceptions of the students and the suitability of the PTLLS
course in preparing them to teach. In response to these questions three

reports were compiled by me to inform the MPS’ practice.

Motivation as a lecturer

Being a lecturer in an FE college delivering the PTLLS course offers a unique
perspective of the characteristics of the attending students. These students
are not restricted to just policing students and include people from a wide
variety of backgrounds. This perspective affords an insight to the various
needs of the students in relation to approaches to study both cognitively and
affectively. Within a PTLLS course it is not uncommon for there to exist a
wide range of abilities from those benefitting from a PhD to those who had not
studied since their compulsory education. In order to support the students in
accordance to their individual needs it is necessary to focus on those within a
cohort who require support in the process of how to learn and their ability to

express themselves in writing. The PTLLS course represents the first step for



students as they embark on the teacher training qualification and benefits the
students as it can be studied at level 3 or 4 within the Qualifications and
Credit Framework (QCF). QCEF is a relatively new framework which compares

vocational qualifications (Directgov, 2010).

My experience indicates that there appears some reluctance by some
students to embark on a written assignment as part of the academic
requirements of the course. Careful consideration has been given to this first
step in the process of learning and the associated strategies available to the
teacher to engender activity by the students. It appeared that the fear of
‘getting it wrong’ or not being able to accurately relate the criteria to the
assignment were two influencing features. This was coupled with not wanting
to ‘appear dim’ in front of their peers or lecturer, this is reminiscent of what
Huneker (2008:4) observed commenting that: ‘He dares to be a fool, and that
is the first step in the direction of wisdom.’” It is argued that in some instances
being prepared to look a fool is a necessary element in returning to learning.
This is because within a classroom environment, asking what may appear to
the student to be a ‘dim’ question may be necessary for a student to make
sense of a topic or subject being studied. Associated with the willingness to
pursue a course of study are motivational issues. These can be assisted by
the teacher as the students embark on the first steps of study. In support of
this, within the initial lessons of the PTLLS courses, it has been necessary to
introduce strategies designed to pacify some students and allay the
associated fear of failure. What was missing, it appeared to me, was

guidance in relation to the students’ first steps in the learning process.



Motivation working with the Institute for Learning

Third, close professional links with the Institute for Learning (IfL) enabled me
to identify best practice deemed suitable for adoption by the MPS. For
example, a person who is studying to become a teacher within the Lifelong
Learning Sector is required to join the associated professional body, namely
the Institute for Learning, (IfL). As a part of this membership, each person is
expected to complete 30 hours Continuing Professional Development (CPD)
per year, pro rata. Although the MPS is not considered to be a part of the
Lifelong Learning Sector and as such not bound to the rules specified by the
then Learning and Skills Council (LSC), it was considered beneficial to draw
on best practice offered by the IfL. It was my intention to recommend the
MPS introduce this practice into the MPS for those suitably qualified trainers
to enable them to claim an element of professionalism. In fact, as full time
teachers within the MPS, the trainers would be able to boast dual-
professionalism benefitting from both their policing and the teaching

professions.

Motivation as an author

Fourth, my motivation as an author has resulted in the publication of six books
during the progression of this research. Two relate directly to this study, the
other four have drawn upon various aspects of this study. The two main
publications include ‘Reflective Practice in the Lifelong Learning Sector,’

(Roffey-Barentsen and Malthouse, 2009) and the second entitled, Study Skills



for Policing Students (Malthouse and Roffey-Barentsen, 2010). Itis
contended that reflective practice is representative of the underpinning
support individuals could offer to themselves as they engage in study. The
subjects of study and reflective practice are inexorably linked. The purpose of
the study skills book was to offer advice in relation to study skills for students
as they studied to become a police officer within their initial training,
completed their Diploma in the Lifelong Learning Sector (DTLLS) or embarked

upon a degree.

Research Context: overview and terminological assumptions

This study considers the existence of knowledge from the perspective of an
interpretive stance in terms of a phenomenological study. The theoretical
perspective of this study is anti-positivist and is situated within an interpretive
paradigm (Cohen, Manion and Morrison, 2000). The selection of an
interpretive paradigm acknowledges that the theoretical assumption of the
knowledge of reality sought is regarded as subjective, because it is based on
an individual’s unique experiences and personal insights. Here, reality is
created by the person experiencing it in a form of individual constructs.
Husserl (1970), the main exponent of phenomenology, suggested that what
phenomenology may offer is an insight into the essence of cognition
employed by others. Makreel and Luft (2010:28) suggested that what was
proposed by Husserl was a ‘radical presuppositionlessness’ representing an
important characteristic of this philosophy, which was to reassess

assumptions about things and situations and to reassess things from a



position that ‘goes back to the ultimate origins,’ (ibid.). Husserl (1970) spoke
of placing the world in brackets which, he countered, would have the effect of
freeing individuals from the ways in which they normally viewed the world.
The aim of this process was to free the observer from the preconceptions
associated with their norms. An important factor in this process was to be

reflexive.

Schutz (1979) further observed that the interpretation of a phenomenon is
inextricably linked to the nature of the observer. This person will interpret
what they experience in their own model of the world, employing their own
values and experiences. What characterises phenomenological research is

the researcher’s search for a constant, or ‘essence’ found within an account.

Phenomenology seeks to identify the essence of an experience. This study
sought to identify the invariant composition of human experiences
experienced by the police trainers as policing students. For example it sought
to identify the specific individual experiences of each student and from these
identify general experiences in relation to the students’ experience of
returning to study. According to Bogdan and Taylor (1975:13) “...In order to
grasp the meaning of a person’s behaviour, the phenomenologist attempts to

see things from that person’s point of view.’

A theory of personal constructs informs this work, in particular the work of
Kelly in the 1950s (Kelly, 1963). He suggested that constructs enable people

to construe the world and further, they are constantly updated, changed and



are rearranged within a form of hierarchical taxonomy; these positions are
also subject to change as a result of experience. He suggests that these
‘construction systems’ can be communicated and shared (ibid.) A significant
characteristic of Kelly’s theory is that a construct is both predictive and
motivational in nature. Predictive because he claims people need to
anticipate events in order to ensure their “...future reality may be better
represented’ (ibid.: 48). Kelly claimed that to understand behaviour it is

necessary first to identify how the person construes reality.

As a consequence of the above theory the methods that were employed,
namely interview and interpretation, enabling the study to take into account
the fact that people consciously and unconsciously construct their own sense

of social reality.

The intention of this research has been to identify the perceptions of a group
of students. This entailed identifying the feelings, values, ideals, beliefs,
opinions, views and assumptions, etc, of the members of that group in relation
to their study on the PTTLS course. What was being observed was the
reaction to a phenomenon and as such, arguably, those reactions took the
form of a social construct. Characteristically these were not directly
observable nor were there suitable instruments available to measure these

gualities.



The research question

The purpose of this research has been to explore the perceptions of policing
students enrolled on a Preparing to Teach in the Lifelong Learning Sector
(PTLLS) course. In particular it has attempted to identify those perceptions in

terms of the following general themes:

e study skills
e support
e reflective practice

¢ developmental and motivational issues

The general topics listed above are linked to the interview schedule and are

considered here.

Study skills

Study skills considered the perceptions of the students’ learning needs in

relation to study and the support that was received and which was directly

relevant to their study needs. Next, they were asked if they considered this to

be sufficient and, if not, what they would have liked.
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Support

In relation to the topic of support during the course, the questions considered
the support offered by the Metropolitan Police Service and the Further
Education College and the perceptions of the students in relation to any

additional support they felt they required.

Reflective practice

Next, the topic of reflective practice was considered where the students were
asked if, following the PTLLS course, they continued to use reflective practice
and whether they had learned from experience. The associated questions
considered whether they were able to use reflective practice in the
development of their teaching and the difficulties they may have experienced

in acting on their reflections.

Developmental and motivational issues

Then developmental and motivational considerations were discussed, in order
to identify any shortcomings or perceived gaps in learning or skills. The
guestions employed at this stage asked for the identification of any need for
further development and, if there were, how they would meet these needs.
Further support and perceived barriers to personal development were
considered. Finally, additional comments were requested to ensure all

possible data were collected.
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The responses were recorded and transcribed. Next, the data were coded
and analysed. During the process of analysis a further significant emerging
theme was observed. As a result, the students were contacted again and five
more interviews took place, one via e-mail. As a result, an idea was then
developed and postulated in relation to reflective practice, and this was
referred to as Situational Reflective Practice. This new phenomenon was then
considered in terms of the external factors influencing an individual, about
which they have no control. For a full account of the research questions

contained within Chapter 4 and 5 please refer to Appendix 1.

Organisation and Structure

Chapter 2 considers the proposed recommendations for change concerning
the Learning Management Unit (LMU) within the Metropolitan Police Service
(MPS) and specifically the introduction of the Service Improvement Plan (SIP)
Review (2009). Links are made to the changes faced by teachers in the
Lifelong Learning Sector and the introduction of the award termed Preparing
to Teach in the Lifelong Learning Sector (PTLLS). The literature surrounding
the general nature of adult learners is considered in terms of the dialectic
positions of andragogy and pedagogy. Next the chapter considers the topic of
learning how to learn and the various issues surrounding supporting adult
learners. Learning style instruments are discussed and the needs of the
learners are examined. Motivational aspects of adult learners, reflective

practice and transformational learning are raised. The chapter concludes by
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identifying the relationship of this study to previous research, identifying any

gaps in the body of knowledge.

Chapter 3 presents the methodology and methods of this research. It consists
of two main sections. Section 1 outlines the purpose of this research,
followed by a discussion of the research paradigm that underpins it.

Section 2 presents the procedures employed for collecting data, the use of
semi-structured interviews and identifies how the participants have been
selected. It then discusses data analysis, ethical considerations and issues of
reliability and validity, contextualising these subjects within the research

conducted.

Chapter 4 offers data presentation and analysis which are presented together
in this chapter. This format has been chosen because of the nature of the
qualitative interviews undertaken and the unsuitability of this type of research
to produce numerical data, graphs etc. The data presentation and analysis
are woven together and discussed as each interview question and response
is considered in turn. Each question is listed and the analysis of the
responses is offered linking the topic to the relevant literature; these are

placed under sub headings where appropriate.

Chapter 5 describes the emergence of Situational Reflective Practice. It
describes the data collection process, offers the very limited related literature
and presents the data and data analysis. It then offers and explains the

model in relation to the concept.
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Chapter 6 discusses the overall conclusions of this research. The chapter
opens by considering how this research has contributed to the pre-existing
literature and how it might explain the personal context outlined in Chapter 2.
This is followed by a discussion of the limitations of the research and what
implications these findings may have. Finally, the areas for which further
research is required are outlined and the overall conclusions of this research

are drawn.

The appendices contain the following documents:

Appendix 1 Details the research questions contained within chapters
4 and 5

Appendix 2 Record of Management of Themes

Appendix 3 Participation Information Sheet

Appendix 4 Interview schedule

Appendix 5 Consent form
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Chapter 2

Literature Review

Introduction

This research project considers proposed recommendations for change within
the Learning Management Unit (LMU) within the Metropolitan Police Service
(MPS). Within the MPS, | work within the Client Services Team as a training
designer and performance needs analyst. My interests in this subject are
such that | have co-authored a number of books relating to the subjects being
considered within this paper including, Reflective Practice in the Lifelong
Learning Sector (2009), Study Skills for Policing Students (2010) and a series
of publications in relation to the police recruit assessment process. My interest
in the proposed changes is the desire to effect change that will benefit the

organisation, trainers and policing students.

The research question

The purpose of this research has been to explore the perceptions of policing
students on a Preparing to Teach in the Lifelong Learning Sector (PTLLS)
course. In particular it has attempted to identify those perceptions in terms of
their study skills, relevant support, reflective practice and students’ needs in
relation to developmental and motivation issues. It was anticipated that in light

of the data analysis the students could then be supported with these needs
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where practical and appropriate. In support of the aim of the study this
chapter will consider the pertinent issue in terms of literature under the

following headings:

¢ Changes faced by teachers in the Lifelong Learning Sector
e The general nature of adult learners

e How adults are supported in terms of study skills

¢ What motivates adults to study

e The nature of reflective practice

e The nature of transformative learning

The above headings have been chosen as they encapsulate the subject in
broad terms; here each topic relates to an aspect of teaching and learning
faced by my students. For example, ‘Changes faced by teachers in the
lifelong learning sector’ identifies the demands made upon individuals who
wish to teach, by the Government. It sets out the legislative requirements and
considers the professionalisation of teachers in terms of standards and
expectations. Next the literature focuses upon the ‘General nature of adult
learners’ and aims to identify the possible needs and nature of students in
terms of their ability and willingness to learn, the various types of learning my
students may experience and the general nature of adult learners. An
intention of this research was to support the PTLLS students and to this end
the literature considered ‘How adults are supported in terms of study skills.’
Motivation was considered to be an integral part of the learning process and

in support of this the associated literature pertaining to ‘What motivates adults
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to study’ was identified for the purpose of later comparison. Similarly the
ability to engage in reflective practice was considered an important aspect of
learning. The ‘Nature of reflective practice’ has been included within the
literature review as this topic formed a significant element of the PTLLS
course. Lastly the literature supporting the ‘Nature of transformative learning’
was included as it represented the possible outcome following reflective

practice.

The issue

The Service Improvement Plan (SIP) Review (2009), within the Metropolitan

Police Service (MPS) recommended the following:

e Total civilianisation of the unit (i.e. replacement of all Police

Officers with Police Staff)
e Outsourcing of Trainer Development Programme to FE colleges

e Change of focus of Client Services Team from ‘contractor’
(undertaking needs analysis, design and evaluation projects for
business groups) to ‘consultant’ (guiding and supporting

business groups in undertaking their own projects)

MPS (2009:1)

The drivers for the SIP review were the requirement for all MPS units to

deliver an economic and efficient service following the changes in the staff
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profile of the unit; the CST [Client Services Team] had experienced staffing
cuts within the previous five years which had seen the loss of seven posts

[from the original ten] (MPS, 2009).

This thesis considers the second of the above recommendations which, by its
very nature includes the adoption of the new Preparing to Teach in the
Lifelong Learning Sector qualification and a move away from its present NVQ
teacher qualification. In respect of this the MPS observed a lack of equality
of access to the present programme (MPS, 2009). Developments in the
world of Further Education have led to the phasing out of Learning and
Development NVQs and the MPS no longer offers an NVQ teacher
gualification. These changes followed a call for the culture of training to be
reassessed within the police service nationally (Flanagan, 2008). Flanagan
advocated the need to consider other sectors for comparisons in training
observing that within education and social care, the students take
responsibility for their pre-employment training by undertaking relevant

degrees at their own expense in order to enter the profession.

Although the award Preparing to Teach in the Lifelong Learning Sector is not
compulsory for the MPS, due to the nature of the method of funding, it is
anticipated that the PTLLS course may provide trainers the basic skills to
equip the police trainers to teach; although it is recognised that this
gualification alone is not sufficient to qualify an individual to teach. It further
offers an opportunity for the MPS to make significant financial savings.

Although it has been suggested that the only kind of change acceptable to the
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police service is that which is ‘designed to keep things the same’ (Adlam,
2002:28), perhaps this move to embrace PTLLS on the part of the MPS is a
departure from what was once deemed as acceptable. The reason for this
may be because of the requirement on behalf of the coalition government to

make huge monetary savings.

The managerialist / performativity discourse

It appears that there exist misguided approaches to teaching that some
elements of the police appear reluctant to lose. For example the National
Policing Improvement Agency (NPIA) produced a document entitled, Models
for Learning and Development in the Police Service (NPIA, 2007). The
document describes itself as offering guidance to ‘Anyone undertaking the
delivery of a learning and development programme in the police service’
(2007:4). Section 3 is entitled, ‘Good practice in delivering learning and
development’ and contained within this section is the observation that, ‘The
delivery of learning and development is underpinned by common principles
such as ethics, delivery values, contextualising learning and embedding race

and diversity’ NPIA (2007:12).

| would advocate that the term ‘delivery of learning’ is fundamentally incorrect
and should be replaced with the term ‘delivery of teaching’, subsequent study
of the related literature indicate that this term was once generally more
associated with e-learning than teaching in the classroom (Weller, 2002,

Duggleby, 2000). However, it now appears to have been adopted for use in
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the classroom (Wilson, 2005, Lucas, 2009.) Of this approach to ‘delivering
learning,” White (2004:394) identifies the ‘exposure to the pedagogy is to have
been learned-to’ and further notes ‘This change in rhetoric reveals the
underlying discourse: participants’ subjective experience of learning has a
necessary causal connection with the pedagogy’ (ibid.). In an email

conversation he further suggested that,

‘Teaching=learning. If | deliver something it is necessarily
received; there is a one-to-one relationship between the thing |
teach and the skill you acquire (and if you subsequently behave
incorrectly then you are to blame). It reflects technical-rational
assumptions about relationships between skill sets,
competencies, measurement, performance etc. (i.e. the current
managerialist/ performativity discourse). It may also say
something about the education/ training binary; in the sense that
the technologies of competence and assessment (in vocational
learning) promise a more certain return on investment than ‘wooly'
education.

Our experience as educators of the relationship between teaching
and learning is that it is entirely contingent. We may or may not
learn what is intended, and we will almost certainly learn other

things besides (the hidden curriculum).’

White, (email 17" September, 2010)
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The ‘managerialist / performativity’ discourse referred to above is explained by
Jeffery (2005) as representing a clash between two different epistemic

cultures in education namely:

‘That of management, audit and accountability and a humanistic
culture based on the notion of professional autonomy. The
universalising and colonising features of audit culture suggest that
educational outcomes can be standardised nationally or
internationally, measured objectively and be subject to ‘random
controlled trial.” Yet many communities of professional practice,
supported by socio-cultural educational research insist that
educational outcomes cannot be simplified down to units of
achievement, to absolute values or to replicable, idealised models
of ‘best practice’ which fit all settings. A way needs to be found
between the culture of public accountability, audit and quality
control and the culture of a socially produced dialogue between
professional expertise, established and emergent knowledge.’

Jeffery (2005:132)

The email from White and the observations by Jeffery (2005) helps to
distinguish the bi-polar or ‘binary’ positions between education and training.
The police service appears to retain an entrenched approach to teaching
relating to training which is very suited to the managerialist philosophy.
Whereas delivering PTLLS in an FE institution has its roots firmly planted in

an andragogical approach to teaching which is, arguably, more aligned to a
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humanistic philosophy. It could be that policing students may experience
tensions when moving from one to another. Further to the above, the issues
that may arise as the student trainers are involved in learning reliant upon
more formal methods of study, such as assignment writing, may offer some
interesting challenges for some student trainers who may have not have
participated in any formal education since school. My own experience, having
taught MPS student trainers, both within the MPS and in an FE environment
on Certificate of Education courses, are that the change from one learning
culture to another may be demanding for some. This is because the transition
form the ‘spoon fed’, behavioural style training experienced within the MPS, to
that of the more cognitive / humanistic, academic style learning offered by the
FE colleges will be difficult for some students; both intellectually and culturally.
| have witnessed difficulty experienced by some student trainers in terms of
writing academically, use of grammar, engaging in analysis, researching a
subject, taking responsibility for their own learning and the acceptance of
more than one point of view etc. My aim is to support them in such
circumstances. Student trainers may benefit from support with their study
skills either prior to, during or after their PTLLS course. This research
endeavours to identify the needs of the PTLLS student trainers within the
MPS with a view to supporting those needs. To this end this chapter will
consider the related literature in respect of:

e Changes faced by teachers in the lifelong learning sector

e The general nature of adult learners

e How adults are supported in terms of study skills

¢ What motivates adults to study
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e The nature of reflective practice

e The nature of transformative learning

These subjects will underpin the scope of this research.

Changes faced by teachers in the Lifelong Learning Sector

Over the last ten years there has been a move towards professionalising
teachers in the Lifelong Learning Sector. The Lifelong Learning Sector
includes those working in career guidance, community learning and
development, further education, higher education, libraries, archives and
information services, and work based learning across the UK (Lifelong

Learning UK, 2010)

Prior to September 2001, if an individual was competent in their subject
matter they could be employed to teach that subject, regardless of whether or
not they held any teaching qualifications (Ofsted, 2003). This changed in 2001
with the introduction of The Further Education Teachers' Qualifications
(England) Regulations (HMSO, 2001), where those who taught were expected
to gain a qualification such as a Certificate in Education. This represented the
first step towards professionalising, what was referred to then as, the Further

Education (FE) teacher.

In 2002 the government published a reform agenda for the benefit if the FE

sector, ‘Success for All.” This suggested insufficient attention had been

afforded ‘teaching, training and learning’ (DfES, 2002:4). Essentially the issue
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expressed was that learners were not being taught by people with either the
appropriate skills or qualifications. However this went further than the previous
report by taking a holistic and arguably more balanced approach to the issue.
Whereas the 2001 report asserted the need for suitable qualifications for
teachers, the 2002 report acquiesced that not only should the majority of part-
time and full-time college teachers and lecturers be suitably qualified, it further
aimed to combat the diverging standards of learner achievement, in order to
increase standards and to meet the needs of local employers (QIA, 2009,
DfES, 2002). These recommendations represented a further step towards an

attempt to professionalise teachers in the FE sector.

The introduction of Preparing to Teach in the Lifelong Learning Sector

The changes contained within the 2007 regulations included:

the introduction of new qualifications - an initial award taking the form

of either a Certificate qualification for teachers in associate teaching

roles or a Diploma qualification for teachers in full teaching roles

¢ the introduction of professional status — Qualified Teacher Learning
and Skills (QTLS) status and Associate Teacher Learning and Skills
(ATLS) status

e the requirement to complete the process of professional formation

e qualification requirements determined by a teacher’s role and
responsibilities

e atime limit of 5 years for FE teachers to obtain the appropriate

qualifications (QTLS/ATLS status).
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It is the introduction of new qualifications that relates to the focus of this study
and, in particular, the initial qualification, which is referred to as Preparing to
Teach in the Lifelong Learning Sector (PTLLS). Responsibility for setting the
standards for the new qualification rested with LLUK (LLUK, 2006). From
2007 all new entrants to teaching were required to complete PTLLS and then
the Certificate in Teaching in the Lifelong Learning Sector (CTLLS) or the
Diploma in the Lifelong Learning Sector (DTLLS) within 5 years. According to
LLUK, (2006:i), ‘the target audiences includes the whole of the learning and
skills workforce: further education (FE) and higher education (HE), Work
Based Learning (WBL) and Adult and Community Learning (ACL) providers.’
In 2007 these organisations received funding from the Learning and Skills
Council (LSC). The 2007 regulations further demanded that all LSC funded
teachers should be registered with the Institute for Learning (IfL). The IfL is
the professional body for teachers and trainers within further education (IfL:
2010). To ensure a ‘unified expectation of behaviour and conduct across the
sector’ (ibid.), the IfL developed a ‘Code of Professional Practice’ with which

all its members were required to adhere. The IfL suggest that:

‘If we can create a uniform understanding of professionalism,
where all teachers believe that through striving to maintain their
good standing they provide the best possible teaching and
learning, we can deliver self regulation at the level of the
individual practitioner.’

IfL (2007D:3)
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‘Professionalism results as a consequence of setting high standards, by
maintaining appropriate specialist knowledge, and by shared values.’ Roffey-
Barentsen and Malthouse (2009:15). This is illustrated by the adoption of
standards which were made possible with the introduction of the Further
Education Teachers’ Qualifications Regulations 2007; maintaining appropriate
specialist knowledge was achieved by commitment to Continuing Professional
Development; and shared values were achieved by adhering to the Code of
Professional Practice and the associated disciplinary processes. The ultimate
aim is for self-regulation (‘controlling own work’, ‘autonomy’). It should be
noted though that although adoption of the PTLLS course by the MPS was, on
the face of it, a step towards professionalising the trainers, in fact the choice
of training provider was concerned more with economics; issues of

professionalisation appear to be a fortuitous bi-product.

This study has detailed the legislative setting and the resulting implications in
relation to teachers within the Lifelong Learning Sector, it will now consider
the general nature of adult learners drawing on the work of Knowles and

llleris.

The general nature of adult learners

For researchers and practitioners alike, the task of describing how adults
learn has been a fundamental question in the field of adult education
(Merriam, 2004). Years of study have provided no single definitive answer, no
one set of principles and instead there exists a myriad of theories,

assumptions and models relating to adult learning. In order to make sense of
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the identity, nature, shape and characteristics of adult learners it will be
necessary to select and focus upon some of the underpinning theories. Itis
perhaps pertinent to observe that the learning of the majority of adults in the
United Kingdom may have been fashioned into a homogenous condition
shaped by the provision of state education. For as llleris (2007:1) identifies
‘All normal young people and adults have spent more than 10,000 hours of
their lives at school.” The extent to which this may have affected learners is a
moot point, but is not one that will be discussed here for reasons of time and

focus.

What is learning? For the sake of consistency, llleris’ (2006) definition of
learning has been selected from the vast array of available definitions. This
has been chosen because he speaks from the perspective of late-modernity.
The concept of late-modernity recognises a clear continuation of modern
cultural developments. Learning, according to llleris (2006:16), consists of
two united but very dissimilar forms, ‘The external interaction process
between the learner and the social and material environment and internal
psychological process of elaboration and acquisition.’ llleris (2006: 38) offers
three learning types, ‘cumulation, assimilation and accommodation’.
Cumulative learning takes place in a form of tabula rasa, where the individual
is first introduced to a subject and where no mental scheme has been
constructed and is associated with that of a child making sense of the world.
Assimilative learning on the other hand adds to that which has gone before
and develops the existing mental schemas, new learning is placed in existing

schemas or frameworks (Newel-Jones and Lord, 2008). This is recognised as
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the every day form of learning and is sometimes referred to as additional
learning where the learner makes changes to existing schemas.
Accommodative learning however differs in that it is the partial or whole
restructuring of a schema in light of received knowledge. It is characterised
by being a relatively quick and radical process, where an individual
reassesses their previous assumptions, however it must be noted that the
individual can experience cognitive dissonance for some time before the ‘aha’
moment. The caveat here is that this process can be painful because it is a

process which involves dismissing previous schemas upon which an

individual once relied.

Pedagogy versus Andragogy

It is Knowles who is generally credited with distinguishing between the way in
which children and adults learn in the 1970s, (Knowles, Holton and Swanson,
2005). The term andragogy was coined to differentiate adult learning from the
more traditional form of teaching associated with children, namely pedagogy,
(Knowles, 1999, Knowles, Holton and Swanson, 2005, Merriam and
Caffarella, 1999, Reece and Walker, 2007). However due credit must be
attributed to Lindeman, (Lindeman, 1925, 1926 and 1930 in Thompson
(2009), who offered four general assumptions in relation to adults and
learning. First was the need for relevance, second was adults’ interest in
applying their learning to real life situations, third was adults’ desire to be self-

directing and fourth was that individual differences increased with age.
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The essential quality of the terms ‘andragogy’ and ‘pedagogy,” according to
Knowles, are that whereas a pedagogical approach assumes responsibility for
learning rests with the teacher, the andragogical approach assumes that the
responsibility for learning rests on the part of the learner. Further, Knowles
(1999) highlights the fact that distinction between the two approaches exists
within the learning process, observing of andragogy that the student’s

experiences counted as much as the teacher’s knowledge.

According to Knowles (1980, 1984) at that time andragogy was based on five

assumptions regarding adult learners, namely:

1. As a person matures, his or her self concept moves from that
of a dependent personality toward one of a self-directing

human being

2. An adult accumulates a growing reservoir of experience, which

is a rich source for learning

3. The readiness of an adult to learn is closely related to the

developmental tasks of his of her social role

4. There is a change in time perspective as people mature — from
future application of knowledge to immediacy of application.
Thus an adult is more problem centred than subject centred in

learning
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5. Adults are motivated to learn by internal factors rather than

external ones (added in 1984)

Knowles’ ‘model of assumptions’ or as he also referred to it ‘system
of concepts’ (Merriam and Caffarella, 1999:272) was not without its
critics, for example, Hartree (1984) observed that those assumptions
were ‘unclear and shaky’ suggesting that Knowles had simply
identified good practice. Brookfield (1986) was also critical of
Knowles’ theory suggesting that in relation to the list above, that only
Knowles’ observations in relation to ‘experience’ were valid.
McKenzie (1977) was more damning asking if the *...distinction
between pedagogy and andragogy represent[s] a mere word game, a
fruitless semantic joust, a futile exercise in the fabrication of jargon?’
Again, in relation to semantics, Elias (1979) observed of andragogy
that it was just another name for progressive education which could
be applied equally to both adults and children (ibid.); he questioned
whether andragogy should be considered a theory of adult learning.
Knowles was to continuously refine his assumptions and in 1985
identified what he termed as the ‘core andragogical principles’,

namely:

1. the learner’s need to know
2. self directed learning
3. prior experiences of the learner

4. readiness to learn
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5. orientation to learning and problem solving
6. motivation to learn

Knowles, Holton and Swanson (2005:183)

My own experience leads me to question whether or not all the characteristics
listed above relate exclusively to adults and not to children; it appears a
matter for conjecture. Knowles’ later ideas in the 1980s appear to have
metamorphosed towards the assumption that pedagogy and andragogy are
more akin to a continuum from teacher directed to student directed learning
and importantly that both approaches are appropriate to both adults and
children depending on the situation, (Merriam and Caffarella, 1999). | would
argue that, both children and adults may exhibit some behaviours listed above
to a greater or lesser degree; the variations being found in the intensity,

frequency and quality of the experience the individual brings to the learning.

As previously mentioned it was not unusual for Knowles’ assertions regarding
andragogical assumptions to be added to and changed since his first ideas in
the late 1960s. One of the more notable departures from his original ideas
was the assumption that adults were ‘self directed learners’; my own
experiences as a teacher in both FE and the MPS is that some are but many
are not. | would further argue that to become a self directed learner people

require guidance on how to achieve this.

In support of this assertion, it was later acknowledged by Knowles, Holton and

Swanson (2005:117) that amongst a group of adults with whom they worked,
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the majority were ‘dependent on teachers to teach them’ and ‘... often
experienced a form of shock when first exposed to truly adult educational
programs.” As a result it was felt necessary to offer later entrants a form of

learning how to learn activity.

Have Knowles’ original ideas regarding adult learners stood the test of time?
Today a person is generally assumed to have become an adult in our society
at the age of 18. However, from a psychological perspective, the process of
maturity is taking longer (llleris, 2007). Some reach the stage of what was
traditionally considered adulthood in their late 20 and some even later. The
phenomenon of the promotion of youth in late society means many are
reluctant to relinquish this status. Further, modern government offers financial
incentives for individuals to remain in school, whereas 50 years ago it was not
uncommon for people to leave school at the age of 14 or 15 years. llleris,

(2007) offers an alternative list of the characteristics of the late societal adults:

Adults learn what they want to learn and what is meaningful for them to

learn;

¢ Adults draw on the resources they already have in their learning;

e Adults take as much responsibility for their learning as they want to
take (if they are allowed to); and

e Adults are not very inclined to engage in learning of which they cannot

see the meaning or have any interest in.

llleris (2007: 208)
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Is it possible to generalise regarding the characteristics of adult learners?
Knowles, the renowned exponent of andragogy, has suggested that children
learn differently to adults, however, this assumption has been questioned by
Jarvis (2009) who suggests that the process of learning from unique situations
IS an unvarying process which can be experienced during the whole of our
lives. Jarvis further observes that children experience more unique
circumstances than adults, but argues that this fact gives only the appearance
of a distinction between children and adults in terms of experience and
learning. These experiences he refers to as primary experiences situated
throughout our lives, observing: ...we all have new sensations in which we

cannot take the world for granted’ (Jarvis, 2009:27).

Pedagogy, andragogy and policing students

The observations offered by Knowles, Holton and Swanson (2005), llleris
(2007) and Jarvis (2009) appear to apply equally to policing students.
Traditionally, within the MPS, training has focussed upon a ‘spoon fed’
approach to teaching in many instances especially during the early stages of
a police officer’s training where it is essential for them to grasp the
rudimentary aspects of the law, policy and procedure; this represents a
pedagogic approach to learning. Later as officers are expected to engage this
knowledge in, for example decision making exercises, an andragogical
approach is employed. A typical example of this would be the use of the

Hydra/Minerva software, created initially by the Metropolitan Police Service
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and employed as an in-house development programme for decision makers

offering the potential for immersive learning programmes (Peacock, 2004).

The expectations of policing students may vary dependent upon their learning
experiences within the MPS. However, for many a pedagogical approach to
learning will be the norm. Figure 1, below, is representative of the
phenomena that policing students can be influenced by the adoption of either
pedagogical or andragogical approach to learning on behalf of the

organisation:
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Figure 1. Pedagogical / Andragogical influences upon the learner

The pedagogical / andragogical debate appears to continue, but it is possible
that both approaches have value at various times in relation to the style of
teaching adopted. There appears to exist a bi-polar axis between the
experience of something new, representing a pedagogical approach to
learning and that of the previously experienced phenomenon relating to an

andragogical approach. This appears to correlate with reliance upon the
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teacher (pedagogical approach) and the willingness to accept responsibility

for one’s own learning, (andragogical approach) e.g.:

v

Pedagogical < Andragogical

Approach Approach

v

Reliance upon < Reliance upon

Teacher Self

Figure 2 The bipolar positions of pedagogical and andragogical approaches

to learning and the associated locus of reliance

Factors that influence the act of learning

The body responsible for professional standards for teachers in lifelong
learning requires teachers to ‘value learning and to understand ways in which
learning has the potential to change lives’ (McLay et al., 2010: 79). Learning
can be influenced by many factors not necessarily an individual’s innate ability
to learn. There are a number of influences for the adult learner returning to
learning (Rogers, 2007) these can have a dramatic effect on a person’s ability
to learn. These factors include the anxiety of looking ‘dim’ in front of peers,
the feelings associated with the classroom from childhood experiences,
challenges to students’ beliefs about learning, the ability to manage change
and an individual's expectations all of which contribute to a person’s ability to
engage in learning and his or her motivation to remain engaged; motivation

will be considered later in this chapter.
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Attitude

One significant affect upon a person’s ability to learn is their willingness to
engage in learning activities. There appears to be a scarcity of contemporary
research within the UK in relation to police officers studying within Further
Education and there exists relatively few studies in relation to police students
entering Further Education. A study by Lee and Punch (2004), which
examined the perceptions of officers attending Higher Education in the 1970s,
found that the associated literature included observations of a ‘war between
the police and the academe’ and an ‘inherent anti-intellectualism’ that
permeates police thinking (Lee and Punch, 2004:234). However, they
recognised that even if in practice there existed tensions between the police
and the world of academia, educational attainment on the part of the police,
both individually and collectively, was considered to be beneficial. This was
because it was recognised that the benefits of an academic qualification for
an officer represented an element of professionalisation to which they aspired
(ibid.). In the early 1990s more universities became involved with developing
undergraduate programmes aimed at policing in the UK (Wood and Tong,
2008). Following the Police Reform Act in 2002, a number of police services
began working closely with local universities. Here initial police training were
linked to academic awards, for example a Foundation Degree in Policing.
Within the police service there were those who offered serious doubts
regarding the moves towards greater university involvement in police training
(ibid.). In relation to attitude it was further suggested that a tension existed

between the educational requirements of the policing students and their
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deployment as an operational resource (ibid.). Wood and Tong (2008) offer a
dichotomy between the short term operational needs of the organisation
versus the longer term institutional learning requirements. They concur with
what appears to be the trend of outsourcing police training observing, ‘The
only way to satisfy the learning requirements of police employees is to

externalise their training and education’ (Wood and Tong, 2008:303).

Attitude and policing students

Heslop (2009) observes that in the last five years there has been some
progress towards professionalising the police service in the area of training
and qualifications. This was focussed upon recruit training where police
forces collaborated with universities enabling recruits to study towards
achieving a foundation degree. It is acknowledged that Heslop’s research
focussed upon recruits whereas this study considered more mature students.

Heslop (2009) found that within the group of policing students studied:

‘The majority of participants held negative views about their
experiences at the University. This was to the extent that there
was an overriding theme of conflict in the data, and some of the
interviewees explained that they had been: ‘talked down to’,
‘looked down on’, ‘patronised’, ‘treated like kids’, and that some of
the tutors were ‘condescending’ towards them.

Heslop (2009: 6)
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Heslop’s (2009) analysis of the situation was that there existed tension
between those regarded as ‘academics’ and the police students. On the one
hand, allegedly, the academics looked down at the students which was
attributed to their ‘...previous professional experiences and even prejudices’
(ibid.). On the other hand the students’ ‘unprofessional behaviour’ was
attributed to, ‘their own background dispositions which they brought with them
into the police service’ (ibid.). The figure below indicates attitude as being a
further influence on an individual’'s learning. In the instance identified by
Heslop being ‘talked down to’, ‘looked down on’, ‘patronised’, ‘treated like
kids’(ibid) may induce a pedagogical approach to learning, but it is

acknowledged that attitude can be influenced many other factors.

Pedagogical
or
Andragogical

= ® S T O O

Figure 3. Various influences acting upon the adult learner (1)

Within Heslop’s (2009) study a number of tensions existed which may be
analogous to my own study. For example, in order to enter the police service,
no academic qualifications are necessary, but on the other hand policing

students are expected to produce work of an academic nature. In such cases
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supporting learners would be appropriate; however the nature of any
intervention requires careful consideration. Any intervention if approached in
an insensitive manner can bring about resentment. This study will now focus

upon interventions under the title of supporting adult learners.

Supporting adult learners

If a teacher is to offer effective study skills support then it is necessary to
consider the time, nature and purpose of an intervention. Support offered
inappropriately can have the effect of demoralising a student. The figure

below is added to, indicating the need to support learners.

Pedagogical
or
Andragogical
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Figure 4. Various influences acting upon the adult learner (2)
Light, Cox and Calkins (2009: 48) observe that teachers recognise the

importance of supporting their students, but they note that, ‘... they frequently

have a very limited idea of why students are failing to achieve.’
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This situation is explained in terms of five learning gaps namely:

1. recall and understanding

2. understanding and ability

3. ability and wanting to

4. wanting to and actually doing

5. actually doing and ongoing change

Light, Cox and Calkins (2009:48)

Arguably, it is the recognition of these gaps that will enable the teacher to
offer the appropriate intervention at the appropriate time. Each gap,

according to Light, Cox and Calkins (2009) will be considered in turn.

Learning gaps

Recall and understanding

This has much to do with surface and deep learning (Hattie, 2009, Jarvis
2005, Moon, 1999), it is seen as the distinction between being able to
regurgitate facts as opposed to understand and recreate those facts and
ideas in terms of an individual’'s unique experience. It is possible to recall
something without actually understanding it. There exists a relationship
between surface learning and behaviourism and deep learning and
cognitivism. Based on experiments with animals behaviourism considers the

effect of stimulation and response (Cross, 2009). In respect to learning, the
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teacher can control the process by selecting the stimuli and reinforcing the
approved responses (Rogers, 2002). Learning is achieved by reward and
punishment, for example the teacher setting a task such as an assignment
and the student receiving a mark. Behaviourism is more concerned with
product rather than process and is concerned only with knowing ‘what’ rather
than, for example, ‘how’. It gives no consideration to the process of thinking
only considering what can actually be measured (Jarvis, 2010). Cognitivism
on the other hand considers the activity of the learner and their unique
relationship to knowledge. An individual actively engages with propositional
knowledge; knowing that (Cross: 2009). Learners construct new knowledge
by considering what they already know and adapting it to accommodate the

new information.

Understanding and ability

This refers to the gap between understanding something and having the
ability or skills to practice what is known effectively (Light, Cox and Calkins,
2009). Essentially this gap refers to the importance of experience in learning.
Here Kolb’s (1984:38) theory of experiential learning is drawn upon where
learning is described as ‘...the process whereby knowledge is created through
the transformation of experience.” Such experiences include, writing
assignments, giving presentations, participating in discussion and conducting
research. Although Kolb is considered in more detail later in this chapter, it is
pertinent to identify the importance of reflective practice which is a significant

aspect of learning. Non-reflective learning can result in what Light, Cox and

41



Calkins (2009:59) refer to as ‘reproductive practices such as memorization,
imitation and the development of rote skills.” In comparison, ‘reflective
learning includes contemplation, experimental learning and the development
of reflective skills’ (ibid.) Again it appears that as with shallow and deep
approaches to learning, the willingness or ability to fully immerse one’s self

and actively engage in the learning process reaps rewards.

Ability and wanting to

This focuses upon someone having the skills and abilities and actually
wanting to use them and is attitudinal in nature. However the reasons for not
wanting to participate in an activity may be unclear to the observer. By way of
example the work of Belenky et al. (1997:7) is used to describe the
emergence of women’s voice in the academic world they observe, ‘From the
moment women gained a foot in the academic world, they sought to examine
and dispel beliefs suggesting sexual polarities in intelligence and personality
characteristics.” This metamorphosis was interpreted into five positions or
categories (1997:15) and describes the various positions from feelings of

apparent worthlessness to empowerment, namely:

¢ ‘Silence (women experience themselves as mindless and voiceless
and subject to the whims of external authority)

¢ Received knowledge (women view themselves as receiving , or
reproducing knowledge, from external Authorities, but unable to create

their own knowledge)
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e Subjective knowledge (women view truth and knowledge as ‘personal,
private and subjectively known and intuited’)

e Procedural knowledge ( women are ‘invested in learning and applying
objective procedures for obtaining and communicating knowledge’)

e Constructed knowledge ( women perceive all knowledge as contextual,
consider themselves to be creators of knowledge and ‘value both

subjective and objective strategies for knowing’

Light, Cox and Calkins (2009: 62-63)

The example above is indicative of the correlation between perceptions and
attitudes which relate to the willingness of an individual to participate; they can
be viewed as the metaphorical links in a chain. An individual’s reasons for not
participating in an activity can be varied and many and exist as a result of
their perceptions of any given situation. Before supporting intervention is
offered it would appear that consideration should be given to the exact nature
of a given situation, by identifying and considering the nature of the links in

that chain.

Wanting to and actually doing

This relates to the gap between possessing the abilities and wanting to use

them and actually doing so. The reasons for not doing something that an

individual wishes to do may sound paradoxical but in fact the unwritten rules

within a classroom or during the time when studying alone may inhibit action.

43



For example there may exist assumptions on the part of the student that, they
cannot contact their teacher other than during class times, believing that the
over use of e-mail is an intrusion on the teacher’s time. Others may feel that
they alone will have to deal with any problems they encounter and further they
do not wish to be viewed as being weak or incompetent (Light, Cox and
Calkins, 2009). Issues pertaining to the bipolar position between pedagogy
and andragogy may also restrict an individual if the individual’s desire is to be
self directed but experiences the relentless intrusion of external authorities

(ibid.)

Actually doing and ongoing change

Finally, the gap between actually using the skills and abilities and changing is
considered. This is concerned with an individual’s ability to deal with change.
The resistance to accept change is rooted in issues of identity and self worth
and as such the experience of change can be a difficult if not painful
experience for students. The challenge is to prepare our students for change
(ibid.) The five gaps appear to be a useful tool in identifying stages when
students may struggle; they are useful because they offer the teacher a meter
with which to consider the situation and engage meaningfully at appropriate
times. The relationship of learning gaps and policing students will now be

considered.
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Learning gaps and policing students

The learning gaps postulated by Light, Cox and Calkins (2009) may offer an
element of structure when attempting to determine the ability of the policing
students to study. Further where difficulties are observed on the part of the
learner, identification of the learning gaps may facilitate an appropriate
intervention. At present there is no system in place within the MPS to support
policing students with the exception of that offered by FE colleges during the
PTLLS course. Although the policing student could experience a learning gap
at any of the above stages, there has existed a culture in relation to learning
within the police service that has consisted of regurgitation verbatim of text to
be the norm. This is synonymous with the Recall and Understanding stage
(ibid) where the ability to, for example recall Section 1 of the Theft Act 1968

verbatim, does not mean that the Act is understood.

However, it must be stressed that training within the MPS is generally moving
away from the form of almost rote learning but it does not include learning that
incorporates any form of reflective practice. The use of reflective practice can
be suitably employed within the second stage, namely, ‘Understanding and
Ability’. Arguably, if there is no form of reflective practice within learning, it
would be likely that the MPS policing students would experience greater
difficulty as they progressed to the stage of ‘ability and wanting to’, in
comparison to those engaging in reflective practice. It is not argued that it is

not possible; simply that reflective practice would enrich the learning process.
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As previously stated, by Light, Cox and Calkins (2009:48) teachers recognise
the importance of supporting their students, but observe that, ‘... they
frequently have a very limited idea of why students are failing to achieve.” A
correlation is observed here to the policing students. Within the PTLLS
course, it is highly likely that learning gaps will be indentified, for example by
diagnostic assessment in relation to numeracy and literacy. As the teacher
supports the learner by identifying any learning gaps and shares this
knowledge with the student, arguably the onus falls to the student to consider
how best to manage that learning gap. In the case of the policing students this
can take the form of adapting and improving their writing skills. The figure

below acknowledges this feature.
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Figure 5 Various influences acting upon the adult learner (3)

Further to consideration of the five learning gaps, another tool available to

support learners is that of the identification of students’ learning styles as a
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means of supporting students’ learning. Consideration will now be given this

subject under the heading learning style instruments.

Learning Style Instruments

Learning style instruments often take the form of questionnaires. These are
designed to assist individuals identify their preferred way of learning. A wide
range of learning style instruments exist many of which are based upon some
form of theoretical basis. Brookfield (1995) identifies a number of

characteristics displayed by adult learners:

e |tis part of adult behaviour to be self directed

e Adults explain what their educational needs are to their tutor

e Adult learners work well on their own

e Adult learners need to know why they are learning something and will
decide if it is relevant to them

e Adult learners are practical problem solvers

e Adult learners have accumulated life experiences

e The adult learning process and practice are unique

Brookfield (1995)

Arguably there could be as many characteristics of learner as there are
people and any attempt to categorise would be met with the inevitable

exception to the rule and the dilution of that rule. In attempting to support
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learners efforts have been made to identify students’ learning styles. If the
students’ learning styles are indentified, then it is thought possible that the
teacher may strive to match the student’s learning styles. This can be
achieved by the teacher carefully selecting the teaching strategies employed.
On the other hand mismatching a student’s learning style can also reap
rewards. Cartelli, (2006:128) suggests that ‘mismatches are sometimes
desirable and that learners should be exposed to multiple alternative
teaching-learning strategies for their own benefits.” The learning style
instruments will now be considered in terms of matching teaching strategies to

learning styles.

Learning style instruments are used in further and higher education enabling
lecturers to match teaching and learning activities (Hayes, 2006). It has been
suggested there exists at least 70 various learning style instruments,
inventories and systems (Coffield, 2004). These are tools designed to
diagnose the way in which a person functions during the learning process, in
turn the teacher is then able to fashion their teaching to match (or mismatch)
the person’s learning style. Often students are offered a learning style test
during the initial assessment at the beginning of an academic course. This
enables the student to recognise their particular learning style. However,
some are critical of the benefits of such instruments (McLay et al., 2010,
Hobley, 2003, Scales, 2008) often this is due to the students being labelled as
a particular type of learner which has a limiting effect. These learning style
instruments often take the form of a learning style questionnaire (Flemming,

2008:1). Included are the following:
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Learning Style

Instrument

Authors

Cited in

Cognitive Styles Index

Allinson and Hayes

Pedrosa de Jesus, Ameida,
Teixeira Dias and Watts,
2006)

Motivational Style Profile

Apter

Apter, 2003

Learning Styles Inventory

Dunn and Dunn

Garnett, 2005

Approaches and Study Entwistle (Entwistle, 2000)

Skills Inventory for

Students (ASSIST)

Mind Styles Delineator Gregorc Zhang and Sternberg, 2006

Brain Dominance Herrmann Leonard and Straus, 1997

Instrument

Learning Styles Honey and Honey and Mumford, 1982

Questionnaire Mumford

Learning Styles Profiler Jackson Van de Vijer and Van
Hemert, 2008

visual, auditory, feelings, Knight Knight, 2002

taste and smell

Learning Styles Inventory | Kolb Kolb, 1999

Myers-Briggs Type Myers and Briggs Bayne, 1997

Indicator (MBTI)

49




Learning Style

Instrument

Authors

Cited in

VAK

Petty

Petty, 2004

Cognitive Styles Analysis

Riding and Rayner

Riding and Rayner, 1999

Thinking Styles

Sternberg

Sternberg, 1997

Inventory of Learning

Styles

Vermunt

Ireson, 2008

Table 1 Matrix 1 of learning style questionnaires

There appear three general types of instruments, those relying on the senses,

those considering cognitive activities and those based on existing educational

theory. The figure below lists these instruments under the appropriate

headings:

Cognitive Activity

Senses

Educational Theory

Mind Styles Delineator

VAK

Myers-Briggs Type
Indicator (MBTI)

Learning Styles

Inventory

Learning Styles

Inventory

Learning Styles

Inventory

Cognitive Styles

Analysis

Knight

Honey and Mumford

Motivational Style
Profile

Approaches and Study
Skills Inventory for
Students (ASSIST)
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Cognitive Activity

Senses

Educational Theory

Learning Styles Profiler

Brain Dominance

Instrument

Cognitive Styles Index

Inventory of Learning

Styles

Thinking Styles

Table 2 Matrix 2 of learning style questionnaires

What is apparent from the above chart is that the majority of the chosen

instruments involve considerations which are cognitive in nature. Three

models, one representing each type are briefly considered next.

First, Herrman (1996) offers Whole Brain Thinking. Based on left/right brain

dominance theory with the addition of the upper cerebral and lower limbic

divisions within the brain. ‘These are taken to form four quadrants through

exploring the combinations and characteristics of these quadrants a learner

can develop an insight into his or her own unique mentality’ Rylatt (2001:69).

The idea supporting this model is that people have a collective whole brain

‘constituting an unlimited range of learning preferences and mental

dominance within the four quadrants’ (ibid.) As a result an individual can be

viewed as thinking analytically, sequentially, interpersonally or imaginatively.
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Second are those relying on the senses include Knight (2002:33) who offers
five thinking patterns which includes visual, auditory, feelings, taste and smell.
Petty (2009:149) also links learning to the senses but offers only visual,
auditory and kinaesthetic learning styles. These consider the way in which an
individual relates to their world however, what these appear to lack is any

reference to the sense of time.

Third is the example of a learning style instrument based on educational
theory is that by Honey and Mumford (1982). They suggest four types of
learners, Activists, Reflectors, Theorists and Pragmatists. The roots of this
learning style questionnaire can be linked directly to the work of Kolb (1984),
specifically the four stage model of learning (Roffey-Barentsen and

Malthouse, 2009). The following are analogous:

Activists - Concrete experience
Reflector - Reflective observation
Theorists - Abstract conceptualisation
Pragmatists - Active experimentation

According to Honey (2009:1) ‘Learning style preferences determine the things
people learn and the ease with which they learn them. They exert a hidden,
but powerful, influence on learning effectiveness.’ That is perhaps only partly
the case as arguably there are as many categories of learning style as we
choose to invent. Many people have found the Honey and Mumford Learning

style questionnaire and other similar tests to be useful, for others it labels
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them and restricts their desire to participate in any activity other than the ones
suggested by the result of the questionnaire, ‘the temptation to classify, label

and stereotype is clearly difficult to resist’, Coffield (2004:145).

However, not all consider learning style instruments to be a useful way to
delineate learning styles. In contrast to the assertion that the above Learning
style instruments offer an insight to an individuals psychological makeup or
learning preference, Hayes (2006) questions the validity of these instruments
observing they are not sampling the actual behaviour of the students but only
their ideas of how they may be learning. She suggests that these ideas may
be ‘...self-deluding or influenced by what the respondent thinks the tester
wants to hear, (2006:4). Hayes does appear though to be in the minority of
those who are willing to warn of what appears to be a phenomenon akin to the
‘Kings New Clothes’ She offers the following, ‘Great caution should be
applied in seeing current learning styles as ‘scientific instruments’ and ‘the
answer’ in all contexts. Experience suggests that for students of any age, the
most effective strategies are to reinforce learning through a wide range of

stimuli and activities’ (ibid.)

On the other hand, Coffield et al (2004:145) consider that the benefits of a
‘reliable instrument which measures learning styles and approaches could be
used as a tool to encourage self development.” They suggest that an
increased awareness of learning styles and the process of metacognition
enable the learner to choose the most appropriate learning strategy. The

learning style represents only a part of what is required to enable learning; the
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student will have other learning needs. It appears that learning style
guestionnaires do serve a purpose by focusing the students upon issues of
metacognition, but they sometimes run the risk of labelling and therefore

potentially restricting a student’s ability to learn in various other ways.

Learning styles instruments and policing students

It is asserted that the benefits to policing students in relation to learning style
instruments are that they appear to offer students a scaffold on which to
support their initial concepts in relation to the process of learning. These
ideas can always be revisited and amended in the knowledge that, arguably,
there is no actual right way for every student. It is that fact that the policing
student is made aware of the various styles, which represents one of the first
steps in learning about learning. The figure below incorporates this as being

a significant factor in relation to policing students:

Supporting
adult
learners

instruments

Pedagogical
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Andragogical

< Learning gaps
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Figure 6 Various influences acting upon adult learners (4)
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Having identified a suitable learning style, consideration can then be given to
the skills required to enable learning in that style. The concept of learning
styles offers a relatively simple approach to understanding learning and
although each is a form of generalisation, they do appear to offer an
accessible door through which the policing student can enter the world of
learning theory. This study will consider the needs of learners in relation to
study skills and the various levels of ability associated with their learning

journey.

Learning needs

Learning styles differ from learners’ needs, the latter being the intuitive and
unstructured knowledge of how we learn possessed by a student often at an
unconscious level (Petty, 2009). Variations in the needs of learners occur as
a result of the school they attended (or not), differences in social class,
ethnicity, opportunity, culture, gender, personality, cognitive style, learning
style, attitude, ability, self efficacy and motivation (Bedford and Wilson, 2006).
What can be inferred from this is that the teacher can be faced with a vast
array of learner needs. These needs can be catered for by the appropriate
use of study skills; these may need to be taught. Some of the skills necessary
to achieve success in academic study are referred here in terms of the

essential skills and include:

e Reading

¢ Note making
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e ITC skills

e Presentation skills
e Research skills

e [Essay writing

o Reflective Practice

e Personal development planning

Adapted from Malthouse and Roffey-Barentsen (2010)

The skills listed above are considered essential skills which should be in place
in order to facilitate learning. However, it may be that a student is unaware
that they are not able to perform any of the above tasks. Often it is not until a
person is asked to perform a certain activity that they realise their ability or
lack of it. An analogy is drawn to Herzberg’s four steps, (Apparently there
exists no known reference of this model, however Herzberg is cited in
Malthouse and Roffey-Barentsen, 2009). The model attributed to Herzberg
was adapted to include the 5™ step (Malthouse and Roffey-Barentsen:

2010:16) referred to here as the Steps of Competence.
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The Steps of Competence

5. Reflective

4 Competence

Unconscious

3 Conscious Competence
2 Conscious Competence

Incompetence
1 Unconscious
Incompetence

Figure 7

Five levels of competence are identified, from unconscious incompetence to

reflective competence.

Step 1 Unconscious incompetence. This relates to a person who has
never engaged in academic study. They have no concept of how to go about
studying as they have not been required to learn anything more than
regurgitate verbatim. They have simply no idea of what will be asked of them
and they have given this no meaningful thought and are described as being at

the first step, that of unconscious incompetence.

Step 2 Conscious incompetence. Later the person enrols in a course such
as PTLLS and realises that there may be more to study than simply recalling
facts. This person now stands on the second step referred to as conscious
incompetence. This is because they are aware that they may be lacking in

ability at this stage.
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Step 3 Conscious competence. After a while the person has taken advice
on how to study and has perhaps read up on the subject. They are conscious
that they have difficulty with some aspects of for example assignment writing
but are keen to ensure their writing improves. Here they have reached the

next step, conscious competence.

Step 4 Unconscious competence. Later the person has been writing at a
certain standard for quite a while. Their level of writing has improved to such
an extent that they don’t even have to think about it. They have reached the

step of being unconsciously competent.

Step 5 Reflective Competence. This is the position where the person
makes a conscious effort to review their ability from time to time. Reflective
competence describes that process of thinking about what has been done and
asking if what they are doing is in fact the most appropriate way. It does this

without the person needing to go back to conscious incompetence.

Learning needs and policing students

The steps of competence is a useful concept because they distinguish
between a policing student who is not engaged in purposeful or reflective
thought, (occupying in the first step), and those who have become aware of
their shortcomings, (occupying the second step). In general it is not until the
person reaches that second step that any move towards improvement is
considered, this may coincide with a greater awareness of what is entailed in

being an adult learner. Arguably the step form unconscious incompetence to
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conscious incompetence may be the most steep, where a learner is made
aware of their shortcomings. It is anticipated that many policing students on
the PTLLS course will identify the passage from the step of unconscious
incompetence to the next of conscious incompetence. Acknowledging this
phenomenon will enable the policing student and teacher to consider a
suitable support structure. The desired outcome for the policing student and
teacher alike is to arrive at the position of reflective competence, where
although the person is unconsciously competent, they ensure that from time
to time the given subject is revised and they remain up-to-date with
developments within their chosen field. The figure below has been modified to
include considerations of policing students’ learning needs. Arguably learning
needs represent a further significant feature influencing a student’s ability to

learn.
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Figure 8 Various influences acting upon adult learners (5)

The Steps of Competence (op cit) assumes the student is motivated to study.

Although this chapter has considered the nature of adult learners, the
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associated learning theories and lists of skills etc. these have been
considered in a linear form. However, it is recognised that at any time, all of
these topics can influence an individual concurrently and to a greater or lesser
extent depending on factors such as interest, need, expectations etc.
Underpinning all of the above learning styles, the needs of the students and
teaching strategies is that of motivation to learn. Without motivation
opportunities to learn can, arguably, be wasted. Motivation is next discussed

in relation to adults and study issues.

What motivates adults to study?

What is motivation? Ormrod (2008:407) identifies motivation to be, ‘an internal
state that arouses us to action, pushes us in particular directions, and keeps
us engaged in certain activities.” Weiner (1992:17) suggests motivation to be,
‘...the study of the determinants of thought and action-it addresses why
behaviour is initiated, persists and stops as well as what choices are made.’
Child (1997:44) offers a more practical definition, observing it, “...consists of
internal processes and external incentives which spur us on to satisfy some
need.” What can be concluded from these definitions is that motivation is
cognitive, affective, behavioural and temporal in nature. A difficulty therefore
arises for the observer because although an individual’s behaviour is
observable, the reasons which sit behind a particular behaviour are
unobservable. Fredenburg et al. (2001:3) suggest an important factor
pertaining to motivation is the ‘learner’s interpretation of his or her ability that

has been linked to concrete achievements.’ They relate this in terms of
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‘perceived competence, self-efficacy, perceived ability and self-perception of

ability.’

According to Fisher (1990:196) “...persons with high self esteem tend to be
more independent [and] more consistent in their efforts....” This is supported
by Bandura’s self-efficacy theory (Bandura 1997), who noted the link between
the quality of engagement in an activity and a sense of competence
experienced by an individual. Boekaerts (2002:12), maintains that a student’s
‘self-concept’ of ability is directly linked to the amount of effort an individual is
willing to give a learning task. Malthouse and Roffey-Barentsen (2010)
identify an analogy between motivation to study and a journey, observing that
the first step in a journey can be the most difficult. They suggest an
obstruction to study, faced by the students, is an inclination to procrastinate
observing the reason for not starting a task may differ from person to person
but frequently the reasons can include:

¢ alack of confidence

¢ low self-esteem

e stress

e anxiety

e fear of the unknown

e not wanting to take responsibility

¢ lack of self-belief

e bei