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TIME MANAGEMENT 

Exercise 1
Introduction

Effective time management is a key transferable professional skill.  The underpinning premise is that poor use of available time will result in, or at least significantly contribute to, poor performance.  Where this happens, the agency will not meet its objectives and those who could benefit from the agency’s work will be prevented from doing so.  It is incumbent upon professionals, therefore, to use their time productively.  This does not mean working too many hours in a vain attempt to achieve impossible targets.  The difficulties may be compounded where the agency or organisation is caught up in an over-demanding operating environment (see Task 3 below).  Bamber’s paper addresses the pressures on public and voluntary agencies in our time, and the potential effects in terms of diverting agencies away from their fundamental purposes.  Having acknowledged the realities of the socio-economic and policy context, it is perhaps even more important for professionals to develop the skill of setting realistic targets within a reasonable time frame.  Exercise 1 draws attention to wasteful personal habits and tendencies in the workplace.  It will help you to identify areas for improvement whilst the exercise 3, will focus on the art of action planning.

To begin exercise 1 you are to read the case study about Fiona and then answer the questions set out in Task 1 below.  

Task 1: Fiona’s Problems

Imagine that Fiona has asked you for advice about her time management problems.  What problems do you identify and what suggestions would you make for dealing with them?  

Task 2: Suggestions For Fiona

Now consider the suggestions in Table 1 and compare your answers. How many of your suggestions correspond to those provided?  Where do your suggestions differ?

Task 3: Identifying External Forces

Fiona is not alone and there is nothing new about her problems.  In Freedom’s Children (Demos, 1995) it was reported that 44% of the workforce come home exhausted, and that more than half suffer from stress.   This suggests a national pattern and structural problems in the workplace.  Can you identify any circumstances over which you have no authority in your own place of work?   Why do you think that these circumstances occur and what possible lines action might be taken?

Task 4: My Role in the Organisation 

In Fiona’s situation it would have been useful to conduct a thorough job review.  Such an exercise can give workers a better sense of what the organisation is doing and of their own place in helping the organisation to achieve its objectives.  It can also help to identify personal strengths and weakness and focus the mind on priorities for work and for training and development.  Answer the following questions with reference to your own situation:

I would describe my organisation’s mission as

My purpose in the organisation is

My specific job activities are

I judge whether these have been achieved by

The objectives that I have achieved most success in are

The objectives that I have achieved least success in are

My main strengths in performing this job are

The skills that are not being tapped are

My main weaknesses in performing this job are

My priorities for the next 12 months are

The experience that I would like to gain in the next 12 months is

The priority areas for training in the next 12 months are

My objectives for career progression are

Task 5: Learning From Task 4

What have you learned about yourself and your work situation from completing Task 4?  

Task 6: Identifying Time Wasters

Below is a list of common time wasters.  Tick and comment on the ones that apply to you and add any that do not feature.  You might find it useful to discuss your response with someone who knows you well.

Telephone

Making cups of tea/coffee

Watching TV

Talking to friends/colleagues

Ineffective delegation

Poor decision making

Drop in visitors

Meetings

Poor planning

Cluttered desk/office

Trying to do too much

Fire fighting

Procrastination

Task 7: Saying No

One of the best time savers is to say NO.  A useful strategy is to:

1. Listen

2. Say NO immediately

3. Give reasons (politely!) why you can’t oblige

4. Offer an alternative 

If you find it difficult to say no – why is this the case and what do you think you can do about it?

Task 8 – Underlying Attitudes and Habits 

We are not usually conscious of the underlying attitudes and habits that determine our use of time and our approach to situations.  The following task is designed to uncover some of these implicit notions.   Attempt to capture your first thoughts in response to the following words 

Boss

Trivia

Deadlines

Phone

Perfect

Myself

Organised

Time

Paperwork

Assertive

Commitment

Task 9:  Looking Again

Looking again at what you have written above, what stands out for you?  Is there anything surprising or revealing about your response?  Has anything become clear as a result of this exercise?

Task 10 – Dealing With the Time Wasters

Noting the problems with time management is an important step towards doing something about them.  As a first step to better time management, list your top 10 time wasters in the left hand column below and in the right hand column state what action you intend to take to improve matters.  Monitor the situation over a week and provide a comment on how things have gone.  At the end of the course we will look at how things have turned out over a longer period.

Task 11 - Reflections and commitments

To bring this part of the course to a close, it will be useful to reflect on the learning gained and to restate any commitments that you have made to improve time management at work.  What would you say have been the main gains for you in thinking about the issues and what problems, if any, still remain and require further thought?

Personal Practice

Managing Time
Issues

Questions for Consideration

“It is one thing knowing that you are wasting time but quite another breaking those bad habits!”  How would you respond to this statement?

Some people argue that there is simply too much to do nowadays.  In the end, it is management’s job to make sure that people have reasonable workloads.  What do you think?

The system is designed to screw the maximum out of employees and no amount of time management is going to stop this exploitation.  Structural changes are needed.  Would you agree with such statements?

The problem for most people is not time management but a lack of appropriate support and supervision.  Would you concur?

Actually, what appears to be time wasting, such as chatting with colleagues over a cup of coffee, can be a productive exchange of information on an informal basis, and also necessary thinking time.  What truth is there in this statement?

“The problem with time management systems is that you can spend all your time operating the system rather than doing the work in then first place!”  Has this or could this happen to you?

SETTING LEARNING OBJECTIVES

Exercise 2
Completion date: 

Introduction

Having compared the CeVe to other competence framework s, you can now identify useful learning objectives for the forthcoming designated placement period.  The underpinning premise is that professional development involves acting to address identified gaps and weaknesses in terms of knowledge and skills. Before turning to Exercise 2, you need to understand how the designated placement period provides you with the opportunity to address this developmental task.  This exercise is broad ranging but it will help you to prioritise areas for development.  Following the exercise you will undertake a designated placement period that falls outside the scope of CEWBL1.  The next section in this course will take the process of professional development further by concentrating on self-management.

The Designated Placement Period

The overall purpose of the designated placement period is to enable you to explore the relationship between practice and theory.  The key objectives are to enable you to:

· Examine the range and variety of contexts and practices, which may be included within the boundary of community education. 

· Acquire understanding of processes of learning and development on the basis of first hand observation and interaction.

· Observe professional practice at first hand. 

· Consider the ways in which theory raises questions about practice and practice reveals problems for theory. 

· Undertake professional tasks in a controlled and developmental way.

Professional supervision is an essential element of the placement process and normally the supervisor will hold a recognised community education qualification.  They should have had at least two years post-qualifying experience and some will have completed a CeVe approved course of training in student supervision.   In exceptional cases supervision may be provided through the use of an external or consultant supervisor.  At the start of the placement you will agree a contract of appropriate aims, objectives and tasks with the supervisor, endorsed by the relevant course tutor, and based on the learning needs that you have identified.  The contract will include strategies for providing and evaluating evidence of achievement.   Evaluation will be a continuous process, carried out in reflective practice and during supervision sessions.  At the end of the placement period you will discuss your progress with the fieldwork supervisor and they will provide an overall assessment of your performance in relation to the CeVe competence framework.  With this information in mind, you can now turn to the exercise.

Task 1: Setting Learning Objectives

This first task requires you to identify your learning objectives for the placement on the basis of your learning from weeks 1 and 2. You may find that the learning needs arising from weeks 1 and 2 will exceed the number that can realistically be met in this first placement period.  In this case, you will need to narrow down and prioritise your needs.  The objectives should cover the areas that you need to address with respect to the key elements in the competency framework.  

Task 2:  Work Activities

The second task is to identify work activities that can help you to address the learning objectives.    

To complete the tasks return to the Learning Objectives screen and click on the tasks button.

The supervisor can help you to fulfil these tasks and their input will be required at the end of the placement period to provide evidence of your performance and to offer brief comments about your development.

You may find it useful to consult the Placement Period Report Form in responding to these two tasks. 

Professional Practice

Planning Learning

Issues

Questions for Consideration

If you found difficulty in being exact about your learning needs, is it because:

(a) some things are simply too complex to itemise, 

(b) you have not yet acquired the necessary language to express these things adequately

(c) you are not convinced that this is a useful exercise

If development is concerned with values and attitude (needing to give more priority to writing things up, for example), can such things be accounted for in terms of learning plans and training programmes?

What is the point of you identifying learning and development needs if, in the end, there are no resources (time, structure, people, training opportunities) to support your development?

In what ways could training and staff development be a diversion away from you doing your work properly?

ACTION PLANNING 

Exercise 3
Introduction

However useful the learning from Exercise 3, improved time management techniques by themselves will not lead to effective performance.  The underpinning premise in Exercise 3 is that good use of time cannot be separated from having a clear and meaningful set of objectives.  Otherwise we can be very efficient at getting nowhere in particular!  Action planning is one of the means of establishing such clarity of focus in the workplace.  If the concept is new to you, it might be useful to visit the Mindtools website which provides a useful introductory account of the principles and practice of small-scale action planning in its Time Management section.  

At its simplest, action planning involves making a “to do” list.  This is simple but still very useful.  What it may not achieve is to give any sense of order or priority to the tasks on the list.  One way of sorting things out is to discriminate between the important and the unimportant and re-order the list with the most important at the top.  This is an improvement but you could still end up with a random set of tasks that bear no relation to one another.  There may be issues about how you define what is or is not important.  Some take important to mean urgent or just the next thing to do chronologically.  Exercise 3 is concerned with the ordering of work so that it reflects the agreed aims and strategic objectives of your agency.  In this way of thinking, things are important if they significantly contribute to the achievement of those objectives.  Important tasks should be the ones given top priority.  Unfortunately, the immediate often drives out the important and this can happen all too easily when people fail to put some order into their work. It can also happen when external priorities, such as those that flow from policy directives or orders from “above”, come to dominate the goals that agencies try to set for themselves.  

What follows is an outline of a systematic approach to planning work.  It shows how work plans can be expressed in day-to-day objectives derived from the aims of the agency.  Work plans can be produced on an annual, quarterly, monthly, weekly, or even daily basis.  Such plans are a common feature of professional life.    

A Systematic Model of Work Planning

The acronym NAOMIE indicates some of the key elements in systematic work planning.  The letters stand for the following stages:

· Needs

· Aims and Strategy

· Objectives

· Methods

· Implementation

· Evaluation

This model is outlined below (see A Systematic Planning Cycle) as a cycle of activities.

Establishing Needs

The first stage is to establish the NEEDS to be addressed.  Some would object to this term, when it is used with reference to the needs of users, participants or clients, on the basis that it has paternalistic overtones.  The implication is that if professionals determine these needs they are acting in a “superior” manner on the basis of their power over they people they serve.  One aspect of the criticism is that it is simply unethical for one person to do this to another.  It can also said that the implied relationship between the worker and the participant is inappropriate in community education settings, when the aim is to work in an empowering way on the basis of a commitment to equality.  A further criticism is that a focus on needs leads to a victim blaming approach to problems that often have their origins in the flawed social structure. An alternative view lays stress on the fact that people have rights that are in some way being infringed.  The focus is then on deficits in the social structure rather than alleged weaknesses in the capacity of the participants, or the community of which they are members, to provide adequately for themselves. These are important points and should make us cautious about the uncritical use of certain terms.  We may still use NEEDS but perhaps in the more straightforward sense of what needs to be done.  The implication here is that the worker has to survey the situation in order to identify the issues to be addressed.  This can, and should, be done in conjunction with participants.  Of course there are also areas of work that do not involve contact with users or participants.  The stages outlined here apply equally to such non-contact areas but we shall concentrate on those aspects of work that involve contact with those served. 

Task 1

List and comment on the needs or issues that are being addressed in your place of work (with reference to the people you serve). 

Relating Needs to Aims

Work takes place within a general set of AIMS.  An aim is a general goal in response to the identified issues.  If the issue is around, for example, poor housing or lack of facilities, or vandalism or unemployment, then the aim is to turn around or eradicate the conditions that have caused these problems. The connection might not be so straightforward, however, as the aim is not a simple opposite to the identified situation.  Whilst one might seek to stop vandalism by young people in a local community, for instance, the aim might be to reflect a more complex desire to stop vandalism by providing productive activities for the perpetrators.  Discussions about aims are useful for forcing the issue about what exactly is meant and what are the underpinning assumptions about causes.   Aims, therefore, can reflect underlying ideological commitments and theoretical positions.  Assuming that vandalism is simply the result of malicious behaviour will lead to one set of remedies, whilst explanations that point to structural deficits, such as unemployment, might lead to another set of responses.  If we take the latter, the aim might be expressed in terms of:

Reducing the incidence of vandalism in the area by tackling its root causes.

Having thought it through it is useful to split a general aim into a number of strategic objectives.  With respect to the above aim, strategic objectives might include something like the following:

· Involving all sections of the community in serious consideration of the issues.

· Enabling the voice of young people to be heard by local, and other, power brokers.

· Countering the negative view of young people in the area.

· Raising awareness of lack of facilities.

Strategic objectives are an expression of priorities for the work.  They direct attention to certain intentions and in so doing screen out others.  It is important to realise that there are choices to be made, and making these choices forces careful discussion of the reasons for and against.  In turn, strategic objectives need to be translated into more detailed objectives if they are to be realised in practice.

Task 2

 State one of the aims (if there are more than one) of your work and show how this does (or might) break down into constituent objectives.

Determining and Setting Objectives

Setting detailed OBJECTIVES is about breaking the broad intentions of strategy into concrete steps.  Doing so appears to be self-evidently useful but some caution must be exercised.  There are questions about how many and how detailed objectives need to be.  The argument is that an over abundance of objectives with an excessive amount of detail could be too complicated and cumbersome to realise in practice situations that are, in many cases, characterised by uncertainty and fluidity.  One can plan a series of meetings with the “vandals” but they may not turn up.   The fact that much of our work is contingent upon other factors, not least the unpredictability of some of the people that we serve, is not a reason to abandon setting objectives.  These must be sufficient to point the way forward but be amenable to change and development given altered circumstances.   A useful conceptual tool for translating broad aims into objectives is to adopt the 5WH approach.  This involves providing answers to the following questions:

· Why must something be done?

· What is to be done and achieved?

· Where is it to be done?

· Who is involved and in what way?

· When is it to be done and over what period?

· How is it to be done?

Answering the above questions can make the process of evaluation (see below) easier and more focussed, since it is easier to see what has been achieved when the objectives have been set clearly.  Answering the questions also enables the practitioner to move on to the next stage in the planning process.

Task 3

Apply the 5WH formula to one of your objectives.

Selecting Methods

The means by which action is taken can be subsumed under the heading of METHODS.  This is more than a simple catalogue of techniques.  Method implies an over-arching approach to working with people within which techniques, tools and skills can be deployed.  Street theatre, community arts, outdoor pursuits, cultural action, research, social action and detached youth work, are all examples of methods.  Working with groups may be a feature common to all of them but when there is a commitment to a particular approach (such as that proposed by the Centre for Social Action) this too is a method.  Choice of method is dependent on purpose.  The next stage follows from choice of method.

Task 4

What method or methods do you use in your work?  What are the justifications for working in this way?

Implementing Plans

IMPLEMENTATION has two references.  Firstly it refers to the act of carrying out the plan.  It is the action phase when intentions and commitments are realised in concrete attempts to influence the identified situation or address the specified issues.  When working with two or more colleagues it is important to assign responsibility for particular actions to individuals.  This way everyone is clear about who has undertaken to do what and by when.  Care has to be taken to ensure that the workload is spread sensibly and equally.  Resentment can arise when one has a greater burden than another for no apparent reason.  The second reference is to the means by which implementation will be supported.  It is important to pin down resource issues at the start.  What money, equipment, time, materials and so on will be required to achieve the objectives?  Careful thought about resources can ensure that action is properly supported.  At the same time, consideration about actual resources available can make practitioners realise that their plans are unrealistic.  This may mean going back to the objectives phase to think again about what is achievable.   It may also mean that resources have to be obtained and this requirement can be built into the strategic or the detailed objectives.  Another useful acronym to assist in this process of implementation is the notion of being SMART.  It means ensuring that objectives are:

· Specific

· Measurable

· Achievable

· Resourced

· Timed

Task 5

State your responsibilities (these should be reflected in your job description).  To what extent do your key tasks reflect the strategic objectives of the agency/organisation? Apply the SMART formula to one of your key tasks.

Evaluating the work

The final phase in this model involves EVALUATION.  Evaluation is the process by which results are checked against intentions.  It literally means ascribing value to what has been done and achieved.  At its simplest it involves answering apparently straightforward questions such as:

· Did we achieve what we set out to achieve?

· What parts have we succeeded in and where have we failed?

· What did we do well and what did we do badly?

Addressing such questions forces an assessment of practice and, when coupled with the intention to learn from experience, can be a useful mechanism for development.  Evaluation has become increasingly important in community education, in common with all parts of the public sector, as governments at local and national levels seek evidence of value for money.  Thus evaluation can be closely tied in with accountability mechanisms.  Professionals may resent this tendency on the grounds that they are the principle arbiters of good practice and their views should be paramount in deciding what has or has not been worthwhile.  The opposite view is that professionals need to be more accountable to management and to the various stakeholders, such as participants.  Whatever the merits of these arguments, it has to be acknowledged that evaluation is now often “contaminated” by accountability regimes but this should not mean that evaluation, in principle, is to be avoided.  Evaluating is an essential part of the process of improving our work.  It would be wrong to regard evaluation as a one-off event at the end of a project.  The full process will involve monitoring as the work unfolds and this means checking the work and the results against original intentions.  Where there are significant deviations answers must be given and new objectives set as appropriate.  Evaluation can also be confused with the more fundamental process of review.  Evaluation is undertaken against the original intentions whereas review involves a fundamental re-appraisal of the aim.  Of course, the one can lead into the other.  

Task 6

How is evaluation conducted in your workplace?  Relate the results on an evaluation exercise in your workplace (or conduct an evaluation of one of your strategic objectives).

A Systematic Planning Cycle

What follows is a representation of NAOMIE as a systematic planning cycle.  The model shows how one stage follows from the other with Needs taken as a starting point.  In reality, whilst you will have all elements of such a cycle represented in the way that you work, they may not follow this idealised pattern.  Some parts of the cycle may be given more attention than others, and evaluation (including monitoring and review) may be left out altogether.  


Task 7:  Cycling at Work

To conclude exercise 3, it is useful to consider what actual (or potential) value does this (or could this) idealised model of a planning cycle have for your practice?  Do you see any problems or difficulties?

Personal Practice

Action Planning

Issues

Questions for Consideration

Things are important if they significantly contribute to the achievement of the organisation’s objectives.  Important tasks should be the ones given top priority.  Unfortunately, the immediate often drives out the important and this can happen all too easily when people fail to put some order into their work. 

If it seems so obvious to set priorities and stick to them, why do people seem to find it so difficult?

Being diverted from the important tasks can happen when external priorities, such as those that flow from policy directives or orders from “above”, come to dominate the goals that agencies try to set for themselves.  

If this happens, what can be done about it?

What is your take on the view that assessing needs is essentially paternalistic?

What method(s) do you employ in your work?  If you can’t answer this question is it because you don’t know!?

Some people would say that we have gone overboard with evaluation and accountability nowadays.  There’s simply too much and it is too time consuming.  Would you agree?

“The idealised planning cycle is far too clumsy and mechanistic for our kind of work.  We should be more flexible, spontaneous, creative and responsive.”  What arguments could you put forward in relation to such a view?

ASSESSING COMPETENCE

Exercise 4
Completion Date:  
Introduction

This analytical exercise involves assessing your competence as a professional community educator.  The underpinning premise is that asking searching questions about your practice can lead to better performance through improved understanding.  The exercise is based on the CeVe Framework, which states that the work of community educators can be expressed in terms of six key elements:

1. Engaging with the community

2. Developing relevant learning and educational opportunities

3. Empowering participants

4. Organising and managing resources

5. Practising community education within different settings

6. Using evaluative practice to assess and implement appropriate changes
Each of these elements involves a number of key competences, a total of 20 overall, which have been elaborated in terms of performance criteria.   This exercise sets out the elements and the competences and turns their associated criteria into questions (see Key Elements and Question below).  You will respond to these questions as a means of assessing your competence.

To answer the questions return to the Assessing Competence screen and click on the tasks button.

It is important to note that this lengthy exercise does not measure your competence in any exact and scientific way.  Indeed there is fundamental question about the meaning and usefulness of the concept of competence as a platform for initial training (see McCulloch and Martin). Having acknowledged these caveats, however, the main purpose of the exercise is to begin a process of constant reflection on your own development.  It is anticipated that your answers will be rather subjective in the first instance.  As you progress through the work based learning course, your understanding of the terminology in the framework will develop and so will the depth and sophistication of your answers.   It is also accepted that this is but one framework with its own peculiar strengths and limitations.  Nevertheless, it is a good point to begin this course, as it is the current framework for the initial training of community educators in Scotland.

Asking Fresh Questions

When you have completed the questions, you can reflect back on what you have written.  It will be obvious where your answers have been fulsome and where they have been sketchy.  It may be, for example, that some of the boxes are left blank because you could not answer the questions.  Asking fresh questions will help you to gauge your strengths and weaknesses and where you want to develop your skills and knowledge.

Working Through the Exercise

You may work through the exercise in a number of ways.  You can do it by yourself, with a colleague, or in a small group.  Doing it by yourself will be quicker but the benefit of doing it collaboratively is that it will help you to tease out the meaning of the terms contained in the questions.  Discussing such meanings with partners can help to deepen your understanding and expand your knowledge.  In the end you are asked to reflect on your answers and to assess the extent to which you feel that the criteria expressed in the questions have been met.  You might find it useful to think in terms of competence for the key elements being met overall, in part or not at all.  Following this assessment you are asked in Part 2 of this Section to draw up a list of learning objectives for the forthcoming designated placement period.  The objectives should seek to build on your strengths and to redress the identified gaps and weaknesses.

Involving a Critical Friend

Assessing your competence can be a daunting exercise and may suffer from being overly subjective.  To address these two problems you are required to involve a ‘critical friend’ in the process.  The role of the friend is to act as a sounding board so that your own views can be checked against those of someone who knows your work.  This may be a colleague, a senior colleague, a manager or someone else whose professional judgement you trust.  They should be willing to sign the confirmation letter attached to this exercise.

KEY ELEMENTS AND QUESTIONS

Key Element 1:

ENGAGING WITH THE COMMUNITY

Key Competence 1

Establish and sustain contact/relationships with individuals and community organisations.

Question 1a

What examples of your work with participants could be described as effective and why?

Question 1b

In what ways has your use of, or work with, community organisations contributed to your work? 

Key Competence 2 

Identify and analyse needs and characteristics of the community.

Question 2a

To what extent are you able to explain the social, political and economic context for your work?

Question 2b

What information about the community provides a basis for your work and how do you get it? 

Key Competence 3

Establish inter-agency links with other professionals.

Question 3a

What partner agencies and workers do you work with or can identify?

Question 3b

How would you describe the strengths and weaknesses of your activity with workers from other agencies?
Key Competence 4 

Identify relevant learning and community action opportunities.

Question 4a

What formal and informal learning opportunities can you identify for participants? 

Question 4b

Which of the above opportunities would you describe as short, medium and long-term? 

Key Element 2:

DEVELOPING RELEVANT LEARNING AND EDUCATIONAL OPPORTUNITIES
Key Competence 5

Identify target groups.

Question 5a

What barriers to participation can you identify with particular reference to marginalised groups?

Question 5b

In what ways can you justify the choice of groups that you work with?
Key Competence 6

Design learning programmes and relevant curricula.

Question 6a

In what ways can participation provide opportunities for people to transform (significantly change) their lives on personal and/or collective levels?

Question 6b

How would you describe the learning processes at the heart of your work with people? 
Key Competence 7

Promote and market learning opportunities through, for example, the use of media.

Question 7

Can you give some examples of effective and appropriate methods for the promotion of programmes and activities in you work?

Key Competence 8

Implement learning and teaching programmes.

Question 8a

What intervention strategies do you use in your work and how do you gauge their appropriateness?

Question 8b

How do you justify your choices about curriculum (including objectives, activities, materials, settings, content and experiences) and from what alternatives do you draw?
Key Element 3:

EMPOWERING PARTICIPANTS
Key Competence 9

Involves participants in planning, delivery and evaluation of an activity.

Question 9a

In what ways can you use the experiences of participants as a starting point for learning?
Question 9b

Give examples of programmes and activities that you have planned in partnership with participants.

Question 9c

Give examples of the opportunities that you have created for participants to review and evaluate their goals.

Key Competence 10

Enable participants to work towards their goals.

Question 10a
In what ways, including the introduction or relevant expertise, have participants been enabled to work towards their goals in your work? 

Question 10b

What examples can you give of opportunities that you have created for participants to reflect on the process and content of their activity?
Key Competence 11

Develop confidence, knowledge, skills and understanding of participants.

Question 11

In what way do the programmes and activities that you have designed include opportunities to acquire and practise new knowledge and skills?

Key Element 4:

ORGANISING AND MANAGING RESOURCES
Key Competence 12

Devise and plan a work programme.

Question 12a

How would you describe the approach that you take to planning your work with participants?

Question 12b

How do you set timescales for projects and programmes?

Question 12c

What examples can you give of objectives that you have specified in your work?
Key Competence 13

Identify funding and resources from public and private sectors.

Question 13a

What funding sources underpin your existing projects and activities?

Question 13b

What alternative sources of funding and other resources can you identify?

Key Competence 14

Apply relevant legislation and policy.

Question 14a

What key legislative frameworks impact on your practice?

Question 14b

How do you interpret legal and policy requirements in your work?

Key Competence 15

Demonstrate skills in self-management.

Question 15a

What system do you employ for planning your professional activities?

Question 15b

What are the competing priorities in your work?

Key Element 5:

PRACTISING COMMUNITY EDUCATION WITHIN DIFFERENT SETTINGS
Key Competence 16

Express the values of community education through practice.

Question 16a

What underlying values do you seek to express in your professional activities?

Question 16b

How do you resolve any conflicts of value arising in your practice?

Key Competence 17

Apply principles of community education in practice.

Question 17a

How would you explain the range of purposes, which inform practice in your work setting?

Question 17b

How does your practice embody community education principles?

Question 17c

How would you describe some of the major socio-economic or demographic factors that influence practice in your work setting?

Question 17d

How would you describe the influence of policy (emanating from agency, or local authority or national government levels) on practice in your work setting?

Questions 17e

What are the objectives of different ‘stakeholders’ in your work setting?

Key Element 6: (semester 2)

EVALUATIVING PRACTICE TO ASSESS AND IMPLEMENT APPROPRIATE CHANGES

Key Competence 18

Plan and apply a range of methods for evaluation.

Question 18a

What formal and informal approaches to evaluation are used in your practice?

Question 18b

What are the benefits and difficulties of participatory approaches to evaluation?

Key Competence 19

Use findings to influence practice.

Question 19

What examples can you give of your practice being modified in the light of evaluation?

Key Competence 20

Demonstrate skills in report writing and demonstration.

Question 20

What reports on aspects of your practice have you prepared and disseminated to an identified audience, using appropriate methods?

REFLECTIVE COMMENTS
In general terms, how would you assess your competence as a community educator?  What are your strengths and weaknesses?  What, if anything, has surprised you as a result of doing this exercise?  Were there any significant differences between your views and those of your critical friend?  

Refs

Martin, I & McCulloch, K 1997 'Competence and competencies: towards a more discriminating epistemology.' CONCEPT Volume 7 No1 January 1997 pp 9-13

Professional Practice

Assessing Competence

Issues

Questions for Consideration

What do you understand by the notion of a competence-based approach to training?

Do you agree with Martin and McCulloch that there needs to be ‘more coherent links between the training and educational, or instructional and expressive, components of the curriculum in qualifying courses for community education workers’?

Do you agree with Martin and McCulloch that it is necessary to move ‘away from a purely functionalist view of practice to one that problematises it, challenging the managerialist/marketised paradigm that has come to dominate so much of our thinking’?

In some interpretations of competence is there a danger of separating theory from practice?

Do you think that the competence framework underplays the importance of critical understanding and contextual awareness?

To what extent should training prepare students for particular jobs and to what extent should it teach them to be critical of current ways of thinking about practice?

What do you think the idea of putting self into practice, rather than theory?

Having completed the competence exercise, what do you think of McCulloch and Martin’s alternative framework?
EXPERIENTIAL LEARNING

Exercise 5
Completion Date: 
Experiential Learning in the Workplace

This part of the course is premised on the idea that professionals develop through constructive and critical engagement with the realities of the practice situation.  In other words, they must learn from the results of their actions if they are to continuously improve their practice.  Experiential learning is most closely associated with the work of David Kolb (1984) who developed a four-stage cycle of learning including concrete experience, observation and reflection, the formation of abstract concepts and testing in new situations.   There is an excellent explanation of this theory on the page devoted to Kolb on the Infed website.  
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Learning can begin at any one of the four points although it is often represented as if the learning process begins when we carry out a particular action (concrete experience – we might call this SEEING) and then observe its effects.  Following this we reflect (reflective observation – we might call this FEELING), to better understand the situation and what to do about it.  In this stage we might need to reckon with and deal with the emotional consequences of the experience.  If we regard feelings as thought at a pre-articulate level, examining feelings can reveal what we think about things at a deeper and perhaps hidden (at least to ourselves!) level.  In this case, this aspect of the cycle brings into play our value system, which often exists at implicit and taken-for-granted levels.  We often feel that something is not “right”, “good” or appropriate, before we can explain why by putting these impressions into words, and something about the situation might cause us to re-examine our values.    We also respond to situations with our imagination when for example, we generate an immediate scenario of possible consequences, or fantasise about what we might really want to say!  Reflection therefore, can enable us to draw from the creative powers of the imagination as we look for instant solutions and understandings. You might find it useful to read Mulligan’s (in Boud et al, 1993) discussion of the landscape of this affective side to our nature.  The third step involves more deliberative thinking (abstract conceptualisation – we might call this THINKING), when we seek to understand the situation in a cooler and more general way.   Here we attempt to think in a rational way as we draw on the internalised patterns of considered thought that we have developed previously.  In our society it is likely that we have developed a repository of considered thought as a result of our engagement with what may be described as public forms of knowledge including, for example, academic texts and formal theory, policy, ideology or notions of best practice. Putting this simply we have accrued some general rules, such as principles for behaviour, and explanations about the nature of the material and social worlds, which we can then draw from when we seek to understand things.   There is often an interplay, and struggle, between this process of considered thought and our more immediate emotional reaction.  Our feelings might “tell” us to do one thing but we know that this would not be wise on the basis of considered thought. The last step is to act on the basis of the understanding and insights gained from the previous stages of the cycle, as we attempt to influence and change the original situation (active experimentation – we might call this ACTING).  We can act instantly and in small ways, for instance by raising our voice.  At the same time, our actions can be longer and more complex sets of behaviours when, for example, we write an essay in response to an assignment task.  The impact of our actions results in a new set of circumstances, which we then have to respond to and the cycle begins again.

There is a great deal of debate about the validity of this representation of learning (see Greenaway and Kolb’s own page at Weatherhead School of Management).  Another of Greenaway’s sites, in particular, provides a comprehensive set of discussions about the model.  Many of the commentators point out that learning is not sequential and cyclical.  Smith's (1994:181) metaphor of 'zigzagging' through 'a force–field in constant movement' captures something of the symbiotic dynamism and is nearer to the truth.  According to Smith (1994:142), practitioners respond to situations with particular combinations of the elements or, as he terms them, 'frames of reference' (FOR's). At one end of the spectrum these can consist of just one part of one element and at the other, draw from them all in a complex, multi–layered way.  Responses are not random, however, but come, as Smith (1994:143–144) notes, from a favoured repertoire.  One way of looking at this is to say that the repertoire is synonymous with the learner's understanding.  It follows from this that educators need to appreciate the centrality of the learner's understanding and, in particular, the significance of the 'under' in this concept.  Understanding consists not only of conscious, systematic thought but also of deeper, unconscious and tacit knowledge at the level of taken-for-granted assumptions and of feelings.  Moreover, as Salmon (1993) discusses in connection with the idea of 'stance', understanding underpins the learner's fundamental position towards life in general, and more specifically, towards political, social or professional matters.  It is important to escape, therefore, from the idea of understanding as a higher, more integrated level of knowledge.  It can of course be this but the actuality of a learner's understanding may be mundane, limited, and incoherent and contain contradictory tendencies.   Whatever the case, it is probably safe to say that learning is about extending the favoured repertoire as the encounter with the unfamiliar reveals its inadequacies.  For an extended discussion of these and other related points, consult Bamber’s (1998) article on the relationship between learning and understanding.

Learning in the practice situation then has emotional, behavioural and existential aspects. How people practice depends to a crucial degree on the kind of people they are.  Educators also need to know that people have preferred learning styles whereby they favour one or other of these elements or stages when they construct their frames of reference.  Some learn best, for example, through consideration of theoretical, text–based material.  Others when ideas and events connect with their own process of inner reflection.  Some learn best through active, hands–on experimentation, or having something demonstrated in practice.   It is important to play to people's strengths but also to help learners to develop and draw from the aspects that they under-use. The first task in this exercise is designed to help you to become more conscious of the habitual ways in which you learn (or don’t!) through experience and the extent to which you may favour one or other of the elements.  The task starts from the actual situations and concerns of practitioners.  

Task 1

Read the following narrative recording of a fictitious, but realistic, critical incident at a youth club.  Imagine that worker B is recounting this story to you in a supervision session.  

Worker B's Confrontation with a Bully:

Last night there was a nasty scene at the youth club.  One kid was bullying another in a really aggressive way.  I felt myself hating them for it and I knew how rotten it was to be on the end of that from personal experience.  I wanted to throttle them but I was also a bit frightened because he was a big lad.  I could just see what would have happened if I’d got physical – he’d have complained to his parents, they would have told my boss and I would have been out of a job!  On the other hand if he had been confronted immediately he would have backed down.  Violence isn’t allowed in the club but as a Christian I’m torn between wanting to punish him and a sense of the need to be forgiving.   At the same there’s something from my training (psychology, sociology?) about aggressive behaviour in young men – sometimes they can’t help themselves.   I probably need to change the way I come on to folks.  I can be too much like a 'friend' when sometimes I need to be more like an authority figure.  This would be difficult to do though, since that’s the way I am.  I did verbally challenge him but I wasn’t sure whether this would work. He did stop hitting the younger lad so I let it pass without making a bigger thing of it.  I came away thinking that we might do more about bullying in the school social education programme.  

Respond to the following questions, corresponding to the four elements of the learning cycle, as a way of helping worker B to explore their frames of reference.  

What did they SEE?  What were they taking into account or ignoring?

What did they FEEL?   Were there any uncomfortable feelings and what did they signify about the worker’s values?

What did they THINK about the situation?  What ideas were they drawing on and what contribution could formal theory make to their approach and understanding?

How did they ACT?    Can you think of any alternative actions that they might have taken?

Of course it is not possible to predict what worker B would have done as a result of such a supervision session, and without this it is not possible to give a complete picture since the ensuing engagement in the situation is an important part of the analysis.  Even though the case study breaks down at this point, what is clear is that the analysis of a small incident could lead to significant changes in understanding. Learning mostly involves micro 'cycles' with more significant qualitative 'macro' change occurring over time.  Such learning, though striven for by educators, cannot be programmed or made to order since ultimately it is a matter of stance and down to the individual.  But education and training can provide a more or less fertile setting. What is important is the development of the practitioner's capacity to engage with the learning process to the extent that it becomes not simply a technique but a way of being.  Where this happens, learning will lead to the continuous development of understanding.  To develop this idea further, the following task requires you to engage in some personal exploration.
Task 2

Think of a critical incident at work involving yourself and write a narrative recording along similar lines to that of worker B’s (around one page of A4).  If you find it easier, you may think about when you:

· Had to make an important decision

· Discovered something new about yourself

· Felt that you had done something well

· Made a serious mistake

· Had a serious disagreement or clash with someone

· Had a problem you could not handle

· Had no support when you needed it

· Something went better than you expected

· Were at your wits end

· Went home excited about your work

· Thought that you had better go on a course

Seek out a colleague or fellow course member and get them to help you go through the questions:

· What did you SEE?  What features of the situation were you taking into account or ignoring?

· What did you FEEL?   Were there any uncomfortable feelings and what did they signify about your values?

· What did you THINK about the situation?  What ideas were you drawing on and what contribution could formal theory make to your approach and understanding?

· How did you ACT?    Can you think of any alternative actions that you might have taken?

Task 3

When you have completed the exercise, write a short commentary in response to the following question:

What do I now know about my own approach to learning from experience and in what ways can a model, such as the learning cycle, help me to be more purposeful in my learning at work?

Reflective Practice

Experiential Learning

Issues

Questions for Consideration

“These theories about learning are interesting to read but they’re not really much help in improving my practice.”  How far does this statement reflect your own views?

There are many different theories and explanations about learning.  Some disagree with each other.  Why should we take any notice of them?

“Learning how to use powerpoint for presentations, for example, is one thing.  That’s concrete.  But changing how you feel about something is another.  Isn’t that more to do with psychology than professional development?” How would you answer this question?

There may be a tendency to individualise things too much.  People can change but what if the problem is really beyond their control or influence?  What has learning theory got to say to this perspective?

What does it mean to talk about the centrality of understanding in our practice?
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ACTION LEARNING
Exercise 6

Completion date: 
Introduction

This exercise is based on the kind of action learning programmes originally developed by the late Reg Revans (see Obituary).  Revans worked successfully throughout most of the 20th Century to develop his ideas but has not always been given the credit that he deserves.  The basic tenets of action learning are often referred to without being sourced back to Revans. He published a number of texts outlining his theories but these are not widely available.  His most comprehensive work, The Origins and Growth of Action Learning, was published in 1984.   More recently, Mike Pedlar (1991) has provided a useful account of action learning. The ideas of Kennie, et al (2002) have been particularly useful in applying action learning to the use learning clusters in this course.  Exercise 6 also relates action learning to the theories of adult learning developed by Donald Schon and Stephen Brookfield.
Action Learning and the Learning Cluster

Action learning uses a group process to help participants reflect on their work and to plan future action. The work of the group, called a “set”, is to promote learning from experience by creating opportunities for development and change. Exercise 6 applies the theory and practice of action learning to the idea of the learning cluster.  In the learning cluster you will be required to meet at least four times in order to meet the learning outcomes for this part of the course. There will be 5 or 6 members in your group.  Action learning is designed to help participants address complex issues and problems in the workplace.  The focus can be on individual or organizational development with an emphasis on solutions coming from the participants themselves rather than experts.  The emphasis on personal engagement means that learners are compelled to adopt a deep rather than surface approach to learning.  Set membership should always be voluntary and your membership of the learning cluster will be by agreement with each other and the course organiser.  We will try to arrange this according to proximity or by common work interests.  In the event of someone not wanting to participate, this will be discussed with the course organizer and, if necessary, an alternative to this part of the course will be arranged.  

The learning process can be described in similar terms to Kolb’s learning cycle (covered in Section 3 - Part 1) but with the crucial difference that the learning is a function of the collaborative group process:



                                          



The Work of the Learning Cluster

You will bring to the learning cluster a situation that you wish to address in the work setting.  The group gives each person the space to present their ideas. This will necessitate a description of the situation and an initial analysis of the nature of the problem or the kind of issues involved.  You should allow up to 30 minutes per participant plus some time for general group discussion.  A typical meeting therefore, might take between 2 to 3 hours.  The process of reflection takes the form of enabling the presenter to consider the situation in more detail, or from different perspectives.  This can be done through posing thoughtful questions or offering alternative readings.  The process is about drawing out understanding and developing insight, however, rather than seeking to impose “superior” or ready-made solutions.  The way that a person feels about the situation is as important as their thoughts and space must be given to explore this dimension of the participant’s total response to the situation.  The cluster can help to put a situation into perspective and to assuage the anxiety that someone might be feeling about the issue or problem.  The set should help to draw from and to develop relevant theoretical understandings.  This is similar to the process in the experiential learning cycle when the aim is to develop general principles with reference, for example, to formal theory or notions of good practice.  Having considered matters it is essential that participants formulate and commit to specific actions and declare these to the group.  Following the meeting, the intended action is carried out and the results brought back to the cluster for further analysis and the cycle begins afresh.  Thus there is an important balance to be struck between challenge and support.  The point is to make desired changes in the work setting and not to offer shoulders to cry on!   There will be time and space during course meetings for clusters to meet.  

Some Requirements for Successful Clusters

It should be obvious that participants may bring deeply personal issues to sets and there is a basic requirement for members to agree groundrules about respecting confidentiality.  In this course, there is no expectation for the content of group discussions to be revealed to anyone other than cluster members.  Effective clusters also rely on members having good interpersonal and communication skills.  It can be expected that the process itself will help to develop these sorts of skills.  Membership means that you will have to:

· pay attention to others when it is their turn to present an issue

· actively listen and encourage them to speak

· allow time for others to reflect and not always fill a silence

· allow members to present their own issue without passing judgement or offering your own solutions as someone else's action plan

· commit to being an active member of the set 

· maintain the confidentiality of other people's issues between set meetings

· carry out the plans that you form at the end of your session 

· reflect on your progress and plans in order to learn from experience

· trust the process and act in good faith

· collaborate with others to make it work as well as possible 

Becoming a Reflective and Critical Practitioner

Because the set focuses on the realities of understanding and dealing with problems in the workplace, it helps with developing the capacity for reflection-in-action.   Reflection-in-action is a term associated with the work of Schon 1(1983; 1987), who makes a useful distinction between “espoused theory” and “theory in action” (Schon 2).  The former describes what people say they are committed to, believe, or what they say they do.  This may be, and often is, at variance with what they actually do.  A practitioner might claim to favour a participative style, for example, but in reality act in a dictatorial manner.  Action learning helps participants to become more aware of the fit between what they say and what they do.  In Schon’s view, reflection is at the heart of what it means to be professional. He argues that practice situations are often characterised by complexity and uncertainty and practitioners have to think their way through difficulties by developing new approaches and understandings as appropriate.   In this way practitioners are learning from their experience in the workplace and this process can be linked to Brookfield’s (2000) ideas about adult learning.

According to Brookfield (2000), the development of critical reflection is an important factor in the extent to which adults learn to deal with and overcome emotional and psychological barriers to learning.  He broadly identifies critical reflection as ‘…the process of becoming critically reflective regarding the assumptions, beliefs and values that adults have assimilated during childhood and adolescence’ (2000: 94).  Such learning may involve “incremental fluctuation”, a rhythm of learning in which incremental movement through the various stages of critical reflection is more likely than paradigm shifts.  In this view workplace learning can be characterised by evidence of increasing ability to take different perspectives on situations but also by fluctuating moments of falling back, or apparent regression.  He (2000: 96) summarises this extended learning process as follows:

Arising out of this process of exploring and testing new identities, assumptions, explanations, roles, values, beliefs and behaviours is the development of a changed way of thinking and acting which “makes sense” or “fits” the disorienting dilemma.  This new perspective is constructed by the person involved, and is liable to be, initially at least, partial, tentative and fragile.  Indeed there is often a series of incremental confirmations of the validity of elements of this new perspective as this informs people’s actions.  The perspective becomes judged to be increasingly valid, and its features refined, as experience confirms its validity…Having decided that new norms, assumptions, beliefs and behaviours make sense in the context of our experiences, we seek for ways to integrate these permanently into our lives. 

If we translate Brookfield’s general idea into the work setting, the process of critical reflection is more about assessing the accuracy and validity of accumulated workplace norms (often implicit but widely accepted and approved ways of doing things and behaving).  In Brookfield’s terms it involves the use of a practical form of logic, which leads to a more developed, self-referential understanding of personal decision-making. 

The four steps in the following task are designed to bring these ideas of Revans, Schon and Brookfield together.  Answer the questions as a way of deepening your understanding of learning in the workplace and how it has occurred in your own situation.

Extended Task

Task 1

You are to form a learning cluster with 5 or 6 other members of the course.  At your first meeting you will establish a set of groundrules about how you intend to proceed as a group.  Following the meeting reproduce your ground rules for reference in the following box.  From time to time you may wish to add to or alter them.

Write out the agreed ground rules for the group

Task 2

Depending on how quickly you complete the ground rules phase, you should then conduct your first meeting of the group in which you each present a workplace situation or problem for sharing with the group (in reality this might be the second time that the group meets).  Before the meeting you might find it useful to address the following prompt questions (based on Brookfield’s ideas about how we develop the capacity for critical reflection) as a way of identifying and the explaining your situation.

1. What recent event (often, but not always, associated with difficulty) has caused you to “judge the fit” between learned rules and assumptions and the realities of practice in the workplace?   

2. What was it about the complexity, contradiction, or ambiguity of the event that caused you to “search for meaning”?

3. What support did you seek and receive from others and how useful was the response?

4. What new ideas did you try out through a process of “incremental confirmation”, or “testing”?

5. In what ways did this testing over time lead to, or fail to lead to, the “resolution of issues and integration” into your practice?  

Task 3

At a subsequent meeting(s) you might find it useful to use the following list of questions (from Kennie et al, 2002) as a way of prompting your thoughts on the issue or situation that concerns you:

What would make the situation better?

What do you want?  What else?

How do you feel about the situation?

What is most important to you in this situation?

How do you want to feel about this situation?

What assumptions are you making about this situation?

What assumptions are you making about someone else in the situation?

What could be the cost of not solving this problem?

What does your response tell you about yourself?

How do you know this?

What could you do differently?

Where could you get help to improve this situation?

What is positive about this situation?

What is the most radical thing that you could do?

What is the simplest thing you could do?

What don’t you know about the situation?

What would you most like to change about this situation?

What would you like someone else to do differently?

How does this situation affect you personally?

If you get what you want what will this achieve for you?

What do you need to do first?

What is topping you?

What are you afraid of?

What will happen is you are not successful in getting what you want?

What are you most afraid of?

Why do believe what you want is reasonable?

Task 4

At the fourth meeting of the group, the focus of the task shifts away from the resolution of your practice issues and problems.  From your experience, and that of your colleagues in the group, you are asked to make an assessment of issues that are of current concern to professional community educators.   Choose one that is of interest to the group as a whole and briefly describe its main features in the box below.  You will take up this issue again in Section 4 – Part 2, when your group will be required to lead a seminar on this topic.

Reflective Practice

Action Learning

Issues

Questions for Consideration

“Revealing deeply personal issues can be dodgy.  Is this what action learning is all about, and if so, should it be encouraged?”  

Action learning appears to depend to a great extent on the performance of the group.  But what if the group doesn’t act in a constructive and supportive way?

The group setting would seem to be a perfect opportunity for a lot of whingeing and moaning.  Establishing groundrules may not be sufficient to prevent this happening.  What else can be done?

If Action Learning is such a powerful tool, why is the name of Revans not more widely known?

“Focussing on problems all the time is really demoralising.” How would you respond to this statement?
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EFFECTIVE PRESENTATIONS

Exercise 7
Completion Date:  

Introduction

The purpose of this exercise is to inform you about the fundamentals of presenting effectively and to help you prepare your presentation for the seminar event (see Section 4 – Part 2).  The basic premise is that communicating ideas effectively is an essential part of professional activity. The material and information below is fairly standard and universal in its application.  Jeff Radel has produced a comprehensive guide to presenting and you will find many of the ideas in this exercise are taken further on his website. You are to read through the material and complete the four tasks.  The content is set out under four main headings:

· Preparation

· Structure

· Delivery

· Evaluation

PREPARATION

Attitude

Giving presentations can be a nerve-wracking experience.  The point is that this can be turned into a positive aspect of the process, as long as you learn to use the nerves to your advantage.  Being nervous means that you care about what is going to happen, not least because you are worried that you will be exposed to ridicule if you get things wrong!  This fear can be a powerful motivator, however, and though it will never go away, not even for very experienced presenters, it can provide you with the energy that you need to put together an effective presentation.  Your first step to controlling the nerves is to be clear about your purpose in giving the presentation.

Purpose

Presentations have many purposes including conveying information, promoting discussion, and outlining an argument.   You need to be clear about which of these apply but you also need to be very clear about what you want people to come away with.  In the example provided  (see Homelessness Plan) the topic is homelessness.  One possible title for this topic could be 'Homelessness in the United Kingdom'.  This is bland and leaves the audience guessing as to how the topic will be treated.  In the example given the title is ‘Homelessness: A New Form of Apartheid in the UK.'  By introducing the association with apartheid, the topic is presented in a more dramatic fashion.  It suggests that the presenter is clear about their line of argument.  Expressing the topic in this punchy way also gains the attention of the audience.

Task 1

Take any of your recent essays and think about how you would express what you have written in a punchy title.

Audience

Purpose must be tailored, however, to the needs and particular characteristics of the audience.  Presenting ideas to experts or colleagues who are already familiar with the content is one thing, and presenting to people who are fresh to the subject is another.  In the former case, you can use jargon and go into detail and presume that the audience will have clear ideas of their own.  In the latter case, you might have to start from the basics and be more careful about technical language that might mean little to the uninitiated.  

Under this heading it is also important to consider the various and particular needs of certain groups.  Is your material accessible to as wide a cross-section of people as possible?  Could someone with poor eyesight participate?  Is the room fitted with a  'loop' system to aid hearing?   Find out in advance about these things if at all possible. 

Venue and Equipment

 Make sure that you can use the equipment!  There is nothing more frustrating for an audience than a presenter who apologies for not knowing how to use a projector or Power Point, whilst they fuss ineffectually around the equipment trying to get it started!  Find out if there will be an OHP, data projector, screen, walls for your posters, extension leads, or whatever, before you turn up!  Always have a back up if your main system fails to work.  If you intend to use a power point presentation but for some reason the data projector isn't working, be prepared to use the OHP, or newsprint, or any other means.

Rehearsal

Rehearsal is the key to success.  It can make you confident about knowing and being on top of your content.  It can also make you familiar with, and confident about using, the equipment.  Practise speaking.  You can do this in front of sympathetic (hopefully) friends, family or colleagues.  Try speaking in front of a mirror.  It is very instructive, if sometimes excruciating, to see oneself on video.  

STRUCTURE

Generating Ideas

People are often stuck at stage one when they know that they have to give a presentation.  In other words, the mind goes blank or they think that the topic is too vast.  To get started two “old faithfuls” can be useful here: Brainstorming and the Box Technique. 

Task 2

Brainstorm your ideas in response to the topic – ‘Politics’.  Remember that the essence of a brainstorm is to record the first thoughts that come to mind.  Identify the words that appear to have some connection with one another and find headings for these groups. If you can group the words readily under the headings, it is likely that you have found some useful organising concepts for the topic.

Organising Ideas

Having generated the ideas it is vital to express them in an orderly and systematic manner.  Audiences need to be taken through the information and the argument in a way that clearly signals the purpose, the main points, the key issues, any proposals or recommendations, and the conclusion.  To achieve this it is helpful to have a plan of your presentation.  Look at the Horizontal Plan, which is a template for bringing together the various elements of the presentation. As well as indicating the order of your presentation, it shows when and what visual aids you will be using, and the amount of time devoted to each of the sections.  The Homelessness Plan gives you an idea of a completed plan.  

Task 3

Before your seminar presentation, you must complete a Horizontal Plan and hand it in to your tutor for comments. 

Logic and Flow

Having a plan helps with the logic and flow of the presentation.  Your main ideas should connect together to build your argument.  There should be an introduction (tell them what you are going to tell them), a main body (tell them) and a conclusion (tell them what you have told them!).  One way of ensuring a good flow through the presentation is to provide a link between the sections.  This can be as simple as saying, for example, "Having set out what we are going to cover in this introduction, we now explain the main features of the situation and state why we think that community educators have an important role to play here".  The Horizontal Plan provides a reminder to include such links.  It is especially important to maintain logic and flow when you are switching between presenters.

Notes

Some people eschew the use of notes during presentations.  They prefer to use the headings on the visual aids, for example, as their prompts.  If you prefer to use notes it is important to stick by a number of fundamental rules.  Don't hold a clipboard as this inevitably means that you will look at it and not at the audience. Losing eye contact can be fatal.  Looking down may also mean that you are not projecting your voice.  It also conveys an image of someone who doesn't know the subject.  Worse still, don't hold sheets of A4 in front of you, as these have a nasty habit of revealing to the world that your hands are shaking!   Do use small cards (no larger than 4 x 3 inches).  These can be concealed in the palm of your hand.  The audience doesn't notice the occasional glance down.  Don't write full sentences - use headings and make sure that you know what these refer to.  Full sentences inevitably mean that you start reading it all - a huge turn off for audiences.  A small ring punched into the top left hand corner can keep the cards together, and in order.  You can flip them over with little fuss.

Visual Aids

Whether you are using OHP acetates, power point or newsprint, there are some simple rules to follow:

· Always leave a margin at top, bottom, left and right (1 inch)

· Aim for not more than seven lines of text on the page

· Avoid the use of lengthy quotations 

· Never simply photocopy a page of text onto an acetate slide

· Favour dark and strong colours (black, blue, red)

· Use a clean typeface (like this) rather than fancy script

· Keep the aids to a reasonable number - too many can be tiring for the audience

Information about giving presentations can be obtained from the School of Education’s On-line Campus (remember user name is online and password is menu). Detailed instructions are also available at this Power Point address. 

DELIVERY

Opening and Preview

If you lose the audience at the beginning, you are unlikely to get their attention back.  A good, confident opening is essential.  There are a number of ways to capture attention.  One is to tell a funny story.  Audiences like to be amused and humour is a good way of breaking down barriers.  It should be obvious that the point of the story must be clearly related to your purpose.  The problem is that there is always a risk that the joke falls flat, which can be embarrassing and de-motivating for you.  You also need a certain kind of confidence to tell a good story. Don't attempt it if you are not sure of yourself.  Another tactic for gaining attention is to relate some gripping fact or pose an interesting question.  The following is made up but it provides a useful example, "It is not widely known but over 50% of adults in the UK have travelled 30,000 miles or more in the past 5 years".   In these cases, you need to be sure of your facts.  Remember that the audience, generally, want you to do well and get off to a good start.  The only other time that you will have this kind of attention, unless you earn it, will be at the very end!

Voice and Posture

Voice and posture are crucial to maintaining audience attention and engagement.  Speak too quietly and they will switch off and become impatient.  The same will happen if you speak too slowly (unless your audience is composed of people for whom English is a second language).  Remember that you should be audible to everyone in the room, including those furthest away.  Cut out the annoying "ums" and "ahs" and any other bad habits such as saying, "OK?" at the end of every sentence, and try to modulate your tone and expression. Posture is also important.  Too static, especially if accompanied by reading from a script, will convey a lack of energy.  Too much movement, such as waving the arms about, can be distracting.  

It is usually better to stand than to sit and to be in front of tables or other obstacles.  Eliminate any personal tics or mannerisms such as coiling your finger around your hair.  Similarly, constantly poking your ear may do something for you but it will be a source of mirth, at best, to your audience.  The advice given above about watching yourself on video can be very useful in helping you to identify and get rid of these habits.  In other situations they are harmless but they can seriously get in the way of your message in presentations.

Rapport

Establishing rapport with an audience comes from following the above suggestions.  One fundamental thing, however, is to maintain eye contact. This is difficult when you are feeling nervous.  One trick is to sweep the audience in W shape without letting your eyes actually fasten on any one individual.  This only works with large groups.  Don't fix your gaze over everyone's heads, down at the floor or up at the ceiling.  Smile at people and if appropriate make an ad hoc joke or engage in a bit of light hearted banter.

Partners

The benefit of working with partners is that you can share the preparation and the talk-time during the presentation.  Problems can occur when insufficient preparation means that no one is really sure what the others are going to say and do.  There is nothing worse than someone running over time or going off track.  It is also essential to have good handovers to partners.  This is easily achieved when all are clear about what sections they will take.  A good and simple handover need be nothing more complicated than, "Having set out a number of issues, I will now hand over the Helen who will elaborate upon our proposals".  Helen can state her thanks whilst moving to centre stage.  It is important not to fall into the trap of thinking that you are off duty when one of your colleagues is speaking.  If you are the next on, you should not be reading your notes in a last minute panic.  Neither should you radiate obvious relief when you have finished and switch your attention to other things.  Ideally when you are speaking your partners should be listening, with interest, to what you are saying. 

Conclusion

This is the only other time when you can expect attention.  Try the magic words, "And in conclusion…" to see the dramatic effect on people.  All the heads lift up as they realise that it is over.  Just time then to remind them of your main points and to restate your central message, the punch line. Think about what it is that you really want the audience to take away from the presentation. Conclusions are often followed by a question and answer session.  Where you are not alone, you need an agreement as to how and who will field any questions.  One of you could act as the Chair.

Evaluation

Mental Notes

Without reflection on your experiences it is unlikely that you will get much better at giving presentations.  One tactic is to make mental notes about what went well, or otherwise, during the presentation itself.  Afterwards you can act on these notes to improve and amend your work.  

Observation and Comparison

Having read all of the above, and practised your presentation skills, you will be in a better position to critically observe others as they go through their paces.  Note the good things that they say, and techniques that they employ, so that you can improve your own performance. 

Task 4

This task connects Exercise 6, where your learning cluster had to choose a topic of interest, to Exercise 8, when you will have to run a seminar based on the topic.  In the seminar you will be required to display your presentation skills and after this event you are to complete the presentation evaluation sheet.  

Feedback

Critical feedback is also essential to development.  You can gauge an audience's reaction or take a more formal level of feedback through the kind of evaluation sheet provided in Task 4. Reviewing the event with your partners is also instructive.  A critical friend in the audience can also be helpful.  The point is not to be afraid of feedback.  Without it we cannot learn.

Collaborative Practice
Presenting Effectively

Issues

Questions for Consideration

“Some people seem to have a gift for talking in public.  Others don’t and they will never be any good at it.”  How far do such sentiments match your own?

“Isn’t there a danger of over emphasising the presentational aspects?  It is the content that really matters and surely that will come through in the end.”  Would you agree with this statement?

“If the speaker is compelling, there is no need for anything fancy.  Just let them talk.”  Does this point have any substance?

“There is not much call for presentations in my line of work – so I don’t really need to bother with them.”  To what extent does this view accord with your own?

EFFECTIVE SEMINARS 

Exercise 8
Completion date: This exercise must be completed by 13th April 2004

Introduction

Exercise 8 brings together many of the elements that you have been learning about in this course.  The exercise is based on the premise that professional activity takes place within a community of professionals who are collectively committed to continuously improving practice.  A fundamental aspect of being professional, therefore, is actively participating in this collective process of development.   It means that professionals need to keep themselves up to date and informed, and for this purpose they need mechanisms and procedures for sharing ideas.  Conferences, and on a smaller scale seminars, can underpin this process of collaborative learning.  It follows that it is important to be able to run such events effectively.  

The task is for your learning cluster to implement the ideas contained in the following general information about running seminar events, adapted from A Practical Guide to the Conference Format (Scottish Education and Action for Development, 1994).  The subject for the seminar will be the topic that emerged from the action learning exercise (Section Three) and the participants will be your fellow course members.  You are also advised to visit a very useful website (rumpusa)   put together by staff at the Educational Initiative Centre, University of Westminster. http://www2.wmin.ac.uk/mcshand/seminars.htm

Running Effective Seminars

Seminars focus in depth on a single topic and can be led by a specialist (or specialists) with knowledge of the topic, or by a group facilitator.    Sometimes an expert in the subject will want to have a facilitator working beside them.  Seminars usually last up to two hours and may aim to:

· Provide in-depth coverage of the content 

· Be lively, friendly, participatory and discursive

· Recognise and value the various kinds of expertise represented by participants

· Help participants to come up with ideas and solutions to take away

There are many ways to run seminars depending on the content and your own style.  The following is one suggestion for a basic format.  

Introductions and breaking the ice

The aim is to provoke an exchange of views among participants to determine what they already know about the issue (about 30 minutes).  Suggestions are to:

1. Ask participants to introduce themselves by name, organisation (if any) and country. (5 minutes)

2. Then ask each participant to look around the room and pick out two people they do not know.  Give them five–ten minutes to talk to the first person, to introduce themselves and discuss an introductory question such as ‘One thing I know and one thing I would like to find out about the topic’.  (5-10 minutes)

3. Then ask them to find a second person to have a similar conversation. (5-10 minutes)

4. Then have a quick round up of some of the main points. (10 minutes)

Seminar leader’s input followed by discussion and questions 

In this part (lasting around 30 minutes) those giving the input need to think about:

· Deciding on the important things to get across, allowing time for comments and questions after making each point.  

· Using a video, slides, and or OHPs.

Maintaining focus on the task or discussion point 

The discussion (up to 45 minutes) can be simply structured by:

· Asking the group to split up into groups of about six.

· Describing very clearly what you would like them to discuss.  You could re-read the description of your workshop and suggest a discussion question based on that.

· Asking each group to be prepared to report back very briefly at the end of the workshop.  

Rounding Off (15 minutes)

The intention of rounding off (about 15 minutes) is to help participants to focus on what they might like to take from the seminar.  One suggestion is to:

· Ask each of them briefly to state one solution or problem that they would like to take away.

Some Important Steps

· Decide on aims:  The first step is to crystallise the purpose of the seminar. Try to come up with a concise, descriptive title.  and clear session plan and/or speakers which are all relevant to your aims.  
· Pose a central task:  The idea is to pose a question which is open enough to provoke discussion but tight enough to demand practical answers.

(
Brief contributors:  It is essential that contributors are properly briefed, ideally at a pre-meeting and by written instructions.  

· Arrange and prepare venue:  Getting the right venue is crucial to a participatory seminar.  You might need to cover all of the following:


•
Disabled access.


•
Room(s) for a creche.


•
Excellent sign-posting.

· Prepare Seminar pack:  Depending on the intended participants it might be necessary to prepare a pack, which is sent out in advance or is available on registration.  This should include:

•
Details of each contributor


•
A short explanation of each part of the seminar


•
Map and directions


•
List of participants and their organisations

· Keep to Time:  It’s very important that the session keeps to the time allocated.  This should be stressed in contributors’ briefing meetings and in the seminar pack.  

· Aid communication and deal with jargon:  At briefing meetings, encourage all contributors to think about communication.  Prepare them for participants who may not have English as a first language.  Encourage them to avoid jargon, and to create an atmosphere where people can ask if they do not understand.

Task 1

Using the 5WH framework (see Section Two – Part 2), or similar, you are to construct an action plan for running the seminar event.  The plan should address the requirements elaborated under the following headings: 

Content

· Discuss and decide on aims





· Decide on the ‘central task’





· Decide on content/format/speakers/workshops



· Contact keynote speaker/workshop leaders



Venue

· Seek out venue







· Book venue







· Check disabled access






· Book catering (if appropriate)


· Prepare sign-posting for the room




Advance information

· Compile and send advance information to participants


Special requirements

· Determine needs eg disabled access, translation, signers, special diet


· Book translators and equipment




Briefing

· Arrange and hold contributors’ briefing meeting (if appropriate)


Seminar Pack

· Decide contents of pack to be distributed to participants 

· Write and compile, including session outline


Resources

· Obtain all necessary materials




· Determine audio-visual requirements



· Book audio-visual equipment for plenary sessions and workshops







Seminar report

· Plan report








· Plan how to record seminar





Evaluation

· Set objectives







· Plan how you wish to evaluate 


Task 2: Seminar Information and Plan

Provide one sheet of A4 containing the following information:

· Seminar Title

· Date

· Venue

· Provision for Disabled Access 

· Name(s) and short description of contributors

· Short description of seminar aims and content

· Short indication of the range of activities

Provide a detailed plan for the seminar covering the following elements:

· Introductions and breaking the ice

· Seminar leader’s input followed by discussion and questions

· Maintaining focus on the task or discussion point

· Rounding off 

Collaborative Practice

Running Seminars
Issues
Questions for Consideration

How far do you agree with the proposition that a fundamental aspect of being professional is actively participating in the collective process of development?

“If seminars are so useful as a means of learning, why are they such a rare event for practitioners like me?”  What would you say in response to this?

How far would you agree with the statement that seminars, and other such gatherings, can be an entertaining diversion from the job, but of little lasting value.

It may be good to bring people together but there is so little time and few resources for such events.

Refs

www2.wmin.ac.uk/mcshand/seminars.htm
Community Education Work Based Learning 1:

Professional Development

Overview

Introduction

This overview introduces the distinctive features of Community Education Work

Based Learning 1: Professional Development (CEWBL1). Outlining and explaining

these features is intended to help you to move purposefully around this unique

learning environment. The ideas of learning that underpin the curriculum, and the

approach taken to the meaning of ‘professional development’, are explained in the

short paper Understanding and Critical Practice (Bamber, 2003). The main aim of the

course is to help you to develop the higher-level skills of analysis, evaluation and

synthesis as well as the ability to be an independent learner. The intention is for you

to develop ‘…the ability to recognise one’s own strengths and weaknesses, to value

one’s own positive achievements and to produce plans for new action and self-development based on previous reflection’ (Gray, 2001: 9). The course expands on

this notion of learning with a focus on the key concepts of understanding and critical

practice.

Course Structure

To achieve its aims, the course is divided into four sections (see Figure 1 below), each

of which covers a major aspect of professional life. Each section has two parts, and

each part addresses one learning outcome (see Course Curriculum below) through an

extended exercise. Although you can access any part of the course at a time of your

own choosing, the sections are arranged in a particular order for teaching purposes.

Associated resources accompany each of the exercises, together with an “issues”

component highlighting problematic or controversial aspects of the course content.

You will form a ‘learning cluster’ with 4 or 5 other members from the course, and the

course will culminate in seminars organised by the clusters. The course structure is

outlined in the in Figure 2.

Figure 1: The Main Components

1. Collaborative

2. Practice

3. Professional

4. Development

5. Reflective Practice Personal Practice

6. Professional

7. Practice

The Course Curriculum

The learning outcomes for the course can be elaborated as follows:

Section 1 - Professional Practice

In this section participants will learn how to:

· Assess competence using the CeVe (1995) Guidelines.

· Prepare learning objectives for the designated placement period.

Section 2 – Personal Practice

In this section participants will learn how to:

· Manage time more effectively.

· Set appropriate work related goals and develop action plans.
Section 3 - Reflective Practice

In this section participants will learn how to:

· Distinguish between different interpretations of the notion of

'professionalism'.

· Apply the principles and practice of action learning, experiential

learning and reflective practice in the work situation.

Section 4 - Collaborative Practice

In this section participants will learn how to:

· Make effective presentations.

· Organise effective seminar activities.
Professional Practice

Professional Practice lays the foundation for the course by inviting you to identify

your developmental needs. Assessment Competence (Exercise 1) will help you to

analyse your professional knowledge, skills and understanding using the CeVe

competence framework that underpins initial training at degree level in Scotland. The

underpinning premise for Exercise 1 is that improved awareness can lead to better

performance. Part 2 is based on the further premise that awareness itself is not a

sufficient basis for change and that professional development must involve acting to

address identified gaps and weaknesses. Planning Learning (Exercise 2) will help you

to set specific learning objectives for the placement period that runs in tandem with

this course. The relationship between CEWBL1 and the placement period is

explained in this exercise.

Personal Practice

Personal Practice continues the focus on self-development by concentrating on time

management. The premise is that poor use of available time will lead to under-performance.  When this happens your agency will not meet its objectives and those

who could benefit from the agency’s work will be prevented from doing so. Managing

Time (Exercise 3) will help you develop your competence in this area but good use of

time cannot be separated from having a clear and meaningful set of work objectives.

Action Planning (Exercise 4), therefore, will familiarise you with the notion of

personal action planning in the form of a systematic approach to work. Monitoring,

evaluating and reviewing are essential elements of this systematic approach and their

inclusion points to the fundamental role of learning in professional development.

Reflective Practice

Reflective Practice takes up the theme of learning by introducing the idea that

professionals develop through constructive and critical engagement with the realities

of the practice situation. In other words, they must learn from the results of their

actions if they are to continuously improve their practice. Experiential Learning

(Exercise 5) invites you to examine the process of your own learning in terms of the

experiential learning cycle (Kolb, 1984). Action Learning (Exercise 6) introduces

the notions of action learning (Revans, 1984), reflective practice (Schon, 1983) and

critical thinking (Brookfield, 2002). This exercise marks a significant juncture in the

course by involving you in a learning cluster where you will engage in a process of

collective and collaborative learning. The premise here is that professionals must be

able to learn from and co-operate with colleagues as they seek to continuously

improve practice.

Collaborative Practice

Collaborative Practice extends the theme of co-operating with colleagues by focusing

on the sharing of ideas in public forums. The basic premise is that communicating

ideas effectively is an essential ingredient in promoting critical discourse about the

resolution of practice problems in any given context. Presenting Effectively (Exercise

7) will inform you about the fundamentals of presenting effectively. Running

Seminars (Exercise 8) brings together many of the elements that you have been

learning about in this course. The exercise is based on the premise that professional

activity takes place within a community of professionals who are collectively

committed to continuously improving practice. A fundamental aspect of being

professional, therefore, is actively participating in this collective process of

development. It means that professionals need to keep themselves up to date and

informed, and for this purpose they need mechanisms and procedures for sharing

ideas. Conferences, and on a smaller scale seminars, can underpin this process of

collaborative learning. It follows that it is important to be able to run and participate

in such events effectively.

Short description of course 

With a critical focus on the CeVe Competency Framework (a copy of the CeVe framework is provided in Appendix 1), students will assess their development as community educators.  A systematic process of self-development activities will enable students to progressively develop their competence in the workplace.   The course will link to the work situation through a weekly group tutorial programme and students will work in learning clusters to develop their understanding of professional development.  The course will culminate in seminar events, organised by the learning clusters, attended by course members.  Course tutors will introduce students to the theory and practice of experiential learning and prepare them to act as 'reflexive practitioners'.

Summary of Intended Learning Outcomes

1. Assess their own competence in terms of the CeVe Framework 

2. Devise a personal action plan to address identified needs

3. Critically assess their development as a professional community educator

4. Organise a seminar for their peer group based on an identified issue, and present their views

Components of Assessment 

1. Each student will critically assess their capacity for self-management (2000 words) including feedback from: 

· a self-assessment instrument 

· peer observation 

· fieldwork practitioner(s) 

30% of total marks
2. Each student will critically discuss their involvement in a learning cluster and reflect on the process of experiential learning (2000 words). 30% of total marks

3. Each student will summarise the key findings from the seminar event and draw out the implications for their own understanding of professionalism (2000 words).   40% of total marks
Teaching and Learning Strategies

A taught programme will complement the learning framework activities. The weekly

group tutorial sessions held in the University, for instance, will cover learning theory

related to aspects of the work situation and encourage you to develop a critical

perspective on the work-based experience. Through engaging with the activities, and

discussing your findings within the learning cluster, you will identify key issues

concerning professional development in the workplace. These findings and issues

will feed back into the group tutorials and will ultimately be taken up in seminars

addressing the notion of 'professionalism'. Together with the other members of your

learning cluster, you will run a seminar in which you present your collective views to

other students and tutors from the course. As an example, you may identify the

increasing bureaucratisation of professional practice as an important issue, and

arrange a seminar to discuss the implications for practice.

Core Texts

Bamber, J. (1998) Learning, Understanding and the Development of Critical Practice.

Youth and Policy. The Journal of Critical Analysis, Volume 60, pp30-45.

Biggs, J. (2003) Aligning Teaching and Assessment to Curriculum Objectives,

Learning and Teaching Support Network Generic Centre, York: Institute of Learning

and Teaching.

Brookfield, S. (1987) Developing Critical Thinkers, Oxford: Oxford University

Press.

Boud, D. (1993) 'Some Competing Traditions In Experiential Learning', in: Weil

S.W., and McGill I., eds. Making Sense Of Experiential Learning, Buckingham: Open

University Press, pp 38-49.
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Education Training, SCEC.

Entwistle, N (1986) Styles of Learning and Teaching, London: David Fulton
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