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1. The Training Cycle

The T4T programme was constructed around the five
elements of the Training Cycle1, in particular how they
relate, one to another.
The Training Cycle begins with the identification of a
training needs, i.e. gaps in knowledge, understanding
and/or skills (capabilities), needed to fulfil a task,
function or role to a certain standard or level.
In the case of carer training needs, the level or Standard will most likely link to one or more
of the high-level outcomes in the Strategy for Carers in Scotland (we return to these in the
next section)
A training workshop, or course, or programme) is designed to meet (or partially meet) the
training needs. The training course is then delivered to training participants.
Training participants are often asked to evaluate the course on completion, commonly by
filling in an evaluation form.
Assessment, the fifth element of the Training Cycle, is linked to but different from
evaluation. The training course may involve an assessment element. For example, certain
skills might be introduced and tried out or practiced on the course, with observation and/or
a review of the experience, and/or feedback, from group peers and/or the trainer.
However, Assessment in and around the training room (a controlled environment), has its
limitations. Often, proof-in-the-pudding evidence that the training has truly achieved what it
intended lies in what carers actually do with the learning in the days, and weeks, and
months beyond the training event, once back-in-role.
While some trainers may be involved in one way or another in all 5 elements of the Training
Cycle, more commonly, trainers find their involvement is more limited, perhaps to design
and delivery, or delivery and evaluation, or just delivery, and so on.

1

Although they share the same essential features, there are variations on the training cycle., of which this is
only one

NCO, 2014
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Training Needs
Assessment (TNA)

T4T Programme: TNA Learning Outcomes







Identify different TNA methods
Select appropriate method
Adapt approach to suit carer community / individuals
Conduct a TNA
Collate the results
Analyse and interpret the results, informing training design

NCO, 2014
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2. Training Needs Assessment

2.1 What is a Training Need?
Any task we perform, from the relatively mundane (e.g. tying a shoelace) to the highly
complex (e.g. flying a passenger plane) require us to have sufficient knowledge,
understanding and skills to be able to carry out the task/role to a certain standard, e.g.
safely, efficiently, effectively, procedurally, calmly, and so on.
The consequences of not being able to achieve the Standard will vary. If we are unfortunate,
not securing a shoelace properly may result in a trip or fall. However, flying a passenger
plane without the required knowledge, understanding and skills could have serious and
wide-reaching implications, not just for the pilot….!

2.2 Key Distinctions: Learning and Training
It is important to make a distinction between training and learning needs. By definition, a
‘training need’ requires some form of ‘training’ intervention, which might be delivered in a
variety of forms, from attendance at a workshop, to online study, to 1:1 coaching, to a full
course of study, such as vocational training.
Learning on the other hand is an ongoing,
active process of acquiring and integrating
knowledge, understanding and skills
through application (practice, trial and
error, adaptation) most of the time;
shoelace-tying being a case in point!
Some learning needs may require some
form of training to help us get going,
working towards, or meeting at least some
of these learning needs.

So all Training Needs require some form of training solution, but not all learning needs
require training.

NCO, 2014
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2.3 Assessing Training Needs
Training Needs Assessment describes a process of establishing where a group of learners
‘are at’, in terms of learning-readiness, and in determining whether they are novices or have
some prior knowledge and/or experience and/or skills, in relation to the training topic(s)
and outcomes.
Training Needs Assessment involves gathering, collating and analysing information or data.
TNA can range from a formal, high-level activity to a start-of-course discussion to identify
current levels of knowledge, understanding or skills.
The rationale for TNA is that the more we know about training participants, the greater the
likelihood we will design appropriate and meaningful activities and training methods.
To be effective, Training Needs Assessment
requires both a starting-point indicating
present capability, and an end-point, in the
form of what knowledge, understanding and
skills are needed to complete a task or role
to a certain standard of performance.
The end-point is usually established by either ‘norms’ (to a certain level of practice, e.g. how
the trainer did it) or set criteria, in the form of Standards or Competencies or Capabilities.
The starting point will be unique to each individual, as will the level of attainment /
achievement they hope to reach. These are often described as personal learning goals.
From the trainer perspective, our interest is in the range of knowledge, understanding and
skills across the group. In particular, we will want to know where the ‘novices’ and the most
experienced group members sit in relation to the training topic, as training content will
need to keep the interest and attention of participants from the least to the most
experienced, while ensuring those sitting ‘in-between’ are catered to as well!
Whether new or experienced in the training topic, there should be some stretch for all
learners. It might be a new way of examining an issue, or discussion of a recent article, or
having a mini-debate, or new information, and so on. The key thing is ensuring each
participant feels they can take something from the day and their time has been well
invested.

NCO, 2014
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2.4 The Capability Gap
The Capability Gap describes the territory that exists between present knowledge,
understanding and skills, and a future level of knowledge, understanding and skills required
to perform a task or function to a certain level or standard.
The image represents the learning journey.
With the learner on the path, trainers and
others support the journey at various
stages.
The starting point for each carer will differ,
as will what being ‘capable’ would look and
feel like for each carer.
As learning is an ongoing process, training
assists carers on the journey, rather than
deliver them at a destination.

Capability and Confidence, Reality and Perception
By the nature of caring, there are days when carers will feel more capable and confident in
their ability to do what is needed.
If confidence is low and/or stress high; carers (being human) may well question their own
abilities, e.g. to learn, or adapt, or master, or just to ‘cope’.
They may be more self-critical, ‘believing’ they are less able or capable to learn or adapt or
feel they are in-control than would be the case on a better day.
It would be quite a challenge to separate out all that is real from that which is perceived,
although it is perhaps useful to note that carers (and other learners) may tend to discount
their abilities and strengths at times.
So the capability gap may well be real, but perception often has a role to play. For example,
when reviewing training with a group, participants will often confirm that they actually
‘knew’ more about the topic than they thought they did at the outset.
And while confidence may not be the topic at hand, a good learning experience can often
have a positive impact on confidence, self-esteem and worthiness (e.g. I AM deserving of
support, time out, time for me).

NCO, 2014
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2.5 Transferable Skills
Whether gained through a formal assessment process or by an informal discussion at the
beginning of a session, Training Needs Assessment should seek to identify existing
knowledge, experience, skills and strengths that may well be (with adaptation or
modification) ‘transferable’ to aspects of the caring role.
An obvious example might be nurses or care workers, whose ‘skill-set’ (if current or recent
enough!) includes many of the practical tasks carers may need to be able to do.
Encouraging and valuing prior knowledge and experience can also help carers to engage
more fully with learning.

2.6 Carer Training Needs

Universal Needs
Universal Needs are those which are
common to all (or practically all) carers and
carer ‘communities’.
Information on universal carer needs was
gathered to support the TNA and Design
elements of the T4T courses from various
studies, in particular A Study of Training for
Carers in Scotland (The Coalition of Carers in
Scotland, 2006).
The Study indicated 4 areas (universal, or near universal) into which carer training needs
could be grouped:
1. What carers needed to fulfil the caring role, in both practical and emotional terms;
2. How carers could retain or reclaim something of their own lives (and identity) beyond
the role;
3. How carers could sustain themselves in the role;
4. How to cope financially, a widely-held concern.
In general terms studies currently available give us an understanding of universal (or near
universal) carer training needs. The range of topics may also shift from time to time, as
some may go or new ones arise (using new technology or Self-Directed Support are such
examples).

NCO, 2014
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Many training topics will be relevant to any group of carers, although there may be some
modifications to content or delivery style for specific groups, such as young carers, older
carers and so on. Modifications may be practical (e.g. less active movement for an older
group of carers) or contextual (e.g. amending a case study to better-fit a training group, or
to accommodate different cultural norms / beliefs).

Carer ‘Community’ Needs
There is a growing recognition of the particular training needs of certain groups of carers,
such as young carers and older carers. For example, while mastery of new technologies is
reportedly near-second nature for many young people, it is less likely to feature as a high
training priority for many young carers. Conversely, current evidence indicates that the
‘technology gap’ means many older people who might benefit greatly from online access
lack the skills (and often the confidence) to engage with new technology.

“If you're reading this you are one of millions of people enjoying the everyday
benefits of being online. But did you know there are over 5.3 million people in later
life who have never been on the internet..? And there are many more who struggle
to do all the things they would like to online.”
Source: Age UK website

Thanks to years of campaigning, the needs
and of carers are becoming better
understood and their contribution
recognised.
However, digging a little further into the
available evidence indicates that certain
groups of carers (in addition to sharing the
concerns of other carers), may have
additional barriers to overcome.2

2

Sources:
Out and Caring http://www.nhs.uk/CarersDirect/carerslives/aboutcaring/Pages/out-and-caring.aspx
Health and Wellbeing of Young Carers http://www.scie.org.uk/publications/briefings/files/briefing11.pdf
Improving Support for (BME) Carers http://www.iriss.org.uk/sites/default/files/iriss-insight-7.pdf
Devastating impact on health of older carers (online press release), 2011
http://www.carers.org/news/devastating-impact-health-older-carers
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Individual Needs
Beyond universal needs and certain community needs the learning needs of each individual
will vary, depending on a multiplicity of factors which include:







Prior knowledge, understanding and skills;
Personal circumstances, including the particular demands of the carers role;
Personal factors, such as the strengths or abilities (assets), blind-spots, degree of
insight, self-awareness;
Attitude, outlook (e.g. Glass half-full or half-empty view of the world);
Personality, character ‘traits’ (e.g. open or resistant to learning/change);
Preferred learning style.

“Communities of Interest”
Traditionally, ‘community’ conjures up a physical / geographical space in our mind, such as a
housing estate, a village, town or neighbourhood, and the people who live in that
community.
Communities of interest are different, in that they share a common interest or issue or
concern or characteristic rather than a physical space.
Carers could be described as a community of interest. This is not to suggest all carers share
the same concerns, but that there is a common bond shared by all carers, in giving their
unpaid time to care for someone else.

NCO, 2014
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2.7 The “Capable Carer”
We would all aspire to a Scotland in which all Carers feel capable and confident enough to
fulfil their caring role, with just the right support at the right times along the way to assist
them.
While there are universal (or near universal) training needs, there will be some differences
in the needs or concerns of certain groups of carers, and each carer will have their own
concerns, priorities and so on.
The ‘Capable Carer’ is a simple training device,
involving ‘tweaks’ to the Strategy for Carers
Outcomes, converting them into ‘Results’ (see
Evaluation and Assessment).
It offers an idealised picture of how we would
want it to be for all Scotland’s carers, whoever
they are and wherever they may be, and in
ways that feel like a good-fit for each carer.

The Training Contribution
The challenge for all trainers is finding meaningful ways of measuring and charting progress
from before to after training courses. Training evaluation can do some of this (e.g. did I
enjoy it, what did I learn, what I intend to try out or do differently).
However, we are also concerned with what happens after the training, e.g. are carers
actually feeling more capable and confident a week, month or year after the training, and
what is the contribution that training made to this?
And the extent to which carers attain both capability and confidence will vary between
carers. Some will manage better than others, when taking into account the many factors
beyond the training room, such as the nature and demands of their caring role, the
availability of time and suitable opportunities for developing outside interests, work or
volunteering, the physical health and mobility of the carer, and so on.
Beyond the training event, there are many other influences that might start with something
as simple as a chat to another participant on the bus home in which they make sense of
something they didn’t quite grasp at the session….
For all these reasons, it makes sense to develop expected and attainable training outcomes,
e.g. by the course end you will know, understand, be able to do – that link clearly to higher
level outcomes.

NCO, 2014
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2.8 An Outcomes-Focus
T4T participants were introduced to the concept of short, medium and long-term (high level)
outcomes, and the logical progression from one to the next, in a chain-like effect that links
long-term aspirational outcomes with tangible, short to medium-term outcomes.
Short-term expectations (achievable, within
reach)
Medium-term wants (attainable, but at a
stretch)
Long-term hopes, desires (aspirational,
visionary)
High-level, long-term outcomes (such as the Carers Strategy Outcomes) are intentionally
ambitious and bold, intended to provide a vision of how things could / should be.
To make outcomes more ‘real’ to carers involves working back from long-term outcomes to
short-term and medium-term outcomes, as milestones or achievements that at the least
take participants part of the way towards long-term outcomes).

Short-term (expected) outcomes
Short-term outcomes should be within our reach and influence as trainers, and be
attainable and achievable for participants.
For example, by the end of this session you will:




Know 3 different techniques to use at home to help aid relaxation / manage stress
Be able to record a daily journal using a simple reflection model, e.g. to assist in
identifying anger triggers / signs
Be able to apply basic assertiveness skills to communications, e.g. with medical / HSC
staff.

Medium-term (Intermediate, wanted) outcomes
These may bear some ‘evidence’ of the training influence, but their realisation hinges on
whether carers apply, adapt, integrate learning beyond the training environment; for
example; a carer ACTUALLY places greater value on their needs, and takes time out for self.

NCO, 2014
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Long-term (hoped-for, desired) outcomes
Achieving long-term outcomes will be determined by a host of factors beyond the training
room. Some will likely be internal to your organisation (other staff, and information, advice
and/or support services), in whatever ways these are offered.
Many will be external to your organisation, including the:




Role of other services or professionals;
People around the carer; family, partner, friends, and crucially;
Individual carer (e.g. strengths and abilities, attitude and outlook*).

The realisation of these high-level outcomes would see ‘Capable Carers’:







Pursuing leisure interests, work or volunteering;
Reporting that they are financially secure;
Feeling well (as possible, given circumstances) physically and emotionally;
Involved in planning (including future planning);
Feeling like an equal partner in care;
Confident the person they care for has the support they need in place.

As trainers, we may not have the opportunity to observe lasting changes beyond the
training room.
Therefore it makes sense to develop short-term training outcomes (e.g. By the course end
you will know, understand, be able to do...) that link clearly and logically to higher level
(medium or long-term) outcomes.

NCO, 2014
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2.9 TNA Approaches
It has been suggested that there are essentially four types of TNA.3






Systematic, involving formal job, task,
function analysis, appraisal systems,
mapping to a Standard or ‘competencies’
Welfare, focused on qualifications,
furthering career – often ‘best-fit’ options
People & org development, often softskills building, culture-based
Administrative, e.g. compliance
training, staff induction

Whatever form of TNA is applied (carer training sits most comfortably in people
development, without the organisation bit!), it should take into account factors - such as the
size and capacity of the organisation delivering training, the purpose and context for the
training and so on - as these will largely determine what is needed and what is possible, e.g.
how simple or complex the TNA needs to be.

Complex (higher-level) TNA (also see TNA Example in the Appendix)
Reflecting the programme’s status as a national training pilot, the Training Needs
Assessment (completed by T4T programme participants) was relatively complex.

T4T programme: Online Assessment (screenshot) and Stages of Progression
3

Tom Boydell (1996) Identifying Training Needs. CIPD publication

NCO, 2014
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The Assessment Framework was developed in the months leading up to the actual T4T
courses and completed by participants before the programme started, the collated results
providing an indication of where participants ‘were at’ in relation to knowledge,
understanding and skills around the various elements of the T4T courses.
Participants repeated the Assessment some 10-14 days after completing the T4T courses,
having had the benefit of some time to reflect on the course, what they had learned, were
learning and so on.
T4T participants will be invited to complete a third and final Assessment (the results coming
too late to feature in this Manual) some 7-8 months after the T4T programme concluded.
Coming a few months later, when participants have had some opportunity to apply, adapt
and modify what they took from the T4T courses, this final assessment will (it is hoped!)
provide evidence of further learning progression against the T4T programme aims and
outcomes.

NCO, 2014
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Simpler TNA; on-the-day pre-post assessment
A simple approach to TNA might involve, for example a wall-chart with straightforward
measures against which a training group can discuss (in pairs / small groups at the beginning
of the training event itself (see below). They could then be invited to enter scores on the
wall-chart, using marker pens.
This is a quite different method, but may be a more fitting and proportionate approach to
TNA, particularly where the trainer has little opportunity for pre-contact with participants.
Asking participants to repeat the exercise again at the end, as part of a learning review / the
evaluation, can provide a pre-post measurement of perceived progress against the learning
outcomes.

Training
Practices

Absolutely
no idea!

Know a
little, but no
experience

Some
experience

Quite
experienced

Capable,
confident

Training Needs
Assessment
Training
Delivery
Training
Design
Evaluation
Simple TNA example

The simpler approach may lack the robustness of a more fulsome method, but it does
provide the key element we are all seeking as trainers, some measure of progression!
However, there is a caveat to the simpler approach, in that the trainer will need to be
confident enough to ‘tweak’ the training materials and programme training content on the
day in accord with the on-the-day results, whatever they are!

NCO, 2014

Page 18 of 76

Train the Trainer Manual, Part 1
2.10 Data & Information Gathering
TNA’s should combine both “quantitative” and “qualitative” data and information. Extracts
from the T4T Programme TNA feature below to illustrate the points made.

Quantitative Data / Measures
For example, in the image opposite (from
the T4T Programme Evaluation Report), a
scoring scale of 1-12, each with a description
(from novice to master) was completed by
T4T participants before the T4T course and
again, following completion of the course,
providing quantitative data on the distance
travelled against the T4T learning outcomes
(near-side of image).
As self-assessed scores, the progress from pre-to-post scoring (see image above) reflects the
perceptions of T4T participants rather than ‘hard evidence’. However, the improved scores
can reasonably be taken to indicate that T4T participants felt more capable (combination of
knowledge, understanding, skills and confidence) overall than they did before the T4T
programme in relation to TNA.

Qualitative (Qualities) Information
Qualitative TNA information should go beyond scores, or ‘yes / no’ options to questions
which encourage more open responses. TNA should seek at the least, to identify:



Current knowledge, understanding and skills (e.g. previous training or experience in);
Learning goals, priorities (e.g. by the end of the course I want / need to…).

Pre-Training Goal-Setting
Goal-Setting is another method of eliciting information from participants, either before the
course, or at the beginning of a workshop or training day. Goal-setting encourages
participants to consider why they are attending, and what they want to get from the
training. For example, T4T participants were invited to consider their learning goals in
relation to TNA in the pre-course assessment. Overleaf is a small sample of T4T participant’s
pre-course goals.

NCO, 2014
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Pre-Training Goals (random sample) T4T pre-course online Self-Assessment, August 2013


“To learn about the different tools available, to learn from those who are already
experienced with these tools, to understand so I can adapt to suit different needs. To
gain confidence in my knowledge and ability.”



“To independently design and implement a training course for carers. Much of the
material I use at the moment is delivered with a specific format and there is no room for
creativity.”



“To develop new ways of engaging people effectively with materials, using a range of
methods … evaluate and adapt effectively on the spot.”



I would like to learn to be more flexible and more creative and playful in training

Post-Training – Key Learning
T4T participants were asked to identify their key learning from the T4T course following
completion.
Key Learning (T4T post-course online Self-Assessment, November 2013)






“I plan to pay more attention to the way I present myself physically whilst delivering
training.”
“Picked up tools and methods I have not used before…”
“Ensure I prepare delivery to suit all learning styles/personality types.”
“Be more 'in the moment' with delegates.”
“Be more realistic when designing training courses - factor in time for discussion!”

Post-Training: Future Intentions (what next…)
T4T participants were also asked to indicate what they intended to do next and in the future.
Future Intentions (post-T4T course online Self-Assessment, November 2013)





“I will be more flexible and adapt to meet the needs of the participants rather than just
"ticking a box" for myself.”
“I intend to develop a range of approaches to engage more fully with individual carers. I
will be using what I learnt on the course. I need time to reflect on everything I learned
over the 5 days before I can implement it.”
“Incorporate more formal training needs analysis at start of training courses.”

NCO, 2014
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Learning

about
Learning:
pre-design considerations

“Learning is not attained by chance; it must be sought for with ardour and
attended to with diligence“
Abigail Adams 1744-1818
NCO, 2014
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3.1 Adult-Learning
Malcolm Knowles is widely credited as a pioneer in the exploration of how adults learn.
Knowles argued that adults tend to enter a learning experience to create or bring about
some change, whether in the form of new skills, behaviours, knowledge, or attitudes.
For Knowles, adult learning is a ‘process of self-directed inquiry’, and he identified six
essential characteristics of adult learners (1970).


Adults need to know why, what and how they are learning;



Self-concept is important. Adults often wish to be autonomous and self-directing;



Prior experience is influential, and it can be used as a resource for current learning.
It can also shape attitudes to current learning;



Readiness to learn is important. Adults usually learn best when something is of
immediate value to them;



Adults often focus on solving problems in contexts or situations that are important
to them;



Motivation to learn tends to be based on the intrinsic value of learning and the
personal pay-off.

Knowles advocated a cooperative learning climate based on mutual trust, where
expectations of both trainer and learners are clear.

A Word on Young Carers
Knowles proposed key distinctions between adult and school-age children as learners in:





The degree of motivation;
Their previous experience;
The level of engagement in the learning process, and;
How the learning is applied.

However, for young carers (of school age), these distinctions would hardly seem to apply. In
many ways, the characteristics and motivations associated with adult learners would seem
applicable to young carers, whose learning needs and motivations – both practical and
emotional - are distinctly different from those of other young people not involved as carers.

NCO, 2014
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3.2 Learning Styles
A primary consideration for any training designer is “Have I taken into account that people
learn in different ways?”
Learning styles have been characterised (Honey and Mumford) as 4 learner types - activist,
reflector, theorist and pragmatist - each with associated preferences and traits.
The full-on Activists, Reflectors, Theorists and Pragmatists (yes, they do exist!) will likely
associate easily with the following characterisations of the different learning styles. More
commonly however, while we may well have a strong leaning toward one style or another,
we will likely recognise features of the other learning styles in how we like to learn.

Activists
Open-minded and enthusiastic about anything new, the Activist will ‘try anything once’.
They like to get involved without thinking too much about the risks and consequences
involved. No sooner has the dust settled on one activity, than they are looking for the next!
Activists learn best from short, relatively intensive, immediate and
active involvement in practical tasks. Often vocal and the first to
volunteer, they quickly lose interest, and may well begin to wriggle in
their chair if there is too much talking and not enough action!
They tend to thrive on the challenge of new experiences but find
implementation and longer-term consolidation a bore!
The ‘life and soul of the party’, Activists are often at the heart of activities. On occasion they
may hog the limelight!

Reflectors
Thoughtful people who prefer to stand back, Reflectors like to observe and listen, as they
want to consider the learning experience from differing perspectives.
Reflectors learn best from situations and activities in which they can
stand back, listen and observe before they act. As such, they tend
to adopt a low profile and may even have a slightly distant, tolerant,
unruffled air about them.
They are less likely to ‘jump right in’, preferring to gather and mull
over information thoroughly before coming to any conclusions.
Reflectors enjoy observing other people in action and listening to others. Less likely to be
the first contributor, they will want to get the drift of the discussion, weighing and balancing
various viewpoints before offering their own. However some pragmatists like to ponder out
loud, and may even take us with them through their thinking process!
NCO, 2014
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Theorists
Theorists like to think problems through in a logical way, and they want to know the
substance, the evidence, the theory or rationale behind ideas and concepts.
Detached, the Theorist favours analytical rational objectivity and
certainty, and is uncomfortable with subjective or ambiguous (e.g.
‘woolly’) information.
They may even be contemptuous of vague notions, particularly if
not supported by evidence, a theory, model, framework,
guidelines.
The Theorist feels most at home where the subject is credible, measurable or quantifiable in
some way. Theorists may want reassurance that the trainer delivering the topic is
knowledgeable. Theorists will expect to be given links and references they can follow-up.
If their needs are not catered to, the Theorist may become frustrated, questioning the
credibility of the content, or even challenging the authority of the trainer to deliver the
topic.
Theorists have some similarity to reflectors, but place a greater emphasis on their need for
learning to be set in context, concept or theory.

Pragmatists
The pragmatist wants to know if an idea, concept or way of doing something will ‘cut it’ in
practice. Usually on the lookout for new ideas or ways of doing things to test out / trial,
Pragmatists are the first to experiment with new applications or unpick problems, which
they may well see as a ‘challenge’.
Pragmatists are the kind of people who will return from a workshop
or course brimming with new ideas or concepts they want to try out,
apply and adapt in practice.
Essentially practical, down to earth people, Pragmatists like making
practical decisions and solving problems. They don’t like beating
about the bush and tend to be impatient with open-ended
discussion.
Pragmatists may identify / propose useful modifications that often make ideas, concepts,
practices a better-fit for their own context, and possibly for those of other learners too.
Pragmatists have some similarity to activists, but differ in that they learn best when they
see a clear and practical link between the subject matter and a personal or work-based
problem or opportunity.
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What Determines our Learning Preferences?
Kolb argued that when confronted with any new learning situation, we make an internal
decision (from the point in life we are capable of doing so!) as to whether we wish
to do or watch, and at the same time whether we want to think or to feel. The result of
these two decisions produces (and helps to shape throughout our lives) our preferred
learning style. To make the most of our learning potential, Honey and Mumford argue that
all learners can benefit from:
 Better understanding their preferred learning style;
 Seeking out more opportunities to learn using that style;
 Developing their ability to learn in other ways, or learning styles.
For example:
Reflection might feel
like torture to the
Activist!
Yet learning a simple
reflective method (see
Trainer Development,
T4T Manual Part 2)
would aid learning
integration.

Activities may lack
substance for the
Theorist!
Yet any idea or
concept is only as good
as its applicability, and
hands-on involvement
can provide another
dimension to learning.

Theories may be too
dry for the Pragmatist!
Yet it will assist in
‘selling-the-new-idea’
to colleagues or friends
if it can be grounded in
a framework or model
(if only to win over
other Theorists!).

Pragmatism is not the
way of the Reflector!
Yet as with most
anything there comes
a point when thoughts
need to be honed in
practical application
and adaptation if we
are to ‘own’ them.

"Become smarter at getting a better fit between learning opportunities and
the way you learn best. This makes your learning easier, more effective and
more enjoyable. It saves you tackling your learning on a hit-and-miss basis.
Equipped with information about your learning preferences, you'll have many
more hits and fewer misses."
Honey and Mumford, Variations on the Kolb System4

So no one learning style or preference
is any better or worse than the others.
In fact, the most effective integration
of learning occurs when learners have
opportunities to:
 Explore / do something AND
 Think about it after AND
 Make sense of it (in relation to
their own context) AND
 Test it in practice!
4

Honey and Mumford's ‘Variation on the Kolb System’ (accessed March 2010)
www.businessballs.com/kolblearningstyles.htm
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3.3 The Learning Cycle
Honey and Mumford’s Learning Styles were based around David Kolb’s Experiential Learning Cycle
(1984). The image below brings the two models together.
Learning by experience (Kolb) consists of 4
distinct elements:
 Concrete experience as something that the
student sees or does;



Reflective observation reviewing the event
or experience, exploring what happened,
feelings, thoughts, questions arising from;



Abstract conceptualisation developing an
understanding of what happened by seeking
more information, examining models or
theories, weighing up evidence, data, and
forming new ideas;
Active experimentation opportunities to try out / apply a concept, way of doing things, or new
ideas, testing out any issues that emerged in the prior stages.



Learning Styles: Learning Cycle Leanings





Activists learn well in the experience, and discussing the experience to a degree, but are
less inclined to review and conclude.
Reflectors are generally at their most effective in the processing, generalising stage,
provided they are given time and space to think!
Theorists learn well in the processing (if the experience is linked to some theory or
framework) and concluding stage of the learning cycle.
Pragmatists learn well from the experience and sharing their view, but they will want to
move along fairly promptly to testing / applying the learning.

The integration of learning will involve all 4 stages of Kolb’s cycle. However, this does not
mean that learning needs to follow the ‘order’ in the cycle. As in life, learning does not come
at us in linear form, and training is no different. Learning can commence at any stage in the
learning cycle. For example, a training session might start with presentation of a theory or
concept, or a chance to reflect (e.g. on previous or similar experiences), or a problemsolving activity …
In the design process:



Devise activities and materials with a mind to the Learning Styles;
Use Kolb’s Learning Cycle (do, think, conceptualise, test out) as a framework for
structuring each activity to ensure you cover the bases!
NCO, 2014
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3.4 Learning Retention: The Cone of Experience
As trainers we are clearly concerned with how much of what we deliver in training is
actually retained.The Cone was originally developed by Edgar Dale5 in the 1940’s as a way to
describe various learning experiences. Essentially, the Cone shows the progression of
experiences from more passive to more active forms of learning.
Dale never intended the Cone to depict a
value judgment of experiences.
He believed that any and all of the
approaches could and should be used,
depending on the needs of the learner, so
reading and listening remain valuable
learning methods and experiences.
Rather, his findings on learning retention showed that being able to do, or simulate “the real
thing” tended to lead to better retention of the largest amount of information. This is in part
because it is thought that learning experiences closer to and including real-world
experiences make use of more of our senses. And in turn that the more senses we use in
learning, the greater our ability to learn from and remember an event or experience.

3.5 Learning Domains
Bloom’s ‘Taxonomy’6 (essentially a classification) is not as well-known as some other
learning concepts that feature in this T4T manual, but it has been a cornerstone of
curriculum development in both education and training design for many years.

Three Domains (or is it 4?)
Bloom’s Taxonomy proposes three learning domains;
 Cognitive (see example below);
 Affective (understanding, attitudes, feelings-based), composed of five levels;
 Psychomotor (skills, physical activity, hands-on), consisting of six levels.
An Interpersonal domain is also described in the Taxonomy, but (for reasons unknown to the
authors) it features less in recent interpretations of the model.
5

Sources: http://www2.education.ualberta.ca/staff/olenka.Bilash/best%20of%20bilash/dalescone.html
http://www.etsu.edu/uged/etsu1000/documents/Dales_Cone_of_Experience.pdf
6
http://epltt.coe.uga.edu/index.php?title=Bloom%27s_Taxonomy
http://www.businessballs.com/bloomstaxonomyoflearningdomains.htm
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A Multi-Tiered Model
The Taxonomy is a multi-tiered model that classifies thinking according (in the case of
cognition) six cognitive levels of increasing complexity. The levels are depicted in the image
below as an ascending ladder, implying that at the higher levels, the learner is operating at a
higher (level of) thought.
The lower cognitive levels are: Knowledge,
Comprehension (understanding), and
Application (or skills, able-to’s), which
incidentally form the basis for MUD
(Memorise, Understand, Do) method, which
features in the Design section.
The higher cognitive levels are: Analysis,
Synthesis and Evaluation.

The Cognitive Domain is concerned with thinking, mental processing (revised version,
credited to Anderson & Krathwohl, 2001).
1. Remembering: e.g. recalling, repeating, regurgitating (as in exam-cramming!).
2. Understanding: e.g. constructing meaning from oral, written, and graphic messages
through interpreting, exemplifying, classifying, summarizing, inferring, comparing, and
explaining.
3. Applying: e.g. carrying out or using a procedure through executing, or implementing.
4. Analysing: e.g. breaking material into constituent parts, determining how the parts
relate to one another and to an overall structure or purpose through differentiating,
organising, and attributing.
5. Evaluating: e.g. making judgments based on criteria and standards through checking
and critiquing.
6. Creating: e.g. putting elements together to form a coherent or functional whole;
reorganizing elements into a new pattern or structure through generating, planning, or
producing.
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3.6 Learning Progression
Learning can be superficial. For example we might be able to ‘regurgitate’ significant
historical dates (e.g. 1066, Battle of Hastings, 1929 Wall Street Crash) we learned at some
point, but have little or no knowledge or understanding of the events surrounding the date.
Learning can be deep, resulting (in time) in significant changes in how we feel, think,
perceive or behave.
Learning can be transformative, in that life itself looks, feels or sounds different in some
way.

Learning is a Process,
Not an Event!
Training events (workshops, courses,
programmes) can make a very positive
contribution to learning.
However, it is useful to remind ourselves as
trainers that learning is a process, NOT an
event.
As such, trainers tend to meet learners at particular points on their ‘journey’.
On the best of days, it feels like we are alongside, guiding learners at least part of the way
and helping to see the road ahead, e.g. where next?

Learning is Active
We might attend training courses, and receive training, but trainers do not ‘learn us’!
We choose to learn, and in doing so we begin to take responsibility for ensuring that our
learning needs, in the form of knowledge, understanding , skills are met.
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Learning Integration, in simple terms
If we learn something new (knowledge or understanding or attitude or a skill), test and
apply it, and keep doing it, adapting and modifying it to our own needs, in the process we
gradually ‘take-ownership’ of it; in other words, we make it our own.
Over time, the depth and breadth of our knowledge, understanding and skills (whether of a
mundane skill like tying a shoelace or a complex set of skills required as an airline pilot) will
continue to evolve with experience.
Mastery may take minutes, days, weeks, months, years or decades (or never, if ‘mastery’
feels beyond us, or of no interest to us), depending on the depth and breadth of knowledge,
understanding or skill(s) involved.

Old Habits, New Behaviours
Carers attend training to acquire new knowledge, understanding and/or skills (whether
simple or complex), and yet it is the application, adaptation and integration of learning
beyond the training room that truly determines whether learning has had a lasting and
meaningful impact, where carers feel, think and do things differently, including taking more
time for self, and so on. Often, this involves ‘unlearning’ old habits or behaviours.
It has been suggested that breaking a habit (or way of doing something) can take anything
from 3 weeks to 224 days7 (depending which sources you consult!), with repeated
application - to unlearn the previous habit or way of doing things and create new ‘neural
pathways’8.
Of course much depends on the nature of the habit (e.g. what losing it involves) and the
extent to which it can be displaced (e.g. how much of a trade-off does the new habit offer)
by new ways of doing things.

7

“This column will change your life: How long does it really take to change a habit?” Oliver Burkeman,
Guardian online, first published 2009
http://www.theguardian.com/lifeandstyle/2009/oct/10/change-your-life-habit-28-day-rule
8
“What is Neuroplasticity?” http://www.whatisneuroplasticity.com/pathways.php
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Conscious Competence
The Conscious Competence model (attributed to many historical sources, including
9

Confucius and Socrates) maps a simple process of learning to perform a new task or skill. In
the model, learning progression advances from left (Unconscious incompetent) to right
(Unconscious competence).
It is not possible to jump stages.

Learning and Motivation
Conscious incompetence (stage 2) is the
critical stage from a learning perspective, as
that point at which we become aware that
we do not have the knowledge, or
understanding, or skills (or fortitude)
required to carry out a task, function or
role we need to perform to a certain level.
This stage will be familiar to many carers as that point at which they recognise they have
needs - for advice, information and/or support. Of course not all carers seek or accept help
immediately, and work is going on in projects across Scotland to try ‘reaching’ carers earlier.
However, whether seeking help is immediate or comes later, this is a key moment for the
carer, in that their learning needs (the motivation to learn, know more, understand
better, be more able to do) begin to become evident.

Playing to Strengths
We each have our own strengths (e.g. numbers, literacy, computing, communication, ability
to empathise) and if a new skill or habit plays to these strengths we may even become
‘expert’ if we practice long and hard enough.
The flipside however, is that we can’t be good at everything. We all have things we struggle
to do or grasp, or simply find no interest in or do not do because we do not HAVE to do it.
Fortunately (although we might put undue pressure on ourselves to be perfect!), we do not
have to be expert in all things.

Often, good enough will do.
9

http://www.businessballs.com/consciouscompetencelearningmodel.htm
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3.7 Learning and intelligence

10

IQ is the most researched attempt at
measuring intelligence and remains widely
used.
However, although IQ attempts to measure
some notion of intelligence, it may fail to
identify, assess and measure other
"intelligences" within us, such as creativity
or musical ability or social or emotional
awareness.

Critics of IQ argue that it is too focused on academic attainment, to the detriment of other
forms of intelligence that - while they may not result in academic achievement, can be of
enormous value to us throughout our lives, both personally and in work. Many people who
do not ‘succeed’ in the education system go on to have very successful lives because of
other strengths or abilities they possess. Howard Gardner11 developed the concept of
multiple intelligences, which include but go beyond literacy and numeracy:


Linguistic intelligence is the ability to use / manipulate language. People strong in
this area can be good at developing written materials. They can also be good
speakers and conversationalists, and good at explaining things.



Inter-personal intelligence (an element of emotional intelligence) involves the ability
to relate to / be sensitive to / ‘read’ / empathise with other people.



Spatial intelligence is the ability to use the ‘inner eye’. People strong in this area can
work with visual pictures in their mind.



Musical intelligence hardly needs explanation, but it does not necessarily imply the
ability to play an instrument. It can also involve a strong sense of rhythm, the ability
to match music to moods, and singing.



Intra-personal intelligence is about knowing yourself and being able to act
appropriately. People in this area of intelligence tend to spend time thinking about
their actions and looking for ways to improve themselves.

10

Intelligence Quotient (IQ) http://en.wikipedia.org/wiki/Intelligence_quotient
Howard Gardner (1983) Frames of Mind: The Theory of Multiple Intelligences / Daniel Goleman (1995,
2003) Emotional / Social Intelligence
11
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Logical intelligence involves trying to work out the correct answers to problems.
People who are skilled in this area tend not to accept simple beliefs but ask
questions to gain further information.



Physical intelligence involves using and controlling the body in skilful ways. People
with good physical intelligence can control their bodies in minor or major
movements, as demanded by a wide range of sports, artistic roles and jobs.



Naturalist intelligence is to do with seeing the balance of nature and being in tune
with it. People who are high in naturalist intelligence are often knowledgeable about
wildlife and plants and are interested in how materials and natural resources are
used. They are often capable gardeners and outdoor people.
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Creative
Training Design

“Learning is creation not consumption”
Dave Meier (The Accelerated Learning Handbook)

T4T Programme: Design Learning Outcomes






Create/align with carer (learning) outcomes
Write aims, outcomes and objective
Identify a range of training methods and interventions
Prepare for and design a training course
Plan and design future courses and programmes appropriately
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4. Creative Training Design

4.1 Design Principles
Make it relevant, keep it real…
Tailoring courses may sound grand, but often just a tweak here or there can be enough to
adapt the contents of a programme into one that speaks to the participants; in language
they can understand, in contexts that feel familiar, with concepts that make sense, and
people (in case studies, scenarios) they can relate to in some way.
Balance Consumption with Creation
Some training content will of necessity will be trainer-led. For example, as trainers we open
the programme and guide the group through its development (see Working with Groups,
Manual Part 2). We may present facts, and stimulate / lead a group discussion.
The issue is about ensuring there is a balance between trainer-led and learner-centred
activities, i.e. opportunities for participants to engage in activities that foster participation,
and create time for cooperation, collaboration to problem-solve. In short, active learning.
Although it should be stressed that trainer-led activities are fine (and expected by many
participants), if trainer-led activity is the ‘consumption’ element of training, learner-centred
activity is the ‘creation’ side of learning!
Less really is more…
We naturally want training participants to leave a session feeling their precious time has
been well-invested. It can be tempting as a trainer to load up the programme to give
participants as much as we possibly can in the time available.
But it is worth remembering that so much of what we describe as learning is composed of
active engagement in sharing and processing, contextualising, generalising and applying.
This doesn’t mean to say that we offer no input, but rather that we are content-light (e.g. 8
slides over the day rather than 80, or 4 main topics in one day rather than 10!).
Dave Meier (author, the Accelerated Learning Handbook) proposes the 30/70 rule
(facilitator input 30%, participant/group input 70%).
A content-light approach can take a lot of pressure off the trainer, freeing up time to
facilitate discussion, exploration and sharing, which ultimately will be of more lasting value
than a welter of slides or handouts, no matter how informative!
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Know your Gadgets!
Make sure you are familiar enough (and/or have someone to call on!) with the essential
functions of any technology, equipment (how do you raise this flipchart stand!?*) or props
you plan to use. If no-one is available, make sure you have a contingency back-up (Plan B),
just in case!
Time is of the essence…
When estimating timings, be sure to build in some extra for set-up and dismantling /
collecting in activity materials, transition times from one activity to another, and so on.
Variety is the spice of life
Catering to the different learning styles
might seem a challenge, but the easiest way
to approach it is simply to aim for variety –
such as moving between active and passive,
and using varied mediums (e.g. slides,
flipchart, video clips, wall posters, laminated
table handouts – see opposite).
Short n’ Sweet
Chunk training sessions into bite-sized portions - it helps the digestion!
Snappy Presentations
Mind the attention curve, and aim to keep any presentations brief.
For example, if there is a lot of information to present, use slides or flipchart to highlight the
headlines, then back it up with a handout or table laminates.
Alternatively, make it an interactive presentation, asking questions of the audience as you
go along, or inviting comment.
Images can speak louder than words...
A lot of images feature throughout the T4T Manuals. Some were very effective at getting
the ‘message’ over. Others were less so (although different images resonated with different
participants), but as a general principle, images are often a worthy replacement for text, and
on the best of occasions, can create a level of understanding difficult to achieve with the
written word.
Death by a Thousand PowerPoint Cuts!
Have you ever been on the receiving end of an extended PowerPoint presentation, with 30,
40 or even 50 slides, each crammed with text? A top orator might just pull it off. They leave
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the audience marvelling at their insight and wit, so much so that they barely noticed the
volume of slides that accompanied the pitch!
But for most of us most of the time, there is a tipping point in following a PowerPoint
presentation, beyond which point our eyes begin to glaze, or mind wander…
Slides used sparingly are fine, but be cautious not to overload them, or have too many*, or
to show them all at once!
And remember that pressing ‘B’ on the keyboard will black out / switch back on the screen
when presenting in ‘full screen’ mode, giving trainers the opportunity to on/off between
slides; in the process minimising the intrusion of the projector light, and in turn pleasing the
group!
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4.2 The Design Process; a staged approach

Design Stages
1. Develop Aims and Objectives (OutcomesFocus);
2. Research / Gather Content / Resources,
Select Materials
3. Design Course
4. (Deliver Course) 12
5. (Evaluate Course)
6. (Review Feedback, Reflect and Adapt …)

Stage 1: Develop Aims and Objectives
Clearly defined course aims and objectives, linked to outcomes (explicitly or implicitly),
provide a guide to and parameters around gathering content, developing the training
outline, and selecting materials and delivery methods.

12

NB: Please note that the latter stages of the cycle (i.e. Deliver Course, Evaluate Course, Review Feedback,
Reflect and Adapt …) are covered elsewhere in the T4T Manual
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Aims
A training goal is a broad statement, indicating
who will be affected, and what will change as
a result of the training.
For example: To increase knowledge and
awareness of carer rights, why they are
important and how carers can assert these
rights if they are not respected/upheld.
Objectives:
Objectives are more precise. They lay out a
path for achieving the training goal(s).
Where possible, they should indicate the
after-training results you are trying to achieve.
T4T participants flipchart work

For example: Participants, on completion of the training, will be able to:




Identify key legal and carer rights;
Access the (e.g. NHS, Social Work) Complaints Procedure;
Assert these rights.

When developing your objectives, ask yourself what you want participants to know,
understand, and be able to do by the end of the course, and what actions you hope they
will take beyond the training event.

Stage 2: Gather Content / Resources, Select Materials
Gathering Content & Resources
Evidence of universal (or near-universal) carer needs can be gleaned from studies, surveys
or research. These are often (but not always) national pieces of work providing a big picture
backdrop.
The practice experience gained by local voluntary organisations involved in supporting carers
provides the local ‘angle’, which will likely confirm much of the ‘big picture’, but with local
variations, e.g. particular issues affecting the locality, such as poverty and deprivation, low
‘visibility’ of or difficulties ‘reaching’ certain groups of carers and so on.
Carer communities; there is some literature (evidence), but its availability and robustness
varies. For example, while there may be better knowledge of carer issues in general, the
needs or concerns of other carer ‘groups’ are not as well researched or understood, e.g.
 Working-age carers
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Kinship carers
Black and minority ethnic carers
Lesbian, gay, bisexual and transgender (LGBT) carers

Individual needs are probably where the greatest variations occur.
And we do not know what these are until we ask…
Other resources might include:
 Publications, including facts, references, links to further information (appealing to
theorists and reflectors);
 Guidance, strategies and plans, Standards (speak to the theorists - and to a lesser
extent, with less detail! - reflectors and pragmatists);
 Models and frameworks (of interest to theorists , and to reflectors and pragmatists if
light-touch, illustrative);
 Video, online clips, podcasts (of interest to activists, reflectors and pragmatists.
Theorists will be interested if the content is more objective and verifiable than
subjective or emotive);
 Local contacts, information sheets, articles, handy-hints and top-tips (liked by
theorists, pragmatists, reflectors and activists, providing it seems relevant to them!).

Selecting Materials
Having gathered content and resources, this stage involves drawing out key facts and
information, discussion points and so on. What is actually used is very much in the hands of
each trainer. The vital point at this stage is to bear in mind all that we know about the
different ways that people learn, and to select a mix of material that lend well to different
forms of delivery.

Stage 3: Design Course
We look at design basics and methods in the following sections, but for now, these general
points of guidance should aid the initial stage:






Start by creating a sketch outline (and take no more than 30 minutes to do this seriously!) with sub-topics. As a general rule, no more than 2 for a half-day, to 4 or 5
in a full day;
Block out the time available into chunks. Fill in what you ‘know already’ such as
meals and breaks, assign times to the training introduction and review / evaluation
at the end of the day;
Calculate what time is left for actual delivery;
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Other Design Tips






Review your plan with a critical eye. You may need to reduce the number of
objectives you plan to address if you really want learning to take place.
Proceed from subject matter that is less "threatening" to material that may be more
sensitive in nature, as the group develops;
Activities which require the greatest concentration should during times when people
will be focused and energetic— such as first thing in the morning. Active, interactive
sessions can counter times of low energy—such as after lunch;
Be flexible! Although your design is a detailed road map, you may encounter detours
along the way. The best training design not only accomplishes the objectives of the
training, but also meets the emerging needs of participants.

Remember! Keep a weather-eye on the course aims, objective and training / learning
outcomes throughout the design stage, as it is easy to go astray otherwise!

4.3 Design Basics
When beginning to design activities, think about those that are most likely to help meet the
session aims and objectives. For example,




Factual information may be presented, or given in handouts, leaflets, or more
creatively, reformulated into a ‘quiz’ with teams and so on;
Understanding (including attitudes, beliefs) can best be achieved through facilitated
or small group discussion and collaborative group work;
Skills (be able to’s) development is best achieved through modelling /
demonstrating / simulating / role playing and feedback..

Other Learning Methods
Not everything lends well to formal training sessions. Part of the design process involves
deciding what must and should be included in the training programme, and what could be
better served by a different approach (if alternatives are available, or adaptable to need).
Other methods of supporting learning beyond the training room include:
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Action Learning13;
Peer forums, discussion boards (peer to peer learning / exchange);
Coaching, buddying, mentoring;
Guest speakers, seminars;
Visits, trips;
Reading, workbooks, guidance (online / offline).

4.4 Design Methods

Accelerated Learning
Accelerated Learning is a model of training
design (“Rapid Instructional Design” or RID)
grounded in the view that people learn
more from experiential activities, reflection,
retrial and feedback (learner-centred) than
from training materials and presentations
(trainer-led).
The acronym SAVI (Somatic, Auditory,
Visual, Intellectual) denotes different
methods of imparting learning.
Designing learner-centred activities means thinking about what “people actually have to do
and be” to be ‘successful’ (whatever that means in the context of the training group and
learning outcomes).
Training design centres on figuring this out, and designing activities that take learners
through a series of experiences that range from simple to complex, with each activity
followed by feedback, reflection, and (where possible, e.g. skills practice) retrial.
Learning is Creation not Consumption
Tony Buzan (the creator of Mind Mapping) is one of many commentators who bemoan the
lack of creativity (a vital ingredient) in education and learning:
“The tragic fact is that our natural creativity is ‘educated’ out of us so rapidly: at
kindergarten we are functioning with 95% of our creativity, at primary school that declines
to 75% and yet another 25% drop to 50% by secondary level education. At university we’re
down to 25% of our creative potential and as a fully-fledged adult we’re barely scraping
10%. That’s a staggering and appalling downward spiral…”14
13
14

For more information on Action Learning, go to www.actionlearningsets.com
Tony Buzan (2012) “Modern Mind Mapping for Smarter Thinking” Proactive Press
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Activities should allow learners to cooperate, on as near to real-world examples/conditions
as possible (keeping it real, relevant) to create and contextualise their own learning,
whether it be in the form of knowledge, understanding and/or skills.

Make Training Design Activity-Based
Learners gain more from active experiences
than presentations and materials, no matter
how technologically sophisticated.
Rather than starting with the materials and
presentations you need to create, first
consider what kind of activities the learners
need to engage in to be able to pick up the
new knowledge and skill.

T4T participants flipchart work

Appeal to all senses and learning styles (yes, SAVI is another learning styles model!)
Make certain that the learning design appeals to all learning styles and sensory modes.
 Somatic (learning by moving and doing)
 Auditory (learning by talking and hearing)
 Visual (learning by observing and picturing)
 Intellectual (learning by problem solving and reflecting).
Alternate between physically active and physically passive learning activities
Designs are best when they do not keep people either physically passive or physically active
for long stretches of time but alternate between the two.
 Physical learning activities: standing and talking, manipulating physical objects,
acting out processes, creating models or pictograms, putting on demonstrations, or
engaging in a hands-on activity.
 Physically passive learning activity: observing, thinking, reflecting, building mental
models, listening to presentations, or interacting with computers.
The constant back and forth rhythm between the physically active and the physically passive
modes tends to sustain people’s energy and improve their learning.
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Guiding Principles of Accelerated Learning
1. Learning Involves the Whole Mind and Body
2. Learning is Creation, Not Consumption
3. Collaboration Aids Learning
4. Learning Takes Place on Many Levels Simultaneously
5. Learning Comes From Doing the Work Itself (With
Feedback)
6. Positive Emotions Greatly Improve Learning
7. The Image Brain Absorbs Information Instantly and
Automatically

“Knowledge is not
something a learner
absorbs, but something a
learner creates. Learning
happens when a learner
integrates new knowledge
and skill into his or her
existing structure of self.
Learning is literally a matter
of creating new meanings,
new neural networks, and
new patterns of
electro/chemical
interactions within one's
total brain/body system.”

MUD (Memorise, Understand, Do)
MUD is a simple technique for sorting and separating training content into what learners
need to know, understand, and be able to do. This assists in identifying which training
methods are the best-fit.
For example, factual information (Memorise) lends itself well to presentation (or handout),
Understanding comes from opportunities to discuss / examine / explore and contextualise,
and skills (Do) from demonstration, simulation, role play, practice.
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Taking Carer Rights as an example:
We might typically want carers to Know
(memorise) that as a carer living in Scotland:
 They have certain rights, ways of
claiming these rights (e.g. complaints
procedures)
 The person(s) they care for also has
rights.
Understand (more complex, often involving shifts in attitude, belief, values, assumptions),
for example:




That they are not only entitled to these rights, but deserve them (i.e. feel worthy of
them, value themselves as carers);
That professionals may not be informed about or may infringe a carer’s rights, and
that as carers they may have to assert these rights;
That sometimes carers find they have to ‘educate’ HSC staff about carer needs and
rights!

Do, be able to do (skills, able-to’s, new strategies, e.g. for coping with anger), for example:


Claim / assert these rights where they are not being respected or upheld (even
although it may be a heart-in-mouth moment for the carer).

What, So What…
‘What, So What…‘ is a useful method for designing training segments (or specific topics).
Following the questions in logical sequence can help to map out how to structure the topic.
What, So What…’ usefully picks up on the MUD method:


What; do we want learners to know, understand, and be able to do?
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So what; how do we get over to,
persuade learners of the importance of
the topic, make it relevant to them?



What if…; can we provide an
opportunity for hands-on experience, or
discussion to explore an issue, approach
or practice, perhaps using a case study
or scenario to identify pitfalls, consider
strategies (such as Plan B’s when Plan A
fails!) and so on?

What now; how do we support learners to ensure they know what to do with the
knowledge, understanding or skills? What principles or practices should learners apply
to get the right results?

Design Filters
A design filter is a simple method of checking-through a training outline to ensure that it is
varied enough to cater to different participant needs.

Visual Auditory Kinaesthetic 15
VAK is a well-known framework with wider applications, but from a training perspective, it
depicts 3 essential learning preferences, visual, auditory and kinaesthetic.
Visual learners benefit from newsprint, handouts, overheads, graphics and readings. The
room set up, including visibility of other group members is important to the visual learner.

15

Source: http://www.nwlink.com/~donclark/hrd/styles/vakt.html
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Auditory learners need to hear discussion
and express their questions, thoughts and
conclusions out loud. They may be the
doodlers in the room, capable of learning
with very little eye contact..
Kinaesthetic learners prefer movement,
demonstrations and interactions with people
and objects to support their learning. They
learn from role-plays, activities, trial and
error and on-the-job training.
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Training
Delivery

T4T Programme: Training Delivery Learning Outcomes






Employ a range of skills and styles
Select ‘good-fit’ delivery methods
Adapt delivery to meet needs on-the-day
Manage and lead the group, dealing effectively with issues that may arise
Outline a range of new training technologies; their uses, pros and cons
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5 Training Delivery

5.1 Pre-Training Considerations

Planning and Preparation
There are trainers who can show up on the day with materials but little in the way of notes.
With the confidence to adapt to the flow of the group, they always seem prepared, even
though they may divulge to fellow trainers that they often ‘fly by the seat of their pants!’
For most trainers, the process of organising materials, notes, slides, handouts, setting up the
room, managing the equipment, transitions from one topic to the next and more demands
more of our attention!
“Plans are useless, but planning is indispensable”
Dwight D. Eisenhower (American President, 1953-1961)
Two Aspects to Planning
For organisational elements (set-up, practicalities), an essentials checklist (e.g. marker pens, paper,
masking tape or Blu Tack, memory stick and so on) will hardly go wrong, and may only need the
occasional addition. For training plans, there is a more cautionary note about over-preparing….

Training Segments
A training event can usefully be considered and broken down into three distinct segments:




The Introduction
The Learning Component
Wrap-up and Evaluation

1. The Introduction
Opening activities should stimulate interest and enthusiasm about the training, reduce
anxiety among participants, and build a sense of togetherness (common ground, sense of
shared experience).
It’s useful to build some content into introductory activities, so that participants experience
these activities as meaningful. Nonetheless, the development of group rapport can’t be
rushed, so make sure to allow time for participants to become comfortable with one
another.
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2. The Learning Component (Training Content)
Trainer introduces content, and participants engage in learning activities designed to
accomplish the training objectives / achieve the learning outcomes. To be most effective,
activities should actively involve participants in acquiring knowledge or practicing skills.
3. Wrap-Up and Evaluation
To help bridge the gap between the training event, and what participants do with the
learning after the event, Wrap Up is the trainer’s opportunity to "pull it all together". This
might include:




Highlighting essential learning points;
Summarising, linking-up / drawing-together concepts, themes, messages;
Discussing, exploring next steps.

Parallel Process
Paralleling the overall structure of the training (introductions, learning content and wrapup) each activity should have an introduction, a main learning segment and a wrap-up
segment (formal evaluation is usually at the end of the event, although evaluation / review
questions might be usefully posed at the end of some sessions within a training event.
Activities




Introduction (anything from 1-5 minutes)
Set context, link to the whole (training topic), previous or following activities
Instruction and Set-up (issue materials, resources, pose questions, distribute case studies
and so on)

Learning Segment (typically 20-25 minutes, but can range from 15 to 60 minutes)
 Oversee / monitor activity (including discussion, energy, focus)
 Participants share, process and generalise, contextualise (triads, small groups)
Wrap-Up Segment (from 3-10 minutes)
 Ends with whole group, feedback on discussion / summary of key learning points,
highlight / provide links to further information / reading / resources etc…
We return to Evaluation in Section 6.
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Trainer Balancing Acts
Time versus Content
Less really is more in the training context.
The more content (and complexity) we
introduce, the less opportunity there is for
participants to make sense of and
contextualise the content to their own
situation (through discussion, exploration).
Overloading the content can result in
confused rather than clear messages.

Simple or Complex
In basic terms, it is best to aim for simple over complex activities or presentations. Even
where there is complex information to convey, start as simply as possible to provide
participants with some recognisable touch-posts, before adding further detail.
Essentially, the more complex the information being processed by the group – whether it is
presented by the trainer or generated by group discussion – the more likely it is that some
members of the group are either left behind or lose interest.
If the complexity overwhelms the essential learning we want people to leave with, consider
drawing the discussion back to what people need to know, understand or do / be able to do
by the session-end.
Where that cuts across the needs of those immersed in the debate, encourage them to pick
up the discussion during a break.
Similar or Mixed Capability
There are benefits and drawbacks to both scenarios, and it is not possible to say that one is
preferable to another, as so much depends on the group in question.
If a topic is entirely new to all members of a training group (perhaps unlikely but certainly
not impossible), then design and delivery could reasonably assume a similar level of ability.
From a design perspective, similar ability groups are perhaps less
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Conversely, where there are a range of abilities, design and delivery should take into
account the fact that people are at different stages of knowledge, understanding and skill
/able to’s.
Being clear about what the course covers, and what participants should expect to learn, in
any pre-course publicity, will help.

Choices and Consequences (MUST, SHOULD, COULD)
Rigid training plans leave little room for adapting to the needs and priorities of the training
group. And they can put the trainer under undue pressure to cover everything, particularly
if the programme involves:
 A lot of content to convey / get over to the training group;
 Activities to set up, materials to distribute / gather in;
 An impressive mix of media! Technology can be a wonderful thing, but it can also let
us down at times, and eat up time if our transitions are less than smooth!
Scripted programmes also require a near-military level of buy-in and compliance on the part
of participants (and how often does a 15 minute break become 20, or 25…!).
Prepare to be flexible…
Most trainers will surely have experienced clockwatching anxiously as the minutes slip away,
programme timings are blown, and THAT participant just goes on, and on, and on…
So distracted we can become, while we may still hear what is being said, we have stopped
listening. We might nod politely, but as the participant warms to the task, we feel decidedly
hot under the collar, as our mind busily works on how to prioritise which of the remaining
content we might just be able to squeeze into a rapidly diminishing timeframe!!
The adult approach is to politely ‘Hold-It’ (see Hold-It Technique, Manual Part 2) at the first
opportunity that presents (e.g. participant draws breath!), explain there is a fixed amount of
time, and as certain elements of the programme generated more discussion, it looks like we
might run short of time. but we do have choices…
There may need to be some negotiation, for example If the discussion is relevant in some
way to the session, and the group indicates it wants to continue, then trade-off with the
group. This approach encourages both self-awareness and a shared sense of responsibility
for the day.
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MUST, SHOULD, COULD…
One useful method is to pre-consider training content in terms of what:
 MUST be covered, that is the non-negotiable essentials!
 SHOULD be covered, is important, and rather than drop, may need to negotiate with
group to ensure this is covered in some way, but possibly shortened, or covered in
handout etc)
 COULD be covered; would like to get to this, but it can be dropped, or communicated in
a different way, such as a handout or article.

5.2 Participation and Learning

Prime Conditions for Learning16
Bear in mind that in order to settle into and gain from learning experiences, adult learners
(and young carers, perhaps with modification) and training groups as a whole benefit when:
 The learning environment is informal, not threatening (yet ‘safely uncomfortable’- as too
cosy can lead to inertia!);
 We want or need to learn, a goal (a goal, a learning gap, the motivation to learn);
 Our knowledge and experience is recognised, valued;
 We can contribute and be heard;
 The content is relevant, realistic and applicable / adaptable (keeping it real);
 We have some control over content,
activities (respecting autonomy, choice,
independence);
 We actively participate in mental and
physical learning;
 We have opportunities to try and apply
new knowledge, skills, understanding in
practice;
 There is time to absorb, reflect and
evaluate (supporting new or adapted
ways of feeling, thinking...);
 Guidance is available, including measures of performance (providing a sense of
supported progression towards goals);
 Our learning needs and styles are catered for (preferences, choices), and;
 We are engaged,’ learning-ready’.
16

Adapted from: Adult Learning (Jenny Rogers) 3rd edition, 1989; Certificate in Training Practice workbook
((DPG PLC, 2009)
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Participatory Learning
Malcolm Knowles (see Learning about Learning) argued that for effective learning to occur,
adult learners can and should be encouraged to take responsibility for their own learning. In
the process of doing so, learners become more aware of their own learning needs and
learning preferences, and in time are better able to identify these needs and how best to
engage their learning style and preferences in any course of study or training.
So the role of the trainer is to facilitate learning, not take charge of it!
Some adult learners respond very positively to the challenge, while for others, it will run
counter to their experiences and expectations of training. Given the desire to enable and
empower carers (and to minimise dependence) applying the principles of adult learning are
vitally important.
To Facilitate Participation
 Explore with individual learners and groups what they need to know or want to do.
 Facilitate active learning, encouraging learners to become autonomous and selfdirecting, and develop their skills as learners (bearing in mind that here is more
scope for self-direction in some subjects/disciplines than in others).
 Where possible, harness their prior experience in teaching and learning activities,
while being aware they may have to do some ‘unlearning’.
 Respond to their readiness to learn by tailoring course, activities and resources as far
as possible to their needs.
 Orient teaching and facilitating to the real problems adults want to solve and the
contexts they are operating in.
 Make use of what they reveal about themselves to take account of any particular
concerns or needs individual learners may have.
 Maintain their motivation, wherever it springs from, e.g. training content, activities,
assessment of learning, further reading, discussion etc.
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5.3 Training Room Strategies and Methods

Six Steps to Establishing Rapport17
There are many ways to open a training session, but the following approach covers the
bases well, providing a neat framework to help ensure a flying start in the training room.
 Introduce yourself (preferably individually, as people arrive) and let participants know
something of who you are (reveals, see Manual Part 2) in formal introductions;
 Give people the practicalities, housekeeping (e.g. toilets, breaks, fire procedure, phones
off, can everybody see and hear, handouts, note-taking, session times) so they can feel
comfortable and secure in the training environment;
 Build rapport, as the way participants feel about you has a direct impact on their
learning. Use language they can relate to, acknowledge their experiences and feelings. If
they like and trust you they will learn more;
 Give an overview of the learning content, not just the programme. We learn new
things by associating them with existing learning. An overview of the learning primes
participant’s brains, making it easier for them to learn;
 Explain how to get the most out of the event. As trainers we are the ‘experts’ on the
learning process, many carers will not be;
 Give participants a pre-emptive answer to the question “what’s in it for me’ (WIIFM)?
If participants are motivated they will learn it far more easily and effectively than if it is
merely of academic interest.

Breaking the Ice / Warming-Up
Icebreakers are so called as they conjure an image of immersion in icy water. Warm-ups
serve a similar purpose, but are much gentler.

17

Adapted from Stand and Deliver; all you want to know about delivering training (2002) Training Journal
Supplement; author Larry Reynolds. www.trainingjournal.com
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Chitter-Chatter: Icebreaking with Intent
A lively activity designed to create a buzz of discussion, Chitter-Chatter can be used with
very short timeframes (see below), creating a sense of urgency, or more paced, if more
exploration of the questions at hand are desirable or required.
Chitter- Chatter
Two rows of chairs and participants are set up to face each other, with enough leg room!
Facilitator reads out question 1 and 2 rows participants facing each other are given fixed
time (e.g. 60, 90, 120 seconds depending on need) to discuss.
Facilitator calls time and instructs participants in one row to move one seat to left/right.
Repeat process until questions, topics (or participants!) are exhausted.
Sample questions (these are designed to encourage elicit participants to identify personal
goals, promote responsibility and awareness, as well as laying the ground for Contracting
(see Facilitation, Manual Part 2):
1. I am here on this course at this time because...
2. I would like to leave with / take away...
3. My hopes and / or concerns about today….
4. My expectations of the trainer are…
5. My expectations of other group members are…
6. What do I bring to the ‘party’?

Warm-Up with purpose: “Why Here, Why Now, Why Me!?”
A pairs, triads or small group activity designed to encourage participants to consider what
they hope to gain from the session.
Why Here, Why Now...?
Pair up participants (or triads, groups of four in larger groups)
Instructions: You have 20 mins to discuss
Sample questions
 What brings me to the course, why am I here today?
 What do I want to take away / leave the course with?
 How will I know my needs are met? What will tell me it has been a good use of my time?
 3 words that perfectly capture how I feel in this moment? (combines a mood-check, and
a reveal)
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Options for Delivering Training Content
Learning Styles, Training Options
There are many roads to Rome, or
so the old saying goes…
The same is true of training delivery.
Learning outcomes can be met using
a variety of methods that impart
knowledge, generate understanding
and allow skills to be practiced.
Delivery methods that cater to Honey
and Mumford’s 4 Learning Styles
were identified by T4T participants
(image opposite).
Source; T4T participants flipchart work

The range of methods and activities above are neither exhaustive nor prescriptive, but
provide a good basis for considering delivery options. T
Whole Group (Plenary) Discussions



Upsides – ideal for wrap up, debates, presentations, getting key messages across to
any training group
Downsides – participants may feel uncomfortable speaking in large group,
participants can hide!

Whole Group Debates



Upsides – ideal for hearing two sides of an argument or issues a discussion around
how to tackle an issue (see link to Fishbowl method18 below)
Downsides – can get heated, can be time-consuming, may need careful facilitation,
participants feel unsafe, or unable to be honest

Pairs, Triads, Small Group Work




18

Upsides – ideal for encouraging everyone to participate in discussion, particularly
with Triads and Pairs work. Small groups can be extremely productive and are a great
option for working on learning content
Downsides – where the training group lacks focus or has not established norms, pairs
or triads or small groups can be taken over / dominated by the more outspoken
participants

http://itcilo.wordpress.com/2009/02/16/facilitate-a-fishbowl-discussion
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Activities, Worksheets
Active involvement in learning, particularly in smaller groups where there is a sense of
shared purpose and cooperation can be extremely effective. Some require little more than a
few words of instruction, but others may involve a good bit more in the way of set-up and
guidance.
Simple instructions are preferable whenever possible, but if the activity requires a lot of
description and reinforcement, consider developing a Task Brief or Worksheet detailing the
activity in stages. But do try keep it as brief as you possibly can!
Props, Toys
T4T participants will recognise the array of
bendy figures, sticky frogs and stress
pillows & globes.
Whether they were picked up immediately
(spot the activists!) or absent-mindedly
fiddled with during discussion or when
making contributions, the toys were well
worked over the piece!
Toys combine a bit of fun with a more serious intent. Creativity is an important feature in
effective learning (and if you could see some of the shapes and positions the toys were bent
to, they certainly engaged a very creative side among T4T participants!)
Questions


A vital tool in the trainer ‘kit’, we look at questions in some detail in Facilitation in
Practice, T4T Manual Part 2.

Metaphors19
Metaphors are a method of conveying everyday-issues or experiences, through drawing
parallels or comparisons between two seemingly unrelated situations. Without making
direct reference to the details of the event, situation or feeling we want to examine or
explore, a good metaphor can convey a richness of visual imagery, prompting feelings and
thought processes that factual communication alone would struggle to emulate. But why are
metaphors so effective? Perhaps an answer lies in how our memories work.

19 19

Source: Adapted from “Storytelling” (February 2004) Training Journal, author, Neil Middleton
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We are far more likely to remember something
accurately when:
 We can relate to what we are hearing or
seeing as part of a recognised pattern we
already hold
 Our imaginations are stimulated
 We can naturally and easily create
associations between one idea and another
 The information appeals to multiple senses.

Demonstration, Simulation, Role-Play




Upsides – perfect for practising skills, whether they be practical (e.g. moving and
handling) or emotional (e.g. assertion rather than aggression or passivity), can open
to volunteers so the ‘I dread role-play’ participants can spectate. For pairs or triad
work, active encouragement to participate should be maintained if practice is
required, otherwise it will be a loss for those carers who do not take the opportunity
to practice in relatively safe surroundings.
Downsides – These activities (which sometimes elicit groans, and even panic for
some participants) need a high levels of trust, mutual regard and support within the
group to be most effective, and participant reluctance need to be taken into account.
More confident carers may engage easily, for others it might feel like an ordeal.

Quizzes, Refreshers




Refreshers (e.g. what have we covered today) can involve the whole group in a Q&A,
perhaps as part of learning review, or on day two of a programme, to recall day one
content.
Quizzes can add an edge to training by having ‘teams’ work together in response to
quiz questions (e.g. naming x number carer rights, ‘we covered these morning’)

Presentations




Upsides – good method for backing up key points. If an image can add to
understanding favour it over text whenever possible. Most of us are visual learners,
and images help learners to make sense of the content.
Downsides – trainer tendencies to look at the screen (rather than laptop) and readverbatim what is on the slide defeat the real usefulness of PowerPoint - as a simple
on-screen representation – prompts - that outline or back-up what is being said. And
too many presentations are just too long, so keep it to the essentials!

Projects, Journals, Research (homework)
When we are motivated to learn and aware of our learning needs, we make time to revisit
useful training content and perhaps even delve deeper into some topics of particular
interest. When we do so we are taking responsibility for our own learning, and it feels good.
We are curious, want to know more. We may push back other demands to create the time!
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When on the other hand we allow all the usual demands to keep our attention away from
reviewing our scribbled notes, or reading that chapter, or making today’s Journal entry, our
motivation to learn simply gets overtaken by our ‘reality’. Or we decide we will just give the
house a clean first..!
Any learning that goes on outside the training room is a good thing from the trainer
perspective. Assignments will be enthusiastically tackled by some participants, but be
prepared for others to do the last-minute cram, while others still may arrive full of apologies
and have a list of perfectly valid reasons (that they must tell you!) as to why they didn’t
complete the homework...
There is no judgement intended here (most of us will have been on either side of this
particular fence at one time or another), it just makes sense!
Case Studies, Scenarios, ‘Characters’
Upsides – very useful way of examining people and process-based issues through the (more
abstract, safer) use of fictitious scenarios or case studies that allow participants to explore
underlying feelings and thoughts with a degree of separation from their own personal
situation
Downsides – good case studies can be difficult to script, sound real-enough to participants,
or adequately cover the breadth of associated issues without making the situation sound
like a Soap Opera script!
Links, References, Handouts, Articles and Books
Any information presented as fact, models used in an activity or to illuminate an issue or
assertions we make should be backed up with sources and references.
Articles and books are a great way
of satisfying the browsers in the
group (theorists and reflectors
particularly, pragmatists and
activists may to a lesser extent find
something of interest, such as an
easy-to-digest leaflet.
A selection of books were made
available to browse on the T4T
courses (image opposite).
Articles of interest to trainers were also on display, and sent electronically to participants.
Handouts can be a very effective way of providing more detailed information, but as with
slides try not to cram too much text in!
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Learning Reviews
Making time to reflect on and review learning can further assist participants to make sense
of what has been covered, what they have learned, and what they plan to do next. Reviews
can help link the different elements of the session together, as well as ‘priming’ participants
for the course evaluation. Rather than simply ask the group directly (sometimes met with
blank faces!), ask participants to pair / triad up, and take 5-15 minutes together (starter
questions usually help), before bringing the group back together to ‘hear something’ of the
discussion, and draw out key learning points.
Example 1


Example 2

One thing you know, understand or feel
able to do now that you didn’t before?



Something that made you think?



The most helpful thing you can take
away?



Something you want to leave behind?

Example 3
Ask participants to consider / share any:
 Insights, personal learning points
 Implications, what they are going to do
with the learning
 Inhibitors, what might stop them, and
 Ideas, what new ideas they have...?
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5.4 New Technologies
A wide range of technologies (old and new) were utilised by T4T participants in the Practice
Sessions. Some technologies ‘behaved’ well, others proved to be a bit of a challenge,
although given the conditions, this was hardly surprising!
The experience mirrors well the general view that when it works for us, technology can add
so many more dimensions to a training event, but if it ‘misbehaves’ (particularly when we
do not have a Plan B!), it can let us down badly.
The key to technology is to know enough to use the equipment involved, or have someone
easily to hand who can assist, and crucially ensuring you have a back-up method should
things go awry!
Another cautionary note is not to jump too far ahead of the technical capability of the
training group. We want to take people with us (even if reluctantly) but we certainly don’t
want to leave anyone behind!
Technology in Training
E-learning comes in many guises, including free online courses, some simple and others at a
higher level. Many organisations are now turning to e-learning as a means of supplementing
(and in some cases replacing) traditional training methods. It is now possible to construct
simple e-learning programmes using open-source (content management systems) like
Moodle. This does require a higher degree of technical knowledge (or just help!), but is no
longer as financially prohibitive as it once was.
Mind mapping is a visual planning and organising tool that works really well for many visual
learners. If you are not familiar with it, simply search Google Images (mind maps) and an
array of examples will be displayed!
Video clips and podcasts provide another dimension to training and learning. Real people
describe their experiences, or record their stories, often to powerful effect. Many laptops /
computers are now WiFi enabled and in-built speakers, so accessing online clips either in
the training room, or after the event is easier now than ever before. There are credible
repositories online with access to videos and case studies (in addition to You Tube, a mixedbag), such as www.digitalstorylibrary.scot.nhs.uk.
Mobile learning is a big deal in big business learning and development. Short, compacted
learning bytes will not be to everyone’s liking, but may be a particularly good fit for some
carers, and positively attractive to others, such as young people more acquainted with the
digital age!
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Prezi is a dynamic alternative to conventional presentation. One T4T participant (with no
experience whatever of Prezi or much technology know-how) designed and delivered a
short Prezi as part of their Practice Session, and to excellent effect! For more on Prezi, go to
www.prezi.com
Surveys and Assessments (online)
The T4T programme benefitted from use of Survey Monkey, which meant that we could
repeat T4T self-assessments, and draw comparisons between pre and post scores and
comments.
Mastering this and other online tools will be a challenge for some, but if you can find
someone to assist in setting it up and drawing out data, it will give you a consistent
assessment tool, that can be repeated in the future.

5.5 Working with a Co-Facilitator: Pleasures and Pitfalls
At its best, co-facilitation can benefit both facilitators and participants and enhance the
learning experience. At its worst, two facilitators can tread on each-others toes, cross-wires,
communicate confusion to participants and even clash, all in all a thoroughly miserable
experience for all concerned!
To reap the benefits and avoid the pitfalls, some prior thought, discussion and preparation
are essential, if two facilitators are to co-operate, collaborate and deliver a seamless
session!
DO’s:
 Be clear about expectations and roles, e.g. is the co-trainer a peer, or someone less
experienced in training situations. This will help to decide who is doing what in
advance;
 Have a complete set of notes each, with clear handover points;
 Look interested, keyed-in to the topic (whether leading or supporting delivery);
 Control ‘away-from’ body language;
 Share the donkey work (e.g. prep, set-up, clean-up);
 Know what to do if one person fails to turn up on time or has a wobble;
 Keep an eye on the group, while acknowledging co-facilitator input (this is one of the
great benefits of co-facilitation, a second pair of eyes to observe and ears to listen
when we are leading or delivering!);
 Play to each other’s strengths;
 De-brief (always), review participant feedback, and reflect on / review the cofacilitation experience (see Trainer Development, T4T Manual Part 2).
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DON’T’s:
 Leave the room without explanation or warning;
 Overrun;
 Insist on the last word;
 Interrupt, talk over;
 Disagree in public;
 Take over;
 Talk about participants within earshot;
 Give conflicting instructions – be clear about what you want participants to do.
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Evaluation and
Assessment

Learning Outcomes






Identify and use different evaluation methods
Identify and use different data collecting methods
Develop and use outcomes-focused evaluation
Assess learning impact and outcomes
Give and receive feedback
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6. Evaluation and Assessment

6.1 Purposeful Evaluation

Five Level Evaluation and Assessment Model
The purpose of training evaluation is two-fold; to determine the extent to which the training
achieved its aim and objectives, and to identify what adjustments (if any), need to be made
to the training design. Where evaluation is concerned with the training, assessment relates
to the application of learning.
T4T participants were introduced to a 5-level model of evaluation and assessment in
which20.
1. Impact relates to the immediate or short-term effect of training. For example, what
carers enjoyed or didn’t enjoy about the course, the venue, the training style and so on. ;
Impact evaluation questions might include;
 Was the trainer(s) sufficiently
knowledgeable of the training subject?
 Was the training delivery style helpful
or unhelpful for you? Why?
 Were the training activities interesting
to you? Were they effective? Why?
 What did you enjoy most? What did
you least enjoy?
 Did the training format suit your
needs?

2. Learning is the acquisition, construction (and ultimately integration / synthesis) of new
or enhanced knowledge and understanding, skills and abilities by participants. As such it
is lasting, although without application it may well end up a vague, unconstructed
recollection somewhere in the darker recesses of our memory! )
Learning evaluation questions might include:
 What have you learned, refreshed in the way of knowledge, understanding and/or
skills?
20

Donald Kirkpatrick’s 4-level evaluation, with a fifth level, ‘Returns’ (on investment, expectations) added
later, and credited to Jack Phillips

NCO, 2014

Page 66 of 76

Train the Trainer Manual, Part 1


What else do you need to know, understand, do or be able to do?
 Is more training or learning on this or related topics needed? Anything in particular?
 If you were the trainer, what would you do differently, or add, or adapt, or remove
from the session?
Immediate learning (acquisition, construction) can be the subject of evaluation, but
the integration and synthesis of learning only occurs when applied and adapted ‘back
home’. As such it is the subject of assessment.

3. Behaviours may be ‘tested’ in the training room, but it is their application and
ultimately integration; for example, in the form of new habits, such as a carer taking
regular ‘time-out’, that provide a more meaningful indicator of application;
Behaviours-related evaluation questions could include;
 What do you intend to keep doing?
 What do you intend to adapt / change / do differently?
 What do you intend to start doing?
 What do you intend to stop doing?
 How do you intend to apply (or adapt) what you have learned, refreshed today?
 How will you know if it is effective / works?
Behaviours, if they have been applied or tested in some way, can fall within the scope
of evaluation, but their application outside the training room is more suited to
assessment.

4. Results are the effects of new behaviours, habits, or ways of thinking. For example that
the carer feels they are coping better with stress. as a result of new attitudes, behaviours
or habits they have adopted;
Results-based evaluation questions are trickier. It may be that carers have gained some
limited experience of ‘results’, perhaps through a taught relaxation technique for
managing stress, or practicing assertion skills as they have had difficulties in being heard
by professionals, but these are short-term, and to a large degree ‘controlled’ results in
the relative safety of the training room. Whether the carer actually applies the tools or
techniques to repeat the training room results back in their own setting is another
matter entirely, and depends on a whole host of factors, some within our control as
trainers, most outwith our control.
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Results-based evaluation questions might be;
 Did you find the relaxation technique relaxed you? How do you know? What exactly
did it do for you?
 How did you get on with the Assertion practice – did the technique you tried out work
for you? How did the other person receive it, did they hear you? How did that feel?
Do you intend to use or adapt this technique?
Lasting, meaningful Results are beyond the training room, and almost exclusively in
the assessment domain.

5. Returns relate directly to one (or more) of the SG outcomes. For example as a result of
better managing stress, the carer reports improved physical and emotional wellbeing.
Returns tend to be longer-term, hoped-for outcomes. As such, they are the subject of
ongoing assessment rather than evaluation.

Primary Evaluation Questions
The three question-groups below have formed the basis for many a Service Evaluation.
Simple as they may seem at a superficial glance, when well used, these are powerful
questions that can help keep us on track, and quickly get to the heart of the matter.
Her Majesty’s Inspectorate for Education (guide to self-evaluation of Quality Indicators21)
outline a continuing improvement process based around the following ‘how are we doing’
review questions;
 What works / works well? Why? How do we know (what is our evidence)?
 What isn’t working so well? Why? How do we know?
 What could we do differently? What difference would we expect to see as a result of
the changes we might make?

21

HMIE (2005), How well are children and young people protected and their needs met? Livingston, HMIE.
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Other Evaluation / Review Questions
For trainers, good evaluation / review questions can elicit valuable information (on learning
progression, gaps in learning, future intentions and so on) and help ensure a continuing
improvement approach.
There are many different ways of asking evaluation questions. Some might populate
evaluation forms, others lend themselves well to group review through open discussion.
Examples 1:
 What have you discovered / learned today?
 What did you confirm you already knew / understood / are able to do?
 What made you think today? Why was that?
 What challenged you? Why do you think that was?
 Did you have any light-bulb or ‘aha’ moments?
 What do you need to clarify?
 What else do you feel you need to know, understand, do / be able to…?
Examples 2:
 I really liked it when…
 I didn’t like it when…
 I laughed when…
 I felt sad when…
 I was touched by…
 My highlight was…
 My low point was…
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6.2 Learning Assessment

Beginning with the End in Mind22
Beginning with the End in Mind is a sound principle for trainers, as the best time to start
developing an Assessment Framework is very early on in the training design process; once
training aims, objectives and outcomes have been decided.
Time is needed to construct and test the framework, so particularly if you decide to try the
online approach to assessment, plan in enough development time to put the framework
through its paces, and get it right (good-enough) before use! Usually, in the process of using
the framework, tweaks can be made…

Follow-Up Methods for Assessing Learning
Follow-up contact, in whatever form it takes (see below) can provide the encouragement,
support and feedback necessary for the process of applying, adapting, implementing and
ultimately integrating new knowledge, understanding or skills / able-to’s / habits.
To be effective, follow-up should be considered right at the outset of the design, and ideally
(capacity-allowing) should include opportunities for participants to reflect on both the
content of what they learned during the training and the process of applying and
implementing changes. .
Without follow-up (to encourage, reinforce, review, refresh, assess progress, blockages and
so on), the benefits of training can diminish or even be forgotten if not applied.
When as the trainer we do not have contact outside the training room, regular contact with
colleagues who see carers at other times can provide a feedback loop (if negotiated with
the carer) to provide occasional updates on progress.
OR
‘Partner’ professionals may be able to incorporate the occasional follow-up question, or
provide some feedback themselves on observed changes.
OR (as discussed above)

22

Stephen Covey, 7 Habits of Highly Effective People
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Occasional surveys of previous training participants (perhaps volunteers can be sought, as
it will not suit every carer!) can provide snapshot pictures of learning progression beyond
the training event, that should both gather valuable information, and provide funders with
‘evidence’ of progression towards higher-level outcomes.

Other Follow-up Methods
Some follow-up activities require more resources than others, but may increase the
likelihood that significant learning will occur, example include:
 Newsletters, website, social media, blog postings;
 Peer observation, buddying, coaching or mentoring methods;
 Study groups;
 Booster sessions, e.g. 3 or 6 months after training event;
 Phone or electronic mail check-ins, updates etc.
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Appendix
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Appendix 1: TNA Example: T4T Programme, 2013
Prior to attending the T4T courses, participants were asked to complete an online TNA (the
assessment results are presented below) to assess current levels of knowledge and skills in
relation to the course topics.
Continuous Learning Framework
The online assessment, designed around the learning outcomes for the programme, utilised
and adapted elements of the Scottish Social Services Council’s Continuous Learning
Framework (CLF)23, in particular the stages of learning progression; engaged, established,
accomplished and exemplary,
The stages are cumulative, meaning that to be accomplished, an individual would be able to
demonstrate capability in relation to the preceding stages, engaged and established. Each
stage has example indicators.
A 12-point scale provided three levels at each stage, each of these accompanied by a
nominal description, e.g. Stage 1, level 1; ‘novice, just starting out’.

23

Scottish Social Services Council (2008). The Framework for Continuous Learning in Social Services. Scottish
Government, Edinburgh.
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Online Assessment
An assessment tool was developed and constructed online. The assessment tool brought
together the Stages of Progression (previous page) and the T4T programme Learning
Outcomes.
Training Needs
Assessment / Analysis
 Identify and select
from different TNA
tools and approaches
to assess or establish
carer(s) training needs

 Conduct a training



needs analysis,
adapting the approach
to suit the particular
carer community /
individuals
Analyse and interpret
TNA information

TNA post-course Assessment online (screenshot), November 2013

Training Design from scratch






Use TNA information to write training aims and objectives
Create learning outcomes and design a training programme to effectively meet these
outcomes Identify and select from a range of training methods and interventions
Prepare for and design a training course
Incorporate and embed equality and inequality issues in carer training programmes
Plan and design future training courses and programmes with appropriate content,
delivery strategies and methods to meet the aims, objectives and outcomes

Training delivery
Select from a range of delivery methods and techniques, knowing when and how to use
these to good effect





Adapt the delivery of a training programme on the day to meet the needs of those
present Employ a range of facilitation skills and styles
Manage ‘difficult’ training delegates constructively
Manage time effectively when delivering training
Describe a range of new technologies available to trainers, their potential uses, benefits
and drawbacks
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Evaluation







Identify and use different methods for evaluating training
Describe and select from different methods of gathering appropriate monitoring data
Develop and use outcome-focused evaluation tools
Interpret outcome-focused evaluation results
Assess the impact and outcomes of learning for carers
Give and receive constructive feedback

Pre and Post Course Assessments Compared
The pre-course assessment was completed by T4T participants in July / August 2013. The
post course assessment took place in November, following completion of the T4T courses.
The pre and post course results were collated and combined (see below), providing a visual
indicator of participant progression across the T4T programme learning outcomes from pre
to post course. It should be noted that as a self-assessment, the scoring reflects participant
perceptions of progress.
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END

Tony Stevenson (Changing Mindz), principal author
&
Carolyn Stenhouse, Avanté Consulting
T4T Programme Team
June 2014
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